
SPEAKER: We’re just going to go ahead. I am honored to be here today as a PaTTAN consultant for 

Harrisburg to not  only introduce my colleague, but also my friend, Willow Hozella. We have the luxury 

of being able to consult together in many different places, one being Harrisburg school district. So we 

are honored to be able to tell you that, and I’m honored to be able to be here to introduce Willow. 

 Willow is a board certified behavior analyst and has been an educational consultant with 

PaTTAN Autism Initiative for just about two years, about the same amount of time as myself. He 

provides in-class consultation to the autistic support classrooms throughout Pennsylvania, working 

directly with students, teachers, paraeducators, and other staff to implement evidence-based 

instructional practices. 

 Again, we have -- you’re getting some of the best information from one of our top of the notch 

consultants, so I’m honored and proud to introduce Willow Hozella. 

WILLOW HOZELLA: Thank you. Good morning, everyone. I’m Willow Hozella. I’m going to talk to you 

guys about instruction, just basic stuff, and some of the conceptual things that you’ll need, as well as 

some procedures, data collection, that type of thing. So we’ll just get right into it. 

 It is -- all of our PowerPoints start out with this slide, just talking about that we support the 

Bureau of Special Education. We look to build capacity of local educational agencies so that we can 

serve students. And that’s really what we’re looking to do at the end of the day is make sure that our 

students’ lives are improving. 

 PDE, it’s just a reminder that for PDE, the goal is to ensure that IEP teams are beginning with the 

general education setting with the use of supplementary aides and services before considering a more 

restrictive environment. Just that free, appropriate public education as in the law. 

 If any of you got to see our keynote speaker, Janet Twyman, she talked about the increases in 

autism. I’m sure that many of you are familiar with that if you read the papers, that sort of thing. It’s no 

different in Pennsylvania. You’ll see this is -- these are the numbers from up to 2011, the last time that 

they had the numbers to report. And you can see the increase is exceptionally high. 

 So if we have more and more students that need these services that are requiring us to assist 

them to learn to communicate, then we’re going to need staff and administrators and teachers who are 

able to do that. They need to be able to effectively instruct. And the good news is that we are starting to 

now have robust research done that shows what those instructional methods should look like. 



 I’m going to talk specifically about the national standards project. There is -- there’s another -- 

and I didn’t get to insert it, but if you have the time and you’d like, the main state of the evidence report 

from 2009 is available for free online. And I actually have a copy if you want to come look at it during a 

break or something. It’s another very good resource that breaks down things that there are evidence 

for, things that there are not evidence for, and things that the evidence is still being developed. Or 

researched, they’re not developing it. 

 So the national autism standards report reviewed the 7,038 abstracts of research. It’s a meta-

analysis of all the current, up to that -- up to 2007, all of the current research that had been done. You 

can see these are the results for effective treatment, things that were identified with effective 

treatment. The second one, behavioral package, you’ll see that has the largest number of effective 

treatments available. So that’s a pretty good indication that we’re -- when we’re looking at how do we 

teach kids with autism, behavioral packages are supported by the evidence. 

 Two-thirds of all the established treatments were developed from behavioral literature, from 

applied behavior analysis. That’s -- once again, it’s a good indication of what we should be doing. The 

remaining one-third still comes from predominately behavioral literature. And as it says, this is -- the 

pattern seems to indicate that there’s a continually growing body of research showing that behavioral 

interventions should be based on applied behavior analysis. 

 These are some of the characteristics when we’re looking for effective programming. What does 

that look like in the class? And what you see there is you’re arranging your environment so that there’s a 

lot of instructional time. You’re making sure that that instructional time is being correlated with 

improving conditions for the student. Nobody engages in things that they don’t want to do. If it doesn’t 

make your life better, you’re not going to want to be involved with it. So making sure that instruction is 

a set of improving conditions. 

 Effective management of problem behaviors. Anybody who works in a class knows that this can 

be very difficult. And one thing that you want to be careful of, and I’ll talk about it a little bit more later 

on, is not being reinforced by ending it quickly. The classic example is how do you -- what’s the quickest 

way to stop a screaming child in a grocery store who’s screaming for a candy bar? The quickest way is to 

give them a candy bar.  

And that’ll make you feel good because you no longer have a screaming child. And the child has 

the candy and everything seems well. But you’ve also taught how to ask for a candy bar in the future. So 



you need to make sure that your behavior isn’t inadvertently reinforced by ending problem behavior too 

quickly. 

 Another characteristic of effective programming is staff training and support. Just standing -- me 

standing up here and telling staff what to do isn’t going -- there’s no guarantee that they’re going to 

then do it, or that they’ll necessarily even have the knowledge of what to do. You need staff training. 

You need people to go into the class and work with the kids, and show and lead with a sort of I do, we 

do, you do type of model. 

 Family involvement is -- there’s a good body of research showing that family involvement leads 

to much better results in the classroom. As teachers, we also want to remember that if there isn’t what 

you consider to be enough family involvement, that’s not an excuse not to teach. That doesn’t mean 

that you don’t still have to work past those issues. 

 And instruction should be addressing the core deficits of autism: communication deficits, 

teaching social skill sets, and preventing repetitive or stereotyped behavior, and trying to intervene so 

that behavior is more appropriate. 

 So the environment and instructional organization. You have to make sure that your classroom -

- that instruction is arranged in such a way that will support the acquisition of these skills. If you know 

what you want to teach the child, you now have to set up your class and make sure that it’s arranged in 

a way that that occurs. You want everything to be organized. You want to be able to move quickly. You 

don’t want a lot of down time, a lot of running around, trying to get your materials in order. You want all 

of your materials right there, ready to go. 

 Excuse me. You should also be collecting data. And you shouldn’t just be collecting data. You 

should also be using data to inform your decision making as an instructor. If you’re just collecting data 

and putting it in a folder, then you’re really -- you’re wasting your time. You should just not do that. 

 If, however, you can collect data and you see an increasing trend in skill acquisition, you know 

what you’re doing is correct. If you see a flat line and the child isn’t acquiring the skills you want to 

teach, then you know that you need to change as a teacher whatever you’re doing. If you’re instructing 

a child and their behaviors are getting worse or they’re not learning what you’re trying to teach them, 

then you need to make that change. And that’s the purpose of data systems is to inform you of what 

you should be doing. 



 Time management. Our colleague Amiris always says these kids don’t have any time to waste. 

So we have to be very, very precise in managing our time, making sure that we, like I said, don’t have a 

lot of down time. Knowing and being prepared for transitions or whatever it may be, we need to 

manage our time. And you can do that with a classroom schedule, that sort of thing. And we’ll talk about 

that as well. 

 So the components for a behavior support plan. And my -- our colleague as well, Lori 

Chamberlain, is presenting a little more on this this afternoon. So if you get a chance to get to that 

session, it’ll be very good. 

 Before you consider how are we going to address problem behavior, it might be more functional 

and better for you in the long run is to think of how could we prevent problem behavior? What is 

motivating the student to engage in whatever problem behavior it might be? And how do we reduce 

that motivation? 

 If you can prevent problem behavior, it’s certainly much better than addressing problem 

behavior is to prevent it altogether. And the way to do that is to make sure that it’s not contacting 

reinforcement, things aren’t getting better as a result of the problem behavior. And the things that you 

want -- the activities you want the student to engage in, that’s when things get better. That’s when life is 

improving. 

 You want to teach competing skills. So if I have a child who is grabbing or pinching, teach them 

ready hands. Teach them something that topographically, they can’t do that while they’re doing this. 

And the last part is ensuring problem behavior is ineffective and inefficient, doesn’t contact 

reinforcement. 

 The training and support that we give to staff, we -- just like it’s not any different than the 

training that we do with our students. We need to have data to show what they’re learning, and they 

should be able to illustrate what you’ve taught them. If you teach them a procedure for teaching a child 

to label pictures, they should be able to run that. You should be able to ask them, show me how do you 

do that. It should be efficient because we only have so much time and there are fewer resources. Every 

year it seems there’s fewer resources, unfortunately. So it needs to -- staff training needs to be efficient. 

 Having staff have a conceptual understanding, not just teaching rote procedure where I always 

do this in this situation is important. You want people to teach flexibly because every student isn’t the 

same. Every time you sit down with a child, you’re sitting down with a different child than you sat with 



earlier. And you need to change your teaching accordingly. It shouldn’t be I always do this, I always do 

this. That’s not -- that’s not an effective way to teach kids. 

 Procedural descriptions, we in the program that I work in, we recommend things even as basic 

as wall cues up on the wall so that you know what you should be doing, what your procedures are. 

When you have to change those procedures, make sure all staff know it. If I’m the only one that knows 

what changes we’ve made to a student’s programming, and all the other staff are running it the same, 

that’s not going to be very effective. It’s not very useful. So making sure that everybody knows and it’s 

clear and precise, and the descriptions and the instructions are there and available for everyone. 

 Modeling. What I do, I love my job because I get to go into classes and work with kids. I get to 

model how to teach them. And that’s something that’s a lot of fun for me, and I really enjoy it. But it’s 

also good for them because, as I said, me telling people what to do or describing a series of things that 

might help isn’t effective. It’s when you see it being done and then you practice doing it, those are -- 

those are effective ways to learn how to teach. Hands-on  practicing, actually working with the kids is 

the most important part.  

And the last is feedback. Everybody in a classroom should be able to give everybody else 

feedback. I know when I’m working with Katie, for instance, if I screw up, if I do the wrong thing, her and 

all of my colleagues are very quick to say, no, you don’t do it like that, Willow. And I’m the same way. 

and we don’t take offense and it’s not personal because we don’t have time for that.  

So we make sure that everybody can give feedback and everybody can accept feedback, and it’s 

not a criticism or a statement on you as a person. It’s just if you did it wrong, you did it wrong. Let’s  do 

it right in the future and move on from here and don’t -- it doesn’t become a personal issue. 

One of the ways we give feedback, and it’s tied into our data system -- I’m sorry, I didn’t realize 

how small that would be, so you guys probably are squinting to see it, especially in the back. This is a 

fidelity checklist. So if we have a child who is, say engaging in some sort of problem behavior and we 

come up with an intervention plan, now we need to make sure you’re running the intervention plan 

correctly. 

We can do this by having a couple people watch you while you do it. And this is a very simple 

yes or no. So was the instructional area neat and sanitized? And by having people watch us teach, and 

then take data and say, yes, he did it, or no, he didn’t -- or no, he did not do it, we can then say why it’s 



working. We can identify what is or is not occurring. And getting a couple people do to this will show 

that everybody is in agreement. Yes, it is, or no, it isn’t. 

The fidelity checklists are really, really good tools. And all it is is basically a task analysis, looking 

at each piece of what you’re doing and saying, okay, did he do it? And as you see, yes or no. And then at 

the bottom, you can see the percentage of implementation that was done on here. 

An important thing to note, everything on there is observable and measurable. There’s not 

anything with, you know, was the teacher happy while they were working with the kiddo? Because I 

don’t -- there’s no way for me to know if somebody’s happy, those types of things.  

Was the teacher using a neutral tone of voice? I can -- I can -- we could come to an agreement 

on what a neutral tone of voice is. We could discuss that and come up with a definition and have it fairly 

measurable. Same thing for were prompted trials followed by another transfer trial? If that occurs, we 

could all agree if we all have come up with a criteria for what that means. We can all agree on it. So 

that’s a very important part of the fidelity checklists, and really of all data collection. 

I mentioned family involvement before. And this is what some of the research shows. I won’t 

read it off of there, but better school attendance and better student outcomes, of course, is the most 

important one on there. 

Parental goals should be considered in educational planning. An example from a classroom I 

work in, there was a young man and the parents very much wanted him to learn to ride a bike. Overall, 

that really isn’t an academic skill. I’m not teaching him something that is necessarily something he needs 

to know. But his parents wanted him to learn to ride a bike. And when he did eventually learn to ride a 

bike, he got a lot of enjoyment out of it.  

So you do need to consider the environment where this child is coming from, and what the 

parents and the family and all of those other interested parties, what do they want for the child? How 

are we -- how is this going to improve their lives? And that’s something that, when you are considering 

planning, that is a very important piece of it. Sorry. 

This relates somewhat to what I was just saying. Socially valid. What we’re teaching needs to be 

socially valid. It needs to be worthwhile, things that are going to result in an improving set of conditions 

for the student. 



Communication is -- it’s everyday life. It’s everything that you do. Communication is so 

important. And that’s one of the core deficits that children with autism have is a functional deficit in 

communication. So learning to ask for what you want and learning to tell people what you don’t want, 

things like that. Because they’re having difficulty doing that, we’re going to teach it explicitly. It needs to  

be a large part of what we teach has to relate directly to communication. Because without 

communication, you can’t teach social skills. If you’re unable to ask for what you want, if you’re unable 

to engage your other fellow humans in whatever communication system you use, it’s not going -- you 

can’t be a social animal without communication. 

Same thing, appropriate play and leisure skills. Playing on the playground, I mean, if you -- 

everybody who’s ever seen children on a playground can tell you communication sometimes at a very 

high volume is a huge part of what they do. 

And the last, self-help, completing independent activities. All of that, still you need to ask for 

what you want. You need to have these set of skills. So communication is very important and should be 

the focus in much of the instruction for children with autism. 

Part of looking at those goals, what we’re going to teach as far as what we’re going to teach 

with communication is going to be goals based on the individual student. There’s not some curriculum 

for children with autism. If there was, it would be sold and people would buy it and everybody would 

use it. It doesn’t exist because they’re individuals. They’re individual children with individual needs and 

individual things that you should be teaching them. 

Part of that, you also need to realize -- part of that, what we need to think about is making sure 

that it’s appropriate instructionally for wherever the child is based on a good assessment that you’ve 

done. So you’re not teaching something -- you’re not teaching mathematics to a child that can’t label 

numbers that are on a table on cards. We’re not going to teach you to add if you can’t label your 

numbers. That’s not a skill that will be appropriate. So making sure that instruction is appropriate. 

The modifications, accommodations, and supports that are needed are extremely important. 

That’s a huge part of what you’re going to be doing. How are we going to make sure that the child’s 

learning these skills that they need to learn? And what do we have to do? What does our behavior look 

like in teaching it? What are those accommodations going to be? 

And the last part, the skill sequence and component skills sort of relates to a task analysis. So 

you look at if you want a child to learn to write their name, what does that consist of? Picking up a 



pencil? We have to teach each step very, very explicitly. And that’s something you should consider when 

you’re planning for your instruction is that task analysis and what are the component pieces that you 

might need to teach to get them to the end result. 

So systematic instruction means that we’re being specific and direct, and we’re being very clear 

about we’re not teaching some muddled concept. It’s very clear to the child, and that way the child, 

when giving the appropriate response, you can then reinforce them and improve their lives so that 

they’ll be more likely to engage in that behavior in the future. 

Effective discrete trial instruction. Keeping in mind that discrete trial, if any of you are familiar 

with it, is not just sitting down with a bunch of cards. Procedures are used throughout the day during 

recess, at lunch, at all times. 

Errorless and error correction procedures. This is a really important part because errorless is -- 

errorless teaching basically consists of making sure the child doesn’t make a mistake. And we’ll go over 

some of that in detail, but if I ask you, what is this? I’m then going to prompt microphone if I’m teaching 

you that this is a microphone.  

The reason for that is because a lot of people when they’re teaching someone will sort of 

assume that they know it, that it’s inside of their head or something. And if the result of that is errors, or 

suddenly the task is very difficult, they’re less likely to be -- to engage in those things in the future. So 

errorless teaching is just a way of setting the child up for success if we’re not sure that they know it, if 

we don’t have an assessment stating that they know it. If we don’t know, then we’re not going to 

assume or hope or any of that. We’re just going to teach it without guesswork. We’re going to prompt 

them. 

And when those -- when those errors do occur, as they inevitably do, what do you do? I mean, 

it’s surprising how often you can say, well, what if he gets it wrong? What do you do then? And you 

know, correct him? What does that look like? And having a specific set of procedures that address when 

errors occur. 

Excuse me. Natural teaching practices. So teaching in the natural environment, teaching, like I 

said, at the playground. We recommend in our program 80% of the day should be related to instruction. 

And you should have data to show that that instruction is occurring and that it’s resulting in skill 

acquisition.  



Now that doesn’t mean that 80% of the day is spent at a table, doing work. It can be out on the 

playground, having them -- now what’s that over there? Oh, it’s a swing. That’s right. Let’s go play on 

the swing. Those types of things, making sure that whatever you’re teaching in the classroom translates 

into the real world, Because they only spend so many hours a day in the classroom, and the rest is out in 

the environment. So we want to make sure that what we do in the class also translates into the natural 

environment, which is the next part about procedures to ensure generalization. 

And once again, one of the important points, the focus should be that we have these procedures 

and we know what they are. It’s not left up to guesswork. They’re specific and there’s data being 

collected on them, and the data shows us what the child is learning. 

High rate of student responding. The more you can -- the more you do something, the better 

you are at it. So if you think about professional sports, the Olympics is on right now. The reason Michael 

Phelps can swim in the way that he does is because he swims all the time. He spend a large amount of 

the day in the pool, swimming and doing exercises related to swimming.  

The same thing for communication. The more you communicate, the more that you talk, 

sometimes talking to yourself, whatever it might be, the better you’ll be at it. So that’s the idea behind 

high rates of responding is that you’re getting practice in what you’re doing. 

And the last part is data. Once again, we make sure that all of our instruction ties in some way to 

data so that we know that what we’re doing is working or isn’t working. And if it’s not working, then we 

can say what we did to make sure that it began hopefully to work, so. 

Your reinforcement, what should make you feel good is the students behaving and the students 

learning. So it’s something where you want to try and -- humans are sort of -- we tend to be very 

shortsighted. We tend to be reinforced by things immediately. We need to change our thinking a bit and 

try and be reinforced by things in the future, by having students respond more, respond correctly, less 

problem behavior, and not focus on only immediate things. So your reinforcement should really be 

student learning. 

And these are -- these are some quotes from two behaviorists, really. The organism is never 

wrong. And then Ogden Lindsay said the student is never wrong. And what that means isn’t that the 

student never makes errors. Everybody make -- I make errors. What it means is that when a student 

makes an error, when problem behavior occurs, whatever it is, it’s something that we did as instructors. 



We failed to get them to respond appropriately. So now we need to step back and figure out, what do 

we do in the future to make sure they do respond appropriately? What do those procedures look like? 

I’m going to show a video right now of establishing instructional control, because a huge part of 

getting to that point where we have a child in the seat working well with us is getting them to sit in the 

seat and work with us, you know, in any way. And I’m sure some of you are aware of how that can be 

difficult at times. 

So establishing instructional control. One of the biggest reasons that I see, and there’s a lot of 

data to support if anybody saw -- I guess Brian Iwata is presenting today escape function. So essentially, 

the student doesn’t want to be there. They want to escape whatever the situation is, the demand, 

whatever it may be because in the past -- because in the past, that instruction or whatever you’re asking 

them to do has never led to things getting better. It’s usually led to more work. You know, hard work 

was rewarded with more hard work.  

And eventually, you don’t want to do that anymore. If you didn’t get a paycheck, you wouldn’t 

go to work because the response effort is just too high for no reward. So setting up situations so that the 

student should be motivated to cooperate. And they need to do things like give up a reinforcer. You 

know, they’re watching their favorite video and you’re going to take away their video and ask them to 

do something. If that results, as it sometimes does, in problem behavior, then we have to look, how are 

we going to change that? How are we going to make it so it’s okay to give things up? 

We’ll do that by manipulating motivation. And motivation is not something internal in the 

student. It’s not some set of -- it’s not, you know, a homunculus in the brain controlling a body. 

Motivation is the result of things that happen in our environment. 

If you have ever exercised on a hot day, you found yourself motivated for water. That wasn’t 

something internal. You weren’t walking around thinking about water and how much you would love a 

drink of water until you had sweated enough to need water.  

That’s when the motivation -- and it’s actually -- it’s a very -- it’s a very optimistic view that 

motivation is something in the environment because it means that we can affect motivation. Because I 

can control the environment. I can do all sorts of things to the environment to capture and contrive and 

get motivation. But I can’t do anything about what’s inside a student. I can’t -- I’m not a neurosurgeon, 

so I can’t open up a student’s brain and say, oh, I really want him to be motivated to sit down with me, 

so I’m going to poke the brain. That’s not reality. 



I can, however, make it so that when you sit down and work with me, you get to watch your 

favorite video. You get to maybe have your favorite snack, whatever it might be. I can do that. And 

that’s what you need to do to have successful instruction. So that’s something you need to do. You need 

to make sure that the environment is one where things are improving so that the student is motivated 

to work with you.  

One thing you want to avoid is a warning -- becoming a warning signal that things are about to 

get worse. So when I walk into the classroom, if in the past every time I’ve walked into the classroom 

and made eye contact with a student, I’ve said, put down your SpongeBob and all right, let’s do this, and 

now there’s all this work, well, I just gave up my favorite thing and now I’m being made to do all this 

work. And now I’m having a tantrum. In the future, when I walk in and make eye contact, you might just 

go right to tantruming because you know what’s about to happen. 

When you’re driving down the road and you see a police car, you usually engage in some 

behavior to avoid having to talk to that police officer. The reason for that is, in your history as humans, 

you have never had a police officer come up to your window and say, you are doing a great job driving. 

You kept it under the speed limit and I noticed you used your turn signal. It’s never been a set of 

improving conditions. 

Okay, so I’m going to keep going. Once again, I apologize for that. So we don’t want to be a 

warning signal. We don’t want to be a cop car there because the child’s going to engage in activities, just 

as you do, to avoid having bad things occur, having too much response effort be required from them, 

whatever it may be. 

So even -- so when I work with kids, I don’t immediately go up, look them in the eye, and start 

giving them -- sometimes I can’t do that because adults walking up and making eye contact has become 

so correlated with worsening conditions that any adult that does it, they immediately go into tantrum or 

escape behavior. They elope out of their seat. So you might have to just walk up without looking and 

deliver some reinforcer, make sure they know that, in my presence, things aren’t going to get worse. 

Things aren’t about to go south just because there’s somebody standing there looking at you or just in 

your general area. 

So the -- if I get time, I’ll show you the video. We behavior analysts refer to the warning sign that 

I’m talking about as a reflexive motivative operation. You don’t need to remember that term. Just 

remember it as a warning sign. Things are about to get worse. 



If things are about to get worse, you’ll engage in behaviors to make them not worse. If every 

time a red light flashes, I get shocked immediately, the next time a red light flashes, I’m going to engage 

in some behavior to try and avoid getting shocked. That’s -- hope it was worth it. 

[VIDEO BEGINS] 

MAN: We are going to talk about establishing and maintaining instructional control during the intensive 

teaching process. Instructional control involves conditioning the instructional setting as a source of 

reinforcement for the learner. For example, a child will be much more likely to cooperate if the place 

where teaching occurs has been paired with some of their favorite things. 

TEACHER: Puzzle. Say boom. Do this one. Bubbles. All right, have your puzzle. 

MAN: Important variables to consider in establishing instructional control include considering the 

student’s motivation. 

TEACHER: Candy. Girl, for that you get two candies. 

MAN: Fading in demands. Using errorless teaching techniques. 

TEACHER: Hippo. What is it? Try this. What is it? Good job. 

MAN: Fast-paced instruction. 

TEACHER: Match. Yeah, do this one. Where’s the granola bar? Now where’s the elephant? What is it? 

Yeah, match. There you go, buddy. Good job. 

MAN: And interspersing both easy and hard tasks. 

TEACHER: What opens and closes? What is [inaudible]? Yeah, what is it? Do this. Touch her back. What 

is this? What is it? 

MAN: And ensuring that problem behavior does not contact the reinforcer. 

TEACHER: Touch your nose. Quiet, ready hands. 

MAN: Problem behavior often occurs because teaching conditions have in the past been paired with 

worsening conditions for the student. In other words, in the past, instruction may have been too hard 

for the student. Instruction may have been paired with removal of reinforcers. 

TEACHER: Good, good. Give me the bird. Where’s the bird’s beak? Touch the beak. Touch the beak. 

What’s this? [inaudible]. Touch this. 



MAN: Our job as teachers is to establish instruction as a set of improving conditions for students. 

TEACHER: Yeah! 

MAN: By pairing instruction with reinforcement, we change instruction from something that is to be 

escaped into an opportunity for things to get better.  

TEACHER: Good job. 

MAN: The goal of instructional control is to get the students to want to learn. 

TEACHER: Yes you are. 

MAN: For more information, visit the PaTTAN website. 

[VIDEO ENDS] 

WILLOW HOZELLA: So what you saw up there, for instance the young man who was crying, carrying on, 

the easiest way to stop him from doing that would have been to have removed all those cards and to 

stop asking him to do things. But all that would have taught is that when I want this guy to get out of my 

face and stop asking me questions, I just need to cry.  

And instead, by sort of working through it, good stuff happened as a result of touching spoon 

and touching your nose and those types of things. If he’d have removed the task demand, it would have 

reinforced it and that young man would have been more likely to engage in that behavior every time he 

wanted someone out of his face. Now he’s more likely, because things get better by responding, by 

communicating with the person that’s working with him, he’s more likely to do that in the future now.  

And that’s sort of the idea behind reinforcement is something that -- I’m sorry. Reinforcement is 

just anything that increases the future probability of a behavior. So that it’s a great concept, but it is a 

concept. It’s not -- M&Ms aren’t reinforcers unless giving an M&M results in that behavior being more 

likely to occur in the future. Some people don’t like M&Ms. Some people tickles and head squeeze and 

whatever else. 

And this is some of what I was going over when we were trying to get the video to work. 

Problem behavior frequently occurs due to an escape function. And if you remember what I said earlier, 

when we’re looking at problem behavior, rather than addressing the escape behavior when it occurs, it’s 

far better for us to avoid the escape behavior altogether. And how do we do that? We make sure that 

the instructional level isn’t too hard. You want students to be challenged, but not so challenged that 



every time you sit down and try and work with them, they want to get out of the seat and cry or 

whatever it might be. 

So once again, looking at motivation, making sure that you have procedures in place that the 

student is motivated to stay with you and to respond to you, and to not get out of the chair or engage in 

problem behavior. The idea is that we want to prevent there being a motivation for escape rather than 

address crying every time we sit down. If you had to do that, your life -- your life would be pretty 

miserable, and so would the poor kid’s. 

I talked about the warning signals. Just all we’re talking about there is you’re increasing the 

value of getting away. And the more you do that, the more you’re going to become a warning. The more 

that you engage in instruction that’s too hard, you don’t use reinforcement correctly. If you do those 

things, there will be a value in leaving, in escape. 

Okay, so this is the other video. I’m going to give an example of somebody who’s making a 

reflexive motivative operation out of themselves, essentially making themselves become conditioned 

with worsening and not improving conditions. 

[VIDEO BEGINS] 

TEACHER: Okay, Colin, that’s enough for now. No work, no monkey. Let’s go. Point to the guitar. There 

you go. And what is this called? Answer a little bit faster. It’s a frog. And what’s another name for a frog? 

CHILD: Amphibian? 

TEACHER: Come on, spell amphibian. A. 

CHILD: A-M. 

TEACHER: Come on, you had this last week at spelling. A, start again. 

CHILD: A. 

TEACHER: Forget it, we’ll come back to it later. What’s that called? Answer a little bit faster. What’s that 

called? And what’s this? 

CHILD: Apple. 

TEACHER: And what’s that? 

CHILD: Hippopotamus. 



TEACHER: What’s the short way? how do you say that shorter? 

CHILD: Hippo. 

TEACHER: There you go. What’s that called? 

CHILD: Octagon. 

TEACHER: An octagon. You got that one, surprise. What’s that called? [inaudible]. No work, no monkey. 

Come on, [inaudible]. You skipped one. Start again. 

CHILD: One, two, three, four, five. 

TEACHER: Come on, faster. 

CHILD: Seven, eight, nine, ten. 

TEACHER: Okay, what kind of boat is this called? 

CHILD: No! 

TEACHER: Come on, get back here. You have your worksheet to do still. Get back here. No work, no 

monkey. 

[VIDEO ENDS] 

WILLOW HOZELLA: That little man -- that little guy is an actor, by the way. We didn’t really do that to 

the kid. But everybody -- people laugh at that video every time it’s shown, but that type of instruction, 

people do engage in that behavior. People do expect kids to just want to work with them. And in the 

meantime, she’s got all of his favorite toys over here. He’s never getting access to those, but he’s asked -

- he’s being asked to do all these sometimes very difficult tasks. 

 So keeping your teaching not easy, you still want to challenge, as I said, and you still want to 

teach things, but keeping it so that there’s not an element of aversion as in the non-example you just 

saw. 

 So how do we get -- how do we take these concepts then and begin using them in our 

instruction? Competing reinforcers, in particular promised reinforcers, are for those students that they 

don’t want to move from one task to another. How do you get a child to put down their favorite video 

and then come over here and, you know, label these cards with me? You might need to show them, hey, 



you can -- you want to play Angry Birds? You can play Angry Birds if you come over here and sit down 

with me, that sort of thing. 

 Now promised reinforcers can’t be bribes. So if I say, let’s go over and work for Angry Birds and 

you kick me and start screaming, well, we’re still going to go over and work, but you can’t have Angry 

Birds now because that type of behavior shouldn’t result in improving conditions. 

 Pairing instruction with reinforcement. You guys saw in the first video some of, you know, the 

teacher wearing a goofy hat, giving the kid playdoh for responding well. Amiris always talks about the 

young man Alex being taught cranium caribou. That’s her son, and that’s a coworker of ours.  

 He didn’t -- it looks like he was very compliant and getting along very well in that video. That 

wasn’t one of his best days, I’m told. He wasn’t having a great day. And the film crew that was in the 

class had actually said, we don’t want him to be on camera like that. Don’t worry about it. And Amiris 

said, no, we can get it. And by establishing instructional control and pairing the environment with 

improving circumstances and making sure that problem behavior didn’t ever contract reinforcement, 

they were able to continue to teach him in the example that you saw. And I know the first time I saw it, I 

couldn’t tell that he was, you know, having a bad day, as it were. 

 So making sure that your instruction and the environment and you yourselves are all indicators 

for the child, oh, things are about to get better. I like working with this guy because he always gives me 

my favorite toy and he plays around with me and he’s engaging. 

 Errorless instruction at the appropriate instructional level. This, once again, goes back, making 

sure it’s appropriate, making sure we’re not trying to teach difficult -- conceptually difficult skills when 

they don’t have rudimentary skills. I wouldn’t ask anyone here to tie a hitch knot if they’d never -- if they 

couldn’t tie their shoes. There are steps to get to a goal. You want to make sure that each of those steps 

are taught explicitly and that then you can -- then you can go to the large task at hand. 

 Fading in the demands. Don’t just -- don’t be like the no work, no monkey lady. Don’t sit down 

and just go right into instruction and everything. Okay, it’s time to learn. Start by playing around a little. 

Deliver some reinforcement for free. Just show them things aren’t about to get worse. They’re actually 

getting better right now. 

 Varying your tasks. Nobody wants to -- if I asked all of you, if I just kept giving you algebra 

worksheet after algebra worksheet, none of you would want to sit in here and keep doing the same 

algebra worksheet over and over again. That goes for all organisms. So we vary across tasks. We don’t 



always teach -- if I’m teaching a child to label a card, a picture of a dog, I don’t only do labeling the entire 

time. I don’t sit there and just have them label stuff.  

 I have them do other things. Touch your shoulders. Do this one. Stand up. Okay, let’s go play on 

the trampoline. That type of thing. If you mix and vary, you’re less likely to sort of burn the student out 

on whatever the task is that you’re doing. 

 The pace of instruction should be quick. You saw a good example of a young woman working 

with a student, and she was going through some motor imitation and that type of thing. By making it 

quick, you’re not allowing a lot of downtime.  

 And anybody who works in a class with these students can tell you that a little bit of downtime is 

enough for the child to be out of there. If you’re -- if you’re taking, you know -- delivering an instruction, 

the child responds, and then you’re setting something up and you’re doing all this, the kid’s gone. 

They’re not going to sit there and wait while you set up. So keeping your instructional pace brisk. It’s not 

a race, but you want to be brisk. You want very little time between one response and the next. 

 Neutralizing routines, just sort of not getting into stereotyped behavior, that type of thing. You 

do need a schedule. You do need to have a schedule that you follow, but it’s not some rote we always 

do this at this time type of thing. 

 Choice making. Keeping in mind that choice -- for most people, choice is a good thing, but you 

have to remember, choice can also be a demand. Which one do you want? After I’ve just worked with 

you for 20 minutes and you’re finally going to give me something I want to do, and now you hold up two 

things and say, which one do you want? It might be that that’s actually another demand that you’re 

placing on the student. 

 So assess what the student is highly motivated for. And if you have to, you may have to explicitly 

teach choice making. But you can -- it should be something because obviously it’s good for us. We like 

having choices. We like having options open to us. 

 Interspersal instruction, sort of went over that already. The task novelty, so making sure it’s new 

stuff. You’re not sitting them down with a bin full of worksheets and, you know, they’re coloring the 

same picture of the fire truck every day. That -- once again, that would bore you to death. Making sure 

that you have lots of new things that you’re doing.  



 And the session durations, you want to keep  your sessions to about 20 minutes for any one 

procedure. Because if you sit down and do something long enough, it eventually gets -- it gets boring 

and, once again, you’re introducing an element of motivation to escape. 

 I’m going to -- I’m going to talk about the mand. I don’t know if any of you are familiar with the 

term. It comes from behavioral literature. It just means request, essentially. You’re just -- you’re 

requesting something. You’re manding for something. 

 Competing responses. Basically if there’s problem behavior, if there’s escape behavior, 

whatever it may be motivated by, our best bet is to teach a competing response that’s appropriate, and 

then reinforce that. So with a mand, you might be teaching a child who’s -- right now, he’s being 

motivated to -- he wants candy. Let’s say a child wants candy. 

 And in the past, the way to get candy was to scream and fall on the floor. And people ran to him, 

what’s wrong, buddy? What’s wrong? Do you want candy? Do you want water? And by screaming and 

falling on the floor, people have always run up to me and started offering me all my favorite things until 

they got to the one I wanted. And then I got it. And I was reinforced for screaming and they were 

reinforced by ending my screaming. 

 If a child wants candy, we’ll teach them to say candy or to sign candy or to select candy on a 

picture exchange system, because that is behavior that we want. We want them to ask for what they 

want, not engage in problem behavior to get what they want. 

 The teaching process for that is just the same as teaching anything. We’re going to do it 

errorlessly. We’re going to prompt it first, and then we’re going to eventually transfer out of that so that 

they’re responding independently. Because that’s the end result is somebody who independently is 

motivated for something and they ask for it appropriately, and then they get it. It’s mediated by social 

conditions. 

 With that in mind, your instruction should be, once again, lots of reinforcement. Dense 

schedules of good stuff happening, lots of -- always improving, always getting better when they’re 

responding correctly, not getting better when they’re not. 

 And the -- an instructional set such as ready hands, things like this. I mean, this is -- this is a 

wonderful skill to teach because it’s incompatible with so many of the problem behaviors we see. And if 

you have a child that is coming at you and you say, show me ready hands, and they do that.  



 And if you’ve taught it correctly and you’ve conditioned it well enough, they might look 

surprised. How did I get here, you know? But it’s a good idea to have some things set up that are -- lend 

themselves to instructional control and things that aren’t possible to do this while, you know, throwing 

whatever you’re giving them. 

 The session durations, I talked about that. Short sessions, lots of responding, lots of 

reinforcement for the responding, the correct responding. Longer sessions, if you’re protracted time, 

you’re not going to see a lot of -- the child’s not going to want to be there if he’s made to be there for 

hours on end, doing the same thing. 

 And once again, being reinforced by cooperation. The thing about reinforcement, as I said 

before, reinforcement is just anything that increases the future probability of behavior. We’re all 

susceptible to reinforcement. Right now, I’m talking to all of you and I assume some of you are looking 

and nodding and that kind of thing. If all of you stood up and just turned around, turned your back to 

me, I would no longer be receiving the social reinforcement I receive for talking.  

 And I’d -- well, first I’d try and get your attention. I’d get a little louder. But then I’d stop talking. 

I wouldn’t keep talking to, say, an empty room. If this room was empty, there would be no motivation. 

So reinforcement works both ways. When you’re sitting there working with a student, you as a teacher 

are most likely reinforced by them responding well to you.  

 Let’s say you’ve got a guy who’s always giving you trouble. Every day, it’s like a wrestling match 

to get him into his chair and all this other stuff. And then one day, he comes in and you start working 

with him. And he’s responding really well and he’s sitting in the chair and things are going great. He’s 

reinforcing your behavior. And your behavior right now is giving instruction.  

 So on his best day, on the day that he’s doing the best and responding the best, what are you 

doing? You’re increasing the demand. And he’s going to be a lot less likely to have those good days 

because on those good days, that’s when you really want to hit him with the good reinforcer. That’s 

when you actually want to reinforce more often, even though you’re more likely to try to get more out 

of the kid because you’re sitting there, huh, I’m a good teacher. Look, he’s usually all over the place. And 

now he’s sitting with me and he’s working. But in the meantime, he’s sitting there not getting anything 

reinforced. He’s not -- his conditions aren’t improving, only yours are. 



 This is a quote by Jack Michael. Increasing the effectiveness of instruction results in less failure, 

more frequent social and other forms of reinforcement, and general improvements in the demand 

situation to the point where it may not be functioning as a demand, but rather an opportunity.  

 And that’s how we want our instruction. That’s how we want to view our instruction. It’s not 

sitting there and working. It’s an opportunity. It’s an opportunity to get access to your favorite things. 

It’s an opportunity to have some goofy guy, you know, give you a head squeeze and give you some 

candy. And then you go jump on the trampoline.  

 That’s what instruction -- and eventually, if you do it correctly and do it systematically, you’ll 

have students who want -- they’re motivated to sit down in the chair and work with you because things 

always get better. Things always get better when I’m working and when I’m responding well, and not 

when I’m screaming or doing any of the other problem behaviors we run into. It’s just about ten, so I’m 

going to cut for a 15 minute break and just come back around 10:15, 10:20. 

 Okay, so I’m going to get back into the presentation at hand. So the next thing that I’m going to 

talk about is an analysis of behavior for our students. Really it applies to all of us, but it’s a three 

contingency analysis, ABCs. 

 All your teaching interactions, all of your behavior falls under these. And all of your students’ 

behavior falls under these. And viewing behavior under these conditions will help you to identify what’s 

happening immediately before the behavior, and what the behavior is, and then what happens after it. 

And how do we adjust to those contingencies to either increase future likelihood of that behavior or 

decrease it depending on the desirability of the behavior in question? 

 So, and A is for antecedent. And an antecedent is what happens before behavior. One part of 

the antecedent condition to consider is that the strongest antecedents, the ones that matter the most 

to us, are what happened immediately before behavior.  

 So when a child comes in and they’re having problem behavior and people start saying, oh, it’s 

because dad brought him in. And every time dad brings him in, this happens. Or he didn’t get much 

sleep last night or any of that. Maybe. I mean, certainly if I don’t get enough sleep, I’m less likely to be 

engaged in certain activities. But that doesn’t mean that I don’t sometimes have to go to work tired or 

have to do things even though I didn’t get enough sleep. 

 And the way to address it is to make the immediate -- it’s to increase things that will motivate 

the child to engage in the behavior you want. So you’re going to then look at your consequences. How 



can I make it more worthwhile? I might have to work a little harder to get the child to respond well if 

he’s tired, but the immediate antecedents are those -- I said touch your nose. The child fell out of his 

chair and started crying.  

 I can’t say, well, that’s because he’s really angry right now because he didn’t get to watch his 

cartoon last night. And that’s why he’s on the floor. Maybe, that’s possible. I couldn’t know. It’s far more 

likely, though, I would argue, that it’s because I said touch your nose. And I placed a demand and he 

wanted to escape the demand. 

 The B for behavior. The most important part of this is that it’s observable and measurable, 

because we’re collecting data on it. And when we say observable and measurable, meaning that myself 

and any other person upon seeing it can both agree that’s what it is. So I’m not going to say a child’s 

frustrated or something of that nature. They may be. That -- certainly I’ve been frustrated. I’m sure 

other people have experienced frustration.  

 But it doesn’t help me. I can’t do anything about an unobservable thing like frustration. Now if I 

say he’s banging the table with his fist, well, I can do something about that because I know what it looks 

like and it’s an interaction in the environment. And a couple of us would all agree as to what banging the 

table with your fist looks like. 

 It’d be tough to get an operational definition of frustration. And if we did, we’d probably 

describe observable behaviors. He’s scrunching his brow, he’s cursing at me, those things. They’re 

observable and they’re measurable. You don’t want to start lending yourself to internal events that you 

can’t see or identify. A good example is, how do you know if someone’s happy? Most people say, well, 

they’re smiling. Well, has anybody ever smiled when they weren’t happy? Probably. 

 The last is the consequence. The consequence is what happens after the behavior. And the 

consequences that matter most are the ones that happen immediately after the behavior. Just like the 

antecedents, the immediate before is the most important. The immediate after is the most important. 

 Consequences can have all sorts of effects on behavior. And the big one that I’ve been talking 

about is reinforcement, which is anything that increases the future probability of behavior. The reason 

we’re looking at it as a consequence rather than a thing like candy or tickles is because it’s different for 

everyone. Certain things are reinforcers for you that are not reinforcers for me, and vice versa.  

 So the important part to remember is the consequence that happens immediately after. 

Because when you deliver reinforcement, be it a tangible or an activity or permission to do something, it 



has to be immediately following the behavior that the child engaged in that you want to see increase in 

occurrence.  

 If I told you, touch your nose, and he touches his nose, and then I go rooting around in my bag 

and I can’t find, where’s that Starburst? He likes Starburst. I give him the Starburst. In that time, the 

child has engaged in other behaviors, and some of them may be stereotypic. They may be problem 

behaviors. They may just be behaviors totally unrelated to anything. That’s the behavior I actually 

reinforced.  

 I need to be saw -- the young man that was crying, when he eventually got back around, 

responded appropriately, Mike delivered reinforcement as if it came out of nowhere. He just -- he had it 

in his hand, ready to go. That’s how immediate it has to be. Within two seconds of the behavior is what 

we tell people. 

 So with ABCs, all of our behaviors operate under those contingencies. Child cries, people start 

offering him whatever his favorite things are, gets candy, increased the future probability of crying 

because that’s how I get what I want. I cry. 

 Looking for your keys to open a door is the antecedent is there’s motivation to open a door. I 

want to go out. But I need my keys. I locked -- say it’s a car door. I want to go to the store, so I have 

motivation to go to the store. That’s the antecedent. I tap my -- oh, there’s my keys. I hear them jingle. I 

walk up and the consequence is opening the door. 

 I need to go to get a slice of pizza, but I don’t know how to get there. The antecedent, once 

again, motivation for pizza. My behavior is communication. Hey, how do I get down to the pizza shop? 

And the consequence is I get the information about where to go for the pizza shop. I’m more likely now 

to engage in asking for directions when I need directions because it worked for me. It ended in things 

getting better. 

 [inaudible] as we expect them. If you’ve ever gone to a soda machine, put your money in, 

pressed the button. Well, throughout most of your life, a soda always dropped down. But then when it 

doesn’t, what do you do? You start pressing the button harder as if the machine is going to give you a 

soda because you pressed it harder and you shake it and you kick it. And what you’ll eventually -- if you 

don’t get a soda, you’ll be less likely to go to that soda machine and put your money in and get a soda 

out if you consistently don’t get what you want from it. 

 Okay, so we’re going to watch a quick video on ABC analysis. 



[VIDEO BEGINS] 

MAN: In this segment, we are going to talk about the ABC analysis. A is for antecedent. Antecedents are 

those things that happen in the environment immediately before a behavior. 

TEACHER: Ball. There’s another ball for you, buddy. 

MAN: B is for behavior. Observable behaviors are things that the student naturally does. They’re the 

movement of the student in their environment. Behavior is important because it provides us a way of 

measuring student progress. And C is for consequence. Consequences are those events that occur 

immediately following the behavior. 

TEACHER: What’s that? Show me sleeping. Oh, awesome. 

MAN: Remember, the antecedents and consequences of behavior that matter the most are those that 

happen immediately before or immediately after the behavior. Consequences that make behavior more 

likely in the future are known as reinforcers. 

TEACHER: Your turn with the frog. 

MAN: Aspects of the antecedent condition that make behavior more likely to occur and establishing 

value of certain events as reinforcers are known as motivative operations. Antecedents that are 

associated with reinforcers being available are known as discriminative stimuli. 

TEACHER: Touch Pat. Awesome. 

MAN: Remember that motivative operations have to do with the value of reinforcers, but discriminative 

stimuli have to do with the availability of reinforcers. 

TEACHER: Before I begin teaching, I need to establish motivation for the reinforcers to be included 

during the teaching session. Once motivation is established, I can begin presenting my directions. Touch 

the toothbrush. Prompts are also part of the antecedent condition. What is it? Peas. After the 

antecedent condition, we’re focused on the student’s behavior. A cow says? 

CHILD: Moo. 

TEACHER: What am I doing? Sneezing. What is the puzzle? Do this. Reinforcement follows the behavior. 

MAN: Most learning that is important for students with autism will be analyzed through the process of 

looking at antecedents, behavior, and consequences. For more information, visit the PaTTAN website. 



[VIDEO ENDS] 

WILLOW HOZELLA: Okay, so I’m going to put up some more examples of the ABC analysis. So something 

interesting happens, I look over at it, and the consequence is I see the event. Maybe I heard an odd 

sound. I look over, I see whatever was making that odd sound. In the future, if I hear an odd sound or 

something draws my attention, that’s what I’m most likely to do is look at it. 

 So you need to go out, you need to leave the room. You see a doorknob. You walk over, you 

turn the knob, and the door opens. Instructor -- a student’s told to get his math book. He goes into his 

backpack, pulls out his math book, and the teacher smiles or some sort of social reward there. There’s a 

spoon on the table. You reach toward it and you touch the spoon. When you want to get something, you 

first need to touch it, so that’s what you do in order to get it. 

 So how does this relate to teaching communication to children with autism? I’m going to talk 

about verbal operants, which are -- it’s terminology that BF Skinner used to describe pieces of language. 

So children with autism present differences in language skill. Their communication is not as robust as 

we’d like. We can’t change what a student has, an internal mechanism that we flip on and all of a 

sudden he knows nouns, noun-verb relations or something. That’s not going to happen, so we’re going 

to need to do something else. 

 We can alter the environment so that it’s more likely for the student to respond appropriately, 

and then we can make things happen that increase the future probability of that. We can reinforce it. Or 

we can not provide reinforcement when we don’t want those behaviors to happen. 

 The behavior analysis of language is -- to me, it’s a very optimistic one because it allows us to 

affect communication and allows us to affect skill sets that previously have been sort of considered 

outside of the realm of the environment. It was internal in the child’s head. And that’s not accurate. 

 So the verbal operants are -- you can think of them as sort of the building blocks of language. 

You have the mand. And for a mand to occur, you have to want something. And when you want 

something, you then engage in behavior to get it, such as saying cookie, or signing cookie, or writing the 

word cookie down and giving it to somebody. And the consequence is you get it. So for a mand, your 

behavior is directly correlated to what you receive.  

 The next one is a tact, which is a sensory stimulus. You hear something, you see something, 

smell, taste. And you say it. So I walk into a room, cookies are being baked, smells like cookies. 

Somebody that’s in the room might go, yeah, I’m cooking. I’m baking cookies right now. I didn’t get a 



cookie for saying cookie even though I engaged in the same behavior as I did when I wanted one and got 

one, so I labeled it. There was essentially a labeling aspect. And it’s non-specific reinforcement. I didn’t 

get a cookie, but somebody confirmed my suspicion and said cookies were being baked at that time. 

 The intraverbal is just a verbal stimulus. Where do you live? And then your response, or the 

student’s response I should say, is different than what you said. So I say, where do you live? That person 

says, Harrisburg. I go, oh, I’ve been to Harrisburg. And there’s -- that’s sort of a social interaction there. 

 The echoic is exactly what it sounds like. I say cookie, they say cookie back. And you’ll notice all 

of these non-specific praise. For the intraverbal, what do you eat? The child says cookie, they don’t get a 

cookie for saying that. They might, but what do you eat? Cookie. Oh yeah, you can eat a cookie, that 

type of thing. 

 The receptive or listener response is one where you say, touch cookie, and the child reaches 

down and touches a picture of a cookie. Or say, clap your hands, child claps their hands. Once again, 

non-specific reinforcement. 

 Imitation is exactly what it sounds like. Do this one. Do this. And it’s just point to point 

correspondence with what you’re doing. And once again, non-specific praise. And match to sample. 

Here, put this -- put this with one that’s like it. And they put a picture of a truck next to another picture 

of a truck. 

 All of our -- all of our language, all of our communication day to day, consists of these. If you -- if 

you think about -- if you listen to people interacting, most of it is sort of mand, intraverbals, that type of 

thing. And these are -- these are building blocks. If you think of it like the periodic table is actually a very 

good example because pure tacts and pure mands and all of these things, they very rarely occur in our 

day to day language. It’s not -- it’s not often that I want a cookie and I walk in and I go, cookie, and 

somebody hands me a cookie. That’s not -- that doesn’t happen too often. 

 And sometimes we engage in behavior that sounds like a tact. My wife will say, Willow, the 

sink’s full of dirty dishes. And the appropriate response isn’t, yes, the sink is full of dirty -- that’s a good 

description of the state of our sink. She’s manding. She’s saying, go do the dishes. That’s a tact. Purely 

you might think it’s a tact, but she’s manding. She’s asking me, you know, the sink’s full of dirty dishes. 

Go do the dishes. 

 So we don’t hear these as like pure verbal operants. Just like with the periodic table, very rarely 

do you see pure carbon. But in this room, there’s a bunch of carbon-based life forms. And so these 



building blocks end up making a more complex set of skills and make communication. And they’re the 

foundations of complex interaction.  

 And that’s -- the reason we start here is because so often, our students have deficits with these. 

They’re unable to ask for what they want. They can -- you could put 100 pictures out and say, touch the 

cat, touch the dog. Where’s the fire truck? And they do it, but you hold up a picture of a fire truck and 

say, what is this? No response. And that’s how people sort of at times even overestimate a child’s 

abilities because they can pick all these out of a field. But when a fire truck goes down the street with its 

engine blaring, they can’t identify it. They can’t label it. 

 And by using this approach, we can then identify those deficits and teach them directly. So I’m 

going to show a short video on verbal operants. 

[VIDEO BEGINS] 

MAN: In this segment, we’re going to talk about the basic verbal operants. 

TEACHER: Aden’s talking to you. 

MAN: In behavior analysis, language is viewed as something that the child does. It is behavior. 

TEACHER: Find your names. 

MAN: Language is affected by antecedents and consequences, like all other behavior. A behavior 

analysis of language allows teachers to use the environment to assist students in communicating more 

effectively. 

TEACHER: We’re going to go to the table for a minute. Aaron, give the card to Aden. 

MAN: There are four basic verbal operants that have been identified. They are the mand, the tact, the 

intraverbal, and the echoic. 

CHILD: [inaudible]. 

TEACHER: Yes. Want both of them? 

CHILD: Turtles. 

TEACHER: You want the turtle? Push. 



MAN: The antecedent for the mand is a motivative operation. Mands are controlled by the child 

wanting something. Wanting something leads the child to ask for that thing, and mands are reinforced 

by specific consequences. 

TEACHER: You’re swinging. 

MAN: In other words, the child wants something, they say it, and they get it. 

CHILD: Apples. 

TEACHER: Apples and bananas? Okay, we can do apples and bananas. Listen. What do you hear? 

CHILD: Horn. 

TEACHER: That’s right, it is a horn. 

MAN: Tacts are verbal operants that are controlled by sensory antecedents: the child hears, sees, 

smells, tastes, or feels something. 

TEACHER: How does this feel? Soft. It is soft. What is it, Tara? It is a goat. 

MAN: The consequence for a tact is non-specific. The child does not necessarily get what they say. A 

common word for tacting is labeling. 

TEACHER: Socks and shoes. You fly a kite. 

MAN: The intraverbal and the echoic are very similar verbal operants. Both echoic and the intraverbal 

have, in the antecedent condition, a verbal stimulus. 

TEACHER: Bird says? 

CHILD: [inaudible] 

TEACHER: Choo-choo. 

CHILD: Train. 

TEACHER: Frog says? 

CHILD: Ribbit. 

MAN: For the intraverbal, somebody will say something to the student. 

TEACHER: Tie your? 



CHILD: Shoe. 

TEACHER: An elephant says? 

MAN: The student will then respond with a verbal response that is different than what was initially said 

to them. Common names for intraverbal include answering questions -- 

TEACHER: What’s a frog say? 

CHILD: Ribbit. 

TEACHER: Ribbit. 

MAN: Doing word associations or filling in the blanks. 

TEACHER: You write with a? 

CHILD: Pencil. 

TEACHER: Thomas the? 

CHILD: Tank. 

TEACHER: Roar says the? 

CHILD: Lion. 

MAN: Intraverbals are reinforced by non-specific consequences. 

TEACHER: Smell the flowers. Smell the flowers. 

MAN: Echoic means echoing, or repeating what has been said to you. 

TEACHER: Bingo. 

CHILD: Bingo. 

TEACHER: Tubby time. 

CHILD: Tubby time. 

TEACHER: Baby sleeping. 

CHILD: Baby sleeping. 

MAN: In the echoic, the student’s response and the antecedent share formal characteristics. 



TEACHER: Go eat. 

CHILD: Go eat. 

MAN: In addition to teaching the primary verbal operants, it is important that we teach skills that do not 

necessarily involve the student responding as a speaker. The other operants that we focus on teaching 

include listener responding, imitation, and match to sample. 

TEACHER: Touch black. Clap your hands. Shake the maraca. Find the rabbit. Show me crying. Stand up. 

Show me jumping. Sit down. Point to the flowers. Show me sneezing. Oh, good job. 

MAN: In listener responding, the student behaves as a listener. The antecedent for listener responding is 

a verbal stimulus. 

TEACHER: Clap your hand. Rub your belly. 

MAN: The student then responds by engaging in non-verbal behavior. Listener responding means 

following directions. 

TEACHER: Do this. Do this. Do this one. 

MAN: Imitation is a key operant for students. Learning to do what other people do is a central part of 

almost all learning. 

TEACHER: Do this. Do this. Do this. Do this. 

MAN: In imitation, the antecedent is a non-verbal stimulus. In other words, somebody does something. 

The student responds by doing the same thing. 

TEACHER: Do this. Great. Do this. Great. Here’s your stick. 

MAN: Again, the consequence is non-specific. 

TEACHER: Find this one. 

MAN: Match the sample involves making comparisons. It is a key skill related to almost all future 

academic learning for students. 

TEACHER: Put the same. Find this one. Where does this go? Match. 

MAN: In match the sample behavior, the antecedent is generally non-verbal. 

TEACHER: Where’s this one? 



CHILD: I got it. 

MAN: A common name for match the sample is matching, bringing two things in proximity that share 

some property. 

TEACHER: Find the one like this. Find this one. 

MAN: In order to communicate effectively, students must use all of the verbal operants. 

CHILDREN: Bye! Bye bye! Bye! 

MAN: For more information, visit the PaTTAN website. 

[VIDEO ENDS] 

WILLOW HOZELLA: All these videos are on the PaTTAN website as well, so if you want to review them or 

you want to see some of the other ones, there’s more than just what you’ll see here. There’s quite a 

few. So moving on, now that we have an idea of verbal operants and that as the analysis for how we’re 

going to look at communication with the children we work with, how do we use it?  

 And we use it with intensive teaching through discrete trial instruction. And a lot of what you’ve 

seen so far has been discrete trial, working with the card sort, that type of thing. Each trial in intensive 

teaching has one antecedent, one behavior, and one consequence. I say, what is it? Child says, CD. And 

either they get reinforced or we move onto a different task which brings them closer to reinforcement. 

 Discrete trial instruction has wide support. There’s lots of literature. The NAC standard report 

mentions it as an effective intervention for kids with autism. And we’re going to go over discrete trial 

because so many of its characteristics, we don’t just use it sitting at a table with cards. You can do 

discrete trial out in the environment anywhere that you are. People tend to do it with their kids when 

they’re pushing them around in the grocery store even. They’ll talk, oh, what’s that one? It’s an apple. 

Yeah, it is a green apple. That type of thing. 

 So in the antecedent condition, there are three things that can -- that we look at. The first is 

motivation. The child wants something. The next is a term that you heard, and I’ll go over it right now, 

discriminative stimuli. Discriminative stimuli is just something that indicates the availability of 

reinforcement.  

 It’s when you look at -- when you’re in the supermarket and you look at the bananas, you grab 

the yellow one because you’re going to eat it on the way home. You never grab the green one. That’s 



because yellow skin on a banana indicates to you that the banana is ripe and ready to eat. And that’s all 

a discriminative stimulus is. It’s saying that reinforcement is available because, in the past, this condition 

has indicated such.  

 You never walk up to a restaurant when all the lights off and the closed sign is on the door and 

try and open the door, because you’ll never get in the restaurant. But you do walk up to the restaurant 

with all the lights on and an open sign, and open it up and go in and get food. The open sign is the 

discriminative stimulus that the restaurant is -- will serve you food right now. 

 So that’s all. And I may refer to that as an SD as well. So that’s all it is. It’s, you know, ripe berries 

in a bush, whatever -- however you want to think about it. It indicates the availability of reinforcement. 

Whereas motivation indicates only the sort of the strength of how much you want something to speak 

imprecisely. It has to do with the value of reinforcement.  

 And that’s an important discrimination for you guys to make because when you’re working with 

a child, they may want something, but it’s not available. And if it’s not available, then you can’t have 

SDs, you can’t have discriminative stimulus to indicate that it would be. 

 Prompts are the last one. This is how we’re going to teach new skills. We’re going to use 

prompts. We’re going to prevent errors. And a prompt is something that we’re going to select from their 

known items, things we know that they know. They can identify a picture of a cat. In the presence of a 

picture of a cat, the child reliably says cat. 

 If that’s -- if that’s accurate and he does, then I can teach other things. I can say, what says 

meow? And I can hold up a picture of a cat, a listening stimulus. Cat. That’s right, a cat does. And then I 

can stop showing the picture eventually and say, what says meow? And the child says cat. And now you 

have an intraverbal skill that you’ve taught based on the tact that they know. 

 So the behavior is just what the student does. It’s just whatever their motions are through the 

environment. And in the antecedent condition, it might be as a result of motivation. It might be a result 

of a discriminative stimuli. Or it might be a result of prompts. But either way, the behavior is the 

observable, measurable thing that the student does. 

 Then there are two consequences we’re going to talk about. One is reinforcement. I’ve talked 

about it a good bit. Anything that increases the future probability of behavior is reinforcement. The 

other element is punishment. And punishment, once again, punishment is not a thing. You know, 

spanking is not punishment. Spraying you in the face with water is not punishment. It might be 



something that you like. Punishment is a concept. It’s anything that decreases the future probability of 

behavior. 

 And once again, reinforcement and punishment, people frequently think of them as tangibles or 

actions or things like that. It’s a concept. It’s anything that decreases the future probability of behavior. 

That’s what punishment is. 

 So motivation. Motivation is the result of conditions in the environment. And I briefly touched 

on this at the beginning. Motivation is not under -- is not internal. We can -- we can affect motivation. I 

could -- if Nancy, this woman over here, she is not thinking about the thing that I’ll contrive some 

motivation for right now. It’s not like some burning desire for this thing is churning in her brain. But if I 

took this paper and drew a squiggly line on it and handed it to her and I said, cut along that line within a 

couple millimeters and I’ll give you $100.  

 Motivation for scissors has suddenly occurred. And it didn’t occur because of internal events. I 

changed the environment and motivation occurred. And that’s a very important thing to keep in mind. 

Motivation is affected by satiation and deprivation for things like food, thirst, that type of thing. If you -- 

if I’m hungry and I’m very hungry and I go out to eat, and I eat a giant bowl of pasta, I’m not hungry 

anymore. I’m no longer -- I’m not going to walk out and then walk to another restaurant, sit down, and 

order more pasta. I’m not going to engage in that behavior. I’m satiated. I have enough that I don’t want 

anymore. 

 The other is deprivation. If I jog around the building 100 times, I will begin to sweat. I’ll begin 

panting. The moisture in my body will begin to be excreted so that I’ll cool off, and I’ll want water. And 

that’s because I’ve been deprived of water. My body has begun to need water. 

 And motivation can also be affected, and this has more to do with what we’ll be doing -- other 

changes in conditions. What I just described with the scissors is other changes in the environment. You 

can contrive and capture motivation. 

 The thing to remember with satiation and deprivation is when we’re delivering reinforcers to 

students. If we’re using edibles, you don’t want to say, touch your nose and the child touches his nose 

and you dump a bag of chips out. They’re not going to want chips when they’re done, and all you’ve 

done is satiate them on a reinforcer that maybe you could have used by breaking those chips up into 

little smidges and delivering them contingently. 



 So you want to think about satiation and deprivation. If a child loves the iPad, you know that he 

loves Angry Birds, he plays Angry Birds, go nuts to get to play Angry Birds for a couple minutes, keep 

Angry Birds back and present it when you’re doing a task of more difficulty, or a task that you want to 

reward more, that you’ve been struggling with. He hasn’t -- I’ve been trying to get him -- I say clap 

hands, he barely does it. One day, I say clap hands and he does it really proficiently. Hit him with the 

good one. You can affect the motivation by sort of depriving of a previous conditioned reinforcer. 

 Some examples, a screwdriver. I walk up, I see a slotted screw, a Philipps head screw, and my 

behavior will be stuff where I need -- hey, do you have a screwdriver? And I get it. A pen. If I need to sign 

a check, motivation is high for a pen. I wasn’t thinking about pen, and I’ll engage in behavior to get it. 

Police cars, we talked about that as being a motivator to avoid something, to engage in behaviors to 

avoid that thing. The next antecedent that we talked about was -- yes? 

AUDIENCE MEMBER: What happens when you provide the Angry Birds as the motivation and then you 

want to take it away to continue on in something else, and the kid’s holding onto it? 

WILLOW HOZELLA: Yeah, giving up reinforcers is definitely an issue. We have protocols for that. And the 

dealing with problem behavior session in the afternoon might deal more closely with it. You can also -- 

there’s the protocol and the procedure are on the PaTTAN website.  

 I won’t go too into it because it’s -- anything I’m saying today are concepts. They’re not rules. 

They aren’t -- if I told you how to do that, it might work with your student, but it might not. It probably 

wouldn’t because I don’t know specifically why they’re not giving up.  

 We do run a procedure where, essentially, we start with -- so they love Angry Birds and they’re -

- eh, they’re okay. They’ll play with a cup a little bit. I’m not going to start by trying to get the Angry 

Birds away. I’m going to start by trying to get the lower value reinforcer. I’m going to do that by trading. 

Here, give me the cup while presenting a slightly higher -- a reinforcer of higher favor. They take it, they 

accept the reinforcer. Then I give the cup back. Because what you want to teach is essentially that when 

I take Angry Birds away, it’s not disappearing. I’m just -- I’m taking it back. You might get it later.  

 And that’s a skill that you have to teach. And you use data and, just like all of these, it’s 

something that takes a conceptual analysis, but you need to teach that skill I guess is the answer to the 

question. And there are procedures for that. And if you need, I can show you after the session is over 

some of the protocols for that. 



 So the next antecedent is the discriminative stimuli, just giving the availability of reinforcement. 

I gave you some of those examples already. The last one is the important one for us. We want to be 

discriminative stimuli. We want to be the open sign on the restaurant. When Mr. Willow’s in the room, 

good stuff happens to me so long as I’m complying, so I’m going to comply. You want to be an SD for 

rich, valuable reinforcements that are delivered immediately. 

 The discriminative stimulus can also include more than one thing. It’s not -- if you’ll notice, when 

I hold up a picture of a cat with a student, I don’t just hold it up and wait for them to label it. I’ll say, 

what is this? So me saying what is this and presenting it are the discriminative stimulus. So that’s 

something to just consider, that it can include more than two things. It can include a lot of things, 

actually. 

 So pair yourselves with reinforcement and be that discriminative stimulus for the student. And 

the last antecedent condition is the prompt. And we pick our prompts because we have data to show 

that they have a strong history of getting the behavior to occur. If I say, do this, and the child does this, 

and I say, do this one, and they do that one. I say do this, and they do that. Then I can teach them to 

eventually -- you know, I can say, do this, do that. Eventually, I can teach them, sign cookie. They sign 

cookie, or I hold up a cookie and they ask for it in sign language.  

 Motor imitation prompts can be used to teach receptive discrimination, for instance. Tacts, I 

gave you the example. Being able to label something, I can then teach you some intraverbals around it 

just so that you understand the building block. That’s why we look at it that way. 

 Once the selected behavior occurs, we can reinforce it so that it’s more likely to occur in the 

future. And prompts, once again, have multiple stimuli. There’s the prompt and the discriminative 

stimuli that you want to eventually control it. So my holding up a picture of a cat and saying, what is it? 

Cat, so that they’ll reply cat. Hopefully they are replying echoically. And then I’ll fade it out so eventually 

just what is it will elicit the response, cat. 

 These are some general rules for known skills to use them that share a similar topography with 

the target skill. So for imitation with sign, we’re going to have the mand. We’re going to do exactly what 

I described. We’re going to imitate it. If they can echo or if they can label a picture, that’s how I’ll teach 

them vocals, the mand. Tact once again, signed imitation, echoic. 



 There’s no echoic relation in sign language. It’s imitation if they imitate. And if I say, cookie, and 

they sign cookie, that’s actually an intraverbal because it’s doing something different. The movements of 

their musculature is different than the movements of my musculature. 

 And we select our vocal for our learners, so we need echoic programs from a good, established 

skill set that we use in assessment. We use ESA on the VB-MAPP. And that’s where we pull our initial 

prompts from for echoics. 

 Intraverbals, we might have a signed tact or an imitation for our intraverbals. What do you like 

to eat? We want the child to say cookie. I might have to teach him how to do this first, either through 

imitation or through showing a picture. 

 For vocal, it’s the same. It’s echoic or tact. It’s just with your voice instead of with your hands. 

And for listener responding, we’re going to do imitation. Touch the podium, and the child touches the 

podium. Touch the podium. This time, I’m not prompting, and the child will come in and do it, hopefully. 

If we’re teaching well, that’s how it works. And imitation or any of those can be used if you need to, you 

know, touch the cookie. 

[VIDEO BEGINS] 

WOMAN: In this segment, we’ll be talking about how to select prompts. 

TEACHER: Good, where’s number 18? Good. Something with speakers is a? 

WOMAN: Prompts are selected in a systematic fashion. We want to select prompts that are least 

intrusive, but that will ensure a correct response from the student. 

TEACHER: What is this? Good. Something with speakers is a? Right. 

WOMAN: To select prompts, we want to review our data systems, students’ assessment, and skills 

tracking sheets. In the prompted condition, there are two parts, the prompt -- 

TEACHER: What is it? Choose. 

WOMAN: And the stimulus we want to control their behavior. 

TEACHER: What is it? Choose. 

WOMAN: Prompts for target items are usually selected from acquired items in other areas. 

TEACHER: What is this here? This here is a? 



WOMAN: For example, for intraverbal skills, known tacts are most often used as prompts. 

TEACHER: Something with buttons is a? Yeah, something with buttons is a? 

WOMAN: Because I know that she can reliably tact cat, now what I do is add to my antecedent 

condition that phrase, meow says a, leaving a blank in the presence of a picture to get that response cat. 

So it would look like this. Meow says a? 

CHILD: Cat. 

TEACHER: What is it? 

CHILD: Shovel. 

TEACHER: Something you dig with is a? 

CHILD: Shovel. 

TEACHER: Something you dig with is a? 

CHILD: Shovel. 

WOMAN: For receptive actions, known imitation skills are generally used as prompts. 

TEACHER: Touch head. Touch head. Here’s a pretzel. 

WOMAN: I know that a student can already imitate when I do this, so in the antecedent condition, when 

I say do this, the student can reliably imitate me. I am now just going to add my receptive instruction of 

where’s your nose to that antecedent condition of this to get the response for the student to touch their 

nose as well. So it would look like this. Where’s your nose? 

TEACHER: Do this. Touch head. Touch head. 

WOMAN: For tact targets, we use echoic prompts for vocal students and imitative prompts for signers. 

TEACHER: Do this. What is it? What is it? 

WOMAN: In this piece, what I’m going to add to the antecedent condition of my movement is also the 

presence of the picture of the airplane. So it looks like this. What is it? Airplane. And the student can 

reliably respond by imitating. 

TEACHER: What is it? Spoon. 

CHILD: Spoon. 



TEACHER: What is it? 

CHILD: Spoon. 

WOMAN: For vocal tacts, I’m going to add the picture of the apple to my antecedent condition along 

with my echoic prompt to get the response for the tact. And it looks like this. 

TEACHER: What is it? Apple. 

CHILD: Apple. 

WOMAN: Remember that when selecting items to put on a skills tracking sheet, these targets can serve 

as later prompts for teaching items in other programs. 

MAN: For more information, visit the PaTTAN website. 

[VIDEO ENDS] 

WILLOW HOZELLA: I’ve gone over reinforcement extensively. Just to remind you, reinforcement or 

consequences that increase future probability of behavior. And it always increases the future probability 

of behavior. And it’s not a thing. As I said, it’s a concept. It’s most effective when it immediately follows 

the behavior that you want to see. You don’t want to wait a protracted period because you’ll end up 

reinforcing things that are not the behavior you wanted to see. 

 And go into that, into errorless teaching. So you saw some examples up there of what errorless 

teaching looks like. How do we teach a child without leaving it up to chance that they’re going to get 

things correct? We do that by prompting. 

 Errorless teaching reduces student errors. And if a student errs, they may get reinforced for it. 

So if we’re reducing the possibility of that happening, we’re reducing the possibility of reinforcing an 

incorrect response, or some sort of problem behavior, or whatever it may be.  

 Errorless teaching is associated with faster learning. Students will pick it up quicker because 

you’re teaching it directly. You’re providing the correct answer, the correct response form, whatever 

that may be. And then you’re reinforcing. You’re creating an opportunity to reinforce correct 

responding. 

 Errorless procedures are used for target items. They’re not used for items the child already 

knows. You don’t need to always prompt or else you’ll end up building a prompt dependency. So we’re 

only doing it for those items we’ve targeted. The child doesn’t know how to, say, tact a picture of an 



apple, so we’re going to teach it errorlessly. We’re going to say, what is apple? And then get the 

response. 

 If errors are always occurring, if you’re getting a lot of errors, then probably your instruction 

level is too hard. If your instructional level is too hard, you’re going to lose the instructional control that 

we talked about establishing. And errorless teaching can prevent that. It can prevent you from leaving 

too much up to chance. So I’m going to do a video on errorless teaching. 

[VIDEO BEGINS] 

WOMAN: In this segment, we’re going to be talking about errorless teaching procedures. 

TEACHER: What is it? Peanut butter. What is it? 

CHILD: Peanut butter. 

TEACHER: Tell me an animal in the house. 

CHILD: Cat. 

TEACHER: It is a cat. What’s this? Yeah, what is this? 

CHILD: Peanut butter. 

WOMAN: We use errorless teaching procedures with all items that are being taught. The errorless 

teaching procedure in intensive teaching has four steps: prompt, transfer, distract, and check. 

TEACHER: What am I doing? Knocking. 

CHILD: Knocking. 

TEACHER: What am I doing? 

CHILD: Knocking. 

TEACHER: Clap your hands. What is it? Dog. What am I doing? 

CHILD: Knocking. 

WOMAN: Errorless teaching starts with an immediate prompt. 

TEACHER: Something that drinks milk is a? Something that drinks milk is a? 



WOMAN: What I’m going to be demonstrating is using the errorless teaching procedure to teach a tact 

target spoon using an echoic prompt. What is it? Spoon. 

CHILD: Spoon. 

WOMAN: What is it? 

CHILD: Spoon. 

WOMAN: Say happy day. 

CHILD: Happy day. 

WOMAN: Do this. What’s this one? 

CHILD: Present. 

WOMAN: And what’s this? 

CHILD: Spoon. 

WOMAN: Excellent. The prompt trial ensures that the student will respond correctly. I asked her what is 

it, and said spoon. And that is what controlled her response at the moment. What is it? Spoon. 

CHILD: Spoon. 

TEACHER: What is it? Hard. What is it? 

CHILD: Hard. 

WOMAN: The transfer trial allows the student to respond with a faded prompt, or with no prompt. 

TEACHER: Something that says meow is a? 

CHILD: Cat. 

TEACHER: Something that says meow is a? 

CHILD: Cat. 

TEACHER: Say tabletop. 

CHILD: Tabletop. 

TEACHER: Do this. Something that says meow is a? 



CHILD: Cat. 

WOMAN: The transfer trial eliminates the prompt. In this case, I’m taking away the echoic prompt. 

What is it? 

CHILD: Spoon. 

TEACHER: Do this. 

WOMAN: Distractor trials are used in order to give the student the opportunity to respond to some easy 

trials. 

TEACHER: Do this. What is it? 

CHILD: Slide. 

TEACHER: Touch the toothbrush. 

WOMAN: The distractor trials as they are described are used just to put in some distractors of easy skills 

the student already has acquired. In this case, I already know that the items in these two piles are things 

that are easy for Debby to respond to. Do this. What’s this one? 

CHILD: Present. 

TEACHER: Touch the flowers. Something that drinks milk is a? 

CHILD: Cat. 

TEACHER: Nice listening. 

WOMAN: And then finally, we use the check trial to ensure that the student will be able to respond 

after some distractor trials. In other words, to see if the student remembers what the response is. 

TEACHER: Something that says meow is a? 

CHILD: Cat. 

TEACHER: Something that says meow is a? 

CHILD: Cat. 

TEACHER: Do this. Show me crying. Something that says meow is a? 

CHILD: Cat. 



WOMAN: The tactile allows us to assess if the student is able to remember the response of the item 

taught after the distractors have been presented. What is it? 

CHILD: Spoon. 

WOMAN: Excellent. Using errorless teaching procedures will help  increase student rate of responding, 

increase the pace of instruction, reduce problem behavior, and increase rate of acquisition for students. 

MAN: For more information, visit the PaTTAN website. 

[VIDEO ENDS] 

WILLOW HOZELLA: Okay, so the sequence for teaching when we’re teaching something, the sequence is 

to prompt, transfer, distract, and then check. The prompt is where we provide the answer, we provide 

the response form, or some stimulus we know will get them to respond in the appropriate way. 

 Then we get a transfer. And all the transfer means is that we’re moving from the prompt to an 

unprompted response because we don’t want children to rely on us to prompt them through the 

answer. We need to make sure that we fade that out and eventually don’t use it at all. And that’s all the 

transfer is. 

 The distract, you’re just putting some latency between the time you ask the question and then 

the check where you ask without any sort of prompt. And you’re just checking to make sure that they’ve 

remembered the skill. 

 It’s errorless because the first thing we do is prompt, and that prevents the errors. The transfer -

- or I’m sorry, the distract and the prompt all come from known items, from things that we know that 

they will reliably respond correctly to or elicits whatever response we want to get. Yes? 

AUDIENCE MEMBER: Can -- let’s say after the distract [inaudible]. 

WILLOW HOZELLA: That’s coming up. That’s error correction procedure. Yeah, that’s -- that is the 

inevitable question for this. Yeah, what if they get one wrong? And they will. It happens. We intersperse 

the easies, we use the distracts, that sort of thing because we want them to practice known skills. Most 

of our teaching are easy items, are things that they reliably know how to do. About 80% of our teaching 

should be. And once again, that’s not a rule. That’s just a general 80-20 mix is a good one. 

 It also provides a lot more opportunity to respond independently and get reinforced. And you 

prevent some of the loss of skills that can occur when you don’t review something enough. We talked 



about at the beginning of the day, we talked about anything that you do frequently, you’ll do well. So we 

need to get lots of responding frequently so that they’re able to do it proficiently. 

 The high probability items, the ones that they know, will result in more reinforcement. If it 

results in more reinforcement, since that’s going to increase the future likelihood of behavior, we’re 

more likely to have good teaching and good responding from the students. 

 The fast pace of instruction, once again, it’s not a race, but we want it to be brisk. There’s not a 

lot of downtime because, one, the kids don’t have time for there to be downtime. And two, you’re going 

to contact some problem behavior and things like that if there is. Yeah, I’m going to show this, just two 

examples of fast-paced versus slow-paced instruction. The first one will be slow-paced. 

[VIDEO BEGINS] 

TEACHER: Okay, we’re going to do some match, Gene. Fork, fork? Match. Good, matching. Take your 

top. Okay. Touch the keys. Beautiful. Good touching keys. Okay. Can you -- can you do this? Good job. 

Take some water. 

[VIDEO ENDS] 

WILLOW HOZELLA: Okay, so in a minute, about three responses. And that’s not very quick. That’s not -- 

that’s a lot of downtime. The student was sitting there not responding while she’s setting up, looking for 

her materials, that sort of thing. Now here’s fast-paced instruction, also a minute long. 

[VIDEO BEGINS] 

TEACHER: Put your arms up. Do this. Can you touch your head? How about this one? What’s that? 

CHILD: Car. 

TEACHER: It is a car. Take your SpongeBob. Show me knocking. And what am I doing? 

CHILD: Knocking. 

TEACHER: These are my? 

CHILD: Ears. 

TEACHER: Can you touch the playdoh? Good job. How about pbskids.org? Say two-seven. 

CHILD: Two-seven. 



TEACHER: Tap the table. What’s this called? Apple. Show me sleeping. What’s your name? 

CHILD: Nicole. 

TEACHER: It is. Say banana. 

CHILD: Banana. 

TEACHER: Where’s your mouth? What’s this? 

CHILD: Hair. 

TEACHER: Say boot. 

CHILD: Boot. 

TEACHER: Do this. Clifford the big red? 

CHILD: Dog. 

TEACHER: Nice job, Nicole. 

[VIDEO ENDS] 

WILLOW HOZELLA: Okay, so the same amount of reinforcement, but as you saw -- 

TEACHER: One responding fades because it has -- 

WILLOW HOZELLA: There was more -- I’m sorry. Many more responses, same amount of reinforcement, 

faster paced, which you’re going to have the student be much more engaged. You’re getting more 

responses and you’re reviewing those tasks that are already known. 

 Okay. So to come to your question, what if an error occurs, as it inevitably will? We need to have 

a procedure. We need to know what we’re going to do and how we’re going to do it when these errors 

do occur. And we use an error correction procedure that is end, prompt, transfer, distract, check. 

 The first thing you’re going to do is end the trial. If you say, what is it, and you’re pointing to the 

computer, and the child says, big red dog, you want to end that trial. You want to make sure that 

reinforcement isn’t available right now. Then you’re going to come back and you’re essentially going to 

teach it. You’re going to use the errorless teaching procedure. You’re going to prompt, you’re going to 

transfer, you’ll distract, and then check. 



 The reason the end is included is because we want to make sure -- we need to make sure, oh, to 

repeat the SD. So if I say, what is it? And the child says, couch. And I say, coffee. He says, coffee. You 

might end up getting a chained response in the future. What is it? Couch coffee. Because that was what 

-- that was the response that was reinforced. So we’re going to end, we’re going to come back and 

repeat our SDs, our instruction in this case. What is it? And then prompt, coffee, and go into your 

teaching procedure. I’m going to show a video on error correction procedures. 

[VIDEO BEGINS] 

WOMAN: In this segment, we will be discussing error correction procedures. 

TEACHER: What do you see? Bike. What do you see? Bike. Do this. What color? What do you see? Bike. 

WOMAN: Sometimes students will make errors, inadvertent errors that we don’t expect. When these 

errors do occur, we need to be able to correct them as quickly as possible. 

TEACHER: Find the stove. Stove. Where’s the stove? Good. Where’s the stove? By the fork. Good job. 

Where’s the stove? 

WOMAN: The error correction procedure involves a sequence of five trials. An error occurs and that is 

followed by re-presentation of the stimulus with a prompt, transfer, distract, check procedure. In other 

words, the procedure looks almost identical to your errorless teaching procedure, except that here an 

error has occurred and we need to re-present our instruction with a prompt. 

TEACHER: What is it? 

CHILD: Duck. 

TEACHER: What is it? Chicken. 

CHILD: Chicken. 

TEACHER: What is it? 

CHILD: Chicken. 

TEACHER: Do this. Do this. What is it? 

CHILD: Chicken. 

TEACHER: This is my? 



CHILD: Nose. 

TEACHER: What’s this? 

CHILD: Cheeseburger. 

TEACHER: Clap your hands. Clap your hands. Clap your hands. Say, lives in the zoo. 

CHILD: Lives in the zoo. 

TEACHER: What are these? 

CHILD: Maple. 

TEACHER: Clap your hands. Great job. 

WOMAN: Clap your hands was a skill that was supposed to be easy for them, however she made an 

inadvertent error. I then went back to re-present my instruction. We want to make sure we re-present 

that instruction before going through the prompt, transfer, distract, or check trials. The reason why 

that’s so important is because we want to avoid chaining an error response with an actual response. We 

want it to be clear that the only behavior that should happen when I say clap your hands is her clapping 

her hands. Clap your hands. Clap your hands. Clap your hands. And what’s this? 

CHILD: Shirt. 

WOMAN: And what are these? 

CHILD: Bagel. 

WOMAN: Clap your hands. Excellent. Using error correction procedures avoids student frustration and 

keeps students from practicing errors. 

MAN: For more information, visit the PaTTAN website. 

[VIDEO ENDS] 

WILLOW HOZELLA: Procedure. The next thing we want to know is, what are errors? Because sometimes 

it may seem obvious. It is obvious when you say clap your hands and the child knocks on the table. But 

sometimes children error and we end up reinforcing it inadvertently. You show a picture of an apple and 

you say, what is it? And they say, you eat it. You go, yeah, you do eat it, but what is it? Well, it’s not a 

you eat it. It’s an apple. And if you ask what is it under those conditions, everyone in here would reply 

apple. Nobody would reply you eat it. 



 So the -- just because a child says a feature or some function of the thing, or they might say it’s 

red or it’s any of those myriad things, that’s an error. And we want to end our trial and come right back 

in and teach it, teach it correctly. Because the response that they’re to give is explicit. You’re asking an 

explicit question. You should expect to receive an explicit answer. 

 The next one is fairly obvious, no response. You say, what is it? And they just sort of stare off 

into space. We recommend about a two-second time delay. If they don’t answer in two seconds, you 

want to come in and prompt, end the trial, then come in, prompt, transfer, distract, and check. 

 Some people will say, oh, he’s thinking about it or he’s processing it. Maybe, but once again, 

we’re sticking to observable and measurable things. And if this child’s on the playground, if your 

student’s on the playground, another student comes up and says, hi, my name’s Grant. Do you want to 

play? And your child sits there, thinking, and he’s processing, does he want to play? The kid’s gone by 

the time he answers. 

 Part of our communication when we communicate is proficiency. We -- I ask a question, you 

give me an answer, we go forward. That’s how communication occurs. It’s not I ask you something and 

you sit there for a while, and then you respond. We need to teach proficiency because that’s a skill set 

within communication, and it addresses those core deficits. 

 The last one, self-correction, is another one that people frequently inadvertently reinforce. 

What do you do with this? You hold up a pen and the kid says, you -- you drive -- you write with it. You 

write with it. Yeah, you do write with it. Once again, you may end up inadvertently reinforcing chained 

responses. They’re more likely now to say you fly, then you write with it. 

 A wrong answer if -- a wrong answer is a wrong answer. Any of you, if I asked, what do you do 

with it? Most of you would say very proficiently, you write with it. That’s how we want our kids to 

respond too. 

 So self-correction, guessing, it’s really just scrolling behavior. And you don’t want to reinforce 

scrolling behavior because it’s really guesswork. They’re just giving you a bunch of responses until they 

hit on the right one, and now I get the reinforcement. We’re looking at it, if the line is going up, then we 

know we’re doing it right. If they’re flatlined and they’re not gaining new skills, we know that we need to 

make some sort of change in our instruction. 

 Our data systems need to be clear, accurate, efficient. Any of you that work in a school, I’m sure 

that you don’t have a lot of time to waste in a day, so this needs to be something that you can do quickly 



and refer to quickly. And it needs to provide -- the last one’s sort of an obvious, but it needs to provide 

the necessary information that you want. It needs to tell you what you’re actually looking for. 

 So some of the data systems we use for intensive teaching. The first is a cold probe sheet. And a 

cold probe sheet is when the child comes in, the first instruction period of the day, I’m going to ask them 

their targets. If I’m working on show me clapping, I’m going to ask show me clapping without the 

prompt. And if they get it, I’ll circle yes. And if they don’t get it, I’ll circle no. And if I have time, run an 

error correction. 

 And the cold probe sheet is how we determine if a child has now mastered the skill and we can 

move it into their easy piles and then set a new target. And the general -- what we generally do is three 

days in a row, three days of -- three instructional days. Like if they come back after the weekend and 

they get it and they had it Thursday and Friday, they still -- they master it. 

 The next one is the skills tracking sheet, which you heard referenced on here. And that’s really 

not much more than a list of all their mastered and known items, the date that you introduced it, and 

the date that it was mastered. And you also want to have future targets on there so that when they do 

master it, you just move to the next one and you’re not -- you don’t have to sit around thinking about it 

or looking for new materials. Yes? 

AUDIENCE MEMBER: Where do you get all of the targets? Like lists of the intraverbal questions? 

WILLOW HOZELLA: On the resource desk there is some of that, but it should be -- as I said in the 

beginning, it should be for the specific student. Some students need different -- all students need 

different skills than the kid next to them. And we want to make sure that it’s individualized and it’s 

relevant to that child. So we’re picking things that are socially significant skill sets. And within the verbal 

operants, we’re building from there so that their language is getting increasingly complex. Does that 

answer your question? Okay, good, good. 

 And the last one, the cumulative graph. And a cumulative graph is very useful for you because 

it’s a quick reference. Rather than sitting there and paging through data, okay, well, he mastered -- he 

can label fork. But rather than doing that, you can flip to a cumulative graph and you can see the line 

going up or the line flatlining.  

 And if it’s going up and it’s skill acquisition, great. And if it’s flatlining, you know you need to 

make a change. And then you can put a line there to say on this date, I began doing this thing different 

with my teaching. And if after that, it starts going up again, great. If it stays flatlining, then you need to 



do something else and you need to change your instruction. It’s like a quick reference for you to know 

that a change needs to be made or that things are working. 

 I’m going to show you some examples. I hope you can see them. This is our weekly cold probe 

sheet. You can see the previous yesses, the number of days active, which operant it is. If it’s a picture of 

a cat, are they learning that it says meow? Are they learning that it’s a cat? Are they touching cat? Are 

they identifying it out of a field? 

 And then the target skill, where I usually recommend just write out essentially what you’re going 

to say, and yes or no. The reason number of days active is on there is because there might be one 

specific thing. It might be, you know, a picture of a cat and it’s a really fuzzy picture, or they’ve never 

seen that particular cat before, whatever it may be. If there’s number of days active, you start seeing, 

you know, 20 days active, then you need to make a change to that specific one too. 

 So once again, we’re letting data guide our instruction. When you look at cold probe sheets and 

they have, you know, number of days active and it’s 25, well, we need to step back and look, how are 

we going to teach this differently? 

 This is an example of a skills tracking sheet. You can see it’s a very straightforward target. What 

you’re going to teach, then the date introduced and the date mastered. And once again, if you’re seeing 

a month go by for each date mastered, once again, you’re going to start thinking, well, maybe we need 

to change what we’re doing in some way. 

 And this is an example of a cumulative graph. Sort of a slow, steady increase you can see. And 

that -- you only put a dot down on the key -- you put a dot down every day for a cumulative graph . It 

only goes up if they master it, not if they get a yes. Otherwise, the graph just looks like it’s just a zigzag 

up and down. 

 So every time they master it, you drop a dot. If they don’t master anything, it stays on the same 

line. And that’s when if you start to see long periods of flatline, you know that a change needs to be 

made. 

 Okay, teaching social skills. A lot of the -- one of the core deficits of autism, the functional 

problems with social interaction, we may need to teach it with adults first. And a lot of it we need to 

teach explicitly. And we’re going to teach it errorlessly. And as I mentioned with the task analysis, we 

may have to look at the component parts of it and teach those first. It might not be as simple as 

teaching them how to interact on the playground. We might have to first teach some component skills, 



knowing what playground equipment are, knowing how you play on playground equipment, that sort of 

thing. 

 If a child isn’t approaching their peers, you’re going to have to also condition peers as 

reinforcement. And it has to get better for them in order for them to engage in that behavior. So you’re 

going to need to start conditioning your peers as reinforcers. You’re going to want to teach them how to 

mand to their peers, how to ask their peers what they want, and also how to reinforce their peers 

manding behavior. If their peer asks them to push them on the swing, that they know that that means 

they walk around and I push them on the swing. 

 Greetings. You want to make sure that it’s within context and that they’re -- it’s not something 

where, hello, goodbye. You teach it functionally. And you don’t teach it rotely. You don’t say hello to 

everybody you pass on the street. You say hello to those people that you say hello to, your friends, your 

family, your coworkers. 

 Social play, just engaging in shared activities, learning how to take turns and be cooperative. 

Once again, we have to teach it explicitly. We have to sit down with the kid and go over possibly 

component steps and pair it with reinforcement. 

 Self-management and advanced language, those types of things, perspective taking, that’s -- 

you’re going to make sure that they have all of the prerequisite skills. So I’m not going to teach a child 

how to brush his teeth if he doesn’t know what a toothbrush is or that you keep it in the bathroom or 

how to turn on a sink. That’s -- it’s not functional to teach in that way. We’re going to go through each 

step and make sure that that step is mastered before we move on to the next one. 

 Some considerations when teaching social skills. The generalization of skills. For instance, 

there’s lots of playgrounds in the world. You don’t want them -- you don’t want to teach them so they 

only play on this playground at this time of day. 

 The right source of control. You interact differently at a bar with your friends than you do at 

church with your grandparents. And you need to teach that there’s -- you have to condition -- or teach 

that awareness and that source of control, that when I go into this building, I behave this way; and when 

I go into this building, it’s okay to behave in that way. 

 And you want to teach that in the natural environment. You can’t teach the sitting at a desk and 

going over, well, on the playground you can scream as loud as you want, but now when we’re in the 



library, you can’t, isn’t going to be very effective. You’re going to want to go to the playground, teach 

the skill, reinforce appropriate responding, and so forth. 

 This brings us to mand training, which is teaching children to ask for what they want, just the 

simplest way to think of it. It’s a central focus of language training because it’s so important, because it’s 

how -- it comprises so much of our day and how we interact. We mand for information. We mand for 

objects. We mand for actions. We request all day long. And I gave you the example of, you know, tacts 

that sound like mands and that sort of thing. I’m going to play two videos. One is a mand introduction 

and the other is a mand training, so how do you teach manding. 

[VIDEO BEGINS] 

AMIRIS DIPUGLIA: I’m Amiris DiPuglia consultant with the Autism Initiative at PaTTAN. The mand is a 

basic type of communication in which the behavior of the speaker specifies the item or event that is to 

serve as a reinforcer. 

TEACHER: The builder. 

AMIRIS DIPUGLIA: Through mand training, students are taught to use effective communication to ask 

for what they want. 

TEACHER: Light. 

AMIRIS DIPUGLIA: They learn to use different words to access different items or activities. Autism is 

defined by qualitative differences in social skills, qualitative differences in communication skills, as well 

as repetitive stereotype behaviors. Mand training helps address all three characteristics of autism. By 

teaching students to ask for what they want, we address social skills because it increases approaches 

and social initiations. 

 By learning a wide variety of mands, students learn flexibility, they can access a wide range of 

reinforcers, which results in reduced repetitive stereotype behaviors. In order to teach the mand, 

teachers need to identify what the student preferences are, set up situations where opportunities will 

occur to teach it, and then know how they will prompt those mands and how they will fade those 

prompts so that the students can eventually mand independently. 

 In this training, we will provide a format for understanding motivation, procedures for teachers 

to learn how to establish themselves as valuable sources of reinforcement, procedures to prompt and 



fade prompts to establish an independent mand repertoire, as well as procedures for addressing 

problems that may arise during mand training. 

 We know that teaching a student to ask for what they want is one of the most important skills 

you can teach. We hope this information is help to you, and thank you for watching. 

[VIDEO ENDS] 

WILLOW HOZELLA: And I’m going to play a second video on mand training. 

[VIDEO BEGINS] 

AMIRIS DIPUGLIA: We want to effectively teach a variety of skills to make our students effective 

communicators. And one of the most critical skills, if not the most critical, is teaching them to mand, to 

teach them to ask for things they want or need. 

TEACHER: Tree, nice. 

MAN: Katie right now is working with Skylar, teaching him to ask for many different things. 

TEACHER: Do you want hug? There you go. 

MAN: She is working on signs such as movie, cereal, and Reese’s peanut butter cup. 

TEACHER: There you go, Reese’s peanut butter cup. 

MAN: She’s using all these items so that Skylar learns to use one particular sign for one particular item. 

When Skylar makes a mistake, Katie is being sure to get his hands to a neutral position and not 

delivering reinforcement for a couple seconds. After his hands have been in a neutral position for a 

couple seconds, she will then re-present the item and immediately prompt him in the correct sign. This 

is teaching him to use the specific sign when that item is available and not some other sign. 

TEACHER: Okay. Did she roll fast or slow? 

AMIRIS DIPUGLIA: We want students to be effective across skills, but most important to teach them to 

ask for things they want or need, and that people are sources of reinforcement. 

MAN: For more information, visit the PaTTAN website. 

[VIDEO ENDS] 



WILLOW HOZELLA: Okay, so the benefits of mand training, teaching a child to ask for what they want 

and to affect their environment. Some of the -- some of what they talked about already on the video 

were things like advocating for yourself to get what you want. You’re allowing the student to contact 

reinforcement by engaging with you, with another person. And that’s another one that hits at the core 

deficits of children -- that children with autism have. 

 You do want to remember you’re relying on the student’s motivation. And we talked about 

motivation being in the environment. So you’re going to have to be like those -- like the examples you 

saw, engaging and setting up your environment. You’re going to be setting up situations that make it 

likely for a student to ask for what they want. And you’re also going to teach them how to do that. 

You’re going to do that through prompting and then transferring out of that prompted condition. 

 When you’re using -- when you’re relying on something like motivation, keep in mind if you hold 

up the spider toy, the child says spider and takes it and sets it to the side, they may not have wanted the 

spider toy. And you probably don’t want to keep running them -- asking them. They were really tacting it 

and they were kind of manding for you, like stop bothering me with that toy that I don’t want. So that’s 

part of something that you should consider. Is the student actually motivated for it?  

If you hold up a chip and the child says -- signs chip, and then he puts the chip down and doesn’t 

eat it, he didn’t want a chip. That’s not -- so don’t keep trying to push him. You can’t make them accept 

something that they don’t want because it will kill the motivation to interact and to ask for what they 

want. 

It’s a practical skill. We should -- most of our programming starts with the mand, partially 

because it’s so functional, partially because it involves reinforcement and finding what they want, and 

then providing it contingent upon their response. It’s a critical component of all social interactions. We 

talked about that. 

So I -- what I -- this is similar to what I just said. Don’t try to force the child to ask for something. 

Try and contrive motivation. Try and capture moments when they are motivated to do -- to ask for 

something. It can be as simple as holding up the two items and the child reaches for one of them. Pretty 

good indication that that one is preferred over the other one. And once again, it’s in the environment. 

It’s not an internal thing. We can affect our environments. We can make something wanted.  

So you want to determine response form. How are they going to ask? Is it going to be sign? Is it 

going to be vocal? Is it going to be some sort of picture exchange system? And that’s important because 



that’s going to guide our prompts. If I have a student who is vocal, hopefully I can then use echoic. I can 

hold up a cookie and say, cookie. When they respond cookie, they get it. If they’re not vocal and they’re 

using their hands to speak, we’re going to have to do imitation, motor imitation or even possibly hand 

over hand a bit as long as we’re fading out those prompts. 

Get a list of items that you’re going to teach. You can send preference assessments. You can do 

a preference assessment. You can send home a paper. What does your child like? What do they like to 

do? What are their favorite foods, their favorite activities? These types of things so that you know that 

you can start off with some good reinforcers to use. 

You want items that -- the best items. I mean, since it’s guided by the child’s motivation, they 

may want something that’s not -- that’s not -- that doesn’t fall under these, that can be delivered 

quickly, can be consumed, that sort of thing. 

It’s best if they’re teacher controlled. So you had asked about the woman who asked about the 

iPad. How do you -- one thing that I do when -- if I’m using, say, Angry Birds, is I don’t hand them the 

iPad. I hold onto the iPad. I say, go ahead and flick the red one. And then they do that. You can eliminate 

some of that simply by you saw the woman with the light coming in. You could see he wanted to -- he 

would probably much prefer to hold onto the light and play with it, but it was under her control,  so she 

delivered it quickly. And it reduces that confound of, how do I get it back? 

Now if a child -- if it’s only reinforcing to actually hold the item, then we’re going to -- that’s 

what we’re going to have to do. You know, some kids, like when you’re on a car over their head and 

everything, and other kids want to hold the car and play with it. And that’s something that we have 

protocol and procedure for. 

The sign or the word used to mand for the item isn’t too hard to produce. So this is how much 

response effort. If I’m teaching a very early learner how to ask for what they want, I’m probably going to 

go with the sign for candy over the sign for fruit rollup, which is -- I can’t remember what it is off the top 

of my  head, but it’s much more difficult than this. So we’ll start with things that are easy response 

forms and then build on them. It’s not that we don’t eventually want them to specify which candy they 

want. We just want to make it easy at first so that my asking for things results in my getting them. And it 

doesn’t -- it’s not very difficult to ask for them. I’m going to play a video on target selection of mands. 

[VIDEO BEGINS] 



WOMAN: In this segment, we’ll be talking about considerations when selecting mand targets and 

selecting your prompts. 

CHILD: Dragonfly. 

TEACHER: Dragonfly. 

WOMAN: Mands are often the first skills targeted for instruction. 

CHILD: Train. 

TEACHER: Train. 

WOMAN: Mand targets are selected from preference assessments. We first target the items that are 

most preferred for the students. Response forms and prompts are chosen based on students’ skill level 

in regards to echoic skills. 

TEACHER: Cracker. 

CHILD: Cracker. 

WOMAN: Spontaneous vocal behavior. 

CHILD: Oh, jump. 

TEACHER: Do this. 

WOMAN: And their ability to imitate movements. For example, signed mands are often selected for 

mastered imitation items. 

TEACHER: After having taught Marka an imitation, we’re going to transfer it to the mand frame. Marka, 

Marka, Marka. 

WOMAN: Vocal mands are selected for mastered echoic skills. 

TEACHER: Say snake.  

CHILD: Snake. 

TEACHER: Snake. 

CHILD: Snake, snake. 



WOMAN: However, it is not always necessary for students to have the prerequisite of the echoic skill or 

the imitation skill. Oftentimes under highly motivating conditions, the students may be able to learn 

how to echo or imitate in the mand frame. 

TEACHER: Drop. 

CHILD: Drop. 

WOMAN: Another important consideration when conducting mand training is to have a minimum of 

two mand targets active. 

TEACHER: Frog, frog, frog. 

CHILD: Frog. Snake. 

WOMAN: The reason for this is that we want to teach the student to discriminate between one 

response and another. In other words, when I’m motivated for ball, I say ball. When I’m motivated for 

swing, I say swing. 

TEACHER: Raisin. Ball. Raisin. 

WOMAN: If the student has already acquired some mands, we want to intersperse those already 

mastered mands with our target mands. This will allow the student to continue practicing the mastered 

mands, it will provide more discrimination opportunities, and in addition, it will help maintain the value 

of reinforcers because we are offering a variety at one session. 

[VIDEO ENDS] 

WILLOW HOZELLA: So before we can start delivering reinforcers and also having the student ask for 

them, we want to make sure we’re paired with reinforcement, that this isn’t an effortful thing or 

something where, in the past, I’ve always been paired with a lot of instruction, and now I’m going to go 

in with all their favorite things and expect them just to ask. We want to make sure we’re paired. Once 

again, we’re an SD. We’re a discriminative stimulus for reinforcement, for availability. And in this case, 

they’re just asking for it and you get it. 

 You’ll know that a student will accept reinforcers from you when they do and when they 

approach you and things like that. And one thing that some of us will do when you’re working with a kid 

and he’s kind of at the -- you can tell he’s really having fun is just get up and walk over. And if he follows 



you, like hey, come on, don’t leave, you’re probably paired and you can probably start thinking about 

how you’re going to train them to ask for those things. 

 Avoid in almost all cases delivering reinforcement when problem behavior occurs in almost all 

cases because there are exceptions. And certainly safety and things of that nature have to be 

considered. So there are times when you may either inadvertently or on purpose deliver reinforcement 

when perhaps you shouldn’t have. It will occur. And you want to just go back and look at your teaching 

and make sure it doesn’t happen again, or think of ways preferably to avoid having that problem 

behavior occur. 

 You want to pair delivery of reinforcement with the responses. Essentially just say what you’re 

giving them. When I’m giving you -- throughout the day when you’re working with them in intensive 

teaching and you’re giving them the fish cracker, say, fish cracker. Say what you’re delivering. There’s -- I 

don’t have time to go into that, so just -- so that the response form is paired with the delivery of the 

specific reinforcement. 

 Make sure you have consistent motivation. One way to avoid losing motivation is delivering too 

much at once, not delivering it frequently enough, delivering the same thing over and over and over 

again. In all those videos you saw, you saw lots of different things being used. You play with the puzzle, 

then you get a raisin, then you bounce on my knee, whatever it might be. Vary what you give them. Vary 

the reinforcers you use based on their motivation. 

 Okay, so the steps for teaching a mand is, first, you’re going to make sure that the motivation is 

in place. I gave the example of just holding something up. They approach it. You might deliver it freely. 

Give them a chip. If they eat it, they’re likely to continue eating chips then. 

 You’ll model and pair the response with the delivery. They ask for chip, then give it. You can 

then start prompting. You can hold it up and say chip. And they say chip, and then maybe wait a second. 

If they say it again, you’ve just transferred from a prompt to an unprompted, and you can deliver on the 

more independent response. 

 That’s a time delay. There’s another one if you can -- some kiddos, if you do that, you know, 

hold up a chip and they say chip, and then you wait, you might get some problem behavior. You can also 

transfer by holding up a chip, say chip. They say chip, you give it to them. Now you hold up another one 

and you don’t prompt. And if they say chip, now you can deliver more for the independent response. 

You should differentially reinforce the behavior that you want to see, providing more or better 



reinforcement for better responding. If you have a kid that usually signs candy like this, and then one 

day signs like this, well, give him more candy. Make sure that this is -- results in better things than this 

does. 

 I’m going to skip this video. Teaching vocal mands and teaching signed mands. What I just went 

over, it’s just the prompting procedures, the difference of using imitation versus echoic control for 

teaching it, getting them to say it either with their hands or with their voice. 

 Teach more than one mand for the start -- from the start. One of my colleagues always talks 

about they worked and worked to get this young lady to learn how to sign for candy. Then she learned 

how to sign for candy and that’s all she did all day because this was conditioned with good stuff. So 

when I want candy, I do this. And when I want a break, I do this. And when I want a drink, I do this. So 

you want more than one mand. Always start with two. 

 Generalized mands. More, please, help, those types of things are best avoided. It’s not that we 

don’t want to teach more eventually or please or any of those. It’s just that if you’ve ever been in a class 

where they taught a child more and they come up to you, well, I don’t know what to give you. More 

what? So explicit what you want is how you ask for things. 

 Please and thank you and those types of things, you do -- you want children to be polite, but at 

an early age when you’re just -- if a child’s having difficulty asking for what they want, it’s just extra 

response effort it takes. So now I say candy, but I don’t get candy unless I say candy, please. And it’s not 

really -- they’re not discerning that please is a phrase used for politeness’ sake, to make it more likely 

that I get something. And you’ll end up kids, please, candy please, thank you. And all these chain 

because I say this bunch of words and that’s how I get stuff. So at first, until they’re ready for it, you 

want to just a response. 

 Very -- the reinforcer, you don’t just sit down and, you know, skittle, skittle, skittle. They’ll lose 

interest. And the same thing, you know, if you’re playing -- very few people play the same game over 

and over and over again, so don’t do the same thing over and over again. Have lots of reinforcers. And 

don’t make them ask for all of them. Give some for free, and be fun and engaging. You saw in the video 

that people are being goofy. I’ve heard Katie sing scrubs to a young girl that -- she loves to be sung to. So 

be ready to do goofy stuff like and, you know, wear the fireman’s hat and bounce a kid and sacrifice 

your dignity a little to get them to respond, to ask for what they want.  



 Because if it’s fun for them, they’re more likely to ask for what they want. If you’re just sitting 

there, skittle, yeah, skittle, skittle, yeah, skittle, they’re really not going to want to hang out with you. 

You wouldn’t want to hang out with that person. 

 Vary the way they’re delivered. So don’t always just, you know, put it in their hand, put it in 

their hand. You know, spin it on the table. Come over your head and give it to them. And be goofy and 

fun. Because even the way it’s delivered, if that’s different, you’ll have more likelihood of them not 

becoming sort of accustomed and, to speak loosely, bored with it. Lots of different -- deliver it 

differently. Still deliver it immediately, but differently as best you can.  

You want to vary when the reinforcers are delivered so it’s not, you know, when I’m in group, I 

get skittles. And when I’m at IT, I get the toy. And when we do this activity, I get the trampoline. It’s 

unpredictable. There’s lots of reinforcement and they can’t tell you when it’s going to occur because 

they don’t know. 

Stop delivery before it loses its value. We talked about satiation. Don’t satiate them if you can 

help it. Don’t fill them up on one thing so that you now lose it from your potential reinforcers. Very 

rarely do you have a child that will do or eat or play the same thing over and over and over and over 

again. And if they are, that’s sort of a bit stereotyped and you want to break them out of that too. 

And avoid using too much at any delivery. I know that there is -- there’s criticism about using 

edibles. If you’re using edibles, the children should still go to lunch hungry. I know some of our 

colleagues like -- you can cut up a starburst into like eight servings easily and just use that very small 

amount. And when you’re delivering small amounts, it’s a lot easier to be differential too. If you’re 

giving, you know, pieces of a goldfish cracker and all of a sudden you get a really good response, well, 

now you can deliver the whole goldfish cracker and they’ve just gotten more for the better responding, 

so they’re more likely to try for that type of responding. 

The same rules as intensive teaching -- intensive teaching apply for the mand prompts. We use 

our known skills. We go off things we know they can do. If we know they can echo, that’s where we’ll 

start with. If we know that they can imitate, same thing. 

Mand training isn’t just for the things that are reinforcing. You don’t just mand for activities and 

food. You mand for information. You mand for actions. You ask for people’s attention. You know, hey, 

over here, that type of thing. All of those are part of being a functional communicator. And so we have 

to teach those. Yes, no mands, peer to peer. Asking -- you’re asking -- children asking other children to 



do things or to get things, all of that has to be taught. And it’s taught explicitly using similar procedures 

as what we’ve gone over. 

Okay, group instruction. I’ve got about ten minutes, so I’m going to rush through this. And I 

apologize for that. Rosenstein, if anybody’s read the 1979 articles on direct instruction, it’s a set of 

variables that relates to the teacher’s behavior and organizing their classroom. You need it to be highly 

structured. It’s not, okay, let’s sit in a group and now I’ll figure out what to do from there. Just like 

intensive teaching, there are procedures and you know how to run them, and you run them efficiently 

and you’re organized in an efficient manner. 

The goals are selected and controlled by the teacher. You’re teaching it. You’re teaching 

explicitly, as I said. Sufficient time, continuous instruction, all of those. You can read that. Making sure 

that instructional level is appropriate. It’s very much the same as IT in the considerations of what we’re 

going to teach in a group setting. We’re going to be systematic, and we’re going to approach instruction 

and have it correlated with lots of responding and lots of reinforcement.  

The I do, we do, you do model, you guys have probably heard of that. So the first thing I’ll do is 

I’ll model the response form. I’ll say, this letter makes the sound mmm. What sound does it make? 

Mmm. That’s me doing it. Then we’ll do it together. All right, everybody, now we’re all going to do it. We 

run through that. And then lots -- when you’re at that point, you’re doing it a lot. You’re giving them lots 

of opportunities to respond. You’re reinforcing that response. Before you go through it, go to the point 

where you’re having them do it, you want to practice and prompt and work until you get to the point 

that they can independently respond. 

So we’re teaching effectively and efficiently by being systematic in our teaching is what this 

quote is saying. And as the teacher, you’re leading the instruction. You’re deciding the goals and you’re 

working toward -- okay, this is available online. I’m not going to go over each of these because we only 

have about five minutes left. The seating arrangements, you want to have it set up so that you can 

observe the student responses. You don’t -- this is not an ideal setup, what I’m looking at right here. You 

don’t want some kids way back that you can’t see what they’re doing. You want to be able to see that if 

you’re giving instruction, everybody is responding.  And if they’re not responding, that way you can then 

move into your error correction. So setting -- the setup has to be such that you can see it. 

You want the students within touching distance because you’re going to deliver the reinforcers. 

You’ll want to use clear teaching signals. So when I drop my hand, you’re going to respond, and then 



however it is. And then that’s something you need to teach as well. That’s a skill that they’ll need to -- if 

they can’t respond to cues, they are probably not ready for group instruction. And whether a child is 

even ready for group instruction or not is something that you need to figure out with your assessment, 

with data. 

Clear expectations and rules. When we’re in group, this is how we behave, this is how we 

respond. These are the rules of group. You assign seating. It’s not just like everyone sit wherever they 

want. You sit here, you sit here. Keeping the lower performers closer to the teachers. All -- make sure all 

this -- this sounds obvious, but make sure they can see. If you want them to attend to something, make 

sure that they can see it. The teacher can see. If you have people doing independent work, make sure 

you can see them too. 

This is the basic teaching template. And it’s model, lead, test, verify. So the teacher states the 

learning task at hand, they provide the expected response verbally. After they’ve done that, essentially 

the prompt -- that’s how I think of it. I think of it as a prompted trial. You’re then going to go through 

and do it together, so now we’re at the we do. After that, you’re going to check to make sure that they 

can do it independently. When they can do it independently, you can reinforce differentially versus the 

group. And then verification, this is similar to your check trial. You want to come back and make sure 

that what you’re teaching is being maintained. 

Okay, this is a sample format. So this letter makes the sound mmm. Say it with me. Mmm. What 

sound? And now they’re responding independently and you come back, yeah, that’s right, mmm. The 

visual cues, auditory cues, whatever it is to control the timing of the student response. You have choral 

responding. Everybody respond on -- and everybody responds. And that’s a good technique because if 

somebody doesn’t respond, or somebody responds incorrectly, you’ll hear it and it’ll be very obvious. 

And then you can run through an error correction procedure. 

The signals will increase the likelihood that everybody responds, and it allows everyone to 

practice. As I mentioned, you can monitor. You’ll hear if it’s incorrect responses. I’m going to show -- I’m 

going to skip to a video of good group because that’s -- I think that illustrates it a little better. And I’m 

short on time, for which I apologize. 

[VIDEO BEGINS] 

TEACHER: How about vehicles? This is a vehicle, this is a vehicle, and this is a vehicle. Now let’s talk 

about each picture. Is this a vehicle? Yes. Say the whole thing. 



CHILD: It’s a vehicle. 

TEACHER: What kind of vehicle is this? 

CHILD: Motorcycle. 

TEACHER: Yes, it is a motorcycle. Say the whole thing about this vehicle. 

CHILD: This vehicle is a motorcycle. 

TEACHER: Perfect. Okay, is this a vehicle? 

CHILD: Yes. 

TEACHER: Say the whole thing. 

CHILD: This is a vehicle. 

TEACHER: Right. What kind of vehicle is this? 

CHILD: A truck. 

TEACHER: Yes, this vehicle is a truck. Say the whole thing about this vehicle. 

CHILD: This vehicle is a truck. 

TEACHER: Nice job. Is this a vehicle? 

CHILD: Yes. 

TEACHER: Say the whole thing. 

CHILD: This is a vehicle. 

TEACHER: What kind of vehicle is this? 

CHILD: A ship. 

TEACHER: A ship. This vehicle is a ship. Say the whole thing about this vehicle. 

CHILD: This vehicle is a ship. 

[VIDEO ENDS] 

WILLOW HOZELLA: Okay, so that was an example, as you saw, of her starting with a model, then moving 

onto the lead, where they did it together, then the test, make sure that they did it by themselves, and 



verifying. That’s right, this is a vehicle. She would then go back and start over and redo it so that you got 

proficient responding. 

 When thinking about generalization, you want -- you need to teach that explicitly, as with 

everything I’ve talked about. We’re going to plan for it, it’s going to be systematic, and we’re going to 

have data related to it so that we know if we’re doing it right, if it’s working. 

 It’s going to occur in the natural environment when possible, at least in circumstances similar. 

So if I’m teaching you how to check out a library book, I’m going to go to the library to do it. Lots of 

examples because if I teach that this is a pen, there are lots of other pens in the world. We need to 

teach across examples so that the thing that makes this a pen are a bunch of features and the function 

of it. And we need to teach enough examples so that a child can identify a pen independently of having 

it taught errorlessly. And that works for everything. And that will lead to generalization, where they’re in 

their natural environment. 

 Flexible responding. It’s basically just you don’t only answer questions when you’re sitting with 

me. You do this everywhere, being able to do it across instructors, being able to do it at home, being 

able to do it at the grocery store. It’s not that the only time that I respond like this is here at this seat. 

You need to teach that. 

 All right, it’s noon and I have to let you guys go. I apologize I had to speed through the DI part a 

little bit. The goal that we’re looking for is for students to be able to use the skills learned independently 

when the opportunities arise. And this last slide, you’re all critical people in the lives of students. People 

who do instruction, it’s a difficult job, but when it’s done correctly, it’s a wonderful job that results in 

huge improvements in the students’ lives. And so thank you very much for coming here and listening. 

Thank you. 


