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CASE STUDY: THE ATTENTION GETTER e

James is the sixth child in a family of nine children. He likes many things; for
instance, he likes rock music, comic books, basketball, and strawberry ice cream.
But more than anythlng else, James likes attention.

James is a skillful attention getter. He gets his teacher’s attention by making
outrageous remarks in class, throwing paper airplanes across the room, and refusing
to turn in assignments. He gets his classmates’ attention by teasing them, poking
them, and writing obscenities on the restroom walls. And by the middle of the
school year, James's antics are regularly earning him trips to the school office, where
he gets the assistant principal’s attention at least once a week.

e Why might James be choosing inappropriate behaviors, rather than more
productive ones, in order to get attention? What general principle of learning
might explain his behavior?

As you consider James's situation, think back to your own experiences as a student in elementary

and secondary school. Which students received the most attention: those who behaved well or

those who behaved poorly? Chances are, your teachers and classmates paid the most attention to
| misbehaving students (Landrum & Kauffman, 2006; J. C. Taylor & Romanczyk, 1994). James
| has undoubtedly learned that if he wants to be noticed—if he wants to stand out in a crowd—he
i must behave in ways that are hard to ignore.

Throughout our lives we learn many, many new behaviors—how to sharpen a pencil, drib-
ble a basketball, make and fly a paper airplane, and so on. In this chapter we'll examine a theoreti-
cal perspective known as behaviorism, which focuses on how people’s immediate environments
5}&5 about changes in their behavior. We'll also use behaviorist ideas to understand how, as
s, we can help students acquire behaviors that are more complex, productive, or prosocial
chzy sxhlbit when they first enter our classrooms
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large, behaviorist principles focus on rélationshi[?s among observ:ilblo's ever?ts.'For
example, the opening case study illustrates one 1mpor‘tant behavnonsF pn.nClple:
People are likely to learn and exhibit behaviors that bring about certain kinds of
consequences. For example, in the opening case study, James has formed an asso-
ciation between his own disruptive behaviors (responses) and attention from other
people (which is an environmental event, or stimulus, for James).

If we were to take a strict black-box perspective here, we wouldn't concern
ourselves with what'’s going on inside James's head at all. But in recent decades,
it has become increasingly evident, even to behaviorists, just how difficult it is
to omit thinking from explanations of learning and behavior. Accordingly, some
behaviorists have begun to incorporate cognitive processes and other internal phe-
nomena into their theoretical explanations (e.g., DeGrandpre, 2000; Rescorla,
1988). As you read this chapter, you'll find that I occasionally allude to internal
phenomena in my discussion of behaviorist principles. In doing so, I'm revealing
my own bias as a cognitive psychologist, and pure behaviorists might object.
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© Create a classroom environment that fosters “ When a student consistently has trouble working indepen-
desirable student behaviors. dently, praise her inconspicuously every time she completes
an assignment without having to be prompted.

Learning as a behavior # Conclude that learning has occurred only + Regularly assess students’ learning, and look for ongoing
change when students exhibit a change in classroom progress in what they know and can do.
performance.

-

on observable © Identify specific stimuli (including your own  If a student frequently engages in disruptive classroom

t (stimuli and actions as a teacher) that may be influencing behavior, consider whether you might be encouraging such
_ students’ behaviors. behavior by giving him attention every time he misbehaves.
Contiguity of events # If you want students to associate two events # Include enjoyable yet educational activities in each day’s
(stimuli, responses, or stimulus and response), schedule as a way of helping students associate school
make sure those events occur close together in subject matter with pleasurable feelings.
time.
of learning % Remember that research with nonhuman species  Reinforce a hyperactive student for sitting quietly for
across species often has relevance for classroom practice. successively longer time periods—a shaping process based

on early research studies with rats and pigeons.

Students in my own educational psychology classes sometimes resent having human learning
compared to that of laboratory rats. But, in fact, behaviorist principles developed from the study
of nonhuman animals are often quite helpful in explaining human behavior.

Table 9.1 summarizes the five assumptions just described and draws general implications
for classroom practice.

Building on Existing Stimulus—Response
Associations: Classical Conditioning

x SMX this situation:
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26 at immediately afterward.-He repeats this Pro-
h time. The dog is demonstrating somethjy,

t—and hasn't yet learned anything new, yy,

2. Pavlov flashes the light again and presents me

i eac
cedure several times, and the dog.sallvates .
it already knows how to do—salivate .to n]]-k 2
can symbolize Pavlov's second observation like so:

S (light)
- R (salivation)

S (meat)
3. Pavlov flashes the light once more,

other words, it has learned a new resp
third observation this way:

but this time without any meat. The dog salivares; i,
onse to the light stimulus. We can symbolize Pavloy

S (light) = R (salivation)
In more general terms, classical conditioning proceeds as follows:

1. It begins with a stimulus—response association that already exists—in ther words, an
unconditioned stimulus—response association. Pavlov’s dog salivates automatically whenever
it smells meat, and Alan becomes upset and backs away whenever he encounters a pain-
ful stimulus. No learning is involved in either case. When a stimulus leads to a pa‘rticular
response without prior learning, we say that an unconditioned stimulus (UCS) elicits an
unconditioned response (UCR).! The unconditioned response is typically an automatic,
involuntary one over which the learner has little or no control.

2

Conditioning occurs when a neutral stimulus—one that doesn’t elicit any particular
response—is presented immediately before the unconditioned stimulus. In the case of
Pavlov’s dog, a light is presented immediately before the meat. In the case of Alan, a base-
ball is pitched immediately before the painful impact. Conditioning is especially likely to
occur when both stimuli are presented together on several occasions and when the neutral
stimulus occurs only when the unconditioned stimulus is about to follow (R. R. Miller &
Barnet, 1993; Rachlin, 1991; Rescorla, 1967). Sometimes one pairing is enough, especially
if the unconditioned stimulus is a very painful or frightening one.

Before long, the new stimulus also elicits a response, usually one very similar to the uncon-
ditioned response. The neutral stimulus has become a conditioned stimulus (CS), and the
response to it has become a conditioned response (CR). For example, Pavlov’s dog acquires
a conditiogcd response of salivation to a new, conditioned stimulus—the light. Likewise,
‘ Alan acquires cox?dmoned responses of increased heart rate and backing away—both of
- which reflect anxiety—to a pitched baseball. Like the unconditioned response, the condi-

response is an involuntary one: It occurs automatically every time the conditioned
- stimulus is presented.

5ad

UNTARY

people learn a variety of involuntary responses,
al processes, emotions, and other relatively
eka & Zinbarg, 2006; J. B. Watson & Rayner,
‘ 't émotional responses might be learned
tWo stimuli are presented together: One
tlus beginsmeﬁfxtssmﬂurewm”‘
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UCS: inability to breathe -
CS: swimming pool >

UCR: fear of asphyxiation
CR: fear of the pool

+ Bobby misses a month of school because of illness. When he returns to school, he doesn’t
know how to do the long division problems his teacher is now assigning. After a num-

ber of frustrating experiences with the assignments, he begins to feel anxious whenever he
encounters a division task.

UCS: failure/frustration >
CS: long division >

UCR: anxiety about failure
CR: anxiety about long division

. ir ! !

o Beth’s teacher catches her writing a note to a friend during class. The teacher reads the
note to the entire class, revealing some very personal, private information that embar-
rasses her. Beth now feels extremely uncomfortable whenever she goes into that teacher’s

classroom.
UCS: humiliation -  UCR: embarrassment in response to humiliation
CS: teacher/classroom - CR: emotional discomfort in response to teacher/

classroom

As teachers, we should create a classroom environment in which stimuli—including our
own behaviors—are likely to elicit such responses as enjoyment or relaxation, 7ot fear or anxiety.
When students associate school with pleasant circumstances (e.g., positive feedback, enjoyable
activities), they soon learn that school is a place they want to be. But when they encounter
unpleasant stimuli in school—such as public humiliation or constant frustration and failure—
they may eventually learn to fear or dislike a particular activity, subject area, teacher, or school
in general.

Pt *’QD )(@3) Uﬁl‘ € DA 2\
COMMON PHENOMENA IN CLASSICAL CONDITIONING

w phenomena in classical conditioning are generalization and extinction. As you'll
the chapter, variations of these phenomena occur in instrumental conditioning

X et S

| response to a new stimulus, they may respond in the same way
known as generalization. For example, a boy who learns to
‘may generalize the anxiety response to other kinds of
" iliation in one classroom may generalize her
Thus, we see a second reason that students
matter: Students’ reactions to a particular
may transfer—to other topics, activities,
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The best part of third grade was
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dgerhrg
MLt plCrat v
W d th
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In a personal “yearbook,” Ashton
identifies math and reading as being
the best part of his third-grade year. He
clearly associates these subjects with
pleasure rather than discomfort.

“# Create a classroom atmosphere
% in which students feel physically
and psychologically safe and
secure.

—u

" Remember that the feelings
( ) students develop in response
-/ to you, your classroom, or
specific academic topics may generalize
to other situations.
-3

* " (Lﬂ)
generalization Phenomenon in
which a person learns a response to a
particular stimulus and then makes the
same response to a similar stimulus; in
classical conditioning, involves making
a conditioned response to a stimulus
_si\m,ilar to a conditioned stimulus.

shtinction
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ADDRESSING COUNTEE;’RODUCTI
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( :r:s:nt it slowly and gradually Wolpe & Plaud, 1997). For example, if Bernard is aﬁzl (l)a :éaor ,l s mov%

while the learner is happy and re'aid'- lessons someplace where he feels at ease—perhaps 0;1 forrytablc. A e

e begins to feel more co
g em, we might revert to very €asy problems—those he can

he difficulty of his assignments only as he demonstrateg

to a deeper pool only as h
every time he encounters a math probl
readily solve—and gradually increase t

reater competence and self-confidence. i
i There’s nothing like success to help students feel good about being in the classroom. Ope

way to promote student success is to structure the classroom environment scs) th:t appropriate
behaviors lead to desirable consequences and inappropriate behaviors do not. Such reinforcemens

plays a central role in instrumental conditioning.

Learning from Consequences:
Instrumental Conditioning

Mark is a student in Ms. Ferguson’s geography class. Let’s look at what happens to him during the

When students associate classroom
tasks with pleasant feelings, they first week in October:
learn that school is a place where they
want to be. For example, notice how : 2 (e :
engaged the students are in “Water northern part of South America. He sits smiling, with his hands in his lap, hoping to be

Wheels Activity.” called on. Instead Ms. Ferguson calls on another student.

* Monday: Ms. Ferguson asks students where Colombia is. Mark knows that Colombia is the

* Tuesday: Ms. Ferguson asks the class where Colombia got its name. Mark reasonably
guesses that it was named after Christopher Columbus, so he raises his hand a few inches.
Ms. Ferguson calls on another student.

* Wednesday: Ms. Ferguson asks the class why Colombia’s official language is Spanish rather
than, say, English or French. Mark knows that Colombians speak Spanish because many of
the country’s early European settlers came from Spain. He raises his hand high in the air
Ms. Ferguson calls on another student.

# g Thursday: Ms. Ferguson asks the class why Colombia grows coffee but Canada doesn.

Mark !{nows that coffee can grow only in certain climates. He raises his hand high and
waves it wildly back and forth. Ms. Ferguson calls on him.

* Friday: Whenever Ms. Ferguson asks a i ; z :
: question Mark 3 h
~ and waves it wildly about. can answer, he raises his hand hig

sm ?‘f Mark’s beha:viors bring no results. But wavin
hgmzmwﬂ chance to speak in class—and so it i

y 3 e . Y .
ners’ behaviors either increase or decr

about, instrumental conditi R pofitic cqmequentes 10
i - tal conditioning is at work. Consequences that increase the

nforcers : . .
S C; ?nd the act of followmg a particular response with a rein-
; consequences that decrease the behaviors they fol-
and punishments are environmental stimuli that

g his hand wildly brings Mark the out-

ncreases in frequency.

influential carly behaviorist, B. F. Skinner, found

d the behaviors they followed but little evidence for
E Skinner, 1938, 1953, 1954). Skinner used

Sy ed Itdrningn—.g term that cssential

U conditioning definition—and manY

other behaviorists have fo
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Notice that I've defined both reinforcer and punishment in terms of their effects on behavior,
rather than in terms of their relative pleasantness and desirability. Some learners increase certain
pehaviors for consequences that most of us would think of as unpleasant—consequences that we
certainly wouldn’t think of as “rewards.” As an example, let’s return to the opening case study.
When James throws objects, makes outrageous comments, and so on, we can assume that his
reacher is probably frowning at or scolding him, which we don’t usually think of as desirable
outcomes. Yet those consequences are leading to an increase in James's misbehaviors; thus, they're
apparcnd}’ reinforcing for him. Other people’s attention, regardless of the form it might take, can
be highly reinforcing for some students and often serves to maintain counterproductive classroom
behaviors (McGinnis, Houchins-Judrez, McDaniel, & Kennedy, 2010; Mueller, Nkosi, & Hine,
2011; N. M. Rodriguez, Thompson, & Baynham, 2010).

Punishment, too, seems to be in the eye of the beholder. For example, some seemingly very
desirable forms of attention, such as teacher praise, can be a must-to-avoid—and hence punishing—
for adolescents who don't want their peers to think of them as a “goodie-two-shoes” or teacher’s pet
(Burnett, 2001; Pfiffner, Rosen, & O’Leary, 1985).

CONTRASTING CLASSICAL CONDITIONING
AND INSTRUMENTAL CONDITIONING

Classical conditioning and instrumental conditioning both involve stimuli and responses. But
instrumental conditioning is different from classical conditioning in two important ways:

o The response is voluntary rather than involuntary. In classical conditioning, the response
is involuntary: When a particular (conditioned) stimulus is present, the response usually follows
automatically, with little choice on the learner’s part. In instrumental conditioning, however, the
response is typically voluntary: The learner can control whether or not to make it. For example, in
the opening case study, James can choose whether to make inappropriate comments, toss paper air-
planes, or tease classmates; nothing in the classroom environment is forcing him to do these things.

The voluntary nature of responses in instrumental conditioning is an important one for
teachers to keep in mind. In order for such conditioning to occur, learners must first make a
' Many educational applications of behaviorist principles, then, involve getting students
nd actively engaged in working with academic subject matter.

as a result of a stimulus that comes after, rather than before, the response.
from the pairing of two stimuli, one (the UCS) that initially elicits
that begins to elicit the same or a similar response. Thus, these
In instrumental conditioning, however, the learner makes
| stimulus (either a reinforcer or punishment) follows.
- response and the consequence: The consequence
om occurs when the response hasn't been made.
only when they behave appropriately is making
1 Wﬂ, a teacher who laughs at the antics of
cement even when an acceptable response
ely to improve.
y introduced near the beginning of
ens relationship. In contrast,
e time. Effective instrumental
' the consequence occurs
-hlin, 1991). The imme-
tant when working with

-

N 4

Get students physically and
! actively engaged in working
with classroom topics.
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n hour after class tutoring two classmares who
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1. Imagine that you're currently en
tor, I ask you if youd be willing to spend 2
are having trouble understanding course ma

y like to spend the time at 2 n¢ )
hzu;,a\t:?;gyﬁl;il:eg(lfialt \(:/ouldpit take for you to spend the hour tutoring your classmage
ar :

. . al? Would you do it
i Ls e Ertands? Wonld you do;is o galn Wy approval o it fo
;“;:;i f;::l?{lzgv);bout if I gave you five dollars? Would you do it simply because it made
ou fezl go;)d to be helping someone else? Write down a consequence——perhaps one Iy
J?Iust listed or perhaps a different one altogether—that would persuade you to help yoy,

classmates instead of meeting your friends.
2. A few weeks later, I ask you to spend the weekend (eight hours a day on both Saturday and

Sunday) tutoring the same two struggling classmates. What would it take this time to con-

vince you to do the job? Would my approval do the trick? A candy bar? Five doll'fu's? Five
hundred dollars? Or would your internal sense of satisfaction be enough? Once again, write

down what it would take for you to agree to help your classmates.

-

There are no right or wrong answers to this exercise. Different people would agree to tutor
classmates for different reasons. But you were probably able to identify at least one consequence
in each situation that would entice you to give up your free time to help others.

PRIMARY VERSUS SECONDARY REINFORCERS

Some reinforcers, such as a candy bar, are primary reinforcers, because they address a basic bio-
logical need. Food, water, sources of warmth, and oxygen are all primary reinforcers. To some
extent, physical affection and cuddling seem to address built-in biological needs as well, and for
an adolescent addicted to an illegal substance, the next “fix” is also a primary reinforcer (Harlow &
Zimmerman, 1959; Lejuez, Schaal, & O’Donnell, 1998; Vollmer & Hackenberg, 2001).

Other reinforcers, known as secondary reinforcers, don't satisfy any physiological need.
Praise, money, good grades, and trophies are examples. Such stimuli may become reinforcing
over time through their association with other stimuli that already have a reinforcing effect. For
example, if praise is occasionally associated with a special candy treat from Mother, and if money
often comes with a hug from Father, the praise and money eventually become reinforcing in and
’ es. In this way, seemingly unpleasant stimuli can become reinforcers. For instance, if
arly associates a teacher’s scolding with something he wants—more attention—thena
y indeed become a reinforcer in its own right.

; orcers are far more common in classrooms than primary reinforcers. In fact,
rs (e.g., lunch, restroom breaks) contingent on certain levels of perfor-
good teaching practice. When we use secondary reinforcers, however, we
they're learned reinforcers, and not everyone has come to appreciate them.
ond positively to such consequences as praise and good grades, a few

REINFORCEMENT

it reinforcement as the presentation of a particular rein
n also reinforce a behavior through the removal of 2

ent and negative reinforcement, respectively

us is presented after a behavior and the
1. Don't be misled by the word
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Stopit,
James!

Bt

1]

Teachers’ and peers’ attention is often a positive reinforcer—that is, it increases
the behavior it follows—even if the messages being communicated are intended to
discourage the behavior.

hers (like James in the opening case study) may behave in a way that gets them a " Be aware that certain

will work for As, but a few may actually prefer Cs or even Fs. (As a school | Srasquences that ST;’“ i
with a high school student who used Fs as a way to get revenge on negatimiiie s aseiings, bl
Eaeacr 2 el i : grades) may nevertheless be positively
5.) Depending on the individual, any one of these stimuli—praise,  reinforcing for some students.

reinforcer. Following are examples of the forms that -

o that can be touched (e.g., a snack,
rion, or praise) that one person gives

= pastime. Learners often do

ables them to do something

principle (Premack, 1959,

y disorder (ADHD) are

50 will enable them to
¢ Ehle, 2007).
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® Be explicit about what students are doing
well—ideally, at the time they are doing it. .
When praising her students for appropriate cIassroom behawor., a
second-grade teacher is quite specific about the actions for which
she’s commending them. For example, she says, “I like the way
you're working quietly” and “You should see Ricky being so polite.
Thank you, Ricky, for not disturbing the rest of the class.”

# Give concrete guidance about how students

can improve their performance.

A high school physical education teacher tells a student, “Your time
in the 100-meter dash wasn't as fast as it could have been. It's early
in the season, though, and if you work on your endurance, | know
you'll improve. Also, | think you might get a faster start if you stay
low when you first come out of the starting blocks.”

@ Communicate optimism that students can improve.
When a student in a middle school geography class gives her oral
report on Mexico, she goes on at length about her family’s recent
trip to Puerto Vallarta, showing many photos, postcards, and
souvenirs to illustrate her remarks. The other students soon become
bored and communicate their displeasure through body language
and occasional whispers across the aisles. At the end of class, the
student is devastated that her report has been so poorly received.
Her teacher takes her aside and gently says, “You included many
interesting facts in your report, Julie, and all your pictures and
artifacts really helped us understand Mexican culture. But you know
how young teenagers are—they can have a pretty short attention
span at times. I'll be assigning oral reports again next semester.

Using Feedback to Improve Learning and Behavior

let's sit down and plan it so that your
this is really interesting!"”

Before you give yours,
classmates will think, ‘Wow,

@ Don't overwhelm students with too much

feedback; tell them only what thgy can reasonably

attend to and remember at the time. .

As a kindergarten teacher watches one of his students practice
writing several alphabet letters, he helps the stu’dent hgld her pencil
in a way that gives her better control. He dogsr) t mention that she's
writing her Bs and Ds backward; he'll save this information for a later
time, after she has mastered her pencil grip.

# Minimize feedback when students already know

exactly what they've done well or poorly.

A high school math teacher has a student who has been getting poor
grades in large part because of insufficient effort. When t.he student
begins to buckle down and do his homework regula.irly, his quiz scores
improve tremendously. As his teacher hands back his first quiz after
his newfound diligence—a quiz on which he’s earned a score of
96%—she says nothing but smiles and gives him a private thumbs-up,

® Teach students strategies for appropriately

asking for teacher feedback.

A fourth-grade teacher has two students with intellectual disabilities
in her class. She knows that these students may need more frequent
feedback than their classmates. She teaches them three steps to
take when they need her assistance: (1) They should raise their hands
or walk quietly to her desk; (2) they should wait patiently until she
has time to speak with them; and (3) they should make their needs
known (e.g., “"How am | doing?” “What do | do next?").

Sources: Bangert-Drowns, Kulik, Kulik, & Morgan, 1991; Boyanton, 2010; D. L. Butler & Winne, 1995; Craft, Alberg, & Heward, 1998, p. 402 (fourth-grad le); i i
: S v : 5 7 2 . . 3 ' Pejon grade example); Feltz, Chase, Moritz, & Sullivan,
1999; Hattie & Gan, 2011; Hattie & Timperley, 2007; K. A. Meyer, 1999; Narciss, 2008; Pintrich & Schunk, 2002; Schunk & Pajares, 2005; Shute, 2008; J. V. Stokes, Luiselli, Reed, & Fleming, 2010;

Tunstall & Gipps, 1996.

~'| P
i 2 A o

e L’w

The reinforcers just listed are extrinsic reinforcers, those provided by the external environ-

ment (often by other people). Yet some positive reinfor

;

plied by learners themselves or inherent in tasks being per
behaviors in the absence of any observable reinforcers
putting it down, do extra classwork without being asked,
group into the wee hours of the morning—they’re proba
- ment that such behaviors yield. Intrinsic reinforcers are
ably within traditional behaviorist theory. Yet st
for the intrinsic satisfaction their behaviors
- exercise, if you agreed to help your ¢

cers are intrinsic reinforcers, those sup-
formed. When students perform certain
—when they read an entire book without
or practice with a neighborhood rock
bly working for the intrinsic reinforce-
not observable events and thus don' fit
udents clearly do engage in some behav-
bring. For instance, in the earlier “What
lassmates simply because doing so would

ld,bc working for an intrinsic reinforcer.
teachers, positive feedback
1 that such feedback can br

(an extrinsic reinforcer) and the fecl
ing (intrinsic reinforcers) are pmbabl)’
we must remember that the classroom
Nt can occur only when instruction has been care-
ilities and only when students have learned to valu¢
't motivated to achieve academic success for whatee!
1, and occasionally even concrete reinforcers &4

1 reinforcement, But
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Negative reinforcement Whereas positive reinforcement involves the presentation of a
stimulus, negative reinforcement brings about the increase of a behavior through the removal of
a stimulus—typically an unpleasant one, at least from the learner’s perspective. The word nega-
tive here isnt a value judgment. It simply refers to the act of saking away, rather than adding, a
stimulus.” When people make a response in order to get rid of something and the frequency of
the response increases as a result, they're being negatively reinforced.

Imagine, for example, that you have a difficult assignment to do for one of your classes.
Because you don't like the assignment hanging over your head, you complete it and give it to your
instructor well before its due date. After you turn it in, you feel much better: You've gotten rid of
that annoying worry feeling. If you find yourself completing future assignments early as well, then
you've been negatively reinforced for your complete-something-before-due-date behavior.

We can see another possible example of negative reinforcement in the opening case study.
When James misbehaves, his teacher sometimes sends him to the assistant principal’s office. By
doing so, the teacher may be negatively reinforcing his troublesome behavior. In particular, James

gess out of class, thereby removing a stimulus—some aspect of the classroom environment—that
may be aversive for him. (If James likes spending time with the assistant principal, he’s receiv-
ing positive reinforcement as well.) Whereas some students misbehave in class primarily to get
attention (a positive reinforcer), others often misbehave to escape something they don’t want to
do, such as a difficult assignment, and their escape behavior is negatively reinforced (McComas,
Thompson, & Johnson, 2003; K. A. Meyer, 1999; Mueller et al., 2011). Students may learn other
escape behaviors as well, as one student with a learning disability revealed:

When it comes time for reading I do everything under the sun I can to get out of it because it’s my
worst nightmare to read. I'll say I have to go to the bathroom or that I'm sick and I have to go to
the nurse right now. My teacher doesn’t know that I'll be walking around campus. She thinks I am
going to the bathroom or whatever my lame excuse is. All I really want to do is get out of having

to read. (Zambo & Brem, 2004, p. 5)

~ As teachers, we should use negative reinforcement rarely, if at all. Ideally, we want to create a

room environment in which there are few stimuli that students want to escape. Nevertheless, _

gnize that negative reinforcement does have an effect on behavior. Some students 7 When students consistently
ent more to get it out of the way than for any intrinsic satisfaction the } behave in ways that enable

2 ; E b S id them to avoid or escape certain
‘may engage in a variety of responses—perhaps misbehaving or iden- activities, identify and address possible

- leaving the classroom—as a way of avoiding the assignment alto-  reasons that students find the activities
enable students to eliminate or escape unpleasant stimuli, those ~ aversive.

A DEVELOPMENTAL PERSPECTIVE

can be effective with young children, but
with friends. Table 9.2 presents forms
ade levels.

extrinsic reinforcer Reinforcer that
: comes from the outside environment,
efforts may bring down the road rather than from within the learner.

., 2009). Whereas a preschooler

intrinsic reinforcer Reinforcer that is
er than a larger and more

provided by the learner or inherent in
the task being performed.

negative reinforcement
Consequence that brings about the
increase of a behavior through the
removal (rather than the presentation)
of a stimulus.

delay of gratification Abilityto
forego small, immediate reinforcers in
order to obtain larger ones later on.
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)
TABLE 9.2 * Effective Reinforcers at Different Grade Levels

o Preference for small, immediate
reinforcers over larger, delayed ones
e Examples of effective reinforcers:
e Concrete reinforcers (e.g., stickers,
crayons, small trinkets)
Teacher approval (e.g., smiles,
praise)
* Privileges (e.g., going to lunch first)
* “Grown-up” responsibilities (e.g.,
taking absentee forms to the main
office)

WHen a kindergarten teacher + Give immediate praise for appropriate
asks children to choose between behavior.

a small snack before morning © Describe enjoyable consequencef that may
recess or a larger one after come later as a result of students’ current
recess, most of them clamor for behaviors.

the smaller, immediate snack. + Use stickers, handwritten smiley faces, and
the like to reinforce students’ written work.

# Have students line up for recess, lunch, or
dismissal based on desired behaviors (e.g.,
“Table 2 is the quietest and can line up first”),

# Rotate opportunities to perform classroom
duties (e.g., feeding the goldfish, watering
plants); make such duties contingent on
appropriate behavior.

* Increasing ability to delay gratification ~ Nine-year-old Li-Mei glows with  # Use concrete reinforcers only occasionally,

(i.e., to put off small reinforcers in order pride when her teacher praises perhaps to add novelty to a classroom
to gain larger ones later on) her for helping a classmate activity.
* Examples of effective reinforcers: with a challenging writing @ Award a certificate to a Citizen of the Week,

s Concrete reinforcers (e.g., snacks, assignment explicitly identifying things the recipient
pencils, small toys) has done especially well; be sure that every

* Teacher approval and positive student gets at least one certificate during
feedback the school year.

* “Good citizen” certificates % Plan a trip to a local amusement park for

* Free time (e.g., to draw or play students with good attendance records
games) (especially useful for students at risk for

academic failure).

have social time Students in a sixth-grade % Make short periods of free time with
i science class work diligently on peers (e.g., five minutes) contingent on

; an assigned lab activity, knowing  accomplishing assigned tasks.
that if they complete it before  # Spend one-on-one time with students,
the end of the class session they  especially those who appear to be socially
can have a few minutes to talk isolated.

with their friends. # Provide explicit feedback about what things
: students have done well (e.g., their use
of colorful language in an essay or their
prosocial behaviors with classmates).

When 16-year-old Deon's 2
friends ask him to go to the ® Acknowledge students’ concerns about

B o s Trinscey cvorin earning good grades, but focus their
A e A 9 attention on the value of learning school
B ety e ’)’/he o subject matter for its own sake.
ity gr'ades Be sure that good grades are contingent
B S on students’ own work; take precautions to
e ensure that cheating and plagiarism are not
. reinforced.
Publicize accomplishments of extracurricular
groups and athletic teams in local news
media.
a Provi,r.ie Opportunities for independent
: _,"deeismn making and responsibility, especially
- when students show an ability to make wise
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Jocal grocery store (hardly an intrinsically reinforcing activity!) to earn enough money to pay half
the cost of a $400-a-night limousine for his high school prom.

Some children and adolescents are better able to delay gratification than others. Those who
are willing and able to postpone reinforcement are less likely to yield to temptation, more care-
fully plan their future actions, and achieve at higher levels at school (Bembenutty 8 Karabenick,
2004; Rothbart, 2011; Shoda, Mischel, & Peake, 1990). However, even 4- and 5-year-olds can
Jearn to delay gratification for a few hours if their teachers tell them that rewards for desired
behaviors (e.g., sharing toys with peers) will be coming later in the day (S. A. Fowler & Baer,
1981). Teaching children effective waiting strategies—for instance, focusing attention on some-
thing else during the delay and using such self-talk as “If T wait a little longer, T'll get something
better’—enhances their ability to postpone gratification as well (Binder, Dixon, & Ghezzi, 2000).

THE VARIOUS FORMS THAT PUNISHMENT CAN TAKE

Historically, the use of punishment in the classroom has been controversial, and in fact some
forms of punishment do a great deal of harm. But under certain conditions, punishment can be
both effective and appropriate, especially when students seem to have little motivation to change
their behavior for the better.

All punishing consequences fall into one of two categories. Presentation punishment
involves presenting a new stimulus, presumably something that a learner finds unpleasant and
doesn’t want. Scoldings and teacher scowls—if they lead to a reduction in the behavior they
follow—are instances of presentation punishment. Removal punishment involves removing an
existing stimulus or state of affairs, presumably one that a learner finds desirable and doesn’t
want to lose. Loss of a privilege, a fine or penalty (involving the loss of money or previously
carned points), and grounding (i.e., restriction from certain pleasurable outside activities) are all
examples of removal punishment.’

Over the years I've often seen or heard people use the term negative reinforcement when
re really talking about punishment. Remember, negative reinforcement is reinforcement,
s a response, whereas punishment has the opposite effect. Table 9.3 can help you

AT SERVE AS EFFECTIVE PUNISHMENTS

- only mild forms of punishment in the classroom. Researchers and
‘mild consequences that can be effective in reducing classroom

for James in the opening case study, some students
s them the attention they can't seem to get in
be unpleasant and punishing (Landrum &
Nau, MacKenzie-Keating, Sameoto, &
hen they're immediate, brief, unemo-
- should reprimand students privately
lassmates, some may relish the peer
tudents) may feel totally humili-

- or of an opportunity to
nishment, response cost
riate behavior and
ehavior lose only
E L. Phillips,

\# When working with young
( ) children, try to reinforce
desired behaviors immediately,
even if only by pointing out that a
desired consequence will come later.

presentation punishment
Punishment involving presentation of
new stimulus, presumably one a learn
finds unpleasant.

removal punishment Punishment
involving removal of an existing
stimulus, presumably one a learner
doesn't want to lose.
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() 1\ -
cement, Negative Reinforcement, and

\
TABLE 9.3 * Distinguishing among Positive Reinfor
Punishment .
CONSEQUENCE ~ EFFECT

Response increases when a new stimulus
(presumably one the learner finds desirable)

EXAMPLES

A student is praised for writing an ‘assignr_nent in cursive. She
begins to write other assignments in cursive as well.

h e A student gets lunch money by bullying a girl into surrendering
it hers. He begins bullying his classmates more frequently.

Positive reinforcement

t a research paper that
: i i A student no longer has to worry abou ;
Negative reinforcement Response increases when a previously . i S A bl ol

isti i ne the ' ;
lee):'al::;]? ﬁ?&?ﬂgggz{;ﬁgi:?e;oved. do his assignments aheaq of tlm’e whenever Possnble.

o A student escapes the principal’s wrath by Iyl_ng about her
role in recent school vandalism. After this inc1den'€ she begins
lying to school faculty whenever she finds herself in an
uncomfortable situation.

A student is scolded for taunting other students. She taunts

Presentation punishment Response decreases when a new stimulus U
(presumably one the learner finds others less frequently after that. . :
undesirable) is presented. e A student is ridiculed by class‘mates for asking what they
perceive to be a stupid question during a lesson. He stops
asking questions in class.
‘Removal punishment Response decreases when a previously o A student is removed from the softball team for a week
existing stimulus (presumably one the for showing poor sportsmanship. She rarely shows poor
learner finds desirable) is removed. sportsmanship in future games.

e A student loses points on a test for answering a question in a
creative but unusual way. He takes fewer risks on future tests,

Logical consequences A logical consequence is something that follows naturally or logi-
cally from a student’s misbehavior; in other words, it's punishment that fits the crime. For example,
if a student destroys a classmate’s possession, a reasonable consequence is for the student to replace
it or pay for a new one. If two close friends talk so much that they aren’t completing assignments,
a reasonable consequence is for them to be separated. The use of logical consequences makes logi-
cal sense, and research vouches for its effectiveness (Dreikurs, 1998; Landrum & Kauffman, 2006;
Nucci, 2001).

Positive-practice overcorrection One desired result of administering punishment, of
~ course, is that students learn more appropriate behavior in the process. Positive-practice over-
_ W&on involves having a stcudent repeat an action, but doing it correctly, perhaps in an exag-

; germd form. For example, a student who runs dangerously down the school corridor might be
ed to back up and then walk—perhaps at a normal pace, or perhaps very slowly—down the
y, a student in a drivers’ education class who neglects to Stop at a stop sign might be

around the block, return to the same intersection, and come o a complete stop
Iiug_ aloud to five) before proceeding. In general, positive-practice overcorrection

be effective when its duration is relatively short and when teachers portray it a5
students acquire appropriate behavior rather than simply as punishment per
?013; R. G. Carey & Bucher, 1983; M. D. Powers & Crowel, 1985).

student given a time-out is placed in a dull, boring (but not scary)
room designed especially for time-outs, a little-used office, o 2
student in time-out has no opportunity to interact with class”
ment. The length of the time-out is typically quite short
student’s age), but the student jsn't released until any
king) has stopped.
ully to reduce a variety of noncompliant, disruptiv®
ver, that a time-out s apt to be effective only
and reinforcement for a student. I ¢
amount of nois¢

.

mcrease
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pehavior (J. M. Donaldson & Vollmer, 2011; McClowry, 1998; Pfiffner, Barkley, & DuPaul,
2006; Rortvedt & Miltenberger, 1994; A. G. White & Bailey, 1990).

}n-sch00| suspension Like time-out, in-school suspension involves placing a student in a
quiet, boring room within the school building. However, it often lasts one or more school days
and involves close adult supervision. Students receiving in-school suspension spend the day work-
ing on their class assignments, enabling them to keep up with their schoolwork. But they have no
opportunity for interaction with peers—an aspect of school that’s reinforcing for most students.

Although in-school suspension programs haven't been systematically investigated through
controlled research studies, educators report that these programs are often effective in reducing
chronic behavior problems. They're typically most effective when suspension sessions include
instruction in appropriate behaviors and missing academic skills and when the supervising teacher
acts as a supportive resource rather than a punisher (Gootman, 1998; Huff, 1988; Pfiffner et al.,
2006; J. S. Sullivan, 1989).

CONSEQUENCES THAT MAY UNDERMINE DESIRED BEHAVIOR CHANGES

Several forms of punishment are typically 70r reccommended because they have adverse side
effects, convey a counterproductive message, or actually serve as reinforcers for some students.

Physical punishment Most experts advise against physical punishment for school-age chil-
dren (e.g, W. Doyle, 1990; Hyman et al., 2006; Landrum & Kauffman, 2006). Furthermore,
its use in the classroom is #//egal in many places. Even mild physical punishment, such as a spank
or slap with a ruler, can lead to such undesirable outcomes as resentment of the teacher, avoid-
ance of school tasks, lying, aggression, vandalism, and truancy. When carried to extremes, physi-
cal punishment constitutes child abuse and can cause long-term physical damage, psychological

problems, or both.

. Psychological punishment Any consequence that seriously threatens a student’s sense
| of self-worth is psychological punishment and isn’t recommended. Fear tactics, embarrassing
marks, and public humiliation can lead to some of the same side effects as physical punish-
resentment, distraction from schoolwork, and truancy—and can inflict
I harm. By deflating students’ sense of self, psychological punishment
in classroom subject matter and expectations for future perfor-
Bukowski, & Tremblay, 2007; J. Ellis, Fitzsimmons, & Small-

te makeup work for time missed in school is
extra classwork or homework beyond that
ed simply to punish a student for wrong-
rent has a very different side effect: It com-

tively reinforced when they
lon't want—a problem! But
y dent’s behavior. For
‘wants, in which case
many students
n ;;;volvcs a loss
school. Thus,

s the prob-
Zero
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in-school suspension Consequence
for misbehavior in which a student

is placed in a quiet, boring room
within the school building, typically
to do schoolwork under close adult
supervision.

psychological punishment
Consequence that seriously threatens
self-esteem and general psychological
well-being.

¥ Do not use physical
( ) punishment, public humiliation,
" or extra classwork to
discourage undesirable behaviors.

Advocate for in-school
alternatives to out-of-school

suspension for wrongdoing.




