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Abstract 

In an audio cueing system, a teacher is presented 

with randomly spaced auditory signals via tape recorder 

or intercom. The teacher is instructed to praise a child 

who is on-task each time the cue is presented. In this 

study, a baseline was obtained on the teacher's praise 

rate and the children's on-task behaviour in a Grade 5 

class of 37 students. Children were then divided into 

high, medium and low on-task groups. 

Followinq baseline, the teacher's praise rate and the 

children's on-task behaviour were observed under the 

following successively implemented conditions: 

(l) Audio Cueing 1: Audio cueing at a rate of 30 cues 

per hour was introduced into the classroom and remained in 

effect during subsequent conditions. A group of consis­

tently low on-task children were delineated. (2) Audio 

Cueing Plus 'focus praise package': Instructions to direct 

two-thirds o£ the praise to children identified by the 

experimenter (consistently low on-task children), feedback 

and experimenter praise for meeting or surpassing the 

criterion distribution of praise ('focus praise package') 

were introduced. (3) Audio Cueing 2: The 'focus praise 

package' was removed. (4) Audio Cueing Plus 'increase 

praise package': Instructions to increase the rate of 

praise, feedback and experimenter praise for improved 
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praise rates ('increase praise package') were introduced. 

The primary aims of the study were to determine the 

distribution of praise among hi~h, medium and low on-task 

children when audio cueinq was first introduced and to 

investigate the effect of the 'focus praise package' on 

the distribution of teacher praise. The teacher distri-

buted her praise evenly among the hiqh, medium and low 

on-task groups during audio cueing 1. The effect of the 

'focus praise package' was to increase the percentage of 

praise received by the consistently low on-task children. 

Other findings tended to suggest that audio cueing 

increased the teacher's praise rate. However, the teacher's 

praise rate unexpectedly decreased to a level considerably 

below the cued rate during audio cueing 2. The 'increase 

praise package' appeared to increase the teacher's praise 

rate above the audio cueing 2 level. 

The effect of an increased praise rate and two distri-

butions of praise on on-task behaviour were considered. 

Significant increases in on-task behaviour were found in 

audio cueing 1 for the low on-task group, in the audio 

cueing plus 'focus praise package' condition for the entire 

class and the consistently low on-task g roup and in audio 

cueing 2 for the medium on-task group. Exce pt for the high 

on-task children who did not change, the effects of the 

experimental manipulations on on-task behaviour were e quivocal . 
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However, there were some indications that directing 67 % 

of the praise to the consistently low on-task children 

was more effective for increasing this group's on-task 

behaviour than distributing praise equally among on-task 

groups. 
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Sundel and Sundel (1975) define a positive rein­

forcer as ''a stimulus whose presentation following a 

response increases the strength of that response." 

Praise is a positive reinforcer which has been demonstra­

ted to increase appropriate classroom behaviours (e.g. 

Schutte & Hopkins, 1970; Thomas, Becker & Armstrong, 

1968). These studies suggest that if a teacher praises 

a child immediately after the child has done something 

appropriate (e.g. following the teacher's instructions, 

sitting quietly, attendinq to work), the child will be 

likely to repeat that behaviour in the future. 

A number of studies suggest that teachers tend 

to rely on disapproval rather than praise as a means 

of classroom control (e.g. Thomas, Presland, Grant & 

Glynn, 1978; White, 1975). However, the use of dis­

approval has a number of disadvantages. Disapproval 

given immediately after some inappropriate behavior has 

occurred may function as a positive reinforcer and may 

actually increase the behavior one is trying to decrease 

(Thomas et al., 1968). A person who delivers punishment, 

such as the teacher who frequently disapproves, may be 

avoided by the recipient of the punishment (Sundel & 

Sundel, 1975). A person who received punishment may 

become verbally or phy sically a ggressive (Sundel & Sundel, 

1975). 

l 
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The use of praise in the classroom is desirable in 

that praise can be used to increase appropriate classroom 

behaviours and is not associated with the undesirable 

effects of punishment techniques. Because teachers tend 

not to use praise as a method of classroom manaqernent, 

various techni0ues have been devised to increase teacher 

praise rates. These techniques include instructions 

(e.g. Baer & Baer, 1974), feedback (e.g. Rule, 1972), 

response cost and positive reinforcement (HcNamara, 1971), 

self control (e.g. Szykula & Hector, 1978), social modeling 

(e.g. Ringer, 1973), direct intervention (Rule, 1975), 

"packages" which combine various techniques (e.g. Cossairt, 

Hall & Hopkins, 1973) and audio cueing (e.g. Van Houten 

and Sullivan, 1975). 

One interesting ouestion which can be raised with 

regard to increasinq teacher praise rates using the above 

methods is which children in the class receive the praise . 

In any given class, children will vary in the amount of 

time they spend engaging in appropriate or on-task 

behaviours. Children could be divided into high, medium 

and low on-task groups based on the amount of on-task 

behaviour displayed. When a teacher's praise rate is 

increased, does the teacher direct equal amounts of praise 

to the various on-task groups or does one group receive 

more praise than another? An additional auestion is 

whether distributing praise equally among the high, medium 
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and low on-task groups is more effective in increasing 

on-task behaviour than an alternate distribution of praise, 

such as directing most of the praise to the low on-task 

children. 

The literature review will address the following 

. 
1ssues: (a) effects of teacher praise and attention on 

appropriate classroom behaviour; (b) natural rates of 

praise in the classroom; (c) distribution of teacher praise 

according to student's level of on-task behaviour; and 

(d) techniques for increasing teacher attention and praise 

for appropriate classroom behaviour. 

Effects of Teacher Praise and Attention on Appropriate 

Classroom Behaviour 

Prior to discussing individual studies, a word on 

terminology is in order. Studies vary in the precise 

word used to describe a class of behaviours as well as the 

specific behaviours included in that class. In a given 

study, any or all of the following behaviours might be 

referred to as "appropriate behaviours," "constructive 

behaviours," "relevant behaviours" or "on-task behaviours": 

orientation to the appropriate object or person (e.g. lee-

turing teacher) , sitting at the desk, being quiet and 

following instructions. Behaviours referred to as Hinappn:::-o-

priate behaviours," "disruptive behaviours" or "deviant 
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behaviours" rniqht include walking around th~ room instead 

of working on an assignment, making noises with objects, 

conversing with a neighbour and attending to toys or 

objects which are not related to the lesson being taught. 

"Praise" usually refers to a verbal statement of 

commendation directed towards one or more students. 

"Teacher attention," "positive teacher attention" or 

"teacher approval" is generally a broader category than 

praise and usually includes some combination of verbal 

praise, facial expression, speaking to a child and/or 

physical contact. nDisapproval," "negative teacher 

attention," or "reprimands" generally refer to a verbal 

criticism or a statement which indicates that the child's 

behavior is unacceptable. Thomas et al. (1968) also 

included the non-verbal aspects of physical contact and 

facial expression within the category of teacher disapproval. 

In this discussion, the terms "appropriate behaviours," 

"inappropriate behaviours,!! "praise," "attention" and 

"disapproval" will be used to describe the behaviours 

delineated above. It should be noted that the authors of 

a particular study may have used a different term to 

describe more or less the same behaviours. 

Schutte and Hopkins (1970) demonstrated that a 

kindergarten class of five girls would respond to instruc­

tions more consistently if teacher attention were made 
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contingent upon compliance to requests from the teacher. 

Buys (1972) used a procedure in which one Grade 3 and 

two Grade 4 teachers publicly and privately praised nine 

disruptive children for appropriate classroom behaviour. 

Incidents of appropriate behaviour increased for the 

targeted children, but remained stable for nine controls. 1 

Broden, Bruce, Mitchell, Carter and Hall (1970) 

increased appropriate classroom behaviour through contin-

gent teacher attention for two boys se~ted at adjacent 

desks. Initially, attention was directed towards one boy 

at a time. It was observed that the boy sitting at the 

adjacent desk increased the amount of time he spent engaging 

in appropriate behaviour to some degree when the other child 

was given contingent attention. The greatest gain in 

appropriate behaviour for the two children combined was 

observed when both children were given contingent attention 

at the same time. 

1Buys (1972) presented the daily percentage of 
inappropriate behaviour occurring as the dependent variable. 
However, Buys (1972) dichotomized all child behaviour 
into appropriate or inappropriate categories. The per­
centage of appropriate behaviour occurring on a given day 
can be deduced by subtracting the percentage of inappro­
priate behaviour from 100%. The results of the study 
are discussed in terms of appropriate behaviour, although 
this information was not directly provided b y the author. 
This comment also applies to studies by Becker, Madsen, 
Arnold and Thomas (1967), Mc Allister, Stachowiak, Baer 
and Conderman (1969), O'Le ary and Becker (1968) and Ward 
and Baker (1968). 



In a somewhat unusual procedure, Thomas et al. 

(1968) asked a teacher who delivered high rates of 

contingent attention to discontinue attention 

temporarily to demonstrate that attention was main­

taining appropriate classroom behaviours. Removal of 

attention resulted in a decrease in appropriate class­

room behaviours and a sharp increase in inappropriate 

behaviours such as making noise and leaving the desk. 

6 

Praising or attending to appropriate behaviour has 

often been combined with ignoring inappropriate behaviour 

(e.g. Becker, Madsen, Arnold & Thomas, 1967; O'Leary & 

Becker, 1968). In the first study, Becker et al. (1968) 

found that appropriate behaviours increased from 38% 

to 71% when these behaviours were attended to and inappro­

priate behaviours were ignored. 

Hall, Lund and Jackson (1968) increased appropriate 

behaviour in one Grade l and five Grade 3 children by 

attending to appropriate behaviour and ignoring inappro­

priate behaviours. Ward and Baker (1968) applied a 

similar procedure to part of a class of Grade l Negro 

children, but included as a control group peers in the 

same class not exposed to the experimental manipulation. 

The targeted group showed an increase in appropriate 

behaviour from 26 % to 43 % after treatment; the control 

group decreased slightly in appropriate behaviour by 4 %. 



O'Leary and Becker (1968) also found that praising 

appropriate behaviours and ignoring inappropriate 

behaviours resulted in an increase in appropriate 

behaviours. This procedure was just as effective in 

decreasing inappropriate behaviours as was soft repri­

mands for inappropriate behaviours. 

The question could be raised in the latter studies 

as to whether it was attending to appropriate behaviour 

or ignorinq inappropriate behaviour which resulted in 

the behaviour changes noted. That attention and/or 

7 

praise are important variables in modifying behaviour is 

suggested by the four studies in which teachers were not 

given specific instructions about ignoring inappropriate 

behaviour (Broden et al., 1968; Buys, 1972; Schutte & 

Hopkins, 1970; Thomas et al., 1968). Presumably, no 

changes occurred in the way the teachers responded to 

inappropriate behaviour. Further support for the potency 

of attention in itself is provided by Madsen, Becker and 

Thomas (1968) who introduced rules into two elementary 

classrooms and observed the effect, then asked the teacher 

to ignore inappropriate behaviour and observed the effect, 

and finally added attention for appropriate behaviour. 

Rules alone did not alter inappropriate behaviour, while 

ignoring inappropriate behaviour led to an increase in 

inappropriate behaviour in one class and no change in 



8 

the second class. Only when attention for appropriate 

behaviour was added was a sizable reduction in inappro-

priate behaviour observed. 

A final study which combined pra1se for sitting 

appropriately and being quiet with reprimands for turning 

around and talking was reported by McAllister, Stachowiak, 

Baer and Conderman (1969). Being quiet increased from 

75% to above 95% during treatment, while appropriate 

sitting increased from 85% to 96% during treatment. 

There was no change in the above behaviours in a control 

class. 

All of the studies cited in this section demon-

strate the usefulness of praise and attention alone 

or in combination with other techniques for increasing 

appropriate and decreasino inappropriate classroom 

behaviours. 

Natural Rates of Praise in the Classroom 

White (1975) studied natural rates of praise and 

disapproval in 16 classes ranging from the first to the 

twelfth grade. In qeneral, teacher rates of disapproval 

tended to be higher than praise rates. Eigher rates of 

disapproval than praise were especially pronounced for 

a group of behaviours called nmanagerial behaviours" or 

pupil activities involving classroom management (e.g. 

. . . h . h . ) h' f' d' . . 'f' t s1tt1ng up stra1g t 1n a c a1r . T 1s _ln 1ng 1s s1gn1_1can 
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in that these kinds of behaviours are those frequently 

targeted for change. In a replication by Thomas, Presland, 

Grant and Glynn (1978) higher levels of disapproval than 

praise were found in 10 Grade 7 classrooms. 

These studies indicate that teachers fail to praise 

for appropriate student behaviour, despite the evidence 

that such praise is effective in enhancing appropriate 

behaviour in the classroom. Teachers tend to rely on 

aversive control methods which may actually increase 

inappropriate behaviour. Experimental evidence for this 

premise can be found in a number of sources. O 'Leary and 

Becker (1968) observed that loud disapprovals increased 

inappropriate behaviour. In another study, Thomas et al. 

(1968) found that frequent disapproval resulted in an 

increase in inappropriate behaviour from 19.4 % to 31.2 %. 

Madsen, Becker, Thomas, Koser and Plager (1970) found that 

the command "sit down" increased standing up. These 

reports further emphasize the need to train teachers to 

use praise as a classroom management technique. 

Distribution of Teacher Praise 

Accordinq to Students' Level 

of On-Task Behaviour 

No studies were available which investigated how 

teachers distribute praise amonq children varying in 
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on-task levels. A few studies have attempted to alter 

child or student behaviour in a more appropriate or 

inappropriate direction to determine whether the teacher's 

responses would change. If it were known that teachers 

tend to give attention for appropriate behaviours and 

disapproval for inappropriate behaviours, it might be 

predicted that teachers would praise children engaging 

in high levels of appropriate behaviour more than children 

engaging in fewer appropriate behaviours. However, 

findings in this area have been contradictory . 

Sherman and Cormier (1974) found that praise . 
1n-

creased and disapproval decreased for two disruptive 

students when their behaviour improved. Klein (1971) 

reauested that students in his college class behave 

either appropriately or inappropriately and observed the 

effect on the behaviour of guest lecturers. The guest 

lecturers tended to be more positive (e.g. helped students, 

smiled, established eye contact, etc.) when students 

behaved appropriately than when students behaved inappro-

priately. If teachers respond differentially to appropriate 

and inappropriate behaviours displayed b y the class as 

a whole, then the possibility exists that teachers respond 

more positively to high in comparison to low on-task 

children within a class. 
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In contrast to the above studies, Drabman and 

Lahey (1974) found a teacher's reactions to a child to 

be unrelated to his classroom behaviour. Seymour and 

Stokes (1976) found staff attention to be independent of 

work production in four institutionalized adolescents. 

These studies suggest that teacher praise would be unre­

lated to students' on-task behaviour. 

Because there has been no previous research to 

determine whether a teacher's distribution of praise is 

related to the amount of appropriate behaviour exhibited 

by individual children within a class and related research 

is contradictory, no predictions can be made about how a 

teacher will distribute praise in the classroom. 

Techniques for Increasing Teacher Attention 

· and Praise for 

Appropriate Classroom Behaviour 

Studies which demonstrate that teachers tend to rely 

on disapproval rather than praise in classrooM inter-· 

actions (Thomas et al., 1978; White, 1975) underscore 

the necessity of directly training teachers to increase 

praise. Attempts have been made to increase teacher 

attention and praise by using a variety of techniques. 

Major findings relatinq to some of these methods are pre­

sented in the following discussion. Audio cueing 1s 

presented in some detail due to its importance to the 

present experiment. 
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(l) Instructions 

Providing instructions generally involves asking 

the teacher to increase her rate of attention or praise 

to appropriate pupil behaviour. However, it is diffi­

cult to make comparisons among studies using instructions 

because other information is often provided, the nature 

of which changes from experiment to experiment. In one 

study, teachers were informed that increases in contin­

gent praise leads to increases in appropriate behaviour 

(Cossairt, Hall & Hopkins, 1973), while in another study 

(Parsonson, Baer & Baer, 1974) feedback concerning base­

line performance was included. Most forms of instructions 

led to no change in teacher behaviour (Cossairt et al., 

1973; Parsonson et al., 1974; Rule, 1972). One excep­

tion was reported by Nelson, Hay, Hay and Carstens (1977) 

who found that instructions increased teacher praise 

rates in two teachers. This study differed from the others 

in that teachers were given daily reminders to increase 

praise, a variable which may be critical to the effective­

ness of instructions. 

(2) Feedback 

As in the case of instructions, feedback may be 

given in many different forms. Feedback on teacher and/ 

or student behaviour may be administered verbally 

(Cossairt et al., 1973; Parsonson et al., 1974) or graph­

ically (Rule, 1972). Combinations of verbal and graphic 
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feedback (Cooper, Thomson & Baer, 1970) or visual cues 

and delayed graphs (Reich, 1975) have also been used. 

McNamara (1971) delivered electric impulses to the 

teacher's arm for immediate feedback and also provided 

delayed daily graphic feedback. Several researchers 

(Rule, 1972; Saudargas, 1972; Thomas, 1971) trained 

teachers to provide their own feedback by scoring video-

tapes of their classroom performance. 

Feedback produces variable results. However, it 

appears that in general, the more i~mediate the feedback, 

the greater the likelihood of success. For exa~ple, 

Thomas' (1971) procedure of having teachers score a 

videotape immediately after teaching a lesson was effec-

tive, whereas Rules' (1972) 24 hour delayed scoring 

d . ff t' proce ure was lne __ ._ec 1ve. Verbal feedback delivered 

every 3 to 5 minutes altered teacher behaviour (Parsonson 

et al., 1974), but feedback at the end of every session 

resulted in no change (Cossairt et al., 1973). 

(3) Response Cost and Positive Reinforcement 

McNamara (1971) compared feedback alone to feedback 

plus response cost and feedback plus positive reinforce-

ment. The goal of the study was to increase attention 

to children raising their hands (HR) and to decrease 

attention to children calling out answers (CO). 
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In McNamara's (1971) procedure, feedback on appro­

priate and inappropriate attention was administered 

through electric pulses to the arm plus daily graphic 

feedback. Response cost is a technique in which a 

positive reinforcer is removed following the occurrence 

of a specific inappropriate behaviour. In McNamara's 

(1971) response cost procedure, the teacher lost a point 

for attention to a CO and earned a point for attention 

to an HR. In the positive reinforcement condition, the 

teacher earned a point for attention to an HR. 

Points were exchanged for beer. Teachers were given 

a bonus of two additional cans of beer for days in which 

the teachers ignored all instances of COs. A.ll conditions 

resulted in decreased attention to COs to zero and 

increased attention to HRs. Thus, feedback alone was 

just as effective as adding tangible rewards and punish­

ments to the feedback procedure. 

(4) Self-Control 

Two studies have investigated the use of self­

monitoring. In VanHouten and Sullivan's study (1975), 

teachers counted praise statements on counters and 

graphed their rates. In the second study (Nelson et al., 

1977), teachers self-monitored praises and disapprovals 

in separate conditions and reported their rates to the 
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classroom observer. Self-monitorina was either 

ineffective or unpredictable in outcome. 

Szykula and Hector (1978) used a broader range 

of self-control techniques involving assessment, obser-

vation, recording, cueing, performance criteria and 

positive reinforcement. All procedures were administered 

by the teacher to herself. These combined procedures 

were effective in increasing praise statements. 

(5) Social Modelina 
~ 

Ringer (1973) used a classroom helper to model 

the simultaneous administration of tokens and praise. 

The teacher learned to hand out tokens, but failed to 

increase her rate of praise. 

Levin (1973) reported that following a one hour 

social modeling procedure, eight teachers increased 

their use of praise by 35 %. However, Levin (1973) 

actually incorporated other procedures, such as rehearsal, 

into his approach. Modeling or any one of a number of 

factors may be responsible for the finding. 

(6) Direct Intervention 

Rule (1972) devised a technique called direct 

intervention. In Rule's (1972) procedure, the experi-

mente r interrupted the teacher every 5 minutes. If 

the teacher had met a criterion praise rate, he/ she 
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was praised. If the goal for praise rate was not attained, 

the experimenter replaced the teacher and instructed 

the class for 5 minutes. During the time the experi-

menter conducted the class, the teacher recorded the 

experimenter's praise rate. This procedure was effective 

. . . 
1n 1ncreas1ng pra1se. 

A number of learning principles were applied within 

the direct intervention procedure. The teacher received 

informative feedback every 5 minutes about his/her per-

formance and praise if a criterion praise rate had been 

met. Informative feedback alone and in combination with 

praise have been found to act as positive reinforcers 

for behaviour (e.g. Cossairt et al., 1973; Leitenberg, 

Agras, Thompson & Wright, 1968). The procedure of asking 

the teacher to stop teaching for 5 minutes if he/she fell 

below a criterion praise rate might be viewed as a 

punishment for a low praise rate. In behavioural terms, 

punishment is "the presentation of an aversive event or 

removal of a positive event contingent upon a response 

which decreases the probability of that response" (Kazdin, 

1980). During the time that the teacher was penalized, 

he/she was reauired to observe the experimenter's praise 

rate. Demonstratinq the desired response aids in the 

acquisition of behaviours (Sundel & Sundel, 1975). 
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( 7) "Packages" 

A combination of procedures may be administered 

simultaneously. Cossairt et al. (1973) combined instruc­

tions, feedback and praise to increase teacher praise. 

"Packages" with other components have been reported 

by Cossairt (1974) and Clark, Macrae, Ida and Smith 

(1975). All studies found that the combined procedures 

increased praise rates. 

(8) Audio Cueing 

Development of the audio cueing technique by Van 

Houten and Sullivan (1975) was inspired by Hall et al. 's 

(1968) visual prompting procedure. In the visual prompting 

procedure, an observer cued the teacher to attend to 

child behaviour by holding up a colored square of paper. 

A.udio cueing involves playing a sound such as a beep via 

intercom or tape recorder at variable intervals. Upon 

hearing the cue, the person administering contingencies 

carries out a specified behaviour. So far, this technique 

has been used to increase teacher praise, but this system 

could be used to cue other kinds of therapist behaviour 

such as placing a child in time-out (suggested by Noseworthy 

Spencer, 1977) or delivering tokens. 

The utility of audio cueing has just begun to be 

explored. Van Houten and Sullivan (1975) introduced an 
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audio cueing system into one special, one Grade 4 and one 

Grade 7 classroom containing 16, 23 and 15 students 

respectively. In two different phases, audio cues were 

played over a school intercom on a variable interval 

schedule at either two or three per minute. The three 

teachers increased their praise rates to the levels 

dictated by the cue and sometimes even surpassed the cued 

praise rate. When audio cues were removed, the teachers 

maintained or increased their hioh levels of praise. 

Noseworthy Spencer (1977) replicated and extended 

the findings of Van Houten and Sullivan (1975) in a 

special systematic integration class. The purpose of 

the class was to teach four disruptive children with 

average or higher intelliqence appropriate classroom 

behaviour. The long range goal was integration of the 

students into a reaular class. Increasing appropriate 

classroom behaviour was accomplished through the use of 

positive reinforcement (verbal praise, points and 10 minute 

play breaks) contingent upon appropriate behaviour, and 

time-out contingent upon inappropriate behaviour. 

Noseworthy Spencer (1977) addressed three major issues 

in her study: (a) application of the technique to a class 

of children with severe behaviour problems; (b) generali­

zation of increased frequency of praise to non-cued 

periods; (c) effects of increased praise on appropriate, 
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neutral and inappropriate behaviour. Neutral behaviours 

were those which did not fit into either the appropriate or 

inappropriate categories as defined by Noseworthy Spencer 

(1977), such as talking to the teacher during a play break. 

In the Noseworthy Spencer (1977) study, the children 

were observed daily for a two hour period divided into 

four half-hour intervals. During intervention, two in-

tervals were cued and two were not. Two patterns of 

cued intervals, BBP.._A and A .. BBA, where A. represents non-

cued intervals and B represents cued intervals, were 

compared in order to rule out fatioue effects. Praise 

increased from 2.4 per 30 minutes to an average of 17.2 

per 30 minutes during the cued phase of the intervention 

and 8.9 per 30 minutes during the non-cued phase of the 

intervention. The data indicated that the difference in 

praise rate between cued and non-cued periods was not due 

to fatique effects. 

Appropriate behaviour was measured at an average of 

58% prior to treatment, while inappropriate behaviour 

averaged 11%. An increase in appropriate behaviour to 

76 % and a decrease in inappropriate behaviour to 5.5% 

occurred during treatment. These aains were maintained 
...,J 

when audio cues were withdrawn, and further improvements 

to 90 % appropriate behaviour and 0% inap propriate behaviour 

were found on reinstatement of the treatment. Although 



20 

Noseworthy Spencer (1977) had intended to cue time-out, 

this was unnecessary because of the low rate of inappro­

priate behaviour. 

In summary, it was demonstrated that increasing 

praise by means of an audio cueing system led to increases 

in teacher praise, improvements in child behaviour and 

generalization of high praise levels to non-cued periods. 

The procedure was applicable to a class of severely 

disturbed children. Noseworthy Spencer (1977) argued 

that she was an unobtrusive observer in that her interest 

in the class revolved around improving the children's 

rather than the teacher's behaviour and the teacher believed 

that she was not being observed. Thus, there is some 

suggestion that the procedure would have been effective 

even in the absence of an observer. 

The Present Investigation 

In studies which have attempted to alter child 

behaviour through attention or praise, either a few 

students (e.g. Broden et al., 1970) or the entire class 

(e.g. Thomas et al., 1970) was targeted for change. When 

a small number of students were targeted for change, it 

was usually because these students were labeled as engag ing 

in many inappropriate behaviours. Presumably , the teacher 

increased attention and praise mainly to these students. 
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To date, the audio cueing of praise has implicitly 

been directed towards the entire class. The teachers 

have been encouraged simply to increase their praise 

rates with no particular instructions regarding which 

children should receive praise. This situation leads 

to several interestinq auestions. 

First of all, in average classrooms such as the ones 

studied by Van Houten and Sullivan (1975) , children within 

a class could be divided into high, medium and low on-task 

groups depending upon the amount of on-task behaviour 

displayed. When a teacher's praise rate is increased 

with audio cueing, will the teacher distribute her praise 

equally among the various on-task groups or will the 

teacher adopt some other distribution of praise? .It seems 

reasonable to suggest that the low on-task children should 

be the recipients of a fair share of the praise, since 

these children are most in need of behaviour change. 

It is possible that these children receive significantly 

less praise than the remaining children when the teacher's 

praise rate is increased. 

Previous research is of little help in predicting 

how teachers distribute their praise among various on-task 

groups when an audio cueing system is introduced. 

Research by Klein (1971) and Sherman and Cormier (1974) 
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suggests that teachers reciprocate positive student 

behaviours, while studies by Drabman and Lahey (1974) 

and Seymour and Stokes (1976) suggest that there is no 

relationship between appropriate child behaviour and adult 

or teacher praise. These studies compared teacher or 

adult reactions to the same students or children under 

two different conditions varying in the amount of appro-

priate behaviour displayed. The results may not apply to 

teacher reactions to children within the same class varying 

in on-task levels. 

Furthermore, the studies reviewed examined how 

teachers respond to child behaviour under natural condi-

tions (i.e. without any special procedures to increase 

teacher praise rates). Prtificially increasing the teacher's 

praise rate may result in a different distribution of 

praise than is found under natural conditions. Due to the 

lack of previous research, no specific hypothesis was 

stated for the first auestion addressed in the study: 

(1) Will the teacher direct equal amounts of 

praise to the high, medium and low on-task 

children when an audio cueing system is 

introduced? 

Techniaues for alterino the teacher's distribution .. • 

of praise would be especially important for future 

applications of audio cueing if it could be determined 
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that one distribution of praise results in more on-task 

behaviour than another. One potential techniaue for 

alterinq the teacher's distribution of praise was of 

primary concern in the current study. Cossairt et al. 

(1973) found that instructions, feedback and praise were 

effective in increasing teacher praise rates. A similar 

package was introduced to modify the teacher's distri-

bution of praise. 

In this study, the teacher was asked to direct 67% 

of her praise to a group of children delineated by the 

experimenter. These children were the consistently low 

on-task children, a subgroup of the low on-task children 

2 who were resistant to change. Following each session, 

the teacher was given feedback on the percentage of 

praise directed to the targeted children, and experimenter 

praise if she met or surpassed the 67% criterion. This 

package designed to alter the teacher's distribution of 

praise will be referred to as the 'focus praise package'. 

The first hypothesis was: 

(1) If, in addition, to audio cues, there are 

3 presented instructions to focus the 

2~ primary consideration in selecting this distri­
bution was to increase praise to some of the low on-task 
children if this group were not already receiving most 
of the praise. 

3 In other words, direct 67 % of the praise to the 
targeted qroup . 



distribution of praise, feedback and 

experimenter praise for meeting or 

surpass1nq a criterion distribution 

of praise, then there is a corresponding 

chanqe in the distribution of praise 

by the teacher. 

Another concern addressed in this study was how 

teachers could distribute praise to maximize the amount 
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of time spent on-task by the entire class. The two 

patterns of praise compared were distributing e~ual per­

centages of praise to high, medium and low on-task groups 

versus directinq 67% of the praise towards the consis­

tently low on-task children. Due to the absence of prev1ous 

research, no hypothesis was stated for the second 

question addressed in this study: 

(2) Will an even distribution o~ praise 

among high, medium and low on-task children 

result in higher levels of on-task 

behaviour for the class as a whole 

compared to directing 67 % of the praise 

to a small group of consistently low 

on-task children? 

Both of the previous studies on audio cueing 

(Noseworthy Spencer, 1977; Van Houten & Sullivan, 1975) 

found increases in praise rates with the introduction 



of an audio cueing system. Increases in appropriate 

classroom behaviour with hiaher levels of teacher 

attention and praise have been found in numerous 
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studies (e.g. Broden et al., 1968; Buys, 1972; Schutte & 

Hopkins, 1970; Thomas et al., 1968). The only previous 

study which attempted to relate higher levels of praise 

within an audio cueing system to increased levels of 

appropriate classroom behaviour was the investigation 

by Noseworthy Spencer (1977). The class in the Noseworthy 

Spencer (1977) study was exceptional in that there were 

only four students in the class and these students en­

qaged in high levels of inappropriate behaviour. The 

present study extends previous research by investigating 

the effects of increased praise rates during audio cueing 

on the amount of on-task behaviour in a typical class 

of 37 students. Based on the foregoing research, it 

is hypothesized that: 

(2) The effect of audio cues on teacher praise 

is to increase the rate of teacher praise. 

(3) Increased teacher praise rates during 

audio cueing conditions increases the 

rate of class on-task behaviour. 

Research Design 

The general desiqn planned for this study was an 

A-B-BC-B-BC time-series design. A was the level of 



teacher and student behaviour prior to audio cueing. 

B was the presentation of an audio cueing system in 

which a teacher was cued to give 30 praises per hour. 

C was the 'focus praise package'. The dependent 

variables measured throughout the study were: 

(a) amount of child on-task behaviour for the entire 
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class and the high, medium, low and consistently low 

on-task groups, (b) teacher praise rate and (c) percentage 

of praise directed to the high, medium,low and consis-

tently low on-task groups, (distribution of praise} . 

The planned general design had to be altered in 

the final condition due to some unexpected findings in 

the second B phase. The actual g eneral design imple­

mented was an A-B-BC-B-BD time-series design. Each 

question and h ypothesis was tested using a different 

design within the general design. Before discussing the 

desiqn of this experiment, time-series designs in 

g eneral will be considered. 

A-B, A-B-P. and A-B-~ -B 

Time-Series Designs 

In an A-B time-series desig n, the target b e haviours 

are specified in clearly observabl e and measurable t e rms 

and repeate d me asure me nt is take n throug hout the A and B 

phase s o f the expe riment. The A or base l i ne p hase 



involves observing the frequency of the behaviour 

prior to any experimental manipulations. In the B 

phase, treatment is introduced and changes in the 

dependent variable are observed. Changes in the level 

of the dependent variable after the introduction of the 

treatment are attributed to the effects of treatment. 

However, in the A-B time-series design there are 

severe limitations involved in making inferences about 

the effect of the treatment on the dependent variable 

(Hersen & Barlow, 1976). 

27 

The first of these possible limitations is related 

to baseline trend (Hersen & Barlow, 1976). Trend refers 

to a tendency for the dependent variable to consistently 

increase or decrease within a phase. If the trend in 

the baseline phase continues into the treatment phase, 

then it is not clear as to whether the increase 

represents the effect of the treatment or the natural 

course of the behaviour. This difficulty can be overcome 

by introducing treatment when the trend observed during 

baseline is dissimilar to the trend predicted durinq 

treatment. The problem with trends may occur 1n any 

time-series design when changing from one phase to the 

next. 

A more serious problem with the A-B time-series 

design is that changes occurring in the B phase may 

be due to an event correlated with treatment, 
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instead of treatment itself (Hersen & Barlow, 1976). 

Campbell and Stanley (1966) refer to this desion as a 

"quasi-experimental design" since variables other than 

the independent variable may produce the changes 

observed in the treatment phase. 

Although the A-B time-series design has serious 

limitations, this design can be used when a more strigent 

design is not possible. It can be useful in providing 

some objective information and suggesting further 

avenues of experimental investigation (Hersen & Barlow, 

1976) . 

In an A-B-A time-series design, a baseline is 

obtained (A) , then a treatment is presented (B) and 

removed again (P). The latter condition may be called 

a "withdrawal condition".~ If after the baseline 

measurement, the behaviour increases (or decreases) 

with the application of the treatment, then moves 

toward the baseline level when the treatment is with­

drawn, there is a high degree of certainty that the 

treatment variable is responsible for the changes. 

Unless the natural history of the behaviour under study 

were to follow identical changes in trends, it is highly 

unlikely that the observed pattern of behaviour would 

be due to some uncontrolle d variable (Hersen & Barlow, 1976). 



The A-B-A time-series design allows for an analyses 

of the controllinq effects of treatment, and hence is 

acceptable from an experimental viewpoint (Hersen & 

Barlow, 1976). 
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In the A-B-A-B time-series design, another treat­

ment condition is added. This design allows another 

opportunity to observe the effects of treatment on the 

behaviour under study, and therefore lends further 

support to the controlling e~fects of the treatment. 

Both the A-B-A and A-B-A-B time-series designs are 

not appropriate for treatments known to lead to per­

manent chanqes in behaviour, such as the effect of 

psychosurgery on behaviour. 

Primary Research Concerns: 

Determining and ~1odifying 

the Teacher's Distribution of Praise 

Among High, Hedium and Low 

On-Task Children 

This study was desiqned primarily to explore the 

two issues dealing with determining and modifying 

the teacher's distribution of praise among the high, 

medium and low on-task children. These issues were of 

primary concern in the development of this study due 

to lack of previous research in this area. The 

hypothesis of primary interest to the current 
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investigation was stated earlier in the introduction 

as hypothesis 1: I f . __ , 1n addition to audio cues for 

praise, there is presented instructions to focus 

the distribution of praise, feedback and experimenter 

praise for meeting or surpassing a criterion distribu-

tion of praise, then there is a corresponding change in 

the distribution of praise by the teacher. This hypo-

thesis was planned to be explored through an A-B-A-B 

time-series design corresponding to the last four con-

ditions (A-B-BC-B-BC) in the general design. Since 

the effects of instructions, feedback and praise on 

teacher praise rates did taper off after their withdrawal 

in the Cossairt et al. (1973) study, it was felt that 

this design was appropriate. 

The research question of primary concern in the 

design of the experiment was stated earlier as question 1: 

Will the teacher direct eoual amounts of praise to the 

high, medium and low on-task groups when audio cueing 

is introduced? This question was to be tested using a 

between groups design by comparing the percentage of 

praise directed to the high, medium and low on-task 

groups in the first audio cueing condition. 

The B-BC-B-BC seauence allowed for an adeauate 
- -· 

experimental test of the primary research issues. The A 

condition was added primarily to identify the high, 
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medium and low on-task children prior to audio cueing 

so that the on-task level of the person receiving each 

praise statement would be known. The A phase also 

allowed observations of child and teacher behaviour 

prior to audio cueinq. 

Alteration in the General Design 

and Addition of Hypothesis 

Based on the results of Noseworthy Spencer (1977) 

and Van Houten and Sullivan (1975), it was assumed that 

the teacher's praise rate during audio cueing would 

match or surpass the cued rate. However, during the 

second B phase in the general design (A-B-BC-B-BC) , 

the teacher's praise rate dropped drastically with only 

. " 4 four praises per hour beina obtained in several sess1ons: 

The reintroduction of the 'focus praise package' used 

to alter the teacher's distribution of praise was 

inappropriate due to the low rate of praise. Alternatively, 

4while it is not usual to present results in the 
"Introduction" section, the unexpected drop in the 
teacher's praise rate led to an alteration in the general 
design, alterations in the designs used to test each 
hypothesis and question and the addition of a new hypo­
thesis. It is less confusing to the reader to describe 
the chancres in the "Introduction" section. The alterna-_, 

tive would be to describe one design for exploring a 
particular issue in the "Introduction" section, then 
to introduce and discuss a different design for the same 
issue in the "Method" or HResults" section. The former 
is easier to follow. 
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a new condition was implemented to increase the teacher's 

praise rate. 

In addition to receiving audio cues, the teacher 

was instructed to increase her praise rate to 30 praises 

per hour. The teacher was given feedback on her rate 

of praise following each session, and experimenter 

praise if she showed an improvement over the previous 

day's rate. This package designed to increase the 

teacher's praise rate will be referred to as the 

'increase praise packaqe'. Instructions, feedback and 

praise have been found to be effective in increasing 

teacher praise rates (Cossairt et al., 1973). A fourth 

hypothesis was added to the study: 

(4) If, in addition to audio cues for praise, 

there are presented instructions to increase 

the praise rate, feedback and experimenter 

praise for an improved teacher praise 

rate, then there is an increase in the 

teacher's praise rate. 

The alteration in procedure resulted in relabeling 

the general design to an A-B-BC-B-BD time-series 

design, where D was the implementation of an 'increase 

praise package'. The fourth hypothesis was tested 

using an A-B time-series design in which the praise 
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rates in the general design's second B and BD phases 

were compared (.A.-B--BC-B-BD) . 

Effects of the Alteration 

in the General Design on 

Testing the Primary Research Issues 

The change in the general design did not interfere 

with testing question 1, which was directed towards 

determining how the teacher would distribute her 

praise when audio cueing was first introduced. 

However, hypothesis l was tested with an A-B-A time-

series design instead of an A-B-A-B time-series design. 

Hypothesis l stated that if, in addition to audio cues 

for praise, there is presented instructions to focus 

the distribution of praise, feedback and experimenter 

praise for meeting or surpassing a criterion distribution 

of praise, there is a corresponding change in the dis-

tribution of praise by the teacher. The A-B - A time-

series design corresponded to the B-BC-BD segments of 

the general desiqn (A-B-BC-B-BD) . The second B condition 

was not considered. Differences in distribution of 

praise between the B condition and any others might 

be due to the lowered praise rate rather than the 

removal of the ' focus praise package'. 
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Secondary Research Concerns 

The A-B-BC-B-BD time-series desian allowed for 
~ 

the investigation of several issues. While some of 

these issues were tested with the weak A-B time-series 

design, possible explanations of the data obtained could 

be raised and future research suggested. A return to 

the A condition of the aeneral desian would have -· -. 

resulted in A-B-A time-series designs for some of the 

secondary research issues. However, the extra time 

required to reintroduce the A condition was not available. 

The secondary research issues with their associated 

designs were: 

(2) Hypothesis 2: The effect of audio cues 

on teacher praise is to increase the 

rate of teacher praise. This hypothesis 

was tested with an A-B time-series design, 

where the A condition corresponded to the 

A condition in the general design and 

the B condition corresponded to the 

(B-BC-B) phases in the general design 

(A-B-BC-B-BD) . The BD phase in the 

aeneral desiqn was not considered because . -

the teacher's praise rate in this phase 

could be the result of audio cueing 

and/or the 'increase praise package'. 



(3) Hypothesis 3: Increased teacher praise 

rates during audio cueing conditions 

increases the rate of class on-task 

behaviour. This hypothesis was tested 

using an A-B time-series design by 

comparing the baseline condition in 

the general design with the last four 

audio cueing conditions (~-B-BC-B-BD) . 

The second B condition was included, 

since the teacher's praise rate in 

this condition was above the baseline 

level, even if below the cued rate. 

(3) Question 2: Will an even distribution 

of praise among the high, medium and low 

on-task children result in higher levels 

of on-task behaviour for the class as 

a whole compared to directing 67 % of 

the praise to a small group of consis­

tently low on-task children? This 

question was explored using an A-B-A 

time-series design by comparing the 

first B, BC and BD phases in the general 

design (A-B-BC-B-BD) . The second B 

condition was omitted due to the possible 

effect of the lowered praise rate on 

on-task behaviour. 
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Effects of the Experimental Manipulations 

on the High, Medium, Low and 

Consistently Low On-Task Groups 

36 

This investigation provided levels of on-task 

behaviour for the high, medium, low and consistently 

low on-task groups over the various conditions. This 

data was statistically analyzed to consider the 

possible differential effects of an increased rate of 

praise and two distributions of praise on each on-task 

group. 
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Method 

Subjects 

A female teacher with 17 years of teaching 

experience and her Grade 5 class of 19 females and 18 

males participated in the study. This teacher was 

selected because she was the first teacher in St. Mary's 

School, St. John's, Newfoundland, to volunteer for a 

project described as (a) requiring approximately 14 

weeks of observation; (b) being designed to 
. 
1ncrease 

on-task behaviour in the classroom. It was specified 

that the teacher must be willing to try new classroom 

management techniques, the nature of which was unspecified. 

The class was judged by both the experimenter and the 

teacher to be averaae in terms of the amount of inappro-

priate behaviour which took place. 

Apparatus 

The cue used for praise was a counter service 

bell struck once. Cues were taped on a microcassette 

recorder (Sony, model number MlOl). The procedure for 

selecting cues involved generating a series of random 

numbers between 1 and 3600. Each number corresponded 

to a second of time. Cues were taped at a rate of 30 per 

60 minutes at these random intervals, with two restrictions: 
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(a) cues were separated by at least 10 seconds; 

(b) between 14 and 16 cues were played in each half-

hour of a one hour session. This procedure resulted 

in a variable interval schedule with cues occurring 

on the average of once every two minutes. A new tape 

was made for each session. The microcassette recorder 

was carried by the teacher in a small patent leather 

pouch which was hung over her shoulder. The sound was 

relayed through an earphone so that the cues were audible 

only to the teacher. 

For the purpose of co-ordinating observations 

5 between two observers, a y-adaptor was attached to a 

cassette recorder (Lloyd, model number 2V96~-198B). 

The y-adaptor allowed the two observers to simultan-

eously listen to a tape which ernitted the word "record" 

at 10 second intervals. The word "record" marked the 

beginning and end of the observation unit. 

Behavioural Descriptions 

Child behaviour was scored as being e i ther on-task 

or off-task. The criteria for scoring are described 

below. 

5The author would like to acknowledge the assis­
tance of Gordon Butler, who constructed the y -adaptor. 



1. On-Task Behaviour 

The child being observed in a 10 second interval 

was considered to be on-task if he/she engaged in all 

of the following behaviours. 
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(i) Manipulation of materials: The child's hands 

were manipulating only items necessary in the 

on-going teacher specified activity (holding 

a pen or pencil or other object while the 

child oriented his head towards a speaker was 

excluded) . At times when the activity was 

free or unspecified (e.g. roll call, teacher 

called out of the room for a few moments 

before assigning work) , manipulation of any 

material was considered on-task. 

(ii) Sitting at the desk: The child was sitting at 

his/her desk with his/her feet planted firmly 

on the floor or tucked under him/her. He/she 

remained seated unless instructed otherwise. 

The child was allowed to sharpen his/her 

pencil or go to the washroom without permission, 

provided that the teacher was not lecturino 

to the class. 

(iii) Head orientation: The child's head was oriented 

in a direction dictated by the teacher-specified 



activity. Some common situations and 

appropriate head orientations were: 

(a) Teacher givinq instructions or teaching 

to the class or to particular· students: 

If the child were addressed, he/she was 

looking at the teacher. 
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(b) Teacher-student interactions: If the child 

were not called upon, he/she was not 

necessarily gazing directly at the teacher 

or students addressed, but was not oriented 

towards materials on the desk. Working 

on materials required in the lesson was 

excluded if it was appropriate to be looking 

at them, such as correcting an answer while 

another student spoke to the teacher. 

(c) Teacher writing on the board or directing 

attention to materials in the class: The 

child was looking at these materials or at 

the teacher. 

(d) Copying from the board: The child was gaz1ng 

at the board or writing in his/ her scribbler. 

(e) Workina at seat: The child was lookinq at -· -

or working on only materials specified b y 

the teacher. 
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{f) Unspecified times: These were times when 

the teacher had not reauested any particular 

work activities, such as when a -child had 

completed his/her assignment but had not 

been given additional work. Any head 

orientation was acceptable as long as it 

was not aimed at other children engaged 

in inappropriate acts {see below) or as 

long as the child was not staring out of 

the window. 

Note: 

{1) Sometimes two behaviours were appro­

priate in a given situation. Either 

defined appropriate behaviour was 

scored as correct. Example: The 

teacher told the children to correct 

their math errors. A few minutes 

later, the public address system came 

on. Correcting math or orientation to 

the public address system was scored 

as correct. 

{2) In cases of doubt, as when the observer 

was unsure of what materials the child 

had on his desk, the child's behaviour 

was scored as appropriate. 
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II. Inappropriate Behaviours 

The child's behaviour was scored as inappropriate if 

he/she engaged in any of the following behaviours at any 

point during the 10 second observation interval. 

(i) Talking to a neighbour. This behaviour was 

considered to have occurred if the child 

could be heard or if the observer could see 

the child's . lips move. 

(ii) Eead oriented towards and/or moving around 

objects other than those required by the task 

at hand. Example: playing with a toy figure. 

(iii) Using task-reauired materials in an inappro-

priate manner. Example: balancing a pencil 

on a finger or scribbling in a book. 

(iv) Disturbing a neighbour by making physical 

contact with the child. 

Teacher praise was defined as a commendatory state-

ment made by the teacher to an individual child or group 

of children contingent upon on-task behaviour. Phrases 

such as ''that's rioht," "that's correct" and "okay" 

were not scored as praise. Praise was also coded 

accordino to: 
.J 

I. Recipient 

The recipient o f praise was the specified child to 

whom praise was addressed. If a praise statement was 



directed towards more than five students, it was 

considered to be class praise. 

II. Type 

Praise was classified into three types: social, 
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academic and neutral. Social praise was praise directed 

towards on-task behaviours, such as being quiet and 

attending to the board. While the teacher was encour­

aged to praise on-task behaviours, it was expected that 

she would praise for other things as well. Academic 

praise was praise given for various aspects of the 

actual work done, such as praise for neatness or getting 

10 answers correct. Neutral praise was praise which 

did not fall into either social or academic categories. 

A_n example of a neutral praise statement would be 

praising a child for coming to class on time. Breaking 

down the type of praise into social, academic and neutral 

categories provided a means for checking whether the 

teacher actually did praise on-task behaviours most of 

the time. 

Addendum 

Because of problems with reliability , the following 

rules were added to clarify scoring of teacher praise. 

It was not felt that the addition of these rules altered 

the basic def inition o f praise. The intent of the rules 
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was to increase consistency in scoring some ambiguous 

statements which might have been considered praise. 

These ambiguous statements were not observed until the 

beginning of audio cueing l. 

Rule l. Sometimes the teacher made a statement 

to one child which referred to a behaviour and a praise 

just made to another child. The statement implied that 

the currently addressed child engaged in the same act 

and also was the recipient of the praise. Praise was 

scored for both children. Example: "You're sitting 

up, Fred. I 'rn pleased to see that. You too, t-1ary." 

Praise was scored for both Fred and Mary. 

Rule 2. If a praise statement was given to one 

child for a particular behaviour, then a behavioural 

description only was qiven to a second child, praise 

was scored for the first child but not the second. 

Example: "Michael is studying hard. Good. Sharon is 

studying hard also." Praise ~Jas scored for Michael, 

but not for Sharon. 

Rule 3: A behavioural description, without a 

co.ro.mendatory statement indicating that the behaviour 

is desirable, appropriate, or pleasing to the teacher 

was not considered praise. 

See Appendix A for examples of praise statements 

and codes. 
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Observation Procedures 

The author, who served as the main observer 

throughout the study, was present in the class for 

approximately two weeks prior to the beginning of the 

study. The children were observed at the beginning of 

every morning for approximately half an hour to an hour. 

Activities occurring during this time were roll call, 

religious instruction (for 5 to 10 minutes) and 

mathematics. Observations began 3 minutes after the 

first bell rang and ended when the teacher completed 

the mathematics lesson. 

Each child was observed in turn for 10 seconds. 

The order of observation began with the child at the 

front of a row and continued to the child at the end 

of the row. This procedure was repeated for each line 

of seats. When all rows had been observed, the process 

was repeated until the end of the session. The row to 

be observed first was changed in a sequential order each 

. morn1na. 
~ 

Each on-task and off-task observation was coded 

according to which seat the child emitting the behaviour 

was sitting in. At the end of each session, a class 

seating arrangement list was used to determine which 

child emitted each on-task behaviour. The number of 
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on-task behaviours and total number of observations for 

each child within each session could then be determined. 

The percentaqe of on-task behaviour for each child per 

phase was calculated from thesedata by dividing the 

total number of on-task behaviours by the total number 

of observations for each child within each phase. 

When the baseline observations began, child behaviour 

and teacher praise were observed simultaneously. For 

each 10 second interval, the child was scored as either 

on-task or off-task. If teacher praise occurred within 

an interval, a mark indicating one praise statement was 

recorded and the recipient(s) and type(s) of praise 

was/were noted. Sometimes the teacher would offer 

multiple words of praise to a child for one behaviour 

within one interval. She might say, for example, "John, 

you're looking at the board. Good. Excellent." If the 

praise occurred in one interval and was addressed to the 

same child for the same behaviour, it was counted as one 

praise. Followinq day 20 or 7 days into the initial 

audio cueing condition, teacher behaviour and child 

behaviour were observed sequentially to help 1mprove 

low reliability coefficients. Whether child behaviour 

or teacher praise was observed first was alternated 

daily. Within each session, the observers would 
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alternate between observing child behaviour and teacher 

praise, with 5 minutes at a time devoted to each 

category. 

Reliability of Observations 

Reliability was obtained by employing a second 

person to observe at randomly selected sessions through-

out the course of the study. Reliability checks were 

obtained at least once per phase. 

One commonly used statistic in interval recording 

has been the percentage agreement formula (Harris & 

Lahey, 1978). In this formula, the number of intervals 

during which the observers agree on occurrences and 

nonoccurrences of a behaviour is divided by the total 

number of observational intervals and the quotient is 

then multiplied by 100. This percentage agreement formula 

is susceptible to misinterpretation due to chance agree-

ments when the observed behaviour occurs either very 

frequently or infrequently. For example, if in 100 

observation intervals one observer recorded two 

occurrences of a behaviour at the beginning of the 

session and the second observer recorded two occurrences 

at the end of the session, the percentage agreement would 

be 96%, although the observing did not once agree on 

the occurrence of the behaviour. The reliability . 
lS 



high due to agreement on the large nQmber of non­

occurrences of the behaviour. 
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Since initially low teacher praise rates were 

anticipated, the percentage agreement score would have 

likely provided inflated agreement. The Harris and Lahey 

(1978) formula was adopted, since it involves calculating 

separate occurrence and nonoccurrence percentages of 

agreement, with weight assigned to each measure according 

to the observed rate of the behaviour. Hence, the formula 

is designed to reduce distortion encountered with very 

low or high rates of behaviour. 

As specified in the Harris and Lahey (1976) formula, 

occurrence and nonoccurrence agreement was first calculated 

for teacher praise rate by dividing the number of inter­

vals in which observers both agreed that a praise occurred 

(or did not occur in the case of nonoccurrence agreement) 

by the total number of intervals. Observers were considered 

to agree if a praise statement was scored in either the 

same interval or an immediately preceeding or following 

interval. Allowing one interval's deviation is consistent 

with the procedure of Van Houten and Sullivan (1975). 

Reliability was calculated b y multiplying the occurrence 

agreement score by the mean proportion of unscored inter­

vals averaged over the two independent observers and 



adding the product to the nonoccurrence agreement 

score multiplied by the mean proportion of scored 

intervals averaged over the two independent observers. 

The result was then multiplied by 100 to yield a 

percentage. 

Separate reliabilities for recipient and type 

of praise were calculated by dividing the number of 

agreements on the occurrence of praise for a recipient 

(or type) of praise by the number of agreements plus 

disagreements. The outcome was then converted to a 

percentage by multiplying by 100. A disagreement for 

recipient (or type) of praise was recorded under two 

circumstances: (a) if the observers both recorded a 
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praise statement but disagreed on the recipient (or 

type) ; (b) if one observer recorded a praise statement 

for a particular interval, but the second observer 

recorded no praise. This method is a conservative one, 

since reliability will be lowered by disagreement about 

whether a praise statement occurred or not. 

For child behaviour, reliability was calculated 

by dividinq the number of agreements for the occurrence 

of a behaviour by the total number of observations and 

multiplying by 100 to yield a percentage. 
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Procedure 

While it was planned that the number of days . 
1n 

each of five phases would be approximately equal, this 

was not possible. The experimenter was allotted a 

limited amount of ti~e within the school system to 

complete the project. On several occasions, the teacher 

missed one or more weeks of school due to illness. 

The number of days in latter phases had to be adjusted 

accordingly. As a result, the phases contained 13, 15, 

10, 7 and 8 days respectively. Prior to introducing a 

new condition, the graphs for teacher praise rate and 

percentage of praise directed to the consistently low 

on-task children were visually inspected for trends 

which might interfere with data interpretation. With 

numerous graphs being Monitored for teacher and child 

behaviour, it might not have been feasible to have all 

graphs stable before introducing new phases. Teacher 

behaviour received priority because it was the primary 

concern of the study. 

I. Baseline (A) 

The teacher was aware that a psychology student 

was present to observe the children and general class-

room procedures. She was told that the observer was 

interested in implementing some procedure which would 
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increase on-task behaviour in the classroom. The 

teacher did not know that the observer was noting her 

rate of praise. 

During baseline, classroom proceedings were con-

ducted as usual. Following the baseline phase, the 

children were divided into high, medium and low on-task 

groups. The class was divided into groups based on a 

rank ordering of the percentage of time that each child 

spent on-task during the baseline condition. The third 

of the class who were most on-task became the high 

on-task group, the middle third became the medium 

on-task group and the remaining third of the class became 

the low on-task group . The number of children placed 

in each on-task group and the range of on-task behaviour 

exhibited by each group were as follows: 

High On-Task 
Hedium On-Task 
Low On-Task 

II. Audio Cueing l (B) 

% On-Task 

92.1% - 98.9% 
82.9% - 90.7% 
66.4% - 82.2% 

.A.udio cues were first introduced during audio 

N 

12 
12 
13 

cueina l and remained in effect durina the remainder of 
~ ~ 

the study. In this and subsequent phases, audio cues 

were presented at a rate of 30 cues per hour. 
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On the last baseline day, the audio cueing system 

was explained to the teacher. The principle of positive 

reinforcement was reviewed, and examples from the litera­

ture on classroom applications of praise were discussed. 

The rationale provided to the teacher for audio cueing 

was that it would help her to remember to praise and 

would assist her in spreading praise throughout the 

entire instructional period. It was explained that 

when she heard the cue, she should look up and praise 

a child who was on-task, using both the child's name 

and a description of the child's behaviour. That there 

would always be at least one child worthy of praise 

was stressed. It was also made explicit that the teacher 

did not have to restrict praise only to times when she 

heard the cue, but she was free to give additional praise 

at any time. (See Appendix B for the precise instructions 

given to the teacher.) The teacher was handed a sheet 

containing a definition of praise and a description of 

the behaviours to be praised (see Appendix C). She then 

practised operatinq the microcassette recorder and providing 

examples of praise. 

Because the teacher was absent for a week, the 

instructions were repeated prior to the first audio 

cueing session. The teacher explained to the students 



that she vvould be carrying a microcassette recorder 

to help the observer with a project she was doing for 

the university. The students were informed that the 

microcassette recorder would be giving the teacher 

instructions to carry out. 
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After about 2 days of audio cueing, the teacher 

requested help with incorporating behavioural descrip­

tions into classroom activities. Ways to do this were 

discussed, and a sheet with further examples was composed 

and presented to the teacher (see Appendix D). 

Initially, the teacher had problems with giving 

praise and tended to speak in a lowered voice, omit the 

child's name or describe a behaviour without adding a 

praise statement. Following the first reliability check, 

the primary observer met with the teacher to gently 

stress the importance of making the praise audible. 

The primary observer pointed out to the teacher that by 

clearly specifying to whom a praise statement was 

directed and for what reason, the recipient of a praise 

statement could serve as a model for the rest of the 

class. In cases in which two or three children had the 

same first name, the teacher decided to address the 

children by their first and last names or by nicknames 

in order to d i stinguish among these children. For about 

5 days, the teacher was given informal feedback by the 
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observer on the degree to which she spoke loudly and 

distinctly and provided the child's name and behaviour. 

The feedback was given by means of a brief note at the 

end of the session. 

The addendum on defining praise was introduced 

during audio cueing l following several poor reliability 

checks. 

At the end of audio cueing 1, the children were 

once more rank ordered on the percentage of on-task 

behaviour emitted over the entire phase. Only eight 

of the previously labeled low on-task children were 

re-categorized as low on-task. 

III. ~udio Cueing Plus 'Focus Praise Package' (BC) 

Instructions for the third phase were provided on 

the final day of audio cueing 1. Because the teacher 

was absent for one week, the instructions were repeated 

before the first audio cueing plus 'focus praise prackage' 

. 
sess1on. In this condition, the teacher was instructed 

to focus 67% of her praise on eight children designated 

by the experimenter. The teacher was not told that these 

children had been rated as low on-task during both the 

baseline and audio cueing l conditions. She was told 

that these children had not improved as much as the 

others. (See Appendix E for the precise instructions 



given to the teacher) . These eight children will be 

referred to as the consistently low on-task group to 

distinguish them from the group categorized as low 

on-task during baseline. 

The criterion amount of pra1se to be directed to 

the consistently low on-task children was an arbitrary 

figure. However, three considerations guided the 

selection of the 67 % criteria: (a) that the criterion 

amount of praise directed towards the consistently low 

on-task children should be higher than the baseline 

level; (b) that the consistently low on-task children 

should be receiving more praise than the remainder of 

the children and (c) that the remaining children should 

receive some praise to help maintain their on-task 

behaviour. 
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In the audio cueing plus 'focus praise package' 

condition, instructions, feedback and praise were relay ed 

by means of a written note handed to the teacher at the 

end of each mathematics session. The note contained the 

percentage of praise directed to the targe ted children, 

instructions to increase (if below the 67 % praise 

criterion for the consistently low on-task children) or 

maintain the current percentage of praise directed to the 

t arge ted children, as we ll as p r a ise stateme nts dire cted 



towards the teacher when the criterion praise distri­

bution was met or surpassed. The teacher continued 

to be cued at a rate of 30 praises per hour. 

To ensure that the teacher remembered which 

children she had to praise, she was asked to keep a 

class list constructed by the observer on the top of 
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her desk. The targeted children were the first eight 

on the list. ~he teacher also completed a daily check­

list of the eight consistently low on-task children 

that she recalled havino praised during the mathematics 

class. This was done to prompt her to review the names. 

IV. Audio Cueing 2 (B) 

In this phase, the teacher was instructed that she 

would no longer be provided with instructions, feedback 

and praise with regard to which children she praised. 

It was stressed that she could decide for herself who 

would be provided with praise. (See Appendix F for the 

precise instructions given to the teacher.) Cues con­

tinued to be provided at a rate of 30 cues per hour. 

V. Audio Cueing Plus 'Increase Praise Package' (BD) 

As well as beinq presented with audio cues, the 

teacher was given instructions, feedback and praise with 
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6 regard to her observed pra1se rate. The teacher was 

instructed to praise at a rate of 30 praises per hour, 

or each time she heard the audio cue. (See Appendix G 

for the exact instructions given to the teacher.) 

The teacher was given a note containing her observed 

praise rate at the end of the session. The note also 

contained instructions to increase the praise rate if 

the observed praise rate was below 30 praises per hour, 

or to maintain the current praise rate. 
. 

A pra1se state-

ment from the observer was included if the teacher had 

improved from her previous day's praise rate. This 

package is different from the previous instructions, feed-

back and praise package in that it is directed towards 

increasing the teacher's praise rate rather than altering 

her distribution of praise. 

6rt was originally planned that the 'focus praise 
package' would be implemented in this phase. However, 
because of the teacher's lowered praise rate, a new 
package directed towards increasing the teacher's 
praise rate was introduced. 



Results 

Reliability 

The reliability coefficients for the teacher's 

praise rate are presented in Table l. Because the 

reliability coefficients for praise rate, recipient 

of praise and type of praise were not consistently 

acceptable7 in the initial audio cueing phase until 

after day 21, the praise data for sessions 14 to 21 

were dropped froM all subsequent analyses. Without 

these days, the mean reliability for teacher praise 

rate was 93.2%, while the median was 96.2%. 

Reliabilities for praise rate ranged from 83.3% to 

100.0%. 

For both recipient and type of praise, the means, 

medians and ranges of reliability were based only on 

days used in subsequent analyses. For recipient of 
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7Kazdin (1980) suggests that 80% agreement is 
generally considered an acceptable level of reliability. 
The extreme drop in reliability to 50% agreement for 
some categories of teacher behaviour at ' the beginning 
of audio cueing 1 indicated that the observers were 
doing little better than guessing at what teacher behaviours 
were occurrinq. Procedures designed to enhance 
reliability were then introduced (see Appendix H). 
While only one reliability check was planned, additional 
checks were made during audio cueing 1 until one 
reliability check indicated high levels of agreement for 
categories of teacher behaviour (88.2% to 100.0%). P 
further check was made to ensure that the high level of 
reliability was maintained during the rest of the con­
dition. This latter check indicated acceptable levels 
of reliability. 



Table l 

Reliabilities for teacher praise rate 

Phase 

Baseline 

Audio Cueing l 

Audio Cueing Plus 
'Focus Praise 
Package' 

P;.udio Cueing 2 

A.udio Cueing Plus 
'Increase Praise 
Package' 

Observation Day 

l 

16 

17 

19 

20 

22 

26 

32 

39 

51 

59 

Reliability 

83.3 % 

60.8 % 

56.1% 

81.0% 

76.2 % 

100.0% 

92.3 % 

100.0% 

83.8 % 

100.0% 
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praise, the reliability had a mean of 90.3% and ranoed 

from 83.3% to 100.0%. The median was 87.6%. The 

reliability for type of praise ranged from 66.7% to 

100.0% with a median of 80.8% and a mean of 81.1%. See 

Table 2 for recipient and type of praise reliabilities. 

Reliability coefficients for child behaviour are 

given in Table 3. The mean reliability for child 

behaviour was 93.2% with a range of 86.8% to 98.2 %. 

The median was 93.5%. 

Teacher Praise Rate 

One concern of the present study was the effect of 

audio cueing on the rate of teacher praise. Daily 

praise rates are plotted in Figure l. 

During baseline, the mean praise rate was 2.4 per 

60 minutes.
8 

This praise rate increased to a mean of 

34.1 praises per 60 minutes during audio cueinq l, and 

dropped sliqhtly to a mean of 28.7 praises per 60 minutes 

when the 'focus praise package' was added to the audio 

cueinq system. Durinq audio cueing 2, the teacher's 

praise rate decreased dramatically to a mean of 9.8 

8since unre liable data were obtained when audio 
cueing was first introduced, the accuracy of the base­
line data miqht be questioned. An argument for the 
accuracy of t hese data can c e f ound in App e ndix H, 
"Problems in Conducting the Study ." 
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Table 2 

Reliabilities for recipient of praise 

Phase 

Baseline 

A.udio Cueing 1 

Audio Cueing Plus 
'Focus Praise 
Package' 

A,udio Cueinq 2 

Audio Cueing Plus 
'Increase Praise 
Package' 

and type of praise 

Observation Day 

1 

16 

17 

19 

20 

22 

26 

32 

39 

51 

Reliabilities 

Recipient Type 

83.3 % 83.3 % 

50.0 % 52.3 % 

52.9% 47.1 % 

71.4 % 60.7 % 

50.0% 62.5 % 

88.2 % 88.2 % 

87.0% 78.3 % 

100.0% 70.0 % 

83.3 % 66.7 % 

100.0% 100.0% 



Table 3 

Reliabilities for child behaviour 

Phase 

Baseline 

Audio Cueing 1 

Audio Cueing Plus 
'Focus Praise 
Package' 

Audio Cueina 2 
- ' 

Audio Cueing Plus 
'Increase Praise 
Package' 

Observation Day 

1 

16 

26 

32 

39 

51 

62 

Reliability 

91.5% 

95.4 % 

91.6% 

86.8 % 

os 8 9· ..., • 0 

98.2 % 
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praises per 60 minutes in spite of the presentation 

of audio cues at 30 cues per hour. Thus, while the 

effect of audio cues was to increase the rate of praise 

over the baseline level durina all audio cueing con­

ditions, the teacher's praise rate fell considerably 

below the cued rate during audio cueing 2. 

Another concern of the present investigation was 

the effect of adding to the audio cueing system an 

'increase praise package' once the teacher's praise rate 

had dropped. The teacher's praise rate increased from 

a rate of 9.8 praises per 60 minutes during audio cueing 2 

to 19.3 praises per 60 minutes during the audio cueing 

plus 'increase praise package' condition. The addition 

to the audio cueing system of instructions to increase 

the praise rate, feedback and experimenter praise for 

improved teacher praise rates appears to have increased 

the teacher's praise rate. 

Recipient of Praise 

The primary research issues in this study were 

related to determining (a) how the teacher would distri­

bute her praise among high, medium and low on-task g roups 

when audio cueinq was first introduced and (b) the 

e ffect of the ' f ocus praise package' for altering the 

teacher's distribution of praise . 
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Since praises were coded as to which child 

received the praise, it was possible to determine for 

each day the percentage of praise directed towards the 

high, medium and low on-task children. Th~.se data served 

as the dependent variable in one way analyses of 

variance to determine differences in the percentage of 

praise received by the high, medium and low on-task 

groups in each condition. Four separate analyses of 

variance rather than one combined analysis of variance 

were performed because of the demands of the study. 

After audio cueing l, it was necessary to know how the 

teacher distributed her praise among the high, medium 

and low on-task groups. This information was used to 

determine which children the teacher was instructed to 

focus upon in the 'focus praise package' condition. 

An analysis of variance on the recipient of praise was 

also advisable after the audio cueing plus 'focus praise 

package' condition, to confirm that the 'focus praise 

package' did increase praise to the targeted group. To 

be consistent, the remaininq phases were analyzed 

separately. 

A one-way analysis of variance indicated that 

during audio cueing l, there was no sionificant difference 

in the amount of praise received b y the high, medium 
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and low on-task groups, F(2, 18) = 2.12, P> .05. Hence, 

when audio cueinq was first introduced, the teacher 

distributed her praise evenly amonq the high, medium and 

low on-task groups. 

Analysis of variance on the remaining phases 

indicated no significant differences in recipient of 

praise for audio cueing 2, F(2, 18) = .90, p > . OS or 

the audio cueing plus 'increase praise package' condition, 

F(2, 21) = .98, p>.OS. However, a significant difference 

in the recipient o~ praise was found in the audio cueing 

plus 'focus · praise packaqe' condition, F(2,27) = 102.2, 

p<:.Ol. A comparison of means using the Tukey Honestly 

S . . f. . ff d h h 1 1gn1 .. 1cant D1 .. -erence Test suqgeste t at t e ow 

on-task group received siqnificantly more praise than the 

high and medium on-task groups during the audio cueing 

plus 'focus praise package' condition (p< . . 01), while the 

high and medium on-task groups did not differ from each 

other in the amount of praise received (p~.OS). 

Praise was distributed evenly among the three on-task 

groups in all audio conditions except the audio cueing 

plus 'focus praise packaae' condition. In the latter 

condition, the low on-task children received significantly 

more praise than the remaining children. These findinqs 

tend to suggest that the 'focus praise package' changed 

the teacher's distribution of praise. 
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To further support the efficacy of the 'focus 

praise package,' the daily percentage of praise received 

by the consistently low on-task group is graphed in 

Figure 2. During audio cueing 1, the consistently 

low on-task group received 25.7% of the praise. The 

percentaqe of praise directed to this group increased 

to 67.3% during the audio cueing plus 'focus praise 

package' condition. While praise directed towards this 

group decreased to 5.7% during audio cueing 2 with the 

removal of the 'focus praise package,' the teacher's 

praise rate was also extremely low. Differences between 

audio cueing 2 and other phases could be related to the 

lowered praise rate. However, when the teacher's praise 

rate was increased during the audio cueing plus 'increase 

praise package' condition, the consistently low on-task 

children received 19.4% of the praise. 

Hence, there was a substantial increase in the 

percentage of praise received by the consistently low 

on-task group with the presentation of the 'focus 

praise package' and a subseouent decrease when the 

package was withdrawn in a comparable praise rate 

condition. This finding further suggests that if, 
. 
1n 

addition to audio cues for praise, there is presented 

instructions to focus the praise , feedback and experimenter 
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praise £or meeting or surpassin9 a criterion praise 

distribution, then there is a corresponding change in 

the distribution of praise by the teacher. 

Type of Praise 

The type of praise given by the teacher was 

monitored in order to determine whether the teacher did 

praise those behaviours defined as on-task. The per-

centage of academic, social and neutral praise emitted 

by the teacher in each phase is presented in Table 4. 

The mean percentages of each type of praise for all 

audio cueing conditions co~bined were 25.2% for academic 

praise, 72.3% for social praise and 2.5% for neutral 

0 pra1se. In all conditions, more social than academic 

and neutral praise was delivered. Since social praise 

represents praise given for on-task behaviour, the 

teacher did mostly praise for on-task behaviour. 

Child Behaviour - Class Data 

The effect of increased praise rates during audio 

cueing on class on-task behaviour was explored in this 

study. A comparison of the amount of class on-task 

behaviour occurrin9 under an equal distribution of praise 

and under a distribution of praise in which 67 % of the 

praise was directed towards a consistently low on-task 
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Table 4 

Percentage of academic, social and neutral praise for 

each audio cueing phase 

Condition Academic Social Neutral 

Audio Cueing l 36.8 % 59.8 % 3.4 % 

Audio Cueing Plus 19.6% 77.5% 2 0 9-• .,., 0 

'Focus Praise 
Package' 

1\.udio Cueing 2 20.0 % 80.0% 0.0 % 

Audio Cueing Plus 24.5 % 71.7 % 3.8 % 
'Increase Praise 
Package' 



group was also made. A graph of on-task behaviour for 

the class is presented in Figure 3. 
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Prior to any data presentation or analysis for 

on-task behaviour, one child from the consistently low 

on-task group was dropped. This child was omitted due 

to his absence for 7 out of 10 days in which the con­

sistently low on-task group received most of the praise. 

None of the other children in the consistently low 

on-task qroup were absent for more than 3 of the 10 

days. Percentages of on-task behaviour for each of the 

high, medium and low on-task subgroups were calculated 

by dividing the number of on-task intervals for a 

particular subgroup by the total number of observations 

for that subgroup. Class data~~re based on the daily 

average of the percentage of on-task behaviour for the 

high, medium and low on-task groups. 

The graph of class on-task behaviour indicates 

that the mean on-task behaviour during baseline was 85.2%. 

Over the following four phases, on-task behaviour 

increased slightly for each successive condition to 

89.2 %, 91.3 %, 92.2 % and 94.2 % respectively . The s e data 

appear : to suggest that the ef f ect of increased praise 

rates during audio cueing conditions was to increase 

class on-task behaviour. However, it is not clear from 

visual inspection o f the graph during what conditions 
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the increased level of class on-task behaviour became 

significantly different from the baseline level. 

To assist in determining differences in on-task 

levels among phases, a two way analysis of variance for 

on-task group by treatment was conducted. The percentage 

of on-task behaviour for each child within each phase 

was used as the dependent variable. 9 Percentages of 

on-task observations rather than total numbers were 

calculated for several reasons. Within each phase, 

children were observed an uneaual number of times due 

to absenteeism. Differina numbers of observations were 
J 

obtained on the same child from one phase to the next 

due to: (a) uneaual numbers of days in each phase and 

(b) reducing the number of observations per child 

following day 21 by alternating child and teacher 

observations. 

Analysis of variance indicated significant effects 

for on-task group, F(2, 33) = 17.4, p<:.Ol, treatment, 

F(4, 132) = 12.3, p<.Ol and the on-task group by treat-

ment interaction, F(8, 132) = 3.76, p<:.Ol. The Tukey 

Honestly Significant Difference Test was used to further 

analyze significant main effects and interactions. 

9 The percentages of on-task behaviour for each child 
within each phase are presented in Appendix I for those 
readers who may wish to compare the performance of 
individual children to group trends. 
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Post hoc analysis for the main effect of treatment 

indicated that increases in on-task behaviour approached 

significance over the baseline level during audio cueing 1 

(p = .053). The audio cueing plus 'focus praise package' 

condition was significantly different from baseline 

(p<:.Ol) as were the subsequent audio cueina conditions 

(p<. 01). The audio cueing plus 'increase praise 

package' condition led to more on-task behaviour than 

did audio cueing 1 (p< .01). The analysis of variance 

data also appear ,- to suggest that increased praise rates 

during audio cueing increased class on-task behaviour. 

However, the analysis of variance suggests that the 

increase in class on-task behaviour was not significant 

until the audio cueing plus 'focus praise package' 

condition. 

With regard to comparing on-task behaviour under 

the two distributions of praise, inspection of the graph 

suggests that there is no systematic increase and decrease 

in on-task behaviour with the introduction and removal 

of the 'focus praise package'. As was cited earlier, 

on-task behaviour increased consistently over phases. 

The analysis of variance also indicated no significant 

difference between the audio cueing plus 'focus praise 

packaqe' condition and audio cueing 1 with its eaual 
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distribution of praise. These findings suggest that 

there was no difference in increasing class on-task 

behaviour between an eaual distribution of praise and 

a distribution in which 67% of the praise was directed 

to a group of consistently low on-task children. 

One finding which might suggest the superiority of 

directina 67% of the praise to the consistently low 

on-task children is that the increase in class on-task 

behaviour was not significant until the audio cueing 

plus 'focus praise packaqe' condition. However, the 

increase may be sianificant due to additional days of 

audio cueina rather than the altered distribution 

per se. 

Child Behaviour - Hiqh, Medium and Low On-Task Groups 

In order to explore any differential effects of an 

increased praise rate and altered distribution of praise 

on the high, medium and low on-task children, the on-task 

data for each of the three groups will be considered. 

A graph of the daily percentage of on-task behaviour 

for the three on-task groups can be found in Figure 4. 

The mean percentages of on-task behaviour for each group 

within each treatment were as follows: 
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Figure 4. Percentage of on-task behaviour for the high, 
medium and low on-task groups. The horizontal 
line represents the mean for each phase. 
(A = baseline; B - audio cueing; C = 'focus 
praise package'; D = 'increase praise package'.) 
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High Medium Low 
On--·Task On-Task On-Task 

Baseline 94.6% 86.3% 76.9% 
.A.udio Cueincr 1 95.3% 87.9% 84.9% 
Audio Cueing Plus 'Focus 

Praise Packaae' . ' 96.1% 88.5% 89.7% 
A.udio Cue ina 2 95.6% 90.8% 90.4% 
A.udio Cueing Plus 

'Increase Praise 
Package' 96.2% 94.2% 92.7% 

There tends to be sliaht increases in on-task 
J 

behaviour from phase to phase for the high, medium and 

low on-task groups, although the increases for the high 

on-task group are minimal. 

As was already stated, analysis of variance on on-

task behaviour indicated significant effects for on-task 

group, F(2,33) - 17.4, p<.Ol, treatment, F(4, 132) = 

12.3, p <. 01 and the on-task group by treatment inter-

action, F(8, 132) = 3.76, p<.Ol~ The Tukey Honestly 

Significant Difference Test was used to further analyze 

sianificant main effects and interactions . 
• J 

Comparison of means for the main effect of on-task 

group indicated that the high on-task group performed 

significantly better than the low and medium on-task 

groups (p <. 01), while the medium and low on-task groups 

did not differ from each other (p>.05). 

The first series of differences among means tests 

for the interaction was conducted by comparing the high, 
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medium and low on-task group means for each level of 

the treatment. While the three on-task groups begin 

as significantly different during baseline (p<:.Ol), 

differences between the medium and low on-task groups 

disappeared during audio cueing 1 (p:> .05). By audio 

cueing 2, there were no longer significant differences 

among any of the three on-task groups (p> .05). While 

the hiqh, medium and low on-task groups were initially 

different, by the end of the treatment conditions the 

low and medium on-task groups were displaying as much 

on-task behaviour as the high on-task group. These 

findings support the effectiveness of increased praise 

rates and/or an altered distribution of praise for 

increasino child on-task behaviour. 

The second series of differences among means tests 

for the interaction was conducted b y comparing treatment 

means within each on-task group. No treatment had any 

effect on the high on-task group (p> .05). For the 

medium on-task group, audio cueing 2 and the audio cueino 

plus 'increase praise package' condition resulted in 

significantly higher levels of on-task behaviour compared 

to the baseline condition (p<.Ol). Audio cueing plus 

the 'increase praise package' condition led to signifi­

cantly more on-task behaviour than baseline audio 



cueing 1 or the audio cueing plus the 'focus praise 

package' condition for the medium on-task group 
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(p< .01). For the low on-task group, all treatments 

resulted in improvement over baseline levels of on-task 

behaviour (p<. 01) . The audio cueing plus 'focus 

praise package' condition, audio cueing 2 and the audio 

cueing plus 'increase praise package' condition were 

also more effective for the low on-task group than audio 

cueing 1 (p <. 01). It appears that the high, medium 

and low on-task children were differentially affected 

by the treatment conditions. 

Child Behaviour - Consistently Low On-Task Group 

Since the seven consistently low on-task children 

received 67 % of the praise during the audio cueing plus 

'focus praise package' condition, the data for their 

on-task behaviour are presented separately in Figure 5. 

During baseline, the mean amount of on-task behaviour 

exhibited by this group was 74.7%. The level of on-task 

behaviour rose to 79.3 % during audio cueing 1. Further 

gains were observed when the teacher maintained her 

praise rate but focused 67 % of her praise on this group 

durina the audio cueino plus 'focus praise package' 

condition, with on-task behaviour occurring 88.2 % of 

the time. This same level of on-task behaviour (88.2 %) 
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was maintained when the teacher's praise rate decreased 

during audio cueing 2. In the audio cueing plus 

'increase praise package' condition, the consistently 

low on-task children engaged in on-task behaviour 88.8 % 

of the time. 

A one-way analysis of variance was performed on 

the data for the consistently low on-task children. 

The treatment effect was significant, F(4, 24) = 5.7, 

p<.Ol. The Tukey Honestly Significant Difference Test 

indicated that this group first improved significantly 

over the baseline level durinq the audio cueing plus 

'focus praise package' condition, (p~.OS). These gains 

were maintained both when the teacher's praise rate 

fell drastically during audio cueing 2 (p<.OS) and when 

these children were no longer the recipients of most of 

the praise in the audio cueing plus 'increase praise 

package' condition (p<:.Ol). 

Both visual inspection of the graph and analysis 

of variance indicated that the consistently low on-task 

children did not increase their on-task levels under an 

equal distribution of praise. It was not until these 

children received 67% of the praise that a significant 

increase in on-task behaviour was observed. Once the 

level of on-task behaviour was raised during the audio 



cueing plus 'focus praise package' condition, the 

increased level of. on-task behaviour was maintained 

in latter conditions. 
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Discussion 

Teacher Praise Rate 

The results of this study tend to indicate that 

audio cueing increased the rate of teacher praise. 
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This hypothesis, however, was tested with the weak A-B 

time-series design. Since the rate of teacher praise 

was decreasing during baseline, it is unlikely that the 

increased praise rate during audio cueing represents 

the natural course of the behaviour. 

Furthermore, it seems unlikely that an event 

correlated with the introduction of audio cueing led to 

the increase in the teacher's praise rate. Variables 

which might occur naturally in the environment such as 

instructions and modeling are generally ineffective in 

increasing teacher praise rates (e.g. Parsonson et al., 

1974; Ringer, 1973). The teacher's praise rate increased 

from 2.4 praises per 60 minutes during baseline to 34.1 

praises per 60 minutes during audio cueing 1. It seems 

unlikely that some fortuitous event would have resulted 

in a praise rate fourteen times higher than the baseline 

level. 

The effectiveness of audio cueing for increasing 

the rate of teacher praise has been experimentally 

demonstrated (Nosev1orthy Spencer, 1977; Van Houten & 
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Sullivan, 1975). While it is most probable that audio 

cueing increased the rate of teacher praise in this 

study, the effect of correlated variables was not 

experimentally ruled out. 

One unexpected finding was the sudden drop in the 

teacher's praise rate to a level considerably below the 

cued rate during audio cueing 2. This finding is 

significant in itself. Previous audio cueing studies 

(Noseworthy Spencer, 1977; Van Houten and Sullivan, 

1975) reported relatively stable praise rates once an 

audio cueing system had been introduced, with average 

teacher praise rates matching or surpassing the cued 

rate. Both Noseworthy Spencer (1977) and Van Houten 

and Sullivan (1975) suqqested that audio cueing may be 

effective in the absence of an observer. This study would 

suggest that the monitoring of an audio cueing s y stem 

is needed to ensure that teachers praise when cued. 

If teachers ignore the cues, then additional procedures 

may be required to reinstate high praise levels. 

Variables which might account for the sudden drop 

in the teacher's praise rate can be considered. When 

questioned following audio cue ing 2, the teacher revealed 

that she wanted to know if the class would behave well 

if she gave less praise. Th e t e acher decide d to decrease 

her praise rate without consulting the experimenter. 
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The teacher stated that she believed the experimenter 

would inform her if her performance were unsatisfactory. 

The provision of instructions, feedback and praise 

concerning some aspects of the teacher's behaviour may 

have led to the expectation that the observer would 

intervene if the teacher did not meet adequate perfor­

mance standards. When no intervention followed, the 

teacher assumed that her lowered praise rate was 

acceptable. 

The teacher also stated that the children (a) should 

not need high rates of praise in order for them to 

behave appropriately and (b) might think she was behaving 

strangely because she was praising frequently. When 

the teacher praised, she may have told herself that the 

children might think she was behaving in a peculiar 

manner or that the children did not need praise. These 

self-statements may have punished the teacher's praise 

statements, contributing to the decline in the teacher's 

praise rate. 

Another interestinq observation involves how the 

teacher utilized the sound to cue praise. The teacher 

stated that the cue often occurred when it was inappro­

priate to provide praise, such as when the teacher was 

in the middle of speaking a sentence. ~.lthough the 

teacher agreed to praise as soon after the sound as 



possible, she repeatedly reported saving praise for a 

later time. 

The finding of lowered praise rates within the 
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audio cueing system leads to the question of what could 

be done to maintain high praise rates. One possibility 

would be to provide feedback and praise for complying 

with the demands of an audio cueing system when the 

system is first introduced, then to gradually fade out 

the feedback and praise. Since there were indications 

that the teacher felt uncomfortable with giving praise, 

failure to give praise might be viewed as an assertiveness 

problem for some teachers. A workshop held prior to 

the initiation of an audio cueing system in which giving 

praise in the classroom was modeled, practised and 

reinforced might help to ensure that teachers praise 

when cued. Broader issues in assertion training (e.g. 

Lanqe & Jakubowski, 1976) could be included in such a 

workshop. 

When the teacher's praise rate dropped during 

audio cueing 2, an opportunity was provided to test the 

effect of adding an 'increase praise package' on the 

teacher's praise rate. The teacher's praise rate 

increased from 9.8 praises per 60 minutes during audio 

cueing 2 to 19.3 praises per 60 minutes in the audio 
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cueing plus 'increase praise package' condition. This 

finding tends to suggest that if, in addition to audio 

cues for praise, thereare presented instructions to 

increase the praise rate, feedback and experimenter 

praise for an improved teacher praise rate, then there is 

an increase in the teacher's praise rate. 

However, the effect of the addition to the audio 

cueing system of the 'increase praise package' was tested 

with the weak A-B time-series design. Since there is no 

increasing trend in teacher praise rate during audio 

cueing 2, it is unlikely that the observed changes 

would have occurred with the passage of time. The 

difficulty in changing teacher praise rates through means 

which might occur naturally in the environment 

(e.g. instructions, modeling) has already been discussed. 

While it is unlikely that some event correlated with the 

addition of the 'increase praise package' increased the 

teacher's praise rate, this possibility was not experi­

mentally ruled out. 

The audio cueing plus 'increase praise package' 

condition ended just as the teacher was beginning to 

show an additional increase in her praise rate. If this 

phase had been extended, higher rates of praise may 
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have been attained. Unfortunately, it was not possible 

to continue this condition or collect follow-up data 

due to time constraints. 

Distribution of Praise 

One of the prlmary concerns of this study was to 

determine how the teacher would distribute her praise 

among the high, medium and low on-task children when 

audio cueing was first introduced. During the audio 

cueing l condition, the teacher distributed her praise 

evenly among the three 9roups. Since only one teacher 

participated in this study, generalizations about how 

other teachers distribute praise can not be made and 

is left for future research to determine. 

The second primary concern of this study was to 

determine the effect of the 'focus praise package' on 

the teacher's distribution of praise. The effect of 

this package was tested with an A-B-A time-series 

design. The percentage of praise directed to the con­

sistently low on-task children increased from 25.7% 

during audio cueing l to 67.3 % during the audio cueing 

plus 'focus praise package' condition, and decreased to 

19.4% during the audio cueing plus 'increase praise 

package' condition. The systematic change in the 

percentage of praise directed to the consistently low 
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on-task children with the introduction and removal 

of the 'focus praise package' suggests that the package 

rather than some correlated event led to the change in 

the teacher's distribution of praise. This finding 

suggests that if, in addition to audio cues for praise, 

there is presented instructions to focus the distribu­

tion of praise, feedback and experimenter praise for 

meeting or surpassing a criterion distribution of 

praise, then there is a corresponding change in the 

distribution of praise by the teacher. 

While an A-B-A-B time-series design was planned 

to test the effect of the 'focus praise package', 

this package was not reintroduced due to the teacher's 

low praise rate. The reintroduction of the 'focus 

praise package' would have provided another opportunity 

to observe the effect of the treatment on the distri­

bution of praise, thus adding further support for the 

treatment's effectiveness. However, the A-B-A time­

series design is adequate for an experimental test of a 

treatment's effect (Hersen & Barlow, 1976). 

Since instructions, feedback and praise were 

effective in modifying the teacher's distribution of 

praise, this package might be useful for modifying 

other t ypes of teacher-student interactions. Of 
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particular importance would be modifying those inter-

actions in which a teacher demonstrates a bias towards 

a certain group of students. For example, Brophy and 

Good (1970) found that teachers ignored only 3% of the 

answers given by students they believed to be high 

achievers, while teachers ignored 15% of the answers 

given by students they believed to be low achievers. 

Instructions, feedback and praise might be used to 

equalize the number of teacher responses given to 

perceived high and low achievers. 

T f p . ype o _ .. ra1se 

Information on type of. praise was collected to 

confirm that the teacher complied with instructions 

to praise on-task behaviours. Since 72.3% of the 

praise given during the audio cueing phases was social, 

it may be concluded that the teacher primarily praised 

on-task behaviours. 

Effect of Increased Praise Rates During Audio Cueing 

On Class On-Task Behaviour 

The results of this study suggest that increased 

praise rates during audio cueing increased the amount 

of class on-task behaviour. However, there are several 

limitations involved in drawina this conclusion. -· 
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While the level of class on-task behaviour 

increased over baseline during all audio cueing condi-

tions, analysis of variance indicated that audio cueing 1 

with its equal distribution of praise just missed signi­

ficance at the .05 level. It was not until the audio 

cueing plus 'focus praise packag e' condition that class 

on-task behaviour showed a statistically significant 

increase at the .01 level of significance. While the 

increase in class on-task behaviour may have become 

significant in this phase due to the additional days 

of audio cueing, it is also possible that the increase 

is related· to the alteration in the distribution of 

praise rather than the increased rate of praise per se. 

The second limitation is related to the weak A-B 

time-series design. While there was no evidence of an 

increasina trend in class on-task behaviour durina base-
~ ~ 

line, the possibility that one or more uncontrolled 

variables could have led to the observed change is 

problematic. 

Some other variables which mig ht be considered to 

be related to the gradual increase in class on-task 

behaviour from one phase to the next will be considered. 

These variables include: the introduction of a tape 

recorder with associated student expectations for better 



performance; a longer time period for the teacher to 

manage the problem children as identified by the 

experimenter; student maturation and improved control 

of student behaviour due to factors other than praise 

(e.g. parent-teacher conferences). 

The introduction of the tape recorder, however, 
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is unlikely to have led to improved student performance. 

The students were told that the teacher was assisting 

the observer with a university project and that the tape 

recorder was giving her instructions to carry out. Thus, 

as far as the children were concerned, the purpose of 

the tape recorder was to change the teacher's behaviour. 

Improvement in child behaviour is also unlikely 

to be due to a longer time period for the teacher to 

manage problem children as identified by the experimenter 

with methods other than praise. The teacher was not 

informed of the targeted children's low on-task status. 

Informal conversations with the teacher suggested she 

believed that some of the targeted children were well 

behaved. This inaccurate perception may have been due to 

the teacher's inability to see what the low on-task 

children seated at the back of the room were doing. Since 

the teacher was unaware of the targeted children's on-task 

status, it is unlikely that the teacher attempted to 

change these children's behaviour through methods other 

than praise. 
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Furthermore, studies investiqating the effects of 

teacher praise or attention on appropriate child 

behaviour which incorporated control groups found no 

change in the controls (e.g. McAllister et al., 1969; 

Ward & Baker, 1968). However, control and experimental 

groups in these studies were comprised of highly disrup­

tive children, rather than average children like those 

observed in the current study. While uncontrolled 

factors may have had no effect on the highly disruptive 

students, these factors may have had an influence on 

the children in this study. 

There is one observation which appears to suggest 

that praise does not control on-task behaviour. The 

teacher's praise rate dropped drastically during audio 

cueing 2, yet the children's on-task behaviour was 

maintained at a high rate. Audio cueing 2 does not 

represent a withdrawal condition, since praise was not 

removed but was merely decreased in frequency. Once a 

behaviour is increased through frequent positive rein­

forcement, the frequency of positive reinforcement can 

be gradually decreased without decreasing the rate of 

the behaviour (e.g. Kazdin, 1980; Sundel & Sundel, 1975). 

During audio cueing 2, the teacher gradually decreased 

praise for on-task behaviour, which had been frequently 



reinforced. Hence, it is reasonable that the level 

of on-task behaviour was maintained. 

While factors relating to the increase in child 

on-task behaviour may be considered, the A-B time-
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series design does not allow for an adeauate experimental 

test of these factors. Further research is reauired to 

determine the relative effects of increased praise and 

the uncontrolled variables cited. 

Effect of Distribution of Praise on Class On-Task Behaviour 

A further concern of this study was whether an equal 

distribution of praise aroong high, medium and low on-task 

children would result in higher levels of class on-task 

behaviour than directing 67% of the praise to a group of 

consistently low on-task children. The effect of 

directing 67% of the praise to the consistently low on­

task children was tested with an A-B-A time-series desiqn 

in which . the 'focus praise package' was presented and 

removed. Since there was a steady increase in class 

on-task behaviour over time rather than a systematic 

change with the introduction and removal of the 'focus 

praise package', the differential effectiveness of one 

distribution of praise over the other for increasing 

class behaviour was not supported. 
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One piece of information which might suggest that 

distributing 67% of the praise to the consistently low 

on-task children was more effective than an eaual dis­

tribution of praise is that the increase in class on-task 

behaviour was not significantly different from the base­

line level until the audio cueing plus 'focus praise 

packaqe' condition. However, the increase in class 

on-task behaviour may be due to the additional days of 

audio cueing, rather than to the altered distribution of 

praise per se. Hence, the class on-task data does not 

support the differential effectiveness of one distribu­

tion of praise over the other. 

Effects of the Experimental Manipulations on the High, 

Medium, Low and Consistently Low On-Task Groups 

Each of the hiqh, medium, low and consistently low 

on-task groups was affected differently by the four audio 

cueinq conditions. The only group which showed no change 

in on-task behaviour during any part of the study was 

the hiqh on-task group. This lack of change is not sur­

prising when it is considered that the high on-task group 

were 90% to 100% on-task durin0 most of the study. This 

group had virtually no room for improvement. 

One implication of this lack of change for the high 

on-task group is that the hioh on-task children do not 
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need praise to maintain hiqh levels of on-task behaviour. 

This finding does not necessarily imply that the high 

on-task children should receive no praise at all, since 

receiving praise may be related to other important variables 

such as self-esteem. For example, vJilson (1975) found 

that teacher approval given for appropriate classroom 

behaviour resulted in increased feelinos of self-esteem. 

Persons low in self-esteem have been found to exhibit 

more psychosomatic symptoms, set lo~rJer goals for them­

selves and conform more to group pressure than persons 

hiqh in self-esteem (Coo.persmith, 1967). 

No aroument will be made for the value of the con­

cept of self-esteem or for the practical or theoretical 

usefulness of the above studies. The possible effect of 

praise on self-esteem is raised to caution against removing 

praise from high on-task children simply because their 

on-task behaviour does not increase. The removal of 

praise may affect other important overt or covert 

behaviours. 

For the rernainina groups, significant increases 

in on-task behaviour over the baseline level were found 

in audio cueing 1 for the low on-task group, in the 

audio cueing plus 'focus praise package' condition for 

the consistently low on-task group and in audio cueing 2 
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for the medium on-task group. Once each group attained 

a significant increase in on-task behaviour, the change 

was maintained in subsequent phases. 

The interpretation of the data for the medium, 

low and consistently low on-task groups is equivocal. 

The latter three groups' on-task behaviour may have been 

affected by the increased rate of praise regardless of 

praise distribution, with each group requiring a different 

number of days of treatment for improvement. 

Alternately, the medium, low and consistently low 

on-task groups may have been differentially affected 

by the two distributions of praise. An equal distribu­

tion of praise may have been sufficient to alter the 

behaviour of the low and medium on-task groups, with 

the medium on-task group requiring more days of treat­

ment than the low on-task group. The consistently low 

on-task group may have reouired 67% of the praise before 

improvement could be attained. 

One observation tends to suggest that focusing 67% 

of the praise on the consistently low on-task group 

rather than an increased praise rate per se changed this 

group's behaviour. The graph of on-task behaviour suggests 

that while there is no increasing or decreasing trend in 

audio cueing 1 or the audio cueing plus 'focus praise 
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package' condition for this group, the level of on-task 

behaviour is considerably higher in the latter phase. 

Such an increase in level would not have been predicted 

if the audio cueing 1 condition had been extended, 

sugqesting that the altered distribution of praise was 

responsible for the increase. 

However, there was no decrease in on-task behaviour 

with the removal of the 'focus praise package' as might 

be expected if the package were controlling on-task 

behaviour. This finding may be due to the consistently 

low on-task children receivinq sufficient praise under 

an equal distribution of praise to maintain but not 

increase their on-task levels. If the least on-task 

children must receive 67 % of the praise to initially 

increase their on-task levels and teachers praise 

children e qually , then additional procedures to alter the 

teacher's distribution of praise will be required to 

alter the behaviour of the least on-task children. 

Furthermore, it may be a good strategy to give concen­

trated doses of praise to a small group of difficult 

children until improvement has been demonstrated, then 

to once more administer praise equally. 

In summary, the high on-task children were unaffected 

b y the e x p erimental manipulations. Nith the desian used 
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in this study, it is not possible to state with any 

certainty what variables were related to increased 

on-task behaviour for the remaining groups. However, 

the altered distribution of praise appears to have 

increased the behaviour of the consistently low on-task 

children. Uncontrolled factors which may have affected 

on-task behaviour have already been discussed. Further 

research is needed to determine the effects of increased 

rates of praise, an altered distribution of praise and 

uncontrolled factors on children of varying on-task 

levels. 

Investigating the Effects of Two Distributions of Praise 

on On-Task Behaviour 

The differential effectiveness of two distributions 

of praise can best be addressed by a between groups 

design. In a between groups design, some classrooms 

would be exposed to one distribution of praise, some 

classrooms would be exposed to an alternate distribution 

of praise and some classrooms would receive no treatment. 

Ideally, children in the various classrooms would be 

matched on initial on-task level. 

The effects of uncontrolled variables would be 

reflected in the behaviour of the children receiving 

no treatment. The amount of on-task behaviour occurrina 
~ 
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under each condition could be compared to determine 

(a) whether each distribution of praise resulted in more 

on-task behaviour than no treatment or uncontrolled 

factors and (b) whether one distribution of praise was 

more effective than another. 

A single subject research design may be inappropriate 

for evaluating the effects of two distributions of praise 

because the effects of the second distribution of praise 

may be non-reversible. For example, in this study, 

changing to a distribution of praise in which 67% of the 

praise was directed to the consistently low on-task 

group increased the amount of on-task behaviour for this 

group. Reintroduction of an equal distribution of praise 

resulted in a lowered percentage of praise for the con­

sistently low on-task group with this group receiving 

approximately one-third of the praise. The low on-task 

group responded at a high level, possibly because the 

lowered percentage of praise was sufficient to maintain 

child behaviour. On-task behaviour may not change system­

atically with the introduction and removal of an altered 

distribution of praise in spite of the effect on on-task 

behaviour. Hence, a reversal design may be inappropriate. 



Generalization of Results to Classrooms with Problem 

Children 
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The class observed in this study was judged to be 

average in terms of the amount of on-task behaviour 

displayed. Some clinicians report that groups of 

problem students usually range from 20% to 40% on-task 

{Holborn, S.H., Note 1). In this study, the low 

on-task group were 66% to 82% on-task. If this study 

were replicated in a class of problem children as 

defined above, the results may have been quite different. 

Further research is needed to determine whether the 

findings in this study apply to classrooms with problem 

children. 

Some General Comments on Methodology 

Hersen and Barlow {1973) note that in a time-series 

design, each phase should be continued until stability 

is demonstrated. Stability refers to low variability 

in the data {Kratochwill, 1978) and either a lack of 

trend or a trend which is opposite to the trend predicted 

in the next phase (Hersen & Barlow, 1976). Phases should 

also be of equal phase lenqth. Hersen and Barlow {1973) 

concede that having stability and equal phase lengths 

represents an ideal which is not often met due to 
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constraints within a setting. The extent to which 

stability and equal phase length considerations were 

adhered to and any effects on data interpretation will 

be considered. 

1. Variability 

If dataare highly variable, then there may be a 

great deal of overlap in data points among phases. The 

less the overlap, the more convincing the treatment 

effect (Kratochwill, 1978). 

In the present investigation, there was a great 

deal of daily variability in both teacher and child 

behaviour. The daily fluctuations in teacher praise 

rate and percentage of praise directed toward the con­

sistently low on-task children present no problem in 

interpretation. Data points either clearly overlap 

(signifying no difference) or there are virtually no 

points of overlap (signifying difference if there are 

no problems with trends) . 

The fluctuations in child on-task behaviour are 

more problematic. Visual inspection of the data was 

insufficient, in most cases, for determining differences 

among phases. Analysis of variance was therefore used. 

The overlap in data points among phases adds to the 

inconclusiveness of the effects of the experimental 

manipulations on child on-task behaviour. 
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2. Trends 

With variable data, there is often no clearly 

discernable upward or downward trend (Hersen & Barlow, 

1973). This observation applies to much of the data 

in this study. However, one exception was already 

noted. In the audio cueing plus 'increase praise 

package' condition, an increasing trend was observed 

on the final days of treatment. If this phase had been 

extended, a higher praise rate may have been attained. 

Length of Phase 

Hersen and Barlow (1976) suggest that difficulties 

in interpretin9 data when phases contain uneaual numbers 

of days occur when the baseline phase is much shorter 

than subsequent treatment phases. In such instances, 

changes in behaviour during the treatment conditions may 

be due to additional days of treatment. For example, if 

a baseline lasts for four days, then a treatment is given 

for eight days and no chanqe is observed until five days 

into the treatment condition, then it is possible that 

the change in the behaviour is due to the additional days 

of treatment. 

In this study, the number of days in each phase 

gradually decreased with each successive condition. 

Therefore, changes in child or teacher behaviour in 
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latter phases can not be attributed to additional 

treatment. Furthermore, changes in teacher and child 

behaviour generally tend to occur, if they occur at all, 

immediately after a treatment is introduced. Even if 

each treatment condition were artificially made e~ual 

by omitting the last days of treatment, the same results 

would be obtained. 

Future Directions 

With only two previous studies on audio cueing and 

no previous work relating individual children's on-task 

level to recipient of praise, many research possibilities 

exist. In addition to research possibilities cited in 

this text, parameters of the audio cueing system and 

the classroom setting (e.g. rate of the cue, size of the 

class, activities occurring in the class) could be inves­

tigated to determine optimal conditions for increasing 

on-task behaviour. Factors which account for the obser­

vation that some children are high on-task without 

receiving teacher praise can be considered. Further 

research might encourage our school systems to train 

teachers to praise, thus fostering the use of positive 

rather than negative classroom management procedures. 
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Appendix A. 

Examples of praise statements and codes: 

(1) "You're sitting up, Wayne. Good." Wayne, social. 

(2) "Let's see hands for how many children had question 

five correct." (Seven people raise their hands). 

"Good for you. That's a hard one." Class, academic. 

(3) "You're really improving in your number work, Kathy." 

Kathy, academic. 

(4) "Fran, you're a smart little girl to remember to 

bring in your note this morning." Fran, neutral. 

(5) "~t.Jhoever did auestion one on the board did an 

excellent job of g etting the right answer. That's 

a tricky question." Unspecified, academic. 

(6) "I see that lJanet is lookinq at the board. That's 

what I like to see." Janet, social. 

(7) "You were looking at me when I was explaining the 

work, Mary, and I really like that." Mary, social. 



Appendix B 

Instructions for Audio Cueino 1 

The specific instructions given to the teacher 

prior to the implementation of audio cueing 1 were: 
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"One effective method we could use to improve 

classroom conduct would be to provide the children with 

a lot of attention for beinq good. Many studies con­

ducted in classroom settings show that if a child does 

something good and is praised for it, he will be likely 

to do the same thing in the future. For example, one 

teacher praised her kindergarten children for following 

instructions and found that the children were more 

likely to do what the teacher asked them to do. Another 

teacher praised her class for being quiet, and found 

that the children became less noisy. We could use a 

similar procedure to increase constructive behaviours 

in this class. How do you feel about that?" 

At this point, the experimenter waited for a reply. 

The teacher agreed that this kind of approach was a 

good one. The experimenter then replied that "It 

would be a good idea to structure what we are going 

to do in order to make it more effective. Often, it 

is easy for the teacher to forget to praise children 

or to give a lot of praise at once instead of spreading 
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the praise throughout the entire instructional period. 

For these reasons, I will give you a miniature cassette 

recorder which you can put in this pouch and an ear­

phone to listen with. At randomly spaced times, you 

will hear a sound. This will be a cue for you to look 

up, find a child who is behaving well, and praise him. 

Remember that there will always be one child who is 

behaving well. How do you feel about doing that?" 

The teacher agreed to comply with the experimenter's 

requests. The experimenter then continued, "When you 

praise a child, please use the child's name and describe 

the behaviour he or she is being praised for. This will 

make your praise more effective." 

The experimenter informally discussed the behavioural 

definitions for teacher praise and child behaviour as 

described in the teacher's handout. Following this 

discussion, the teacher was told that she could also 

praise on-task behaviours at times when she did not hear 

the sound, if she so desired. However, it was stressed 

that she should praise every time she heard the audio 

cue. 
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Appendix C 

This is a copy of the sheet defining praise which 

was presented to the teacher in the audio cueinq 1 phase. 

None of the names provided in the examples given to the 

teacher were names of children in her class. This was 

done to avoid any suggestion of who should be praised. 

Praise: ~ commendatory statement made to a child immed-· 

iately after he has done something desirable or appro-

priate. Phrases such as "that's riqht " "that's correct" 
. ' 

and ''okay" should not be considered praise. 
. . 

In a1v1nq 
.J -

praise, the child's name should be used and the behaviour 

described. Try to praise for the following kinds of 

behaviours: 

(1) Manipulating teacher-specified materials 

Examples: 

(1) Sharon, I see that you only have your math 

book on top of your desk. You're demonstrating 

good working habits. 

(2) Jenny, I really like it when you look at your 

math book when I've assianed you problems. 

You're really working well. 

(3) Jim, you really look like you're concentrating 

when your hands are on top of your desk. Good. 
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(2) Sitting in the desk 

Examples: 

(1) Fred, you're sitting up nice and straight 

in your chair. That's much better than having 

people wander about the room. 

(3) Head oriented in the direction of classroom activity 

Examples: 

(1) You're looking at the board, ~ary. Good. 

(2) Good goinq, Susan. You're looking at me when 

I talk. 

(4) Being quiet 

Examples: 

(1) Jane, I notice that you're quiet, I think 

that's areat. That's how I like to see boys 

and girls behave. 

(2) I'm pleased to see you so quiet, Jack. 

(5) Following instructions10 

Examples: 

(1) You ask the class to take out their math books 

and Cheryl does so immediately. You might say, 

"You're really fast at following my instructions/ 

getting your math book out. Good, Cheryl." 

10This was included as a category because it was 
felt that if children were following instructions then 
they were engaging in appropriate head orientations, 
manipulating task required materials, etc. In other 
words, they were on-task. 
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(2) You ask Helen to open the window and she does 

so immediately. You might say, "I really appre-

ciate it when you do it right away, Helen, 

rather than wait until later." 

Examples of some other praise statements: 

(Add child's name and behaviour to:) 

I'm really pleased ... 
Miss Andrews (Mr. Butler) will be impressed ... 
You're improving ... 
... That's not bad. 
You make me proud ... 
You were concentrating/listening/studying/behaving 

well when ... 
Good. Good job. Good work. Great to see ... 
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l\.ppend ix D 

The teacher requested that the experimenter make 

some suggestions as to how she could smoothly integrate 

praise into routine activities. A handout was prepared 

with examples of praise statements that could be given 

during specific activities. Emphasis was placed on 

those areas cited by the teacher as problematic. The 

following is similar to the handout given to the teacher. 

In this version, there is some reorganization of the 

material and extra examples. 

(1) Targeted Behaviour: Manipulating teacher-specified 

rnaterials 

(a) Teacher Activity: getting ready for roll call 

(Optional) "Robert is reading a book in his 
spare time. It's nice to see you using your 
spare time constructively." 

(b) Teacher Activity: conducting roll call 

"I see Graham has his math book out and he's 
already to begin. Great." 

"I see Mary has her pencil sharpened and she's 
ready to go. I really like to see that." 

(c) Teacher Activity: reading the Bible story, or 
givin? a lecture 

"I like the way Penny has her hands folded on 
her lap. She's not tempted to play with things." 

(d) Teacher Activity: walking around the class 
correctina v.1ork 

"Joan, you only have the necessary things (name 
them) on your desk. Good. Sometimes people 



play with thinqs on their desk, but you're 
demonstrating srood working habits." 
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(F child puts his hockey cards into his desk) 
"Joe, that's much better. You should be working 
at math." 

(2) Targeted Behaviour: sitting in the desk 

(a) Time: these comments may be most appropriate 
just before and just after the second bell, or 
towards the end of the math period when some 
children have finished their assigned work. 
Giving praise for sitting in the desk may be 
given any time. 

"Phillis is sitting in her desk now that the 
first bell has gone. That's what I like to see." 

(3) Targeted Behaviour: orienting the head in an 

appropriate direction 

(a) Teacher Activity: teaching at the board 

"Kevin is looking at the board. Good." 

"Linda's concentrating on the board. Good." 

(Don't worry about repeating praise for paying 
attention to the board.) 

(b) Teacher Activity: reading the Bible story, or 
lecturina 

"Charlie is paying attention by looking at me 
when I read. Excellent." 

"I'm pleased that you're paying attention, and 
listenina to the story, Pamela." 

(4) Targeted Behaviour: being quiet 

(a) Teacher Activity: walking around correcting work 

"Great to see you being quiet while the other 
children are working on their assignment, Helen." 

(b) Teacher Activity: getting ready for roll call 

"Cathy, you're less chatty these days. Keep up 
the good vJork." 



Appendix E 

Instructions for the Audio Cueing Plus 

'Focus Praise Package' Condition 

The specific instructions given to the teacher 

prior to the implementation of the audio cueing plus 

'focus praise package' condition were: 
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"During the last few weeks when you were praising 

the children a lot, I noticed improvements in most of 

the children's behaviour. However, some students have 

not improved as much as others. For this reason, I 

would like you to direct most of your praise towards these 

students to see if they can further increase their level 

of on-task behaviour." 

"Here is a list of the names of these students. 

With so many children in the class, it would be difficult 

for you to remember exactly how many praises you gave 

to these particular children in a given session. For 

this reason, I would like to help you keep track of the 

number of praises you give to these children. I will 

do this in the following manner. During each class, 

I will spend part of my time noting who you are praising. 

At the end of each class, I will provide you with a 

slip of paper tellinq you what percentage of the total 
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number of praises went to the children on the list. 

Try to give 67% of your praise to these children. This 

means giving two out of every three praises, or 20 out 

of 30 praises to the group of children on the list. 

How do you feel about that?" 

Once the teacher had agreed, the experimenter 

continued, "I will leave with you a list of class 

members. Please note that the first eight on the list 

are the children who are to receive 67% of the praise. 

You can keep this list on your desk and refer to it as 

a reminder of which children you are to praise. I would 

also like you to check off on a list which students in 

this group you recall having praised. I will leave you 

a checklist each day for this purpose and will collect 

the completed lists once or t~rice per week." 



Appendix F 

Instructions for A.udio Cueing 2 

The specific instructions given to the teacher 

prior to the implementation of audio cueing 2 were: 

"For the next part of this study, I would like 

you to select the students you would like to praise. 
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I will no longer be providin0 you with information about 

whom I observed you praise and you will no longer be 

required to keep a record of which students you recall 

praising. Who you decide to praise is entirely up to 

you. " 

The teacher asked if it would be better if she 

praised the students on the list or if it would be better 

if she returned to her previous pattern of praise. She 

was told that the decision was entirely up to her. 
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Appendix G 

Instructions for the Audio Cueing Plus 

'Increase Praise Packaqe' Condition 

The specific instructions given to the teacher 

prior to the implementation of the audio cueing plus 

'increase praise package' condition were: 

"I have noticed over the past few weeks that the 

number of praises that you have given during math class 

has dropped. Have you been aware of that yourself?" 

This auestion led to a discussion about why the 

teacher had given less praise durin9 audio cueing 2. 

The teacher admitted that she was interested in finding 

out if the children would still behave well if she gave 

less praise. The teacher also stated that she was havina 
..J 

trouble praising irnmedi.ately after she heard the cue 

because the cue was often presented at an awkward moment, 

such as when she was in the middle of a sentence. The 

remainder o~ the instructions were provided ad lib and 

were similar to the following: 

"If you praised a child each time you heard the 

cue, you would be giving 30 praises per hour. I would 

like you to aim for that goal. I would like to count 

the nurncer of praises that you give during a portion 
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of each session and then I would like to calculate the 

number of praises you would give in an hour if you 

continued at that same rate. In order to get a rate of 

30 per hour, you will have to praise each time you 

hear the cue, and the praise will have to occur as soon 

after the cue as possible, since I will be counting 

your rate of praise only some of the time. If you save 

the praise and give it all at once, you may be praising 

a lot when I am not observing you. Would you be willing 

to try this procedure?" 

The teacher once more agreed to try. 
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A.ppendix H 

Problems in Conducting the Study 

A major problem in conducting the study was main­

taining an acceptable level of reliability. While a 

high rate of reliability was attained during training 

(80% or better on 3 days' observations) and baseline, 

the reliability level dropped suddenly during audio 

cueing l. Because of the good reliability during train­

ing and baseline when praise rates were low, it is felt 

that the baseline data is accurate. 

A number of factors may have contributed to the 

drop in reliability in audio cueina l. The reliability 

checker and the main observer trained by coding behaviours 

as they took place in the classroom. Before and during 

baseline, the teacher's praise rate was very low, and 

the topography of her praise was rather narrow. That 

is, her praise statements were generally given in response 

to asking children to raise their hands if they had their 

assigned math auestions correct. Given the limited use 

and form of praise, it was fairly easy to discriminate 

when a praise statement was made. 

This situation changed on a number of dimensions 

during the initial audio cueing phase. When the teacher 

began to increase her praise rate, she often spoke in 
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a very soft voice, which made it difficult to discern 

whether praise had been aiven. The teacher often failed 

to use the child's name when she praised, in spite of 

instructions to give the name of the child she was praising. 

This made it difficult to discern who received praise. 

The teacher also began to make statements which were 

ambiguous as to whom the recipient of praise was. For 

example, is Fred or both Fred and Jane the recipient(s) 

of praise in this instance? ''Fred, I like the way you're 

looking at the board when I'm teaching. You too, Jane." 

Rules ~Tere then composed for classifying these new 

statements and were written down in the form of an addendum. 

During observer training and baseline, child behaviour 

and teacher praise rates were monitored simultaneously, 

with adequate reliability being reported for both. 

Because of concern that higher levels of praise might 

also be interfering with accurate monitoring of two 

behaviours simultaneously, a decision was made to observe 

praise and child behaviour separately, beginning 7 days 

into the initial audio cueing phase or on day 20 of the 

study. Scoring child behaviour for 5 minutes was alter-

nated with scoring teacher praise for 5 minutes. Whether 

praise or child behaviour was observed first was alternated 

for each session. ~hese procedures ultimately resulted 

in acceptable reliability levels. 
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One variable which could not be held constant 

in this study was the seating arranqement of the children. 

Several children were moved from one seat to another 

on several different occasions. Most of the children 

were moved due to vision problems. The experimenter 

did not attempt to prevent these changes, since the 

school board had given permission for the studv to be 

conducted only if the experimenter did not interfere with 

the usual functioning of the class. How the changes 

in seating arrangement affected this study, or if the 

changes had any effect at all, can not be determined. 

However, most studies in the area of classroom tehaviour 

modification make no mention of whether seating location 

is held constant. This study may be comparable to other 

reports in terms of several rearrangements of seating 

locations for one or two children at a time. 
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Appendix I 

Percentage of On-Task Behaviour 

per Child per Phase 

Hiah On-Task Group 

Child Condition 

A .. B BC B BD 

1 92.5 88.9 94.6 78.6 81.5 
2 95.8 97.1 100.0 95.8 100.0 
3 93.3 95.7 90.2 100.0 93.5 
4 93.1 91.3 92.7 96.2 100.0 
5 92.1 94.3 100.0 100.0 100.0 
6 98.9 100.0 100.0 100.0 96.4 
7 93.3 93.0 97.4 100.0 96.6 
8 95.6 95.7 100.0 86.7 96.6 
9 98.2 100.0 95.1 100.0 89.3 

10 93.2 93.0 93.5 100.0 100.0 
11 95.5 97.2 97.5 100.0 100.0 
12 93.2 97.0 92.7 89.3 100.0 

Medium On-Task Group 

Child Condition 

A B BC B BD 

13 85.1 89.4 86.5 95.0 95.0 
14 83.0 87.3 90.2 100.0 100.0 
15 88.5 95.7 94.3 73.3 92.6 

• 16 90.4 91.3 87.5 89.7 92.6 
17 82.9 83.9 92.5 96.6 89.5 
18 86.9 89.2 81.5 70.4 85.2 
19 84.9 88.2 95.0 92.3 100.0 
20 87.2 83.9 90.0 94.4 100.0 
21 83.0 84.7 80.8 92.6 89.3 
22 82.9 87.3 94.3 92.9 93.3 
23 90.6 90.1 80.0 95.8 96.2 
24 90.7 83.8 88.9 96.2 96.3 
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Low On-Task Group 

Child a Condition 

A. B BC B BD 

25 81.8 96.9 89.7 I 100.0 . 100.0 
*26 73.9 80.4 86.2 96.0 96.0 
*27 75.2 88.6 88.9 80.0 88.5 
*28 66.4 72.1 76.3 88.5 92.9 
*29 69.8 75.9 86.5 92.3 96.7 
*30b 80.3 
*31 79.8 76.8 89.7 86.2 96.3 

32 74.8 91.0 97.1 78.3 91.7 
33 80.7 86.4 80.0 96.2 100.0 
34 82.2 95.6 100.0 96.3 100.0 
35 80.5 94.3 92.3 96.3 100.0 
36 75.0 78.8 90.0 89.3 67.9 
37 82.5 82.4 100.0 85.0 81.8 

Note: A = baseline; B = audio cueing; C = 'focus 
praise package'; D = 'increase praise package'. 

aThe consistently low on-task children are 
label ed with an asterisk. 

bThis child was dropped from the study due to his 
absence on 7 out of 10 treatment days when the consis­
tently low on-task children received 67% of the praise . 
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A.ppendix J 

Methodological Implications 

In this study, there were significant behavioural 

differences among at least two of the hiqh, medium and 

low on-task groups for three phases. This finding 
. 
lS 

especially important when some methods for obtaining 

a measure of a behaviour for a group of individuals is 

considered. One method of obtaining a group index of 

a behaviour involves the simultaneous monitoring of a 

number of children over days and recording all occurrences 

of a target behaviour for each session. Examples of 

this method, or some variation of it, include monitoring 

aggressive behaviours in a Head Start classroom (Brown, 

Reschly & Sabers, 1974), observing inappropriate lunch-

room behaviours of elementary school children (MacPherson, 

Candee & Hohman, 1974) and obtaining a measure of 

inappropriate behaviours exhibited by first grade children 

during a rest period (O'Leary & Becker, 1968). 

Consider the experiment in which during one treat-

ment phase, more high on-task than low on-task children 

attend class. Durinq this treatment phase, it would be 

expected that more on-task behaviours would occur simply 

because the children being observed tend not to be 

problematic. In the present study, the problem of 
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inflating the on-task measure for the class was circum­

vented by calculatino separate daily percentages of 

on-task behaviour for the high, medium and low on-task 

groups, then obtaining the average daily percentage over 

the three subgroups. A similar procedure might be 

adopted by other researchers who wish to avoid confounding 

a measure of group behaviour because of the inconsistent 

presence or absence of some individuals who display 

extremes of the behaviour being observed. 


