
BILL HEWARD: Good afternoon, and welcome to our fifth and final session of the webinar series, Quality 

Educational Practices for Students with Higher Functioning Levels of Autism Spectrum Disorders. Well, 

here’s our outline for today. Going to talk about measuring outcomes, in particular, student learning, 

which is a direct measure of a teacher’s effectiveness. A little bit on why measure, what to measure, and 

how to measure. Then what does ABA have to do with all of this? Why should teachers be 

knowledgeable and skilled in applied behavior analysis? And then we’ll end with a few parting thoughts 

and suggestions that I hope you’ll take with you and consider in your practice. 

 Well, what is measurement? Well, it’s a process. It’s a behavior. And when we measure, we 

assign numbers and units so as to -- some particular features are dimensions of objects or events. 

Measurement involves attaching a number representing the observed extent of some dimensional 

quantity. And both the number and the unit together constitute the measure of the object or event. Of 

course, in measuring student performance, we’re talking about measuring behavior. 

 Why measure? It helps practitioners optimize their effectiveness, be as effective as possible. 

Measurement helps us verify the legitimacy of treatments claimed to be evidence-based. Measurement 

can help us identify and in the use of interventions that are based on fad fashion, ideology, or pseudo-

science. Measurement helps us to be accountable to and communicate with students, parents, 

administrators, taxpayers, society in general. Measurement helps us meet legal and ethical standards. 

And student performance data, properly obtained through direct, objective, frequent measurement, can 

help meet teacher evaluation and accreditation requirements. Really, to not measure is, as Kauffman 

and Landrum describe here, indefensible. It’s really a form of educational malpractice. 

 Well, direct and frequent measurement enables practitioners to detect their successes and, just 

as important, our failures so that we can make changes and change failure to success. Well, what exactly 

can be measured when we’re talking about measuring student performance? Behavior has three-

dimensional qualities, just like this chair I’m sitting in has weight, height. The printer next to me has 

height, length, depth, weight, volume. Behavior, as well, has measurable dimensions. Repeatability, also 

called countabilities, has to do with the repetition, the instances of a response class such as introducing 

oneself or writing answers to arithmetic problems. The behavior can occur repeatedly through time. So 

we can count it. Temporal extent: every instance of behavior occurs during some amount of time. So we 

can measure the duration of behavior. Temporal locus refers to when in time a behavior occurs. And 

every instance of behavior occurs at some point in time, and therefore we can also measure it with 

respect to other events. 



The illustration at the bottom of this slide shows three responses -- excuse me, four. And the 

length of R1, R2, R3, R4 from left to right across the line representing time gives us a sense of the 

different duration of those responses. If we look, that response two occurred at a certain point in time 

after stimulus one. And you’ll see L there. So it has a certain latency. Response four occurred in a briefer 

-- the onset of response four was at a briefer, shorter period of time following stimulus two. So response 

four had a briefer, shorter latency than response two. Topography, the physical form or shape of 

behavior, can also be measured as illustrated here with three, six, seven -- seven instance of writing the 

word topography. But each one has a different form or shape. 

How do we measure behavior? Well, in every case, we have to detect it, observe it in some 

sense. But basically, it’s counting and timing. Excuse me. We can record the occurrence or non-

occurrence. In other words, yes or no? Did a behavior happen, the behavior we’re looking for, or not? 

There are two time sampling techniques for doing that: interval recording and momentary recording. 

We can record the repeated occurrences of the target behavior by counting or tallying that. And we look 

-- when we look at count per unit of time, that produces a rate or frequency measure such as a number 

of words read per minute. When we record the temporal locus of the target behavior, or when it occurs, 

we’re looking at most often a latency measure following a teacher’s instruction or an SD -- what word is 

this? And then when does the student’s response begin after that instruction or the delivery of the 

discriminative stimulus? And then temporal extent? We time it. We talk about duration recording. How 

long did the occurrence of the behavior take? 

Well, what should we measure? I’ve talked about the dimensions of behavior that can be 

measured. And on this slide, I’ve just got one example of accuracy, rate, duration, latency, and then 

there’s the strength, the intensity of a response, as well, and one example of a student who may have a 

deficit with respect to that measurable dimension of behavior. So whether it’s important to measure 

correctness/accuracy, rate and frequency, duration, latency, and/or magnitude: it’s an individual 

question. What we should measure is what’s important to measure for the success of that student. 

So just as an example with rate and frequency: a teacher passes out an activity, say, a written 

worksheet, to the class. And it takes the student -- if it takes a student ten minutes to read the directions 

at the top that his classmates read in one minute, the student probably won’t finish that task. A student 

who can only work independently for a maximum of five minutes at a time without direct supervision is 

going to have a hard time completing tasks that require a longer period of time of independent work. So 

what dimension is important to measure is directly related -- directly a function of, what dimension of 



this target behavior, of this skill, of this performance does the student need to improve upon to be 

successful? 

A prerequisite for measurement is observable, countable, clearly defined behaviors. On this 

slide, I’ve adapted some information from a really excellent book by Barbara Bateman and her -- called 

Writing Measurable IEP Goals and Objectives. And they remind us that measurable is the essential 

characteristic of an IEP goal or objective. And when a goal isn’t measurable, it can’t be measured. And if 

it cannot be measured, it violates IDEA and, in fact, may result in the denial of free, appropriate 

education to the child. A measurable goal contains a given condition, the learner’s performance, a 

specification of what the behavior is, and then the criterion level of performance that indicates that the 

objective is met. And that performance, the behavior, must be an observable and countable behavior. 

So enjoying literature won’t cut it in an IEP objective or a description of a behavior that we want 

to measure. Perhaps that means reading orally. Understanding history is not measurable. Constructing a 

timeline would be one example of a component of what we might mean by understanding history. 

Becoming independent: what do we mean there? Could that be dressing itself? Perhaps. If so, well, 

dressing oneself -- we can be quite clear about identifying the components of that response class and 

then be able to measure it. Respecting authority: I’m not sure what you mean there. And what do you 

mean respecting authority 80% of the time? Does that have to do -- is part of that speaking to adults 

without vulgarities? If so, let’s specify that. 

Well, we’ve got a lot of tools available for measurement. And they’ve changed. They’ve become 

more sophisticated over time. But in every case, these measurement tools allow us to assign a standard 

unit of measure, count or number, time, minutes, seconds, and so forth, to the behavior of interest. And 

you know the saying, of course, there’s an app for everything. And if there isn’t already, there certainly 

soon will be. And there’s a number of data collection apps now available for teachers and practitioners 

to consider. And Josh Pritchard and his students at the Florida Institute of Technology have been pulling 

together some really helpful information on some of these apps. They’ve gotten them, they’ve tried 

them out, they’ve compared them. On the bottom of this slide, and also on your handouts with the 

resources and references, this URL at the bottom of this slide -- is in the handouts, as well. But you can 

go to a web page and access not only this poster that Josh and his students have presented at a couple 

of conferences, but a more detailed set of slides, as well, getting into these different data collection 

apps. And they’ve done a comparison across not only, how much does each one cost?, what platform?, 

but what kinds of dimensions and data recording procedures will the app do? Count the simple number, 



rate or frequency, antecedent, behavior, consequence kinds of recording, duration, inter-response time, 

interval recording. Is it good for recording discrete trial training? And so forth. 

And I asked Josh via email to tell me what just -- what he thought of that. What was his 

executive summary of what he understands so far with these apps? And he said, well, the Data Program 

-- it’s simple, customizable, costs seven bucks. You buy it once and you’ve got it. He said this Catalyst 

System is by far the most powerful. Pretty sexy and sophisticated. But you pay per student per month. 

Then there’s Skill Tracker Pro and Behavior Tracker Pro. He said which one you would select depends on 

whether you’re interested in charting accelerations or decelerations. And it’s a one-time purchase 

unless you want to use their web portal. And then there’s a per-student cost. Josh is more than happy to 

communicate with anyone, teachers and others, interested in discussing these apps. And his email is at 

the bottom of this slide. 

Okay, so you’ve identified the dimension you’re going to record. You’ve got a tool. You’re 

regularly collecting some data. Let’s look at some data. Here’s responses per lesson under two different 

conditions, A and B. Here’s some numbers representing percent correct, the student’s performance and 

accuracy measure. And here’s a number per minute or rate or frequency measure. Well, what do you 

make of these data? I’m not sure, either, looking at them in that form. And graphs can -- graphs can sure 

help. In each case here, we see these data sets plotted on a graph directly to the right. And the first 

graph, it’s pretty clear that whether it’s better or worse -- we don’t know what the behavior is, but the 

frequency of the student’s behavior in condition B is less than it was in condition A. So we -- a graph 

helps us identify a level of performance there, the percent correct. And now we can quite readily see an 

ascending trend, an improving trend with accuracy. And in the bottom, the rate per minute thing, that 

looks like we’ve got -- got not only some variability, but some sequence there. So we’ve got level, trend, 

and variability at the bottom where early in the week, a student does a little better for a day or two and 

then seems to taper off at the end of the week. And the graphic displays make those changes in 

behavior readily apparent so that we can effectively respond to them. 

This is a graph you’ve -- we looked at earlier in the webinar series: Carnine’s classic fast-slow 

study. And we can see how this -- so just a graphic display makes it absolutely clear here. We’ve got 

three different behaviors by the same child. The differences in the student’s behavior when the 

teacher’s teaching slowly, teacher’s presenting the material fast. Here’s a cumulative record. And it’s 

quite clear that the interspersal training produced more -- greater number of words mastered than the 

high-density reinforcement condition. Cumulative record -- at the bottom, the same data. The yes-no 



data: just a daily occurrence or non-occurrence of a performance, yes or no. Taking those same data and 

putting them in a cumulative record makes it quite easy to see that the student’s performance is better, 

in this case, in the intervention condition. 

Here’s the standard celeration chart used by precision teachers. Here’s a chart with all the basic 

conventions for charting identified, numbered, and described. You can access this chart online through 

the Journal of Precision Teaching, and along with it, a description of the standard charting conventions. 

There’s also some more advanced conventions. Got a great precision teaching resource in the Keystone 

state. Rick Kubina, a faculty member in special education at Penn State. Proud to say Rick’s a graduate of 

our PhD program in special education and ABA at OSU. Rick’s been doing great work with his colleagues 

and students. He’s a former editor of the Journal of Precision Teaching and Celeration. He and Kirsten 

Yurich have written some excellent articles together as well as a new book on precision teaching. Like 

Josh Pritchard, Rick would love to hear from you. He enjoys working with teachers and educators and 

families, and I’m very confident Rick would respond to email requests for more information about 

precision teaching. 

So graphs, whether -- whether the more common add/subtract graphs that we see of behavioral 

data or the celeration charts used by precision teachers, graphs really help us organize and display our 

data clearly and concisely over time. That enables a visual analysis of behavior change not only over 

time, but then, importantly, as a function of what we’re doing with our educational interventions and 

treatment. And graphs are the primary tool, then, that enable us as practitioners to have what Don 

Bushel and Don Baer called 3C-ROD: close continual contact with relevant outcome data. When we do 

that, that can really lead to measurably superior instruction. And this Bushel and Baer paper is listed in 

the references -- the reference handout that goes with this session. And it’s one of the great articles 

ever in education. I really encourage you to access it and read it. 

Graphs also provide a simple format that enable us to communicate student progress to 

students, to parents, to administrators. And you know, all things being equal, simple charts are better 

for everyone involved than more complex ones. But if you find that a colleague is presenting charts like 

this, it would probably go -- have to go back to the drawing board, not -- probably not quite this simple. 

And graphs can be effective sources of feedback and motivation for students. There’s a nice body of 

research showing real positive effects on students’ performance when we teach them to self-monitor 

and chart and graph their own behavior. Got to be ready for what the students might bring to us, 

however. Hi, dad, I suppose you’re wondering how you’re doing in the polls. I think you’ll find this chart 



quite revealing. This line represents the average dad approval rating of 70%. Now this overlay shows 

that your approval rating is -- well, it’s just under ten percent. Household six-year-olds were polled on 

their favorite bedtimes. Watch on these successive overlays how your rating would improve with each 

hour later. See, by midnight, you’re right up to normal. So again, graphic displays are handy and 

effective tools for us to communicate with one another about behavior change and our goals for 

behavior change and whether we’re meeting them or not. 

Well, how much data do we need? Teachers out there don’t need me to remind you of the 

demands on your time. And many of them involve paperwork, and data collection is often viewed as and 

can be a form of paperwork adding to that burden. We need to be -- we need to be thoughtful and 

skillful about data collection. By all means, whatever data collection you do use, it must be -- needs to 

be -- to be most effective and useful to you, make it direct, objective, and frequent. By direct 

measurement, it means you’re observing the student actually performing the target skill or you’re 

observing a permanent product of that student’s performance such as a recorded reading of a story or a 

written composition. A measurement by definition is objective, the kind of measurement that we’re 

talking about here. It means you’re recording the quality and/or frequency of the student’s 

performance. And again, we’re talking standard units of number and/or time such as the number of 

correct words read per minute. And then frequent, measuring student performance often. And ideally, 

some form of measurement would occur each time instruction is provided. So you know, an apple a day 

can keep the doctor away. Perhaps a dot a day can keep the ineffectiveness away. 

But don’t collect more data than you will actually use. And keep the method and tools of your 

data collection as simple as possible. Then share and discuss your data with colleagues and, as 

appropriate, as relevant, with your students. And do this often. Again, this is the close, continual contact 

with relevant outcome data. Teach students to collect and chart their own performance data. They can 

do it. Look at two brief clips of some middle school students at the Haugland Learning Center who not 

only collect and chart their own data every day, they put a lot of their data on standard celeration 

charts. 

[VIDEO BEGINS] 

STUDENTS: [inaudible]. 

MAN: What are you charting? 

STUDENT 1: Oh, yeah, all that [inaudible]. 



MAN: Okay. 

STUDENT 2: This is our -- this is our fluency chart. We have to keep track of our goals and if we get our 

goal -- and if we get our goal, we get rewarded if we get our goal. So basically what I’m doing here is I’m 

charting the time that I’m -- so write five minutes. Then I have a goal box -- 

STUDENT 3: …means to change the order of the word, maybe -- 

STUDENTS: [inaudible]. I got 50. [inaudible]. 51. 

MAN: What are you charting? 

STUDENT 4: What skills am I working on? 

MAN: Yeah. 

STUDENT 4: Vocab assessment and paraphrasing. Yeah, that’s it. 

STUDENTS: 20,000, not 2,000. [inaudible]. 

[VIDEO ENDS] 

[VIDEO BEGINS] 

STUDENT: [inaudible], audacious, retrograde, vivify, [inaudible], uniformity, prudent, uniformity, 

incessantly, obscurity, foresight, alliance, primitive, monotony, temerity, capricious, resolute, 

idiosyncrasy, obscurity, surmise, hasten, [inaudible], evasive, flee, [inaudible], capricious, [inaudible], 

petrify, apparition, taciturn, retrograde, [inaudible], implacable. 

[VIDEO ENDS] 

BILL HEWARD: So again, a lot going on in that classroom that -- the students are becoming increasingly 

independent. They’re very tuned in to and turned on by their academic performance. Students often do 

-- what this young man’s doing here is called SAFMEDS: say all fast a minute each day shuffled. So you 

have questions, problems in this case, words -- vocab words on one side of the card, the definition on 

the other. And you go through them. And then you shuffle, you go through. And they’ll typically do three 

rounds each and then plot on their chart their best -- their best count, their best measure for the day. 

And the students do that together and give each other feedback and so forth. 

 Here’s a handout on fluency building in addition to SAFMEDS. It talks about time trials and 

repeated readings and offers some of the background research as well as guidelines for doing fluency 



building for students. So here’s the measurable dimension of a fluent performance: accuracy with 

meaningful rate and speed. And students themselves learning -- and students with autism spectrum 

disorders and often pretty considerable levels of disability and challenging behavior have learned to 

record their behavior like this. Chart it along with the teacher. 

 Well, what does applied behavior analysis have to do with all of -- all of this? Not only this 

session, but this entire webinar series? An awful lot. ABA is the science that underlies it, that takes 

advantage of basic empirically discovered principles of behavior, principles of learning -- how our 

interaction with the environment, our experience, teaches us, shapes us, helps us acquire new 

knowledge and skills. And research in this science is always directed towards improving socially 

significant behavior but then using experimentation to identify the variables responsible for those 

improvements. And applications of knowledge from ABA, be they in education or special education, as 

we’ve been focusing on, or coaching athletes, teaching musicians, improvements in the workplace, 

organization and behavior management, taking care of the environment, industrial and highway safety -- 

you name it, all share one thing in common: that they focus on improving the quality of people’s lives. 

That’s the meaning of social significance. 

 But there’s a lot of misunderstandings about ABA, and one very common one is that there’s a 

particular method. But in fact, the ABA method is a misnomer. Applied behavior analysis is the science 

that helps us identify empirically validated teaching methods, but it doesn’t prescribe any particular 

teaching method, nor is ABA any of the so-called brand name behavioral methods such as the Lovaas 

Method or PECS, the picture exchange communication system, pivotal response training, the verbal 

behavior method. None of those are ABA. However, each of those four that I’ve just described and listed 

on this slide are derived from and take advantage of the science of applied behavior analysis. So they 

provide -- ABA provides the basic principles in research on which these well known programs -- 

programmatic approaches are based. 

 What applied behavior analysis really offers us as educators is a collection of teaching strategies 

and derivative procedures or tactics that have empirical evidence of effectiveness, so a good collection 

of strategies and tactics from which to start. And ABA includes philosophy and a set of basic principles 

from which a knowledgeable, skilled practitioner can derive or create additional interventions and 

modify procedures for specific problems. But most important, what ABA provides practitioners is this 

data-driven method for continuously evaluating our effectiveness. ABA is not only good for teaching 

students with high-functioning autism, but it’s good for all students. And I’ve tried to -- hope I’ve been 



successful throughout this webinar series, particularly as we’ve looked at applications in inclusive or 

mainstream classrooms, how the same strategies that have been shown to improve the success of 

children with autism and other disabilities in general ed classrooms are also helpful for all of the 

students in the -- in the class. 

 Well, this list here is a little bit like the -- yeah, I was a Boy Scout. And we had the -- you know, a 

Boy Scout is trustworthy, friendly, courteous, kind, obedient, cheerful, thrifty, brave, clean -- I don’t 

know if I can do all 12 anymore. And I was thinking about applied behavior analysis a few years ago. And 

it really has a similar list. I’ve identified them here. Just want to briefly go over and perhaps remind us of 

a few of these characteristics of ABA that help us understand why it’s so important as a -- as 

fundamental knowledge for educators. 

And first and foremost, it works, it being the application, again, of instructional strategies and 

tactics derived from the science of ABA. Literally hundreds if not thousands of peer-reviewed classroom 

experiments have shown the effectiveness of ABA-derived curriculum instruction. And the experimental 

methods used in -- by ABA researchers provide what Don Baer, one of the founding fathers of ABA, 

called the acid test proof of the functional and replicable relationships between the interventions and 

educationally significant outcomes. And it’s this experimentation that is the analysis in applied behavior 

analysis. And we’ve talked a bit about measurement today, the importance of it and its role in 

evaluating -- in assessing student performance, and then at the same -- by the same turn really 

evaluating our effectiveness as educators, as teachers. 

And if done properly, if done continuously, ABA provides us with a self-correcting approach to 

teaching. Again, this foundation of ABA is direct, frequent measurement of student performance and 

then the visual analysis of it and deciding, well, are things working? Good. I’ll -- let’s keep doing what 

we’re doing. Student’s not progressing? Let’s change something. So this direct and frequent 

measurement not only enables teachers to detect their successes but, equally important, their failures 

so that the failures can be turned to successes. 

ABA’s accountable. Behaviorally-oriented educators focus on, again, what Benjamin Bloom 

called alterable variables. Alterable variables reliably affect student learning, and they can be controlled 

by teaching practices. And this really presents us with a form of accountability and responsibility that I 

think is good for education. 



And ABA is empowering for practitioners. When you have specific goals, and certainly we do, 

the -- everyone who works with children with autism. And in the educational setting, those specific goals 

are clearly articulated. Hopefully it’s done clearly. But they’re certainly encoded in the student’s 

individualized education program. Having goals is one thing, but it’s great to have access to the tools for 

actually achieving them. And that empowers practitioners in any field. And then seeing the positive 

results of one teaching -- of one’s teaching instills a sense of confidence and increases the willingness to 

tackle even more difficult challenges. And positive results are, time and time again, most often the 

outcome of high fidelity, consistent, systematic application of instructional principles, strategies, and 

tactics derived from ABA. Not to mention the smiles on students’ faces and their parents’ -- that’s pretty 

reinforcing and empowering, as well. 

Applied behavior analysis, it entails an optimistic philosophy. And the optimism inherit in the 

simple question of, why not? -- why not try to do it? That’s been characteristic of ABA researchers and 

practitioners from the field’s early beginnings. And each time a teacher obtains positive outcomes with 

behavioral strategies, the teacher’s optimism for future success grows larger. 

Former U.S. Secretary of Education Terrel Bell once said, you know, there’s three important 

things to know about education: motivation, motivation, and motivation. Maybe Bell was a real-estate 

agent before he got into education, but if he was right, and I kind of think he was, then ABA knows at 

least three important things about education: reinforcement, reinforcement, and reinforcement. 

Positive reinforcement is the flagship principle of applied behavior analysis. And it gives educators 

practical knowledge for not only identifying reinforcers but creating motivating operations that increase 

the effectiveness of reinforcement and make targeted behaviors more likely to occur during both 

structured discrete trial-type instructional activities as well as naturalistic instructional activities where 

we’re following the student’s lead, but doing so with a plan and embedding these motivational 

operations to make it more likely that the student will engage in and practice the skills that he or she 

needs to learn. And then be reinforced with something that’s meaningful for the student at that 

moment in time and in that situation for engaging in those behaviors. 

ABA provides a real significant research base for helping practitioners know how to schedule 

reinforcement for optimal effectiveness and then, very importantly, how to shift from the contrived 

reinforcers that we create to generate performance initially to naturally occurring reinforcers. A slide 

here just to remind me to remind you that a really good resource for educators and practitioners is the 

research-to-practice journal called Behavior Analysis in Practice. It’s published by the Association for 



Behavior Analysis International -- website here. I encourage you to take a look at it and perhaps see if 

your school would be interested in subscribing so that all teachers could share it. Some really, really 

excellent, excellent articles in this -- in this journal. 

Well, I’d like to end with -- I will end with just a handful of kind of parting thoughts and 

suggestions. And you won’t be surprised by this first one. My -- again, I know I’m harping on it, but focus 

on things that you can control and that make a difference in student learning. And a real kingpin 

alterable variable is active student responding. We spent, I think it was session two -- that session 

entirely focused on a number of empirically-based, research-based strategies that educators can use 

both in general and special ed classrooms to provide all students in the class with frequent, ongoing 

opportunities to respond and to be successful. And a reminder as well here with this graphic display that 

not only does active student responding result in more learning and progress by students, but a side 

benefit is as students are more engaged, successfully engaged in a lesson -- students who tend to have a 

difficult time staying on task, responding and participating appropriately do better. You see a reduction 

in disruptive behavior when students are actively engaged. 

Use the power of teacher praise. I think one of the most common and unfortunate teaching 

mistakes -- and it occurs at all grade levels and students of all kinds and all subject matters, but the 

disuse and misuse of contingent teacher praise and approval. I think, again, that’s one of the most 

common and costly teaching mistakes we make. When skillfully used, contingent teacher praise and 

attention is just about the most generally powerful instructional tool and classroom management 

strategy, proactive strategy, that we have available to us. And it’s especially critical for students with 

learning and behavior problems. Sadly, teacher praise has historically been, and continues to be, a much 

too scarce commodity in the classroom. 

You can go all the way back to White’s classic descriptive study published in JABA in 1975. A 

huge study: 104 teachers, 104 classrooms from grades one to 12. And the results were uniform and 

striking. Rates of teacher praise decreased with each grade level, and time -- students get to high school. 

They unfortunately will rarely hear teacher praise. And in every grade after the second, teachers’ rates 

of disapproval and reprimands exceeded their rates of verbal approval. Now you’re looking at that, I 

hope you are, and saying, come on, 1975? Nearly 40 years ago? Sadly, numerous systematic replications 

of this experiment where observers go in and don’t intervene in any way but just observe and record 

our rates of positive comments and praise by teachers and negative ones have generally found the same 

kinds of results both in general education and special education classrooms and settings. 



Why would that be? What are some reasons? Well, when teachers are asked, they’ll tell us, well, 

they expect -- if we praise too much, students will expect to be praised. And students should learn for 

so-called intrinsic reasons. Teachers will sometimes say, well, it takes too much time away from 

teaching. When you are providing contingent teacher praise and attention for students, recognizing 

students’ achievements and accomplishments, you are teaching. Too often, we just think -- teaching’s 

what I’m attempting to do now. You know, teaching is telling. Teaching is everything that we do in 

interacting with our students. And the effective use of contingent teacher praise and attention, again, is 

a critical, critical skill of a very powerful -- effective with most students. 

Teachers will say, well, it’s not natural to praise, and students will think it’s not genuine. And 

here, I think, teachers are onto something. It isn’t natural for any of us to catch one another being good 

and praising. In fact, have you’ve ever seen a bumper sticker or poster, catch them being bad? We don’t 

need to be reminded to do that. Disruptive behavior, it gets in our way and we respond to it right often -

- right away, typically with a reprimand. And what’s the typical immediate consequence for 

reprimanding students? Very often, they’ll stop being disruptive, at least for that moment. So we’re 

negatively reinforced as parents and teachers when we reprimand children and students. They tend to 

stop for that moment. But it’s not effective in reducing, and it doesn’t do anything to teach the desirable 

alternative behavior. 

And on top of that, many teachers today are told that it’s wrong, even harmful, to praise 

students for their accomplishments. In a widely distributed, widely read article called Five Reasons to 

Stop Saying Good Job, Alfie Kohn said, well, praise manipulates children, creates praise junkies, steals 

the child’s pleasure, causes children to lose interest, reduces achievement. Kohn’s an articulate speaker 

and a very skilled writer. He argues passionately and articulately for -- makes his case here. But he 

doesn’t have science to back him up. The research just doesn’t show that that’s the case. Again, on the -

- in the references in the handouts, got a number of things that you can look at and make that judgment 

for yourself: summaries of the research on teachers using contingent praise and attention with their 

students. 

Well, what if we want to improve our praising skills? I’ll suggest quickly five things. First of all, it 

would be, don’t worry about over-praising. I think that’s just about the last thing we need to worry 

about as a teaching mistake. One of the most incredibly skilled teachers that I’ve ever known and had 

the pleasure to observe and work with was a middle school special education teacher, Ronnie 

[inaudible]. And that’s Ronnie here. Poor students in her class didn’t have a chance to -- there was no 



way they could avoid her positive praise and attention because she rigged it. She contrived it. Even the 

most disobedient, unruly, non-compliant student would make the mistake of not being non-compliant, 

not being unruly for just a second, and she’d be on them. If you just kind of tripped into Ronnie’s class 

over the doorstep, she’d find a way to identify something that you were doing well and build on it. And 

Ronnie just always said, nothing succeeds like success. And she was absolutely determined and skilled, 

incredibly so, in making sure that all of the students in her class were successful and then had multiple 

successes that she built upon. 

Make a list of things you can say that might function as reinforcement for your students. You 

can -- can’t think of anything to say? Look on the internet. There’s a list. Type in 101 Ways to Say Good 

Job and you’ll see them. You recall Tanya Still, perhaps. She was the kindergarten teacher in one of the 

early first video clips I showed you. She’s doing choral responding with her kindergarten students. And 

throughout the day, whether she’s doing a small-group DI reading lesson or the whole class together, 

and her students would be -- would be cranking out the work and the responses. And they’d get 

something right, a new skill, and she’s just sit back and laugh. And she’d say, you are the smoking bomb. 

And the kids would just bounce up and down, they were so happy to hear her say that when they were 

doing well. 

And of course, be specific. Specific praise is more effective than general. Yeah, that’s right. Two 

quarters makes 50 cents. I like the way you cross -- remembered to cross your T’s and dot your I’s today. 

I noticed in the cafeteria today you didn’t -- you waited your turn. You didn’t push out of line. And thank 

you for the way you sat and waited for me to come to your desk and help you. So we want to be -- tell 

students precisely why we’re pleased. And then practice. Don’t worry if you sound a bit wooden at first. 

You know, more [inaudible] will get better. 

I can remind and reward myself for praising more often. Self-record. Self-monitor my praise 

comments. Play -- have some audible tones play at random intervals in the class, and that will remind 

me to catch the next student or group of students being good and praise. I might have a student or a 

paraprofessional teacher aid record my praise comments. I’ll make a graph and reward myself for 

meeting goals. You remember the motivator we looked at earlier in the series, and presented this 

article, The 20 Tips For Using the Motivator, there. But there’s also -- a number of these tips have to do 

with how teachers can use it to improve their teaching performance in the classroom, including praise: 

praising more often, praising more effectively. 



Josh Pritchard told me about this website, this program. I just looked at it today. I’m not familiar 

with it. It looks as if it’s -- it may be completely free, but I went on and just took a quick look. And it’s a 

way that teachers can record their praise statement to students -- their praise statements within the 

class as well as with individual students, and then get a record to share with the students and the 

parents themselves. Something worth taking a look at. 

So there you have it. Don’t worry about over-praising. Make a list of what you can say. Be 

specific. Practice. And then do a little self-management. Remind and reward myself for praising more 

often and more effectively. There’s a handout called The Power of Teacher Praise with this session that 

provides a little more detail on these suggestions. 

Let the data be your guide. Direct and frequent measurement of student performance is the 

very best information that we have on how well we’re doing. We talked about that today. Doesn’t hurt 

to have some fun while we’re at it. Again, no one out there needs me to tell you how hard it is to teach 

and how hard and demanding it is to teach well. There’s no reason we can’t and shouldn’t have fun 

while we’re at it, and there’s lots of reasons why we should. And here, behavior analysis has something 

to contribute to fun as well, not only how to have it, but a conceptual analysis or a contingency analysis 

of the fun, if you will. And it goes like this: it’s got to be fun or else it won’t be fun. And there’s a young 

man, Dick Malott, on the right here that has been sharing this contingency analysis with -- fun with 

anybody that will listen for years and years and years. And I’m pretty convinced that Dick is right. 

And continue to develop and enhance your professional knowledge and skills. Read, talk with 

colleagues, just what you’ve done in this webinar series, attend conferences, enroll yourselves in 

workshops and programs where you can be exposed to, as much as possible, evidence-based teaching 

information and strategies. And then, again, let the data be your guide. Get your own data and 

determine whether those strategies and tactics are effective in your hands for your students. And 

finally, keep your eyes on the prize. Let’s remember that improving students’ quality of lives is what it’s 

all about. And don’t give up. Failure’s not always a mistake. It may simply be the best one can do under 

the circumstances. The real mistake is to stop trying. 

Questions and feedback regarding the content of this webinar may be emailed to me at 

billheward@pattan.net. And it’s fine if you want to email me directly at OSU. It’s heward.1@osu.edu. I 

look forward to hearing from you, and I’ll do my best to respond and answer questions as they might 

come in. I wish you the very best in your professional careers and work. Keep those students 



responding. Have some fun. Keep your eyes on the prize, and don’t give up. Take care. Bye-bye. Over 

and out. 


