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The purpose of the present study was to evaluate the use of contingency contracting and a token program with an adolescent with ADHD.  These data were gathered during Direct Instruction reading lessons in a middle school setting.  The participant earned points for participating in the reading lessons.   The contingency contract monitored number of participation points as well as interrupts.  The overall outcomes indicated that interrupting behaviors decreased and participation improved when bonus points and contingency contacts were in effect.  When the criterion for consequences was further reduced, the participant’s interruptions again declined.  Changes in academic participation were less dramatic, but increases were found when contingency contracting was employed.  

Attention deficit disorder is the inability of a child to attend to a task.  Research has estimated that ADHD affects at many school-age children in every classroom (Barkely, 1998; Heward, 2000).  These data suggest that a typical classroom may have one to three children who have been diagnosed or whom currently have problems associated with ADHD (Barkley, 1998).  Many students diagnosed with ADHD experience difficulties in learning.  A majority of persons with ADHD have low academic achievement and are often behind their peers in social maturity (Barkley, 1998; Gentschel & McLaughlin, 2000; Woods & Ploof, 1997). Since a diagnosis of ADHD does not necessarily mean that a student will be identified with a disability, regular educators become responsible for educational progress.  In order for educators to have their classrooms and schools function productively, teachers must have well-planned and carefully implemented procedures to assist such children (Grandy & McLaughlin, 1999; Pfiffer & Barkley, 1998). 

Children with ADHD and their inability to sustain attention seem to be a leading barrier in learning to read (Barkley, 1998; Edwards, Salant, Howard, Brougher, & McLaughlin, 1995).  This may explain why their academic performance remains below that of their same-aged peers (Barkley, 1998; Woods & Ploof, 1997).  With these factors in mind, it becomes necessary to educate the child with attention deficit to read and cope socially, as these skills are required to function successfully in the surrounding community. 

Several interventions have been suggested to assist children with ADHD (Pfiffer & Barkley, 1998; Grandy & McLaughlin, 1999).  Behavioral procedures such as token economies (Williams, Williams, & McLaughlin, 1989), daily report cards (Burkwist, Mabee & McLaughlin, 1987), self-monitoring (Edwards et al., 1995; Stewart & McLaughlin, 1992) and verbal praise (Williams, Williams, & McLaughlin, 1989, 
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1991) have been shown to be an effective tool for changing the academic and social behaviors of children with ADHD.  

According to McLaughlin and Williams (1988) token economies have been effective in increasing and maintaining behaviors for individuals with and without disabilities.  Token economies have benefited children in the regular as well as special education classrooms (McLaughlin & Williams, 1988; Williams et al., 1989).  Several studies have shown that token programs increased performance in math and decreased inappropriate verbalizations of children with attention deficit hyperactivity disorder (Ayllon, Layman, & Burke, 1972; Ayllon, Layman, & Kandel, 1975; Ayllon & Roberts, 1974 Pfiffer & Barkley, 1998).  

Contingency contracting has also been found to be an effective way of increasing academic performance and social behaviors of children with ADHD (Carnes & Carnes, 1994; Newstrom, Sweeney, & McLaughlin, 1999; Roberts, White, & McLaughlin, 1997).  Contingency contracts involve a written agreement where a student agrees to perform a given task and the teacher provides something the child desires (Newstrom et al., 1999).  Target behaviors should be stated clearly so both parties understand the expectations.  Goals must be manageable for the student (Carnes & Carnes, 1994).  The students then can feel a sense of involvement on the construction of the contract and clearly understand what they need to achieve.  Finally, the contract should be signed by all.  If the student meets the goals indicated, then the reward is received.  The purpose is to reconstruct the environment to provide a consistent set of expectations and consequences to the student based upon certain pre-defined performance criteria (Roberts et al., 1997).  According to Carnes and Carnes (1994) there are three important factors that contribute to the success and failure of these contracts.  They are a) the need to carefully define the desired behavior, b) set the magic number which is a specific requirement, and lastly, c) have a magic button or reward system available.  This encourages students and allows them to become more willing to do what is requested because of a set goal.  

Students with diverse learning and curriculum needs, primarily children of poverty, disabilities, and English as their second language can be affected by a number of forces which places them at a disadvantage in their social and education environments (Carnine & Kameenui, 1998; Vacha & McLaughlin, 1992).  Children with Attention Deficit Hyperactive Disorder (ADHD) consistently have a difficult time in the classroom due to their impulsivity, distractibility, and overactivity (Pfiffer & Barkely, 1998; Woods & Ploof, 1997).  When you include a reading difficulty, the skills and behaviors needed for the student to participate as well as their willingness to participate may well decrease.  Students with ADHD present a unique set of characteristics that challenge educators to find strategies to ensure their academic success.  

The purpose of this study was to examine the effectiveness of a contingency contract program for a middle school student with ADHD during Direct Instruction reading lessons.  The present case report also provides a further replication of our earlier work with contingency contracting and other easily implemented procedures as the classroom level for students with ADD/ADHD (Edwards et al., 1995; Hubbert, Weber, & McLaughlin, 2000; Newstrom et al., 1999; Swenson, Lolich, Williams, & McLaughlin, 2000). 

Method

Participant and Setting

The student in this study was a 7th grade, 12-year-old male, diagnosed with ADHD at the age of 8 by his family physician.  He attended a large public middle school and was enrolled in a special education classroom.  He also participated in the remedial reading program at the school.  The participant also displayed some autistic-like behaviors (e.g., low eye contact, being non-verbal, and a tendency to become inattentive).  The student’s full scale IQ from the WISC-III was found to be 92.  However, much of his history and diagnosis data were based upon the school records and reports from his classroom teachers.  
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He was selected to participate in this study because of his need for reading assistance, work completion, and participation when requested, during reading. 

The study took place at the student’s school, in the hall outside his classroom.  Sixteen Corrective Reading Decoding lessons were used with the student during the study.  The participant, another student from the class, and the first author worked in the hall during the sessions.  The sessions ranged in duration from 30 to 55 minutes.  The first author received training from her university pre-service program (McLaughlin,  Williams, Williams, Peck, Derby, Bjordahl, & Weber, 1999) and the classroom teacher regarding the techniques implemented prior to the start of the study. 

Materials

The materials included, the book Skills Applications: Student’s Book Decoding C by Engelmann, Meyer, Johnson, and Carnine (1988), a frequency chart used for data collection, a teachers guide for each lesson, rewards (e.g., Butterfingers and Pokemon gum), and a behavioral contract developed for each lesson during the intervention.  

Dependent Variables and Measurement Procedures

The two target behaviors measured were interruptions and participations.  A description follows;  


An interruption was defined as when: (a) the student added information which was not relevant to the question; (b) if he spoke out of turn and that caused the group to become off-task; or (c) he was observed correcting the other members’ answers.  Data were recorded using a simple frequency count of each occurrence of the behavior.  

A participation was defined as correct oral reading or accurately answering teacher and comprehension questions.  The range of participation opportunities was 41 to 84 per session with a median of 55 opportunities across all sessions.  Due to this variability, participation scores were converted to a percentage. 

Data were obtained during sections B and C of the reading materials for both participation and interruptions, and section D for participation only.

Interobserver Agreement

Interobserver agreement was collected on 5 of the 16 sessions (i.e., 31.3% of all sessions).  The researcher and the student sat across from each other and the secondary observer sat off to the side of the table, yet across from each other so they could not see what the other was recording when the participant was completing the lesson.  This procedure was conducted to ensure the independent recording of the participant’s responses.   Mean agreement for participation was 99.4% (range 96.9 % to 100%).  The mean agreement for interruptions was 95.5% (range from 87.5% to 100%).  The total mean agreement was 97.4% (range of 87.5% to 100%).  

Experimental Design and Conditions

A single subject, ABAB reversal design (Kazdin, 1982) was used to evaluate the effectiveness of contingency contracting during reading instruction. 

Baseline.  During baseline, verbal praise was provided based on correct responses and participation during the Corrective Reading program.  Each lesson consisted of five sections (A-E), in which the researcher took data on 2 or 3 of the 5 (B-D) sections.  The student began by reading section A orally until the section was read without errors.  For section B the participant was required to state sounds and pronounce words from the vocabulary list when asked, What sound? or What word?  If an error occurred the first author corrected the error by saying, Stop, that word is ___ and then had the student pronounce the erred word correct twice.  For Section C, the student was required to take turns reading sections from the passage.  When the reader came to a number in the passage a question was asked regarding what had just been read.  A question such as What did the fire chief discover in the snack bar? was asked and the student was required to answer the question.  During section D, a two-minute timing 
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occurred but no data were taken on interruptions because the participant rarely interrupted during the timing.  Finally for section E, the student completed written workbook pages for the lesson completed that day.  Again, praise and feedback were provided throughout the lesson.  When inappropriate behaviors occurred, such as an interruption or being disrespectful to other member of the group, the researcher told the student that bonus points were based on how well they participated.  During baseline, bonus points were not used to reward the participant in any way.  This phase was in effect twice for a total of 8 sessions.  

Contingency contracting and bonus point program.  The first author and the participant sat down before intervention began to determine what the student was willing to earn.  The participant stated that he would work for candy rewards.  On each contract, goals stating the number of interruptions allowed and the number of participation bonus points needed necessary to earn a reward were specified.  Once the contract was explained and agreed upon, both the first author and the student signed and dated the contract.  If the student met the ever-decreasing goal for interruptions and increasing goals for participation, he earned a candy consequence.

Results

Interruptions

Interruptions are illustrated in the upper panel of Figure 1.  During the first baseline, the mean number of interruptions was 11 with a range of 8 to 13.  After the implementation of a contracting system, the number of interruptions decreased to 1.2 with a range of 0 to 3.  The mean number of interruptions during the return to baseline was a mean of 7.6 with a range of 7 to 8.  When contracting was again employed, the number of interruptions decreased to 0.  
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Figure 1.  The number of interruptions during sections B and C of the Corrective Reading Decoding program (See upper panel).  The percent of participations during sections B through D of the Corrective Reading Decoding program (See lower panel).
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Participation

The percent of participation in both baselines and contracting conditions are shown in the lower panel of Figure 1.  During the first baseline, the total mean percent of participation was 88.5% with a range of 86.8% to 92.2%.  During the first contracting phase, the mean percent of participation increased to 98.5% with a range of 95.8% to 100%.  The mean for participation during the return to baseline was 87.8% with a range of 86.5% to 89.7%.  With a return to contracting the participation score increased to 97.6% with a range of 95.2% to 100%.  

Discussion

Data collected from this study demonstrated a functional relationship between contingency contracting and an increase in participation as well as a decrease of interruptions by the participant.  Contingency contracting was found beneficial for a student with ADHD, as also noted by Pfiffer and Barkley (1998) and daily contracting with children with ADHD have positive outcomes as noted by Grandy and McLaughlin (1999).  Not only did the student benefit from decreasing his inappropriate behaviors, but also his teachers and parents appeared to benefit.  Finally, if the classroom teacher continues the contingency contracting his social as well as academic behaviors may increase (Roberts et al., 1997).  However, data regarding these two issues needs to be gathered.  

Research in the area of contingency contracting with a teenager with Attention Deficit Hyperactivity Disorder is limited in regards to the idea that many teachers may not have time to implement and manage these procedures in their regular classrooms.  Some of the strengths of this study include: easy implementation of the contingency contracting, short session length, and the desire for the student's work, increased.  Also, the researcher was able to demonstrate and document the positive effects of contracting for a teenager with Attention Deficit Hyperactivity Disorder.  The implementation of this study shows contingency contracting during corrective reading lessons can be effective when applied to populations identified as having Attention Deficit Hyperactivity Disorder.  Finally the study lends itself to further research on the topic of contingency contracting in the classroom with developmentally disabled students. 

A weakness of this study was the number of students the researcher used was limited.  Due to only implementing the contingency contract and taking data for one student, it is difficult to determine if the effects would be the same for other students with ADHD.  A second weakness was the presence of the researcher might have become a reinforcer on top of the rewards that were used.  Completing a similar study on the same child or other students by another researcher would do much to extend the researcher’s findings. 

The time, effort, and money required by this procedure were very reasonable.  The time that was required of the researcher was approximately 5 to 7 minutes to prepare the proper materials prior to the lesson.  Each of the 16 lessons took about 30-to 45-minutes two to three times a week to complete.  The cost involved in this project was minimal. The Corrective Reading materials were already provided by the school and the tangible rewards of Butterfingers BB's cost $4.00 and Pokemon gum cost just $1.00. 

Future research might focus on examining the long-term effects of contingency contracting for students with low motivation, disruptive behaviors, and who have attending problems.  Issues surrounding the maintenance or generalization into the classroom of contingency contracting could provide more information concerning the effects of contingency contracting on students with ADHD.

Preparation of this research was in fulfillment of the requirements for EDSE 465 - Classroom Management, a course requirement of the Special Education Degree at Gonzaga University, Spokane, WA.  Requests for reprints should be addressed to K. P. Weber, Department of Special Education, Gonzaga University, Spokane, WA  99258-0025 or via e-mail at kweber@soe.gonzaga.edu

30

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION                                                Vol 17, No.1.

References

Ayllon, T., Layman, D., & Burke, S. (1972).  Disruptive behavior and reinforcement of academic performance.  The Psychological Record, 22, 315-323.  

Ayllon, T., Layman, D., & Kandel, H. J. (1975).  A behavioral-educational alternative to drug control of hyperactive children.  Journal of Applied Behavior Analysis, 8, 137-146.  

Ayllon, T., & Roberts, M. D. (1974).  Eliminating discipline problems by strengthening academic performance.  Journal of Applied Behavior Analysis, 7, 71-76. 

Barkley, R. A. (Ed.) (1998).  Attention deficit hyperactivity disorder:  Diagnosis and management.  New York:  Guilford.  

Burkwist, B., Mabee, W., & McLaughlin, T. F. (1987).  The effects of a daily report card system on inappropriate classroom verbalizations with a junior high school learning disabled student.  Techniques:  A Journal for Remedial Education and Counseling, 3, 265-271.

Carnes, A. W., & Carnes, M. R..  (1994).  Making behavioral contracts successful.  The School Counselor, 42, 155-160.  

Carnine, D. W., & Kameenui, E. J.  (1998).  Effective teaching strategies that accommodate diverse learners.  Upper Saddle Bank, NJ:  Prentice Hall. 

Edwards, L., Salant, V., Howard, V. F., Brougher, J., & McLaughlin, T. F. (1995).  Effectiveness of self-management on attentional behavior and reading comprehension for children with attention deficit disorder.  Child & Family Behavior Therapy, 17(2), 1-17.  

Engelmann, S., Meyer, L., Johnson, G., & Carnine, L. (1988).  Skills application: Student’s book decoding C.  New York:  Macmillan/McGraw-Hill.  

Flaman, F., & McLaughlin, T. F. (1986).  Token reinforcement: Effects for accuracy of math performance and generalization to social Behavior with an adolescent student.  Techniques:  A Journal for Remedial Education and Counseling, 2, 39-47.  

Gentschel, D. A., & McLaughlin, T. F. (2000).  Attention deficit hyperactivity disorder as a social disability:  Characteristics and suggested methods for treatment.  Journal of  Developmental and Physical Disabilities, 12, 333-348.  

Grandy, S., & McLaughlin, T. F. (1999).  School interventions for students with attention deficit hyperactivity disorder:  Some implications for school personnel.  International Journal of Special Education, 14(1), 59-70.  

Heward, W. L. (2000).  Exceptional children:  An introduction to special education (6th ed).  Upper Saddle Banks, NJ: Merrill, An imprint of Prentice Hall.  

Hubbert, E. R., Weber, K. P., & McLaughlin, T. F. (2000).  A comparison of copy, cover, and compare, and a traditional spelling intervention for an adolescent with a conduct disorder.  Child & Family Behavior Therapy, 22(3), 55-68.  

Kazdin, A. E. (1982).  Single case research designs:  Methods for clinical and applied settings.  New York:  Oxford University Press. 

McLaughlin, T. F., & Williams, R. L. (1988).  The token economy in the classroom.  In J. C. Witt, S. N. Elliott, & F. M. Gresham (Eds.).  Handbook of behavior therapy in education (pp. 469-487).  New York:  Plenum.

McLaughlin, T. F., Williams, B. F., Williams, R. L., Peck S. M., Derby K. M., Bjordahl J. M., Weber, K. P. (1999).  Behavioral training for teachers in special education: The Gonzaga University program.  Behavioral Interventions, 14, 83-134.

Newstrom, J., McLaughlin, T. F., & Sweeney, W. J. (1999).  The effects of contingency contracting to improve the mechanics of written language with a middle school student with behavior disorders.  Child & Family Behavior Therapy, 21(1), 39-48.  

Pfiffer, L. J., & Barkley, R. A. (1998).  Treatment of ADHD in school settings (pp. 458-490).  In R. A. Barkley (Ed.).  Attention deficit hyperactivity disorder:  Diagnosis and management (2nd ed).  New York:  Guilford.  

Roberts, M., McLaughlin, T. F., & White, R. (1997).  Useful classroom accommodations for teaching children with ADD and ADHD.  B.C. Journal of Special Education, 21, 272-284.  

31

INTERNATIONAL JOURNAL OF SPECIAL EDUCATION                                                Vol 17, No.1.

Stewart, K. S., & McLaughlin, T. F. (1992).  Self-recording:  Effects for reducing off-task behavior with a high school student with attention deficit hyperactivity disorder.  Child & Family Behavior Therapy, 14(3), 53-59.  

Swenson, N., Lolich, E., Williams, R. L., & McLaughlin, T. F. (2000).  The effects of structured free time on request compliance and on-task behavior of a preadolescent with ADHD.  Child & Family Behavior Therapy, 22(1), 51-59.  

Vacha, E. F., & McLaughlin, T. F. (1992).  The social structural, family, school, and personal characteristics of at-risk students: Policy recommendations for school personnel.  Journal of Education, 174 (3), 9-25.  

Williams, B. F., Williams, R. L., & McLaughlin, T. F.  (1989).  The use of token economies with individuals who have developmental disabilities.  In E. Cipani (Ed.),  The treatment of severe behavior disorders (pp. 3-15).  Washington D.C.:  American Association for Mental Retardation.

Williams, B. F., Williams, R. L., & McLaughlin, T. F.  (1991).  Classroom procedures for remediating behavior disorders.  Journal of Developmental and Physical Disabilities, 3, 360-366.

Woods, S. K., & Ploof, W. H. (1997).  Understanding ADHD:  Attention deficit disorder and the feeling brain.  Thousand Oaks, CA:  Sage.  

32

