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With the advent of recent federal mandates, special 

educators have been inundated with a plethora of intervening 

strategies, conceptual models, and theories for use in the 

classroom. The result is manifest in a strong bias among 

special educators that is not conducive to the student's 

learning style. Educators, today, are not only being called 

upon to teach functional academics to emotionally disturbed 

youth, they are also asked to ameliorate the debilitating 

effects of emotional disturbance. Thus, educators are 

presented with unparalleled change from the world of 

traditional public school education. Unfortunately, teachers 

of the emotionally disturbed are not meeting that challenge, 

and often are providing a confused environment for the 

student. Students perhaps need a synthesis between 

directive and nondirective teaching styles. The problem 

under investigation in this study is the effect of a 

learning condition in which the teacher determines the limits 

of the classroom in a directive setting and the degree to 

which the student sets the limits of the classroom in a 

nondirective setting. The purpose of the study was to 



evaluate the effects of a directive and nondirective 

learning environment on the student's acquisition of academic 

behaviors. The independent variables were (a) the order of 

presentation of the learning materials, (b) the schedule of 

verbal reinforcement, and (c) the use of self-monitoring 

materials. The dependent measures were (a) the number of 

new words learned and (b) the amount of time spent in on-task 

behaviors. The results of the study indicated that there 

was a significant difference between the two learning 

conditions. The students in Condition A learned more new 

words than the students in Condition B, and there was a 

significant, positive correlation between the amount of 

time spent in on-task behaviors and the number of new words 

learned. There was a very low positive correlation in 

Condition B between the dependent measures. The results of 

the study indicate that the directive approach to teaching 

provides a greater opportunity for academic achievement. 
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CHAPTER I 

THE EFFECT OF DIRECTIVE AND NONDIRECTIVE LEARNING 

CONDITIONS ON EMOTIONALLY DISTURBED ADOLESCENTS' 

ACQUISITION OF ACADEMIC BEHAVIOR 

Introduction 

The concept of emotional disturbance has persisted over 

the years, but only recently have special educators taken an 

active part in both the treatment and education of 

emotionally disturbed students (Kauffman, 1974). 

Traditionally, the education and treatment of students in 

emotional conflict has been left to the realm of the mental 

health professional and to the field of medicine (Bullock, 

Justin, Guetzloe, Mintz, & Scriven, 1972; Rhodes, 1970). 

Recently, however, federal mandates have shifted the onus of 

responsibility from the medical field to the teachers of 

special education. 

Although based on sound theoretical teaching principles, 

special educators have been inundated with a plethora of 

intervening strategies, conceptual models, and theories 

(Rich, 1978) which have created a strong bias among special 

educators (Kauffman, 1981). Dunn and Dunn (1979) suggest 

that teachers often develop a teaching style that is not 



conducive to the student's ability to learn, but follows a 

more traditional set of teaching activities. 

By the onset of adolescence, students have developed a 

learning style that appears to be in conflict with the school 

setting (Rich, 1978). Rothman (1966) views this as 

disordered learning, as the only bridge between the 

disorganized world of emotional disturbance and the organized 

world of the teacher. As a result, education of the emotion-

ally disturbed child presents unparalleled changes in the 

traditional world of public school education. Educators are 

now being called upon to ameliorate the debilitating effects 

of emotional disturbance while at the same time developing a 

qualitative standard by which to teach emotionally disturbed 

children and youth (Gallagher, 1979; Kauffman, 1981). 

Teacher Influence and Change 

Disturbed children cannot, and should not, be depended 

upon to internally guide themselves through the continuum of 

school experiences (Hobbs, 1974). The teacher should 

purposefully intrude upon the disorganized network of 

emotional disturbance to assist and facilitate the movement 

of the emotionally disturbed child (Gallagher, 1968). The 

critical factor in this relationship between student and 

teacher is the extent to which the teacher will exert the 

power necessary to guide the student to more positive 

experiences (Good & Brophy, 1978; Kauffman & Lewis, 1974). 



The characteristic manner in which a teacher ascribes 

facilitative movement is relative to how the student learns 

(Fisher & Fisher, 1979). Hewett and Forness (1974) suggest 

that a teacher's intervention should flow to a directed 

environment. On the other hand, Rothman indicates that 

teacher facilitation should lead to a nondirected learning 

environment. For teachers of the emotionally disturbed, 

teacher behavior must focus on the nature of the student's 

behavior so that the student's learning is reflected in the 

teaching style of the facilitator (Rhodes & Tracy, 1972). 

Flanders (1970) delineates teacher styles by creating 

a continuum of characteristics which range from the 

traditional lecture or information giving level, to increasing 

the freedom of student choice and reducing the limits 

confining the learning setting, and collaterally posits 

freedom of action. Within the framework of emotional 

disturbance, however, the role of the educator is expanded 

to that of mediator, where learning and teaching are 

reciprocal and pathology does not interfere (Rhodes & Tracy, 

1972) . 

Particular to the American culture, the elementary and 

junior high schools are joined as a most powerful instrument 

capable of tremendous impact upon the general society 

(Henry, 1957) . The classroom has the potential not only to 

create and reinforce new sets of values, but at the same 

time to deemphasize others, thus emerging with a 



contribution of its very own (Noll, 1980). Unfortunately, 

schools, more often than not, provide a confusing environ-

ment where low-order priorities supersede high-order 

priorities (Dunwell & Wendel, 1976; Kirschenbaum, 1980). 

Students, more so than ever before, need a learning 

environment which leads to a synthesis of order and freedom. 

Directive vs Nondirective Classrooms 

An issue which has proven difficult to research, but 

which arises repeatedly where there is an attempt by 

educators to reconcile the disordered educational classroom 

environment, is the degree to which the teacher determines 

the limits of the classroom in a directive setting (Hewett 

& Blake, 1973; Mintz, 1974), or the degree to which the 

child sets the limits of the classroom in a nondirective 

setting (Hallahan & Kauffman, 1978). Both approaches are 

predicated on a reasonable standard of conduct, with the 

directive environment involving (a) measurement of student 

response and (b) subsequent analysis of that behavior, 

whereas the nondirective setting involves student choice of 

activity, therapeutic interaction, and emphasis on academic 

achievement (Axline, 1947; Perls, 1959; Rogers, 1952). In 

spite of the breach between philosophic camps, few 

endeavors designed for systematic investigation of the two 

theoretical approaches have been made (Harris, 1973; Hewett, 

1967; Mintz, 1974; Whelan, 1966). 



The school experience is an integral part of the total 

life experience. The success or failure of a student depends 

on the ability of the school to provide positive, successful 

experiences. For the nonhandicapped student, school can be 

confusing and frustrating. The emotionally disturbed child 

who fails to experience a nurturing environment at home 

comes to school only to be involved in another syndrome of 

failures. It is imperative that educators translate the 

negative aspects of a child's life into positive experiences 

through appropriate teaching strategies (Haring & Phillips, 

1962; Kirschenbaum, 1980). 

Morse, Cutler, and Fink (1964) evaluated classes for 

the emotionally disturbed and found that children provided 

with school-oriented tasks which terminated in a successful 

experience generalized these experiences to other areas of 

daily living. To be effective, future program designs 

should be systematic rather than haphazard (Gallagher, 1968; 

Morse, et al., 1964; Reinert, 1978). 

Rich (1978), in reviewing a longitudinal study of 

classroom climates for emotionally disturbed students, found 

that the structured and non-structured settings had signifi-

cantly different effects on various types of emotional dis-

turbance. But Kauffman (1981) found that attempts to 

research the viability of particular educational settings 

were tempered by the bias of the professional staff of the 

educational facilities. In particular, there was a bias 



against direct measurement of the student's educational 

environment, because many teachers are still uninformed 

about the various types of teaching interventions, assess-

ment of the student and how needs tend toward the subjective 

rather than the objective. 

Statement of the Problem 

The problem in this study was an evaluation of the 

impact of the directive and nondirective teaching 

environments. Several teaching techniques common to both 

environments were combined to form two learning conditions 

which measured the student's acquisition of learning 

behaviors. Specifically, the researcher measured the 

student's acquisition of a reading vocabulary and the 

ability of the student to be involved in on-task learning 

behaviors. The findings in this study occurred as a 

function of the placement of the student in one of two 

learning conditions. The procedures utilized in the 

learning conditions can be translated into viable teaching 

techniques to be used by the classroom teacher. 

Purpose of the Study 

The purpose of this study was to measure the effects of 

two learning conditions, directive and nondirective, on the 

number of words learned, and the amount of time spent on 

the reading task by seriously emotionally disturbed 

adolescents living in a residential setting. Three 



independent variables were evaluated: (a) order of 

presentation of material to be learned, (b) schedule of 

researcher's verbal feedback to student with regard to the 

number of correct responses and amount of time spent 

on task, and (c) the availability of self-recording 

activities for use by the subject relative to the number of 

correct responses made by the subject. The dependent 

variables were (a) the number of new words learned by the 

subject and (b) the amount of time spent on-task by the 

subject. 

Research Hypotheses 

Hypothesis 1: There is a difference between the number 

of new words learned by the subjects in Learning Condition A 

and Learning Condition B. 

Hypothesis 2: There is a difference between the amount 

of time spent on on-task behaviors for Learning Condition A 

and Learning Condition B. 

Hypothesis 3: There is a relationship between the 

amount of time spent on task and the number of new 

vocabulary words learned by the subjects in Learning 

Condition A. 

Hypothesis 4: There is a relationship between the 

amount of time spent on task and the number of new 

vocabulary words learned by the subjects in Learning 

Condition B. 



Significance of Proposed Study 

The method by which students learn best has been a 

source of disagreement among educators for many years. 

Strauss and Lehtinen (1947) addressed this conflict in a 

landmark study of the effect of a structured environment on 

the learning of hyperactive children. The body of know-

ledge posited by the Strauss study was extended by the 

Cruickshank, Bentzen, Ratzeburg, and Tannhauser (1961) 

study of brain-injured and hyperactive children. The 

influence of the structured learning environment was noted 

by Haring and Phillips (1962) in emotionally disturbed and 

hyperactive children, and the evaluation of the structured 

setting has been expanded through the work of Gallagher 

(1968) with preadolescent, emotionally disturbed boys, 

adjudicated adolescent girls (Harris, 1973), and emotionally 

disturbed and normal preadolescent boys (Mintz, 1974). 

The study presented herein expanded the continuum of 

knowledge relative to the effect of both directive and 

nondirective learning conditions on groups of adolescent 

students' learning in a residential setting for seriously 

emotionally disturbed youth. Findings generated from this 

study could have implications for individualized program 

planning and classroom designs for effective student 

learning, as well as implications for teacher-training 

programs that prepare personnel to work with seriously 

emotionally disturbed adolescents living in residential 

settings. 



Definition of Terms 

Emotional Disturbance. A concept which refers to 

behaviors that represent difficulties in daily living. 

These behaviors are unrewarding, inappropriate, and 

unacceptable to the dominant society. 

Directive (Learning Condition A). A systematic, 

clearly defined set of behaviors which occur in a specific 

sequence, designed by the researcher. 

Nondirective (Learning Condition B). A set of 

behaviors which occur in an order determined by the subject 

and may include psychotherapeutic interaction with the 

teacher. 

Limitations of Proposed Study 

This study was conducted with subjects who were 

diagnosed as seriously emotionally disturbed. The age of 

these students varied from age 11 to 21. The results of 

this study were generalized to a similar group of students 

and to students who did not have similar characteristics. 

Sample size was also a major limitation of this study. 



CHAPTER II 

REVIEW OF LITERATURE 

Teaching Style of Teachers 

Teachers in today's schools are faced with the 

challenge of differences in intelligence, cultural back-

grounds, and social skills (Graubard, 1971). Often this 

challenge is compounded by acute learning problems caused by 

emotional difficulties and behavioral disorders. Rich (1978), 

in a discussion of classroom environments, found that 

emotionally disturbed students are especially affected by 

the educational setting of the classroom and that both a 

structured and nonstructured climate had profound and 

varying effects upon the learning style of students. 

Children learn over varying periods of time and as a 

result of both repeated encounters with educational exper-

iences and the interpersonal exchange of viewpoint with 

others (Davis, Alexander & Yelm, 1974; Mintz, 1974). 

Learning style is also influenced to a great extent by the 

teaching style (Frymire, 1970). Erickson (1964) suggests 

that many standardized procedures for teaching will have to 

be abandoned and different pedagogical approaches developed 

and utilized. There is a prevalent theory among educators 

which suggests that students must be exposed to multilevel 

10 
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learning activities reflecting experiences that enhance the 

ability of the student to make appropriate choices in 

learning styles (Muir, 1970). Although there is not ample 

opportunity in today's learning environments to individualize 

to all learning styles, these various styles must be 

considered when designing an educational approach. Mintz 

(1974) and Rich (1978) suggest that a structured and non-

structured dichotomy fits the generalized group attempt to 

design learning environments. The purpose of this review of 

literature was to examine the contemporary and traditional 

learning strategies employed in the education of seriously 

emotionally disturbed students. 

Traditional Approaches to the 
Education of Emotionally 
Disturbed Students 

Traditionally, the education of emotionally disturbed 

children has been greatly influenced by Freudian and psycho-

analytic theory (Bettelheim, 1955; Freud, 1937; Klein, 1948, 

Redl, 1971; Reinert, 1978). This psychodynamic theory 

focuses on the meaning of problematic behavior which results 

from regressed developmental functions during critical life 

periods (Corsini, 1977). 

Neil (1960) identifies the traditional psychodynamic 

model as a permissive one, where a child has the choice of 

where and when to receive instruction. Bettelheim (1955), 

another proponent of the permissive psychodynamic approach, 
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suggests that freedom of individual exploration is of more 

importance than the development of academic skills. 

Other supporters of the psychodynamic educational theory 

focus on the collateral existence of education and treatment 

(Berkowitz & Rothman, 1950; Rothman, 1974). These theorists 

examine behavior as a means of communication which must be 

interpreted. Thus insightful interpretation of maladaptive 

behavior is applied to more appropriate educational 

behaviors. The Life Space Interview Technique (LSI) (Redl, 

1971; Redl & Wineman, 1952) is an effective intervention 

which allows the classroom teacher to intrude into a crisis 

in a positive but therapeutic manner (Morse, 1971). LSI 

provides for the immediate intervention of the teacher in 

order to offer therapy to the student and it provides the 

opportunity for the clinical exploration of other life 

events related to the crisis. Life space interviewing is 

designed to help the student to gain insight into problem-

atic behaviors and interactions with the environment where 

interventions can usually occur in a more natural setting 

rather than in the counseling room. 

Redl (1971) also reflects upon the effects of the 

therapeutic milieu, a concept which artificially creates a 

total therapeutic environment for the emotionally disturbed 

student. Couched in this concept is a network of variables, 
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i.e., social structures, group communication processes, and 

staff interactions which have an impact on the disturbed 

student. 

Although the basic tenets of psychodynamic theory 

remain constant across settings, individual theorists have 

contributed their own distinctive personality: (a) Newman 

(1956) formulated a positive one-to-one relationship as the 

cornerstone on which to build the learning environment, 

(b) Pearson (1954) de-emphasized the importance of psycho-

sexual development, (c) Slavson (1954) proposed to reduce 

emotional lability by reducing the number of abstractions 

which interfere with the students' learning. Redl (1952, 

1971) believed that a positive learning environment 

contributes in a positive way to the amelioration of 

emotional difficulties. Bettelheim (1955) taught that an 

unstructured classroom which allows free expression 

facilitates emotional growth, and that children should act 

out primitive pleasures, which in turn reduce any anxiety 

impinging upon the learning processes. 

Jungian theorists attend to regression attitudes which 

interfere with learning and encourage free play activities 

allowing children to remain children, thus alleviating the 

problems of the expectancy model that children are miniature 

adults. Analytical theorists look to symbolic meaning of 

children's play fantasy and strive towards a more self-

actualized child (Maduro & Wheelwright, 1977). Adlerian 
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interpretations of the psychodynamic model provide for 

insight into student misconceptions. This insight then 

provides for error correction through class discussion and 

extends the educational processes to the parent (Driekurs, 

1964) . 

Psychodynamic theory has been affected by Carl Rogers 

(1942, 1952), who instructed teachers to (a) rearrange 

social structures to fit the child, (b) be informal and 

personal, (c) reduce punitive actions and increase the 

opportunity for successful and satisfying endeavors, 

(d) allow for freedom of expression, and (e) ignore and 

accept defiance. Gestalt psychology (Perls, 1959) also 

spoke to the reduction of goal expectations, restructuring 

the environmental control from adult to child, and teaching 

to self-awareness and self-actualization. Existential 

philosophy (Corsini, 1977) emphasized creativity and 

stressed the euphyschia, the need for peak experiences of 

achievement. 

Psychodynamic playgroups adapt well to the educational 

environment. Axline (1947) leads the child to self learning 

through permissive interactions with the teacher. Students 

are allowed to choose the educational activity. Axline 

suggests that the three R's are not the real needs of the 

student. Moustakas (1953) develops an interpersonal 

relationship with students to facilitate the developmental 

skills upon which the student calls to thwart negative 

feelings. 
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The permissive, structure-free learning environment 

espoused by the psychodynamic model is not free of 

criticism (Mintz, 1974). There is inherent in the theory a 

failure to provide the opportunity for the child to develop 

the ability to discriminate between appropriate and in-

appropriate behaviors. Fenichel (1966), deviating somewhat 

from the traditional permissive forms of education, suggests 

that disorganized children need someone to structure and 

organize their educational programs. Orme and Purnell (1970) 

separated groups of students and found that behavior learned 

in a structured setting tended to generalize not only across 

settings but across students. 

Contemporary Approaches to the Education 
of Emotionally Disturbed Children 

The structured approach to the education of the 

emotionally disturbed student is generally represented in 

the literature as a form of behavioral theory (Haring & 

Phillips, 1962; Mintz, 1974; Reinert, 1978; Strauss & 

Lehtinen, 1947), and also, the structured approach 

represents a significant contrast to the psychodynamic 

model (Reinert, 1978). Reinert reviews the impact of 

behavioral theory on the field of education by noting that 

the model gave a tremendous lift to a field which needed a 

new set of ideas and an opportunity to regain confidence in 

an ability to teach. The traditional psychodynamic model 
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treated pathology in terms of a label from which a prescribed 

course of action might be taken. The contemporary behavioral 

model breaks from the traditional approach by suggesting 

that behavior is learned and can be unlearned by a number of 

different types of behavioral interventions. 

The break with the traditional model has been so 

thorough that behavioral theory has become incorporated as a 

major educational model (Sulzer & Mayer, 1972). Emphasis is 

on how to teach and not necessarily on what to learn 

(Zimmerman, Zimmerman, Rider, Smith, & Dinn, 1971). 

Behavioral theory organizes both the teaching and the learn-

ing components (Wenrich, 1970). Academics can, in fact, be 

modified with less time and effort through the use of 

behavioral techniques because the emphasis in on student 

motivation, which tends to increase both correct response 

rate and the number of correct responses (Heyt, 1955; Kirby & 

Shields, 1972). The literature cites many examples of 

behavioral application to the educational setting (Smith & 

Lovitt, 1975; Scott & Bushell, 1974; Villars, 1971; 

Sulzbacher & Hauser, 1968). 

Behavioral Teaching Interventions 

Directive teaching techniques have been used to 

remediate a variety of academic subject areas where more 

conventional methods have failed. Haupt, Van Kirk, and 

Terracino (1975) used an inexpensive fading procedure to 

decrease rate of error and increase retention of specific 
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facts. Materials to be learned were put on flash cards and 

after each correct response cellophane was used to fade the 

correct response. Drabman and Lahey (1974) were able to 

increase the sociometric status of students when individual 

feedback on specific behaviors was given on a 15-minute 

interval schedule. The feedback was of a nonverbal nature 

as the teacher quietly wrote a number on a record sheet. 

This procedure allowed for more teaching time as well as 

improved student performance. Clements and Tracy (1977) 

found that combinations of tactile and verbal cues were 

successful in improving general academic performance. 

Axelrod and Paluska (1975) used games as rewards for student 

on-task behavior during academic study time. 

Behavioral techniques encompass the negative aspect of 

teaching and learning to decrease as well as to increase 

behaviors. Kazdin (1964) found that vicarious negative 

reinforcement was effective with small groups, and that 

the misbehaviors decreased in many academic situations. 

Time out has been used effectively (Wolf, Risely, Johnston, 

Harris & Allen, 1967) to reduce the number of tantrums and 

aggressive acts of autistic children. 

Varying teacher behavior from positive to negative in 

an overt manner proved to be an adequate means to control 

classroom behavior, as reported by Thomas, Becker, and 

Armstrong (1968). Negative verbal cues were combined with 

delayed time out. The verbal cues bridged the gap between 
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the immediate disruptive behaviors and delayed teacher 

intervention. Negative reinforcement has been used by 

(a) Stephens (1975), who withdrew praise to increase student 

on-task behavior, (b) Jones and Miller (1974), who used 

harsh verbal suggestions, and (c) Madsen, Becker, and Thomas 

(1968), who ignored students in an effort to increase 

on-task behaviors. 

Premack (1959) posited a principle which suggests that 

behavior normally occurring at a low frequency may increase 

in frequency when followed by a highly desirable activity. 

Preschool children, as well as older students, respond well 

to this principle (Homme, C' de Baca, Divine, Steinhorst, 

& Bickert, 1963). Risely and Krantz (1972) preceded loud 

activity times with quiet times in an extension of the 

Premack Principle. Sloan (1976) also adapted the Premack 

Principle to start and stop the day with activities which 

were well liked by the student. The child was then 

reinforced by coming to and leaving school in a pleasant 

manner. There are many possibilities relative to the extent 

that high interest and low interest activities may be 

manipulated for optimum student learning and productivity. 

Precision teaching is a contemporary structured 

approach based on the work of Lindsley (1966) that emphasizes 

the role of the teacher in planning the learning experiences 

of the student. Haring and Lovitt (1967) expanded this 

philosophy by introducing the concept of continual 
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evaluation and systematic change of the educational program 

to fit the needs of the student. Systematic improvement of 

instruction was introduced by Smith (1972) in programmed 

packets which were developed to determine specific teacher 

capabilities. Weiner (1972) placed additional emphasis on 

the teacher by stressing teaching goals rather than on the 

students' learning goals. Appropriate task analysis, 

individualization, adequate and appropriate reinforcement, 

and analysis of teaching activities were important aspects 

of the programmed teaching approach. Allyon, Layman, and 

Burke (1972) and Allyon and Roberts (1974) found that 

systematic presentation of teaching materials reduced 

disruptive behaviors and increased in-seat time. The final 

result was a significant improvement of academic ability. 

Directive teaching (Stephens, 1975) specifically 

delineates desired teacher responses, identifies teacher 

objectives, and analyzes the effects of the instructional 

program on the students. A busy, well planned day precludes 

disruptive activities and increases academic achievement 

(Sloane, 1976). Student-selected reinforcers are effective 

tools for the teacher in precision teaching as well as for a 

back-up to token systems often used by teachers (Karracker, 

1977). 

Educational engineering (Iiewett, 1976; Hewett & Taylor, 

1980; Hewett, Taylor, & Artuso, 1968) manipulates the 

structure of the classroom by utilizing behavioral techniques. 
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Hewett introduced the learning triangle which identified the 

task to be completed, identified the reward to be used, and 

structured both the task and the use of the reward. Hewett 

also identified a learning hierarchy dependent upon the 

learning level of the child. Attention activities precede 

achievement activities. Motivation is reinforced, rather 

than the acquisition of knowledge. The engineered classroom 

uses only three learning centers and stresses both extrinsic 

and intrinsic reinforcement. 

Collaboration between the teacher, the student, and the 

home underlies the concept of contingency contracting 

(Homme, 1969; Homme & Tosti, 1971). The teacher defines 

the task to be taught and chooses a reward reinforcing to 

the child. All participants are involved in the determination 

of the task and the reward. The goal of the contracting 

procedure is to place more responsibility on the student so 

that eventually the student will be totally responsible for 

choosing appropriate tasks and rewards. 

The literature is indicative of a trend in behavioral 

theory which allows for the evaluation of mental events as 

well as observable behaviors. Skinner (1953) formulated his 

theories on the criterion of motivation. Behavior is 

described in terms of how long a person has been deprived of 

the contingency and the strength of the response to the 

contingency. There is some verbal behavior or self talk, 

but according to Skinner there is no mediating effect. The 
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substance of verbalization is nothing more than unconscious 

behavior shaped by the contingencies of reinforcement 

(Skinner, 1969). Cognitive behaviorism (Meichenbaum, 1977) 

suggests that mental events do indeed mediate behaviors and 

that self talk can be recorded and analyzed. 

Behavior Modification 

Behavior modification appears in the literature as a 

discrete entity, i.e., the specific procedure designed to 

change any behavior (Drabman & Lahey, 1974; Stephens, 1975; 

Wenrich, 1970; Zimmerman, et al., 1971). Behavior modifica-

tion involves the determination of the environmental events 

which support a behavior and the procedures which effect a 

new support system. In chronological order, several 

different concepts have appeared in the literature under the 

rubric of behavior modification. Dollar and Miller (1950 

suggest that there is a transference or generalization of 

positive behaviors from one person to another, dependent 

upon the motivating effect of the reinforcement. This 

social learning theory was posited by Bandura (1969) and was 

extended to include the extinction of those inappropriate 

behaviors which are not reinforced by modeling. Brown, 

Reschly, and Wasserman (1974) found that the surreptitious 

modeling of the teacher had a positive effect on the 

classroom behaviors of students. 

Tokens have been used as modifiers of behaviors. Such 

items as food (Azrin & Lindsley, 1956), poker chips 
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(Birnbrauer & Lawler, 1964), and other substitutes such as 

candy (Axelrod, 1971; Long & Madsen, 1975) have been used 

with positive effect. Alexander and Apfel (1976) found that 

toys and candy were useful in the exchange of points which 

had been used for reinforcement at 15-minute intervals 

during the day. The token economy has proven to be an 

important aspect of the behavior program (Kazdin, 1977). 

Loud noises detract from the educational environment 

and the soft reprimand has become a positive tool for 

behavior control (Madsen, Becker, Thomas, Koric, & Plager, 

1968; O'Leary, Kauffman, Kass, & Drabman, 1970). Schmidt 

and Ulrich (1969) used a buzzer at low sound levels for 

group reinforcement. 

Praise is used as a behavior modifier by Axelrod (1971) 

and Vernon (1975). Solomon and Wahler (1973) pair teacher 

praise, peer praise, and discussion to change behavior. 

Long and Madsen (1975) pair peer approval with teacher 

disapproval. 

Models of Behavioral Theory 

The advantage of the directive approach lies in the 

use of controlled scientific methodology to identify, 

remediate, and evaluate behaviors (Skinner, 1969). 

Historically, the literature identifies several specific 

models of behavioral theory which control different sets of 

classroom contingencies. In a landmark study, Strauss and 

Lehtinen (1947) evolved the theory of the structured 
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classroom for controlling the behavior of hyperactive 

children. The researchers found that a completely 

structured setting was beneficial to the behavioral and 

academic success of these students. Small classes were 

organized with spaced seating and strictly controlled 

stimulus distraction. The rooms were painted pastel colors 

and were located away from student traffic. 

The concept of the structured classroom was extended 

from the hyperactive population of Strauss and Lehtinen by 

Cruickshank, Bentzen, Ratzeburg, and Tannhauser (1961) to 

include brain-injured and hyperactive children. This study 

added the concept of planned teaching to the structured 

setting. Haring and Phillips (1962) utilized a sample of 

emotionally disturbed students to study the effects of a 

structured environment. These students were placed in three 

settings (a) structured, (b) permissive, and (c) regular. 

Programming was a crucial procedure reflected in the 

structured group where activities were sequenced into sets 

and learning was individualized. Significant differences 

were found between the groups and a dramatic increase of 

academic achievement was found in the structured groups. 

Additional studies investigating the success of the 

structured classroom were compiled by Rubin, Simpson, and 

Betwee (1966), Gallagher (1968), Harris (1973), and Mintz, 

(1974) . 
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The results of these studies have implications for the 

developments of appropriate instructional techniques used 

during various stages of growth and development. Gallagher 

and Mintz revealed that the structured approach to learning 

is a viable intervention strategy when used with elementary 

school age children. Harris, however, found that delinquent 

adolescent girls responded equally well to both learning 

conditions. 

Summary 

Research that examines the teaching styles of teachers 

as well as educational programs that reflect both the 

learning style of students and the teaching style of 

teachers, has been reviewed. Within this body of literature 

there is, however, a limited number of studies which 

consider the learning of emotionally disturbed students in 

either the directive or nondirective setting. There appears 

to be a need for continuous systematic research by educators 

in order to develop correlations between student learning 

and the learning environment. The study present herein 

expanded the body of knowledge relative to the effect of the 

directive and nondirective learning conditions on the 

seriously emotionally disturbed adolescent. 



CHAPTER III 

PROCEDURES FOR COLLECTING AND 

ANALYZING THE DATA 

Background Information 

This research study was conducted at the Edgemeade 

Residential Center, located in Mineral Wells, Texas. 

Edgemeade is a private residential center for seriously 

emotionally disturbed adolescents. The enrollment includes 

37 male and 13 female students, ranging in age from 11 to 

21 years. The student population is derived from many 

states in addition to Texas. Referrals to the Edgemeade 

program are made from various state agencies and private 

families. Upon entering the school, each student partici-

pates in both a psychological and educational evaluation 

for the purpose of developing individualized treatment plans 

and diagnostic labels. 

Sampling Procedures 

A sample of 16 students was randomly selected from the 

Edgemeade population to participate in this investigation. 

Prior to this selection, students who had been designated 

as uncooperative because of an inability to attend classes 

25 
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on a daily basis were excluded from the population to 

control for subject attrition during this investigation. 

Permission to participate was secured from each of the 

students selected, as well as from each sponsoring agency 

and parent. Those students who refused to participate, or 

those for which permission could not be secured were 

replaced by random selection from the remaining unselected 

student population. 

Each student selected to participate in the study was 

randomly assigned to one of two treatment groups: Learning 

Condition A or Learning Condition B. Each student was then 

randomly assigned to a treatment time, which was held 

constant during the investigation time structure. 

Treatment 

The two learning conditions designed as Condition A 

and Condition B were represented as the directive approach 

and nondirective approach to teaching style, respectively. 

Condition A, the directive approach, involved the subjects' 

strict adherence to a learning environment in which the 

researcher (a) ordered the presentation of reading materials, 

(b) scheduled the verbal feedback to the subject, and 

(c) provided the subject with self-recording materials. 

Condition B, the nondirective approach, involved a 

learning environment in which the subject controlled the 

learning environment; i.e., the subject chose the order of 
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learning activities and had the option of participating in 

the learning activity or engaging in nonlearning activities. 

Verbal reinforcement for Condition B was varied and self-

recording materials were used only when the student chose 

to work with the new word list. 

All treatment activities were available to both groups, 

and the learning activities selected by each participant of 

Group B were matched on a daily basis by a corresponding 

student in Group A. At the conclusion of the treatment 

period, the choices of activities by Group B participants 

were rank ordered to accurately determine the order of 

preference. In the event that a participant in Group B chose 

to socialize or not to participate on a given day, the 

matched student in Group A continued with the previous day's 

activities. If the student in Group B chose the word list 

learning activity, materials for self-monitoring were pro-

vided to insure that the task was identical to the task 

provided for Group A. 

To ensure that the teacher behaviors were constant 

within the specific group setting and different across-group 

settings, teacher behavior was observed by a judge on a 

semi-weekly basis, with the exact date and time of the 

observation randomly selected by the observer. The groups 

selected for Condition A and Condition B participated in 

one treatment phase for a period of 10 sessions, with each 

session of 20 minutes duration. 
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Reading Materials 

The reading materials used in this study consisted 

of those materials of high interest presently used in the 

reading instructional program at Edgemeade. The reading 

materials were then translated into the McKee Symbol System 

(1948). (See Table 1) 

Table 1 

McKee Symbol System 

a - "t n -

b - n o -

c - X P -

d - U L q - w 
e - ® r - "7 

f - A s -

g - fX/\ t - / \ 
h _ C u - - 0 

i - O v - 0 — 

j _ n w - - C r 

k - Zl x - — — 

1 - V y -

m 
- ^ 

z - \ 
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In the McKee System, each letter of the English 

alphabet was replaced with a new symbol. The new symbol did 

not require the acquisition of new sound associates or names, 

but the students were taught new words on a sight word 

system. That is, the subjects were taught to associate the 

visual work unit with the researcher's verbalized word unit. 

Consequently, since the McKee System was unknown to each of 

the 16 subjects, initial instructional level pretested to a 

baseline of zero. There was no interference of difficulties 

the subject might have with either written or spoken English. 

From the translated reading materials, a list of 

vocabulary words was organized. Each word was printed 

separately on a three-by-five-inch unlined card. The set of 

words was prepared and presented by the word order of 

presentation in the original material. One set of the 

reading material was translated by paragraph so that each 

subject would have the opportunity to engage in the full 

range of reading activities, as well as to learn new 

vocabulary words. 

Self-Recording Materials 

The self-recording card consisted of a sheet of 

8%-by-ll-inch graph paper. Each square represented one word. 

Felt marking pens were used to color the recording card. 

Daily Instruction 

All subjects received 20 minutes of daily individual 

instruction for a total of 10 sessions. Vocabulary 
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instruction was used to stimulate the sight word approach to 

reading. The subjects were presented with a word card, and 

simultaneously the researcher verbalized the word. 

The subjects received daily instruction at the same 

time each day, and the instruction was given in a small office 

utilized only for the reading instruction. In an effort to 

hold the time constant for all learning sessions, a kitchen 

timer was used. The timer was used as a stimulus to help 

clarify the amount of time expected of each student to be 

spent on the learning activity. The researcher also 

maintained a separate wrist timer to measure the amount of 

time spent on-task. The subjects were able to see the timer 

measuring the instructional time; consequently they were 

aware of the time remaining for instruction. The subjects 

were not able to see the wrist timer. 

Recording Vocabulary Words 

Achievement in the learning of new vocabulary words was 

measured by correct response criteria. That is, each subject 

was required to respond correctly to the new word stimuli 

presented immediately following the 10-minute learning 

period. A series of three successful attempts was made 

before it was determined that the word had been learned. 

The measure of the dependent variable, the number of new 

words learned, was the total number of new words the subject 

acquired on the specified instructional interval. 
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Recording Attentional Behaviorals 

On-task work behaviors have been defined in terms of the 

subjects' attending to the learning materials and making 

appropriate responses while seated at the learning center. 

Specifically, on-task behaviors included (a) response to 

visual stimuli associated with the word cards, (b) oral 

reading from the translated reading material, (c) participa-

tion in word games, and (d) preparation of the cards for 

learning or preview. Other responses were recorded as 

off-task behaviors, and included such behavior as daydream-

ing, out-of-seat activities, and subject-initiated social 

conversations if the learner was a member of Learning 

Condition A. 

During the learning sessions, a record of the duration 

of each subject's non-attentional behaviors was made by 

using a stopwatch controlled by the researcher. The off-

task times were accumulated, totalled, and subtracted from 

20 minutes. These on-task times were not made known to the 

subjects. 

Description of Learning Conditions 

Learning Condition A 

Condition A consisted of a directive setting in which 

the subject completed each task according to a specifically 

designed procedure. The 20-minute time frame assigned to 

each subject for treatment delivery was planned by the 

researcher to account for each minute. Each subject was 
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expected to perform as directed by the researcher. Verbal 

feedback to the subject was scheduled and delivered on a 

systematic basis. The self-recording activity followed 

immediately. Each treatment session was divided into three 

segments. 

The five-minute interval. The subject was required to 

attend to the stimuli for the immediate learning task by 

(a) sitting in the appropriate place, (b) locating the set 

of vocabulary cards in the appropriate place, and (c) reviewing 

the previous sessions materials (first treatment session did 

not include review time). The review procedure for each 

subject included either a flash card drill, game, fill in 

the missing word activity, reading sentences from cards, or 

reading from paragraph material. 

Each correct subject response was reinforced with a 

positive verbal statement by the researcher. An incorrect 

response was given a verbal reply of "no", accompanied by a 

repetition of the researcher's initial query. If the second 

subject response was correct, the subject was reinforced 

with verbal praise. If the subject's second response was 

not correct, however, the researcher replied with, "No, the 

word is . " 

The ten-minute interval. The researcher introduced the 

new reading material to be learned by showing the subject a 

new word card and pronouncing the word. The words were 

presented in order of their appearance in the untranslated 
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reading materials. A correct response by the subject was 

reinforced by verbal praise by the researcher. Every incorrect 

subject response was followed by, "No, the correct response 

is •" This type of activity was continued for the 

entire learning interval. 

The subjects were informed of the learning criteria and 

were required to respond correctly to each card stimulus for 

a series of three times before acquisition was considered to 

have occurred. The measure of the vocabulary learned was the 

correct number of new words learned by the subject during the 

learning interval period. 

The second five-minute interval. At the conclusion of 

the ten-minute learning interval, the subject added the 

newly acquired words to the set of words previously acquired. 

The researcher recorded the words that the subject did not 

learn. Those words were added to the remaining words to 

be presented to the subject, and were presented again at 

another session. 

The subject maintained a record of the number of 

correct responses by using a felt marking pen to color the 

appropriate number of squares which indicated the number of 

new words learned, one square representing one newly 

acquired word. 

When the subject had completed the recording procedure, 

the researcher asked, "How many words have you learned today? 
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Now you know words." The subject then returned the 

self-recording materials to their appropriate places. 

Following this activity, the subject read orally as 

many pages of newly acquired material as vocabulary acquisi-

tion and time allowed. Verbal feedback was given to the 

subject for each line of reading material that was correctly 

read. However, for each word incorrectly read by the 

subject, a negative statement, "No", was made by the 

researcher, followed by the correct response. The oral 

reading activity terminated the treatment session and the 

subject completed the activity by replacing all of the 

learning materials in their appropriate places. Each day's 

activities concluded with a positive comment made by the 

researcher. 

Learning Condition B 

The learning environment for Condition B was a 

setting in which the activities were modified to meet the 

subject's requests. The subjects were given the opportunity 

to indicate a choice of reading activities relevant to the 

learning session, and the researcher was available to guide 

the subject in the choice of activities. Specific learning 

activities included (a) gathering of the day's reading 

activities, (b) sitting at desk, (c) following researcher's 

instruction, (d) reading word cards, (e) oral reading, or 

(f) participating in chosen activity. The student's choice 

of activity included psychotherapeutic interaction with the 
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researcher, if requested. The subject was not required to 

complete any of the possible tasks nor to follow a routine 

of activity. The verbal feedback given by the researcher 

was sporadic, and included both positive and negative 

response statements. The self-recording activity was 

omitted in Learning Condition B, except when the word list 

was chosen. 

The twenty-minute interval. The instructional format 

of each session's activities was varied around the central 

theme of reading. Vocabulary review, new vocabulary 

instruction, and oral reading were always available; however, 

alternative activities could be selected. These substitute 

activities included (a) social conversation with the 

researcher, and (b) participation in word games. 

When the subject decided to engage in new vocabulary 

instruction, the time limits established for Condition A 

were observed. The subject in Condition B was also 

required to complete three trials before the new word was 

considered learned. Self-monitoring cards were available. 

The measure of vocabulary words learned was the number of 

new words learned during the ten minute time interval. 

These time limits represented the only time constraints 

placed upon the subjects in Condition B. 

When the subject engaged in specific tasks of new 

covabulary instruction, vocabulary review, or oral reading, 

verbal feedback was given. Praise was given for a correct 
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response. Incorrect responses to the stimuli were followed 

by, "No, the word is The subject did not self-

record the number of new words learned. 

Data Analysis 

The statistical procedures used for evaluation of the 

dependent variables, i.e., number of new words learned and 

amount of time spent on-task were the mean, standard 

deviation, Mann-Whitney U Test, t test for independent 

samples, and Spearman Rho Coefficient (Huck, Cormier, & 

Bounds, 1974). The Mann-Whitney U was employed to analyze 

the data for hypotheses 1 and 2. For the purpose of this 

study, the U Test and t test were used to test the effects 

of directive and nondirective learning conditions on the 

measurement of the number of new reading words learned by 

the suLjects and the amount of time spent on-task. The 

Spearman procedure was used to evaluate the relationship 

between the amount of time spent on-task and the number of 

new words learned by each subject. Thus, the Spearman Rho 

was used to test Hypotheses 3 and 4. 

The .05 alpha level of significance was used to 

determine statistical significance. The two-tailed test 

was applied to test hypotheses 1 and 2 and the one-tailed 

test was applied to test hypotheses 3 and 4. 
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Subject Instructions 

Initial Instructions for Condition A 

Five-minute interval. Hello, . My name is 

Mr. Pelton. Please close the door and be seated at your 

desk. You are to come in here each day of the week, Monday, 

Tuesday, Wednesday, Thursday, and Friday. Now tell me when 

are you to come here. You will come here for two weeks. 

Every day as you come into the room,you will see me set 

the kitchen timer for 20 minutes. I will place the timer on 

my desk so that you may look at it any time you wish. A bell 

will ring at the end of 20 minutes, at which time work will 

be over. 

While you are here I will teach you a code. You will 

learn this code. Do you know what a code is? Look at these 

cards and tell me if you are able to read any of these 

words. (Baseline recording) 

Ten-minute interval. Let's begin reading the code 

words. Formal instruction begins at this point. 

Five-minute interval. Here is a tally card with your 

name written on it. You may take a felt marking pen from 

that desk drawer. Color one square for each new word that 

you learned today. 

Put the pen away in the desk drawer where you found it. 

If you always put the pen there, you will always be able to 

find it. You may keep all of the cards in your file because 
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I have a set of cards for everyone who comes to learn the 

code. Place the tally card in the big envelope on the table. 

_/ You learned new words today. Good work. 

I'll see you tomorrow at o'clock. Goodbye. 

Second Day Instructions for Condition A 

Five-minute interval. Hi, Close the door. 

Get your reading cards and your tally card. Put your tally 

card in your desk and leave your reading words on the top 

of the desk so we can review your old words. We will spend 

the first five minutes of every session reviewing your 

old words. 

Ten-minute interval. We will work with the new words 

for 10 minutes. Just before the ten minutes are over you 

will be tested on these words. You must be able to read 

these words you have been working on three times without 

making a mistake. If you miss any words, I will keep the 

reading cards. You will have a chance to work on the words 

again tomorrow. 

Five-minute interval. Put your cards in the file box. 

Place the marking pen on your desk. Now you may mark the 

square for each new word you have learned today. Put the 

marking pen and the tally card away. Get the reader from the 

right hand corner of the desk. You may read until the bell 

rings. 

How many words did you learn today? Yes, you learned 

words. Good work, I'll see you Wednesday. Goodbye. 
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Third to Tenth Day Instructions 
for Condition A 

(Instructions were no longer given unless the subject 

was unable to recall the order of the learning routine.) 

Initial Instructions for Condition B 

Twenty-minute interval. Hello, _, my name is 

Mr. Pelton. Please close the door and be seated at your 

desk. You are to come here at _____ o'clock on Monday, 

Tuesday, Wednesday, Thursday, and Friday. Now tell me when 

you are to come here. You will come to this room for 

two weeks. 

Every day as you come into this room you will see me 

set the kitchen timer for 20 minutes. I'll place the timer 

on my desk and you may look at it any time you wish to see 

how much work time is left. At the end of 20 minutes work 

time will be over. A bell will ring at the end of 20 minutes. 

While you are here I will teach you a code. You will 

learn the code. Do you know what a code is? Look at these 

cards and tell me if you can read any of the words. 

Let's begin reading the code words. Place the cards 

you have learned in the card file box. You may keep all of 

the words you have learned today because I have made a set of 

cards for each person who comes to learn the code. 

There are other activities you may do when you come 

here to work. You may read this material which has been 

coded. Also, here is a box of colored pens and some drawing 
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paper. You may draw illustrations of the code words you 

have learned today. After you have learned more code words, 

we may play a code card game which is played like the game 

of concentration. Let's put everything away. I'll see you 

tomorrow at o'clock. Goodbye. 

Second to Tenth Day Instructions 
for Condition B 

Twenty-minute interval. Hi, . You have 20 

minutes to work. What would you like to work on today? 

(Subject was free to select the reading activity, which 

could be commenced and finished at any time within the 

20-minute session interval.) More than one activity could 

be selected during one session. 



CHAPTER IV 

ANALYSIS OF DATA AND DISCUSSION 

The purpose of this study was to evaluate the effects 

of a directive educational setting (Learning Condition A) 

and a nondirective educational setting (Learning Condition B) 

on the acquisition of new vocabulary words and the accruement 

of time spent on-task in academic behaviors. Three 

independent variables were manipulated in the two learning 

conditions: (a) the order of presentation of work materials, 

(b) the schedule of researcher feedback, and (c) the use of 

self-monitoring materials. The dependent variables for the 

study were the number of new words learned and time spent 

on task-oriented behaviors. 

The McKee Symbol System (1948), an orthographic repre-

sentation was used in order to establish a baseline of zero 

which controlled for the problems of written language 

related to the use of English language. Therefore, the 

acquisition of new words and accrual of on-task time 

would be an accurate and precise measure of the student's 

performance. 

The research was conducted at the Edgemeade Residential 

Center, Mineral Wells, Texas. From a student population of 

52, 16 students were selected for participation in the study. 
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Permission for participation was secured from either the 

student's parents or the agencies responsible for the 

student. Permission was also secured from each individual 

student. 

The 16 students participating in the study were 

equally assigned to either Learning Condition A or Learning 

Condition B. The students were then randomly assigned to a 

20-minute treatment session which remained constant 

throughout the study. Comparisions between the two groups 

were made on the number of new vocabulary words learned and 

the amount of time spent on task related behaviors. 

Results and Discussion 

Statistical Procedures 

The Mann-Whitney U test and t test for independent 

samples. The Mann-Whitney U test, a non-parametric procedure, 

was employed to analyze the between group data relative to 

the dependent variables. The t test was used to verify the 

precision of the U test. The two procedures are useful when 

the researcher wishes to evaluate the effects of two 

independent treatments (Huck, Cormier, & Bounds, 1974). 

The Spearman Rank Correlation Coefficient. The 

Spearman procedure, a non-parametric test (Huck, Cormier, & 

Bounds), was used to evaluate the relationship between the 

number of new words learned by each student participating 

in the study. 
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The measure of central tendency. The mean score for 

the total number of new words learned and the amount of time 

spent on-task were used to determine the representative 

average score in the distribution of total scores in each 

group. 

The measure of variability. The standard deviation was 

found for the total number of words learned and the amount 

of time spent on-task. The measure of variability was used 

to determine how each score varied from the other scores in 

each of the two learning conditions. 

The differences between the two groups measured by the 

Mann-Whitney procedure, the t test, and the degree of rela-

tionship measured by the Spearman procedure were considered 

significant at the .05 level. The two-tailed test was used 

to determine the level of significance for hypotheses 1 and 2, 

whereas the one-tailed test was applied to hypotheses 3 and 4. 

Data collected on each of the 16 subjects are provided 

in Table 2. The data shown in Table 2 represents rank order 

of each of the 16 participants in both learning conditions. 

The data presented under column one is represented in new 

words learned, whereas the data presented under column two, 

is represented by minutes spent on-task. 

Descriptive Data 

The descriptive data relative to the number of new 

words learned and the amount of time spent in on-task 

behavior are summarized in Table 2. The rank of each student, 
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Summary of the Total Number of New Words Learned 
and On-task Time by Rank Order 
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Rank New words learned 

Student Score 

Time on-task (minutes) 

Student Score 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 

A< A. 
b; 
£ 

Ac 
b: 

b
3 

A, 
b: 
a; 

b; 

h 

201 
191 
157 
138 
135 
119 
118 
96 
85 
84 
53 
51 
44 
20 
11 
11 

X 
SD 

= 1514 

= 94.62 
= 60.61 

Bc 
A-
b: 

IS a* 
b 
A 

b: 
b; 
B ] 
A, 
a; 
b; 
b; 

190 
163 
162 
161 
161 
156 
155 
145 
143 
126 
104 
100 
97 
66 
55 
50 

2034 

SD = 
127.34 
43.20 

the total number of new words learned, and mean and standard 

deviation for each respective group are described. The data 

from Table 2 indicate a high level of variability for both 

groups, but the distribution of scores approximates that of 

the normal distribution curve (Roscoe, 1969). 

The standard deviation of the data relating to time 

spent on-task indicates less variability, and this finding 

may be a function of the amount of time spent in social 
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conversation or therapeutic facilitation which was 

presented to the student in Condition B as an activity. 

Students participating in Condition A were not given 

conversation as an alternative to academic work. 

Choice of Activities 

The frequency distribution of the number of students 

participating in the different types of activities are 

presented in Table 3. The choice of activities included 

the following: 

1. Word list: The word list consisted of 15 words 

which had been translated from English to the 

McKee Symbol System. The word was presented to 

the student and the researcher verbalized the 

correct response. 

2. Concentration: All 15 cards were paired and placed 

face down on the table. As each participant turned 

a card over, the student or teacher would call out 

the correct name for the word. The student had to 

learn the word and remember where other words were 

placed on the table. 

3. Fish: Fifteen pairs of cards were shuffled and 

five each dealt to the participants. A word was 

called by a participant or another card was chosen 

from the remaining cards. The purpose of this game 

was to accumulate as many pairs as possible. 



46 

Table 3 

Summary of Choice Frequency, Number of New Words 
Learned, and Amount of Time Spent On-task 

Word 
List 

Concentra-
tion 

Fish Sentence 
Completion 

Conver-
sation 

Frequency 
distr ibution 63 47 21 4 25 

Average 
number of 
new words 

11.2 12.5 14.0 12.3 0 

Average 
amount of 
time on-task 

17:61 14:33 19:30 14:00 15:00 

4. Sentence completion; Words representing the 

day's work were formed into sentences. A word or 

phrase from the sentence was left out and written 

below the sentence. The student selected the word or 

phrase to complete the sentence and read the 

completed sentence. The researcher verbalized all 

words not known by the participant. 

5- Conversation: Students in Condition B had, as an 

alternative to academic activities, conversation 

which could be social in nature or which could be 

related to some specific problem. Students in 

Condition A were not given conversation as an 

alternative, but participated in the activities of 

the previous day. 
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The data indicate that the students participating in 

Fish accumulated the highest average number of words learned, 

and also these participants accrued the highest average 

number of minutes spent on-task. Of the four learning tasks, 

the fish activity allowed for different types of verbal 

communication as well as task oriented communication. 

The word list provided the lowest average of words 

learned, and at the same time provided the second highest 

average of time spent on-task. Other than instructions from 

the researcher, the communication between the student and 

researcher was limited to the learning activity. 

The conversation activity provided no data on the 

number of words learned, but of potential interest are the 

data which reveal this activity as yielding only the third 

highest average time spent on task-oriented behaviors. 

The data from Table 3 suggest that task-oriented 

activities which involve fewer structured communication 

patterns provided a higher yield of new words and on-task 

behaviors for the students in this study. The least number 

of words was learned in the most structured setting. 

The data presented in Table 4 represent a comparison 

between the average number of words available for recall 

after one day. The period of time used to learn the words 

for the first time was 15-minutes. The time available for 

the recall activity was five minutes. The indicatation is 

that the review activity for the students in Learning 
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Condition A was productive and aided these students in 

maintaining a high average of words learned daily. Tables 

5 and 6 reflect the number of new words learned by the 

students in Conditions A and B and the average amount of time 

spent on-task for each day. 

Analysis of Research Hypotheses 

Hypothesis 1 

The first research hypothesis stated that there would 

be a difference between the number of new vocabulary words 

learned by the students in Learning Condition A and Learning 

Condition B. The students participating in Learning 

Condition A were presented a routine of activities in which the 

researcher ordered and presented the learning activities and 

scheduled a pattern of continuous verbal reinforcement. In 

Learning Condition B the students were given the opportunity 

to participate in the learning activity, but were allowed to 

choose the activity in which they wanted to participate. 

Also, each student was given the choice of engaging in social 

conversation or entering into a therapeutic relationship 

with the researcher. In contrast to Learning Condition A, 

the students in Condition B were placed on a random schedule 

of reinforcement and the self-monitoring activity was used 

only when the students in Condition B chose a word list as 

the day's activity. 

The academic behaviors for Learning Condition A were 

well defined and any attempt to vary from the session 
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schedule was immediately brought to the student's attention. 

The students in Condition B were not instructed regarding 

appropriate academic behavior. The behaviors not associated 

with the learning activities were ignored. 

The prediction of hypothesis 1, that there would be a 

difference between the number of new words learned by the 

students in Condition A and those students in Condition B, 

was not accepted at the .05 level of significance (Table 7). 

According to Roscoe (1969) the U value, with both sample 

sizes equal to eight, must be equal to or less than the 

critical value 13. Thus the findings indicate that there 

was no significant difference in the number of words 

learned by the students participating in Learning Condition A 

and Learning Condition B. 

The t test for independent samples. The t test for 

independent samples revealed a significant difference between 

the two learning conditions on the number of new words 

learned. The t value for this procedure was 3.92, and Roscoe 

(1969) cites the need for a critical value of 2.15 as 

necessary for significance at the .05 level. Thus, in 

contrast to the results of the Mann-Whitney U Test, hypothesis 

1 was accepted. The students in Learning Condition A 

learned significantly more words than the students in 

Learning Condition B. 

Roscoe indicates that the t test is a more powerful 

statistical procedure than the Mann-Whitney U Test and offers 

a more precise measure of the dependent variable. The reader, 
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is cautioned to consider the results of both statistical 

procedures in interpreting the findings of this study. 

Table 7 

Differences Between the Sum of Ranks for the Number of 
New Words Learned by the Students in 

Learning Condition A and 
Learning Condition B 

Group 
Sum of 

Lower Ranks 
Sum of 

Higher Ranks U Value P 

A 50 14 .10 

B 86 

Hypothesis 2 

The second research hypothesis predicted a significant 

difference between the amount of time spent in on-task 

behaviors between the students in Learning Condition A and 

the students in Learning Condition B. Each student was aware 

of the kitchen timer used to monitor the total times for each 

session, but the students were not aware of the fact that the 

researcher was keeping a second wrist timer to monitor 

on-task behaviors. 

The prediction of hypothesis 2 that there would be a 

significant difference between the amount of time spent 

on-task by the students in Learning Condition A and 

Learning Condition B was not accepted at the .05 level of 

significance (see Table 8). The data revealed that there 
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was no significant difference between groups on the amount 

of time spent on task related behaviors. 

The t test for independent samples. The results of the 

j: test for independent samples also indicated that there was 

no significant difference between the amount of time spent 

in on-task behaviors in Learning Condition A and Learning 

Condition B. The t̂  score for this procedure was 1.05, 

whereas Roscoe notes that a critical value of 2.15 is 

necessary for significance at the .05 level. There was no 

difference between the results of the Mann-Whitney U Test 

and the t test for independent samples. Hypothesis 2 was 

not accepted. 

Table 8 

Differences Between the Sum of Ranks for the Total Number of 
Minutes of Time Spent in On-task Behavior by 

Students in Learning Condition A 
and Learning Condition B 

Group 
Sum of 

Lower Rank 
Sum of 

Higher Rank U Value P 

A 60 24 .10 

B 76 

Hypothesis 3 

The prediction of hypothesis 3 was that there would be 

a significant relationship between the amount of time spent 

on task related behaviors and the number of new words learned 
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by the students in Learning Condition A. The students in 

Condition A were systematically introduced to the specific 

requirements of each day's activities until each student had 

mastered the required activities. 

The question under investigation in hypothesis 3 

concerns the relationship between dependent variables and the 

effect of time on the acquisition of new learning materials. 

That is, would the amount of time spent in on-task related 

behaviors have an effect on the number of new words learned? 

Also, would the converse be true; i.e., could less time spent 

on task related behaviors be equated with fewer words learned? 

The data reveal that there was a significant 

correlation in Learning Condition A between the amount of 

time spent in on-task behaviors and the number of new words 

learned by each student. A Spearman Rho coefficient of .87 

was obtained (see Table 5) which according to Roscoe (1969) 

is significant at the .05 level, thus the hypothesis is 

accepted. In fact, the Rho coefficient of .870 was 

significant at .01. Roscoe further explains that with a 

sample size of 8, the .05 level of significance is established 

at correlation coefficients equal to or greater than .64. 

The findings related to hypothesis 3 indicate that there is a 

high correlation between the amount of time spent in on-task 

behaviors and the number of new words learned by each student 

in Learning Condition A. 
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Hypothesis 4 

The prediction of hypothesis 4 was that there would 

be a significant relationship between the amount of time 

spent in on-task behaviors and the number of new words 

learned by the students in Learning Condition B. The students 

participating in Learning Condition B were not given specific 

instructions related to the researcher's expectations of 

task specific behaviors. Furthermore, the students were 

instructed that they could engage in social conversation, if 

preferred, rather than the learning activity. Each student 

was also informed that problems or special needs of the 

students could be discussed. 

Hypothesis 4, which predicted that there would be a 

significant relationship between the amount of time spent in 

on-task behaviors and the number of new words learned by the 

students in Learning Condition B, was not accepted. The 

Spearman Rank coefficient of .58 was not significant (see 

Table 9). Roscoe indicates that the .05 level of 

significance for a one-tailed test is .64. The results 

indicate that there is not a significant relationship 

between the amount of time spent in on-task behaviors and the 

number of new words learned by the students participating 

in Learning Condition B. 

Summary 

The purpose of this study was to investigate the effect 

of a directive and non-directive learning condition on 
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Table 9 

Summary of Relationship Between Time Spent 
On-task and New Words Learned 

Learning Condition A 

Student Time spent on-task New words learned 

A]- 161 131 

2 66 44 

A3 97 43 
A4 156 135 
A5 163 119 
A6 143 201 
A7 161 191 
A8 155 96 

rs = - 8 7 0 

r > .643 for p X .05 

Learning Condition B 

B1 100 84 
B2 50 11 
B3 162 118 
B4 104 85 
B5 190 157 
B , 

6 145 20 
B7 126 51 
Bb 

r = .580 s 

r > .643 for p £ -05 b ^ 
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the academic behaviors of seriously emotionally disturbed 

adolescents living in a residential center. The independent 

variables were (a) schedule of verbal reinforcement, and 

(b) schedule of verbal reinforcement, and (c) use of self-

monitoring materials. The dependent measures were (a) number 

of new words learned and (b) amount of time spent in on-task 

behaviors. All of the students began the study with a zero 

baseline, since the students had no previous experience with 

the McKee Symbol System. 

Hypothesis 1 was accepted? however, hypothesis 2 was not 

accepted, as there was no significant difference between the 

number of new words learned by the students participating in 

each of the two conditions, and there was no significant 

difference found between the two groups on the amount of 

time spent in on-task behaviors. 

Hypothesis 3 was accepted because the data indicated 

that there was a significant relationship between the amount 

of time spent in on-task behaviors and the number of new 

words learned by the students in Learning Condition A. 

Hypothesis 4 was not accepted,as the data indicated only a 

chance degree of relationship between the amount of time 

spent on-task and the number of new words learned. 

This study focused on the acquisition of two academic 

behaviors by seriously emotionally disturbed adolescents. 

The results partially confirm the findings of Gallagher (1968), 

Haring and Phillips (1962), and Mintz (1974), who found that a 
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structured environment has a direct influence upon the 

acquisition of new vocabulary and accrual of time spent in 

on-task behaviors. The findings also partially substantiate 

the work of Harris (1963), who found that there was no 

significant difference between the achievement of adolescent 

students of the structured and nonstructured groups. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The purpose of the study presented herein was to 

measure, analyze, and evaluate the effects of two types of 

learning conditions upon the acquisition of academic 

behaviors by 16 seriously emotionally disturbed adolescents. 

The implementation of this study depended upon the 

translation of theoretical constructs into viable teaching 

strategies which were relevant to the classroom behaviors of 

emotionally disturbed youth living in a residential setting. 

The two learning conditions used in the study reflect 

theoretical constructs associated with a directive (behavioral) 

orientation and those constructs associated with a 

nondirective (psychodynamic) orientation. Although the 

literature reports an increasing interest in the development 

of teaching interventions based on the two constructs, there 

is a paucity of relevant research which has produced 

techniques that could be used with severely emotionally 

disturbed adolescents. 

Haring and Phillips (1962) investigated the structured 

approach with younger students and reported successful 

achievement for all students in the structured setting. 

Gallagher (1968) used a structured approach to investigate 

60 
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the acquisition of learning behaviors in younger children 

and found a significant difference in favor of the structured 

educational setting. Conversely, Harris (1963), investigat-

ing the effects of the structured and nonstructured learning 

conditions, found that there was no significant difference 

between the academic achievement of the two groups. 

Society is beginning to re-evaluate the role of education 

and its effect on the various types of deviant behavior. 

Consequently, educators have been charged with creating, 

implementing, and evaluating intervention strategies that 

can be useful to the classroom teacher. This study trans-

lated conceptual theory into the development of two learning 

conditions: (a) condition A, which focused on teacher-

ordered presentation of learning materials, continuous 

scheduling of verbal reinforcement, and self—monitoring 

procedures, and (b) condition B, which reflected student-

ordered presentation of learning materials, intermittent 

schedule of verbal reinforcement, and no self-monitoring 

(with the exception of one learning activity). 

Sixteen students were randomly selected as the subjects. 

The students were diagnosed as seriously emotionally 

disturbed. The ages of the students ranged from 11 to 21 

years. Placement of the students into the learning 

conditions was made by random choice. 
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Four hypotheses were investigated: 

Hypothesis 1. There is a difference between the number 

of new words learned by the subjects in Learning Condition A 

and Learning Condition B. 

Hypothesis 2. There is a difference between the amount 

of time spent on on-task behaviors for the students in 

Learning Condition A and Learning Condition B. 

Hypothesis 3. There is a relationship between the 

amount of time spent on on-task behaviors and the number of 

new words learned by the students in Learning Condition A. 

Hypothesis 4. There is a relationship between the 

amount of time spent on on-task behaviors and the number of 

new words learned by the students in Learning Condition B. 

The findings for this study indicated that there was a 

significant difference between the acquisition of new vocab-

ulary words for the students in Condition A and B, but there 

was no significant difference between the two groups on 

the amount of time spent on on-task behaviors. Hypothesis 1 

was accepted and Hypothesis 2 was not accepted. 

Hypothesis 3 was accepted because the findings of the 

study indicated a high level relationship between the two 

dependent variables. Hypothesis 4 was not accepted because 

of the lack of a significant relationship between the two 

dependent variables. 

The results of this study have potential impact on the 

classroom teacher. The failure of the study to find a 
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conclusive difference between groups would seem to indicate 

that the learning environment which has a high degree of 

teacher and student interaction is perhaps as viable as the 

setting which is teacher oriented. The choice of student 

learning activities for this study would also indicate that 

students prefer to interact with the teacher and can be both 

productive and attentive when involved in a setting which 

provides the atmosphere for interaction. 

Recommendations for Future Research 

This study has demonstrated the effects of two learning 

conditions on the acquisition of two skills necessary for 

student learning: (a) learning of new words and (b) accrue-

ment of time spent in on-task behavior. The findings of 

this study result in other questions which may delineate 

additional strategies that can be useful to the classroom 

teacher. Recommendations for future research are to 

1. investigate the differences in learning styles 

between students in a residential setting and students in a 

self-contained public school setting; 

2. investigate the effects of medication on the 

academic behaviors of students placed in a residential 

setting and public school settings; 

3. investigate the effect of the directive and 

nondirective learning conditions on groups of students rather 

than on a one-to-one basis; and 
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4. investigate the effect of the directive/non-

directive educational settings on academic tasks. 

The results of this study apply only to the sample of 

students selected to participate at the Edgemeade Center. 

There has been, however, other research which found similar 

results for the adolescent population (Harris, 1973). As 

the body of knowledge regarding adolescents is expanded, the 

findings of this study, and other studies as well, may have 

implications for both the teaching style of teachers and the 

academic programs for teacher training. 

Educational programs for students in a residential 

setting have not been systematically investigated. The need 

for further research is recommended as necessary to the 

development of both academic behaviors and teacher training 

programs. 
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F O U N D E D A N D A D M I N I S T E R E D 

B Y 

Y O U T H R E H A B I L I T A T I O N C E N T E R 

I N C . 

W a r r e n G . Preisser, M . D . 
P res i den t , B o a r d o f D i r e c t o r s 

F. W m . D i n w i d d i e , P h . D . 
F o u n d e r 

^ G ^ ^ ^ 4 £ 
OF 

TEXAS 

P.O. BOX 1123 
MINERAL WELLS, TEXAS 76067 

817 325-0784 

T H O M A S E. R O U R K E , A . C . S . W . 

D I R E C T O R , E D G E M E A D E O F 

T E X A S 

E d g e m e a d e o f 
M a r y l a n d 
O h i o 

3 0 1 8 8 8 - 1 3 3 0 
6 1 4 5 3 2 - 5 7 8 7 

Date 

Address 
xxxxxx 
xxxxxx 
xxxxxx 

Dear XXXXXXXX: RE: Child 

Edgemeade of Texas, in conjunction with North Texas State University, 
(NTSU), Denton, Texas is participating in a research project to 
evaluate the effects of two learning conditions on the achievement 
gains of emotionally disturbed adolescents as they participate in 
reading activities. 

Reading difficulties present a continual and serious problem to the 
adolescent student. The implications of this study relative to more 
effective instructional methods are far reaching. 

The proposed study will be supervised by Dr. Lyndal M. Bullock, 
Professor in Special Education at NTSU and Education Consultant for 
Edgemeade of Texas. The study will be directed by Gary Pelton 
doctoral student at NTSU. ' 

The students participating in the study were chosen by random sample 
and all identifying information will be held in strict confidence. The 
final study will not indicate any of the names or problems of the 
participants. 

Enclosed you will find a self-addressed stamped envelope to return to 
Edgemeade. Please complete the enclosed form and return as soon as 
possible whether you will or will not allow your child to participate. 

Cordially, 

A 

Scott Siegel 

Director of Program Development 

SPS/mlw 

Enclosure 
66 

dedicated to the treatment and education of emotionallv riistnrhpH aHnlpcrpntc anH 



°J1ease check one 67 

_can participate in the research study, 

can not participate 

Please check one; 

- e s, — woui_d. j_i.rce a copy .or „"inal study. 

*no, it will not be necessary co forward the result 

•nee; 

Au cress; 

Relationship to child: 
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Translation of Reading Matter to the 

McKee Symbol System 
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MUTUAL NEED 

Now that we have taken a look at our relationships, it's 

time to think again about what it is we're after. 

As I mentioned, my problem was I couldn't tell my good 

relationships from my bad ones. And I didn't realize how my 

poor relationships were hurting and frustrating me. But 

worst of all I refused to see the difference in my 

relationships because I needed the idea I was such a great 

person and was right for everybody so obviously all my 

relationships had to be good. 

Now that I've tried to see my relationships more 

clearly and honestly, I have realized I ain't everybody's 

cup of tea. 

Many of my students wanted to tell me how much they 

loved me. At first that was nice to hear. But as time went 

by and nothing came of that love, I found I couldn't tell 

the difference between those who said they loved me and 

those who didn't. Now I don't see that cheap talk as 

loving. If I love them, I want them to be able to tell I do. 

If they can't tell I love them, then I don't want to kid 

myself about the love I think I'm showing them. 

Courtesy and respect is the minimum level for the 

^®l^tionships in our lives; we owe it to everybody. The 

next level up the ladder is acceptance. But most of us 
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have a problem when we say we can accept someone. What we 

really mean is: "I can accept you but I have plans for 

your improvement." A lot of people talk their acceptance 

but I don't see or feel much warmth in it because it is very 

begrudging acceptance. In fact, I have heard many people 

say that when they say "I accept you," it doesn't mean 

"I approve of you." To me that isn't worth a lot. It is 

better than courtesy and respect. I have no right to 

approve or disapprove. That is where real acceptance comes 

in. 

A psychology is a system of controlling behavior. In 

my case I'm looking for a system that will give me better 

control of my behavior by enlisting the help of some 

resources outside myself. I found I couldn't do it alone. 

I'm offering my psychology to you to see if it can help you. 

So give it a try and see if it works for you. I can make 

it work for me, at least I think this is what is working 

for me. Other people tell me they can make it work for 

them. But you have to judge for yourself. Try it out. 

Concentrate on driving your little car into gas stations 

that say "open" on them instead of stations that say 

"closed". And don't worry about the people you are leaving 

alone. They are right for someone else, not for you—but 

for someone else. We will go deeper into that later. 
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Observer Report Form 

Instructions: 

Please observe the study on a twice weekly basis, 

observing both morning and afternoon sessions. Randomly 

choose both times and sessions. The purpose of this 

observation report is to verify the independence of the two 

treatment procedures. Complete the following check list 

for each session observed. 

1. Session: a.m. p.m. 

2. Order of Material Presented: 

Teacher Ordered 
Student Ordered 

Schedule of Verbal Reinforcement: 

Continuous verbal reinforcement 
Intermittant verbal reinforcement 

4. Choice of Activities: 

Word list 
Games 
Social Conversation 
Therapeutic interaction 

Availability of Self-Monitoring Materials: 

Yes 
No 

6. Were students requested to attend to learning task? 

Yes 
No 
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