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The purpose of this study was to compare the locus of 

control orientation between regular class and self-

contained emotionally handicapped students within the 

elementary , mi ddle and high school settings . Two samples 

of students were selected from the third through eleventh 

grades of the Seminole County school system using a 

randomized block design . One group consisted of sixty 

students enrolled within the self- contained program for 

the emotionally handicapped from elementary, middle and 

high school classes . A second group of sixty regular 

class students were selected from the same schools . The . 
Nowicki - Strickland Locus of Control Scale was administered 

to small groups of subjects , out of the classroom , but 

lV 



within the school setting . The mean scores for each 

group were analyzed using a 2x3 analysis of var1ance with 

the effects tested at the . 05 level of significance across 

all levels. 

The emotionally handicapped students were found 

to be significantly more external than the regular class 

students . In addition, both groups exhibited a shift in 

locus of control orientation, becoming significantly more 

internal as they progressed from elementary to high school. 

No significant interaction was found to exist between 

regular class and emotionally handicapped students in 

elementary , middle and high school . It was concluded 

that although the emotionally handicapped students 

maintained a more external orientation than the regular 

class students, as both groups approached adolescence and 

experienced an increased mastery of the environment , there 

was a shift towards a more internal locus of control . 

However , regardless of the school level involved, the 

emotionally handicapped students maintained a more exter

nal orientat i on . 

Since behavior modification procedures have been 

shown to foster an internal locus of control orientation , 

it was concluded that behavioral techniques would be 

effective in the education and treatment of self- contained 

emotionally handicapped students . It was further con-

eluded that the locus of control construct could provide 

both teachers and administrators of programs for the 

v 



emotionally handicapped with valuable information and 

insight into the dynamics of the disability . This 

knowledge combined with an understanding of behavior 

modification principles could prove to be a viable means 

of altering unacceptable behavioral patterns , improving 

academic performance levels and ultimately result ln a 

more productive life style for their students . 

Vl 
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CHAPTER 1 

THE PROBLEM AND ITS SETTING 

In recent years , exceptional child educat i on has 

received increased funding at the local , state and federal 

levels . As a part i al result, self- contained programs for 

emot i onally handicapped students have increased in both 

size and qual i ty. A major problem fac i ng teachers and 

admi nistrators involved in such programs i s the establ i sh -

ment of adequate behavioral controls cvithin the classroom . 

In sp i te of extens i ve research in the area of behavior 

management , the emphasis has been upon techn i ques to mod i fy 

behavi ors , rather tha n the underlying personality facto r s 

wh i ch are man i fested i n inadequate controls . 

In 1966 , a construct known as " locus of control " 

was i ntroduced by Rotter . l The concept of control was 

viewed as hav i ng one of two bases , internal or external . 

Internal control refers to the degree to which the 

i ndiv i dual perceives da i ly events to be a consequence of 

his own act i ons and therefore controllable . External 

control refers to the degree to w~ich the individual per-

celves dai l y events to be a consequence of forces beyond 

1Julian Rotter , " Generalized Expectanc i es for 
Internal Versus External Control of Reinforcement , " 
Psycho l og i cal Monograph s 80 ( 1966 ): 1- 2. 
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personal control and not the result of one ' s own behavior . 2 

In terms of chronological development , the individual would 

progress from the point of being externally controlled in 

infancy and childhood , towards the gradual establishment 

of internal controls with the accompanying acceptance of 

responsibility and the consequences of his own behavior. 

Students within the self- contained program for the 

emotionally handicapped not only experience difficulties 

in maintaining controls over their behaviors, but as they 

progress through the grades , the acting out behaviors tend 

to become compounded . As a result, their chances of a 

successful return to regular class placement significantly 

diminish . It would therefore be reasonable to conclude 

that one major consideration in the formulation of programs 

for the emotionally handicapped should be the development 

of programming and the establishment of curriculum designed 

to assist the students in more effectively controlling 

their behaviors . 

There appears to be varlous aspects of the locus 

of control concept which are directly related to the class 

room setting and may well be of importance in educating 

the emotionally handicapped student . According to E . Jerry 

Phares, if the individual perceives the outcome of his 

behavior as being determined by chance factors and outside 

of his control, past experiences of a similar nature are 

not relied upon ~ in coping with the present situation . 

2rbid ., p . 1. 
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This perce i ved lack of control tends to result in feelings 

of ineffect i veness in dealing with the environment . This 

external orientation is likely to cause a low expectancy 

regard i ng one ' s efforts and therefore a reduction in the 

active seeking of knowledge . 3 In relation to the learning 

process, those individuals exhibiting an internal locus 

of control are more cognitively active , displaying better 

acquisition of material, a superior utilization of learned 

information and in general, are more alert and sensitive 

to the demands of the environment. In addition to more 

effectively controll i ng the environment, the internal 

indiv i dual also appears to possess greater self control. 4 

It would follow that within the classroom setting, the 

student with an internal locus of control would be a more 

active and effective learner who is able to exert control 

over both his surroundings and his own behaviors . 

In terms of the expectancies and goals of our 

present educational structure, the internal individual 

would represent the successful student . Since our goal 

as educators is to provide those students designated as 

emotionally handicapped with the skills needed to effectively 

cope with the educational environment and thereby return to 

regular class placement , the development of internal con -

trols in these children is of prime importance . 

p 

3E . Jerry Phares, Locus of Control in Personality 
(Morristown, New Jersey: General Learning Press, 1976 ) , 
p . 3 6 . 

4 b . Ild . ,p . 78. 
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Programs for emotionally handicapped students have 

frequently utilized negative consequences to control non-

conforming behaviors . This procedure resulted in a strict 

authoritarian orientation which was effect ive only when the 

authority figure was physically present, providing little 

carry- over into other situations. In recent years however, 

a behavioral model seems to have replaced the more punitive 

classroom orientation.S Many teachers tend to view reward 

systems as being inappropriate, time consuming and not 

based on the realities of society. In addition, problems 

exist in follow ing through with behavioral programming 

once the emotionally handicapped student is returned to the 

regular class setting . In order to maximize the chances 

of the emotionally handicapped student successfully retur-

ning to a regular class placement , it appears that basic 

changes must take place in the child ' s attitudes and his 

ability to cope with the environment . Unfortunately , 

due to increased class size and varied demands upon the 

teachers time and energies, major innovations in program-

ming and curriculum are frequently met with resistance by 

classroom personnel . It has b ecome the responsibility of 

the educational administrator not only to research and 

develop innovative procedures, but to also actively involve 

the classroom teacher in the process . This active partici-

Swilliam ~I . Gardner , Children with Learning and 
Behavior Problems ( Boston: Allyn and Bacon, 1974 ) , pp . 3- 25; 
Martln A. Kozloff, Educatin g Children with Learning and 
Behavior Proble~s ( New York: John Wiley and Sons, 1974 ), 
p. 6 . 
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pation will hopefully increase the probability of the 

successful implementation of the new procedures. 

Every educator , regardless of his level of 

functioning, should be continuously seeking the most effec 

tive means of meeting student needs . In reality, the task 

of program development has come to be an administrative 

responsibility. If locus of control is to be a viable 

construct in treating and educating the emotionally 

handicapped student, it is apparent that the impetus for 

change will by necessity, come from those individuals 

who are functioning in administrative and supervlsory 

capacities . 

Statement of Problem 

The purpose of this study is to compare the locus 

of control orientation between regular class and self

contained emotionally handicapped students within the 

elementary, middle and high school setting . 

HO 1: 

HO 2 : 

Hypotheses 

There will be no significant differenc e CP ( .05) ln 

the mean scores on the Nowicki - Strickland Locus of 

Control Scale between regular class students and 

emotionally handicapped students . 

There will be no significant differenc e CP < .05) in 

the mean score on the Nowicki - Strickland Locus of 

Control Scale between samples of elementary, middle 

and high school students. 
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HO 3 : There will be no significant interaction ( P < . 0 5) 

between regular class and emotionally handicapped 

students in elementary, middle and high school. 

Definition of Terms 

Internal Locus of Control 

When a reinforcement lS perceived by the individual 

as following some action of his own and contingent upon 

his own behavior or his own relatively permanent character

istics.6 

External Locus of Control 

When a reinforcement lS perceived by the individual 

as following some action of his own but not being entirely 

contingent upon his action, being perceived as the result 

of luck, chance, fate, as under the control of powerful 

others, or as unpredictable and due to the complexity of 

forces surrounding him . 7 

Self- Contained Emotionally Handicapped Classes 

Special education classes within the public schools, 

designed to serve those students who have been identified 

as having severe emotional problems . These students 

remain within one classroom during the entire school day 

and are taught by a teacher certified in the area of 

emot ionally handicapped. The staff to pupil ratio is 

6Rotter, "Generalized Expectancies for Internal 
Versus External Control of Reinforcement," p . 1. 

7Ibid. 
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maintained at 5 : 1, with the class orientation being thera-

peutic as well as educational . 

Regular Classes 

Conventional public school classes which serve 

students whose overall mode of functioning is adequate, 

there being no evidence of unusual problems in the areas 

of emotional adjustment or intellectual performance. 

Assumptions and Limitations 

Assumptions 

1 . It is assumed that the Nowicki - Strickland Scale 

lS a valid measurement of locus of control . 

2 . It is assumed that the subjects are capable of 

understanding the questions that were asked in this study . 

3 . It is assumed that the subjects have truthfully 

answered the questions . 

4. It lS assumed that the sample selected lS 

representative of the total population. 

Limitations 

1. The result of this study was generalized from 

a limited sample size consisting of third through eleventh 

grade students. 

2 . Students may have attempted to answer the 

questions in a socially acceptable manner rather than 

express their tru~ feelings. 

3. Due to the resistant patterning which fre 

quently lS present in behavior disordered children, some 
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students may have responded to the questions ln an 

indifferent or arbitrary manner . 

Importance of The Study 

Although the quality of programs for emotionally 

handicapped students has undergone dramatic positive 

changes ln recent years, administrators continue to be 

plagued by the limited success achieved in returning these 

students to regular class placements . While the use of 

behavior modification has been of value in working with 

these children, its benefits have for the most part, been 

limited to the elementary ages . Unfortunately, by the 

time the individual reaches middle school, the behavioral 

patterns are ingrained to the point of being resistant 

to change and it has become increasingly difficult to 

provide suitable reinforcement. Thus, the classes for the 

emotionally handicapped tend to represent a controlled 

setting which provides structuring, but is limited in its 

ability to prepare students to return to regular classes . 

Similarly, due to low levels of motivation, conventional 

counseling with the student and/or family members tends 

to have limited success in achieving this goal . 

Educators are often faced with the problem of 

isolating a technique or procedure which will allow for 

the altering of the student ' s existing mode of functioning , . 
thereby providing him with a more effective means of coping 

with the environment . If in fact, the emotionally handi -

capped student maintains an external locus of control , 
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thereby perce1v1ng himself as having little control over 

his surroundings and ultimate destiny , this may well be 

the direction that should be taken in our attempts to 

help the child . If the internally controlled individual 

is in a super1or position to exert control over the environ

ment, it would appear that our efforts should be directed 

towards altering the student ' s locus of control, rather 

than attempting to modify the overt behavioral symptoms . 

However, prior to reaching that point, it will be necessary 

to firmly establish the relationship between the dynamics 

of the emotionally handicapped student and the construct 

of locus of control . 

Many individuals believe that the purpose of 

schools should be to educate children solely by providing 

the physical plant, supplies, equipment and trained tea

chers . Although this view is theoretically practical, 

in reality it is impossible . Learning requires a good 

deal more than the physical presence of a child 1n an 

educational environment. Unless the components of physical 

well being, emotional stability and motivation exists, 

there is only a minimal chance that learning will occur . 

Children today live 1n an increasingly complex 

society, which is both more demanding and less rewarding 

than in days past. The reduced emphasis upon the family 

constellation and ~less defined values and goals has placed 

an unusual burden upon the educational system . The 

business of educating children has therefore become a multi -
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faceted task which encompasses many areas of the child's 

functioning . In addition, recent state and federal 

legislation, such as P.L. 94 - 142, has resulted in the 

public education system being required to serve handi

capped children of all types. 

In the case of emot ionally handicapped children, 

this means that the schools will be responsible for edu

cating children whose behaviors had previously excluded 

them from an academic setting . In order to accomplish 

this task, it is becoming increasingly apparent that 

except ional child programs must be therapeutical ly as 

well as educationally oriented . It is necessary to effec

t ively deal with the maladaptive patterning prior to being 

able to implement educational goals . 

It is no longer possible to assume the position 

that our task lS purely to educate these children and if 

they are not receptive to our efforts, then they should 

be excluded from school. Whether it be right or wrong, 

the public schools today are committed to providing ser

vices that may not be directly educational, but are 

necessary, if we are ever to meet our goal of effectively 

educating our children, and thereby perpetuate our exist ing 

society. 

It is the purpose of this study to explore the 

relationship between the emotionally handicapped student 

and the locus of control construct . If such a relation-

ship does exist, it may well represent a viable means of 
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facilitating the education of these children through a 

modified curriculum and a re - structuring of teacher

pupil interactions. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

Overview 

Man ' s ab i lity to control his personal environment 

and the manner in which he attempts to accomplish this , 

has generated extensive research in the area of human be -

havior . One aspect of this research involves a construct 

known as the Internal - External Locus of Control of Rein -

forcement . Based upon Rotter ' s Social Learning Theory , 

the potential for any behavior to occur in a given situa-

tion is dependent upon the person ' s expectancy that the 

behavi or wi ll secure the available reinforcement and the 

value of the anticipated reinforcement for that person . 8 

If the individual believes that there is no behavior in his 

repertoire which will allow him to secure the reinforce -

ment , then it lS unlikely that he will anticipate a cont i n -

gency between any effort on his part and the end results 

of the situation . 

In Social Learning Theory, a reinforcer serves to 

strenghten an expectancy that a particular behavior will 

be followed by that reinforcer in the future . Once such 

an expectancy is Qeveloped , the failure of the reinforcer 

8Julian B. Rotter , Social Learning and Clinical 
Psychology ( Englewood Cliffs , New Jersey : Prentice Hall , 
1954 ) , pp . 102 - 103 . 

12 
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to occur , will serve to extinguish that expectancy . It 

therefore follows that expectancies will result in dif-

ferences in behavior in s ituations categorized as chance 

determined , in contrast to those characterized as being 

skill determined . In essence , the contro l construct 

differentiated individuals according to the degree to 

which they accept responsibility for what happens to 

them, and is defined as follows : 

When a reinforcement is perceived by the subject as 
following some action of his own but not being ent irely 
contingent upon his actions, then in our culture, it 
is typically perceived as the result of luck, c h ance , 
fate , as under the control of powerful others , or 
as unpredictable because of the great complexity of 
the forces surrounding him . When the event is 
interpreted in thi s way by an individual , we have 
labeled thi s a belief in external control . If the 
person perceives that the event is contingent upon 
hi s own behavior or hi s own relatively permanent 
characteristics , we have termed this a belief in 
internal control . 9 

Since the time of Rotter ' s comprehensive review on 

the development , validity and reliability of the I - E Scale , 

a countless number of publications have attested to the 

far reaching impact of the Internal - External Locus of Con -

trol Construct . 

Developmental Factors 

A number of investigators have explored the 

parent - child relationship which foster either an internal 

or external orientation . Alexander Tolor and John Jalowiec 

reported a significant relationship between externality 
" 

9Rotter, " Generalized Expectancies for Internal 
Versus External Control of Reinforcement ," p . l. 
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ln the child and an authoritarian and hostile - rejecting 

attitude on the part of the maternal figure . lO Similar 

results are reported by Robert Palmer , who found that high 

external adults rated their parents , especially the mother, 

as lacking in emotional supportiveness and warmth.ll 

The author speculated that the expectancies of external 

control of reinforcement may be a learned phenomena , due 

to the individual ' s experiences of being unable to elicit 

social rewards from the parents, leaving him with the 

feeling that rewards are dependent upon outside forces 

and not within his control . 

Several studies have reported that the child who 

displays internal controls is likely to have parents who 

are warm , supportive , permissive, consistent in discipline 

and foster early independent behaviors . Conversely , 

punitive , critical , rejecting and dominating parents are 

more likely to foster an external orientation . 12 Addi -

10Alexander Tolar and John E . Jalowiec , " Body 
Boundry, Parental Attitudes, and Internal - External 
Expectancy, " Journal of Consulting and Clinical Psychology 
32 ( 1968 ): 208 . 

11Robert D. Palmer , " Parental Perceptions and 
Perceived Locus of Control in Psychopathology, " Journal 
of Personality 39 ( September 1971) : 426 . 

12walter Katkovsky , Virginia C. Crandall , and 
Suzanne Good , " Parental Antecedents in Childrens Beliefs in 
Internal - External Control of Reinforcement in Intellectual 
Achievement Situations, " Child Development 38 ( September 
1967 ) : 772 - 773 ; Wi l liam L . Davis and E . Jerry Phares , 
" Parental Antecedents of Internal - External Control of Rein 
forcement ," Psychological Reports 24 (April 1969 ): 429 ; 
Hanna Levenson, " Percelved Parental Antecedents of Internal 
Powerful Others, and Chance Locus of Control Orientation, " 
Developmental Psychology 9 (1973) : 262 . 
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tionally, the behavior of fathers appears to be more influ-

ential in developing the child ' s belief in internal control 

than the behaviors of the mothers . l3 A. P . MacDonald 

found that internally oriented subjects described their 

mothers as being more nurturant , having more predictable 

standards for their children ' s behavior, and using more 

achievement pressure . Fathers were described as being more 

nurturant, and using more physical punishment with male 

children . The subjects who were found to be more exter-

nally controlled , reported their mothers to be more protec-

tive , more inclined to use deprivation of privileges and 

more inclined to use affective punishment with male child

ren . l4 Contrary to these findings, Gwendolyn Sprehn 

failed to establish a positive relationship between inter

nality and less rejecting , more nurturing parents . l5 

In a more recent study , Roger Loeb found that 

highly directive parents tended to make the decisions, 

regulated the child ' s behavior and thereby prevented the 

child from establishing a sense of autonomy, which resulted 

in an external orientation . The less directive parent was 

found to be more actively involved in his child ' s activities 

13Katkovsky, Crandall and Good, p. 773 . 

14A . P . MacDonald, " Internal - External Locus of 
Control : Parental Antecedents, " Journal of Consulting 
and Clinical Psychology 37 ( 1971) : 146 . 

15 Gwendoly~ C. Sprehn , "Correlates of Parent 
Behavior and Locus of Control in Nine to Twelve Year Old 
Males : ( Ph . D. dissertation , Emory University, 1973 ), 
p . 59 . 
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while permitting the child to retain his autonomy . l6 This 

would tend to result in increased proficiency, self confi -

dence and a more internal orientation. 

In relation to birth order, Stephen Nowicki and 

Julia Roundtree found that the more one moves from being 

a first - born child, the more likely a male child will be 

external , and the more likely a female child will be 

interna1. 17 

In a study of one - child families, Edmond Marks 

suggests that parents of female only children, by being 

overly protective, may induce a perception of the env1ron -

ment as being harmful. This could result 1n an external 

orientation designed to cope with threats to self- esteem. 

Parents of male only children encourage exploration and 

mastery of the environment. Successful interactions of 

this nature would reinforce belief in an internal control 

orientation . 1 8 A.P . MacDonald found that later- borns from 

two - child families were more external than only children 

or first - borns from two - child families.l9 

16Roger C. Loeb, " Concomitants of Boys ' Locus of 
Control Examined in Parent - Child Interactions," Develop
mental Psychology ll (1975): 356 . 

17stephen Nowicki and Julia Roundtree, " Correlates 
of Locus of Control in a Secondary School Population," 
Developmental Psychology 4 (1971): 477 . 

18Edmond Marks "Sex, Birth Order , and Beliefs About 
Personal Power," Developmental Psychology 6 ( 1972 ) : 184. 

l9A. P . MacDonald, "Birth Order and Personality," 
Journal of Consulting and Clinical Psychology 36 ( 1971 ) : 
173. 
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Finally , in the area of age changes, W. E. Penk 

determined that in general , internal control increases 

with the age of the child . 2° In addition, other resear-

chers have noted a trend for I - E scores to be relatively 

external at the third grade , with internality increasing 

up to the eighth through tenth grades . However, it appeared 

that due to the uncertainties associated with graduation, 

there was a reversion to a more external level in the 

twelfth grade . 21 It would appear that in general, an 

increased mastery over the environment, results in a 

more internal locus of control orientation . 

Ethnic Groups and Social Class 

The majority of the research in this area supports 

a relationship between locus of control and ethnic groups 

and social class . These results appear to support the 

position that certain social and ethnic groups who have 

little power , opportunity for improvement or material 

advantages will exhibit an external orientation . It 

has been found that blacks are more external than whites , 

as are those individuals who are within the lower soc1o-

20w . E . Penk , "Age Changes and Correlates of 
Internal- External Locus of Control Scale , " Psychological 
Reports 25 ( December 1969 ): 856 . 

2lvirginia C. Crandall, Walter Katkovsky , and 
Vaughn J . Crandall , " Children ' s Belief in Their Own 
Control of Reinforcements in Intellectual - Academic 
Achievement Situations ," Child Development 36 ( March 
1965 ): 102 - 103 . • 
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economlc class . 22 

On the Children ' s Picture Test of Internal - External 

Control , Esther S . Battle and Julian B. Rotter found that 

lower class Negroes were significantly more external than 

lower class Caucasians or middle class Negroes and Cau

casians . 23 Following a similar line of reasoning; that 

racial segregation and d is crimination serve to convince 

Negroes that their own efforts will lead to little 

reinforcement, except perhaps by chance, Herbert M. 

Lefcourt and Gordon W. Ladwig reported that black prison 

inmates were more external than a comparable group of 

white inmates . 24 However, neither Robert K. Gable 

and Henry L . Mi nton , employin g the Battles Children ' s 

Picture Test of Internal - External Control , or Daniel 

Solomon, Kev in A. Houlihan and Robert J . Parelius, 

using the Ch ildren's Intellectual Achievement Respon -

sibility Scale could establish any racial differences 

22Julian B. Rotter , 11 Generalized Expectancies fo r 
Internal Versus External Control of Reinforcement , 11 p . 18 ; 
E . Jerry Phares , " Locus of Control in Personality,: p . 154; 
James L. Hreshko , 11 Antecedents of Locus of Control Among 
Young Urban Males: Race , Residence , Birth Order , and Fami ly 
Variables ( Ph . D. d i ssertation , Brigham Young Un ivers ity, 
1976 ), pp . 9- 12 . 

23Esther S . Battle and Julian B. Rotter , 11 Childrens 
Feelings of Personal Control as Related to Social Class 
and Ethnic Group , 11 Journal of Personality 31 ( December 
1963 ) : 486 - 488 . 

24Herbert M. Lefcourt and Gordon vv . Ladwig , 11 The 
American Negro : A P .. roblem in Experiences," Journal of 
Personal i ty and Social Psychology l (April 1965 ) : 379 - 380; 
Herbert M. Lefcourt and Gordon W. Ladwig , 11 Alienation in 
Negro and White Reformatory Inmates, " Journal of Social 
Psychology 68 ( February 1966 ): 155 - 156 . 
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ln locus of control beliefs . 25 

Theodore Tin - Yee Hsieh, John Shybut and Erwin J. 

Lotsof compared three groups of subjects, Chinese, American-

born Chinese , and Anglo - Americans . The subjects, who were 

high school students , were matched for age . It was found 

that the Anglo - Americans were most internal , the Chinese 

were most external, and the American- born Ch inese group was 

between the two , but closer to the Anglo - American group . 26 

The authors exp l a i ned their results in the following manner : 

It appears t hat a cultural orientation may be closely 
l i nked with a personal belief in internal versus exter
nal control . Individuals raised in a culture that 
values self- rel i ant indi vidualism , pragmat i c i ngenuity , 
and personal output of energy are likely to be more i n 
ternally or i ented t h an i nd i viduals from a cu l t ure t hat 
tends to emphas i ze a different set of values . 27 

In a study using third grade students , Gerald E . 

Gruen and Donald R. Ott i nger found that internality was 

more often associated with a middle class than a lower class 

background . 28 Alth ough it would be ant i cipated that at 

25 Robert K. Gable and Henry L . Mi nton " Social Class , 
Race and J un i or High School Students Belief in Personal 
Control ," Psycho l ogical Reports 29 ( December 1971 ): 
1188 - 11 89 ; Dan l el Solomon , Kevln A. Houlih an and Robert A. 
Parel i us , " Inte l lectual Ach i evement Responsibility in Negro 
and White Children ," Psychological Reports 24 ( Apr i l 
1969 ): 481- 4 83 . 

26Theodore Ti n - yee Hsieh, John Shybut , and Erw i n J . 
Lotsof, " Internal Versus External Control and Ethn i c Group 
Membership : A Cross Cultural Comparison ," Journal of Con
sulting and Cl i nical Psychology 33 ( 1969 ): 123 . 

27Ibid . , p . 124 . 

28 Gerald E . Gruen and Donald R. Ottinger , 11 Skill 
and Chance Or i entat i ons as Determiners of Problem Solving 
Behav i or in Lower and Middle Class Children,' ' Psychological 
Reports 24 ( February 1969 ): 211 - 212 . 
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this age level neither group would be highly internal, 

in general , the middle class students were more internal 

than their lower class age mates . 

In his review of the literature , Herbert M. 

Lefcourt reached the following conclusion : 

In all of the reported ethnic studies , groups whose 
social position is one of minimal power either by 
class or race tend to score higher in the external 
control direction . Within the racial groupings 
class interacts so that the double handicap of lower 
class and ' lower caste ' seems to produce persons with 
the highest expectancy of external control . Perhaps 
the apathy and what is described as lower class lack 
of motivation to achieve may be explained as a result 
of the disbelief that efforts pay off . 29 

In general, the research involving ethnic groups 

and social class have provided evidence that those groups 

that are unable to actively compete for social status 

and are unable to attain power and material advantages , 

are more likely to adopt an external belief system . 

Achievement and Academic Performance 

In extending the concept of internal - external 

control , Julian B. Rotter hypothesized that internals would 

exhibit more overt strivings for achievement than external s 

who believed that they exerted little control over the 

rewards they would receive for their efforts . 30 In 

attempting to define the complex notion of achievement, 

29Herbert M. Lefcourt , " Internal Versus External 
Control of Reinforcement : A Review ," Psychological Bulletin 
65 ( January 1966 )• 212 . 

30 Julian B. Rotter, "Generalized Expectancies for 
Internal Versus External Control of Reinforcement ," p . 21 . 
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E. Jerry Phares approaches it ln three ways; in terms 

of achievement behaviors, such as school grades ; in 

terms of motivational need, displayed in the desire to 

attain excellence and surpass others, and finally, in 

terms of achievement expectancy , which lS reflected in 

the belief held by the individual that achievement be -

haviors will lead to the attainment of achievement related 

goals . 31 

In one of the earlier studies of achievement, 

Julian B. Rotter cites the research of Franklin, which 

employed a nationally stratified sample of 1,000 high 

school students. In 15 out of 17 instances, Franklin ' s 

findings substantiated a direct positive relationship 

between an internal locus of control orientation and 

achievement motivation . 32 

The Intellectual Achievement Responsibility 

Questionaire ( IAR ) , developed by Crandall, Katkovsky and 

Crandall, has been widely used in studying the relation -

ship between grades and locus of control in children. 

This scale assesses children ' s belief in their own control 

of reinforcements in intellectual - academic-achievement 

situations, and yields scores for success events ( I +) 

and failure events ( I - ) . 33 Stanley B. Messer found that 

31E . Jerry Phares, "Locus of Control and Person
ality,: ' p . 107 - 108 . 

32 Julian B .~ Rotter, "Generalized Expectancies for 
Internal Versus External Control of Reinforcement," p . 22 . 

33crandall, Katkovsky, and Crandall, pp . 91-110 . 
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ln uslng the IAR with fourth grade boys and girls, that 

internals achieved higher school grades . 34 Similar 

findings were obtained by Paul E . McGhee and Virginia C. 

Crandall . 35 In general, these studies have indicated 

that the IAR predicts better to school grades than to 

standardized achievement measures . 

Ralph L . Shaw and Norman P . Uhl found that an inter-

nal orientation was related to reading achievement in white 

middle - class and lower- class second graders , but not in 

black children . 36 Nettie R. Bartel also noted positive cor-

relations between locus of control and achievement for lower 

and middle class children . 37 More recently , Margaret M. 

Clifford and T . Anne Cleary , Karl L . Wuench and Rosina C. 

Lao, and Stanley B. Messer have demonstrated a significant 

correlation between internality and performance on measures 

of achievement . 38 

34stanley B. Messer , "The Relation of Internal 
External Control to Academic Performance ," Child Develop
ment 43 ( December 1972 ): 1458 . 

35Paul E . McGhee and Virginia C. Crandall, " Belief 
In Internal- External Control of Reinforcement and Academic 
Performance ," Child Development 39 ( March 1968 ): 94 - 98 . 

36Ralph L . Shaw and Norman P . Uhl, "Control of 
Reinforcement and Academic Achievement ," The Journal of 
Educational Research 64 ( January 1971 ): 227 . 

37Nettie R. Bartel, "Locus of Control and Achieve
ment in Middle and Lower Class Children , " Child Development 
42 ( October 1971 ) : 1101- 1104 . 

38Margaret M. Clifford and T . Anne Cleary, "The 
Relationship Between Children ' s Academic Performance and 
Achievement Account ability, " Child Development 43 ( June 
1972 ): 652; Karl L . Wuench and Roslna C. Lao, Academic 
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In relation to older subjects , there have been 

contradictory findings . James C. Brown and Bonnie R. 

Strickland found a significant correlation between grade 

point average and internality in male college students, 

but not in females , 39 while Patricia Gurin , Gerald Gurin, 

Rosina C. Lao, and Muriel Beattie observed that black 

college students who were internally oriented tended to 

achieve higher grades and test scores than did externals . 40 

However, Robert G. Warehime discovered negligible cor-

relations between locus of control and grades at the end 

of the freshman year of college . 4l Similarly , Larry A. 

Hjelle reported no correlation between locus of control 

scores and grade point average . 4 2 

In a study of the relationship between locus of 

control and achievement in both a traditional and open 

setting, Robert J . Wright and Joseph P . DuCette found 

Performance Related to Achievement Motive and Locus of 
Control ( Washington, D. C.: ERIC Document Reproduction 
Service , ED 140 113 , 1975 ), pp . 4 - 5 . ; Messer, pp . 1458 - 1459 . 

39James C. Brown and Bonnie R. Strickland, " Belief 
in Internal- External Control of Reinforcement and Part i ci 
pation in College Activities ," Journal of Consulting and 
Clinical Psychology 38 ( 1972 ): 148. 

40Patricia Gurin et al . " Internal - External Control 
ln the Motivational Dynamics of Negro Youth " Journal of 
Social Issues 23 ( Summer 1969 ) : 43 - 44 . 

41Robert G. Warehime, " Generalized Expectancy for 
Locus of Control and Academic Performance , " Psychological 
Reports 30 ( February 1972) : 314. 

42Larry A.,.Hjelle, " Internal- External Control as a 
Determinant of Academic Achievement, " Psychological 
Reports 26 ( February 1970 ): 326 . 
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a significant posit i ve relationship ln the more open 

setting, but not in the traditional classroom setting . 43 

The authors explained their findings as a function of 

the difference in settings, with students in the open 

setting being aware of the relationship between their 

efforts and the end results, due to their increased level 

of involvement and control . 

In relation to need for achievement, the majcrity 

of the research has failed to establish a significant 

correlation between achievement need and locus of control . 44 

However, Liora Pedhazur and Ladd Wheeler did find a 

significant correlation between the Bailer Locus of Control 

Scale and achievement need in sixth grade minority group 

children. 45 

It is apparent that locus of control does relate 

to performance, with internals tending to display superior 

academic achievement . This relationship however, is not 

as clear cut in the case of achievement motivation , with 

43Robert J . Wright and Joseph P . DuCette, Locus of 
Control and Academic Achievement in Traditional and Non
Trad i tional Educational Settings ( ERIC Document Repro 
ductlon Service, ED 123 203 , 1976 ) , pp . 13 - 16. 

44Stephen Wolk and Joseph DuCette, " Locus of Con
trol and Achievement Motivation : Theoretical Overlap and 
Methodological Divergence," Psychological Reports 29 
( December 1971 ): 757; Delores Gold, " Some Correlation 
Coefficients: Relationships Among I - E Scores and Other 
Personality Variables,n Psychological Reports 22 ( June 
1968 ): 983 . . 

45Liora Pedhazur and Ladd Wheeler, nLocus of 
Perceived Control and Need Achievement, n Perceptual and 
Motor Skills 33 ( December 1971 ) : 1282 . 
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the results thus far being inconsistent . 

Learning Strategies 

If one were to apply the locus of control construct 

to learning strategy , the assumption would be made that if 

the individual perceives reinforcement as being contingent 

upon his own behavior, then either positive or negative 

reinforcement would either strengthen or weaken the poten-

tial for that behavior to occur in a similar situation . 

Conversely, if the individual sees the reinforcement as 

being outside of his control , then the behavior is less 

likely to be strengthened or weakened . This would imply 

that there would be a difference in learning under skill 

conditions as opposed to chance conditions . 

E . Jerry Phares established that under perceived 

skill conditions , subjects responded to past experiences 

of success or failure when required to wager bets on their 

next judgment . Subjects given chance instructions were 

more likely to wager arbitrarily , as if their success was 

entirely dependent upon luck . The chance situation pro-

duced smaller expectancy changes than the skill situation 

and the frequency of expectancy shifts was greater in the 

skill situation . 46 Later studies by Esther S. Battle and 

Julian B. Rotter , and Herbert M. Lefcourt and Gordon W. 

Ladwig supported these findings , which indicated that 

46E . Jerry Phares, "Expectancy Changes in Skill 
and Chance Situations ," Journal of Abnormal and Social 
Psychology 54 ( 1957 ): 341. 
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externals do not make systematic use of pr1or experience 

1n preparing for the fut ure .4 7 A later study by Richard M. 

Ryckman , Joel A. Gold and William C. Rodda , reported 

similar results . 48 

In an early s t udy , William H. J ames and Julian B. 

Rotter found that under chance conditions , intermittent 

reinforcement resulted in greater resistance to extinct i on 

than did continuou s reinforcement . However , 1n the skill 

condition , the opposite occurred, with continuous re i nforce -

ment resulting in greater resistance to extinction than 

did the intermi ttent reinforcement . 49 In add i tion , 

Julian B. Rotter , Shephard Liverant, and Douglas P . Crown e 

have demonstrated the i mportance of subject expectancy 

regarding response - reinforcement upon learning . 50 It 

would also follow that what an individual is led to believe 

regarding the locus of control of reinforcement , will have 

a definite effect upon his behavior . 

47Battle and Rotter , p . 488 ; Lefcourt and Ladwig , 
p . 379 - 80 . 

48 Richard M. Ryckman, Joel A. Gold , and Will i am 
C. Rodda , " Confidence Rating Shifts and Performance as a 
Function of Locus of Control , Self- Esteem , and In i tial 
Task Experience ," Journal of Personality and Soc i a l 
Psychology 18 ( 1971 ): 30 7- 308 . 

49william H. James and Julian B. Rotter , " Partial 
and 100% Reinforcement Under Chance and Skill Conditions ," 
Journal of Experimental Psychology 55 ( May 1958 ): 40 1. 

50Jul ian B. Rotter , Shephard Liverant , and 
Douglas P . Crowne , "The Growth and Extinction of Expec
tancies in Chance Controlled and Skill Tasks ," Journal of 
Psychology 52 ( 1961 ): 170 . 
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Adjustment and Personality Factors 

The st udy of human behavior has always been an 

area of interest to researchers . The publication of 

Rotter ' s I - E Scale in 1966 , provided yet another means 

of measuring the complex nature of human behavior . 

By relating I - E scores to scores on varlous 

personality measures , Paul D. Hersch and Karl E . Scheibe 

found that externals were generally more maladjusted , were 

lower on achievement , dominance , defensiveness and endur-

ance . The internal individual is higher on dominance , 

tolerance, good impression , sociability, intellectual 

efficiency, achievement and general well being . 51 

In relation to the effective handling of frustra -

tion both Earl C. Butterfield and Michael Brisset and 

Stephen Nowicki , have reported that internals handle 

frustration in a more constructive and realistic fashion 

than externals . 52 John Shybut investigated the relation-

ship between severity of disturbance , locus of control, 

and time perspective. He found that psychotic subjects 

had a shorter time perspective and higher external scores 

51 Paul D. Hersch and Karl E . Scheibe , "Reliability 
and Validity on Internal - External Control as a Personality 
Dimension , '' Journal of Consulting Psychology 31 (1967 ): 612 . 

52Earl C. Butterfield, "Locus of Control, Test 
Anxiety , Reactions to Frustration, and Achievement Atti 
tudes, " Journal of Personality 32 (March 1964 ): p . 361 ; 
Michael Brissett and Stephen Nowicki, " Internal Versus 
External Control of Reinforcement and Reaction to Frus 
tration ," Journal of Personality and Social Psychology 
25 ( 1973 ): 39 . 
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than either normal or neurotic subjects . 53 These findings 

are consistent with those of other researchers.54 

Externality has also been shown to be related to 

other pathological conditions . Stephen I . Abramowitz and 

William Miller, and Martin E . Seligman reported a relation 

ship between depression and an external orientation , 55 

while others related externality to self destructive 

tendencies . 56 Christine B. Williams and Florence E . 

Vantress have found that externals manifested more aggres -

53 John Shybut , "Time Perspective , Internal Vs . Exter
nal Control, and Severity of Psychological Disturbance, " 
Journal of Clinical Psychology 24 ( July 1968 ): 314 . 

54Marshall P . Duke and Mary C. Mullens, "Preferred 
Interpersonal Distance as a Function of Locus of Control 
Orientation in Chronic Schizophrenics , Nonschizophrenic 
Patients, and Normals, " Journal of Consulting and Clinical 
Psychology 41, (197 3 ): 232 ; Charles E . Sm1th, Margaret W. 
Pryer and M. K. Distefano, Jr . , "Internal- External Control 
and Severity of Emotional Impairement Among Psychiatric 
Patients ,'' Journal of Clinical Psychology 27 ( January 1971 ) : 
449; Rue L. Cromwell et al ., "Reaction Time , Locus of 
Control, Choice Behavior, and Description of Parental 
Behaviors in Sch i zophrenic and Normal Subjects, '' Journal of 
Personality 29 ( December 1961): 373 ; Martin Harrow and 
Anthony Ferrante, " Locus of Control in Psychiatric 
Patients, " Journal of Consulting and Clinical Psychology 33 
(1969): 584 - 585. 

55stephen I . Abramowitz, "Locus of Control and Self 
Reported Depression Among College Students ," Psychological 
Reports 25 (August 1969 ): 149; William R. Miller and 
Martin P. Seligman, "Depression and the Perception of 
Reinforcement," Journal of Abnormal Psychology 82 ( 1973 ): 
66 . 

56christine B. Williams and James B. Nickels, 
"Internal - External Control Dimension as Related to Accident 
and Suicide Proneness," Journal of Consulting and Clinical 
Psychology 33 ( 1969 ': 489; James J . Crepeau, The Relation
ship Between Stressful Life Events , Locus of Control , 
and Suicidal Ideation ( ERIC Document Reproduction Service , 
ED 147 674, 1976), p . 8. 
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slve feelings than internals . 57 

The self perception of the external individual as 

being powerless , unable to successfully achieve and to 

influence the environment , should by all expectations, 

result in generalized anxiety . Although cause and effect 

has not been established, the evidence supports a strong 

relationship between externality and anxiety . 58 It is 

not surprising that individuals who maintain high expec -

tancies for failure and low expectancies for success 

would experience difficulties in adjustment and feelings 

of anxiety . Paul C. Nelson and E . Jerry Phares found 

that externals rated themselves as being more anxlous than 

internals . 59 Their findings are supported by other 

researchers whose results are indicative of a strong 

relationship between externality and anxiety.60 

Although the studies of the relationship between 

internal - external control and adjustment level have shown 

externals to be more maladjusted than internals, there 

57Christine B. Williams and Florence E . Vantress , 
"Relation Between Internal - External Control and Aggression , " 
The Journal of Psychology 71 ( January 1969 ): 60 - 61 . 

5 BDavid ~vats on , "Relations hip Between Locus of 
Control and Anxiety, " Journal of Personality and Social 
Psychology 6 ( 1967 ) : 91 - 92 . 

59Paul C. Nelson and E . Jerry Phares, "Anxiety , 
Discrepancy Between Need Value and Expectancy, and Internal 
External Control, " Psychological Reports 28 (April 1971 ): 
665 - 667 . 

60:conald S . Strassberg, "Relationships Among Locus 
of Control , Anxiety ,. and Valued- Goal Expectations, " 
Journal of Consulting atid Clitiical Psychology 41 ( 1973 ): 
319; Butterfield, pp . 361 - 364 . 
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is some question as to whether this represents a linear 

relationship . In his monograph, Julian B. Rotter explores 

the possibility of a curvilinear relationship between 

pathology and locus of control, with both extremes tending 

to be maladjusted . 6l Therefore , it is possible that a 

population of extreme internals and extreme externals , 

both of whom are likely to have a low generalized expec -

tancy for success in achieveing their goals, will show 

maladaptive patterning . 

Whenever one is involved in the area of human 

behavior, the lack of precision of terms such as maladap -

tive, depression, neurotic and schizophrenic, results 

in some confusion due to the varied interpretations and 

meanings . However , it has been found that individuals who 

maintain an internal locus of control are more effective 

in controlling their world, maintain greater self- control , 

are more cognitively active, more highly motivated, and are 

more attentive, alert and assertive than externals . 62 

In relation to our present societal norms, these character-

istics are generally related to the well adjusted individual . 

61Rotter , " Generalized Expectancies for Internal 
Versus External Control of Reinforcement, " p. 4 . 

62Alan S. Applebaum, June M. Tuma, and James H. 
Johnson, " Internal- External Control and Assertiveness of 
Subjects High and Low in Social Desirability ," Psycholo
gical Reports 37 ( August 1975 ): 321; Shybut, pp . 314 - 315; 
E. Jerry Phares, Locus of Control in Personality, p . 125 ; 
Hersch and Scheib~, pp . 611 - 612. 
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Intellectual Functioning 

Research has failed to establish a significant 

correlation between intelligence and locus of control 

scores . In developing the I - E Scale , Julian B. Rotter 

concluded that such correlations were negligible or at 

best low . 63 Stephen Nowicki and Julia Roundtree found 

no relationship between scores on the Otis Quick Score 

Mental Ability Test and those obtained on the Nowicki 

Strickland I - E Scale . 64 Paul D. Hersch and Karl E . 

Scheibe ' s findings supported this conclusion . 65 They 

obtained correlations from -. 07 to .17, for three different 

measures of intelligence . In a recent study , Algea Harri -

son reported no significant relationship between I . Q. 

scores and degree of externality . 66 On the basis of the 

available research, it does not appear logical to explain 

I - E Scale scores as being a function of intelligence 

even though an occasional study may report a modest 

correlation between internality and a measure of intel -

ligence . 

63 Rotter , "Generalized Expectancies for Internal 
Versus External Control of Reinforcement, " p . 14 . 

64Nowicki and Roundtree, p . 477 . 

65Hersch and Scheibe , p . 611 . 

66Algea Harrison, Locus of Control and Problem
Solving Abilities in Young Black Children ( New York : 
ERIC Document Reproduction Servlce , ED 114 446, 1975), 
p. 14 . .. 
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Educational and Treatment Model 

The research has clearly demonstrated that an 

individual ' s belief in an internal locus of control can 

provide an increased sense of mastery and control which 

leads to a greater potential for power and accomplishment. 

Whether locus of control is viewed as a specific or 

generalized expectancy , the strengthening of an expectancy 

for internal control will enhance the individual ' s ability 

to cope with his environment . 

In discussing the locus of control construct as 

a rehabilitation variable, A. P . MacDonald states : 

Locus of control is not a motivational variable but 
rather an expectancy variable . Findings that persons 
do not try to improve their conditions because of nega
tive expectancies do not indicate that those persons do 
not want to improve their conditions . A large number 
of the vict ims in our society are motivated to improve 
their living conditions, but they have low expectancies 
for success--often realistically . Motivation coupled 
with positive expectancy equals optimism ; motivation 
coupled with a negative expectancy equals despair . 67 

A number of studies have attempted to alter the locus of 

control orientation of groups of individuals . Stephen 

Nowicki and Jarvis Barnes, in a study with inner city 

adolescents, found that a highly structured camp experlence , 

emphasizing the relationship between behavior and re 

inforcement, enhanced internal control expectancies . 68 

67A . P . MacDonald , " Internal - External Locus of 
Control: A Promising Rehabilitation Variable ," Journal 
of Counseling Psychology 18 ( 1971) : 115 . 

68stephen .Nowicki and Jarvis Barnes, "Effects of 
a Structured Camp Experience on Locus of Control Orien
tation," The Journal of Genetic Psychology 122 (197 3 ): 250 . 



33 

D. Stanley Eitzen found that the use of behavior modifi -

cation techniques with delinquent boys , resulted in a shift 

of their locus of control scores from external to internal.69 

More recently, Paul J . Companik established that externally 

oriented individuals who were exposed to task success 

became more internally oriented as a result of success 

oriented learning trials . 70 These findings support 

Julian B. Ratters basic premise that reinforcement tech-

nlques should be especially useful in fostering an internal 

control orientation since rewarding a behavior strenghtens 

the expectancy that the behavior will produce future 

rewards . 71 

Although there has not been a great deal of syste-

matic research conducted in the area of counseling and 

therapy, the results which have been reported indicate 

the value of encouraging an internal locus of control 

orientation as a major goal . 72 In the area of crisis 

intervention , Ronald E . Smith found that patients showed 

a significant decrease in externality as they learned 

69 D. Stanley Eitzen , " Impact of Behavior Modif i
cation Techniques on Locus of Control of Delinquent Boys," 
Psychological Reports 35 ( December 1974) : 1317 - 1318 . 

70Paul James Companik, "Assessment of the Attempts 
to Modify Locus of Control Orientation in Preadolescent 
School Children, " (Ph . D. dissertation , The University of 
Wisconsin - Milwaukee, 1977), p . 34 . . 

71Rotter, "Generalized Expectancies for Internal 
Versus External Control of Reinforcement," p . 4- 5. 

72Phares, " Locus of Control in Personality, " 
pp . 16 7- 17 0 . 
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more effective means of dealing with the crisis situation . 73 

In a study by Oscar G. Mink, using college students and 

staff from a large state university , it was found that 

week- end group sessions resulted ln a significant shift 

towards an internal orientation . The 127 participants 

were divided i nto nine groups and exposed to a counseling 

approach which synthesized a variety of therapeutic 

approaches. 74 Through the use of both action oriented and 

reeducative therapy, P . S . Dua found an increase in internal 

scores . This supports the position that effectively 

coping with problems can and does increase internal be-

liefs . 75 

It has been generally found that within the coun-

sel i ng sett i ng externals tend to prefer a more direct i ve 

approach , while internals prefer the nondirective 

approach . 76 Since there appears to be different bases 

for the development of a locus of control orientation , 

73Ronald E . Smith, " Changes in Locus of Control as 
a Function of Life Crisis Resolution ," Journal of Abnormal 
Psychology 75 ( 1970 ): 331. 

74oscar G. Mink, A Composite Counseling Strategy 
for Develop i ng Internal Locus of Control Orlentatlon and 
Success Expectancy ( ERIC Document Reproduct i on Service , 
ED 120 589 , 1975 ), pp . 13 - 14 . 

75p . S . Dua , " Comparison of the Effects of Beha
viorally Ori ented Act i on and Psychotherapy Reeducation on 
Introversion- Extroversion , Emot i onal i ty, and Internal 
External Control ," Journal of Counseling Psychology 17 
( 1970 ): 569 - 570 . • 

76Christine V. Abramowitz et al . , "Differential 
Effectiveness of Directive and Non - Directive Group Thera 
pies as a Function of Client Internal - External Control," 
Journal of Couns~ling and Clinical Psychology 42 ( 1974 ): 851 . 
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it is likely that there are many different therapeutic 

approaches that will increase i nternality . John C. Masters 

contention that a u~eful t h erapeut i c procedure should 

involve d i scussions and behav i or assignments designed to 

increase the extent to which the individual feels in 

control of the environment, would appear to be a valid 

therapeutic approach, regardless of the therapists own 

specific orientation. 77 

Finally, in a related study, researchers compared 

hospitalized emotionally disturbed boys and normal boys 

in the areas of proxemics , locus of control, anxiety and 

type of movement . Their results indicate that both the 

emotionally disturbed external subjects and normal sub -

jects who were externally oriented required more space 

than internals and are inclined to keep others at a greater 

distance . However, neither anxiety or locus of control 

explained the significant normal - emotionally disturbed 

differences in space requirement. 78 In relation to the 

treatment, program development and educational planning 

for emotionally disturbed children , the results of this 

study emphasize the following points in both treating 

emotionally handicapped children and ln developing programs 

7 7 John C. Masters, "Treatment of ' Adolescent Rebel 
lion ' by the Reconstrual of Stimuli," Journal of Consulting 
and Clinical Psychology 35 ( 1970 ) : 215 - 216 . 

78 Philip C . ~ Kendall et al . , " Proxemics, Locus of 
Control, Anxiety , and Type of Movement in Emotionally 
Di sturbed and Normal Boys," Journal of Abnormal Child 
Psychology 4 ( March 1976 ) : 12 - 13. 
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and educational plans to meet t heir academic needs . 

A. In treat i ng the emotionally handicapped child, 

care should be taken not to invade his space or overwhelm 

him with the therapist ' s presence . 

B. Care should be taken to provi de adequate space 

ln classrooms and treatment facilities in order to mini 

mize the discomfort that results from close interpersonal 

contact . It is imperative that the overcrowded conditions 

frequently encountered in educational programs and treat 

ment centers for emotionally disturbed children be avoided 

whenever possible . 79 

In relation to programs and therapeutic approaches 

for increasing externality, the goal is not to find t h e 

"right" technique , for many techniques will result in 

the appropriate effect . Instead , the goal should be to 

match the technique to the individual, thereby attempting 

to increase internal beliefs through an understanding of 

the individuals learning history . 

Summary 

Over the past twenty years , research on the 

construct of Internal - External Locus of Control of Rein

forcement has accumulated a considerable fund of knowledge 

which has , on the whole , substantiated its usefulness in 

varlous areas of human functioning . Overall , the results 

tend to support J~lian B. Rotter ' s basic contention that 

79Ibid . , p . 15 



37 

the internal - external control construct lS a generalized 

expectancy which operates across many situations.BO 

At this point however , although a relationship 

between locus of contro l beliefs and behavior has been 

established, the finer points of that relationship remain 

to be a prime area for further research . It appears that 

the time has come to integrate the various means of evalu-

ating locus of control beliefs into diagnostic and thera-

peutic procedures , thereby moving in the direction of 

increased application of the concept . 

Additional research is needed ln the areas of con-

trol antecedents, viable means of altering locus of control 

beliefs and the application of the concept in physical and 

emotional health areas, to mention just a few . There is 

no question that the locus of control concept is a 

valuable tool that may be applied within numerous settings . 

The implications for its use within the educational 

setting would seem to justify intensive specific research , 

especially in the areas of exceptional child programs, 

academic underachievement and of course , the training of 

teachers, supervisors and administrators . 

Existing data strongly indicate that the careful 

and systematic evaluation of the individual ' s locus of 

control beliefs in ~ the various life areas can provide 

invaluable insight into understanding their patterns of 

80Rotter, " Generalized Expectancies for Internal 
Versus External Control of Reinforcement ,'' p. 25 
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behavior . This information could then be used in planning 

an efficient and realistic program to bring about desired 

changes in their life situation, and ultimately the indi

vidual ' s overall level of adjustment . 

Existing research has established the value of 

behavior modification ln fostering an internal locus of 

control orientation . In an attempt to provide adminis 

trators, teachers and parents with a concise and functional 

overview of behavioral concepts, a handbook of behavior 

techniques has been compiled by this author ( Appendix D). 



CHAPTER 3 

DESIGN OF THE STUDY 

Sample and Population 

Two separate populations were represented ln this 

study, both having been selected from the third through 

eleventh grade student body of the Seminole County School 

System . One sample was selected from the Self- Conta i ned 

Program for the Emotionally Handicapped , consisting of an 

equal number of students ( N=20 ), randomly selected from 

the elementary , middle and high school classes . A second 

sample , stratified by age and sex, was randomly selected 

in equal numbers ( N=20 ), from the regular class popu-

lations of the elementary , middle and high schools . 

Instrument 

The Nowicki - Strickland Internal - External Locu s of 

Control Scale ( N- S ) was used to determine locus of 

contro1 . 8l The test is age appropriate and provided a 

reliable measure of generalized locus orientations . This 

scale is a paper and pencil measure consisting of forty 

true - false items which were taken from interpersonal 

and motivational areas . It was standardized on 1 , 017 

Blstephen . Nowicki and Bonnie R. Strickland, "A 
Locus of Control Scale for Children ," Journal of Consul 
ting and Clinical Psychology 40 ( 1973 ): pp . 148 - 154 . 
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mostly Caucasian elementary and high school students of 

varying socio- economic levels . Split half reliability 

ranges from r=.63 to r =. Sl , and test - retest reliabilities 

over a six week period range from r= . 64 to r=.75. There 

is a significant correlation between the Nowicki - Strickland 

and the Bailer Locus Scale (r=. 3l to .51), and the N- S 

with the Rotter Internal - External Scale ( r= . 6l) . 

Although a number of locus of control scales are 

available, the N- S Scale is an accepted instrument which 

measures generalized locus of control, is age appropriate, 

and utilizes a single form for grades three through twelve. 

The Rotter Scale is a frequently used instrument but was 

developed for use with adult populations and would there-

fore not be appropriate for use in this study . The Intel-

lectual Achievement Responsibility Scale ( IAR ), developed 

by Crandall, Katkovsky , and Crandall lS age appropriate 

but measures locus of control solely ln relation to school 

performance . The same limitation is true of Clifford ' s 

Academic Achievement Accountability Questionaire (AAA). 

It was therefore concluded that the Nowicki - Strickland 

Scale was best suited for use in this study . 

Procedure 

Two groups were selected from the total population. 

One group consisted of sixty third through eleventh grade 

students enrolled within the Self-Contained Program for 

the Emotionally Handicapped of the Seminole County 



41 

Public Schools . This group included students randomly 

selected from twelve classes within three elementary 

schools ( five classes ), three middle schools (five 

classes ), and two high schools ( two classes ). A second 

group of regular class students comprised a stratified 

sample based upon age and sex . These students were then 

randomly selected ln equal numbers from the same eight 

schools . Due to the sample size, all students had been 

exposed to teachers of varied levels of experience and 

teaching styles . Starting approximately thirty days after 

the 1978 - 1979 school year had begun, the Nowicki - Strickland 

Internal - External Locus of Control Scale was administered 

to small groups of subjects ( two to four), out of the 

classroom but within the school setting . The following 

directions were provided : 

I am trying to find out what boys and girls your 
age think about certain things . I want you to 
answer the following questions the way you feel. 
There are no right or wrong answers . Don ' t take 
too much time answering any one question, but do 
try to answer them all. 

The researcher then read each item, allowing the subjects 

time to record their responses before proceeding to the 

following item . The results were then tabulated . 

Analysis of Data 

The mean scores for each group were analyzed using 

a 2x3 analysis of variance . The effects were tested at 

the . 05 level of significance . The alpha reliability 

coefficient and standard error of measurement were computed 
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for the Nowicki - Strickland Locus of Control Scale . 



CHAPTER 4 

RESULTS 

The sample data were first analyzed by comparing 

the external mean scores and standard deviations obtained 

on the Nowicki- Strickland Locus of Control Scale . Th i s 

comparison was made between the emotionally handicapped 

and regular class students at the elementary, middle 

and high school levels . The mean scores reflect the degree 

of externality of the group , which indicates that re i n -

forcement is being perceived as the result of luck, chance, 

fate, as under the control of powerful others, or as 

being unpredictable and due to a complexity of forces . 

In addition, the data were further analyzed by means of 

a 2x3 analysis of variance . 

At all three levels , elementary, middle and high 

school , the emotionally handicapped students maintained 

a more external orientation, perceiving reinforcement as 

not being contingent upon their own behaviors . Conversely , 

the more internal orientation of the regular class students 

indicated that they view reinforcement as following some 

action of their own and contingent upon their own 

behaviors ( Table 1 ~. As both groups, regular class 

and emotionally handicapped students , progressed from 

elementary to high school , they became more internal in 
43 
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TABLE 1 .--External Means and Standard Dev i ations on the 
Nowicki-Strickland Locus of Control Scale for Emotionally 
Handicapped and Regular Class Students at the Elementary, 

Middle and High School Levels 

Emotionally 
Handicapped 

Mean 

S . D. 

Regular 

Mean 

S . D. 

Mean 
Differences 

Elementary Middle 

19 . 5 16 . 7 

2 . 8 3 . 7 

17 . 4 13 . 4 

3 . 7 4 . 9 

2.1 3. 3 

High 

12 . 6 

3. 8 

12 . 3 

4. 0 

. 3 
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their locus of control or i entation ( Table 1). In addition, 

no significant interaction was found to exist between 

the emotional l y handicapped and regular class students 

at the elementary, middle and high school levels. The 

emotionally handicapped students were consistently more 

external than the regular class students at each of the 

three levels ( Figure 1). 

A 2x3 analysis of varlance was conducted to com-

pare adjustment level ie: emotionally handicapped students 

and regular class students , and school level ie: elemen-

tary, middle, high school . The emotionally handicapped 

students were found to be significantly more external 

(P( . 01) than the regular class students (F=l8.80, df=l, 

P=. Oll) (Table 2 ). Both groups shifted in their internal-

external orientation, becoming significantly more internal 

CP< . Ol) as they progressed through the school grades 

(F= 6 .7 3, df=2, P= . OO) ( Table 2 ). 

Although both the emotionally handicapped and 

regular class students became more internal with age and 

higher school grade placement , the emotionally handicapped 

students maintained a more external orientation at the 

elementary, middle and high school levels, and therefore, 

no significant interaction was found to exist (F=1.55, 

df=2, P=. 22 ) (Table 2 ). 

The alpha reliability coefficient was computed 

for the Nowicki-Strickland Locus of Control Scale . A 

coefficient of . 88 and a standard error of measure-
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rnent of 1 . 62 was obtained . 
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TABLE 2 .--Results of the Analysis of Variance 

Source ss Df MS F p 

Emotionally Hand. 
vs . Regular 100 . 83 1 100 . 83 18 . 80 . 011 

Elementary/Middle/ 
High School 743 . 82 2 371.91 6 . 73 . 000 

Interaction 46 . 52 2 23.26 1. 55 . 220 

Total 891.17 5 496 . 00 



CHAPTER 5 

SUMMARY, CONCLUSIONS , DISCUSSION 

AND RECOMMENDATIONS 

Summary 

The purpose of this study was to compare the 

locus of control orientation between regular class and 

emotionally handicapped students within the elementary , 

middle and high school settings . The Nowicki - Strickland 

Locus of Control Scale was administered to sixty students 

within the Self Contained Program for the Emotiona l ly 

Handicapped of the Seminole County Public Schools . The 

scale was then administered to sixty regular class students 

from the same schools, who were matched for age and sex . 

The mean scores for each group were analyzed using a 2x3 

analysis of variance with the effects tested at the . 05 

level of significance across all levels . 

Conclusions 

Based upon the results of this study , the follow i ng 

conclusions may be drawn : 

1 . The emotionally handicapped students were 

found to be significantly more external in their locus 

of control orient~tion than their regular class counter

parts . 

49 
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2 . As individuals within both groups progress 

from elementary to high school , there is a corresponding 

shift in their locus of control from an external to an 

internal orientation . 

3 . No significant interaction was found to exist 

between the emotionally handicapped and regular class 

students at the elementary, middle and high school levels . 

Discussion 

The hypothesis that there would be no significant 

difference (P ( . 05 ) between the mean scores of regular 

class and emotionally handicapped students was not 

supported and is therefore rejected . The emotionally 

handicapped students were found to be significantly more 

external than their regular class counterparts. According 

to the data , the emotionally handicapped student v1ews 

himself as having minimal control over the reinforce -

ment he rece1ves and is lacking in goals and motivation 

to effect change in his life situation . In terms of 

personality dynamics, this individual would be similar 

to members of low income or minority groups, who perce i ve 

themselves to be oppressed and controlled by powerful 

others, unable to satisfy their n e eds or exert any meaning-

ful influence over their existence . 

Similarly, the second hypothesis that no signifi-
~ 

cant difference existed ( P ( .05 ) between mean scores of 

samples of elementary, middle and high school students 
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was not supported, and was therefore also rejected. The 

results indicate that as the individual progresses from 

childhood through adolescence , there is a corresponding 

shift in locus of control orientation from an external 

to an internal orientation . Although the emotionally 

handicapped student seems to maintain a more external 

orientation than the regular class student, it appears 

that as individuals within both groups approach adoles -

cence and experience increased mastery of the environment, 

reinforcements are more often perceived as being contingent 

upon their own behaviors rather than as a result of chance , 

luck or fate . 

It is interesting to note that this belief is 

stronger in the regular class population, regardless of 

the school level involved. Therefore , one might hypothe -

slze a cause and effect relationship . Within the class -

room setting , the emotionally handicapped students are 

less likely than regular class students to view reinforce -

ment as being contingent upon their own behaviors . The 

emotionally handicapped students feelings of being 

controlled by others and a corresponding inability to 

satisfy their needs sets the stage for a reduced level of 

motivation and an accompanying reduction in achievement 

level. This in turn generates feelings of failure, and 

further strengthens the student ' s belief that he is 
• 

incapable of receiving rewards . 

The third hypothesis that there would be no 
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significant interaction ( P ( . 05 ) between regular class 

and emotionally handicapped students in elementary, 

middle and high school was supported and is therefore 

accepted . As the students progressed from elementary 

to high school , both groups exhibited an increased 

belief that reinforcement followed some action of their 

own and was contingent upon their own behavi ors , with 

no evidence of an important interaction . 

The results of this study seem to support the 

position that emotionally handicapped students are signi

ficantly more external than regular class students . When 

viewed in relation to prior research regarding locus of 

control of reinforcement , these findings emphasize the 

importance of a behavioral approach , which insures lmme 

diate reinforcement for appropriate behaviors . These pro

cedures are likely to strengthen the students ' perception 

of reinforcement as being contingent upon his own actions 

and thereby foster an internal locus of control orientation . 

As a group , emotionally handicapped students 

often believe that they do not control the occurrence of 

reinforcement . In turn , this inability to control or 

predict situations has previously been found to prevent 

them from generalizing expectancies or experiences from 

the past . As a result , it may be concluded that i n 

comparlson to int e rnals , externals tend to be less cognl

tively active and make fewer attempts at acquiring 

information . In addition, externals have greater diffi -
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culty in retaining informat i on , are less capable of utili -

zing data once it is acquired and are less attentive, 

alert and sensitive than internals . 

Within the learning situation , the above factors 

are likely to generate feelings of apathy and a reluctance 

to become involved in a setting ln which there appears 

to be no connection between effort and a significant pay 

off . Therefore, it becomes the task of sch ool personnel 

to develop instructional strategies which will lnsure 

that these students receive immediate and continuous 

reinforcement for effort and appropriate behaviors , 

lncreases awareness that the reinforcement is the direct 

result of their own actions , and ultimately enhances 

the students mastery over the environment . 

In order to foster an internal locus of control 

orientation , it will first be necessary to effect changes 

in the basic attitudes of educators . The authori tar i an 

atmosphere within the school setting serves to reinforce 

the student ' s feeling of being dominated by powerful 

others who administer both rewards and punishment . This 

type of atmosphere , by virtue of its arbitrary and control -

ling nature , does little to enhance an internal locus of 

control belief and therefore should be minimized , if not 

eliminated entirely . In addition, the existing adversary 

relationship between students and faculty members should 

alos be reduced to a mlnlmum . By fostering an atmosphere 
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of cooperation and understanding ln working towards a 

common goal, the way can be paved for the implementation 

of programs designed to alter the student ' s locus of 

control orientation . 

Psychologists feel that rewarding a behavior 

strengthens the expectancy that the behavior will produce 

future rewards. Therefore , a reinforcement system which 

is well planned and consistent would be especially useful 

ln fostering an internal locus of control orientation . 

In terms of classes for the emotionally handicapped , 

the development of techniques and procedures designed to 

foster an internal locus of control orientation would 

require a highly structured setting which, through the 

use of behavior modification would probably increase the 

student success expectancy by rewarding appropriate modes 

of functioning . 

It has been demonstrated that an individual' s 

belief in an internal locus of control orientation pro -

vides an increased sense of mastery and a greater poten-

tial for accomplishment . Therefore , the strengthening 

of an internal control orientation through the use of 

behavioral techniques would not only serve to enhance the 

individual ' s ability to cope with his environment , but 

would also result in greater self- control and ultimately , 
~ 

a more adequate adjustment level . Within the educational 

setting , the internally oriented student is likely to 

achieve higher grades than his externally oriented counter-
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part, is better able to make systematic use of prlor 

experience in preparing for the future, and generally 

display higher academic confidence, aspirations and 

expectations . 

In order to lnsure that teachers of the emotionally 

handicapped possess a working knowledge of behavior 

modification, the formulation of a comprehensive staff 

development program would be of definite value . The plan-

nlng and implementation of a behavioral training program 

must by necessity, originate at the administrative or 

supervisory level of the county school system with input 

from classroom personnel . To initiate this type of pro-

gram, it becomes the task of the educational adminis -

trator to develop an inservice component for behavior 

modification ( Appendix C) . 

In order to obtain maxlmum effectiveness, a staff 

development program ln this area should be on- going, 

encompassing a minimum of ten to fifteen one hour weekly 

meetings. In addition, provisions should be made for 

follow - up consultation within the classroom setting . 

This will serve to advise and support the teachers in 

their efforts to apply the behavioral techniques they 

have recently acquired. 

Some teachers may initially express mild anxiety 
~ 

or display some resistance regarding the use of behavioral 

procedures within their classrooms. However, these 

feelings are generally short lived and easily overcome 
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by trained supervisory personnel who view themselves to 

be consultants, as opposed to evaluators . Within a 

framework of cooperation and mutual respect, teachers will 

welcome assistance and advice regarding the implementation 

of behavioral programs. 

Although extensive literature exists in the area 

of behavior modification, a handbook of behavior modifi -

cation techniques, such as the one compiled by this 

author (Appendix D), provides a concise overvlew of 

definitions and concepts . This type of material lS 

inexpensive to produce and can be used to provide teachers 

with a source of information that has practical appli -

cations within the classroom setting. 

In recent years, behavior modification procedures 

have gained acceptance as an effective means of altering 

the negative patterns of children with behavior problems . B2 

Similarly, prior research has demonstrated that behavioral 

techniques also serve to inhance internal control expec-

tancies.B3 Therefore, a behavioral approach would appear 

to be of prime importance in the education and treatment 

of emotionally handicapped students. In relation to the 

previously established strengths of behavior modification, 

the results of the present study gives rise to a number 

of implications and recommendations regarding the adminis -

82Gardner, pp. 3- 25; Kozloff, p . 6. 

83Nowicki and Barnes, p . 250; Eitzen, pp. l317-
l318; Companik, p. 34. 
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tration , supervlslon , and implementation of programs 

for the emotionally handicapped . 

Recommendations 

1. At the administrative level , the use of 

behavioral techniques should be incorporated into the 

planning and development of programs for the emotionally 

handicapped . This would necessitate the allocation of 

sufficient funds to implement a wide range of behavioral 

programming . 

2 . Training and experlence ln the effective use 

of behavioral techniques should be a consideration ln 

the hiring of classroom personnel for emotionally 

handicapped programs . 

3 . The supervision and in- service training of 

classroom personnel should assist in fostering an increased 

awareness of the use of behavioral techniques in enhancing 

the students internal locus of control orientation . 

4 . The course curriculum for emotionally handi -

capped classes should be designed so as to promote success 

experiences and insure that the student perceives 

reinforcement as being the direct result of his own efforts 

and behaviors . 

5 . Those individuals seeking a teaching certifi -

• 
cate in the area of emotionally handicapped should be 

required to complete coursework in behavior modification 

and the utilization of the locus of control construct 
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within the classroom setting . 

The knowledge and understanding of behavioral 

techniques and the locus of control construct would provide 

both administrators and teachers of emotionally handi 

capped programs with valuable information and greater 

insight into the dynamics of the disability . This know

ledge could well provide a viable means of altering unaccep

table behavioral patterns, improving academic performance 

levels and ln essence, ultimately result in a more 

productive and healthy life style for their students. 

Recommendations for Further Research 

This study has investigated the differences ln 

locus of control orientation between regular class and 

emotionally handicapped students . At present, additional 

research lS needed to examine specific aspects of the 

locus of control construct and its relationship to the 

emotionally handicapped student. 

Of prime importance for further research is the 

antecedents of locus of control beliefs ln emotionally 

handicapped children . Information in this area could 

be of extreme value ln developing more effective parent 

education programs . In addition, this knowledge is 

necessary in order to insure effective coordination and 

carry- over between the school and home setting. 

At the pre~ent time, a limited number of locus 

of control measures have been developed . Since placement 
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of students within a program for the emotionally handi 

capped is based primarily upon the child ' s overt behaviors, 

a more refined measure of locus of control could be used 

as an objective diagnostic tool to aid in the identifica

tion and placement of the emotionally handicapped student . 

Prior research has demonstrated behavior modifi 

cation and various psychotherapeutic approaches to be 

effective in altering an individuals locus of control 

belief . At this point , further studies need to be designed 

to examine additional specific techniques that can be 

employed to foster a more internal locus of control 

orientation . In terms of providing educational and 

therapeutic services to larger populations , a technique 

which could be utilized within a group setting would be 

of special value . 

The results of this study have established a 

significant relationship between the emotionally handi 

capped student and an external locus of control orlen

tation . However , additional research is needed to isolate 

the specific characteristics of the emotionally handi 

capped student and the importance of those characteristics 

as they relate to external locus of control beliefs . 

This study has attempted to provide information 

regarding a practical technique of value in the education 

and treatment of ~he emotionally handicapped student . It 

is hoped that it will provide the basis for further 

research relating to the Locus of Control Construct and 
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the instructional design of programs for the emotionally 

handicapped . 
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THE NOWICKI - STRICKLAND 

INTERNAL- EXTERNAL LOCUS OF CONTROL SCALE 
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THE NOWICKI - STRICKLAND 

INTERNAL- EXTERNAL LOCUS OF CONTROL SCALE 

YES NO 

1 . Do you believe that most problems will 
solve themselves if you just don ' t fool 
with them? 

2 . Do you believe that you can stop yourself 
from catching a cold? 

3 . Are some kids just born lucky? 

4 . Most of the time do you feel that getting 
good grades means a great deal to you? 

5 . Are you often blamed for things that just 
aren ' t your fault? 

6. Do you believe that if somebody studies 
hard enough he or she can pass any 
subject? 

7 . Do you feel that most of the time it 
doesn ' t pay to try hard because things 
never turn out right anyway? 

8 . Do you feel that if things start out 
well in the morning that its going 
to be a good day no matter what you 
do? 

9 . Do you feel that most of the time 
parents listen to what their children 
have to say? 

10. Do you believe that wishing can make 
good things happen? 

11. When you get punished does it usually 
seem its for no good reason at all? 

12. ~ost of the time do you find it hard 
to change a friends mind? 
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13 . Do you think that cheering more than luck 
helps a team to win? 

14. Do you feel that it ' s nearly impossible 
to change your parent's mind about 
anything? 

15. Do you believe that your parents should 
allow you to make most of your own 
decisions? 

16 . Do you feel that when you do something 
wrong there ' s very little you can do 
to make it right? 

17. Do you believe that most kids are just 
born good at sports? 

18. Are most of the other kids your age 
stronger than you are? 

19. Do you feel that one of the best ways 
to handle most problems is just not to 
think about them? 

20 . Do you feel that you have alot of choice 
ln deciding who your friends are? 

21 . If you find a four leaf clover do you 
believe that it might bring you good 
luck? 

22 . Do you often feel that whether you do 
your homework has much to do with what 
kind of grades you get? 

23 . Do you feel that when a kid your age 
decides to hit you , there's little that 
you can do to stop him or her? 

24 . Have you ever had a good luck charm? 

25. Do you believe that whether or not people 
like you depends on how you act? 

26. Will your parents usually help you if you 
ask them to? 

27 .• Have you felt that when people were mean 
to you it was usually for no reason 
at all? 

28 . Most of the time, do you feel that you 
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can change what might happen tomorrow 
by what you do today? 

29 . Do you believe that when bad things are 
going to happen they are just going to 
happen no matter what you try to do to 
stop them? 

30 . Do you think that kids can get their own 
way if they just keep trying? 

31 . Most of the time do you find it useless 
to try to get your own way at home? 

32 . Do you feel that when good things happen 
they happen because of hard work? 

33 . Do you feel that when somebody your age 
wants to be your enemy there ' s little 
you can do to change matters? 

34. Do you feel that it ' s easy to get friends 
to do what you want them to? 

35 . Do you usually feel that you have little 
to say about what you get to eat at home? 

36 . Do you feel that when someone doesn ' t 
like you there ' s little you can do about 
it? 

37 . Do you usually feel that it ' s almost 
useless to try in school because most 
other children are just plain smarter 
than you are? 

38 . Are you the kind of person who believes 
that planning ahead makes things turn 
out better? 

39 . Most of the time , do you feel that you 
have little to say about what your 
family decides to do? 

40 . Do you think it ' s better to be smart 
than to be lucky? 
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INTERNAL- EXTERNAL LOCUS OF CONTROL SCALE 

SCORING KEY - EXTERNAL RESPONSES 
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THE NOWICKI - STRICKLAND 

INTERNAL- EXTERNAL LOCUS OF CONTROL SCALE 

NO 

X 

X 

X 

X 

SCORING KEY - EXTERNAL RESPONSES 

1. Do you believe that most problems will 
solve themselves if you just don ' t fool 
with them? 

2 . Do you believe that you can stop yourself 
from catching a cold? 

3 . Are some kids just born lucky? 

4 . Most of the time do you feel that getting 
good grades means a great deal to you? 

5 . Are you often blamed for things that just 
aren ' t your fault? 

6. Do you believe that if somebody studies 
hard enough he or she can pass any 
subject? 

7 . Do you feel that most of the time it 
doesn ' t pay to try hard because things 
never turn out right anyway? 

8 . Do you feel that if things start out 
well ln the mornlng that its going 
to be a good day no matter what you 
do? 

9. Do you feel that most of the time 
parents listen to what their children 
have to say? 

10 . Do you believe that wishing can make 
good things happen? 

ll. When you get punished does it usually 
.. seem its for no good reason at all? 

12 . Most of the time do you find it hard 
to change a friends mind? 

.,, 
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13 . Do you think that cheering more than luck 
helps a team to wi n? 

14 . Do you feel that it ' s nearly impossible 
to change your parent ' s mind about 
anything? 

15 . Do you believe that your parents should 
allow you to make most of your own 
decisions? 

16 . Do you feel that wh en you do something 
wrong there ' s very little you can do 
to make it right? 

17 . Do you bel i eve that most kids are just 
born good at sports? 

18. Are most of the other kids your age 
stronger than you are? 

19 . Do you feel that one of the best ways 
to handle most problems is just not to 
think about them? 

20 . Do you feel that you have alot of choice 
ln deciding who your friends are? 

21 . If you find a four leaf clover do you 
believe that it might bring you good 
luck? 

22 . Do you often feel that whether you do 
your homework has much to do with what 
kind of grades you get? 

23 . Do you feel that when a kid your age 
decides to hit you , there ' s little that 
you can do to stop him or her? 

24. Have you ever had a good luck charm? 

25. Do you believe that whether or not people 
like you depends on how you act? 

26 . Will your parents usually help you if you 
ask them to? 

27 . Have you felt that when people were mean 
~ to you it was usually for no reason 
at all? 

28. Most of the time, do you feel that you 
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can change what might happen tomorrow 
by what you do today? 

29 . Do you believe that when bad things are 
going to happen they are just golng to 
happen no matter what you try to do to 
stop them? 

30. Do you think that kids can get their own 
way if they just keep trying? 

31 . Most of the time do you find it useless 
to try to get your own way at home? 

32 . Do you feel that when good things happen 
they happen because of hard work? 

33 . Do you feel that when somebody your age 
wants to be your enemy there ' s little 
you can do to change matters? 

34 . Do you feel that it ' s easy to get friends 
to do what you want them to? 

35 . Do you usually feel that you have little 
to say about what you get to eat at home? 

36 . Do you feel that when someone doesn ' t 
like you there ' s little you can do about 
it? 

37 . Do you usually feel that it ' s almost 
useless to try ln school because most 
other children are just plain smarter 
than you are? 

38 . Are you the kind of person who believes 
that planning ahead makes things turn 
out better? 

39 . Most of the time, do you feel that you 
have little to say about what your 
family decides to do? 

40 . Do you think it ' s better to be smart 
than to be lucky? 
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BEHAVIOR MODIFICATION INSERVICE COMPONENT 

( 15 CLOCK HOURS ) 

Title 

The Use of Behavior Modification Techniques with 

Emotionally Handicapped Students . 

General Objective 

To increase the competency of teachers of the 

emotionally handicapped in the use of behavioral tech 

niques within the classroom setting . 

Specific Objectives 

1 . Each teacher will develop an understanding 

of the basic concepts of behavior modification . 

2 . Each teacher will be able to demonstrate the 

appropriate behavioral techniques to be used with both 

acting out and withdrawn students . 

3 . Each teacher will develop an understanding 

of inappropriate means of controlling problem behaviors . 

4 . Each teacher will be able to demonstrate 

proficiency ln the formulation and implementation of 

individual and group behavioral programs . 

Activities 

1. An overvlew of behavior modification will be 
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presented Vla the lecture method, ln con j unction with 

video tapes and transparencies . 

2 . Within small groups, teachers will " role 

play " and demonstrate the use of various behavioral tech

nlques . 

3. Within small groups, teachers will discuss 

techniques which are inappropriate and unacceptable for 

controlling problem behaviors . 

4 . In pairs, teachers will design individual 

and group behavioral programs which will be implemented 

within their classrooms . 

Evaluation 

1 . Through the use of a pre - test and post - test , 

participants will demonstrate their understanding of 

behavior modification techniques . 

2 . Video tapes of "role playing " will be used 

to critique and evaluate participants competency in 

selecting and implementing appropriate techniques for 

specific behavioral problems. 

3 . A multiple choice, paper and pencil measure 

will be used to determine the teachers ability to 

discriminate between appropriate and inappropriate means 

of controlling problem behaviors . 

4 . Each teacher will submit ln writing an indi 

vidual and group Dehavioral program which was implemented 

within the classroom. These programs will be critiqued 
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by the workshop leader and returned to the teacher for 

discussion . 
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HANDBOOK OF 

BEHAVIOR MODIFICATION TECHNIQUES 

Introduction to Behavior Modification 

Thousands of people applaud , whistle and cheer 

when Neil Diamond begins a night club performance in 

Las Vegas . There is no question that Diamond en joys 

the reaction of the crowd . Sure there ' s money in it 

for him, but Neil probably has enough already so that 

he wouldn ' t ever have to work again . He walks onto 

that stage because it lS rewarding to him ! 

When working, we go through all the effort 

involved in getting up, dressing , driving to work , 

working, etc . for the reward of a piece of paper . Our 

paycheck lS not the only reward we get for all this 

effort , but it is probably the strongest . 

These are but two examples of how behavior is 

controlled by rewards . There are countless others . Take 

time to think of a few rewards that you receive throughout 

the day for doing your daily duties . You probab ly receive 

more rewards than you realize . 

Behavior modification has proven to be very 

effective and I hope it will be helpful to you in working 

with your students . 

In order to understand behavior modification the 

term behavior must be made clear . Behavior may be 
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defined as any action or change ln an individual which 

can be observed and measured . Simply , behavior is 

anything that a person does that can be seen and counted . 

There are two types of behavior--unlearned or 

respondent and learned or operant . Unlearned behaviors 

occur naturally from the time of birth . The knee 

jerk, eye blink , and other reflexes are examples of 

unlearned behavior . Learned behaviors are responses 

acquired from experience to some stimuli or happening 

in the environment . 

In the school setting we are interested ln learned 

or operant behavior . More specifically , we are interested 

ln modifying learned behavior , a process called operant 

conditioning . We want students to learn how to operate 

or display desired behaviors as a result of conditions 

set and maintained by the teacher . 

As we said , learned behaviors can be seen and 

measured objectively. This means that two people must 

be able to look at a behavior and agree about what they 

see and how much of it they see . 

There are many different kinds or types of be 

haviors , some are quite simple and many are very complex . 

Often a complex behavior can be broken down into a 

series of smaller , simpler behaviors . An example of a 

simple behavior pis turning your head , while an example 

of a complex behavior is eating , which can be broken 
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down into many simpler steps or behaviors . 

The ideas and techniques involved ln behavior 

modification are not new ideas . They are as old as 

teaching itself . You have used them on many occaslons 

probably wi thout even thinking about what you were 

doing . We all have . These principles that work most 

effectively ln our lives also work well with the school 

age ch i ld . 

Behavior modification is the systematic process 

of attempting to change existent and non - existent beha

viors in the student . The first step in changing the 

way the student behaves is to define the target behavior. 

A target behavior is either the behavior you want to 

create or the behavior which you wish to el iminate or 

change . Creating a behavior is building a new behavior 

that does not yet exist in the students repertoire , that 

is, that the student cannot do . 

Modifying a desirable behavior involves chang ing 

the behavior so that it occurs more appropriately in time, 

place , intensity, or accuracy . Maybe a behavior should 

occur more often or less often , a more appropriate time 

or place , or improving the accuracy of the behavior . 

Eliminating a behavior involves reducing or getting 

rid of an undesirable behavior . 

What exaetly are the methods involved in behavior 

mod i fication? The following lS a short overvlew of the 

main principle . Following this will be a discussion of 
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each principle in depth . 

The major principles invo l ved in behavior modifi -

cation are the use of reward and the exclusion of punish-

ment . 

In place of punishment, frequent rewards are 

used to help children learn how to behave well and how 

to learn to do more things . Behavior modification 

involves rewarding desirable behavior when it occurs 

and ignoring undesirable behavior . Children are not 

born good or bad but must be taught how to behave . Most 

of what we see people doing represents someth i ng that 

they have l earned . Talking , dressing , bathing , working , 

and even interacting with others are all things we have 

learned to do . Undesirable behaviors like fighting or 

temper tantrums are also learned . 

The appl i cation of consistently rewarding desirable 

behavior and ignoring undesirable behavior has really 

paid off in educating the problem child . These indivi -

duals have little experience with success in life , eith er 

from the people around them or from the physical e n viron-

ment , because they cannot " make things work ". Thus they 

do not get approval and praise for small things learned 

and tasks well performed. Long tasks ending in the plea-

sure of accomplishment are impossible for many of them . 

Reward training not only works , but it works .. 
pretty fast . Children soon get the "habit of success " 

and become more outgoing, more willing to tackle the 
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outside world and to try new things . They live in a more 

positive world where things are fun and people are n1cer 

to them . Properly used , reward training is intended to 

become a positive way of life for the child, to run like 

a happy thread through everything he does, to make all 

his life happier and easier for him and , thus, for those 

who educate him . 

Reinforcement and Behavior Modification 

Introduction 

One of the most important principles of behavior 

modification involves something that people have known 

for thousands of years , but has seldom been used very 

well ; the principle that when behavior lS rewarded it 

will tend to occur more frequently in the future . The 

behaviors a person displays throughout his life time are 

learned through the environment in which he finds himself . 

We act in a manner which we have learned is most approp-

riate to that environment . Not only are desirable 

behaviors learned in the environments but undesirable 

as well . The reason we continue to display behaviors 

over a period of time is because of the reinforcement we 

receive for such behaviors . An important , but subtle , 

point is that we never directly modify behavior but we 

modify the environment which in turn modifies behavior . 
~ 

Reinforcement or rewards are powerful tools for 

modifying a child ' s behavior so that he will be able to 
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do what we want him to do such as learning things like 

tying shoes , brushing teeth, toilet use, etc . When a 

child performs a desirable behavior, he should be imme

diately reinforced. 

Reinforcement is defined as something that happens 

ln the student ' s surroundings ( environment ) that, when 

presented following a behavior, increases the c hance of 

that behavior occuring agaln . Simply , reinforcement lS 

anything that a person likes and will work to earn. 

Reinforcement increases the strength of any behavior it 

follows . Wh en a child is emitting a desirable behavior 

( sitting quietly in his chair ) and this behavior is 

closely followed by a reinforcer ( piece of candy ) then 

the child will be more likely to sit in the chair in the 

future . 

When you are talking, your friends reinforce 

you by being good listeners. If they stopped listening 

to you, you would probably stop talking or change the 

subject . Each friend teaches you what to talk to him 

about . He does this by being interested in only some of 

the things you talk about and not in others . If you 

talk about something that interests him, he listens 

closely ; otherwise , he becomes bored. Next time you 

are talking to a friend try a little experiment . Pick 

out a topic and ~henever your friend mentions this topic 

or anything related to it, show some interest by asking 

questions, responding, noding your head , etc . Soon you 
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will notice that your friend is talking about your selected 

topic more often because you systematically reinforced 

him for talking about this topic . 

As you remember, our definition of reinforcement 

stated that any behavior followed by a positive reinforcer 

will occur more frequently in the future . If you pralse 

a child every time he comes when you call, it is more 

likely that the child will obey you in the future . 

Reinforcing a behavior just one time does not have much 

effect on that behavior . To really teach a child to 

obey a command you would have to remember to reinforce 

the child many times for obeying you . There are many 

types of rewards or reinforcers that you could use in 

this situation that would strengthen the desired behaviors . 

For example, you could praise the child, smile , hug the 

child , or give him a piece of candy . 

One of the most important things to remember ln 

reward training is to be consistent and to continue 

reinforcing desired behaviors . Most people tend to take 

desirable or appropriate behavior for granted rather than 

remembering to reinforce it . If a child is never rewarded 

for ralslng his hand, the behavior is likely to weaken 

and disappear. Positive reinforcements are necessary not 

only to teach a person new behaviors but also to keep 

the behavior he ~as learned. 

Another important thing to remember about reward 

training is that an undesirable behavior can be reinforced 
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just as easily as desirable behavior . 

Reinforcement must follow the behavior as soon 

as possible for it to be effective . The more quickly 

reinforcement follows a target behavior , the more effec-

tive it will be. If one teacher waits five minutes 

before reinforcing her child for sitting quietly while 

another teacher waits only a few seconds, the second 

teacher will be much more effective in teaching the child 

to sit quietly . 

Categories of Reinforcement 

Positive and Negative Reinforcement 

There are two basic types of reinforcement . They 

both result in increasing the strength of the behavior 

they follow . The first, called positive reinforcement, 

involves giving a person something that he likes after 

he has performed a desirable behavior. More technically , 

positive reinforcement is the presentation of a stimulus 

contingent upon a behavior that will increase the pro-

bability of that behavior occuring in the future . 

A second basic type of reinforcement involves 

removing something that a person doesn ' t like after he 

has performed a desired behavior. This type of reinforce -

ment, called negative reinforcement, can be more specifi -

cally defined as the termination of an aversive stimulus • 

contingent upon a specific behavior that will increase 

the probability of the behavior that terminated the 
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averslve stimulus to occur agaln . 

The following is an example of negative reinforce -

ment . A child is running through the house yelling and 

screaming ( the aversive stimulus ). His mother is very 

tired and has a headache . The mother then screams "be 

quiet " ( the behavior) and the child stops running and 

screaming . The mother ' s behavior ( screaming "be quiet ") 

terminated the aversive stimulus (noise) so the mother 

was negatively reinforced . Nex time the child is running 

through the house the mother will be more likely to scream 

at the child. 

Another example of negative reinforcement involves 

a baby crylng ln a crib. The mother hearing the baby 

crying ( aversive stimulus) gets a bottle and gives it 

to the baby; the baby stops crying . The mother has 

negatively reinforced because her behavior of giving the 

baby a bottle terminated the aversive stimulus ( crying ) . 

Notice, however , that while the mother was negatively 

reinforced for her behavior and will be more likely to 

repeat it in the future, the baby was positively rein-

forced for crying because he received a positive event 

( the bottle ). Thus we can see that a cycle gets started 

with the mother and child and both are more likely to 

perform these behaviors in the future . The important 
.. 

thing to remember is that positive and negative reinforce -

ment result in increasing or strengthening the behavior 

they follow . 
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Pri mary and Secondary Re i nforcement 

Reinforcement can be divided ln another way; 

prlmary and secondary reinforcement . Primary reinforce -

ment is a positive reinforcer which satisfies a basic 

biological need and does not require a special training 

history for it to be effective in strengthening responses . 

In other words , these events are powerful reinforcers 

from the moment of birth . Principal examples of primary 

reinforcers are food and liquids . In using a prlmary 

reinforcer a trainer waits for the desired behavior to 

occur and then immediately presents the reinforcer to the 

child . 

The other category is secondary or conditioned 

reinforcement . A secondary reinforcer is also an event 

which , when presented following a specific behavior , 

increases the strength of that behavior . However , 

the secondary reinforcer is not a "natural " reinforcer 

( one that is effective at birth ). It becomes reinforcing 

through association with a primary reinforcer . Events 

which are repeatedly paired with primary reinforcers 

become reinforcers themselves . Some examples of secondary 

reinforcers are praise, attention , money , affection , 

tokens , etc . These reinforcers are usually the most readily 

available for us~ in training . 

Kinds of Positive Reinforcers 

There are several kinds of positive reinforcement ; 
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food , social rewards , and playthings or opportunities 

to play . 

much . 

Food should be a type that the child likes very 

It should not be used when the child is full . 

The best time for training using food is right before a 

meal when the child is hungry . We do not need to use 

big p i eces ; in fact small pieces are better . If you use 

big pieces the child will get full quicker . If you are 

uslng candy as a reinforcer and give the child the whole 

candy bar during a behavior, the child might become 

full after three trials, whereas , if the candy bar was 

broken into twenty pieces each you could carry out 

fifty trials before the child became full . Things like 

bits of candy , pieces of crackers , pieces of pretzels 

or potato chips, sweet cereal , juice , coke, and ice 

cream are liked by most children . We may have to try 

a number of things before we find something that a parti -

cular child really likes . Also remember to change the 

reinforcer you are uslng every now and then. If a child 

becomes tired of candy then it will no longer be effective 

and you will have to change reinforcers . 

Social rewards mean anything that has to do with 

the pleasure a child can get from another person; hugs, 

pats , squeezes , the chance to sit on a lap , and above 

all , words of praise, smiles, laughs, and "making a 

big fuss " over the child when he does something right . 
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Almost all children respond to rewards of this sort. 

Also, with almost all of them , the usefulness of this 

social reward can be made stronger by pairing it with 

other reinforcers such as food or playthings. 

Playthings or opportunities to play include toys 

or games . Hhen playthings are used as rewards, remember 

that the child will probably want to use the playthings 

for a while, so they should be used only in cases where 

continued training is not to be done with this child for 

at least a short time . A plaything should not be g iven 

as a reward and then immediately taken away . An impor

tant thing to remember when you are using playthings for 

reinforcers is that if a child already has many objects 

around to play with then another toy is not go ing to be 

very reinforcing . Children should be given ample time 

to play with toys because toys are learning opportunities 

for children but toys should be given only after the child 

has performed a desirable behavior and not just given 

out randomly . 

Us ing Positive Reinforcement 

What to Reinforce 

You should reinforce only behavior patterns which 

you want the student to repeat later on . Reinforce only 

desirable or appropriate behaviors because reinforcement 

can strengthen undesirable as well as desirable behavior. 
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What Not to Reinforce 

Do not reinforce undesirable behavior , behavior 

you do not want to see again, or behavior that may cause 

trouble . It is best to ignore bad behavior, or if it 

is harmful to others , quietly remove the student from 

the problem setting with as little fuss as possible . 

When and How to Reinforce 

Reinforcement should be g1ven as soon as possible 

after the student emits the desired behavior. If you are 

praising the student , make it in a clear , pleasant tone 

of voice, and loud and simple enough for the student to 

understand . The tone of voice 1s very important because 

you are the reinforcing agent . If you speak in a harsh 

or cold voice, then no matter what you say it will not be 

reinforcing . In pairing the words "good boy " and a 

primary reinforcer the child not only picks up on the 

words themselves but the tone of vo1ce . 

Finding an Effective Reinforcer 

The easiest way to find an effective reinforcer 

1s to observe the student ' s preferences . If you g1ve 

the student a choice of foods , what does he choose? 

What type of toys does he play with? What does the stu

dent like to do? 

Another •way 1s to try the reinforcer out. Pre 

sent it to the student several times and see if it 

changes the student ' s behavior or if the student likes 
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it . If the student lS verbal , you can ask him what he 

likes . 

Schedules of Reinforcemen t 

There are two ways that you can g1ve re i nforce -

ment ; everytime the student completes a task ( continuous 

re i nforcement ) or less than every t i me he comp l etes a 

task ( intermittent reinforcement ) . 

When we are just starting teaching a student a 

new behavior , or j ust beginning a behavioral change 

program , we generally use continuous reinforcement , 

that i s , we reinforce him each time he completes a 

task or displays the desired behavior . Continuous 

reinforcemen t results in learning that behavior more 

rapidly . Therefore , if you wanted to teach a student 

to raise his hand , you should reinforce the behavior every 

time it occurs . Once the student has learned the task 

well , you should gradually switch to an intermi tten t 

schedule of reinforcement . 

On an i ntermittent schedule of reinforcemen t , 

the student is reinforced once in a while . This type of 

schedule is more effective in maintaining a behavior 

once it has been established. The level of the student 

and the strength of the behavior should be taken into 

account when establishing a schedule . You cannot make 

the time between reinforcements too long or interest may 

be lost and the behavior will disappear . On the other 
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hand , too much reinforcement will result in the student 

becoming satiated ( full ) and no longer working for the 

reinforcer . 

There are two subcategories of intermittent 

schedules of reinforcement . There are ratio schedules 

and interval schedules . In a fixed ratio schedule the 

reinforcer is delivered after a certain number of responses 

have been emitted . For example in a fixed ratio 2 ( FR- 2 ) 

schedule, the reinforcer is delivered for every second 

response . In an FR- 20, the reinforcer lS delivered after 

every twenty responses . Piece work is an example of a 

fixed ratio . Suppose an apple picker is payed for every 

box of apples he picks, and there are fifty apples per 

box . The picker is then on a FR- 50 schedule because he 

is paid ( reinforced) after each fifty apples he picks. 

On variable ratio ( VR ) schedule , a behavior lS 

reinforced after a varying number of responses. On a 

VR- 5, reinforcers come after an average of five responses 

but may come at any time . A good example of a VR schedule 

i s a slot machine . The behavior of putting in money and 

pulling the handle is reinforced after a number of res 

ponses, but the number differs every time. This type of 

schedule results in very high and steady rates of res 

ponding . 

In an i n terval schedule the reinforcer is delivered 

after a certain period of time . A fixed interval ( FI ) 

schedule means that reinforcement will occur after the 
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first response made after a fixed period of time. An 

FI - 5 means that the first response after five minutes 

is reinforced . A good example of a fixed interval schedule 

lS waiting for a bus . The bus comes every fifteen minutes 

so that person will be rewarded for looking at the bus 

only every fifteen minutes . 

In a variable interval schedule a response will 

be reinforced after a varying rather than a fixed amount 

of time . 

The maln points that you should remember about 

schedules of reinforcement are : 

l . Continuous reinforcement --behavior reinforced 

after every response . 

behaviors . 

It should be used to build new 

2 . Intermittent reinforcement --behavior rein-

forced after a certain number of responses ( ratio ) , or 

the first response after a certain amount of time 

( interval ). It should be used after behavior is already 

established to maintain behavior. 

3. Behaviors that have been reinforced on inter

mittent schedules are harder to get rid of than behaviors 

that have been reinforced continuously . 

Points to Remember About Reinforcement 

Immediacy 

One of t he most important rules in successful 

behavior change is to reinforce the desired behavior 



90 

immediately after it occurs . 

Consistency 

A second important rule for an effective behavioral 

program is consistency; each time a behavior occurs , 

react in the same logical manner . 

Token System 

A special kind of reinforcement involves the use 

of tokens which are given for desirable behaviors, that 

the students can later trade in for something he wants . 

These tokens may be gold stars , plastic chips , red and 

blue dots, or any convenient object which can be dis 

pensed for desirable behavior . 

Tokens themselves have no effect on behavior ; 

they are not reinforcing . Tokens have real reinforcing 

value in terms of what they can " buy " for the student . 

Like the secondary reinforcer , the token must acqu1re 

reinforcing qualities from many pa1r1ngs with a reinforcer 

that lS already meaningful to the student . 

The power in tokens stems from the items or activi 

ties which tokens can be traded for . These back- up 

reinforcers should be chosen with great care . The more 

items one uses for back - up reinforcers the more powerful 

the token . 

A token store 1s a good way to provide a student 

variety of back- up reinforcers . Once a student has 

accumulated several tokens, he can go to the store . At 
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the store he can purchase a variety of items or activi -

ties . 

Remember , tokens should be glven out just like 

other reinforcers , for desirable behavior . Tokens should 

always be accompanied by some form of social reinforce -

ment--praise , smile , pat on the head , etc . 

Cueing 

Definition 

As we have seen , the prlmary principle of behavior 

modification is to re i nforce desirable behavior when it 

occurs . A problem arises , however , in getting the desired 

behavior to occur . Several techniques have evolved to 

help the student perform the desired behavior so that he 

can be reinforced . One such technique is called cuelng . 

A cue or hint provides the student with information 

about what he lS to do . The cue or prompt helps the stu-

dent by greatly increasing the chance that he will make 

the correct response , which brings him reinforcement . A 

cue can be defined as any form of communication wh i ch 

init i ates ( starts ) a response ; a hint to the student about 

what he should do next in order to receive reinforcement . 

Kinds of Cues 

There are three kinds of cues which can be used 
~ 

to help initiate a response ; auditory, visual , and verbal . 

An auditory cue lS any cue which can be heard by the student . 

For example an auditory cue could be used in language 
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training . You are trying to teach the student the word 

baby . Fi rst you show the student a picture of a baby 

and ask "What is this? " A cue could be for you to say 

"Th i s is a ba ... ", let the student say the final syllable . 

By saying "ba " you have given the student a hint as to 

what his response should be , thus enabling him to make 

the correct response and get reinforced . 

A second type of cue is visual ; a cue which can 

be seen by the student . A visual cue can be seen as 

gestures . For example you are trying to teach a student 

to point to h i s nose . First say , " Point to your nose ." 

The cue might be for you to point to his nose . Pointing 

will give the student a hint as to what he is to do . 

Verbal cues, the third type of cue , are words 

which give instructions . 

Using a Cue 

Cues are very helpful when the student is able 

to perform a task but is unable to determine what step 

comes next . The cue then serves as a hint which helps 

the student to start , move on to the next step , or 

complete the task . 

A cue should only be g1ven after you have the 

student ' s attention . When the student cannot begin the 

task or complete the task without help then a cue should 

be used . 

To use a cue , first break down the task into 
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steps which the student is capable of accomplishing with 

the aid of a cue . Whenever a hint 1s necessary to cause 

a desirable behavior to occur you should present a cue . 

This cue should be very simple so that you do not distract 

the student ' s attention from the task . 

Fading 

After the child is able to perform the g1ven task 

with the aid of a cue , we want to gradually withdraw the 

use of cues so that the student can emit the desired 

behavior without cues . This process of gradually with

drawing cues is called fading . 

Fading is used because we want our students to 

be able to eventually perform the task without a cue . 

There is no exact time or situation in which to begin 

fading . You must decide when the student can perform the 

task ( with a hint ) with little or no difficulty . When 

this occurs , you should start fading the cues . 

One method of fading is to decrease the frequency 

of presentation of the cue , that is , only give him a hint 

every once 1n a while. This transition from giving cues 

every time to every once in a while should not be done all 

at once but should be done gradually . 

Modeling 

Definition 

In the previous section we talked about one way 

to bring about a desirable behavior , that is, to get a 
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behavior to occur so that we can reinforce it . Another 

method that can be used is called modeling . 

Throughout our life we are guided in our actions 

by film , verbal or actual models . The use of models can 

be a constructive way to build new, desirable beh aviors . 

In modeling, we show the student what is to be done or 

actually guide the student through the behavior and then 

immediately and consistently reinforce the student for 

the appropriate limitation of that behavior . To bring 

about a new behavior you should act - out the behavior that 

you want the student to copy or imitate and then reinforce 

the student for his imitation . 

Thus modeling can be defined as acting by the 

teacher to show as closely as possible the exact behavior 

that the student is to imitate and learn . 

There are three ways that you can provide infor

mation to the student through modeling . One such method 

is through physical gestures . You can demonstrate to a 

student how to complete a task by using physical gestures 

and movements alone . A second method is through verbali 

zation . You can teach a child to say thank you and please 

by telling him to do so . Finally, a third method is to 

combine the first two methods . This method is usually 

the best . 

Rules for Effe~tive Modeling 

1 . Positively reinforce correct imitations as 
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soon as they happen . 

2 . Modeling should involve as much information as 

possible in the form of physical gestures, facial 

expressions, and verbal responses . Include everything that 

you want the student to do . 

3 . Model the entire behavior first and then if 

needed break down the behavior into simple units and model 

each of these units to the student . Have the student 

imitate each one of these units and reinforce him for 

doing so . Once each unit has been mastered combine the 

units into a complete cycle . 

4 . Practice the modeling behavior first before 

you act it out in the student ' s presence. This allows 

the modeling to appear as smooth, easy, and natural as 

the behavior can be . It also insures that you will include 

all the essential steps that the student needs in order 

to learn the behavior . The more complete and consistent 

your modeling behavior is, the easier the student will 

learn the behavior . 

S. Modeling should always be preceeded by a 

command or a cue that tells the student what behavior 

he is to perform . 

Modeling is an excellent teaching technique 

because it goes on throughout the day. You are always 

modeling behavior for students . If you go around with . 
a smile on your face and are sociable, students will 

imitate this behavior. Students will also imitate you 
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if you scream and scowl all the time . So remember, you 

are always a model for students . When you act, ask if 

you would like to see students imitate you, because they 

will . 

Shaping 

Definition 

Another method of building new behaviors in addi

tion to modeling is the method called shaping . If a 

behavior has never been exhibited by a student , we cannot 

reinforce the behavior. One way to get a specific behavior 

to occur is to reinforce behaviors which are close to the 

desired behavior. As the general response comes closer 

to being exhibited more frequently, we reinforce a step 

closer to the desired response. Shaping , then, lS used 

to build a complex behavior which an individual does not 

yet have in his accomplishments , although he has the 

physical capabilities required for that behavior . For 

shaping to begin, all the student needs to do is make a 

response which even barely approximates the desired 

behavior. Once the student has mastered this behavior 

he is only reinforced for responses that are closer to 

the desired goal . After a number of such steps , the 

student should be able to accomplish the desired goal . 

Thus, you can see that shaping is a process 

whereby a beha~ior is molded from a simple behavior into 

a more complex one by reinforcing close approximations 
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to the desired goal behavior. Because the teacher does 

not have to wait for the exact behavior to occur (which 

may never happen), a behavior can be taught in a much 

more rapid manner. 

An example of shaping is the old child ' s game of 

"hot and cold" . The child who is the leader selects 

a behavior that he wants another child to do, such as 

touch the door . He then shapes the other child's behavior 

by saying "hot " when the child moves closer to the 

behavior and " cold " when the child moves away from the 

behavior. By saying "hot" each time the other child 

moves a little closer to the goal , you can quickly get 

the child to emit the desired behavior . 

Rules for Reinforcement in Shaping Process 

l . Reinforce only behavior patterns which you 

want the student to repeat later on . 

2 . Do not reinforce undesirable behavior, behavior 

that you don't want, or behavior that may give you 

trouble. It is best to ignore the bad behavior, or if 

it is harmful to others, remove the student from the 

situation . 

3. Reinforcement should be g 1ven as soon as 

possible after the student does the desired bit of behavior. 

The reinforcer should be given quickly and plainly if it lS 

a social rein~rcer . If you are praising the student, 

make it in a clear and pleasant tone of voice and loud 
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and simple enough for the student to understand. If you 

are using primary reinforcement ( food or liquid), remember 

to pair the food with some type of social reinforcement. 

4 . Be sure to keep track of how much reinforce 

ment the student is getting . If he gets a lot of rein

forcement for early steps then he will continue to do 

these steps and will not move onto the next step . On 

the other hand , if he does not get enough reinforcement 

the behavior will drop out and the student will not perform 

the behavior wanted . 

Controlling Disruptive Behavior 

Introduction 

In previous sections we have learned that behaviors 

are maintained because of the reinforcement received for 

these behaviors . Both desirable and undesirable behaviors 

can be learned and maintained by positive reinforcement. 

Disruptive behavior, a special kind of undesirable behavior, 

is also learned by being rewarded or reinforced . 

Disruptive behavior, just like other behavior, 

can be controlled or changed through systematic and consis 

tent use of procedures, especially suited to this goal . 

Which techniques of behavioral control are used will 

depend on the judgement of the teacher , concerning how 

serious the undesirable behavior is, the setting in which 

the undesirabl~ behavior occurs, and how often the behavior 

occurs. 
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Problem behavior is described as any behavior 

which is harmful to self , others, and/or to property, 

and behaviors which interfere with the learning processes 

of that student or other students . The first class of 

behavior, those which are harmful, will be referred to 

as disruptive behavior ; those which interfere with learning 

or attention are to be referred to as interfering behaviors. 

In controlling problem behaviors we attempt to 

reduce the chances that the student will perform the 

undesirable behavior ln the future . In order to accom-

plish this, you must first diagnose the problem . 

Diagnosing the Problem 

First, think about the behavior and what occurred 

before and after it . What set the behavior off and what 

were the reinforcing agents that followed the behavior? 

Also, find out if other staff members consider the behavior 

to be disruptive. 

Second, you should take baseline data on the 

behavior . This means that you systematically record the 

number of times the behavior -occurs. 

Finally, you should institute some procedure to 

modify the behavior. In modifying behavior you should 

deal with only one behavior at a time . 
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Procedure for Use in Controlling Problem Behavior 

Extinction (Non-Reinforcement) 

As we have said many times, behavior continues 

to occur if they receive reinforcement. It follows, 

then, that they will cease or decrease if followed by 

no reinforcement. This "no reinforcement" is called 

extinction. Extinction is defined as the withholding of 

reinforcement that has previously been presented upon 

the occurence of the behavior . 

There are several ways of withholding positive 

reinforcement . Some of these are: turning away from the 

student releasing any physical contact , removlng eye 

contact, and withholding attention . In other words, 

ignore the student while he is displaying the problem 

behavior . 

Several factors must be considered when using the 

technique of extinction . First, if the behavior of the 

student is physically harmful to self or others , it would 

be dangerous and inappropriate to use extinction . You 

should pick another procedure . 

Second , after an extinction procedure is started, 

the inappropriate behavior often increases temporarily 

before it declines . This increase is only temporary, 

and if the ext inction is employed consistently , the increase 

will last onlY. a short while. 
~ 

However , if the inappro-

priate behavior is highly destructive or disruptive to the 

student or others, this temporary increase may not be 
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safe or acceptable . 

The effectiveness of the extinction procedure 

depends directly on whether you can identify and then 

control the positive reinforcer which is maintaining 

the problem behavior . In some cases , you will not be 

able to determine what reinforcers are maintaining the 

behavior. 

An important point to remember lS that you should 

always try to identify and discontinue positive reinforce 

ment for a problem behavior. If you decide not to use 

extinction as the main procedure, it should always be a 

part of any procedure you use . 

Also , remember to follow a period of withholding 

reinforcement by reinforcing the student for some desirable 

behavior. 

Differential Reinforcement of Other Behavior ( DRO ) 

The procedure of differential reinforcement of 

other behavior consists of presenting the student with 

a positive reinforcer following a period of time in which 

he has not emitted a problem behavior. 

Example : Suppose you wanted to reduce or eliminate 

aggressive behavior . If you put the student on DRO - five 

minute procedure, you should reinforce every time he goes 

five minutes without being aggressive . If the student 

is aggressive ~uring the five minute period , you should 

start the time period over. Thus, if a student went 
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three minutes without being aggressive and then hit 

another student, you would start the five minute time 

period over . To use this procedure you should start 

with short intervals of time, and gradually lengthen the 

period of time before reinforcement . 

Reinforcing Incompatible Appropriate Behavior 

A third procedure for decreasing a problem behavior 

consists of presenting reinforcement for an appropriate 

behavior which is incompatible with the problem behavior. 

Incompatible means that the student cannot do the undes i r 

able and desirable behavior at the same time . Thus, by 

strengthening the desirable behavior , you weaken the prob

lem behavior . 

Removal From Reinforcement (RFR) 

For some behaviors, simply ignoring the student 

lS not enough to curtail the behavior without excessive 

time expenditure . Removal from positive reinforcement 

represents an alternative to extinction . 

Removal from reinforcement does what it states; 

the student is removed from the situation where he displays 

the problem behavior, where he was receiving positive 

reinforcement for that behavior, and placed in an environ 

ment that is not reinforcing . 

Following is the procedure to be used in removal 

from reinforcement . 
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RFR Procedure 

Definition 

Removal from reinforcement means remov1ng the 

student from all forms of reinforcement for a short 

period of time . RFR involves temporari ly depriving the 

student of a privilege of obtaining reinforcement of 

any kind . 

Physical Structure of RFR Area 

The degree of isolation necessary depends on the 

severity of the inappropriate behavior and the source of 

reinforcement . It may vary from simply removing the 

child from the immediate area of reinforcement, turning 

him around so that he cannot see you , placing him in the 

corner with his face toward the wall, completely enclos ing 

him with portable screens or partit ion s , or ( in rare cases 

of violent physical aggression ) removing him from the room. 

Purpose of RFR 

To extinguish inappropriate behaviors by remov1ng 

their source of reinforcement . 

Inappropriate Behaviors for which RFR can be used 

Any behavior which is harmful or disruptive to 

others, and which derives it ' s reinforcement from others. 

Examples are screaming, hitting others, inappropriate 

verbal behavio;, disruptive behavior , refusal to cooperate , 

etc . 
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Time Limits 

A minimum of two minutes and a maxlmum of fifteen 

minutes, unless it is a behavior which continues to occur 

while in RFR . In this instance, the actual time limit 

is not started until the inappropriate behavior ceases. 

Procedure 

l. As soon as possible after the inappropriate 

behavior has occurred, decide upon the appropriate loca-

tion and degree of isolation. Determine this by the 

severity of the behavior and source of reinforcement. 

2. Do not talk or give eye contact to a student 

while in RFR. 

3. If the inappropriate behavior lS one which 

does not continue while in RFR, leave the student in RFR 

for a minimum of two minutes or a maxlmum of fifteen 

minutes. Determine the time limit by the effect it has 

on the student . 

4 . If the inappropriate behavior is one which 

continues to occur while in RFR, do not actually start 

the time period until the behavior has completely ceased. 

Always allow at least two minutes of silence or approp-

riate behavior to occur before removing a student from 

RFR. This is to insure that the reinforcement obtained 

from being released from RFR is based on good behavior . 
• 

If the inappropriate behavior stops and then occurs again, 

begin timing the period from zero. 
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5 . If a student is completely isolated from Vlew 

while i n RFR , try to refrain from l ook i ng in on him, as 

th i s may serve as reinforcement for any inappropriate 

behavior occurrlng whi l e in RFR. 

6 . At t h e end of t h e RFR period , and after two 

minutes of silence or appropriate behavior , remove the 

child from RFR . Do not give him a lot of attent i on . 

You may ask him if he is ready to come out . It is a l so 

permissible to make a comment such as 11 that ' s better 11
, 

11 you are being quiet now 11
, etc . 

7 . If the student repeats the inappropriate 

behavior soon after being removed from RFR , immediately 

place him in RFR and repeat the procedure again . 

Withdrawal of Privileges 

Another way of dealing with problem behavi or i s 

to withdraw privileges when the problem beh avior occurs . 

Example : 11 If you do that ( problem behavior ) then 

I ' m not going to let you do this ( privilege ) 11
• 

If you make such statements , you should always 

follow t h rough . If you do not back up your statements , 

the student will quickly pick this up, and your statements 

will have no effect on his behavior . 

An extension of withdrawal of privileges i ncludes 

withdrawal of items , toys , etc. This , as with privi l eges , .. 
involves removing of a positive reinforcer when the stu dent 

emits an undesirab l e behavior , thereby decreasing t h e 
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strength of that behavior . For instance, if a student 

is playing with a game and hits another student, the game 

should be withdrawn for a brief period of time, e.g. a 

couple of minutes . Usually the game is returned following 

an appropriate behavior so that the student is reinforced 

for a desirable behavior . 

Correction Procedure 

Correction is a procedure whereby the student is 

required to pay the consequences of his behavior. For 

example, if a student throws a book on the floor, he 

should be required to pick up the book. If the student 

refuses to pick it up, you should gently and without 

giving him any attention, force the student to go through 

the motions of picking it up . 

Using the Procedure Systematically 

The procedures for controlling problem behavior 

(extinction, PRO, reinforcing incompatible appropriate 

behavior, RFR, withdrawal of privileges, and correction ) 

should be used in a systematic manner. The problem 

behavior should be followed immediately by the controlling 

procedure . Also, the problem behavior must always be 

followed by the same type of consequence. Do not ignore 

scream1ng one time, and comfort the student the next . 

~ 

Inappropriate Measures in Controlling Problem Behaviors 

If a student is behaving inappropriately, you 
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s h ould not use the following : 

1. Excessive phys i cal punishment 

2 . Ridicu le 

3 . Withdrawal of necessities 

4. Screami ng and verbal abuse 

5 . More than one type of control 

the same problem behavior 

Data Collection 

Introduction 

procedure for 

The co l lection of data is a very important part 

of the process of behavior modification . It causes the 

teacher to th i nk more systematically , and better programs 

can be developed if we know exactly what behaviors are 

being displayed and the circumstances which bring them 

abo ut . With data collection it is easier to agree t h at a 

behavior is occurring . You can ' t claim t hat you have 

made any improvement if you don ' t have a record of what 

behaviors were occurring before the treatment or program 

began . The systematic observation and collection of data 

is a most important aspect of a good program . 

Defining the Target Behavior 

The first step in good data collection is to 

identify the target behavior , either the behavior you wish 

to build , change, or eliminate . Defining the target be 

havior 1s a t hree step process . 

First , you must select th e behavior that you 
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want to build, change, or eliminate . 

Second , you need to define this behavior very 

specifically . Everyone should be clear as to what consti-

tutes a behavior or what doesn ' t . For example, the word 

aggression does not define a behavior specifically enough. 

A further definition of "hits others " would be specific 

enough to allow everyone to agree if the behavior occurred 

or not. 

want . 

Third, you must specify how much of a change you 

Do you want to eliminate the behavior completely, 

or just reduce the frequency? 

Selecting a Measurement Technique 

After you have defined the behavior so that it 

1s observable, objective and specific, you need to select 

a way of measuring the behavior . In general, you should 

include the number of times the behavior occurs, and over 

what period of time it occurs . 

There are three frequently used measurement pro 

cedures by which to record the target behavior of an 

individual student . 

Narrative Recording 

This method consists of writing down all behavior 

that the student displays and noting the passage of time. 

Event Recording 

This ~easurement procedure involves recording 
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each t i me a particular response occurs and indicating 

over what period of time the observation is done . This 

can easily be done by counting the behavior each time 

it occurs . Event recording lS most useful and approp 

riate for a target behavior that has three characteristics; 

( a ) it occurs less than twenty times a day , ( b ) it ' s 

occurrence is very conspicuous, and ( c ) it ' s occurrence 

is of a relatively short duration . 

Time Sampling 

This technique is usually used to record behaviors 

that occur at high rates , or are difficult to observe 

over time . Time sampling involves recording behavior 

at certain times during the day rather than continuously . 

In using time sampling , predetermined times should be set 

up to observe the behavior . Accurate recordings could 

be made by recording the first five minutes of each hour , 

fifteen minute blocks three times a day , or half hour 

each day . 

Program Format 

The follow i ng represents the most commonly used 

format for an individual program . 
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Behavio~al Program 

Student : 

Date of Birth : 

Statement of Problem : 

Goal of Program : 

Behavior Measured: 

Reinforcement : 

Negative Consequences : 

Personnel : 

Baseline : 

Data Collection: 

Procedure : 

Termination : 

Date ; 

School: 
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