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About Behaviorology
Behaviorology is an independently organized discipline featuring
the natural science of behavior. Behaviorologists study the
functional relations between behavior and its independent variables
in the behavior–determining environment. Behaviorological
accounts are based on the behavioral capacity of the species, the
personal history of the behaving organism, and the current physical
and social environment in which behavior occurs. Behaviorologists
discover the natural laws governing behavior. They then develop
beneficial behavior–engineering technologies applicable to
behavior related concerns in all fields including child rearing,
education, employment, entertainment, government, law, marketing,
medicine, and self–management.

Behaviorology features strictly natural accounts for behavioral
events. In this way behaviorology differs from disciplines that
entertain fundamentally superstitious assumptions about humans
and their behavior. Behaviorology excludes the mystical notion of
a rather spontaneous origination of behavior by the willful action
of ethereal, body–dwelling agents connoted by such terms as mind,
psyche, self, muse, or even pronouns like I, me, and you.

Among behavior scientists who respect the philosophy of
naturalism, two major strategies have emerged through which their
respective proponents would have the natural science of behavior
contribute to the culture. One strategy is to work in basic non–
natural science units and demonstrate to the other members the
kind of effective science that natural philosophy can inform. In
contrast, behaviorologists are organizing an entirely independent
discipline for the study of behavior that can take its place as one of
the recognized basic natural sciences.
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A 100th Birthday Conference

Jón Grétar Sigurjónsson
Jara Kristina Thomasdóttir

Páll Jakob Líndal
University of Iceland at Reykjavik

"he Faculty of Social Sciences at the University of Ice-
land hosted, on 29 February 2004, the “Where is it now?
The Legacy of Behaviorism in the 21st Century” confer-
ence at the University of Iceland, Reykjavik, a conference
we organized in celebration of the centennial birthday of
B.F. Skinner (which occurred on 20 March 2004). The
notion of organizing a conference originally surfaced
early in 2003 when we three students, from the university
psychology program, noticed that we had not heard of
any celebrations, anywhere, being planned in honor of
Skinner’s 100th birthday. So, in a perhaps naive display of
overconfidence, we decided to plan something special.
But what? The answer of “ a conference” came quickly.

Our main objective for this conference was to address
the following questions: When and where did Skinner’s
behaviorism start? What are its strengths and weaknesses?
Where can it go from here? And, last but not least, how
can it be put into practice? The conference should also be
a venue for people who had collected behavior therapy or
experimental analysis data to present their findings at a
poster session. The desired outcome would be to enable
and encourage the general public, professionals, and stu-
dents to get to know behaviorism better.

To achieve our objective, we got nine lecturers to
present ten lectures on various topics in a single–track
format. The morning featured basically philosophy–
based lectures while the afternoon featured basically
data–based lectures. The sequence of lectures was such
that even people who had never heard of behaviorism
could attend and get an introduction to it.

In the morning part, the philosophy of behaviorism
lectures began with an historical lecture about the origins
of Skinner’s behaviorism, then proceeded with lectures
on the pros and cons of Skinner’s Radical Behaviorism
from a philosophical viewpoint, and finished with a lec-
ture on some contributions of behaviorology—a name
for the independent natural science of behavior—to the
future of humanity. [This last paper is on pp. 4–8 in this
issue (Volume 7, Number 2, Fall 2004) of Behaviorology
Today.—Ed.] Altogether, these philosophical lectures pro-
vide something for everyone.

The conference afternoon turned to technical and
practical data–based lectures. Topics included experimen-
tal analysis with rats, behavioral interventions with young
children, benefits of behavioral analysis in business, and
teaching behavioral techniques on a regional level.

This coverage of philosophical, technical, and practi-
cal aspects guaranteed that people new to behaviorism
could understand its foundations while also giving pro-
fessionals new material to ponder and discuss. To further
such outcomes, the University of Iceland Press will pub-
lish the conference papers in a book.

In the book of conference papers, some lectures will
appear in Icelandic and some in English. Here is some
information on each of the four papers to appear in En-
glish: (a) The Emergence of B.F. Skinner’s Theory of Oper-
ant Behavior: A Case Study (Kristján Gudmundsson): In
this article the author argues that Skinner’s behaviorism is
not rooted in animal experiments but experiments with
people. This finding is based on the author’s research into
some of Skinner’s earliest work, and on an interview he
conducted with Skinner in which Skinner acknowledged
this interpretation. (b) Dennett and Skinner (Magnus
Kristjánsson): Here the author explores Dennett’s cri-
tique of Skinner’s views on mentalism and mentalist ex-
planations, and considers what Dennett got wrong.
(c) Skinner’s Psychology: Unique Solutions and Suspected
Problems (Sigurdur J. Grétarsson): In this article the au-
thor discusses Skinner’s fresh approach to behavior, com-
pared to the psychology of his day, acknowledging that
much of the common criticism launched against him is
misguided and that alternative solutions are hardly free of
problems. Then some credence is given to the notion,
that Skinner’s suspicion of concepts from folk psycholo-
gy, such as belief or desire, may not have been altogether
revolutionary. (d) The Future and Behaviorology (Stephen
F. Ledoux): Here the author discusses the value of an in-
dependent natural science of behavior and how the prod-
ucts of this science are of vital benefit to humanity both
now and in the future.

The B.F. Skinner Foundation and The Icelandic
Ministry of Social Affairs sponsored this conference along
with The University of Iceland.!
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The Future
and Behaviorology

Stephen F. Ledoux
SUNY–Canton

"his paper1 looks briefly at the question of “the future
of behaviorology” as a growing discipline. However, the
emphasis is on “the future and behaviorology,” specifi-
cally, what behaviorology has to contribute to the future
of humanity.

“Behaviorology” is the name that some natural scien-
tists use for the natural science discipline (Ledoux,
2002a) focused on behavior. Others prefer the name “be-
havior analysis,” including not only those who are as yet
unfamiliar with the reasons for using the term “behav-
iorology,” but especially those who are trying to mesh this
natural science with traditional psychology. Under some
circumstances—which this author and Lawrence Fraley
discussed elsewhere (see our papers in Ledoux, 2002b, es-
pecially Fraley & Ledoux, 2002)—either name could
serve. Regardless of the name, this discipline began in the
1930s when B.F. Skinner applied the natural science prin-
ciples and concepts of biology, which he was studying at
Harvard under the head of the physiology department,
W.J. Crozier, to the question of what causes behavior. Af-
ter determining experimentally how behavior works,
Skinner and his students and colleagues and their stu-
dents began addressing the related question of how to
change socially significant behavior. The successful his-
tory of this behavior science is especially worth noting at
this time, near 2004 March 20, as this is the 100th anni-
versary of Skinner’s birth.2

The growing pace at which natural scientists of be-
havior have been developing and advancing the concepts,
principles, and applications of behaviorological science
during the last 50 years portends a vigorous future for our
discipline. However, cultural contingencies involving
pre–scientific, mystical verbal behaviors continue to
cause widespread resistance to the implications of this
natural science discipline, implications pertaining to the
status of humankind in nature, implications regarding
Darwin’s finding of continuity across all species including
Homo Sapiens, implications that extend that continuity
from our biology and its causes to our behavior and its
causes. These contingencies evoke a special resistance to
any implication that divine will has not elevated human-
ity above other species. And these contingencies also
evoke a special resistance to any science responsible for
these implications. Long–standing cultural contingencies

make all such implications aversive to many members of
society, prompting them to actions of commission and
omission that retard the much needed impact of our sci-
ence, and perhaps threaten the very survival of our disci-
pline. As we work to ensure a bright future for our
natural science of behavior, we should look closely at the
effects of superstitious verbal behavior across society; we
should engage in efforts that reduce society’s reliance on
un–scientific verbal behavior; and we should endeavor to
increase society’s thinking and speaking from a more
naturalistic and valid perspective. Indeed, in the long
run, the greatest contribution of behaviorology to
humanity’s future may be in prompting a more consis-
tently scientific verbal behavior, especially when consid-
ering questions of human behavior, particularly across
the range of other natural sciences, and hopefully across
the range of applied fields, as well as within the discourse
of the general population.

Past to Present
To maintain perspective, one must remember that

the past contributions of behaviorological science will
likely continue to develop in the future. These include
advances in the basic principles and concepts of behavior,
made through the experimental analysis of behavior,
along with improvements in the applications of those
principles and concepts in diverse areas ranging from
simple animal training to the challenging complexities of
autism interventions. Our very success in these particular
areas has, however, caused some problems.

While we bask in the media attention to these suc-
cesses, we are less successful at assuring that the media
inform the populace about our science and how it applies
far more widely than these successes. Being ignorant of
the particulars of our discipline, and experiencing the
aversiveness of our science’s implications, society comes
to see our relevance as basically limited to the behavior of
non–human animals or autistic children. Are we purchas-
ing our public acceptability with the currency of condon-
ing false impressions that operant contingencies work
only with laboratory or entertainment animals, or with
severely developmentally disabled people? If we do that,
we may be placing the development of further contribu-
tions at risk (and possibly risking the survival of our dis-
cipline as well). On the other hand, we reduce these risks,
and make perhaps our most important contribution to
the future, through our efforts to undo the aversiveness of
our science’s implications by prompting a consistently
scientific verbal repertoire, pertinent to all areas of the
culture, regarding questions of human behavior.

Present to Future
At present we are beginning to see some valuable ad-

ditional contributions develop, ones that we should avoid
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placing at risk. We see some broadening of our successes
in several areas. We see more successes in child rearing as
more parents and caregivers, at home and in day care
centers, learn to apply skills derived from the behavior-
ological works of authors such as Glenn Latham who has
written several books on positive parenting (e.g., see
Latham, 1994, 1999; also see Ledoux, 2001). We see more
successes in education, with respect to both instructional
methods and classroom management, as teachers learn to
apply skills derived from the behaviorological works of
authors such as Kent Johnson and Og Lindsley (e.g., see
Johnson & Layng, 1991; also see Lindsley, 1992; Latham,
1998, 2002; Ledoux, 2000; and West & Hamerlynck,
1992). We see more successes in business and industry,
through performance management, as workers and man-
agers learn to apply skills derived from the behaviorolog-
ical works of authors such as Aubrey Daniels (e.g., see
Daniels, 1989, 2000). And we see more successes—with
the potential for a great many more—in the full range of
areas across society, from interpersonal concerns to the
concerns of governments and diplomacy, as both profes-
sionals and members of the general population deal with
problems through the kinds of proactive, prevention ori-
ented, non–coercive, behaviorological practices that
Murray Sidman advocated in his book Coercion and Its
Fallout (Sidman, 2001; also, see Kopp, ).

Some behaviorologists and other behaviorological
scientists are also turning to areas that have received little
scientific scrutiny. They are analyzing these areas not only
for the variables currently operating in them, but also to
consider how to change those variables to improve behav-
ior in these areas. For example, Lawrence Fraley has gone
beyond the question of how to help survivors deal with
the impending death of a terminally ill loved one; in a
book he is writing, Behaviorological Thanatology (also see
Fraley, 1998), he explores the behavior–science–based op-
tions of those who are experiencing a terminal illness, and
how society can help them maintain their dignity. Fraley
has also considered the application of behaviorology to
the question of penal corrections; in another book he is
writing, Behaviorological Rehabilitation (also see Fraley,
1994), he investigates behavior–science–based options for
improving human interactions and situational factors to
build success rates in institutional rehabilitation settings
such as prisons. And Ledoux, with his colleagues and stu-
dents in China, has begun to extend the analysis of ver-
bal behavior (Skinner, 1957; Peterson, 1978) to the
language classroom. His current work in this area
(Ledoux, Michael, & Miguel, 2002) centers on a one to
three day workshop summarizing verbal behavior analy-
sis and exploring some of its implications and applica-
tions for increasing the effectiveness and efficiency of
foreign language instruction. (People who are interested
in behaviorological science and technology can access a

continually increasing number of behaviorological re-
sources regarding a wide range of behavior–related topics,
including links to related web sites, by regularly visiting
www.behaviorology.org which is the web site of The
International Behaviorology Institute [tibi].)

Benefits for humanity from those and other areas will
continue to accrue. Indeed, as the research of behavior-
ological scientists continues to expand our repertoire re-
garding the natural causes of behavior, people will
eventually come to realize that behaviorology can have a
beneficial impact in every area of human behavior. That
is an easy promise because the implications of natural sci-
ence are ultimately more efficient, effective, and humane,
than are the implications of investments in superstition
that they supercede.

Future
In spite of our successes, the history that our natural

science discipline shared with the discipline of psycholo-
gy often leads others to misconstrue our discipline by
presuming we are still part of psychology. That is inaccu-
rate; we are not part of psychology. Ours is a discipline of
strictly naturalistic explanations of behavior. Traditional
psychology, on the other hand, is a discipline of funda-
mentally mystical explanations of behavior (although
some individual psychologists may personally be in dis-
agreement with their discipline about this). Most psy-
chologists ultimately rely on behavior originating
spontaneously (i.e., non–naturally) through the ethereal,
body–dwelling agents connoted by such terms as mind,
psyche, or self. Behaviorology is logically not part of psy-
chology because our reliance on strictly naturalistic expla-
nations of behavior is incommensurable with the
fundamentally mystical explanations of behavior retained
in the psychology discipline. Could we not change psych-
ology into a natural science? For over 50 years, a minor-
ity of natural scientists of behavior working in
psychology tried in many ways to change psychology into
a natural science discipline. The data from those 50 years
of attempts to change psychology, which Fraley and
Ledoux (2002) explored in detail, reveal that psychology
would have continuously kept the natural science of be-
havior minimized, while the behavior analysts in psych-
ology wore themselves out struggling unsuccessfully to
change psychology into a natural science of behavior.
(However, all this does not describe the full range of pos-
sible contingency outcomes everywhere. The contingen-
cies in the geographical region of the reader may vary
enough to lead to the psychology discipline in that region
evolving into a natural science after ending allegiance to
mystical assumptions. Many questions about the result-
ing natural science discipline would, though, still remain.
Here are just a couple: (a) What would the relationship of
the resulting discipline be to the rest of psychology, in
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other regions, that still adheres to superstitious assump-
tions? And (b), since part of the disciplinary definition of
psychology is adherence to mystical assumptions, then
the resulting discipline would no longer be psychology, so
by what name would it be known?)

Even though a natural science of behavior is separate
from psychology, in the view of other natural scientists
(e.g., physicists, chemists, biologists) our past association
with psychology continues to compromise our position.
The significance of our separation from psychology is lost
in the confusion over the nature of behavior. When ques-
tions of behavior confront these other natural scientists,
their answers are not scientific; psychology informs what
they say because in their experience psychology has been
the only game in town addressing behavior. Since our dis-
cipline is still quite young, it has not yet had the time to
become included with other natural sciences in the edu-
cation programs of these scientists and their followers
and practitioners. Yet both their culture and their general
education include the psychological perspective. Their
verbal treatment of behavior is psychological; it is not yet
informed by behaviorology. This is why we must work to
prompt a consistently scientific verbal repertoire about
behavior among other natural sciences and applied fields
(which will also yield a more accurate treatment of be-
havior among the general population). Again, the great-
est contribution of behaviorology may be in this
prompting of a consistently scientific verbal behavior
about behavior across society.

Here are just two examples, gleaned from across the
wide range available, where behaviorology needs to be the
discipline that informs colleagues in the general popula-
tion, and in other sciences and applied fields, about be-
havior. Across society people too readily offer accounts of
behavior that are not helpful, in part because more help-
ful accounts are not available. These unhelpful accounts
then become harmful, for their presence reduces the like-
lihood that better accounts will be well–researched and
applied. Consider this as we turn to the two examples.
These examples are not special. They are common, even
trivial, and that is their significance.

The first example pertains to how members of the
general population can benefit in the future from a widely
available discipline of behaviorology, a circumstance that
would improve people’s verbal behavior about behavior.
The January 2004 issue of Consumer Reports contains an
article on the importance of people reducing the amount
of fat in their diet (“Cut the Fat” on pp. 12–16). The “CR
Quick Take” sidebar on page 12 reads “No one is forcing
you to overeat…” This quote exemplifies an account that
psychology has informed with the psychologically al-
lowed, even advocated, notion of free–will. If “force” (as
coercion or punishment) is an example of the only kind
of variable considered to exert control over behavior, with

the rest of behavior, such as the behaviors of eating and
overeating, arising spontaneously from some body–man-
aging agent inside the body, then we could take this state-
ment at face value: No one is tying you down and force
feeding you more than you need. Logically then, if you
are overeating (perhaps indicated by your being over-
weight or experiencing other problems related to excess
food intake) then the problem rests with you, and the so-
lution is just to stop eating so much food. What could be
easier? Some people may say that you need to show a
little more backbone, in the face of food, to eat less. Or
perhaps you need a little more will power, or a little more
ego strength, or a little more capacity for cognitive pro-
cessing. Or maybe you need your body altered by a little
more medication, or a little more of the right brain
chemicals, or a little more… well, unfortunately, this list
could go on and on.

However, are the solutions really that simple? Are co-
ercion and punishment really the only variables that can
affect behavior? Are backbone, will power, ego strength,
or cognitive processing relevant variables to the predic-
tion and control of behavior? Are medications and altered
brain chemicals, etc., fully feasible solutions to behavior
problems? Will any of this conventional wisdom stand up
to scientific scrutiny? Health problems from overeating
are quite real, but are these largely superstitious ap-
proaches the best society can offer to solve such prob-
lems? And, most importantly, why are we even having to
ask such questions?!

We are asking these questions because writers of these
kinds of explanation, writers who are typical of society in
general, have not learned any better explanations, have
not learned any scientific explanations. But what if these
writers had had their repertoire originally conditioned
through exposure to behaviorological science in their
educational history? What if they had avoided the heavy
cultural indoctrination in superstition? What if they
could offer their readers explanations of overeating, and
solutions for overeating, in scientific terms? What if they
at least knew enough to talk in terms of the effects of dep-
rivation and stimulus control, and the ways to arrange
such variables such that overeating became less likely (i.e.,
ways the would counteract all the independent variables
causing you to overeat that food sellers, and others, use to
increase overconsumption, and thus their profits, such as
“supersizing” a meal at a bargain price compared to a
smaller meal)? And what if their readers also had learned
enough behaviorological science to be affected by what
they read in ways that helped make overeating less likely?
All of these will be more possible as our efforts to broaden
the availability of our natural science of behavior become
more successful. Multiply this across all areas of society
where questions of behavior arise, and one can see why
the future can gain so much from behaviorology.
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My second example pertains to how other natural sci-
entists can benefit in the future from a widely available
science of behaviorology, a circumstance that would im-
prove their verbal behavior about behavior. The March
2004 issue of Sky and Telescope contains a featured article
that Dan Falk wrote to help non–physicists better under-
stand the debate currently raging in astronomy/cosmol-
ogy over the resurgence of what is called the “anthropic”
principle (“The Anthropic Principle’s Surprising Resur-
gence” on pp. 42–47). In (perhaps overly) simplified
terms, this principle says that we must surely have a spe-
cial place in the universe since we could not exist, let
alone ponder the question of the existence of the cosmos,
in a universe that differed from this one in the value of
some basic parameters that govern the physical world
such as the strength of gravity and the masses of sub-
atomic particles. For example, if gravity had been even a
little stronger, then the universe should have collapsed in
a “big crunch” long before life evolved, whereas if it had
been a little weaker, then matter would not have coa-
lesced into galaxies, stars, planets—and life.

The physical science community has members on
both sides of this debate, although more seem opposed to
it than in support of it. Falk reports that Andrei Linde, a
supporter of the anthropic principle, goes so far as to
speculate “on links between consciousness and the physi-
cal world” (p. 47). In part, such indulgence in supersti-
tious talk results from natural scientists being informed
through the mysticism of religion and psychology, and
thus suffering from the same illogic that mystics exhibit
with respect to naturalism. To be fair, some critics “view
the anthropic principle as intellectual surrender” (David
Spergel, p. 47). These critiques, however, tend to be lim-
ited to issues that the traditional natural sciences have al-
ready considered, such as how the anthropic principle
“plays into the hands of ‘Intelligent Design’ supporters
who feel the universe was custom–made for human be-
ings by a benevolent God” (Dan Falk/David Gross,
p. 46), an issue that biology has faced frequently and
handled with some success. Since the critics of the
anthropic principle are also informed through their re-
course to psychology, when questions of behavior (in-
cluding consciousness) arise, they are unable to apply the
more effective critiques that would derive from a natural
science of behavior (such as a natural science analysis of
the nature of consciousness, and the kind of links that are
then possible between consciousness and the rest of the
physical world—see Skinner, 1953; also see Fraley, 2004).

What if the natural scientists on both sides of this
debate were bringing to their debate a consistent educa-
tional background that included the full extension of
their natural science approach to the questions about be-
havior that they inevitably face? That is, what if their ver-
bal behavior about behavior were informed by the natural

science of behaviorology? Rather than becoming hope-
lessly trapped in solipsistic and sophistic mysticisms
which they can debate forever (like the old, still unre-
solved—and unresolvable—question of how many angels
can dance on the head of a pin), they might resolve their
debate over the anthropic principle rather expeditiously.
This is what virtually always happens: When a valid and
appropriate natural science has been finally brought to
bear upon such otherwise resistant issues, they have often
yielded to quick resolution.

This kind of progress will be more possible as our
efforts to broaden the availability of our natural science of
behavior become more successful. Multiply this across all
natural science and engineering disciplines and fields,
where questions about behavior arise because these pro-
fessionals are dealing with people at one level or another,
and you will again see why the future can gain so much
from a more widely understood behaviorology.

Reality
Those examples came from everyday reading. You

have probably noticed similar examples many times in
your own reading. Pursue them. The pre–scientific, mys-
tical view of human behavior remains pervasive even af-
ter taking into account all the accomplishments of our
discipline. But the culture has long enough endured the
adverse implications of its wide spread investment in the
superstitious treatment of behavior. The culture has long
enough endured the adverse effects of the counter–pro-
ductive sponsorship of disciplines that use scientific
methods to pursue the implications of superstitious as-
sumptions. And the culture has long enough endured the
adverse outcomes when such disciplines ignore or deny
or warp or suppress the evidence when the data imply
that naturalistic assumptions are more appropriate. This
reality makes clear what our future work involves.

While we continue to build upon our previous suc-
cesses, we must also find ways to replace pre–scientific
views of behavior with the natural science of behavior.
We must do this in ways that gain the support of our col-
leagues in the other natural sciences. We must insure that
our natural science discipline replaces fundamentally
mystical disciplines as the accepted science of human be-
havior within our culture that informs society’s verbal
behavior about behavior.

The first, and perhaps greatest, challenge for that task
is to establish more firmly the independently organized
natural science of behaviorology as an equal citizen of the
natural science neighborhood—across the street from
chemistry, next door to biology, and with physics just
across the backyard alley. Our philosophy and science
make us an equal partner in that community. To assert
our place within it, our members must shed the distrac-
tion of the cultural mainstream. That superstitious cur-
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rent is sweeping the culture down a drain. We should not
purchase our passage through that maelstrom on some
passing but inappropriately appreciated raft, like psychol-
ogy, with the currency of our integrity. Instead, our mis-
sion, and our contribution, involves using scientific
realities to divert that current to better prospects.

Within the global culture, natural science will remain
the work of a minority for a very long time. As with
members of the other natural sciences, the social security
of individual behaviorologists inheres in the practical
merit of their intellectual products. Natural scientists of
behavior, like those here today, are poised to make the
kinds of contributions to the future of humanity that we
have discussed and which support our collective security.
Whether ultimately called behaviorology as it is now, or
called behavior analysis at some future time after that
name has been cleared of its association with fundamen-
tally mystical disciplines, the natural science of behavior
not only faces a bright future, but helps create a bright
future for humanity."
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On Verbal Behavior:
The Second of Four Parts

Lawrence E. Fraley
West Virginia University

Editor’s note: Interest in the behaviorological analysis of
verbal behavior (Skinner, ) continues to grow. (For
an example see the editor’s note to Fraley, , which is
Part  of this paper. Also see the syllabi for ’s two online
verbal behavior courses,  –Verbal Behavior I, and
 –Verbal Behavior II. These syllabi appear, re-
spectively, in these issues of Behaviorology Today: Vol-
ume , Number , and Volume , Number .)

To help support continuing interest in verbal behav-
ior, Behaviorology Today presents this four–part series on
verbal behavior. The first part appeared in Volume ,
Number . This is the second part. And the remaining
parts will appear in the next two issues. (One part appears
in each consecutive issue, beginning with Volume ,
Number .) All four parts derive from a chapter of the
author’s book General Behaviorology: The Natural Science
of Human Behavior. (See the “General Behaviorology”
page at www.behaviorology.org for more detailed informa-
tion on this book.)

For each part, the headings hint at the contents:
# Some interesting headings in Part 1 (Fraley, )

were: Terminological Issues, The Antecedent Control of
Verbal Behavior, How Instances of Verbal Behavior are
Classified, and The Mand.

# In Part 2 some interesting headings are: Verbal Behav-
ior Under the Control of Verbal Stimuli, The Tact, Abstrac-
tion, Private Events, Reality, and Temporal Relations.

# Some interesting headings in Part 3 are: Autoclitic
Verbal Behavior, Descriptive Autoclitics, Autoclitics that
Function as Mands, Qualifying Autoclitics, Quantifying
Autoclitics, Grammar and Syntax as Autoclitic Processes,
and The Nature and Occurrence of Composition.

# In Part 4 some interesting headings are: The Private
Verbal Behavior of Thinking, The Productivity of Thought,
The Utility of Thought, Issues of Privacy and Antiquity,
The Absence of Thinking, and Nonverbal Consciousness.

Here is Part 2.—Ed.*

Part 2
Verbal Behavior under the Control

of Verbal Stimuli

&ith an appropriate conditioning history, verbal be-
havior may occur under the antecedent stimulus control
of other verbal behavior or its products, such as printed
text. Such an antecedently functional (evocative) class of
verbal behavior may be provided by other persons, as
when a teacher speaks the new vocabulary word emulate,
and a student repeats the word emulate. However, the
vocalizer’s own verbal behavior can also function to evoke
the vocalizer’s additional verbal behavior, as when a per-
son who is thinking or saying “two, four, six,…” then
produces “eight.” Thus, in the major class of verbal be-
havior that is discussed in this section, the analytical con-
cern is with why the response has occurred rather than
with its after–effects. This differs from the analysis of
mands, which was carried forward in time to reveal how
a mand affected a potential mediator.

Examples of Controlling Relations
in this Class

Suppose that a parent mands a child to say uncle,
whereupon the child says uncle. Such a mand is called an
instruction, and it may be said that the child has complied
with the instruction (although the child’s response was
functionally evoked by the mand and was not a willful
compliance by a mystical internal child–agent).

If we analyze the antecedent controls on the child’s
reaction, we can attribute the child’s utterance in general
to the manding nature of the parent’s instruction. The
child has been conditioned to behave in ways that rein-
force the parent and therefore lead to reinforcing reac-
tions from the parent. The child is also conditioned to
avoid the parent’s punitive reactions, which may follow
any noncompliant behavior from the child. In this ex-
ample, the parent’s statement in the form of a mand to
...say… controls the utterance of some kind of vocal re-
sponse by the child. Say insures that the child’s response
will manifest vocally, while uncle controls the form of the
vocal response that will be reinforced by the audience.
Note that in this section of the chapter our analytical
attention is focused on what controlled the mediator’s re-
sponse, and of interest is the fact that it was a verbal
stimulus (i.e., uncle).

In common agential language it is said that those fea-
tures of the parental instruction that define it as a mand
to speak make clear to the child that a vocal response is now
required. Note, however, that mands are not instruments

___________________________________________

*The author’s footnotes are at the end of the paper.
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of persuasion that are directed at the inner child–agent in
the hope that such a residential agent will then deign to
will that its host body produce a certain kind of response.
Instead, as a result of the past conditioning, the parental
mand and the child’s response are now directly linked in
a functional sense. Given that particular mand in the
presence of that appropriately conditioned body, the re-
sponse is simply evoked (i.e., it simply happens, and at
that instant it is the only thing that can happen). If the
relevant parts of the child’s body are currently in working
order, but the manded response is not forthcoming, our
assumption about the adequacy of the child’s condition-
ing history is thereby revealed to have been unwarranted.

Furthermore, as noted in the case of this particular
mand, the form of an adequate response has also been
specified. That is, the child’s vocal response matches the
parent’s vocal stimulus. The child’s response is effective
merely insofar as it echoes what the parent specifies. The
parent says uncle and the child responds uncle. Thus, the
parent’s manded sample and the child’s correct response,
considered as a pair of stimuli, exhibit two distinct char-
acteristics: (a) what is called a point–to–point correspon-
dence and (b) formal similarity.

Let us review the relevant controls: (a) The manding
form of the parent’s statement makes a response probable.
(b) The verb say determines the vocal nature of the child’s
required response, and in particular that it be an echoic
verbal response. (c) The vocalized term uncle precisely
controls the form of the child’s echoic verbal response.

The relevant operant conditioning history that pre-
pared the child for an appropriate response of this kind
(a) increased the probability that the child’s responding
will comport with any parental instructions, (b) increased
the probability that the child will respond vocally after
hearing the word say, and (c) increased the probability
that the vocal response will have a point–to–point corre-
spondence with any vocalized sample that follows the
word say in a vocalizer’s mand. With those three kinds of
conditioning in place, the child is ready to perform in the
manner featured in this example.1

Let us move on to other examples of behavior that
fall within this major class of verbal behavior. In the case
of textual behavior, the response (usually called reading)
occurs under stimulus control of textual products.
Someone’s earlier verbal behavior has resulted in a textual
product that is now controlling the verbal behavior of the
reader. During the early operant conditioning of such
textual behavior (i.e., reading), a student may be pre-
sented with a sequence of letters (e.g., ––––), fol-
lowing which only the student’s audible sound “hous” is
reinforced. The operant conditioning procedure is re-
peated until that audible sound follows the presentation
of that letter sequence with sufficient reliability. If the
spoken word and the printed text are phonetically related

(e.g., the printed word tad and the spoken word tad), the
spoken word exhibits a letter–to–sound correspondence
with the text in the sense that each printed letter evokes
a distinct sound. Those sounds string together to make
the complete word–sound. Note, however, that such a
vocalized utterance bears no formal similarity to the se-
quence of printed letters (i.e., sound forms and print
forms are entirely different kinds of forms).2

During such training, in addition to being manded
to say the word, the student may also be manded to draw
the picture that is privately evoked either by the sequence
of letters or by the audible sound that they evoke. Note
that with respect to the word house, for the child to ren-
der the drawing, some additional special conditioning
must have occurred in addition to the conditioning of
general drawing skills. Either (a) the child, previously,
must have contacted houses or pictures of houses, while
utterances of the audible sound house were being rein-
forced differentially; or (b) the child, previously, must
have contacted houses or pictures of houses, that were
paired with the textual stimulus HOUSE.3

Given that the child has never before responded in a
graphic way either to the spoken sound “hous” or to the
written letters h–o–u–s–e (i.e., by drawing a picture of a
constructed dwelling), if the drawing does occur, its ap-
pearance is evidence that prior conditioning of the kind
described above has established the stimulus equivalence
relations that are implicitly required for the child’s ex-
hibition of the manded pictorial response (i.e., drawing a
house). Note that in these functional relations, which fea-
ture drawing behaviors, the spoken or textual stimulus
and the drawn response do not have a point–to–point
correspondence (or any approximation thereof ) nor do
they have formal similarity.

Let us now reconsider text, such as that which you
are now reading. Text is a product of previous verbal be-
havior and for that reason is usually classed as a verbal
stimulus. The person whose verbal behavior is controlled
by text is usually called a reader. When reading aloud, a
vocal sound is produced in response to each functional
stimulus element. The particular graphic form of the tex-
tual elements remains an independent variable, so while
a reader who is exhibiting textual verbal behavior may be
responding to printed words, syllables, or even single let-
ters, that reader can also be responding to pictures, picto-
graphs, or hieroglyphics. The only requirement is that
repeated presentations of a given mark, or set of marks,
reliably evoke the production of the same vocal sound.
People refer to the conditioning history that establishes
those controlling relations as learning to read.

Not all reading falls in this major class of verbal be-
havior. Here is an example of such an exception: Suppose
that many boxes are hauled onto an aircraft. Each box
contains  round, white, –inch diameter disks that are



!ehaviorology "oday # Volume 7, Number 2, Fall 2004 (issn 1536–6669) Page 11

thin but rigid. Later, in flight, one box at a time is
dumped out of the aircraft door into the air stream, and
the individual disks from each box flutter to the green
fields below where the disks from each box come to rest
in a seemingly random cluster. Each such cluster can then
be seen from the aircraft as a patch of small white dots.

Let us assume that, by chance, the disks from one box
come to rest in a dot pattern that, if properly connected
by straight lines, would form the letter sequence cow, and
a passenger in the aircraft, looking down at that dot pat-
tern, utters the vocal sound kou. The person’s utterance of
the sound kou under stimulus control of those white dots
would represent normal reading. However, the anteced-
ent stimulus, consisting of the dot pattern, was not a
product of verbal behavior, so that vocal utterance would
classify as a tact (another major division of verbal behav-
ior that will be discussed in a later section of this chap-
ter). Although the vocalizer’s utterance of the word cow is
verbal behavior of the kind that is commonly called read-
ing, in this case that reading does not represent the class
of verbal behavior that occurs under stimulus control of
other verbal behavior (or its products).4

Textual behavior is obviously simpler than what is
usually implicit in the common term reading. When
reading, not only are vocal sounds (or their private sub-
vocal versions) produced—that is, not only are the words
publicly or privately spoken—but some additional pri-
vate kinds of verbal behavior are occurring to which
people generally refer as comprehending. The production
of the sounds that are evoked by the textual elements5 in
turn evoke a variety of further private responses—for in-
stance, a visualization of an object and visualizations or
descriptions of its relations to other events—that is, the
context in which it exists or operates. As one’s reading
skill matures, the comprehension behaviors can come
under direct stimulus control of the printed text, and the
raw textual behavior extinguishes. In that case, as the
mature reader’s eyes scan the text, comprehension behav-
iors are evoked directly, but the individual vocal or sub-
vocal production of the sounds, which previously were
evoked by the textual elements, no longer occurs.

On the other hand, textual behavior can continue to
occur indefinitely without comprehension if the reader
has had an appropriate, if atypical, conditioning history.
For example, a person can be conditioned to pronounce
correctly the printed words in an alien language without
either those sounds or the textual elements that evoke
them ever being related to other particular environmen-
tal elements. That precludes the private evocation of any
kind of comprehension responses. Thus, a person can be-
come a skilled reader of text that is printed in that strange
language without experiencing comprehension behaviors
with respect to any of it. As that situation is commonly

described, such persons vocalize the text correctly, but
personally have no idea what they are saying.

In fact, as the person’s skill becomes refined, such a
“reader,” who is actually exhibiting only raw textual
behavior, could theoretically daydream about entirely
different events while engaged in such vocal textual be-
havior. Raw textual behavior requires, at the minimum,
only that the vocal musculature be under direct stimulus
control of the printed text. Daydreaming can then occur
concurrently, because it need not involve any of the body
parts that are preoccupied by such raw textual behavior.
However, such a behavioral bifurcation is not possible for
a comprehending reader, because the neural body parts with
which one would daydream are involved in producing
comprehension behaviors and are thereby preoccupied.6

Another subclass of verbal behavior that is controlled
by verbal stimuli is called transcription. An example is
taking dictation. Recall that vocal verbal behavior in-
volves a vocalizer who exhibits an auditory pattern that is
reinforced when it affects the listener as an auditory pat-
tern. In transcription, a writer creates a visual stimulus
that is consequated after having affected a reader as a vi-
sual stimulus. The reader may be a third party. Both the
listener (as transcriber) and the reader of the transcription
typically function as mediators of consequences for the
verbalizer’s verbal productions.

Consider the behavior of the transcriber. The ante-
cedent stimuli that evoke transcribing behavior can be
auditory or textual. If a person produces written text in
response to linguistic stimuli that are being heard, the
process is called taking dictation. If the antecedent stimuli
are in graphic form, the person is said to be copying. In
either case, the transcription behavior is shaped by its
consequences, which are normally provided by the read-
ers of the written product. If the antecedent graphic
stimuli are not linguistic, the transcription process is
more likely to be called drawing than copying, as when an
artist who is looking at a tree, draws that tree.

The final subclass to be discussed in this section is
called intraverbal behavior. Note, in regard to the earlier
classes of this subsection, that in both echoic behavior
(saying what one hears), and in writing from copy, there
is a formal correspondence between the evocative stimu-
lus and the verbal behavior of concern. That is, in echoic
behavior, the vocalizer is producing sounds that are simi-
lar to the sounds being heard. In writing from copy, the
writer is producing records that are similar to those being
copied. In both cases, the stimuli and behavioral products
are in the same medium (i.e., both are sounds, marks on
paper or on monitors, etc.).7 In cases of reading aloud or
taking dictation, the medium changes insofar as a reader
produces vocal sounds that are evoked by text printed on
paper, and a transcriber produces written text that is
evoked by vocal sounds that are produced by a vocalizer.8
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Note that in all four kinds of behavior that were
mentioned in the previous paragraph, some approxima-
tion of a point–to–point correspondence exists between
the stimuli and the behavior or its products (see the ear-
lier footnote on the connotations of “point–to–point”).
For example, in echoic behavior, the sounds being vo-
calized are similar to the sounds being heard, and each
element of the vocalized stream of sounds corresponds
precisely to a specific element in the stream of sounds be-
ing heard. Likewise, in writing from copy, each element
of the written text corresponds precisely to a specific ele-
ment in the text being copied. In both textual behavior
and taking dictation, even though the dimensional sys-
tem (i.e., the medium of expression) changes within
those processes, an approximate point–to–point cor-
respondence is maintained between the evocative stimuli
and the behavior of concern (or its products). Here again,
each element of the behavioral product corresponds pre-
cisely to a specific element in the stimulus stream that
controls the production behavior. For instance, each ele-
mental utterance of a reader can be matched precisely to
a specific stimulus element in the text that is being
read—hence, the point–to–point (or at least range–to–
range) correspondence.

In the intraverbal class, however, that location–based
correspondence is missing. That is, in many instances of
verbal behavior that is occurring under stimulus control
of other verbal behavior, no such point–to–point corre-
spondence, nor any approximation of it, can be found.
The verbal behavior is precisely evoked by other verbal
behavior, but it remains impossible to match a given ele-
ment of that verbal behavior to any specific element of the
evocative stimuli.

For example, if the presented stimulus is a–b–c–d–e–
f… and the response is g, we see no locational cor-
respondence between the stimulus (a–b–c–d–e–f… ) and
the response (g). The absence of such locational corre-
spondence in verbal–verbal functions defines what B.F.
Skinner called the intraverbal subclass of verbal behavior.
It features verbal behavior that is occurring under stimu-
lus control of other verbal behavior, but the stimulus and
its evoked behavioral product lack locational correspon-
dence or any approximation thereof (point–to–point,
part–to–part, zone–to–zone, etc.).

Another example of intraverbal behavior occurs when
a person hears the sound apple and responds with the sign
for apple. The audible stimulus apple and the response to
it in the form of movements of the arms, hands, fingers,
and perhaps the face that together constitute the corre-
sponding sign for apple share nothing that can represent
locational correspondence between their constituent ele-
ments. That is, no point or region in the sound corre-
sponds precisely to a point or region in the movements of
the body parts that are creating the sign for apple.

Intraverbal behavior is readily explicable in terms of
the conditioning history that has established the relation
between stimulus and response. We quickly point to such
a conditioning history to explain a person’s saying World
War Two when presented with 1939–1945 or a person
writing Pierre Renoir when shown the famous painting
that is entitled Luncheon of the Boating Party. Likewise,
most people are quite familiar with the kind of condi-
tioning history that renders probable the response g in
the presence of a stimulus consisting of a–b–c–d–e–f…

Note that, in the case of intraverbal behavior, not
only is there is no point–to–point correspondence be-
tween the stimulus and response that it produces, the
dimensional system of the stimulus need not match that
of the response or its product. In the previous example in
which a–b–c–d–e–f… evoked the response …g…, the
stimulus could be presented either as printed text that
must be read, as audible sounds, or as Braille that must be
felt tactually. Similarly, regardless of the nature of that
stimulus presentation, the intraverbal response …g…
could have been rendered either as text, in spoken form,
or as a special array of raised dots. Other unmatched
forms for the stimuli and responses to it are also possible.

Consider another typical example: When one en-
counters an acquaintance, one is likely to say How are
you?—a kind of greeting to which the other person may
have a standard response: Very well, thanks! Such a stan-
dard and perfunctory response, when controlled
intraverbally, is independent of the actual status of the
person who is responding and may therefore not validly
describe the status of the person who is responding to the
inquiry. Given the question How are you?, the intraver-
bally controlled utterance of the standard response Very
well, thanks! is functionally similar to the utterance of g in
response to the stimulus a–b–c–d–e–f…

The recitation of a lengthy memorized verbal se-
quence occurs intraverbally, as in the prior example per-
taining to the recitation of the alphabet with each
response functioning as the stimulus for the next re-
sponse. The process is often called chaining. Each utter-
ance in the chain of responses is analogous to a link in a
manufactured chain. Far more complex sequences than
the letters of an alphabet may be featured. For instance,
a West African griot recites the ancestral history of the
tribe members, which may span hundreds of years. Each
short passage is evoked intraverbally, mainly by the fea-
tures of the previous short passage. Such recitations may
not require any supplementary private verbal stimulation
of the various kinds called analysis, problem solving, criti-
cal thinking, reflection, or any kind of thought in general.
The common descriptive phrase mindless recitation re-
flects the absence of such supplements from the an-
tecedent controls on intraverbal behavior.
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However, the control of each link in a chain of
intraverbal responses is not usually under the exclusive
control of the previous link. Some of the evocative ca-
pacity resides in the preceding sequence of links. Thus, if
interrupted, the griot may be unable to restart from the
point of interruption, and may have to resume from an
earlier and particularly salient event that is more readily
evoked (in agential language, more easily recalled). The
griot thus gets a new running start that restores the full
measure of intraverbal control over subsequent sections
of the narrative.

A school child may have a similar problem when re-
citing the memorized names of the American states in al-
phabetical order. The child may successfully complete the
task after beginning with Alabama…, but if during such
a recitation the child is briefly interrupted—for instance,
after Michigan—the child may be unable to continue
with Minnesota… If no prior link has special strength
among its evocatives that affords a more economical start-
ing point, the child may have to restart from the begin-
ning with Alabama…

As some previous examples have suggested, we often
respond intraverbally to stimuli that we ourselves gener-
ate. If an American vocalizer says red, white, and…, that
composite verbal sequence tends to evoke blue as that
speaker’s next response. Similarly, among people who
have been conditioned in an American verbal com-
munity, the vocal or subvocal stimulus white is more of-
ten followed by the response house than among persons
conditioned in the verbal communities of other coun-
tries. Upon uttering all but the final syllable of a multi–
syllabic word, the vocalizer is likely to emit the final
syllable under stimulus control of the preceding syllables
of that word. For instance, given the vocal stimulus
po•lar•i•za…, the speaker is likely to complete the word
by uttering the final syllable …•tion.

In the process of pure translation a stimulus in one
language evokes a corresponding response in another lan-
guage—a special case of intraverbal behavior. In theory,
translators need not respond to relations between their
textual or audible products (in either language) and other
environmental events. That is, for example, theoretically,
the translator need not be able to define ouk or lur in ei-
ther language to produce lur in language  when given
ouk in language  (although in practice translators are
typically skilled in both languages, because they are usu-
ally expected to interpret as well as to translate). Given
the stimulus ouk, either as text or as an audible sound, a
simple translator needs only to respond reliably and
appropriately under intraverbal control with a textual or
audible rendering of lur. However, satisfactory translation
usually requires far more than mere intraverbal control of
the responding, especially when the differences in the lan-

guages extend beyond words to include structural and
compositional issues.

Conceptual Instability
After Skinner published the seminal book Verbal Be-

havior in , the class of verbal behavior that is dis-
cussed in this major chapter subsection (Verbal Behavior
under the Control of Verbal Stimuli) was subjected to
more redefinition than perhaps any of the other major
classes of verbal behavior that Skinner delineated. During
the final few decades of the twentieth century, two pro-
fessors of Skinner’s general concept of verbal behavior,
Jack Michael, at Western Michigan University, and
Ernest Vargas, at West Virginia University, were respec-
tively prominent in tweaking the subcategories in the
general class that Skinner denoted as verbal behavior un-
der the control of verbal stimuli.. Vargas reorganized the
whole class under Skinner’s subclass name intraverbal and
then divided the verbal phenomena in that major verbal–
behavior category into three subcategories called codic,
duplic, and sequelic. Michael moved codic and duplic ver-
bal behavior out of this major class and promoted them
to the same kind of major class status that was accorded
to mands and tacts.

The Tact

If we divide the behavior–stimulating environment into
verbal and non–verbal events, we can discuss kinds of verbal
behavior that are evoked respectively by each of those stimu-
lus classes. Previous sections were devoted to verbal behavior
evoked (a) by stimuli that are characteristic of deprivation
or aversive stimulation and (b) by verbal stimuli.

In contrast, this section will focus on verbal behaviors,
called tacts. Tacts in some way specify or indicate the stimuli
that evoke them, which can be anything in the physical
environment. Tacts benefit the listener and are con-
sequated by generalized reinforcers (mands, in contrast,
benefit the speaker and are consequated with specific re-
inforcers that are often specified by that verbalizer). A
simple example of a tact occurs when two lookouts are
scanning a landscape, and one of them, upon seeing a
distant gray plume, exclaims Smoke! The other person
may respond to the tact Smoke! by saying Well done!

Consider the functional difference between a mand
and a tact. If hunger pangs are occurring within a person’s
body, and another person is present who can provide
food, the person who is experiencing the hunger pangs
may respond verbally to those pangs by saying Feed me!
That request for food is a mand, and it benefits the per-
son who has said it. However, that same person may in-
stead simply report private contact with that kind of
stimulation by saying I am experiencing hunger pangs.
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That statement includes the tact hunger pangs. Thus, the
pangs, functioning as antecedent stimuli, may evoke a
mand, a tact, or one or more of each. Note that, in the
presence of someone who has provided food when in-
formed that the speaker is hungry, the previous statement
may function as a polite mand to again provide some
food. However, if the mediator obviously will not be pro-
viding food, perhaps because, as both parties know, no
food is available, the same statement merely functions
informatively, but the statement is not a mand for food.

In the general analysis of contingencies under which
verbal behavior is produced, we specify the evocative
stimulus, the verbal behavior that is evoked, and the
source and nature of its consequences. When the verbal
behavior in such a relation is a tact, the evocative stimu-
lus is some piece of the real or physical environment. It
can be anything (e.g., a blood cell, a rose, a cow, a distant
mountain, a star, or a galaxy). It can also be a relation be-
tween or among such environmental events.

Let us consider an example of a behavior–controlling
relation in which the verbal product is a tact. Suppose
that an observer is confronted with a vertically oriented
wooden shaft that is about six inches in diameter and six
feet long and exhibits an approximately circular cross sec-
tion. Its bottom two feet are sunk into the ground and
lateral strands of wire are nailed to its upper exposed seg-
ment. If that observer reliably responds to that compos-
ite stimulus by saying fence post, that utterance is a tact.

Some people may say, in agential terms, that the per-
son has tacted the fence post, but that tact–type of response
was not initiated by the vocalizer; it was evoked by the post.
That is, to speak accurately, the causal nexus of a tact does
not inhere, as some kind of spontaneous generator, within
the body of the person that exhibits the tact. Therefore,
the person who produces the tact does not do it in the
sense of originating it. Rather, that person merely medi-
ates the production of that tact. The controlling function
is between the tact as a behavioral event and a detectable
and measurable (i.e., real) environmental event.

The post could produce that verbal behavior fence
post, because the body that came into contact with light
reflected from the post had undergone micro–structural
changes during its operant conditioning history that left
it reactive to such posts by exhibiting that particular kind
of verbal operant response to them (viz., the vocal ut-
terance of fence post). The capacity for that kind of func-
tional relation between fence posts and people inheres in
their respective structures. The kind of operant condi-
tioning that is called language training is a way of restruc-
turing part of the person’s nervous system for
susceptibility to involvement in such a functional relation
during subsequent encounters with fence posts.

The operant conditioning (neural micro–structuring)
of the person is one way to establish the relation that pro-

duces the tact. The other way is to alter the structure of
the environmental event. In the fence post example, if the
respective structures that can sustain this particular envi-
ronment–behavior relation (i.e., the tact fence post) are
generally in place, but the particular post on this occasion
has some salient atypical features, the evocation of the
tact fence post may not occur. (It may be said that the ob-
server does not recognize that the thing is a fence post.)
Instead of tweaking the microstructure of the person’s
body through additional operant conditioning, we may
leave the body alone and restructure the fence post to
render it more typical of the kind of fence posts that were
involved in the past conditioning of the verbalizer to pro-
duce that tact. The tact fence post may then be evoked. In
such a case, the verbal tact fence post occurred in reaction
to a particular environmental structure following a modi-
fication of the environmental structure that removed ex-
traneous features (and perhaps added some common
features) until the structure of that post came into the
structural range that can evoke the tact fence post by that
particular body.

When the tact fence post is forthcoming, it may be
said redundantly that the person now recognizes the thing as
a fence post. However the current structure–to–structure
functional interaction occurs naturally whenever both
structures have the necessary configuration to support
that particular functional reaction of the one to the other.
That natural function does not require the intervention
of a person–agent that is superstitiously summoned from
a putative spirit world to perform, in some proactive way,
the tacting operation. The tact will simply happen natu-
rally and inevitably when the necessary conditions “fall
into place” (as they say). That is, the tact happens auto-
matically in the same sense that any kind of dependent
variable manifests on the occasion of contact with an
appropriate independent variable.

The term stimulus implies an energy transfer from some
aspect of the environment to the organic body that, in turn,
exhibits a behavioral response. However, the energy that
is transferred from an environmental stimulus to a behav-
ing body acts only as a reaction–specific trigger, because
that energy is insufficient to produce the subsequent be-
havioral reaction through conservative energy transforma-
tions (light waves from an approaching baseball lack the
energy required to swing a bat). Organic bodies are inher-
ently structured to maintain a general dynamic potential
that releases in the manner that we call behaving. The en-
ergy transferred from the environmental event merely
triggers the release of some of that potential energy,
which has been stored in the body, to produce a behav-
ioral manifestation of the kind that we describe as the
behavioral response to that stimulus. While the specificity of
the resulting behavior is a function of the properties of
the small triggering energy that is impinging from the
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environment, the greater energy that is necessary to pro-
duce that behavioral manifestation must be released from
general reserves that have been stored in the body.

Through the processes of behavioral conditioning, a
particular form of the behaving becomes precisely related
to a particular triggering event. To establish such a rela-
tion between an environmental stimulus and a particular
behavior, it is necessary to change the microstructure of
the body’s nervous system to render it uniquely sensitive
to the properties of that particular environmental stimu-
lus. Although that kind of microstructural change could
at least theoretically be accomplished by surgery or drugs,
it is instead typically the natural result of a behavior–con-
ditioning process.

For a more detailed account of such events, we must
switch to a different level of analysis and look to the neu-
ral physiologists, who, like the behaviorologists, represent
one of the basic natural sciences (i.e., biology, in the case
of the physiologists). The respective scientific concerns of
the behaviorologists and the neural physiologists overlap
along certain disciplinary interfaces, the behavioral
conditioning process being an obvious example.

However, to provide such a naturalistic account, the
neural physiologists will have to divorce their interpreta-
tions from the popular but mystical accounts of behavior
that implicitly accept a mind–body dualism by featuring
explanatory reliance on autonomous or semi–au-
tonomous body–dwelling self–agents that can “do things
on their own.” No part of nature can work that way, and
there is no natural way that brain activity, that must al-
ways operate reactively, can spontaneously initiate behav-
ioral events. Those who assume that brains are somehow
engaging proactively, on their own initiative, in the origi-
nation of the behavior that the body then exhibits usually
speak of minds that putatively are either synonymous
with brains or remain mystical constructs that they con-
ceptually superimpose on brains.

A natural science community cannot do good natu-
ral science in conjunction with a scientistic community
that is informed by non–natural philosophy. Substantial
progress can be made only when such a blending of ac-
counts occurs between two natural science communities.

Conditioning a Tact
Consider a person who has never, in any sense, con-

tacted a thromble. It may be said that the person is unfa-
miliar with thrombles and has no idea as to their nature.
Suppose that we then place a thromble before that person
in a way that permits different kinds of contact with it,
each involving a different sense. We then descriptively la-
bel it by saying This is a thromble. Next, we mand the per-
son to identify the item by name, which the person can
do easily by repeating the term thromble that we have just
spoken. If the person then produces an echoic response

to the nominal part of our mand by saying thromble, let
us suppose that we reinforce that response, perhaps
merely by replying You are correct.

To the extent that the consequence was a reinforcing
stimulus, the person thereby will have become more
likely to say thromble in the presence of such an item.
With successive reiterations of that operant conditioning
cycle, the person becomes increasingly likely to exhibit
that response as a tact in the presence of a thromble. We
may then alter the form of our mands in ways that put
the person under contingencies to become more verbally
involved with thrombles—thinking, speaking, reading,
and writing about thrombles, perhaps while in visual, au-
ral, olfactory, and tactile contact with them. During all
such interactions, we insure that each correct verbal re-
sponse pertaining to thrombles is reinforced.

When an acceptable reliability is attained in each of
those verbal kinds of behavior–environment functional
relations, it may be said that the person has come to know
what a thromble is, and to know something about them as
well. However, operant conditioning does not educate
spirits that are called persons. Operant conditioning estab-
lishes functional relations that manifest naturally when
an appropriately structured organic body and a specifi-
cally structured environmental elements come into
appropriate contact.

The kind of lone response that simply identifies
something is sometimes called a raw tact, because it con-
sists of nothing more than an unenhanced utterance un-
der stimulus control of an environmental event (e.g.,
Thromble! when uttered in response to contact with a
thromble). Raw tacts are common under contingencies
to name or identify whatever is presented. However, the
raw tact is often accompanied by other verbal behaviors
that are functionally controlled in ways to be discussed
later: There is a thromble; It is a thromble; This is a
thromble; I see a thromble; I think that I feel a thromble.

The strength of the relation that controls a tact, be-
ing operantly produced, is subject to reduction through
punishment or extinction. Presented with an object and
manded to name it, a vocalizer who then says thromble
may find that that response is followed by what seems to
be a punitive consequence supplied by a mediator (e.g.,
Wrong! You stupid disgusting dolt!). A subsequent presenta-
tion of the item may then be less likely to evoke the tact
thromble due to the suppressing effect of its previous aver-
sive consequence—an outcome that confirms the puni-
tive function of the listener’s reaction. If the response
(Thromble!) is simply ignored whenever it occurs, it will
also become less likely to occur, but in that case the de-
crease is said to represent extinction. Just as the verbal
community can condition the controlling relations for
the production of verbal behavior, the verbal community
can also reverse the conditioning of such relations.
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Mands and tacts have different effects on a mediator.
Upon hearing a mand, the mediator infers something
about the condition of the vocalizer—in particular, the
vocalizer’s state of deprivation with respect to the envi-
ronmental event specified by the mand. In contrast, upon
hearing a tact, the mediator infers something about the
environment of the vocalizer. For example, compare the
effects on the mediator of hearing Give me a knife and
hearing There is a knife. In the former case, the vocalizer
is inferred to be deprived of a knife. In the latter case, a
knife is inferred to be a stimulus element of the vocalizer’s
immediate behavior–controlling environment.

The utility of a tact can be revealed by a simple illus-
trative interaction between a verbalizer and a mediator.
Suppose that the mediator is knife–deprived and is not in
current contact with a knife. If the vocalizer then tacts a
knife (e.g., There’s a knife), the mediator may benefit from
the vocalizer’s tact insofar as that tact may function to
evoke elements of the mediator’s searching repertoire.
That is, the mediator may then start searching for a knife,
because, in the past, when verbalizers have provided tacts
of that kind, the mediator’s searching behaviors have
been more likely to be reinforced by contacts with the
tacted item. In the present example, the knife–deprived
listener is more likely to find a knife if a nearby vocalizer
indicates a personal contact with a knife. In fact, a verbal
community conditions its members to exhibit tacts pre-
cisely for such reasons. All parties generally benefit when
an individual indicates to others how he or she is being
affected by the environment, especially when at least
some part of that environment is being shared with oth-
ers who are also under contingencies to interact with it.

Tacts are often manded by others, which indicates a
greater likelihood of their being reinforced. Suppose, for
instance, that two people are confronting the same envi-
ronmental event. Person  asks What is that?, which to
person  is an occasion on which ’s tact will probably be
reinforced. If  then says It’s an impact crater, person 
may respond with I think you’re absolutely right! However,
 may instead punish or extinguish ’s tact if in the past
’s different tacts of events with similar features have gen-
erally been reinforced. In that case, we may say that A
knows better than to call that thing an impact crater, pro-
vided that we have had a conditioning history similar to
’s history with respect to such events. On the other
hand, if our conditioning history with respect to such
events has been similar to ’s history, we would exhibit
the same tact as  in the presence of that event, and we
may react to A’s disagreement by concluding that A just
doesn’t get it!

The Stimulus Control of Tacts
Tacts are conditioned operantly, but environmental

events have various properties to which the conditioning

of tacts pertains differentially. Suppose that we present a
thromble to two persons who have no experience with
thrombles. We arrange for both of them to contact the
thromble in similar ways. We then announce to both
trainees that This is a thromble, which is the occasion for
an echoic response to our follow–up mand What is this?
Suppose that both trainees then respond by saying A
thromble, and continue to do so reliably as we repeat the
mand. We may then conclude that both of those people
have learned what a thromble is, or that each of them can
now identify a thromble.

Nevertheless, a question remains as to what stimuli
have actually come to control their respective common
responses. Thrombles have many properties, including
color, texture, shape, size, and different kinds of motion.
Furthermore, each such property is represented by a par-
ticular and unique set of more elemental stimuli. During
the operant conditioning that characterized the training,
which stimuli, intrinsic to thrombles, were actually gain-
ing functional control of the tact? Perhaps more impor-
tantly, were the same stimuli gaining control of the tact
thromble, which both persons can now utter in common
when a thromble is presented. Even when a given el-
emental stimulus that constitutes one aspect of a
thromble comes to share in the evocation of each person’s
common tact thromble, we have no reason to assume that
its share of the control of that tact is equal for both speak-
ers. The question of stimulus control–share represents a
standard kind of challenge during behaviorological analy-
ses of tact–producing functions.

While it is probable that a number of properties share
in evoking each person’s common tact thromble, it re-
mains unlikely that any one stimulus element shares
equally in those evocations. Furthermore, it is possible
that a given stimulus element that shares in defining a
thromble for person , may have acquired no detectable
evocative capacity for the tact thromble by person . Af-
ter all, a given person’s susceptibility to conditioning is
always a function of earlier relevant conditioning, so per-
sons  and  cannot be expected to share the same state
of readiness for any given lesson. The implications of this
fact pose a kind of fundamental challenge to all teachers
who must work with groups of students.

It is also possible that certain properties of the set-
tings in which thrombles commonly occur may gain
some of the evocative capacity when the tact thromble is
reinforced. That is, contextual stimuli that are not intrin-
sic to thrombles may have gained some control of the tact
thromble. It may then be said that the person’s concept of
a thromble is imprecise or not entirely correct. (Note that
concept is a fictional construct that substitutes for the
tact–producing functional relation between an environ-
mental event and a verbal tact.)
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These various kinds of imprecision in the condition-
ing of a tact can leave properties of the environment with
unanticipated or disproportional evocative capacities. In
common agential terms, it may be said that the two
speakers have different reasons for calling the same object
a thromble. The commonalty in the respective controls
on their common tact contributes to the socio–cultural
integrity of their verbal community, while the unsus-
pected differences may create disconcerting problems. In
common language, it may be said that one person’s new
“knowledge” of thrombles differs from the other person’s
new “knowledge” of thrombles even though, outwardly,
it may appear at first that both have simply learned to
identify a thromble by name when it is presented.

Suppose, for example, that the conditioning of one of
the persons has left one or more irrelevant properties in
partial control of the tact thromble. In that case, given a
thromble that does not feature such irrelevant properties,
the person would fail to call it a thromble even though
others may reliably do so. Consider a person who has
learned to identify sycamore trees, all previously encoun-
tered examples of which have been full grown. That in-
dividual may fail to identify a sycamore seedling as a
sycamore tree, because the conditioning of the functional
relation between tree and utterance of name has left size
(an irrelevant property) in partial but essential control of
the nominal tact. We allude to that kind of flaw in the
conditioning of that tact when we note that size is not a
definitive property of sycamore trees.

People may say that the person’s concept of a sy-
camore tree is flawed, but the person does not have a con-
cept (flawed or perfect). Instead the person has a neural
microstructure that requires some further conditioning
tweaks, so that when the person’s body reacts functionally
to sycamore trees by producing the appropriate nominal
tact, the range of environmental controls that are evoking
those tacts will be appropriately narrower. Only definitive
properties must share in evoking the nominal tact, and in
the case of sycamore trees, size is an irrelevant property.
That is, little sycamore trees are still sycamore trees.

If a new composite stimulus is encountered that
shares some property with the stimuli that were present
when the tact was reinforced, that novel composite
stimulus may evoke that same tact in this new and per-
haps inappropriate context. In such cases, that single
common property exerts a predominant evocative control
over the tact. Often, the result is a familiar kind of mis-
take. An example occurs when a person, who is familiar
only with red fire trucks but not with ambulances in gen-
eral, is presented with a red ambulance and calls it a fire
truck. In some cases, however, the resultant tact is
appropriate to the new situation. Such oddly evoked but
acceptable tacts are described as extended tacts, and several
subclasses have been identified.

Let us consider some examples. Suppose that upon
encountering a new kind of knife for the first time, a per-
son says knife without additional preparatory condition-
ing. While that particular knife has some properties not
previously encountered in other knives, it shares the
minimal definitive properties of all knives. We look for
the evocatives of this tact among those previously
strengthened common definitive properties, not among
the novel features of this particular knife. This kind of
extension of a tact is called a generic extension. The generi-
cally extended tact specifies a class into which the stimu-
lus fits. Generic extension is regarded as desirable insofar
as it results in a person eventually responding with the
tact knife to a large variety of objects that feature one or
more cutting blades.

Thus, generic extensions of a particular tact can rep-
resent a worthwhile economy for the verbal community.
Within a verbal community, it is generally effective for a
person to emit the tact knife when contacting any given
member of that class of objects whether or not that per-
son has ever encountered a knife with that particular set
of irrelevant properties. Peculiar knives are still knives. It
would be too burdensome if the verbal community had
to condition each person anew to exhibit the generic tact
knife in response to each different kind of knife when it
was encountered. When an automobile manufacturer
first puts a new model on public display, although none
of the public viewers will previously have seen that par-
ticular style of car, they are all likely to tact it at once as
an automobile. In fact, that kind of generic extension of a
tact is so widely anticipated that a witness’s pretense that
it is not happening is accepted as humor (e.g., the ques-
tion What is that? expressed with mock start and exagger-
ated emphasis on the word What).

Properties that are not essential to membership in the
major class can play a role in controlling the tacts of sub–
classes within in the major class. For instance, sets of
properties that may be associated with some but not all
knives can be put in control of the adjective that com-
pletes the tact of a category of knives (e.g., pen knife,
hunting knife, or carving knife). Such a set of properties
is irrelevant to the basic generic tact knife, but that set of
non–definitive knife properties is the definitive evocative
factor for the designation of the categorical tact (i.e., pen,
hunting, or carving).

Such categorizations, which are based on extraneous
properties of knives per se, are to be distinguished from
generic extensions of the tact knife, which occur when
certain definitive properties of knives occur in close com-
bination with properties that may bear no relation to fa-
miliar knives. Thus, in generic extension, the bow of a
ship may evoke knife as when a vocalizer describes the
bow of a ship as a great knife that slices the water. Here,
the critical property (a sharp cutting edge) is not extrane-
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ous. Rather, it is part of the definitive set of properties for
knives, and the bow of a ship functions as a knife to cut
the water. Ships are fitted with big knives called bows, and
when such a statement first emerges as an original obser-
vation it represents a generic extension of the tact knife.

Another kind of extension of the tact is characterized
by metaphor. In a metaphorical extension of a tact the
property that controls the extended tact is not a property
that the verbal community respected when originally
conditioning the verbalizer to emit that tact. A
metaphorically extended tact is evoked instead by a prop-
erty that was associated with the originally tacted event
but was not a definitive property of it.

Consider, for example, the statement The old crab had
nothing nice to say and just stood there with a sour look on
his face. Let us analyze the tact crab in that statement.
First, we note that his indicates that crab refers to a male
and, because only humans normally talk, we infer that
the crab in this sentence is a human male. While (a) this
particular man and (b) crabs in general both share certain
behavioral patterns when provoked, note that those kinds
of behaviors by crabs were not the definitive properties of
crabs respected by the verbal community when it was
conditioning this speaker to tact certain kinds of organ-
isms as crabs. Regardless of how a crab is behaving, it is
still a crab. That even remains true when the crab is dead.
Nothing that a crab does behaviorally bears in any way
on its membership in the crab class.

Therefore, when first being conditioned to produce
the tact crab on appropriate occasions, the verbalizer’s
tacts had to be freed of control by any behavioral events
that are associated with crabs. To accomplish that, the
verbal community had to vary the irrelevant behavior–
related properties of crabs that appeared along with the
minimum definitive set of properties while reliably rein-
forcing each correct expression, and only correct expres-
sions, of the tact crab.

The man in this example was tacted as a crab under
stimulus control of a behavior pattern that is often asso-
ciated with crabs (but not definitive of crabs). That sort
of control of the verbalizer’s utterance (by a frequently
crab–related but non–definitive property) rendered it a
metaphorical extension of the tact crab.

Another example of the metaphorical extension of a
tact occurs in the lyrics of an old but well known song: You
are my sunshine, my only sunshine. You make me happy when
skies are gray. You’ll never know dear how much I love you.
Please don’t take my sunshine away. The person about whom
the song is sung is designated by the extended tact sunshine.

When the verbalizer was originally being conditioned
to produce the utterance sunshine as a valid tact, nothing
about the electromagnetic radiation emanating from a
particular stellar source included behavior–related prop-
erties. The contingencies arranged by the verbal commu-

nity to condition valid tacts of that phenomenon kept the
verbalizer’s tacting free of control by behavior–related events.

However, sunshine does commonly evoke certain be-
havioral reactions that have reinforcing properties. “Sun-
shine makes me feel good!” is an old and familiar
expression. Obviously, one’s emotional reactions to sun-
shine are not definitive properties that should control
valid tacts of solar light energy. However, when another
person’s behavior evokes one’s behavior that is similar to
that evoked by sunshine, one may then exhibit the tact
sunshine under stimulus control of that person’s behavior.
Linguistically, that person is said to be sunshine, which,
of course, is not true as all parties recognize. Such an ut-
terance is said to represent a metaphorical extension of
the tact sunshine.

Suppose that, for the first time, a vocalizer describes
a narrow projection of land that extends into a lake as a
finger of land—never before having read nor heard of
such a piece of land being described as a finger. Such an
elongated projection of land into a large body of water
and a finger that is attached to a hand share some
geometrical and relational properties. Although those
geometrical properties of appendages to hands and land
masses are shared, those were not strictly definitive prop-
erties of fingers that served as criteria for the verbal
community’s reinforcement of the tact finger. Short,
stubby, and round–shaped appendages could also validly
have evoked that tact finger if other more definitive prop-
erties were also present.

When the verbal community is conditioning its
members to utter the tact finger, the limited subset of
geometrical properties typically occurs as an intrinsic
characteristic along with a larger variety of properties that
characterize such appendages to peoples’ hands. That is,
when conditioning its members to say finger, the verbal
community reinforces the relations between the tact fin-
ger and properties that include connection to a biological
hand, protrusion from that hand, physiological factors
that characterize organic tissues, articulated joints, and
perhaps the capacity for movement that enables various
behaviors that are characteristic of fingers. In the verbal
community, a finger is one of those five, similar, elon-
gated, and triple jointed biological parts that extend from
the palm of a hand. Pronounced elongation is typically
exhibited along with the other properties of those ap-
pendages. However, that elongation is simply not a tech-
nically definitive property, and a carefully managed
program of conditioning of the tact finger would exclude
that geometrical property from the contingent relations
in which the general tact finger manifests. Short, bulging
or stubby fingers are still called fingers.

However, during that conditioning, the evocative
capacity of some of the irrelevant general geometric
properties of fingers may have been strengthened
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inadvertently simply because those geometric properties
were often paired with the properties upon which the
conditioning was focused. Thereafter, those geometrical
properties may evoke the tact finger even when they ap-
pear in a part of the environment that has many other
salient properties that are unassociated with fingers. An
example is a narrow extension of land projecting out into
a body of water.

When such a piece of land first evokes the tact finger,
that utterance is said to represent a metaphorical extension
of the tact finger. The capacity of the land mass to evoke
the extended tact finger inheres in geometrical properties
that are shared with most organic fingers. Such vocalizers
may say that such projections of land remind them of fin-
gers, but events that occur in the normal operant
conditioning of the tact finger account for its relatively
rare metaphorical manifestations in such novel contexts
without explanatory recourse to mental agents that have
to be re–minded. Another similar example of the meta-
phorical extension of a tact is provided by original refer-
ences to Italy as a boot.

To distinguish between generic and metaphorical ex-
tensions of tacts, note that in a generic extension of a tact
the new stimulus that has come to evoke that tact repre-
sents a valid member of the evocative class. Consider a
newly encountered substance that for the first time is
tacted as coffee. If that has indeed occurred through ge-
neric extension, the new substance is actually a kind of
coffee. The minimal set of properties that are definitive of
coffee were the ones that evoked the extension of the tact
coffee, and that is what rendered that extension generic.

In a metaphorical extension of a tact the functional
control is exerted by a set of properties that are insuffi-
cient to establish a valid generic extension of the tact. To
experience a complete appreciation of a metaphorical ex-
tension of a tact, a mediator must recognize both the
commonalty and the shortfall in the evocative properties
that control the verbalizer’s statement. Both definitive
and non–definitive properties may be involved in con-
trolling a metaphorical extension of a tact, but the set of
properties that are controlling it do not include the mini-
mal definitive set of properties for the tact that is under-
going the extension.

For instance, when, for the first time, the phrase the
jutting chin of Gilasitan is uttered in response to a penin-
sula on the human head shaped island of Gilasitan, the
listener does not react as if that peninsula is really a chin.
Note that the metaphorical extension of the tact chin did
occur in response to certain geometrical and relational
properties that are shared with real chins. While the pre-
cise shape of the peninsula probably does not match that
of any real chin and only approximates the general shape
of human chins, the relational property of a rotated pro-
trusion from a central mass is closer to a definitive prop-

erty of a human chin. However, additional properties of
other kinds are also necessary to complete the minimal
qualification as a human chin.

Nevertheless, the qualitative success of a metaphori-
cal extension of a tact is a function of reliable common-
alty of the stimuli that are in control of both the normal
occurrences of the tact and its metaphorical extension.
Consider a person who encounters a grove of red maple
trees on a sunny autumn day when the leaves are a bright
red color. Suppose that this person describes the scene as
trees of knives. That statement seems to be some sort of
metaphorical reference, but most listeners would be per-
plexed, and may punish the statement as an unskillfully
rendered linguistic product.

Suppose that analysis reveals that the verbalizer had
undergone an insufficient program of conditioning of the
tact knife, perhaps being exposed only to knives that had
bright red handles. That salient red hue was common to
all of the knives that were encountered by this verbalizer
during the conditioning of the tact knife. Although an ir-
relevant property of knives per se, the bright red handle
color was paired with the definitive properties of each
given knife on every occasion during the operant condi-
tioning of the tact. That circumstance permitted some
associated respondent conditioning that brought the tact
knife under stimulus control of the bright red color. Al-
lowing that sort of thing to happen is a common kind of
teaching mistake.

Thus, the verbalizer in this example was well pre-
pared for an extension of that tact in response to the
bright red patches of color presented by the autumn foli-
age of red maple trees. To the verbalizer, it was a generic
extension (however faulty)—that is, the red leaves were
knives too. However, most if not all of the potential me-
diators in that person’s verbal community were condi-
tioned to respond to the tact knife only when uttered
under a composite stimulus control that excludes color–
related properties. In this example the speaker is saying
knife exclusively under control of a red hue, while the au-
dience disregards color as a relevant property of knives,
having failed to contact redness among the constituent
properties of many of the knives with which they are fa-
miliar. During their conditioning of the tact knife, red-
ness and knives were too infrequently paired to sustain
the metaphorical extension uttered by this particular ver-
balizer, and they do not reinforce its production.

As this example illustrates, in a generic extension of a
tact, more and more collateral properties may be brought
into the range of properties that control the tact, often
inadvertently. In the agential language that ignores envi-
ronmental control and instead regards tacts as evidence of
internal constructs called concepts, the display of an in-
valid generic extension such as the tact of red leaves as
knives is said to reflect a faulty concept. If the invalid ge-
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neric tact is instead interpreted by a member of the audi-
ence as a metaphorical extension, that audience member
would be assuming that the speaker “knew that the leaves
were not really knives.” However, for the previously de-
scribed reasons, that metaphorical reference to leaves as
knives would fail to qualify as a worthwhile metaphor.
People would tend to say that the implicit relation of
knives to leaves seems too vague, a condition that con-
demns the metaphor to ineffectiveness.

In valid generic extensions of a tact, the new stimu-
lus that comes to control the tact possesses all of the de-
finitive properties that collectively or elementally could
control the original tact. We say that a newly recognized
hammer is indeed a hammer, although its collateral prop-
erties may control a further tact that manifests as a quali-
fying adjective (e.g., a sledge hammer or a tack hammer).

In contrast, in metaphorical extensions of tacts, the
new stimulus that comes to control the tact does not in-
clude the complete set of definitive properties that can
share in the control of the valid original tact. For ex-
ample, when a verbalizer refers to the largest watermelon
in a garden as the “Jupiter of the patch,” we do not react
as if that statement had occurred under stimulus control
of the largest solar planet. That is because the only prop-
erty of Jupiter that is exhibited by that melon is the rela-
tional property of largest in a set. All other properties of
a watermelon and the planet Jupiter evoke uncommon
responses—or, as we say on that basis, that particular wa-
termelon and Jupiter are defined by entirely different
properties (except for the one common property on
which the metaphor relies).

Some metaphorical extensions of tacts cannot be re-
lated to any property that is exhibited in common by
(a) the traditional kind of evocative stimulus and (b) the
new evocative stimulus. Consider, for example, the state-
ment “your book is a breath of fresh air,” uttered by a
reader to the author of that book. Detailed examination
of the book and of wafts of fresh air are unlikely to reveal
any common properties, yet the metaphor may seem to
be effective. In such cases, the commonalty is not be-
tween properties in the respective evocative stimuli, but
in the speaker’s responses to them. That is, the book and
fresh air, although composed of entirely different stimuli,
share the capacity to evoke a common emotional re-
sponse by the verbalizer, and the metaphor is based on
that commonalty in the responses to the entirely dispar-
ate sets of stimuli that are specified in the metaphorical
statement (viz., book and fresh air).

When certain properties of narrow terrestrial projec-
tions into bodies of water came to evoke the tact finger,
that metaphorical extension relied on two properties, one
geometric and one relational (i.e., elongated shape and
contact, along a shorter side, with a large area). Except for

those two properties, fingers and land masses share few if
any other properties.

Suppose that, in the experience of a particular verbal-
izer, such fingers of land that project into bodies of water
have always been covered with vegetation having a
particular green shade. Further suppose that that indi-
vidual is a passenger in an aircraft that is flying over a
similarly colored but not elongated patch of vegetation in
the middle of a large forest far from any bodies of water.
When that somewhat circular patch of green is viewed
from overhead by this individual, it may evoke the tact
finger. For instance, that person may mand a companion
to look at that finger of vegetation (in this case, a finger of
vegetation within a larger forest).

Here, however, only color and complete isolation by
contrast are the critical evocative properties for the ex-
tended tact finger. Geometric factors are no longer shar-
ing in the control. (For most people, such a set of
properties more commonly evokes the tact patch than fin-
ger, and the metaphor may be ineffective with such an au-
dience). However, it may be effective in this case if the
verbalizer’s companion has shared this verbalizer’s condi-
tioning history with respect to the initial extension of the
tact finger under the control of a certain kind of land
mass that consistently happened to feature vegetation of
the particular green hue that has become functional.

Note that this example illustrates the metaphorical
extension of what is already a metaphorical extension.
That is, it features a second order metaphorical extension
insofar as the phrase finger of land already represented a
metaphorical extension of the tact finger before the final
metaphorical extension occurred under control of just
the color and its isolation.

Consider another example: Suppose that, in the same
geographical region featured in the previous example, big
crops of watermelons are produced, but they are grown
only on such fingers of land that extend into bodies of
water. Further suppose that all watermelon patches in
that person’s experience have been located on elongated
stretches of land that extend outward into bodies of wa-
ter and that all such peninsulas that this verbalizer knows
contain patches of watermelons. Such a verbalizer may
then report his or her location by saying that he or she is
now “on a melon patch about  miles west of town,”
when he or she is  miles west of town on a projection
of land that extends into a body of water.

When reporting the location as a melon patch, the
verbalizer may not, at that moment, be in contact with
an actual watermelon patch, although he or she is on the
kind of peninsula on which watermelons are invariably
produced. Such an expression of position is, of course,
effective only with a mediator whose conditioning history
has prepared that person to respond to “melon patch” in
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the same way that people in general respond to “peninsula”
or merely to the metaphorical phrase “finger of land.”

From this example we see that tacts are thus extended
in yet another way, called metonymical extension, in which
the form of the tact is changed. This kind of extension
occurs when a stimulus that reliably accompanies the
stimulus that controls a tact also gains control of that
tact, which emerges in a new form. Functionally, it is the
same tact, but a different word or phrase is vocalized.
Such an extension is exemplified by the famous ex-
clamation transmitted by Navy Captain James A. Lovell,
Jr., commander of the  Apollo  lunar mission, fol-
lowing an on–board explosion in space while en route to
the moon: Houston, we have a problem!

Lovell was not speaking to the city of Houston,
Texas, but was instead speaking to a flight controller at
the mission control center that was located in Houston.
The essential fact is that the mission control facility from
which that flight controller spoke was located within the
area to which people refer as Houston. In the past, when-
ever more direct tacts of that controller had been re-
inforced, the proximal city shared in the conditioning
effects of those reinforcements. Once the city name began
to replace the controller’s usual designator as the tact, the
relation between the controller and the speaker’s tact
Houston began to absorb the main reinforcing effect of
the reinforcing consequences, and that metonymical ex-
tension of the original tact therefore became increasingly
probable during subsequent transmissions. The natural
metonymical extension of what originally may have been
a nominal tact (e.g., Jack) or a generic tact (e.g., Flight
Controller), as described above, actually occurred histori-
cally before Lovell’s time in space and thereafter was sim-
ply taught to new astronauts, Lovell included.

Many other common examples can be cited. Accord-
ing to the New York Times… is not a reference to a news-
paper that writes itself. It is a reference to some text
written by some author that was published in that news-
paper. Through a metonymical extension of the tact of
that author’s name, the name of the newspaper has be-
come the tact. When we read that the rank and file of
musket advanced behind the charge of twenty horse, we re-
spond as if we are being informed that a group of foot
soldiers advanced behind twenty cavalrymen who led the
way with a horse mounted charge. The appearance of the
tact musket in place of foot soldiers, and horse in place of
cavalrymen, represent metonymical extensions of those
respective tacts. The conspicuous omission of the con-
ventional plural …s from musket and horse in the printed
report is a stimulus tweak that helps alert the reader to the
metonymical nature of those tacts within the statement.

Metonymical extensions of tacts may occur acciden-
tally and surprise both speakers and listeners. They may
also emerge under contingencies to exhibit novel forms

of speech. They sometimes gain strength as negatively re-
inforced escape behaviors as, for example, when a vocalizer,
unable to identify the mediator, resorts instead to a met-
onymical extension. For example, suppose that a person
has placed a telephone call to the Chief of Police to report a
crime, but when Chief Badger answers, the excited caller
cannot recall the Chief ’s name (i.e., Badger). The caller
may say Hello, Police Department, I want to report a theft
in progress. However, the caller is actually talking only to
the Chief Badger, not to the whole police department.

Note that this extension of the tact is metonymical
because of the change in form. In the earlier metaphori-
cal extension, the finger of a hand became a finger of land;
the verbal form of the tact finger survived the extension.
However, when Flight Controller became Houston, and
when Chief Badger became Police Department, the origi-
nal forms of the tact did not survive the extension. Thus,
the latter examples represented metonymical extensions.

In metonymical extensions of a tact, the paired stimulus,
which gains control of the tact in the functional sense, is
already in control of a different nominal tact, so, as they
say (invalidly), “the vocalizer starts saying a different name.”
Functionally, it is an equivalent tact in terms of what it
accomplishes, but the transfer of control to the new paired
stimulus results in a new nomination. That is, the same
flight controller that previously may have evoked “Joe”
now evokes “Houston”; the same person that previously
evoked “Chief Badger” now evokes “Police Department.”
The new nomination is determined by the stimulus that
is paired with what remains the functional referent.

In yet another kind of extension of a tact, known as
a solecistic extension, the shared property that gains con-
trol is only remotely related to the definitive property
upon which standard reinforcements are contingent or it
bears only an irrelevant relation to it. For example, a per-
son who runs from a burning building may exclaim that
“the whole place is inflated!” The term inflated bears some
obvious resemblance to the term inflamed and to the
phrase in flames. However, we must still account for the
curious transformation, the salience of which pertains
both to its rarity and its vague hint of the curious rela-
tions by which it has emerged.

First, the entire phrase (i.e., “the whole place is inflated!”)
is similar to the more common phrase, “the whole place
is going up in flames,” or more briefly, “the whole place
is in flames.” A somewhat tenuous relation exists between
the facts that both flames and inflated things (e.g., bal-
loons)  often “go up.” If the speaker is particularly famil-
iar with balloons and if effective instances of the term
inflated have been reinforced strongly in that conext,
some of that strengthening may have accrued to the up-
ward motion of the balloons that got inflated. That can
happen when upward movement is reliably paired with
inflation. Upon later encountering flames that also move
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upward, the stimulus control exerted by the flames may
be faulty insofar as the speaker, responding under the in-
appropriately restricted control of the previously
misconditioned property of upward motion, exclaims
that “the whole place is inflated.” This particular se-
quence of historical events is not the only way that the
term inflated could have been prepared for emergence in
the instance that is featured in this example. Other se-
quences of historical conditioning could have prepared
the speaker to exclaim that “the whole place is inflated.”
However, if it happens as a result of the kind of condi-
tioning history that has been described in this example,
the emergence of the term inflated represents a solecistic
extension of a tact.

Solecistic extensions of tacts are seldom appropriate
and hence are typically extinguished or even punished
within a verbal community. Solecistic extensions have of-
ten been assumed to reflect some kind of neurological
disorder. However, while any pattern of unusual behavior
could be rendered more probable by an unusual kind of
physiological state that we call a disorder, we can account
for the general occurrence of solecistic extensions of tacts
through explanatory recourse only to behavioral condi-
tioning in conjunction with current circumstances. Some
solecistic extensions can be useful for their humorous
effects and on that basis may be reinforced.

Although the term tact often describes a response in iso-
lation, a tact is more correctly construed to be the behavior–
environment functional relation in which that response is
merely the dependent variable. Thus, given a response that
could be a tact, we complete the diagnostic analysis by seek-
ing and specifying the relevant antecedent stimulus and
demonstrating the functional relation between the two vari-
ables. As we have seen in this section, we can then further
categorize a tact on the basis of how it was conditioned and
the history of changes in how it is controlled.

Abstraction
Abstraction is often attributed to special mental pow-

ers, and examples of abstraction are adduced as evidence
of what are assumed to be cognitive activities initiatively
demonstrated by a mental agent (i.e., a creative mind at
work). However, the process of abstraction, by which
ultimately a response can be brought under control of a
single stimulus property, is a natural process. The process
of abstraction has been demonstrated, not only in human
behavior, but in the behavior of other species as well.

Normally, when a particular response is reinforced in
the presence of some stimulus, that stimulus will actually
be a composite set of stimuli. During a conditioning pro-
cess, those stimulus elements take on different evocative
strengths with respect to the subsequent response. For ex-
ample, given an experimental subject, let us begin by pre-
senting a stimulus consisting of a large yellow beach ball

and manding an utterance of sphere. Suppose that, as we
conduct repeated trials of this procedure, we reinforce only
the vocal response sphere in the presence of this stimulus.
Such conditioning of the tact sphere may render that relation
reliable, but what exactly is then evoking the response
sphere in the presence of this large yellow beach ball?

The salient properties of this particular ball include
size (e.g., relatively large), and color (yellow), as well as
the additional set of properties that define beach balls,
only one of which is spherical shape (others include elas-
ticity, surface texture, overall density, construction seams,
etc.). The capacity to evoke the response sphere, which
the operant conditioning has imparted to this beach ball,
has been distributed among the various properties of this
ball, and among various combinations of those proper-
ties, all in proportions that remain unknown. Although,
as a result of the previously described program of condi-
tioning, our subject now responds reliably with the tact
sphere to presentations of this large yellow beach ball, we
remain unable to specify, in terms of the specific proper-
ties of that ball, the precise controlling function, or func-
tions, through which the tact sphere is being evoked.

People may say that we cannot be sure that our sub-
ject has “learned the true concept” of sphere, but more ac-
curately, we cannot identify the properties that are now
in control of the tact sphere. We may find that our subject
now identifies as a sphere any relatively large object that
is yellow in color regardless of its shape. In that case, that
response would be under the shared evocative control of
relative size and yellow color, neither of which are among
the definitive properties of a sphere.

The technical definition of a sphere has nothing to do
with size, color, construction materials, or applications.
To avoid the undesirable extensions of tacts that leave
them under the control of such irrelevant properties, the
members of a verbal community, especially teachers, will
counter such potential extensions by confining re-
inforcement to tacts that are more narrowly evoked.

For instance, in the current example, the evocative
control of the tact sphere by irrelevant factors can be
eliminated if on some occasions we present those ir-
relevant properties in the absence of the properties that
define a sphere. On the occasions of such presentations
we would extinguish manifestations of the tact sphere,
while reinforcing that tact on all other occasions when
the definitive properties of a sphere are present. Although
teachers deliberately pursue such procedures under the
controlled conditions of formal education, such narrow-
ing of the controls on tacts also occurs naturally if some-
what imprecisely across the years of informal language
conditioning within a verbal community.

Eventually, regardless of whether irrelevant properties
are also present, only those that define a sphere will be
left in control of the tact sphere. At that point, any sphere
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will be tacted as such, regardless of its superfluous prop-
erties. It may be said invalidly that the subject has men-
tally abstracted the concept of sphere, but we completely
account for the phenomenon of abstraction by consider-
ing only that the stimulus controls on the tact sphere have
been narrowed to the minimal definitive set of properties
for a sphere.

Tacts of Private Events
The stimuli that collectively constitute the real physi-

cal world are not confined to the realm beyond the skin.
In pursuing our analyses of behavior–controlling func-
tions, we do not cross into a mystical domain simply be-
cause we begin to investigate the behavior–controlling
capacities of stimuli that are located within the body of
the behaving organism. Many contingencies of rein-
forcement involve stimuli that occur within the body that
is exhibiting the behavior of concern. As often noted, the
environment pervades the body, and the naturalness of
functions between environment and behavior is not de-
pendent on where in the world the functional antecedent
stimuli are located. It matters only that behavior–control-
ling stimuli are measurable events, although the relatively
inaccessible location of some such stimuli pose substan-
tial challenges to those who are under contingencies to
measure them. The tact tree and the tact pain may be
equally valid even though the evocative stimulus for the
former is in public view on a remote mountain side and
the evocative stimulus for the latter is deep within the
knee of the vocalizer.

Stimuli that arise within the body are usually private
in the sense that other people seldom have access to them.
That problem of access is not limited to others. We our-
selves seldom see, and only occasionally hear, events
within our own body, nor can we usually touch, taste, or
smell them. Many of our senses are biologically evolved
to facilitate contacts with the outside environment and are
of limited help in making contact with internal stimuli.

However, we do have interoceptive nervous systems
of limited range by which we privately contact certain
kinds, although not all kinds, of internal events. Such
contacts enable speakers to produce tacts that are evoked
by certain kinds of events within their own bodies. Thus,
a person may tact such internal events as hunger pangs,
pains, various pulses, and the kinds of systemic after–
effect of glandular chemical discharges into the blood
stream that we know, in general, as emotional arousal.

The privacy of the kind of behavior–controlling re-
lations that feature internal stimuli creates problems for a
verbal community. Those problems pertain to access, but
the privacy of those functions does not preclude the po-
tential reality of their constituent events. Although the
members of the verbal community must supply the be-
havior–changing consequences of verbal behavior (i.e.,

the postcedent stimuli), they cannot accurately and pre-
cisely do so when they cannot share in contacting what-
ever has evoked an instance of public verbal behavior. If
the mediator is reliably to provide timely and appropriate
consequences for a vocalizer’s response, the antecedent
stimulus for that response must affect both the vocalizer
and the mediator.

In cases of a vocalizer’s tact–like response that seems
to have been evoked by a private stimulus that has arisen
within that vocalizer (a stimulus to which a mediator
cannot be privy), a given kind of consequence that is then
supplied by the mediator may not be appropriate. That is
because, from the mediator’s limited perspective, that
specific instance of the vocalizer’s verbal behavior may or
may not represent a valid tact of the private event of
which it is a prima facie description. If a vocalizer says I
have a headache, that statement may be occurring in re-
sponse to stimuli that are entirely unrelated to pain–gen-
erating events within the speaker’s head.

Let us further consider that kind of important dis-
tinction. If a person produces the vocal utterance bird as
an apparent tact, a member of the verbal community can
often determine independently whether a bird is present
before providing consequences. In that way the mediator
reinforces only appropriately controlled responses by the
vocalizer. If, on the other hand, the utterance is headache,
a mediator may have no way to confirm the reality of the
implicit stimulus. In fact, the feigned headache is a com-
mon social ploy of avoidance when the verbalizer would
prefer not to describe the impending events, thereby
aborted, as aversive in general.

When consequating a statement that tacts a private
event, the mediator may have to rely on indirect evi-
dence, however tenuous, or simply follow the general so-
cial prescription, common within the culture, for how to
react on such occasions. An example is the common prac-
tice of politely giving the benefit of the doubt to a person
who claims to have a headache. Speakers thus have some
latitude to manipulate the behavior of their listeners by
falsely reporting private events, while listeners cannot be
held strictly accountable for inappropriately consequating
what seems superficially to be a speaker’s tact of a private
event occurring within his or her own body.

One solution to the mediator’s problem of limited ac-
cess is the use of special equipment to expose events that
occur within the vocalizer’s body, thus making those
events publicly detectable. Modern medical facilities fea-
ture a wide variety of such devices. A patient who says
that a strange sensation is being felt in the abdomen may
be vocalizing that tact to a doctor who is looking at an
image of that patient’s internal organs and seeing a metal
shard lodged in the wall of the small intestine. That doc-
tor is thus prepared to consequate the patient’s report in
a way that comports with a valid tact.



Page 24 (issn 1536–6669) !ehaviorology "oday # Volume 7, Number 2, Fall 2004

In addition to the use of special equipment, a media-
tor may simply probe the body of the vocalizer tactilely,
as when a mediator feels for a suspicious lump of which
that vocalizer claims to be aware within some part of his
or her own body. Note that the patient and the doctor do
not contact, in the same way, an event that is occurring
within the patient. The patient may be responding to
pain or pressure sensations that manifest in response to
transmission along the interoceptive nervous system,
while the doctor is responding to the feel of the lump
that is generated by tactile probing from without. How-
ever, when the respectively detected events seem to share
a common location, they tend to be accepted by both
parties as the same event. Thus, the patient’s tact lump
and the doctor’s tact lump may depend respectively on
control by different properties of what both parties treat
as the same event.

Note that the tact of a pain is necessarily a response
to certain properties of the arriving energy and not a re-
sponse to the latent properties of the source from which
that energy emanated. One’s response can pertain to the
location from which the energy began its neural trans-
mission, and the response may comport with aversive
stimulation. Thus, a person may report a pain in the right
elbow or an ache in the left calf muscle, yet remain un-
able to respond to any other potential independent vari-
ables that may define the events that are occurring at
those locations. In agential terms it may be said that the
verbalizer could not provide more detail, because only
pain is available to control the responses.

An external analogy would be a person’s report of an
almost blindingly bright light shining directly into the
person’s eyes. The person’s tact may occur under exclusive
control of the impinging light and be vocally descriptive
only of its direction, wavelength, and intensity. Certain
properties of that response may comport with aversive
stimulation, but, as with the private pain, the person may
remain unable to respond to additional independent vari-
ables and thus provide a more detailed account. That is,
this person may be unable to say anything more about
the external light source just as the other person could say
nothing more about the internal source of the pain.

In the frequent absence of special help for listeners in
contacting private stimuli that are implicit in tacts that
are uttered by speakers, listeners are not always helpless in
producing appropriate responses to those speakers’ state-
ments. Many private events have non–behavioral pub-
licly detectable accompaniments. The person who says
My left leg hurts may have a visible wound or bruise on
that leg of a kind that, in the past, has produced pain for
the listener. The potential mediator is not privy to the vo-
calizer’s pain but is contacting a kind of non–behavioral
event that has accompanied pain sensations in that
mediator’s own experience. That correlation increases the

probability that consequences relevant to pain, supplied
by the mediator, will be strengthening what was a valid
tact by the vocalizer.

Another kind of indirect confirmation of the validity
of a private tact involves collateral responses, which may be
nonverbal, yet are also exhibited by the vocalizer along
with that tact. If the vocalizer who is reporting a private
pain in the left leg is also holding or rubbing that leg—
and perhaps exhibiting a grimacing facial expression, the
listener is more likely to consequate the verbal utterance
as if it is a valid tact of a private event. Such rein-
forcement of the vocalizer’s audible report conditions the
vocalizer to report future pains on such occasions, thus
establishing that tact in the vocalizer’s verbal repertoire9.
The reinforcers of the tact also incidentally strengthen
the correlated practices of manipulating the sore spot and
grimacing. Thus, in general, the private event that evokes
a publicly audible verbal response may also be evoking
other kinds of public responses—a multiplicity of de-
pendent behavioral variables that together increase the
verisimilitude of their hidden, implicit, and commonly
shared, independent variable.

A mediator may comprehend a vocalizer’s tact of a
private event if, within the verbal community, that tact
has been strengthened in public contexts. The vocalizer is
merely extending that tact to a private event that shares
some properties with whatever has evoked that same tact
when it has been uttered and reinforced in public contexts.

Suppose, for example, that a vocalizer describes the
feeling that is generated by a private emotional state as
frothing. The term frothing describes the exuding of foam,
often correlated with agitated states of fluids, and, in the
case of animals, with the aggressive madness that may
characterize rabies. A vocalizer who is emotionally
aroused under aversive stimulation, especially when that
stimulation has been arranged by an identifiable party,
may exhibit agitated, aggressive, and hostile patterns of
behavior that share some properties with the kind of cir-
cumstances that produce froth. If that aroused person
vocally tacts his or her private state as frothing, the listener
may have no difficulty in reacting appropriately to the
vocalizer’s remark. It could still be an invalid tact, but at
least the mediator is not confused about the general na-
ture of the internal state that the vocalizer is putatively
describing in that metaphorical way.

As we have seen in the previous discussion, listeners
are not always exclusively reliant on a vocalizer’s tacts of
private events. Additional evidence may be available to
support or contradict what implicitly is a tact of a private
event. However, even with such additional evidence, the
mediator’s response to such a tact will always be occur-
ring under less than complete control. (Put agentially, the
mediator’s confidence in the vocalizer’s tact is always less
than complete.) A person’s request to be excused from an
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activity because of a toothache may not be occurring in
response to such pain, and that may still be true even
though the vocalizer exhibits publicly visible damage to a
tooth, holds the jaw in one hand, displays a grimacing
facial expression, and describes the pain as piercing.

Tacts and Reality
Special analytical problems arise when a tact of an

implicitly external event occurs in the public absence of
the kind of event that normally evokes that tact. A person
saying blue while looking at the daylight sky poses no
problem. However, suppose that a person, in the complete
absence of any stimuli that evoke the tact blue by other
members of the verbal community, says I see blue. One
immediate issue is what, if anything, is evoking that re-
sponse as a tact. Perhaps it is an extended tact of some kind.

If the statement presents a tact of a real on–going
event, which currently is not also affecting any potential
mediators (i.e., they don’t detect it), then the evocation of
that complete statement (i.e., I see blue) is being shared by
(a) some privately detected general seeing behavior as well
as (b) the properties of the particular private vision that
is occurring. That is, in that case, the vocalizer who says
I see blue is responding to the behavior of seeing (i.e., I
see…) as well as to a property of the vision that is occur-
ring (i.e., …blue). That blueness may also be regarded as
a property of an environmental event that implicitly is the
source of the impinging energy (e.g., a piece of blue pa-
per, a patch of sky, or the open flower of a morning glory).

With respect to the issue of blueness, blue is a behav-
ior in the class that is commonly called visual conscious-
ness or visual awareness. When the verbal tact blue is being
conditioned, the blue visual behavior that is being tacted
tends to happen when light of a certain range of wave-
lengths impinges upon the eyes of the behaving organism
as well as the eyes of those who provide consequences for
the tact. We cannot confirm that contact with light of
consistent wavelength results in exactly the same private
behavioral manifestation within each person in the verbal
community. That is, we cannot be sure that how you be-
have blue is identical to how I behave blue.

Nevertheless, given common access to wavelengths of
light impinging from the same environmental direction,
individuals becomes conditioned to tact their private re-
spective visions as blue. The commonalty that supports
interpersonal communication pertinent to these ongoing
events thus inheres in the incoming wavelengths and in
the resulting tacts; it does not necessarily inhere in the
particulars of the private behavioral manifestations that
are evoked by that incoming energy.

The capacity to produce behaviorally the private
manifestation of blue is apparently a biological endow-
ment. Taking that into account, we simply expect private
blue behaviors, which manifest neurally, to occur

automatically in the presence of appropriate stimulation.
That being the case, the private neural behavior described
as blueness would occur respondently and do so simply
because its manifestation is physiologically capacitated by
genetically endowed structure. That is to say that, given
the appropriate eliciting stimulation, the private neural
behavior called blue occurs automatically. However, its
tacts (such as calling it blue and reporting that it is oc-
curring [I see blue]) are verbal operants that must be con-
ditioned by a verbal community. That is also true of the
nonverbal classes of discriminative responding to that
private neural behavior.

Actually, among behavior scientists, the question of
whether the visual awareness of blue precedes the
conditioning of the tact blue (and other kinds of dis-
criminative behavior) has long been debated. Is the very
awareness of blue a product of conditioning? As the ques-
tion is often posed, is one aware of blue before being
conditioned to talk about it? That is, at issue is whether a
blue sensational behavior (i.e., a visual awareness of blue-
ness) is a predecessor or a correlated product of the oper-
ant conditioning of discriminative behavior with respect
to blue. Put another way, given the environmental input
of light having a particular range of wavelengths, must a
new person’s first private blue visual awareness response
be prompted in some way before it can occur—or does it
happen automatically?

Some organisms that have no physiological capacity
for verbal behavior and little if any capacity for con-
sciousness nevertheless respond differently in nonverbal
ways to contacts with respectively different wavelengths
of light. This could be occurring respondently, or it could
be occurring operantly under direct stimulus control—in
either case without the additional neural behavior of
color awareness.

Something similar can occur in the case of humans if
the capacities to behave consciously are sufficiently preoc-
cupied. For instance, a person who is given batches of
marbles each containing a mix of blue and red marbles
can be trained to sort them by color while daydreaming
about entirely different events. The training need only
continue long enough for the extinction of the various
behaviors of consciousness that are evoked by the sort-
ing–related events, so that the alternative behavior of
daydreaming can emerge prepotently and thus preoccupy
that behavioral capacity While engaged in that sorting
during such daydreams, the person is not visually aware
of the marbles or their colors.

Likewise, the right foot of a daydreaming automobile
driver may discriminatively alternate between pressing
the throttle and the brake in respective response to
changing events in the external driving environment
without any concurrent behaviors of awareness being
produced by the driving–related events. (In such in-
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stances that feature humans, the body parts that exhibit
the behavior of awareness are preoccupied; in many other
species the body does not include neural parts that can
exhibit awareness–type responses.)

At issue is how that neural behavior of color aware-
ness (or any kind of awareness) first arises. As the ques-
tion has often been posed, is an awareness that manifests
as blue a respondent behavior that occurs automatically
in response to certain wavelengths of light and, upon oc-
curring, can then evoke whatever verbal behaviors a ver-
bal organism becomes conditioned operantly to exhibit
in the presence of that kind of visual awareness? …Or, is
an awareness of blue an operant neural behavior the pri-
mal manifestations of which must somehow be teased
into operant occurrence? One must be conditioned oper-
antly to talk and think about one’s visual awareness of
blue, but what about the origins of that kind of awareness
behavior per se?

All verbal behavior is based on awareness behavior in
the sense that verbal behaviors consists of responses to
awareness behaviors. Eliminate awareness, and a state of
ultimate oblivion ensures—a state in which, for all verbal
behavior, the functional connection with the behavior–
controlling environment has been severed by the removal
of one of its critical internal links. Organisms that suc-
cessfully interact with their environments exclusively un-
der direct stimulus control (echinoderms, for example),
not surprisingly, exhibit no kind of verbal behavior.

Evolution operates by the selection mechanism, and
evolutionary progress can be made only in the presence
of variations from which selection can occur. The class of
events that exhibits the variation must already be present,
and in addition, certain of the variations must portend a
greater survival advantage than others.

As we attempt to relate these principles to the physi-
cal capacity for awareness behavior, a relevant family of
questions lingers: Do awareness behaviors happen auto-
matically in a respondent mode even before we react
operantly to them in further discriminative ways? Or, are
they already operant responses that we have had to ac-
quire through some kind of operant conditioning? Is the
capacity for awareness behavior an essential element in
the mediation of unconsciously occurring behaviors in
response to sensory inputs—or, is the capacity for visual
awareness not in the linkage of such mediation? That is,
do the structures that exhibit awareness behavior have to
be in place even for direct stimulus control to occur, even
though in such cases those structures would not be ex-
hibiting awareness behaviors? If that is so, the structural
capacity for awareness behavior would at least be avail-
able to “come under operant control” whether that im-
plies some further biological evolutionary tweaking or
merely their subjection to some new kinds of behavior–

controlling arrangements within the scope of operant
conditioning (or both).

This issue of how a private neural behavior such as
blue can first arise is somewhat peripheral in the field of
behaviorology. It is more central to the concerns of evo-
lutionary physiologists, who bring the appropriately rel-
evant scientific repertoire to such issues.

Logically, it seems as though a person must behave
blue privately before being conditioned by a verbal com-
munity to call it blue, otherwise there would be nothing
to talk about. We remain less sure about the need to be-
have blue before responding discriminatively to it in non-
verbal ways under natural contingencies. For instance, a
visual awareness of colors may not be relevant to the dis-
criminative approach of an insect to blue flowers in the
presence of both red and blue flowers even when the dis-
criminative responding is controlled by the wavelength of
the impinging light. Here we allude to a direct stimulus
control of the approach behaviors. That is, if visual
awareness is a separate behavior in response to impinging
light waves of a certain frequency, that kind of behavior
may not be a necessary link in the control of the discrimi-
native behavior of approaching certain flowers but not
others even if the behavioral elements of approach are
controlled by those light waves via the visual sense. Such
control would be direct, just as the daydreaming driver’s
car–steering behavior is controlled by light impinging
from the scene that is ahead of the car, although that light
is failing to evoke any concomitant seeing behavior.

In the case of verbal organisms, we assume that the
private behavioral sensation that comes to be tacted as
blue must precede the operant conditioning of its tact,
and people have usually extended that reasoning to other
kinds of discriminative operant responding to the incom-
ing wavelength of light such a pressing a blue key but not
a red one. Yet the basic question remains: Is the human
bodily structure entirely prepared, as a matter of genetic
endowment, to produce the behaviors of awareness in the
same sense that the body is genetically structured to pro-
duce a wide variety of other respondent behaviors, given
the appropriate antecedent stimulation? …Or, must the
body undergo further micro–structuring through some
kind of behavioral conditioning before it is ready to ex-
hibit awareness behaviors?10

Knowing per se is a behavioral phenomenon. To be
aware of, or to know of, a distinction (e.g., the presence
vs. the absence of a given stimulus, or stimulus  as differ-
ent from stimulus ) is already to behave discriminatively.
We say that that awareness behavior occurs under the re-
spective alternative environmental conditions. The know-
ing of the distinction, which is but one class of
discriminative behavior, can manifest only as discrimina-
tive behavior (that is simply the nature of knowing per
se). That is, we are constrained to behave our knowing
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just as we are constrained to behave our elbow bends.
When we posit environmental reality beyond the behav-
ior of knowing it, that reality is necessarily a speculative
inference (i.e., just more of our private verbal behaving).
Our knowing of a remote mountain (or of a private feel-
ing) consists of discriminative behavior, and our further
insistence that either of those events is “really there” is but
more behavior in response to that behavior. Thus, the
closest that we can come to the environment is our own
discriminative behavior, presumably in response to that
posited environment. We are trapped on one side of
those posited functional relations, because “we” are but
one side of those functional relations.

A person’s verbal behavior has many characteristics
that can evoke that individual’s own further discrimina-
tive verbal behavior. For example, we have discussed how
people respond overtly to the covert nature of their pri-
vate verbal behavior (e.g., the audibly vocalized statement
I am thinking about you). In addition, people often re-
spond to characteristics of the functional relations that
control their behaviors, verbal or nonverbal. For instance,
the currency of their behavior may evoke I am running.
They may also respond both to the historical nature of
their behavior (I ran yesterday) and to the environmental
factors that determine the probability of their future be-
havior (If a fire starts, I will run).

In the case of a statement that is rendered in the
present tense, the identification of the evocative stimuli
by a listener typically presents relatively few if any ana-
lytical problems. For instance, when another person says
There’s a car, we look around in ways that, in the past,
have resulted in car–seeing behavior, and often, as a result
of looking, we experience the behavior that is described
as seeing it. That contact (of a sort) is the basis for our
subsequent conclusion that the vocalizer’s statement
(There’s a car) was valid. Obviously, the car is known only
in the sense that we have behaved it.

However, the evocative stimuli for statements cast in
the past and future tenses can seem more illusive. A state-
ment such as I ran yesterday is often described as a
memory. However, the independent variables remain uni-
dentified. Those functional independent variables must
be present currently, because current behavior is evoked
only by current stimuli. However, the body that is cur-
rently vocalizing in the past tense about running is not
currently exhibiting the behavior that is being described.
The stimuli that shared in defining yesterday do not leap
forward in time to evoke the future behavior that shares
in defining today. At best, they are links in chains of
functionally determined events that account for what has
become the current environment.

The behavioral events of yesterday produced, at that
time, structural changes in both the body and its envi-
ronment that may remain in place to capacitate the cur-

rent evocation of the statement I ran yesterday. For exam-
ple, a current stimulus pertinent to running may now
evoke a covert vision of yesterday’s running episode, be-
cause the body has been left, since yesterday’s condition-
ing episode, with the structural capacity to produce that
kind of seeing behavior in response to certain stimuli that
may remain available a day later. However, although trig-
gered by a current stimulus (i.e., by an element of the
current environment), the constituent events of that vi-
sion are out of context in the current environment as a
whole (in the sense that the current environment is not
evoking running behavior, but is evoking only a vision of
yesterday’s running behavior).

We are linguistically conditioned by our verbal
community to speak of such visions, which are incongru-
ous with the current environment, in the past tense, just
as we are conditioned to call them memories. That condi-
tioned grammatical nuance along with our subsequent
responses to it, constitutes our knowing that such cur-
rently re–stimulated visions pertain to originals that have
occurred in prior contexts. That is the essence of our
sense of past. Behaviorally, we exist only in our present,
and current behavioral re–visitations of our past are ac-
tually always new behaviors that are occurring in our
present in response to stimuli that also are present. Thus,
the reality of the past is always necessarily a currently pro-
duced inference that is evoked by the kind of current be-
havior–controlling circumstance that is described above.

The residual issue for analysis is why some current
running–related stimulus so readily evokes a new vision
similar to a vision that occurred in the presumed past.
That, of course, is not a difficult question, at least at the
theoretical level, because it is answered by explanatory re-
course to the physiological implications of the basic
model of operant conditioning: The original vision of the
behavior was reinforced, which left the body
reconfigured, at a microstructural level, to more readily
behave in that way whenever an appropriate evocative
stimulus is again contacted.

Thus, today, contact between a body and a running–
related stimulus is, to describe it more precisely, a run-
ning–related stimulus in contact with a body that is now
better configured to reproduce a similar episode of visual
awareness. A response now occurs in the presence of the
running–related stimulus, which by its very mani-
festation defines the currency of that vision–type of re-
sponse, but the context of the vision that is now being
evoked is not current (i.e., is not now present in the sense
that that context would evoke behavior different from
that evoked following current looking and other environ-
ment–sampling posturing of the body). That is, the envi-
ronment that, if contacted, would evoke the current
vision differs from the environment that is contacted
through current attending behaviors. In common par-
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lance, what one is now seeing is not what one would be
seeing if one were alertly to look around and pay atten-
tion to what currently is there.

That kind of on–going vision, or private seeing be-
havior, which is discrepant with respect to the current en-
vironment, may then, on the basis of that discrepancy,
evoke the statement I ran yesterday. When such a past–
tense verb form manifests, is little more than a de-
scription of some current private behavior that is now
occurring in the absence of most of its typical evocative
thematic events. That is, in response to a current al-
though isolated or fragmentary stimulus, one may re–see
or re–feel oneself running while, at the same time, react-
ing to one’s currently non–running body as well as to an
environment that does not currently evoke running.
Casting the description of the visualized running in the
past tense is a response to that kind of incompatibility be-
tween (a) one’s current visual awareness of the motive
state of one’s body relative to a running–compatible en-
vironment and (b) other immediate attention–directed
responses to the motive state of one’s body in relation to
the current environment. That is, one is seeing oneself
running in an environment that would evoke running,
but it is an environment that differs from the alternative
environment that is seen when one exhibits inspection
behaviors pertinent to one’s immediate environment.

As described in common agential terms, if one snaps
out of one’s reminiscence and pays attention to what is
currently happening, the behavior being recalled would
be out of place in the immediate situation. Given that
those classes of responding differ, the test for the currency
of the remembered behavior thereby fails, and the present
tense is not evoked when describing it. The person could
explain what is happening by saying something like this:
I have been experiencing a vision of myself running in a real-
istic context. That vision has been evoked in a way that did
not anticipate (i.e., prompt) its contents. However, I have
also then contacted (a) the current state of my body and
(b) the environment in which it currently exists, and, when
I did so, the inspection–induced vision my body was not run-
ning in either a manner or context that comports with the
initial vision of myself running. Therefore, I am conditioned
to regard the running in my initial kind of vision as having
occurred previously, and I have been conditioned to describe
any such running in the past tense. (If one remembers run-
ning yesterday while running today, that situation would
be subject to the same kind of analysis, but the distinc-
tions to which the analyst would have to respond would
be more subtle.)

Note, however, that the behavior of sensing the past
is happening in the present and is actually evoked by cur-
rent (not past) events. The behaviors that are commonly
classed as memories, recollections, or remembrances oc-
cur exclusively as a function of current events (as do all

behavioral reactions). That is, everything behavioral hap-
pens in the present, and we must account for our behav-
ioral senses of both past and future in terms of present
evocative events. A sense of the reality of the past, by its
nature, is often said to be an abstraction that is derived
from past tacts, visions, and other nonverbal reactions,
that have accumulated, but those are all behaviors, which
are processes, not entities, so they do not really ac-
cumulate. They happen transiently and can have no sta-
tus of endurance beyond their durations. Thus, memories
cannot be reiterations of stored behaviors.

When occurring initially, however, behavioral reac-
tions to the environment, including tacts, result in con-
sequences that physically change the body that has
mediated that behavior of contact—a kind of molecular
scale change that renders that body more or less behavior-
ally susceptible to such contacts11 on similar future occa-
sions. On such future occasions of contact with
environments that share stimulus elements with the pre-
sent occasion, that kind of contact behavior, or a frag-
mentary version of it, may be re–evoked. However, that
will be happening in a future context that differs from the
current context. On such future occasions, it is that con-
textual disparity, between currently re–evoked versions of
earlier contacts and on–going contacts of current events,
that controls the casting of descriptions in the past tense.
(Such evocations of specific tense forms, which depend
comparatively on the properties of behavior–controlling
relations, represent another large class of verbal behavior,
called autoclitic verbal behavior, that will be discussed in
the next major section of this chapter.)

Thus, what is called a sense of the reality of the past is
necessarily always a current behavioral manifestation. It
can be said that one behaves the reality of the past, but
one must always be doing so in the present. Thus, the
past can have no essence beyond current behavior and
how it is being controlled. The so–called reality of the
past necessarily inheres only as an artifact of current be-
havioral phenomena. Past is a current behavioral reaction
to some currently encountered behavior–controlling rela-
tions and to the relations among those relations.

Although, upon analysis, these controls may seem
complex and subtle, the time–related verbal behaviors
that denote the past tense are typically produced with a
natural ease, largely because one comes so often under
contingencies to speak of the past that the necessary rela-
tions are strongly conditioned and kept so. While an ac-
counting for grammatical tenses as natural phenomena
can quickly become complex, the contingencies under
which tense forms are produced are encountered fre-
quently. Thus, within verbal communities, especially
those in which verbal behavior is presumed to be the
manifest will of a mystical self–agent, the intuitive gram-



!ehaviorology "oday # Volume 7, Number 2, Fall 2004 (issn 1536–6669) Page 29

matical skills of the members quickly outstrip their ca-
pacity to provide a rational account for those skills.

The statement I will run tomorrow must also occur
under current stimulation. Future events, being virtual or
potential, are necessarily unreal and cannot function as
evocative stimuli for current behaviors such as that state-
ment. An assumption that a future event is controlling a
current statement is classed as a teleological error. In gen-
eral, during past behavioral episodes of operant condi-
tioning, we have seen ourselves repeating behavior that
has been reinforced. In particular, in the past we have re-
peated previous behaviors on later occasions when rein-
forcement was possible or probable (occasions that were
defined by the presence of appropriately strengthened
evocative stimuli).

Given such a conditioning history featuring, for ex-
ample, the reinforcement of running behavior, if cur-
rently I contact events that, in the past, have preceded, by
about a day, the evocative stimuli for running—current
events that, after about a day, have in the past led to the
presentation of stimuli that evoke running, I am condi-
tioned to respond now to those current precursory cir-
cumstances by saying something like Tomorrow, I’ll have
an opportunity to run, and I will run. If I have not run re-
cently, the evocative capacity of those current stimuli may
be further increased by the effects of deprivation.

If, instead of a history of reinforcement, one has had
a history of aversive stimulation with respect to events now
encountered, a corresponding analysis of the controls on
tense forms can be made with respect to avoidance and
escape behaviors. Suppose that one contacts stimuli that
reliably have preceded a punished behavior. One may then
describe those stimuli as threatening. In addition to evok-
ing reviews of past sequences of behavior and its punish-
ment, those currently encountered stimuli may also
evoke a vision, or other kind of sensation, of one engag-
ing in avoidance behavior that one has not yet exhibited.

The avoidance behavior may take a familiar form
that has never before been associated with this particular
kind of aversive stimulation, or it may represent a new
instance of a familiar way of avoiding the impending
kind of aversive stimulation. The critical aspect is that the
avoidance behavior featured in the current neural itera-
tion is either a repeated version of a specific pattern of
behavior that is occurring under a new aversive stimula-
tion (new kind of threat; old means of avoidance) or a
new combination of behaviors that are occurring under a
familiar kind of stimulation (familiar threat; new set of
avoidance behaviors).12 If one then comes under con-
tingencies to describe the situation, the description will
be rendered in the future tense (e.g., Upon seeing that bully
approaching, I am going to leave the area before he arrives).

Casting the verb in the future tense is a response to
the relation among some behavior–controlling relations.

In the above example, a current event reliably evokes an
awareness and recognition of previous behavior along
with its punishment. The current event, along with this
evoked neural behavior, may together also evoke a vision
of one engaging in an alternative to the previously pun-
ished behavior. The imagined episode is not an exact
reiteration of a past episode (i.e., not an imagined copy of
some previous behavior). That is, either the evocative
stimuli or the combination of responses is new. Members
of a verbal community has been conditioned to describe
the imagined manifestation of that different potential re-
lation in situations of this kind as what one is going to do
(i.e., in the future tense).

In any case, a predictive statement such as I will run
tomorrow or I will say something nice does not imply a
magical functional contact with a future event, but is in-
stead actually a response to some current events. Neither
does it imply the reality of a knowledgeable self. The
grammatical form of the verb in such a statement, which
is said to represent the future tense, has been conditioned
on such occasions by the linguistic practices of one’s ver-
bal community. The linguistic forms indicative of tense
then manifest automatically under control of some nuances
among the controlling relations on some private neural be-
haviors in the class to which people refer as one’s imaginings.

The imagined future episode may manifest in the
elaborate detail of a daydream or it may recede to the
level of a sketchy, fleeting, and fragmentary glimpse.
Only temporal and associative factors pertaining to its
controls discriminatively evoke the tense–indicative
forms. Thus, a person may describe a behavior in the fu-
ture tense in the absence of a complete imagined version
of that behavior, because the future tense forms are con-
trolled by non–thematic details of the imagined epi-
sode—namely, by relations among the controlling
relations of its elements. When one says I will go to the
store, for the tense to be correctly rendered, one need not
first imagine in detail a complete trip to the store. Those
tense forms need only be under control of relations
among the controls on the elements of such an imagined
story. Thus, the appropriate tense form can manifest
quickly, and the imagined story per se need not actually
unfold in detail for references to it to include forms that
denote futurity.

Note that a sense of futurity inheres in current circum-
stances. That sense of futurity manifests in the form of state-
ments being cast in the future tense. However, futurity is
always a current behavioral product. Again, with respect
to our futures, as with respect to our pasts, the reality of
past and future can manifest only as current behavioral
phenomena, with the critical distinction inhering in the
nature of the controlling relations. We behave our sense
of future as we behave our sense of past, with both occur-
ring as aspects of our present behavior. The essence of the



Page 30 (issn 1536–6669) !ehaviorology "oday # Volume 7, Number 2, Fall 2004

distinction between past, present, and future (including
tense–indicative constructions, and any other aspects of
our so–called sense of time) inheres in some different ways
in which current behaviors are being controlled.13

Responding to Temporal Relations
Suppose that people are sensing their own behaviors.

Further suppose that those behaviors are occurring in a
context that does not share in defining the current ambi-
ent environment. That is, such people are witnessing
self–behavior that is occurring in reaction to virtual envi-
ronments that differ from the environments that are re-
vealed when “they start paying attention to what actually
surrounds them.” In such cases, the behavior that they
sense themselves exhibiting is virtual too. Neither the en-
vironment nor the behavioral responses to it will pass
tests of reality.

Let us further assume, in this case, that the virtual
behavior is occurring in a context that, relevant to real
time, places it in the past. People, in situations of this
kind, can normally specify whether such neural activity
represents memory or imagination. Future events must be
imagined necessarily, and consciousness of past events
also may be imagined (i.e., past events that have not ac-
tually occurred). However, a current consciousness of
past events may also represent reiterations of previous be-
havior that actually occurred in the past.

We distinguish (a) the virtual behaviors that we re-
gard respectively as representing actual past behavior and
(b) imagined behavior when we tact the former as a mem-
ory and the latter as a daydream. We seldom confound a
memory and an episode of imagination. If one is asked
whether one is remembering a real party or merely imagin-
ing an alternative to what actually occurred, in most cases
a valid report is forthcoming with ease. At issue is the
question of what enables peoples’ normally easy discrimi-
native reactions to a memory and an imaginary recasting
of history.

During a memory of a sequence of events, each neu-
rally reviewed event evokes the next one without the ad-
dition of new supplementary stimuli that add to, or enhance,
either the behavior that is being recalled or the context in
which it occurred. That is, for an accurate memory, noth-
ing about the circumstances and the behavioral events
that occurred under those circumstances must change
during the process of remembering.

However, the current environment differs from the
environment in which the original behavior occurred, so
one must sense again not only the original behavior but
also a functional equivalent of the behavior–controlling
environment that produced it. That is, to remember is to
engage again in some previous neural behavior. However,
in an episode of memory, although those sensations
(awareness, recognition, comprehension, etc.) must hap-

pen again as they happened before, this time they must
be evocatively initiated by current events instead of the
events that evoked the original neural behavior (of con-
sciousness). Thus, some aspect of the current environ-
ment must initiate the review—perhaps an evocative
verbal prompt, or an encounter with other kinds of
stimuli in common with those that defined the previous
episode that is to be remembered.

If the privately reiterated behavior was strongly con-
ditioned by consequences that ensued at the time of its
initial occurrence, the current memory, once initiated,
may chain in a self–sustaining manner. However, a weak
memory may have to be probed, but effective probes for
memories do not add to, or subtract from, the context of
the revisited episode. The conservative probes merely
function to narrow or confine the range of the con-
stituent stimuli that will share in evoking the next
sequential moment of private reiteration.

For example, one may be having again a vision of a
party that one attended a few days earlier, but suppose
that one is re–seeing aspects of that party that do not sa-
liently feature all of the guests. If one is under current
contingencies to identify each of the guests who attended
that party, an appropriate probe may take the form of a
simple instruction: Identify all persons who were in atten-
dance. Functionally, such a instruction has the effect of
narrowing the composite stimulus of a general party
scene to the human figures within it, and the subsequent
party scenes tend to feature the people who attended the
party in more salient ways that enable nominal tacts of
those people. Importantly, such a probe, while exerting
its focusing function with respect to a particular class of
stimulus elements, does not otherwise alter the overall
stimulus array that is re–presenting as the memory.

To ask, simply, who was present avoids the presenta-
tion of specific stimuli that may have strong capacities to
evoke visions of certain people. For instance, the presen-
tation of a probe such as Was George at that party? may
inadvertently prompt a George–seeing response that is
sufficiently strong to intrude into the on–going neural
reiteration. That is, one may then experience a George–
seeing response in the context of the party when, in fact,
George had not been in attendance. What are intended
as probes must be constructed conservatively lest they
miscarry by functioning as prompts—a point not lost on
devious inquisitors who may inject subtle prompting ele-
ments into what are otherwise disguised as thematically
neutral probes.

Imagination behavior pertaining to past events that
have never actually occurred must manifest as neural be-
havior that could not have been strengthened by past
consequences in the thematic context that is currently being
produced, so sequential manifestation during imagination
is not facilitated by that kind of special strength. While
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the behavioral elements in the theme of the imagined
episode produce reinforcing outcomes, the sequencing of
those behaviors is new and is thus controlled differently
from the sequencing in a memory.

Note that in a memory, a given neural behavioral
event tends to be followed by a specific subsequent event
on the basis of a microstructural susceptibility that was
established through consequation that occurred during
the past behavioral episode that is now the theme of the
memory. That is true of the control of each subsequent
event, so that the unfolding events in a memory share the
unbroken sequential predetermination that we liken to a
preexistent chain.

In contrast, during the imagined coalescence of some
virtual history, a given neural behavioral event is not al-
ready linked to a specific next event by such thematic pre-
conditioning. In an imagined historical episode, one
event follows another on the basis of preconditioning
that was never constrained in a thematic way. That is, in
an imagined historical episode, while that next event is
predetermined by past conditioning, that conditioning
history may have occurred in thematic isolation from the
conditioning that strengthened the other elements of the
imagined sequence. Thus, during the imagination of a
fictitious past episode, neural behavioral elements
strengthened during disparate historical episodes can fall
into place in the new sequence.

The person in whom both of these two classes of pri-
vate neural behavior (memory and imagination) can
manifest can usually tell the difference, as they say. That is,
the individual can usually respond discriminatively to the
kind of control on the sequencing, tacting one as a
memory and the other as a bout of imagination. When
such control is too weak and the discriminative respond-
ing fails, a familiar self–probe may emerge: Did this really
happen, or am I just imagining it? On the other hand, de-
scriptive features that cast the episode merely as belong-
ing to the past are controlled by two factors: (a) by the
predetermined fix of the sequencing, and (b) by thematic
or contextual clues.

Let us consider an example. When one imagines that
one is sailing aboard the ... Beagle with Charles Dar-
win during the s, no matter how vivid and realistic
the unfolding scenes of that daydream, they were never
originally stimulated, even to the slightest degree, by di-
rect energy inputs from that historical environment. Fur-
thermore, when one imagines an alternative reality, that
daydream is not occurring under strict stimulus control
of the current environment, and may be occurring in the
absence of any control by the current environment.

However, during some bouts of imagination, some of
the imagined behavior may actually be occurring, as, for
example, when a person who is imagining being in battle
exhibits some of the bodily motions that characterize

combat. Also, while the current environment would not
precisely evoke the behavior being imagined, some as-
pects of the current environment may actually tend to
evoke some of the behavioral elements of the imagined
activity. For instance, the person who participates in an
imaginary battle may wield a real weapon of a kind that
suits the theme, or an approximation of such a weapon.
That is why an imagined episode often seems more vivid,
and hence more reinforcing, when the person is in a set-
ting in which such an imagined episode may actually
tend to occur.

For a person to distinguish between memory and
imagination, the person must respond discriminatively to
the nature of the controlling relations in which that pri-
vate neural behavior occurs. The neural behavioral events
that constitute a memory originally occurred under tight
and precise control by an environment that, at that time,
would have passed tests of reality. At that time, precise
linkages among the sequential elements of the original
neural behavior were conditioned. Later, on an occasion
of the kind of private reiteration to which we refer as the
memory of that episode, the order of the neural behavioral
elements is predetermined through that conditioning,
which occurred during the original episode, and the
original sequencing conservatively reoccurs. In contrast,
the events in a bout of imagination feature private neural
behavior the elements of which are coming together for
the first time. Each is some fragment from the person’s
general conditioning history, but the sequencing is new.

A verbal community imposes strong contingencies on
each member to respond discriminatively to the differences
in the controls on memory and imagination. However, an
intuitive level of responding generally suffices, so although
nearly everyone can exhibit that discrimination rather ac-
curately, few people outside of behaviorological circles
have been conditioned to account for how it happens.

Unlike a remembered environment, the imagina-
tively constructed environment, never having had to ex-
ist in reality, is free to violate temporal constraints and
thus may be interpreted as a past, present, or future set-
ting. A daydream—whether a recasting of the past, indul-
gence in an alternative present, or a virtual preview of
future events—rather than being teased into manifesta-
tion with conservative probes (as may be necessary with
a memory) can be prompted constructively as necessary
to maximize its reinforcing qualities.

The initially evoked scene of a daydream may be con-
trived through prompting or may arise through naturally
encountered stimulation, and further evocative supple-
mentation may not be necessary. That is, the subsequent
episode of daydreaming may then proceed through a
generally reinforcing chain of scenes in a relatively au-
tomatic way that is sometimes described as free–flowing
imagination. In that mode each scene is said to evoke the
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next scene. The kinds of thematic behavior that are fea-
tured in a daydream are respectively well conditioned as
a result of their respective histories of reinforcement, and
therefore they tend to be consciously reiterated in the
daydream. However, because the sequence is new, a new
kind of environment would be required to produce it, so
along with the neural reiteration of the thematic behav-
ior, the daydreamer must behave a kind of environment
that would tend to produce it. In an imagined sequence,
the environment–behavior function that characterizes re-
ality works backwards in the sense that the emergence of
strong behavior is evoking a neural iteration of the envi-
ronment that in reality would control that behavior.

Note that in imagination, the conscious iteration is
the only real behavior that occurs to take the effect of any
operant and respondent conditioning. That is, if, for ex-
ample, reinforcement occurs, it pertains only to the on–
going neural behavior of imagining. The imagined
thematic behavior per se never really occurs, so it is never
really reinforced. Any reinforcement thus pertains to the
behavior of imagining, not to the thematic behavior that
is being imagined.

This distinction is important in the analysis of fanta-
sies that feature thematic events the reality of which
would probably be intolerable to the daydreamer. In the
historical absence of a science by which to analyze the is-
sue effectively, human culture has featured an ancient and
reoccurring debate about whether antisocial fantasies are
likely to be “acted out.” For example, suppose that over a
long period a person is mercilessly tormented by another
individual. The tormented individual may often fantasize
about revenge, perhaps by imagining scenes that feature
the persecutor being burned at the stake.

The imaginary immolation is entirely reinforcing
simply because only those thematic aspects of the neural
behavior that are reinforced will survive. Whereas a real
environment continues to impose its aversive stimulation
as long as contact is maintained, any aversive aspects of
an imagined environment are subject to extinction and
suppression. In a fantasy the only real behavior is the
neural behavior of imaging, and that neural behavior in-
cludes both the thematic behavioral events and the envi-
ronment that would be necessary to elicit and evoke
those events.

If the imaginatively constructed environment were to
be replaced with its real and behaviorally unsanitized
counterpart, the fantasizing person would probably be re-
pelled by the spectacle of a person really burning to death
while tied to a post. That is because the real environment
would inclusively be imposing a wide variety of aversive
stimuli that could not be subtracted directly from the real
environment by operant extinction or suppression. To rid
a real immolation of its intrinsic aversive features, nor-

mally one must avoid contact with it, either by departing
the scene or preventing the whole episode before it begins.

In a real immolation, a piece of sizzling flesh melting
away in the flames is generating the energy that triggers
the spectator’s consciousness of the event. That energy
continues to impinge on the spectator regardless of the
aversive nature of its behavioral effects on that spectator.
In contrast, during a fantasized episode, the cor-
responding environmental events are being generated be-
haviorally and are therefore under the operant control of
their own aversive effects. In a fantasized version, if a
piece of sizzling flesh melting away in the flames is aver-
sive, the behaviors of consciousness that are generating
that aversive aspect of the overall spectacle are suppressed,
and that feature is thus behaviorally subtracted from the
on–going scene (all of which is occurring only in the sense
that it is being behaved in response to energy that is cir-
culating internally rather than impinging from without).

A daydream is susceptible to continual self–prompt-
ing, which typically occurs in ways that maximize the re-
inforcing thematic and contextual effects. That occurs as
thematic aspects of an on–going daydream evoke brief
thoughts about potentially reinforcing thematic varia-
tions any of which may initiate a new chain of day-
dreaming along the contextual and thematic path of that
variation. On the other hand, in accurate remembering,
one is under contingencies to reproduce an unchanged
version of some private neural behavior that has already
occurred. If one is privately to behave again as one has
behaved previously, then the stimulus controls on the pri-
vately reiterated version of that behavior must conserva-
tively re–present as a functional equivalent of the controls
that prevailed in the original episode.

Accurate memories are important to a verbal commu-
nity, so its members are taught how to engage in the kinds
of self–probing practices that are least likely to alter the
content of the reiterations that they share in evoking. For
example, a person who is challenged to recall the mode of
transportation that that person used to get from town 
to town  may find that the response is not forthcoming.
One approach is to follow a self–instruction to describe
the contingencies under which the trip was undertaken,
if that is possible. If the reason for the trip can be reiter-
ated, then the selected mode of travel would probably have
been the one that best afforded the kind of travel–related
experiences that comport with that contingency. Such a
sequence of thinking may share in strengthening the cur-
rent identification of the travel mode that was used.

Suppose, on the other hand, that one were first to se-
lect arbitrarily any travel mode that would have been
available to a traveler at that time (for example, a bus)
and then ask, “Might I have taken the bus?” The promi-
nent manifestation of the term bus may evoke memories
of past bus trips that could then be mistakenly associated
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with the trip in question. If one actually made the trip by
canal barge under contingencies to scout for scenes that
could serve as the subjects of landscape paintings, then
the advantage of the non–committal probe for the travel
mode, based on a review of the contingencies under
which the trip was undertaken, becomes obvious.

Thus, in a sophisticated verbal community, each
member may be taught to probe with a thematically neu-
tral self–question whenever the person is challenged to
recall the details of an event. That kind of question is de-
void of intrinsic qualities that may directly evoke details
that could then be reported as invalid memories about
that particular journey. In the legal sub–community, ac-
curate recall is especially important. In a courtroom, an
attorney’s question, posed to his or her own witness, that
explicitly suggests a particular potential answer tends to
evoke an objection from opposing counsel on the
grounds that that attorney is “leading the witness.”

Note the differences in the controls on memory and
imagination. Both classes represent currently evoked be-
haviors, but in the case of memory, the contextual con-
trols remain functionally similar to those that prevailed
during the original episode, so that one behaves now, in
a private neural way, as one behaved previously in that
same private neural way. One cannot behave again if one
did not previously behave that way in the first place.
Thus, one cannot remember (i.e. cannot re–behave) a be-
havioral event that one did not originally behave (i.e., an
event of which one was not initially conscious, as they say)
However, in the case of original imagination, the controls
on the private neural behavior do not functionally match
the controls that prevailed during a prior episode.

Note that the behavioral reiteration that we call a
memory consists of private neural behaviors. Note also, that
the behavior that is now reoccurring as a memory is a re-
occurrence of some behavior that originally occurred as the
private neural behaviors of consciousness. That is, the behav-
iors that reoccur in a memory, consist only of repetitions
of the original behaviors of consciousness, not repetitions
of any other kinds of behaviors of which the person may
have been conscious. It is only the behaviors of con-
sciousness that repeat during a bout of remembering.

For example, suppose that one is recalling one’s flip-
ping the light switch that turned off the ceiling light as
one was leaving a room on a particular occasion. The be-
havior being recalled is the muscle–driven flipping of the
switch, but the behavioral mode in which that memory
manifests consists only of private neural behavior, and,
furthermore, it is a reiteration of what originally was only
private neural behavior. The behavior of recall manifests
in, and pertains only to, behaviors in the class called con-
sciousness. If, during the original behavioral episode, the
motor behavior of reaching toward the light switch and
flipping it did not evoke concurrent behaviors of con-

sciousness (i.e., awareness, recognition, comprehension,
etc.), then later memory of that switch flip will be impos-
sible, because that memory would have to occur as a reit-
eration of original private neural behavior that had not
occurred in the first place.

Absent an evocation of that kind of neural behavior
of consciousness during the initial episode, a reiteration
of it cannot later reoccur. Thus, behaviors that originally
occur under direct stimulus control cannot be recalled,
because the kind of behavior that would have to repeat
does not happen in the first place.

Note, however, that daydreaming and other kinds of
imaginings can, in theory, be recalled, because they origi-
nally manifest in the neural behavioral mode that is nec-
essary for recall to pertain. However, the neural
micro–structuring that was established (i.e., conditioned)
during the original bout of imagination is, of course, sub-
ject to the kind of on–going natural degradation that is
responsible for forgetting. Thus, the thematic content of
either a bout of imagination or an environment–induced
bout of consciousness can be rendered progressively
unrememberable (i.e., unreviewable) as a result of the
forgetting process. However, the thematic content of an
interaction with a real environment that fails to evoke the
concurrent neural behaviors of consciousness cannot later
be reviewed in the memory mode because no capacity is
being established to support that later kind of neural re–
behaving (as in the previous light switch example).

A person distinguishes between the memory and
imagination classes of private neural behavior on the ba-
sis of differences in the controlling relations on some cur-
rent private neural activity. The distinction per se thus
involves some further behavior that does not always
emerge, thus leading, perhaps, to the familiar self–probe
“Am I remembering or imagining this episode?”

Imagined behavior can be interpreted as an alterna-
tive past, present, or future. The designation of tense that
emerges under the control of an on–going episode of
imagination can be evoked by either of two classes of
events, or both.

The first is contextual and pertains to the temporal
implications of the thematic content. If the activity per-
tains to events that are correlated with points on a time
line, then the daydream can be classified temporally. For
example, virtual characters that are dressed in the clothing
of earlier times and who work with old–fashioned tools
evoke a designation of past. If the imagined events rely on
the solutions of problems that are as yet unsolved, that
circumstance evokes designations of future. Absent such
contextual clues, the time frame may remain ambiguous.

The second class of controls on temporal designa-
tions pertains to the contingencies under which the epi-
sode of imagination is occurring. For instance, if one is
under an explicit contingency to imagine what daily life
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will be like  years in the future, the ensuing bout of
imagination would involve temporal specifications that
can denote futurity in exclusive response to the kind of
contingency under which that bout of imagination was
initiated. For instance, an imagined scene that includes a
common wall calendar in some detail would feature a cal-
endar that is labeled with a future year. The verbs in ver-
bal descriptions of the scenes being imagined would be
rendered in tense forms that indicate futurity.

Responding to The Nature of
the Controls on a Tact

If the utterance of a tact is impending because of con-
tact with its evocative stimuli, the vocalizer may also be in
a position to respond to the number, strength, and other
properties of those stimuli as well as merely exhibiting the
descriptive tact that they tend to evoke. For example,
suppose that a potential verbalizer is in visual contact
with a bird flying overhead. The bird can present as a
variety of different bird–related stimuli, but those stimu-
lus elements, which collectively define that particular
bird, become respectively salient in a differential way
depending on the duration, viewing angle, and other cir-
cumstances of their presentation to that vocalizer.

Suppose that the bird zips past so rapidly that the ver-
balizer hardly catches a glimpse of it. Only a very few of
its properties exert stimulus control over the vocalizer’s
verbal behavior. If those are properties that, in the past,
have been associated with ravens, they may evoke the raw
tact raven. However, that set of behavior–controlling
stimuli is also small, and some of those properties may
also have been present during past contacts with other
kinds of birds. These historical facts too are aspects of this
behavior–controlling situation, and they too may affect
the verbal utterance. The verbalizer is likely to say It could
have been a raven. The term raven is a composite tact of
the few properties of the bird that shared in exerting
functional control during the brief fly–by. The term could
is controlled both by the paucity of the evidence and by
the previous appearances of at least some of those same
characteristics in other species of birds.

Suppose, on the other hand, that the same bird had
soared slowly past the verbalizer. Assume that it had re-
mained in view for an extended interval with favorable
lighting while wheeling so as to present different viewing
angles. In that case, several additional properties of the
bird would be likely to gain stimulus control over the
speaker’s verbal behavior, and those well presented prop-
erties would tend to establish their respective conditioned
evocative functions to a greater extent. In that case, the
tact raven could again be evoked under that broadened
stimulus control, but the vocalizer is also in a position to
respond to the relatively large number of bird–related
properties that are sharing in the control of that tact plus

the circumstances of their near optimal presentation. In
that case, the verbalizer may say I’m sure that that was a
raven. The sure is a response to the richness of the evidence,
including its variety as well as the special circumstances
that insured the behavior–controlling effectiveness of its
elemental presentations.14

In the past, when a speaker said either It could be a
raven or I’m sure that it is a raven, it has often been as-
serted that the verbalizer is responding to the probability
that the primary tact raven is valid. However, the vocal-
izer in such cases did not contact a “probability” in the
sense of an environmental entity. Instead, the vocalizer
contacted sets of stimuli, each of some relative salience,
the elements of which were presented in ways that differ-
entially exploited their respective conditioned evocative
capacities. The class of responses that are evoked by those
kinds of features of the situation are related to the pri-
mary tact insofar as such responses are evoked by certain
qualities of the controls on the primary tact. When a
vocalizer says It could have been a raven, a mediator tends
to respond with less raven–related behavior than when
the vocalizer says I’m sure that it was a raven.

Consider that relation refers to two variables, one of
which exhibits change that bears an orderly correspon-
dence to on–going changes in the other variable. While
either of the two variables acting independently can
evoke verbal responses, so can the relation between them.
Note that a verbal response to a behavior–controlling re-
lation occurs as a response to two on–going classes of
change, one occurring among some independent (in this
case, environmental) variables and the other among some
dependent (in this case, behavioral) variables. That is,
changes in the contacted environment correspond in an
orderly way to changes in a behavioral variable. That is,
the order in the behavioral change is defined by the na-
ture of the on–going environmental change.

Those two kinds of on–going changes are all that is
available to be contacted (we do not really contact a rela-
tion or a correspondence), and although that is all that
can be contacted, such a pair of changes, with one reflect-
ing the other in some orderly way, collectively evoke the
inferential tact relation, which chains to the subsequent
verbal behaviors that we call its comprehension. Such an
extended tact reifies certain aspects of what, fundamen-
tally, are processes. The compound adjective behavior–
controlling, which modifies relation, is evoked by the
orderly reflection of environmental change in the corre-
sponding change to the behavioral variable.

Many such responses to aspects of the controls on
other verbal behaviors manifest, not as tacts, but as a
wide variety of other linguistic nuances. Such subtle re-
sponses to the properties of the controls on other verbal
behaviors are so important that they command their own
major classification of verbal behavior. The next main
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section of this chapter is devoted to that special class,
which is called autoclitic verbal behavior.

[Part  continues in the next issue.—Ed.]"

Footnotes
1 Note that we do not speak technically of this condition-

ing history in terms of the child having learned these
things. That is because there is no agential child that
presumably inhabits the body as an agent who,
through its own initiatives or allowances, learns what
to do. There is only a body to be operantly condi-
tioned, and that conditioning occurs automatically as
a result of external events. People do not learn (be-
cause the people–agents that would have to do it, do
not exist). Instead, conditioning happens to bodies.
When such conditioning has happened to the body
of a person, that person then has an altered body
structure that, thereafter, responds differently to its
environment. Persons who believe superstitiously in
autonomous self–spirits that control behavior then
interpret those changes in behavior as evidence of
changes in the putative will of the responsible agent,
who is then said to have learned. The behaviorological
definition of the verb to learn is merely to exhibit
change in behavior in the presence of a given stimulus as
a result of an appropriate history of conditioning.

2 The relation between the textual stimulus and the vocal
production of the word “house” is traditionally said
to represent a “point–to–point” correspondence, but
the correspondence is more accurately described by
“range–to–range.” The smallest functional increment
of the textual stimulus is a whole letter, which pre-
sents as a far broader range than a mere point. Like-
wise, during the vocal pronunciation of the word, it
is not possible to specify a single instant of sound
production that corresponds exclusively to any one
point in a printed letter of the text version. That is,
the vocal sounding that is controlled by a single let-
ter, consists of a broader range of sound than a single
point of sound (whatever that would mean). At best,
a range of sound production corresponds to a letter,
or letter combination, within the printed word. Con-
sider, for instance, the control exerted on a reader’s
vocal behavior by the printed letters …ough… in the
printed word thought.

3 In everyday agential language, it could be said that the
child must already have learned the spoken name for
a house or the written label for a house (i.e., the child
must know what that word means when spoken or
written). Note, however, in the previous sentence,
that substantial conceptual errors are implicit in each
of the four terms child (as an agent), learned, know,

and means. This illustrates what is wrong when com-
mon language descriptions of even simple behavioral
events are left unchallenged.

4 If a box dumper in the aircraft were able to dump the
disks in such a way that they would flutter to the
ground in an array determined by how they had been
dumped, that skilled disk dumper could then insure
any desired ground pattern of white dots by dumping
the disks in a particular manner. For example, that
disk dumper could dump a box of disks in a way that
would predictably result in the word cow being
spelled in a sequence of dot patterns that respectively
suggest the letters c, o, and w. In that case, the reader
would be responding to verbal stimuli that had been
produced by an author who had a curious way of
writing text.

5 A sound being heard is a behavioral response. Such a be-
havior can occur directly—for example, in the sense
of privately hearing a word that is being read silently.
Light waves from the printed text enter the eyes and
are transformed into corresponding neural impulses
that are transmitted to the neural body parts that
have the capacity to behave the corresponding sound.
The private audition occurs under direct stimulus
control of the visually appreciated text in the absence
of any sound waves that would typically evoke that
hearing response. That is, upon contacting the
printed word book, the reader privately hears the
sound of that word even though the reader’s vocal
system has not produced the corresponding sound
waves in the ambient air. The behavior of hearing the
word book can also occur indirectly when such a vo-
calization does occur—that is, when the vocal
musculature responds to the printed text by produc-
ing some corresponding sound waves in the ambient
air. Those waves then travel outside the body from
the mouth to the ears, where they stimulate the aural
system of the body. That aural system converts the
sound waves into electro–chemical neural impulses
that are transmitted to the neural body parts that
have the capacity to behave the corresponding sound,
whereupon the behavior of audition occurs. It may
then be said, incorrectly, that “the person hears his or
her own voice saying book.” However, the natural oc-
currence of that audition–type of behaving is a part
of the behavior that defines the concept of person in
the first place. The person does not exist indepen-
dently apart from the behaviors that define it. The
hearing behavior is a part of the person.

6 The basis of such a statement is that no one seems able
to exhibit both kinds of behavior at the same time,
which increasingly implies that the same body part is
exclusively required for each kind of behavior. Just as
a person’s right hand cannot concurrently scratch the
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top of that person’s head and rub that person’s stom-
ach, some neural body parts cannot concurrently ex-
hibit two distinct kinds of private neural behavior,
and no program of behavioral conditioning can make
that happen.

7 This subclass of intraverbal behavior has been called duplic
behavior, a term derived from the verb duplicate.

8 This subclass of intraverbal behavior has been called
codic, a term derived from the noun code.

9 The term repertoire does not refer to the contents of an
archival mental storage facility for behaviors, but to
the neural capacities to reproduce them upon occa-
sions of appropriate environmental stimulation. Ev-
ery response is produced anew, and is never an old
one retrieved from mental storage in mystical ar-
chives. Conditioning does not put behaviors in stor-
age; it produces the microstructures that represent
the capacity to behave in a certain way, given the
necessary stimulation. Upon the arrival at such a spe-
cific structure of such a specific transmission of en-
ergy, the incipient stage of a particular behavioral
response is automatically initiated.

10 Recall that the bodily structure develops in response to
its genetic code and may do so with a structure that
is already capable of specific respondent reactions to
specific environmental stimuli. In contrast, behavioral
conditioning is a subsequent process of restructuring
the body, which capacitates new kinds of environ-
ment–behavior relations. Whether capacitated
through (a) genetics, (b) respondent conditioning, or
(c) operant conditioning, all behavior manifests as a
dependent variable in structure–to–structure func-
tional relations (structure of environment to structure
of behaving body). Respondent–operant distinctions
are based on when and how bodily structures become
configured for their functional participation in such
environment–behavior relations. Manifestations of
such relations require that the behavioral variable be
triggered by energy that may impinge from without
(e.g., light, sound, or energy imparted by impinging
projectiles). The energy that triggers behavior may
also be released from storage within the body (as
when a person’s hand moves back and forth in con-
tact with a stationary surface thus making possible
the person’s feeling behavior.

11 Note that the term contact really refers to a behavioral
reaction. Contacts with… manifest as behavioral reac-
tions to…. As will be further explored in the next
chapter, the reality of the environment, as deter-
mined by our contacts with it, is an inference (i.e., a
subsequent kind of behavioral reaction) that is based
on prior behavioral reactions that presumably were
evoked by an environment. Thus, our own behavior is

as close as we ever get to the reality of what we call
“our environments.”

12 Recall that, if the current neural behavior is entirely a
restimulated rendition of a prior one, it is called a
memory and described using indicators of the past tense.
If, on the other hand, it features a composite of be-
haviors from different earlier episodes that have never
occurred together, all evoked by a current event that, in
the past, has preceded punitive stimulation, one de-
scribes the avoidance behavior as impending insofar
as it is cast in the future tense. The forms that indicate
futurity are thus controlled antecedently by a current
event that restimulates neural reiterations of past be-
havioral reactions that originally occurred as parts of
different episodes. An example is when, in response to
a current event, one imagines one taking some com-
posite action the elements of which have, in the past,
occurred on different occasions. “Different past occa-
sions” are discriminatively distinguished as different
on the basis of how elements of current neural behav-
iors (called recollections) are being controlled.

13 One is confined within the prison of one’s own behav-
ior and serves a life sentences exclusively in the func-
tional present.

14 Note that, as functional accounts for such nuances of
verbal behavior accumulate, the apparent need for ex-
planatory reliance on a body–managing self–spirit is
proportionally diminished. That is, the self–agent re-
treats with the advance of functional accountings.
Thus, the relative certainty reflected in this vocalizer’s
statement does not reflect the increasing resolve of a
comprehending self–agent. Instead, the inclusion of
the phrase I am sure that… is merely a functional re-
sponse that is determined (evoked) by special proper-
ties of the set of stimuli that evoke the raw tact
raven—namely, the large number of its stimulus ele-
ments, the quality of their presentations, and their
endowments of evocative strength from their previ-
ous respective episodes of operant conditioning.
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[This paper was originally prepared as a basis for discus-
sions in a graduate Behaviorology and Education class at
Xi’an Foreign Languages University, China.—Ed.]

"he work of B.F. Skinner simply did not follow the
majority views of his time. In this he was not the first. He
stood, as the saying goes, on the shoulders of giants. He
advanced another major step in a trend whose continuity
in the West began nearly  years ago. That trend is one
of replacing what could be characterized as humanity’s
self–centeredness with an increasingly more effective
natural science perspective about people’s place in the or-
der of things. This trend got a big push when Copernicus
reiterated what Aristarchus of Samos and the ancient Ion-
ian Greeks had discovered much earlier but which had
been lost in the intervening centuries: the Earth, and thus
humanity, were not the center of everything. Later, Dar-
win showed that our bodies (our physical forms, struc-
tures, and functions) are also products of the same
natural laws that apply to all other living and non–living
things. Then Skinner, through the behaviorology disci-
pline arising from his work, demonstrated that our very
being, our consciousness, our conduct, our behavior, is
also necessarily and properly within the reach of natural
science. From that demonstration, and its associated ap-
plied technologies, arises an increased opportunity for
humanity to solve its problems: from day–to–day per-
sonal difficulties, through challenges such as the crisis in
education, to the global problems threatening survival it-
self. To benefit from that opportunity, people must ex-
pand their behavior repertoires with respect to
behaviorology, the discipline responsible for the relevant
science and technology. An appropriate starting point is
the philosophy of science that informs that discipline. This
paper introduces that philosophy.

Skinner gave the name radical behaviorism to the phi-
losophy of science under which he operated. That phi-
losophy now informs the behaviorology discipline, a
continuing extension of Skinner’s work. The term, radi-
cal, in radical behaviorism, means thoroughgoing or fun-
damental (Ulman, ). Radical behaviorists use this

term to distinguish this form of behaviorism from other
forms of behaviorism such as Watson’s original behavior-
ism (Watson, ), methodological behaviorism, interbe-
haviorism, or paradigmatic behaviorism (Ulman, a).
The distinction is necessary because the criticisms com-
monly leveled at behaviorism are not applicable to all
forms. Those criticisms have become appropriate only for
the other forms of behaviorism because radical behavior-
ism developed partly as a corrective response to some le-
gitimate concerns raised in the criticisms. Skinner
provides a comprehensive discussion of these issues in his
 book About Behaviorism.

Simply as a name originating in an historical context,
the name radical behaviorism has little problem itself as
an acceptable name for the philosophical position in-
forming the behavior science Skinner started, at least to
practitioners of that science. However, some authors have
expressed legitimate concerns over misunderstandings
caused outside that science and historical context by the
terms used in this name. Schneider and Morris () try
to reduce the misunderstandings by providing a thorough
history of the use and evolution of the terms radical and
behaviorism. Meanwhile Vargas () argues for avoid-
ing the misunderstandings by using a different term, such
as selectionism, to replace the older terms in naming this
philosophy of science. Ulman (b), while not insisting
that a change was unnecessary, questioned selectionism as
a good choice for an appropriate name. He pointed out a
particular problem with selectionism: one can be a selec-
tionist without holding to a radical behaviorist philoso-
phy (for example, Hegel or Tielhard de Chardin). Since
no alternative name is as yet generally accepted, this pa-
per continues to use the name radical behaviorism.

This philosophy of science, radical behaviorism, has
many components. These components are at the core of
the science and movement that became the natural sci-
ence behaviorology discipline (several applicable compo-
nents are shared by other natural sciences). As radical
behaviorists and natural scientists, behaviorologists re-
spect these components. Four of these components arise
regularly in discussions of radical behaviorism and were
especially important in the emergence of behaviorology.
Rather than saying “radical behaviorism does this or
that,” certain behaviors of radical behaviorists represent
these components: (a) Radical behaviorists respect behav-
ior as a natural phenomenon as part of respecting the
continuity of events in space and time which, in natural
sciences, accumulates as a natural history. (b) Radical be-
haviorists emphasize experimental control over depen-
dent variables and the application of that control in
culturally beneficial ways. (c) Radical behaviorists recog-
nize private events, such as thinking or emotions, as co-
vert behaviors involved in the same lawful relationships
that involve overt behavior. (d) Radical behaviorists ac-
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knowledge that scientists are also behaving organisms
whose behavior, scientific or not, is affected by the same
variables that affect other people’s behavior, and that
those variables include scientists’ philosophy of science.
Other concerns are inseparably intertwined with these
components of radical behaviorism. Some of these con-
cerns include the preference for single–subject experi-
mental designs rather than group statistical designs, the
refusal to allow metaphysical events to enter explanatory
accounts, and the question of parsimony in accounts of
human behavior (see Chiesa, ).

Any and all of these components might be covered in
discussions of radical behaviorism. Some authors take
(a) and (b) for granted and mainly cover (c) and (d) in
descriptions of this philosophy (e.g., Hake, ). Simi-
larly, this brief introduction concentrates on (c) and (d),
only mentioning (a) and (b) in passing. But this is partly
because (a) and (b), and their implications, are exten-
sively covered in a paper by Fraley and Ledoux (;
also, see Ledoux, a).

Private Events: Covert Behaviors

Radical behaviorism has been misunderstood and mis-
represented concerning private events, their evaluation,
and their place in a science of behavior (e.g., Mahoney,
). Radical behaviorists do not deny that such events
occur inside the skin. They ungrudgingly accept the real-
ity of the physiological events occurring within the body,
some as behavior. They take private events into account.
But in so doing, they also insist that, in any serious
scientific endeavor, private events be considered in ways
respectful of the natural science continuity of events that
accumulates as a natural history. That is, they insist that
private events be considered without appeal to meta-
physical causality or metaphysical implications. Since this
precludes mentalistic and cognitive explanations, those
who court such explanations resist radical behaviorism.
Skinner () addressed this issue in About Behaviorism:

But if a behavioristic interpretation…is not
all we should like to have, it must be remem-
bered that mental or cognitive explanations
are not explanations at all. (p. )

Adherents of radical behaviorism assume that the
same natural laws prevail on both sides of the skin. This,
of course, does not change the nature of either the per-
son, the events inside the skin, the events’ effects, or the
events’ independent variables. The skin is not any special
sort of boundary to the laws of the universe. Further-
more, radical behaviorists recognize that a person may at
times be the only observer in a position to detect or dis-
criminate the occurrence of certain events within his or
her skin (words like “detect” and “discriminate” need not

imply agency; see Baum, ). So radical behaviorists in-
vest scientific consideration also in events detectable by
only one person. They do not restrict scientific consider-
ation to events detectable only by more than one person.
And they are willing to work with the resulting increase
in technology required to manage the greater inaccessibil-
ity of such events.

Radical behaviorists find that the most effective way
to handle private events is to recognize them as covert
behaviors under the same laws affecting overt, public be-
haviors. Private events are lawful in the same way that
one would regard public events. Radical behaviorists can-
not grant scientific status to private events invented to be
causes of behavior. Nor do they use real private events as
primary causes of behavior. They do not need to, because
they analytically pursue any causal chain to other, outside
events. They do this for the sake of control in their sub-
ject matter. They do not treat private behavioral events as
indicators of internal hypothetical constructs conjured
up, or conveniently given just the right characteristics, to
explain those events.

Instead, radical behaviorists see behavior, on the overt
level, as neurologically based actions of the glands and
muscles (both smooth and striped). They see private
events as covert behaviors, under the same laws as overt
behaviors. These covert behaviors are usually less acces-
sible than overt behaviors, often being observable and re-
portable only by a public–of–one (see Ledoux, ).
And sometimes these covert behaviors involve only the
neurological–level events; the behavior of “seeing in the
absence of the thing seen” is one example (see Ledoux,
a; also see Skinner, , Ch. ).

The Behavior and Philosophy
of Scientists

When considering the behavior and philosophy of scientists,
perhaps radical behaviorism has been more overlooked than
misunderstood, as well as confused with other behavior-
isms. That is unfortunate, because the practice of science
itself, and philosophy of science, are both effectively ad-
dressed by the principles of radical behaviorism.

The Behavior of Scientists
The work of scientists is twofold. It is (a) to be ex-

posed to precise and controlled contingencies that are
unlikely to have affected others in this controlled way. It
is also (b) to pass along descriptions and applications of
those contingencies to others.

Scientific work is initially the behavior of the scientist
under direct control of the contingency relations (that is,
under the direct control of the complex of multiple stimuli,
behaviors, and consequences) experienced in research.
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This is the point of science. After extensive study and
preparation, scientists are exposed to the contingencies of
the unknowns in their disciplines. Due to their study and
preparation, they derive the maximum benefit from that
exposure. And that is what doing science is all about.

The rare and precise arrangement of contingencies
experienced in research generally limits the availability of
these particular contingencies to scientific contexts.
Hence only people operating in those contexts have their
behaviors effectively shaped by those contingencies. The
subsequent steps a scientist takes are largely determined
by the consequences of the previous steps. The result is a
unique, contingency–shaped expansion of the scientist’s
scientific behavior repertoire. Due to this expansion, sci-
entists can behave more effectively with respect to the
subject under their study than others who lack that expo-
sure to those contingencies.

The disciplinary behaviors of scientists also include
the behavior repertoires of summarizing, reporting, and
applying their expanded scientific repertoires. These dis-
ciplinary repertoires involve verbal stimuli. And these
verbal stimuli provide rules. The rules are statements of
the contingencies the scientists have experienced. These
rules affect the behaviors of others. Colleagues, disci-
plines, fields, and the public benefit from using these
rules because when their behavior is affected by these
rules (that is, when their behavior comes to be rule–gov-
erned—i.e., verbally mediated) their behavior often be-
comes more effective than it would be without the rules.
As a result the rules become responsible for much of the
behavior of these groups. In essence, such benefits accrue
by expanding the repertoires of those people without
each of them having to await the unlikely experience of
the research contingencies themselves. In this way they
benefit from scientists’ work. While much of scientists’
scientific behavior is contingency–shaped in vital ways,
the behaviors of these other groups is to a large extent
rule–governed (see Skinner, , about this distinction).

Vargas () has recently recast the distinction be-
tween contingency–shaped and rule–governed behavior
as the distinction between event–governed and verbally–
governed (or mediated) behavior. This distinction and its
implications, and several other advances, provide the cur-
rent state of the art for the scientific comprehension and
handling of complex human behaviors. Some of the
other advances include (a) the analysis of verbal behavior
(Skinner, ), (b) recombined repertoires (Epstein,
), (c) establishing operations (Michael, ),
(d) multi–term (n–term) contingencies (Sidman, a,
b), (e) the function–altering effects of contingency–
specifying stimuli (Schlinger & Blakely, ), (f ) stimu-
lus equivalence relations (Sidman, ; Sidman, Wynne,
Maguire, & Barnes, ; Stromer, ), (g) the general
level of reinforcement (Cautela, ), and (h) behavioral

engineering and cultural design (Skinner, ; Ulman,
; West & Hamerlynck, ). Indeed, the radical
behaviorist and behaviorological perspectives encompass
a far wider domain than that denoted traditionally as
“respondent and operant conditioning in the learning of
new behavior.”

The Philosophy of Scientists
Scientists, like everyone else (including radical behavior-

ists), are behaving organisms whose behaviors, scientific
or not, are affected by the same laws that affect other be-
haviors. Those laws essentially reflect the functional rela-
tions between behavior and the variables inherent in an
organism’s (a) species history (e.g., genetics), (b) personal
history, (c) current situation and, for people, (d) cultural
setting. These contain the variables which a behavior-
ologist addresses when trying to analyze, understand, pre-
dict, control, and interpret the behavior of organisms.

A scientist’s philosophy of science is itself among the
variables affecting his or her work. The philosophical rep-
ertoire derives partly from the history and setting vari-
ables. This repertoire later affects the scientist’s work as a
part of those variables. The philosophical repertoire in-
cludes various underlying assumptions. Comprised
mostly of verbal behaviors, a discipline’s philosophy of
science is usually learned at advanced stages in disciplin-
ary training, although precursors are present long before
that (parts of the personal history variables). This reper-
toire is behavior, and as such continues to be subject to
the laws of behavior. But, through the scientist’s col-
leagues and discipline which share it, the philosophy it-
self becomes one of the variables affecting the scientist’s
subsequent work (part of the cultural setting variables).

A scientist’s philosophy of science affects her or his work
in several ways. One way involves the philosophy evoking
investigations of certain variables and not others. Cooper,
Heron, and Heward (, p. ) provide some examples:

…the philosophical decisions to ignore all
private events or to use explanatory fictions
as the causes of behavior may both produce a
similar effect on research and practice. Both
positions restrict practice and research even
though for different reasons. Methodological
behaviorism is restrictive because it ignores
areas of major importance for an understand-
ing of behavior. Mentalistic positions are also
restrictive, for as noted by Skinner (),
“Mentalistic explanations allay curiosity and
bring inquiry to a stop. It is so easy to observe
feelings and states of mind at a time and in a
place which make them seem like causes that
we are not inclined to inquire further.”

A philosophy of science can also affect a scientist’s
work by playing a role in the conditioning of a scientist
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to be reinforced by certain classes of events and not oth-
ers. Hake (, p. ) provides some examples:

The issue here is what the radical behaviorist
believes the reinforcement contingencies for
the scientist should be. The most common
view and that of the methodological behav-
iorist is that inclusion of a finding in the body
of knowledge or theory is based on accept-
ability to the scientific community in the
terms of () the research procedures used
(e.g., agreement among observers, replicable
individual data, precise measurement and
control) and () the relation of the content to
the existing theory (e.g., related to a produc-
tive content area but an extension of it). The
radical behaviorist would not believe those
contingencies alone to be totally desirable,
because they include insufficient reinforcement
for innovative content and procedures, and
thereby delimit the growth of science… The
radical behaviorist would suggest workability,
stimulation, and contribution to society as
additional worthwhile contingencies that
would encourage innovation of content and
method. The major contention is that scien-
tists should recognize that all aspects of their
scientific behavior are shaped by the reinforcers
of some scientific community and that this
control of their behavior affects the science.

Conclusion

The philosophy of science called radical behaviorism
played a fundamental role in B.F. Skinner’s determina-
tion that our very being, consciousness, conduct, and be-
havior is necessarily and properly within the reach of
natural science. (Regarding these concerns radical behav-
iorists have addressed relevant aspects as far–afield as eth-
ics and religion; see Krapfl & Vargas, ; Schoenfeld,
; and Vargas, , .) The result has been in-
creased opportunities for humanity to solve its problems
through the science informed by that philosophy,
namely, behaviorology.

A question that often arises in discussions of philoso-
phy of science concerns how the radical behaviorist phi-
losophy differs with the philosophies of science in other
disciplines, most notably psychology. That question was
not covered in this introductory paper. Extensive cover-
age can be found, for example, at appropriate points in a
paper by Fraley and Ledoux () which weaves its
comprehensive way through the origins, status, and mis-
sion of behaviorology. However, comprehensive coverage
of the radical behaviorist philosophy of science is beyond

the scope of either that paper or this one. (For compre-
hensive coverage, see Skinner, , . For more recent
comprehensive coverage, see Chiesa, .)"

Endnotes

The author thanks the members of the graduate Behav-
iorology and Education class in Xi’an, China (see Ledoux,
b), for whom this paper was originally prepared, for
their discussions which provided a good foundation for
subsequent improvements. The author uses this material
to help students and colleagues begin to understand the
philosophical basis of behaviorology in a way that encour-
ages them to seek details from more extensive sources (e.g.,
Skinner, , ; Chiesa, ). The paper was revised
for publication () in Behaviorological Commentaries,
Serial No. , pp. –. Then, before receiving further mi-
nor revisions for inclusion in Origins and Components of
Behaviorology (Ledoux, S.F. [/—Second Edi-
tion]. Canton, : ABCs.), it received minor revisions for
inclusion in the  edition of this book of readings.

The author also thanks John Eshleman, Lawrence
Fraley, and Jerome Ulman for providing helpful com-
ments on various drafts of this material. Address corre-
spondence regarding this paper to the author at
–, Canton  – .
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TIBI Online Syllabus for
BEHG 101: Introduction

to Behaviorology I

Stephen F. Ledoux
SUNY–Canton

[This is another installment in the series of syllabi for
’s online courses. Each syllabus appears in Behaviorology
Today basically in the same form as it appears online. The
series continues whenever there are syllabi that have yet to
be printed, or that require reprinting due to substantial
revisions. Locate additional syllabi through the Syllabus
Directory at the back of the most recent issue.—Ed.]

$ote #1: This syllabus contains some notes that supple-
ment the more traditional syllabus parts. Each note is
numbered for convenient reference. And some notes, like
this one, have multiple paragraphs.

This syllabus is a long document. It is longer than a syl-
labus for a face–to–face course as it contains material that
the professor would otherwise cover in person. Hence it
was designed to be printed out for reading! Furthermore, it
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was designed to be used as a task check–off list. Please
print it out and use it these ways.

The only activity in this course for which you might
need access to a computer, before the web–log, is to print
this syllabus as a reference for how this course works so
you can follow the directions to complete this course.
This is a matter of access, student access to education, so
that everyone who wants this course can take it regardless
of whether they own several computers or only have ac-
cess to one in their local library or in a friend’s home.

Students can, if they wish, study the topics of this
course free of charge, perhaps to fulfill their own inter-
ests. They would do so simply by completing the activi-
ties described in this syllabus.

Students can also study the topics of this course for
 (The International Behaviorology Institute) credit,
perhaps toward a  certificate. They would do so by
paying the necessary fee to be assigned a professor to pro-
vide feedback on, and assessment of, their efforts. (This
course is part of several  certificates, including both
the Behavior Literacy Certificate and the Effective Autism
Intervention Certificate. Visit www.behaviorology.org or
contact  for details.)

Also, students can study the topics of this course for
regular academic credit; they would do so by contacting
any accredited institution of higher education that offers
behaviorology courses accepted by tibi, such as the State
University of New York at Canton (suny–Canton) at
www.canton.edu which is suny–Canton’s web site. At
suny–Canton this course is offered as SSCI 245: Introduc-
tion to the Science and Technology of Behavior. Tibi auto-
matically accepts a or b grades from the academic–credit
version of this course as equivalent to its own course to-
ward its certificates (and c and d academic–credit grades
can be remediated through tibi for tibi credit; contact
tibi for details). Alternatively, the work done completing
the course through tibi may make taking the course for
academic credit easier; ask the professor who teaches
suny–Canton’s equivalent course about this.

The parts of this syllabus cover many topics. While
the headings may be different, these include (a) the course
content and objectives, (b) the text, study, and assessment
materials, (c) the grading policy, (d) the necessary work–
submission methods and professor feedback, and (e) the
study–activity sequence and completion timelines.

Note #2: This course has no prerequisites. Completing
this course, however, fulfills a fundamental prerequisite
for most other behaviorology courses.

Course Description
BEHG 101: Introduction to Behaviorology I. Introduc-

tion to Behaviorology is a two–course sequence, for both
majors and non–majors, on the natural science of the

variables controlling the behavior of humans and other
animals. This first course of this sequence introduces the
student to the range of components that comprise the
discipline of behaviorology including (a) its philosophy
of science and selection paradigm, and (b) its experimen-
tal methods, theory, and technology. The philosophy and
paradigm include the criteria for natural science, the fal-
lacy of inner causes, the significance of control and selec-
tion, the status of private events, and the behavior of the
scientist. Methods include basic single–subject designs
and measurement. Theory includes the fundamental
natural laws describing the antecedent and postcedent re-
lations between behavior and its controlling variables;
these include such basic principles as added and sub-
tracted—and primary and conditioned—reinforcement
and punishment, extinction, simple schedules, stimulus
control (discrimination and generalization), and concept
formation. Technology includes the basic practices used
to apply behaviorological principles to change accessible
variables so as to change and especially to expand behav-
ior repertoires through behavior engineering. Basic tech-
niques include differential reinforcement, shaping,
fading, chaining, and modeling and imitation. Other
topics include avoidance and escape, emotion, depriva-
tion and satiation, and superstitious behavior.

In summary, this course introduces students both to
the elementary scientific principles governing behavior,
and to the basic behavior–engineering techniques derived
from these principles (i.e., why people do what they do,
and what can be done about it). The principles are dis-
covered, and the practices are developed, by the discipline
of behaviorology which is the natural science of behavior.
It was known originally as behavior analysis and now is
known more precisely as behaviorology. This is the inde-
pendent discipline of strictly naturalistic explanations of
behavior and so should not be confused with disciplines that
feature fundamentally mystical explanations of behavior and
which thus cannot be natural sciences (e.g., psychology).

Historical considerations also receive attention. For ex-
ample, as a name for the natural science of behavior, behav-
ior analysis is the older and so still the more widely used
term. But it is a less accurate name than behaviorology be-
cause psychology claims it as a type of psychology, as this
name came into use during the period when behavior analy-
sis and psychology were sharing their history. During this
50–year period, the natural scientists of behavior, the behav-
ior analysts, tried to get psychology to shed its inherent mys-
ticism and become a natural science. However, psychology
as a discipline (and not necessarily as individual psycholo-
gists) did not (could not?) do so, and that created the basis
for today’s separate and independent disciplines…

Note #3: The second course in the two course sequence is
behg 102: Introduction to Behaviorology II. (The
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equivalent suny–Canton course is ssci 345: Applied Sci-
ence and Technology of Behavior.) To check out other
behaviorology courses offered by tibi, visit their locations
on the tibi web site (www.behaviorology.org). To check
out other behaviorology courses offered by suny–Canton,
see the list and descriptions—and in some cases, the syl-
labi for the asynchronous versions—on the faculty web
page of the professor who teaches them (which currently
is Dr. Stephen F. Ledoux; click Ledoux in the faculty di-
rectory at www.canton.edu).

Some information regarding some academically
equivalent behaviorology courses, while relevant to many
tibi course syllabi, is included only in this syllabus as this
course is the prerequisite for most of the other courses:
Since suny–Canton’s behaviorology—natural science of
behavior—courses carry the ssci (i.e., social science) des-
ignator for the course numbers, an accounting is in order.
These courses are natural science of behavior courses be-
cause they are concerned with behavior solely from a
strictly naturalistic perspective, thereby necessarily and
automatically leaving out mystical perspectives, while us-
ing scientific methods with a subject matter focused on
people. [For some details, see the article titled “Defining
Natural Sciences” (Behaviorology Today, Volume 5, Num-
ber 1, Spring 2002, pp. 34–36).—Ed.] Indeed, suny–
Canton’s behaviorology courses were originally proposed
and approved with the behg (i.e., behaviorology) desig-
nator for the course numbers (e.g., behg 135—Parenting
Knowledge and Skills). However administrators, out of
concern to simplify student credit transfer, had the desig-
nator changed to ssci for two reasons: (a) The ssci des-
ignator is more common than the behg designator. And
(b) the ssci designator is not inappropriate to the
scientific–method–based people focus of these courses. So
the ssci designator would indeed simplify the transfer of
credit for students. Hence, for administrative conve-
nience, suny–Canton’s natural science of behavior—be-
haviorology—courses carry the ssci designator. [For
additional details, see the article titled “Developing Op-
portunities to Disseminate the Natural Science of Be-
havior” (Behaviorology Today, Volume 5, Number 1,
Spring 2002, pp. 50–54).—Ed.]

Course Objectives
The main objective of this course is to expand the

student’s behavior repertoire measurably in relevant areas of
behaviorological course content. The student will:

# Describe fundamental principles and concepts;
# Relate basic methods and measurements;
# Systematize elementary practical technologies;
# Incorporate technique applications in several

common prevention/intervention settings;
# Summarize disciplinary history;
# Compare philosophical perspectives;

# Connect disciplinary ethics and practices;
# Analyze current trends in the discipline.

Additional Objectives
# Successful, A earning students will be able to use

(at an accuracy level of 90% or better) basic disciplinary
terminology when discussing the general principles, con-
cepts, methods, theories, practices philosophy, and ethics
of the natural science and technology of behavior.

# Such successful students will also ask questions,
seek answers, converse about, and act on the uses and
benefits of this discipline for humanity.

# Such successful students will also behave more
effectively in other ways with respect to themselves and others.

Required Materials (in their order of use)
# Wyatt, W.J. (1997). The Millennium Man. Hurri-

cane, wv: Third Millennium Press. (isbn 0-9663622-0-9)
# Ledoux, S.F., Wyatt, W.J., & Bias, E.F., (1999). Study

Questions for W. Joseph Wyatt’s The Millennium Man. Canton,
ny: ABCs. (isbn 1-882508-11-4)

# Holland, J.G. & Skinner, B.F. (1961). The Analysis
of Behavior. ny: McGraw–Hill. (isbn 07-029565-4)

# Ledoux, S.F. (2002). Origins and Components of
Behaviorology—Second Edition. Canton, ny: ABCs.
(isbn 1-882508-08-4])

# Ledoux, S.F. (2002). Study Questions for Origins and
Components of Behaviorology—Second Edition. Canton, ny:
ABCs. (isbn 1-882508-09-2)

Note #4: After being in print for about 40 years, the Hol-
land and Skinner (H&S) book went out of print in 2001.
It was in print so very long because it was so very effective
in teaching its contents to readers. This was because it was
comprehensively designed and thoroughly tested (and re-
vised) as a completely programmed text that taught read-
ers the laws of behavior by applying those very same laws.
(No other programmed textbook has reached this level.)
This course uses it because it is still the very best intro-
duction to basic behaviorological methods, principles,
and practices even though it has some terminology prob-
lems, being written, as it was, during the period when the
natural science of behavior, as behavior analysis, and the
discipline of psychology were sharing their histories.

When H&S went out of print, its copyright went to
the B.F. Skinner Foundation. If you cannot locate a copy,
contact the course professor or ledoux@canton.edu or
tibi for assistance. (You can work on the MM book as-
signments while locating a copy...)

You can order the required books through the pub-
lishers, including ABCs at ‒‒‒. You may also or-
der these books through the online bookstore at
www.behavior.org which is the web site of the Cambridge
Center for Behavioral Studies. Parts of two of these books
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(the “Origins” book and its study question book) carry
over as part of the materials for the next course in the
two–course introductory behaviorology sequence (de-
scribed in Note #3).

Also, this course is grounded in the Shaping Model of
Education which is informed by behaviorological science
(rather than the Presentation Model of Education which
is informed by psychology). In the Shaping model, teaching
is not seen as mostly talking (nor is learning seen as mostly
listening). Instead, teaching is the scientifically grounded
design, arrangement, and application of educational ma-
terials, methods, and contingencies in ways that generate
and maintain small but continuously accumulating behav-
iors the short and long range consequences of which are
successful in producing an ever wider range of effective
responding (i.e., learning) on the part of the student.

Grades
Grading policy does not involve curves, for you are

not in competition with anyone (except perhaps your-
self ). That is, all students are expected to produce the
academic products demonstrating that they have, indi-
vidually, achieved at least mastery of the subject matter, if
not fluency. Therefore, all students are expected to earn
an  or a  (although inadequate products will produce a
lower result that requires remediation before it can be-
come a passing grade). Also, all students will receive the
grades they earn. This holds even if the expectation for
which the course is designed—that all students earn As—
is met: If all earn As, then all receive As.

Passing grades are limited to  and , and are earned
according to the amount of assigned work that is success-
fully completed:

# Earning an a consists mainly of satisfactorily com-
pleting 90% or more of the work on all assignments.

# Earning a b consists mainly of satisfactorily com-
pleting more than 80% of the work on all assignments
(but not more than 90% on them).

For convenience a point–accumulation system is in-
voked to keep track of progress through the course. Each of
the three assignments on The Millennium Man and its study
questions is worth 40 points, for a total of 120 points.
Each of the assignments on the 14 Parts of the H&S book
is worth 20 points for a total of 280 points. And each of
the seven assignments on the Origins book readings and
their study questions is worth 30 points, for a total of 210
points. The web–log assignment is worth 90 points. This
provides a grand total of 700 possible points. The grade
that you receive is partly based on the percentage of these
possible points that you actually earn.

However, point accumulation is not the grade deter-
miner but is merely used as a convenient way to track
progress on the presumption that all course tasks are in
progress. This is because doing work on all of the tasks for

the course is the more relevant determiner of grades than is
the accumulation of points. (For example, a student who
tries to accumulate just enough points, on some easier
tasks, to get a b—while ignoring other course tasks—
would not that way actually meet the criteria for a b and
so would have to continue and complete all the required
work satisfactorily to earn one of the passing grades.)

Also, students should expect to be asked occasionally
to complete various test–like assessments. The level of suc-
cess on these assessments helps gauge the extent to which
the work on the course assignments is actually producing
the learning implied by the completion of that work.

These practices are in place because the scientific re-
search–data based Shaping Model of Education recognizes
the student/professor relationship as a professional relation-
ship in which coercive practices (i.e., aversive educational
practices) are seen as inappropriate (so long as extreme con-
ditions do not exist making such practices unavoidable). In-
stead, the more effective, efficient, and productive
non–coercive practices of carefully designed and sequenced
assignments emphasizing added reinforcement for timely
work well done is generally seen as more appropriate. So,
your effort and cooperation are expected and presumed;
please do not disappoint either your professor or yourself.

About Using the Texts & Study Question Books
Unless specified otherwise, you need to write out your

answers in longhand. The reason you are to write out your
answers by hand is that this type of verbal response brings
about more learning than merely saying—or even typ-
ing—the answer. This is because—as taught in another,
advanced behaviorology class (i.e.,  : Verbal Be-
havior I)—writing the answer in longhand involves both
point–to–point correspondence and formal similarity be-
tween the stimuli and the response products of the answer.

The Millennium Man Book
The Millennium Man (MM) is a short novel featuring

a natural–science perspective on viewing, and dealing
with, behavior. While it is basically a work of fiction, it
makes use of many facts from a range of arts and sciences.
It was designed to be enjoyable. It was also designed to
develop critical thinking skills and to improve attitudes
toward learning and the educational process.

The author wrote this novel for many reasons and for
readers of many ages. One of the reasons was to help
readers become more aware of certain aspects of art his-
tory, especially some interconnections between art and
science. Another reason was to help readers become more
aware of the multitude of beneficial scientific and techno-
logical advances, from a wide range of natural science and
engineering disciplines, that accumulated in the twenti-
eth century after many centuries of far less development.
Yet perhaps the most significant reason was to help read-
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ers become more aware of the many similar advances
from a particular scientific and engineering discipline
that itself arose in the twentieth century, the natural sci-
ence of behaviorology (for which the author uses the
older and less accurate name: behavior analysis). This
natural–science perspective on behavior is a significant al-
ternative to the mysticism–based perspective presented
by traditional psychology; thus it is important to know
about it, and the MM book introduces it well.

The H&S Book
The Holland and Skinner (H&S) book is a book that

teaches the laws of behavior by using those laws to teach
them. The authors wrote this book to accomplish that
task and succeeded so well that the book has been used as
a first textbook in this science for over 40 years!

After all of the textbooks for this course are described,
but before the Assignment Sequence section, you will find an
extensive set of guidelines on “How to Use the H&S Text.”
H&S assignments are provided in the Assignment Sequence
section. Submit your work according to the method
specified in the Submitting Your Work section.

The Origins Book
Origins and Components of Behaviorology (the Origins

text) is a book comprised of a dozen or so papers, of
which seven (a little over half of the book) will be used in
this course. These papers introduce and exemplify the
broader discipline whose basic principles and practices
are introduced in this course. (Other parts of this book
carry over as parts of the next course in the two–course
introduction to behaviorology sequence.)

The Study Question Books
The Origins text and the Millennium Man text each

have a book of study questions. These were prepared to
help you expand your behavior repertoire based on the
material in each textbook. You are to complete each
textbook’s study questions in the sequence assigned be-
cause learning occurs when reinforced responses are made
(like writing question answers), especially responses that
automatically provide their own reinforcing conse-
quences (like being right) as does writing out study ques-
tion answers correctly. You complete the assigned study
questions, after reading the chapter through, by writing out
the answer to each question when you come to it as you
reread the chapter. You write out the answers right in the
Study Question book. Write out your answers in full sen-
tences that incorporate the questions. Check all your an-
swers. And make any corrections that you find you need
to make as you review and learn the material.

Most study question books start with a section titled
To the Student and Teacher. Read this section first! It
explains more on how to do the study questions success-

fully. (You will also find it helpful to mark the number of
each study question in the margins of the text at the
location of the study question’s answer.) Study question
assignments are provided in the Assignment Sequence sec-
tion. Submit your work according to the method speci-
fied in the Submitting Your Work section.

Note #5: Since you are to write out your answers to the
study questions directly in the study question books, you
need to have your own study question books. To assure
that this is followed by everyone equally, you need to fill
out and send in to your professor (by regular postal mail)
the original ownership forms in the rear of your ABCs–
published study question books.

The Web–Log Assignment
This written assignment requires you to create a five

to six page typed log (like a diary) from a three to four hour
visit (although not necessarily all at the same time) to the
various pages on www.behaviorology.org which is the tibi
web site. Your log should include not only the times, vis-
ited page names, visited page sequences, and page–visit
durations, but also your account of the best things you
learned at these sites, plus any interesting discoveries wor-
thy of return visits. You may begin this assignment any-
time after completing the H&S book. You should submit
this assignment before you finish the Origins text (which
allows a period of four to five weeks). Submit your work
according to the method specified in the Submitting Your
Work section.

Submitting Your Work
Different assignments have different work submission

methods. These only apply if you are taking the course
for  credit. (Any addresses and phone/fax numbers
that you may need will be clarified upon enrollment.)

To submit your H&S answers and study question an-
swers, which must be hand–written, you can scan and fax
to your professor the pages that have your answers for
each assignment. However, your professor would prefer
that you photocopy those pages and send them to your
professor by regular postal mail.

To submit your web log, you may email your work to
your professor (but do not use email attachments). Or,
you may scan and fax it to your professor. However, your
professor would prefer that you print out your work (al-
though it too may be handwritten), photocopy it, and
send it to your professor by regular postal mail.

In all cases, you are to keep the original of your work.
This insures against loss and enables you and your profes-
sor to communicate about your work (as you will then
both have an identical copy). Note, however, that for
study question answers, email and email attachments are
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neither reliable enough, nor identical enough, for this
purpose, so they are not to be used for this purpose.

Your work will be perused and points will be allo-
cated according to the quality of your work. Should any
inadequacies be apparent, you will be informed so that
you can make improvements. While sometimes your pro-
fessor will provide a metaphorical pat on the back for a
job well done, if you do not hear of any inadequacies,
then pat yourself on the back for a job well done even as
you continue on to the next assignment.

Guidelines for Using the H&S Text Successfully
These guidelines, which are about using the H&S

(Holland and Skinner) text: The Analysis of Behavior, are
needed because this book is not a typical book. Rather, it
is a program of instruction in book form. Originally writ-
ten for an early teaching machine—predating comput-
ers—this program is a successful applied example of the
natural science that it teaches. To ensure its effectiveness,
the authors thoroughly researched and tested the pro-
gram with regular, undergraduate students prior to pub-
lication. Evidence for this effectiveness can be seen in the
continuing demand for the book by professors which has
kept it in print since 1961. That demand occurs because,
as a result of completing the book, students acquire an
extensive repertoire in the fundamentals of the natural
science of behavior. Indeed, this book’s success was an
important factor leading to an extensive movement in
programmed instruction in many disciplines and in
many geographical areas worldwide. (That movement is
now limited to those who are willing to do all the work
needed not only to write a program but also to research
and validate the program’s effectiveness—such as in the case
of today’s effective computer instructional programs.)

To learn more about why this book is effective, and
how to use it, read both the To the Instructor and To the
Student sections (which start on pages v and vii respec-
tively). Since this book covers fundamental laws of be-
havior that have not changed, it remains up–to–date for
those laws. (To bring students up to date on progress
since its publication, today’s professors combine its use
with other sources.)

In the time since publication in 1961, some significant
disciplinary changes have taken place. As a result, the ref-
erences in the To the Instructor and To the Student sec-
tions to “psychology…the analysis of behavior” have
become somewhat inaccurate. For that reference im-
plies—perhaps adequately then but inadequately now—
that the analysis of behavior is, or is part of, psychology.
Today, neither of these is the case, at least in the West.
The problem stems from the book’s being published near
the end of what can now be seen as a period of 30 to 40
years in which psychology and the natural science analy-
sis of behavior shared, under the psychology label, their

academic departments and history. That is, Western psy-
chology (which is a discipline of fundamentally mystical
explanations of behavior because it allows non–natural
events in its explanations) and what was called behavior
analysis or, now, behaviorology (which is a discipline of
strictly naturalistic explanations of behavior because it
disallows non–natural events in its explanations) shared
their history from the 1930s through the 1960s. However,
the incommensurable differences between Western psych-
ology and behaviorology have gradually led, since then,
to recognition of their status as separate disciplines.

However, there is no need to change those uses of the
term psychology in the H&S book since what this book
reports did arise during the shared history, and so is a part
of the history of both disciplines. What is needed is this
direction of update: Many advances and developments in
the natural science of behavior (i.e., what the authors call
The Analysis of Behavior) have occurred since publica-
tion in 1961. These advances have been little reported in
Western psychology (and so cannot be reasonably seen as
ongoing advances in that discipline). Furthermore, these
advances have been fully reported in behavior analysis/be-
haviorology (and so are to be reasonably seen as ongoing
advances in that natural science). Thus, the continuity
between this book and subsequent advances resides with
the developments occurring in behavior analysis/behav-
iorology. (See Ledoux, 2002, for further details about the
shared history. See Fraley & Ledoux, 2002, for extensive
details on disciplinary differences and developments. Ref-
erences are at the end of the syllabus.)

More How–to–Use Details
The details provided here presume that the To the

Student section has already been read. Using the book
according to that section and these notes and procedures
will increase the efficiency with which a student’s reper-
toire is effectively expanded; the student is unlikely to
need repeating part of the book if she or he follows these
procedures. He or she will get it right the first time. Here
are the detailed “how–to–use” procedures:

# Be clear on the difference between Parts and Sets.
The book has 14 Parts, and each Part contains two or
more Sets. There are 53 Sets altogether. The Parts are
numbered with Roman numerals while the Sets are num-
bered with Arabic numerals. (And each Set contains
many, many individual Frames which will soon be de-
scribed.) The distinction is important because the course
assignments involve Parts, not Sets. If you are not clear
on the difference, and so only cover Sets 1 and 2 (pages 1–
13), rather than Parts I and II (i.e., Sets 1 through 11; pages
1–71), for the first assignment, you will miss lots of mate-
rial that needs to be completed before the next assign-
ment. Note that there is no need to test your knowledge,
other than to track your successful completion of the as-
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signments, because one cannot successfully progress
through later Parts/Sets without first having mastered the
material in all earlier Parts/Sets, for later material pre-
sumes, uses, and builds upon the earlier material. (In-
deed, you may be occasionally asked to complete a Set in
a classroom or other supervised setting, because complet-
ing a Set in a supervised setting to the usual high stan-
dard will demonstrate that you yourself must indeed have
completed the prior sets successfully also, since compre-
hending them would be the needed foundation for success
in the supervised Set. In this way you would be assuring that
you yourself are properly doing the work you turn in, and
that you yourself are benefiting from that work.)

# Each Set is made up of frames that have a word or
phrase missing. You read each frame and, based on expe-
rience with previous frames, provide a response for the
missing part of the frame. To do this, you follow the
numbers. That is, you do not read down the page as is the
usual fashion. Rather, you read the frames in the order in
which they are numbered, which means you read across
each page, page after page, at the same level, until in-
structed to turn back to a particular page and drop down
to the next level. Each frame and its corresponding an-
swer box (which is usually on the next page) has the same
number, and you follow them in sequence. (The num-
bers have two components: the Set number followed by
the frame/answer box number. So 25–18 would be Set 25,
frame or answer box 18.)

# Note that each Set is titled at the top of its first page,
but the first frame of the Set is on the top of the next page.
For example, Set 1 is titled on the top of page 1, but frame
1–1, the first frame in Set 1, is on the top of page 2.

# Note also that some Sets have an exhibit page, be-
fore their first page, to which you will need to refer while
doing the Set. For example, while Set 3 is titled on page
15, an exhibit needed for the Set appears on page 14.

# Here is the basic procedure: (a) Read the frame.
(b) Form your response for the missing part of the frame.
(c) Write down your response by hand on the page of a
notebook you have just for this purpose. (Put only the
Set number at the top of the page for the Set, and then
put one answer–response on each line of the page. You
need not bother to put any line, frame, or answer num-
bers on your notebook pages.) (d) Turn to that frame’s
answer box and check your response with the correct re-
sponse in that box. (e) Either go on to the next frame (if
your response was correct) or cross out your response and
write the correct response while rereading the frame (if your
response was incorrect). Do not write in you book as of-
ten there is insufficient room for the correct answer. Also,
do not write out the contents of the frame!

# You really must cross out an incorrect answer and
write the correct one next to it while/after rereading the
frame. If you do not do so, then you are most likely to

have learned that incorrect answer. And then you will
have to unlearn it before later learning the correct answer,
and that is no fun at all!

# The program works by providing you with the oc-
casion to make responses that can then get learned
through the consequences provided by seeing the correct
response after writing your own response. Thus, peeking
ahead to see the correct response before writing out your
own response will not help you; in fact, peeking ahead
will prevent you from learning. It is imperative that you
understand this danger of peeking ahead! If you peek
ahead, what you then write will not be the product of a
response that would be learned by seeing the correct answer
after writing; peeking ahead will only necessitate redoing
the material so that the required progress can be made.

# As you turn each page, the left side of the book is
either blank or looks up–side–down. Actually, what you
are seeing is pages from the second half of the book;
when you get to the end of Set 24, you turn the book
over and proceed back with Set 25, etc.

# Making, on average, one or two incorrect responses
(that you then correct) in every ten is typical and accept-
able even for students earning an a. However, if you find
that you are, on average, providing incorrect responses on
three or more frames out of ten, then you need to verify
that you are following all the procedures, and check with
your professor. You do not want to learn the material in
some Sets weakly because all the Sets that come after that
will be more difficult to master.

# The title box for each Set includes an estimated
time that is reasonably realistic when the program is pre-
sented on a teaching machine. You will probably find
that using the book to cover the Sets takes a little more
time (e.g., when using the book, Set 1 may take 30 min-
utes rather that the estimated 23 minutes). The estimated
times for all the Sets totals less than 15 hours; you can
probably expect to spend more like 25 hours overall, or
about 1.5 to 2 hours average on each Part, as you go
through the book. If English is not your first language,
then perhaps you may need 3 hours for each part. (With
two Parts assigned each week, that would be about the
right amount of time and work for each week of a course.)

# Due to the focused nature of your interaction with
the material in this book, you will probably find yourself
more aware of the time you spend on this book in com-
parison with your awareness of time spent in normal
reading of a regular textbook. Do not let this deter you
from putting in as much time as you need to master the
book’s material.

# Here are some extras and reminders: The more
fluently (thoroughly) you master earlier Sets, the more
easily you will master later Sets. Remember to consider
the whole of each frame, and not just the blank, because
the rest of the frame is preparing the foundation for suc-
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cess with future frames. Concepts are usually used in
different ways across several frames before any frame asks
you to provide that concept as a response. Indeed, if you
find a frame difficult, or making a response difficult, then
go back and repeat/review the last few frames; doing that
will often provide the assistance you need just then. And
always write a response before going to the answer; (a) you
will be correct more often than you might suspect, (b) a
correcting consequence for a wrong answer can keep you
from learning the wrong answer but if you have made no
answer response then you can learn nothing, and
(c) similarly, seeing a correct answer without having
made a response can condition peeking which does not
teach you anything of value.

If your response was correct but you were not confident
about it (i.e., you guessed) then back up a few frames to
find out why that response is correct. Similarly, when you
are wrong, make sure you know why your response was
not correct, and figure out what made you think you were
correct. You may feel that doing these things will slow
you down, but they are a part of doing it right the first time.
You will be much happier following these procedures
than you will be having to repeat several Sets because you
did not follow them and so find yourself inadequately
prepared to continue and succeed with later Sets.

# Also, studying after midnight is usually a waste of
time because so little is actually learned under that circum-
stance, in spite of all your effort. Similarly, avoid studying
for hours and hours continuously; instead, take a short
(five or ten minute) break during each hour of study.

# If you follow these guidelines, you will learn the
contents of the Sets well. Then the later Sets in the book
will be just as easy for you as the early Sets are, since you
will be well–prepared for them.

Other General Comments
Again, this book teaches by applying the same laws of

behavior that it is teaching. It uses numerous small steps
that are immediately consequated through the added
reinforcement of correct–answer presentation, and the steps
successfully build on each other, accumulating to form a
large, new part of your behavior repertoire that you can
apply beneficially in numerous areas of human concern.

Caution: Still, for all its efficiency and effectiveness,
many people do not find reading the H&S book to be an
enjoyable endeavor. Probably no one reads it twice, and
few would read it the first time unless they are required to
do so as part of a course. Nonetheless, the success—over
the last few decades—of the students who have read this
book demonstrates that you will learn more from reading
this one book than you would from reading two or three
ordinary textbooks. (Or, to put it another way, to get the
same amount of knowledge, you would have to read an

ordinary textbook two or three times over; now that
would likely be worse than reading this book once!)

Assignment Sequence
Students should work their way through the course

by reading and studying the texts and materials, and
sending in their work for each assignment. The slowest
reasonable self–pacing of the coursework (presuming a
typical 15–week semester) is this sequence which can be
used as a check–off list:

Week 1: The MM novel and study questions, Chs. 1–7.
Week 2: The MM novel and study questions, Chs. 8–14.
Week 3: The MM novel and study questions, Chs. 15–22.
Week 4: Parts I & II of H&S.
Week 5: Parts III & IV of H&S.
Week 6: Parts V & VI of H&S.
Week 7: Parts VII & VIII of H&S.
Week 8: Parts IX & X of H&S.
Week 9: Parts XI & XII of H&S.
Week 10: Parts XIII & XIV of H&S.
Week 11: The Origins book, (a) the Terminology paper (on

pages 199–204, with the study questions on pages
47–49 [of the Origins–Study Questions book]),
and (b) the China Eyes paper (on pages 297–302
(with the study questions on pages 63–65); also,
begin the Web–Log assignment.

Week 12: The Origins book, (c) the Philosophy of Science
paper (on pages 25–32, with the study questions
on pages 11–13), and (d) the Adventitious Con-
trol paper (on pages 303–306, with the study
questions on pages 66–68).

Week 13: The Origins book, (e) the Introduction to Be-
haviorology Origins paper (on pages 3–24, with
the study questions on pages 1–9).

Week 14: The Origins book, (f ) the Multiple Operants
paper (on pages 205–241, with the study ques-
tions on pages 50–54).

Week 15: The Origins book, (g) the Therapy paper (on pages
243–258, with the study questions on pages 55–
58); also, finish the Web–Log assignment.

Do the assignments in this sequence, even if you do them
at a faster pace than the pace presented here. If you go
slower than this schedule, assignments could easily back
up on you to the point where insufficient time remains to
complete them in a satisfactory manner.

Note #6: Be sure that everything you submit is readable and
contains your name!

Note #7: The usual higher education workload expecta-
tion for a course is about 150 hours. (The typical face–to–
face course features about 50 in–class contact hours with
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the university expecting about 100 more hours of addi-
tional study at the average rate of about two hours out of
class for each hour in class.) This can be accomplished at
rates ranging from about 50 hours per week over three
weeks to about ten hours per week over the typical 15
weeks of a semester. Of course, some students may take a
little less than 150 hours, while others may take more
than 150 hours, to do the work to the same acceptable
and expected standard.

You can—and are encouraged to—go through the
assignments as rapidly as your schedule allows. This
could mean spending a typical 15 weeks on the course. Or
it could mean doing the whole course in as little as—but
not in less than—three weeks, as one would progress
through the single allowed course in a three–week sum-
mer school term. That is, you could work on the course
anywhere from minimum part–time (i.e., at the rate of
about ten hours per week, as described in the Assignment
Sequence section) to maximum full–time (i.e., at the rate
of about 50 hours per week).

If you are to be successful, you need to exercise some
self–management skills by starting immediately and
keeping up a reasonable and steady pace on the course
work. You need to do this because your professor will not
be reminding you that the products of your work are due;
all the course work is set forth in this syllabus and so is
automatically assigned. You are expected to follow
through on your own. You need to set an appropriate
pace for yourself (or accept the pace in the Assignment
Sequence section) and adhere to that pace, and thereby
get the sequence of assignments done and submitted to
your professor. This will assist your success.

At various points in the course, you will be provided
with feedback about your work. Upon completing all the
coursework, you will be provided with your earned grade.
(The grade is provided solely for the person whose work
earned the grade.) We at tibi are sure that the outcomes
of your efforts to study this aspect of behaviorological sci-
ence will benefit both you and others, and we encourage
you to study further aspects."
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TIBI Online Syllabus for
BEHG 102: Introduction

to Behaviorology II

Stephen F. Ledoux
SUNY–Canton

[This is another installment in the series of syllabi for
’s online courses. Each syllabus appears in Behaviorology
Today basically in the same form as it appears online. The
series continues whenever there are syllabi that have yet to
be printed, or that require reprinting due to substantial
revisions. Locate additional syllabi through the Syllabus
Directory at the back of the most recent issue.—Ed.]

$ote #1: This syllabus contains some notes that supple-
ment the more traditional syllabus parts. Each note is
numbered for convenient reference. Some notes, like this
one, have multiple paragraphs.

This syllabus is a long document. It is longer than a syl-
labus for a face–to–face course as it contains material that
the professor would otherwise cover in person. Hence it
was designed to be printed out for reading! Furthermore, it
was designed to be used as a task check–off list. Please
print it out and use it these ways.

The only activity in this course for which you might
need access to a computer, before the web–log, is to print
this syllabus as a reference for how this course works so
you can follow the directions to complete this course.
This is a matter of access, student access to education, so
that everyone who wants this course can take it regardless
of whether they own several computers or only have ac-
cess to one in their local library or in a friend’s home.

Students can, if they wish, study the topics of this
course free of charge, perhaps to fulfill their own inter-
ests. They would do so simply by completing the activi-
ties described in this syllabus.

Students can also study the topics of this course for
 (The International Behaviorology Institute) credit,
perhaps toward a  certificate. They would do so by
paying the necessary fee to be assigned a professor to pro-
vide feedback on, and assessment of, their efforts. (This
course is part of several  certificates, including the
Behavior Literacy Certificate and the Effective Autism
Intervention Certificate. Visit www.behaviorology.org or
contact  for details.)

Also, students can study the topics of this course for
regular academic credit; they would do so by contacting
any accredited institution of higher education that offers
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labi for the asynchronous versions—on the faculty web
page of the professor who teaches them (which currently
is Dr. Stephen F. Ledoux; click Ledoux in the faculty di-
rectory at www.canton.edu).

Course Objectives
The main objective of this course is to expand the

student’s behavior repertoire measurably in relevant areas of
behaviorological course content. The student will discuss
and, as appropriate, apply:

# ABC analysis and measurement methodology;
# Technologies to increase behavior frequency;
# Technologies to decrease behavior frequency;
# Technologies to establish discriminations;
# Technologies for generalization and maintenance;
# Technologies to change respondent behavior;
# Ethics in applying behaviorological technologies;
# Historical developments and trends;
# Self–control and complex cases.

Additional Objectives
# Successful,  earning students will use (at an accu-

racy level of % or better) basic disciplinary terminol-
ogy when discussing the general contents, problems,
methods, theories, and practices—and their applica-
tions—of the natural science and technology of behavior.

# Such successful students will also ask questions,
seek answers, converse about, and act on the uses and
benefits of this discipline for humanity.

# Such successful students will also behave more effectively
in other ways with respect to themselves and others.

Required Materials (in their order of use)
# Chance, P. (). First Course in Applied Behavior

Analysis. Pacific Grove, : Brooks/Cole.
# Ledoux, S.F. (). Origins and Components of Be-

haviorology—Second Edition. Canton, : ABCs.
# Ledoux, S.F. (). Study Questions for Origins

and Components of Behaviorology—Second Edition.
Canton, : ABCs.

Note #4: You can order the required books through the pub-
lishers, including ABCs at ‒‒‒. If you took
the first course in the two–course introductory behav-
iorology sequence (described in Note #), then you al-
ready have the last two of these books. You may also
order these books through the online bookstore at
www.behavior.org which is the web site of the Cambridge
Center for Behavioral Studies.

Also, this course is grounded in the Shaping Model of
Education which is informed by behaviorological science
(rather than the Presentation Model of Education which
is informed by psychology). In the shaping model, teaching
is not seen as mostly talking (nor is learning seen as mostly

behaviorology courses accepted by , such as the State
University of New York at Canton (–Canton) at
www.canton.edu which is –Canton’s web site. At
–Canton this course is offered as SSCI 345: Applied
Science and Technology of Behavior. T automatically ac-
cepts  or  grades from the academic–credit version of
this course as equivalent to its own course toward its cer-
tificates (and  and  academic–credit grades can be
remediated through  for  credit; contact  for
details). Alternatively, the work done completing the
course through  may make taking the course for aca-
demic credit easier; ask the professor who teaches –
Canton’s equivalent course about this.

The parts of this syllabus cover many topics. While
the headings may be different, these include (a) the course
content and objectives, (b) the text, study, and assessment
materials, (c) the grading policy, (d) the necessary work–
submission methods and professor feedback, and (e) the
study–activity sequence and completion timelines.

Note #2: The prerequisite (or corequisite) for this course
is  : Introduction to Behaviorology I. If you have
not had this prerequisite course (or its academic–credit
equivalent:  : Introduction to the Science and
Technology of Behavior, from –Canton), you need
to take it either before taking the current course, or at the
same time as you take the current course.

Course Description
BEHG 102: Introduction to Behaviorology II. Introduc-

tion to Behaviorology is a two–course sequence for both
majors and non–majors. This second course of that se-
quence introduces the student to the basic behavior/envi-
ronment engineering applications of behaviorological
principles and techniques to the prevention and solution
of mild to moderate (non–incapacitating) behavior prob-
lems in the most common settings (e.g., homes, schools,
businesses, and institutions) along with analyses of the
accessible independent variables of which these behaviors
are a function as discovered by the natural science of be-
havior. Also considered are (a) the historical circum-
stances leading to these applications, (b) the value in
design over accident or chance in the control of indi-
vidual behavior and cultural practices, and (c) the place
of ethics in considering and solving behavior problems.

Note #3: The first course in the two–course sequence is
 : Introduction to Behaviorology I. (The equiva-
lent –Canton course is  : Introduction to the
Science and Technology of Behavior). To check out other
behaviorology courses offered by , visit their locations
on the  web site (www.behaviorology.org). To check
out other behaviorology courses offered by suny–Canton,
see the list and descriptions—and in some cases, the syl-
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listening). Instead, teaching is the scientifically grounded
design, arrangement, and application of educational ma-
terials, methods, and contingencies in ways that generate
and maintain small but continuously accumulating behav-
iors the short and long range consequences of which are
successful in producing an ever wider range of effective
responding (i.e., learning) on the part of the student.

Grades
Grading policy does not involve curves, for you are

not in competition with anyone (except perhaps your-
self ). That is, all students are expected to produce the
academic products demonstrating that they have, indi-
vidually, achieved at least mastery of the subject matter, if
not fluency. Therefore, all students are expected to earn
an  or a  (although inadequate products will produce a
lower result that requires remediation before it can be-
come a passing grade). Also, all students will receive the
grades they earn. This holds even if the expectation for
which the course is designed—that all students earn As—
is met: If all earn As, then all receive As.

Passing grades are limited to  and , and are earned
according to the amount of assigned work that is success-
fully completed:

# Earning an  consists mainly of satisfactorily com-
pleting % or more of the work on all assignments.

# Earning a  consists mainly of satisfactorily com-
pleting more than % of the work on all assignments
(but not more than % on them).

For convenience a point–accumulation system is in-
voked to keep track of progress through the course. Each of
the  assignments (one on each of the  chapters) in the
Chance book is worth  points, for a total of  points.
Each of the seven assignments on the Origins book read-
ings and their study questions is worth  points, for a
total of  points. And the web–log assignment is worth
 points. This provides a grand total of  possible
points. The grade that you receive is partly based on the
percentage of these possible points that you actually earn.

However, point accumulation is not the grade deter-
miner but is merely used as a convenient way to track
progress on the presumption that all course tasks are in
progress. This is because doing work on all of the tasks for
the course is the more relevant determiner of grades than
is the accumulation of points. (For example, a student who
tries to accumulate just enough points, on some easier
tasks, to get a —while ignoring other course tasks—
would not that way actually meet the criteria for a  and
so would have to continue and complete all the required
work satisfactorily to earn one of the passing grades.)

Also, students should expect to be asked occasionally
to complete various test–like assessments. The level of suc-
cess on these assessments helps gauge the extent to which

the work on the course assignments is actually producing
the learning implied by the completion of that work.

These practices are in place because the scientific re-
search–data based Shaping Model of Education recog-
nizes the student/professor relationship as a professional
relationship in which coercive practices (i.e., aversive
educational practices) are seen as inappropriate (so long
as extreme conditions do not exist making such practices
unavoidable). Instead, the more effective, efficient, and
productive non–coercive practices of carefully designed
and sequenced assignments emphasizing added reinforce-
ment for timely work well done is generally seen as more
appropriate. So, your effort and cooperation are expected
and presumed; please do not disappoint either your pro-
fessor or yourself.

About Using the Texts & Study Question Books
Unless specified otherwise, you need to write out

your answers in longhand. The reason you are to write
out your answers by hand is that this type of verbal re-
sponse brings about more learning than merely saying—
or even typing—the answer. This is because—as taught
in another, advanced behaviorology class (i.e.,  :
Verbal Behavior I)—writing the answer in longhand in-
volves both point–to–point correspondence and formal
similarity between the stimuli and the response products
of the answer.

The Chance Book
The Chance book introduces the basic techniques and

general applications of the natural science of behavior,
behaviorology. (The author has made this book look
mostly like a behavior analysis book for historical reasons as
discussed in the “Introduction to Behaviorology Origins”
paper covered in the prerequisite course.) Read all sec-
tions of every chapter in the book (including the substan-
tive endnotes, but not the list of recommended readings)
according to the assigned schedule, and answer all of the
questions that are in all of the exercises (including the
practice quiz) at the end of each of those chapters. Wher-
ever possible, write your answers right in your book;
check all your answers; and make and learn any correc-
tions that you find you need to make when you are re-
viewing the chapters. Chance book assignments are
provided in the Assignment Sequence section. Submit your
work according to the method specified in the Submitting
Your Work section.

The Origins Book
Origins and Components of Behaviorology (the Origins

text) is a book comprised of a dozen or so papers, of
which five (about half of the book) will be used in this
course. These papers introduce the history of, and exem-
plify, behaviorology’s basic principles/techniques and
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general applications that are covered in this course. (The
other parts of this book were used in the first course in
the two–course introduction to behaviorology sequence.)

The Origins Study Question Book
The Origins study questions were prepared to help

you expand your behavior repertoire based on the mate-
rial from each of the papers in the Origins book. You are
to complete each paper’s study questions in the sequence
assigned because learning occurs when reinforced re-
sponses are made (like writing question answers), espe-
cially responses that automatically provide their own
reinforcing consequences (like being right) as does writ-
ing out study question answers correctly. You complete
the assigned study questions, after reading the chapter
through, by writing out the answer to each question when
you come to it as you reread the chapter. You write out the
answers right in the Study Question book. Write out your
answers in full sentences that incorporate the questions.

The study questions book starts with a section titled
To the Student and Teacher. Read this section first! It
explains more on how to do the study questions success-
fully. (You will also find it helpful to mark the number of
each study question in the margins of the textbook at the
location of the study question’s answer...) Study question
assignments are provided in the Assignment Sequence sec-
tion. Submit your work according to the method
specified in the Submitting Your Work section.

Note #5: Since you are to write out your answers to the
study questions directly in the study question book, you
need to have your own study question book. To assure
that this is followed by everyone equally, you need to fill
out and send in to your professor (by regular postal mail)
the original ownership form in the rear of your study
question book. (You may have already sent in your own-
ership form for the Origins–study questions book when
you took the prerequisite course.)

The Web–Log Assignment
This written assignment requires you to create a three

to five page typed log (like a diary) from a one to two
hour visit to each of three specific web sites. The three
sites you are to visit are Glenn Latham’s Parenting Pre-
scriptions site (www.parentingprescriptions.com), the
Cambridge Center for Behavioral Studies site
(www.behavior.org), and the Los Horcones Community
site (www.loshorcones.org.mx). Your log should include
not only the times, visited page names, visited page se-
quences, and page–visit durations, but also your account
of the best things you learned at these sites, plus any in-
teresting discoveries worthy of return visits. You may be-
gin this assignment anytime after completing Chapter 
of the Chance book. You should submit this assignment

before you finish Chapter  of the Chance book (a period
of four weeks). Submit your work according to the
method specified in the Submitting Your Work section.

Submitting Your Work
Different assignments have different work submission

methods. These only apply if you are taking the course
for  credit. (Any addresses and phone/fax numbers
that you may need will be clarified upon enrollment.)

To submit your Chance book answers and the Origins
book study question answers, which must be hand–writ-
ten, you can scan and fax to your professor the pages that
have your answers for each assignment. However, your
professor would prefer that you photocopy those pages
and send them to your professor by regular postal mail.

To submit your web log, you may email your work to
your professor (but do not use email attachments). Or,
you may scan and fax it to your professor. However, your
professor would prefer that you print out your work (al-
though it too may be handwritten), photocopy it, and
send it to your professor by regular postal mail.

In all cases, you are to keep the original of your work.
This insures against loss and enables you and your profes-
sor to communicate about your work (as you will then
both have an identical copy). Note, however, that for
study question answers, email and email attachments are
neither reliable enough, nor identical enough, for this
purpose, so they are not to be used for this purpose.

Your work will be perused and points will be allo-
cated according to the quality of your work. Should any
inadequacies be apparent, you will be informed so that
you can make improvements. While sometimes your pro-
fessor will provide a metaphorical pat on the back for a
job well done, if you do not hear of any inadequacies,
then pat yourself on the back for a job well done even as
you continue on to the next assignment.

Assignment Sequence
Students should work their way through the course

by reading and studying the texts and materials, and
sending in their work for each assignment. The slowest
reasonable self–pacing of the coursework (presuming a
typical 15–week semester) is this sequence which can be
used as a check–off list:

Week 1: The Chance book, A Word to the Student & Ch. 1.
Week 2: The Chance book, Ch. 2.
Week 3: The Chance book, Ch. 3.
Week 4: The Chance book, Chs. 4 & 5 (and begin the

web–log assignment).
Week 5: The Chance book, Chs. 6 & 7.
Week 6: The Chance book, Chs. 8 & 9.
Week 7: The Chance book, Chs. 10 & 11.
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Week 8: The Chance book, Chs. 12 & 13 (and finish the
web–log assignment).

Week 9: The Origins book, Chs. 1, 2, & 3 of the Behav-
iorology Origins paper.

Week 10: The Origins book, Ch. 4 of the Behaviorology
Origins paper.

Week 11: The Origins book, Chs. 5, 6, & 7 of the Behav-
iorology Origins paper.

Week 12: The Origins book, the Curricula paper.
Week 13: The Origins book, the Behaviorology in China paper.
Week 14: The Origins book, the Online Change paper.
Week 15: The Origins book, the Afterword paper.

Do the assignments in this sequence, even if you do them
at a faster pace than the pace presented here. If you go
slower than this schedule, assignments could easily back
up on you to the point where insufficient time remains to
complete them in a satisfactory manner.

Note #6: Be sure that everything you submit is readable and
contains your name!

Note #7: The usual higher education workload expecta-
tion for a course is about 150 hours. (The typical face–to–
face course features about 50 in–class contact hours with
the university expecting about 100 more hours of addi-
tional study at the average rate of about two hours out of
class for each hour in class.) This can be accomplished at
rates ranging from about 50 hours per week over three
weeks to about ten hours per week over the typical 15
weeks of a semester. Of course, some students may take a
little less than 150 hours, while others may take more
than 150 hours, to do the work to the same acceptable
and expected standard.

You can—and are encouraged to—go through the
assignments as rapidly as your schedule allows. This
could mean spending a typical 15 weeks on the course. Or
it could mean doing the whole course in as little as—but
not in less than—three weeks, as one would progress
through the single allowed course in a three–week sum-
mer school term. That is, you could work on the course
anywhere from minimum part–time (i.e., at the rate of
about ten hours per week, as described in the Assignment
Sequence section) to maximum full–time (i.e., at the rate
of about 50 hours per week).

If you are to be successful, you need to exercise some
self–management skills by starting immediately and
keeping up a reasonable and steady pace on the course
work. You need to do this because your professor will not
be reminding you that the products of your work are due;
all the course work is set forth in this syllabus and so is
automatically assigned. You are expected to follow
through on your own. You need to set an appropriate
pace for yourself (or accept the pace in the Assignment

Sequence section) and adhere to that pace, and thereby
get the sequence of assignments done and submitted to
your professor. This will assist your success.

At various points in the course, you will be provided
with feedback about your work. Upon completing all the
coursework, you will be provided with your earned grade.
(The grade is provided solely for the person whose work
earned the grade.) We at tibi are sure that the outcomes
of your efforts to study this aspect of behaviorological sci-
ence will benefit both you and others, and we encourage
you to study further aspects.!

TIBI Online Syllabus for
BEHG 201:

Non–Coercive Child Rearing
Principles and Practices

Stephen F. Ledoux
SUNY–Canton

[This is another installment in the series of syllabi for
’s online courses. Each syllabus appears in Behaviorology
Today basically in the same form as it appears online. The
series continues whenever there are syllabi that have yet to
be printed, or that require reprinting due to substantial
revisions. Locate additional syllabi through the Syllabus
Directory at the back of the most recent issue.—Ed.]

$ote #1: This syllabus contains some notes that supple-
ment the more traditional syllabus parts. Each note is
numbered for convenient reference. Some notes, like this
one, have multiple paragraphs.

This syllabus is a long document. It is longer than a syl-
labus for a face–to–face course as it contains material that
the professor would otherwise cover in person. Hence it
was designed to be printed out for reading! Furthermore, it
was designed to be used as a task check–off list. Please
print it out and use it these ways.

The only activity in this course for which you might
need access to a computer, before the web–log, is to print
this syllabus as a reference for how this course works so
you can follow the directions to complete this course.
This is a matter of access, student access to education, so
that everyone who wants this course can take it regardless
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pline of behaviorology can provide to enhance their
knowledge and skills regarding caring for children in
effective, positive, pro–active, non–coercive, and loving
ways. These contributions include two broad areas:
(a) They include some methods applicable throughout
pre–adult years that encourage the prevention of the
common behavior problems of these years. Some com-
mon problems that can be avoided are associated with
bedtime, eating, dressing, shopping, and automobile
travel. Some methods to prevent these problems include
catch ’em being good, let kids help, monitor kids, orderly
routines, and time out and other forms of instructive dis-
cipline. (b) These contributions also include some meth-
ods applicable to helping distraught parents change
problem behaviors that are already occurring (i.e., cure
techniques, rather than prevention techniques). Other
topics include toilet training, language, intelligence, cre-
ativity, achievement, reading, Aircribs, and morality.

Note #3: To check out other behaviorology courses offered
by , visit their locations on the  web site
(www.behaviorology.org). To check out other behaviorol-
ogy courses offered by –Canton, see the list and de-
scriptions—and in some cases, the syllabi for the
asynchronous versions—on the faculty web page of the
professor who teaches them (which currently is
Dr. Stephen F. Ledoux; click Ledoux in the faculty di-
rectory at www.canton.edu).

Course Objectives
The main objective of this course is to expand the

student’s behavior repertoire measurably in relevant areas of
behaviorological course content. The student will discuss
and, as appropriate, apply:

# Origins and research foundations of advances in
scientifically informed child rearing practices;

# Scientifically informed practices with respect to spe-
cific concerns (e.g., self esteem, fussy babies, spanking, sib-
ling rivalry, tantrums, lying, thumb sucking, toilet training);

# Scientifically informed practices in various common
settings (e.g., home, store, playground);

# Long term benefits of scientifically informed prac-
tices (e.g., reducing child abuse, enhancing school suc-
cess, increasing loving relationships);

# Scientifically consistent recommendations for cases
in which all else fails.

Additional Objectives
# Successful, A earning students will use (at an accu-

racy level of % or better) basic disciplinary terminol-
ogy both when discussing behaviorological knowledge,
and when applying behaviorological skills, relevant to
parenting and child care.

of whether they own several computers or only have ac-
cess to one in their local library or in a friend’s home.

Students can, if they wish, study the topics of this
course free of charge, perhaps to fulfill their own inter-
ests. They would do so simply by completing the activi-
ties described in this syllabus.

Students can also study the topics of this course for
 (The International Behaviorology Institute) credit,
perhaps toward a  certificate. They would do so by
paying the necessary fee to be assigned a professor to pro-
vide feedback on, and assessment of, their efforts. (This
course is part of several  certificates, including the
Behavior Literacy Certificate and the Effective Autism
Intervention Certificate. Visit www.behaviorology.org or
contact  for details.)

Also, students can study the topics of this course for
regular academic credit; they would do so by contacting
any accredited institution of higher education that offers
behaviorology courses accepted by  such as the State
University of New York at Canton (–Canton) at
www.canton.edu which is –Canton’s web site. At
–Canton this course is offered as SSCI 135: Parenting
Knowledge and Skills. T automatically accepts  or 
grades from the academic–credit version of this course as
equivalent to its own course toward its certificates (and
 and  academic–credit grades can be remediated
through  for  credit; contact  for details). Al-
ternatively, the work done completing the course through
 may make taking the course for academic credit
easier; ask the professor who teaches –Canton’s
equivalent course about this.

The parts of this syllabus cover many topics. While
the headings may be different, these include (a) the course
content and objectives, (b) the text, study, and assessment
materials, (c) the grading policy, (d) the necessary work–
submission methods and professor feedback, and (e) the
study–activity sequence and completion timelines.

Note #2: You may take this course without a prerequisite
even though it is listed as having both   and 
 (the introduction to behaviorology sequence) as pre-
requisites. That listing was designed to show the preferred
course sequence based on the relation among these three
courses: the basic science principles ( ), followed
by the applications of the principles to general concerns
( ), and then the application of the principles to
the specific area of child care ( ), an area of interest
to many sectors of society.

Course Description
BEHG 2o1: Non–Coercive Child Rearing Principles

and Practices. This course introduces students of any age
and interest to the scientific contributions that the disci-
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# Latham, G.I. (). Behind the Schoolhouse Door:
Eight Skills Every Teacher Should Have. Logan, : P&T ink.

# Latham, G.I. (). Management, Not Discipline:
A Wake–up Call for Educators. Logan, : P&T ink.

# Latham, G.I. (). Behind the Schoolhouse Door:
Managing Chaos with Science, Skills, and Strategies. Lo-
gan, : P&T ink. (This book combines Behind the
Schoolhouse Door… and Management, Not Discipline…)

Dr. Latham is not the only author of quality materials on
these topics. However, his peers have judged his work to be
the very best available. (For example, see “About the Book”
on p. vii in Study Questions for Glenn Latham’s The Power of
Positive Parenting.) Hence his works are used for this course.

Also, this course is grounded in the Shaping Model of
Education which is informed by behaviorological science
(rather than the Presentation Model of Education which
is informed by psychology). In the shaping model, teaching
is not seen as mostly talking (nor is learning seen as mostly
listening). Instead, teaching is the scientifically grounded
design, arrangement, and application of educational ma-
terials, methods, and contingencies in ways that generate
and maintain small but continuously accumulating behav-
iors the short and long range consequences of which are
successful in producing an ever wider range of effective
responding (i.e., learning) on the part of the student.

Grades
Grading policy does not involve curves, for you are

not in competition with anyone (except perhaps your-
self ). That is, all students are expected to produce the
academic products demonstrating that they have, indi-
vidually, achieved at least mastery of the subject matter, if
not fluency. Therefore, all students are expected to earn
an  or a  (although inadequate products will produce a
lower result that requires remediation before it can be-
come a passing grade). Also, all students will receive the
grades they earn. This holds even if the expectation for
which the course is designed—that all students earn As—
is met: If all earn As, then all receive As.

Passing grades are limited to  and , and are earned
according to the amount of assigned work that is success-
fully completed:

# Earning an  consists mainly of satisfactorily com-
pleting % or more of the work on all assignments.

# Earning a  consists mainly of satisfactorily com-
pleting more than % of the work on all assignments
(but not more than % on them).

For convenience a point–accumulation system is in-
voked to keep track of progress through the course. Two
of the  chapter assignments on The Power of Positive
Parenting and its study questions, Chapters  and , are
long and so earn  and  points respectively. Four other
chapter assignments, Chapters , , , and , are so

# Such successful students will also ask questions,
seek answers, converse about, and act on the uses and
benefits of this discipline for humanity.

# Such successful students will also behave more
effectively in other ways with respect to themselves and others.

Required Materials (not in their order of use)
# Latham, G.I. (). The Power of Positive

Parenting. Logan, : P&T ink. ( ---)
# Ledoux, S.F. (). Study Questions for Glenn

Latham’s The Power of Positive Parenting. Canton, :
ABCs. ( ---)

# Latham, G.I. (). Parenting with Love: Making
a difference in a day. Salt Lake City, : Bookcraft. (
---)

# Ledoux, S.F. (In Progress). Study Questions for
Glenn Latham’s Parenting with Love. Canton, : ABCs.

# (/) Latham, G.I. (–part video program). The
Making of a Stable Family. Logan, : P&T ink.

# (/) Latham, G.I. (–cassette program). Parenting
Prescriptions. Logan, : P&T ink.

# (/) Latham, G.I. (–cassette, or – program).
An Angel Out of Tune. Logan, : P&T ink.

Note #4: You can order the required books and A/V items
through the publishers, including ABCs at ‒‒‒
, and P&T ink, either at ‒‒ or—toll
free—(for credit–card orders only) at ‒‒‒.
You may also order these materials through the online
bookstore at www.behavior.org which is the web site of
the Cambridge Center for Behavioral Studies.

Recommended Materials
These are references to materials that, while not re-

quired for the course, may also be of interest to those
who wish to go deeper into the course topics and exten-
sions (and you can order them from the same sources
that supply the required materials):

# Latham, G.I. (–part video program). The Teenage
Years: Your Window of Opportunity. Logan, : P&T ink.
(These video tapes may not yet be available.)

# Latham, G.I. (–cassette tape program of a presen-
tation at an international conference). Behind the School-
house Door: Eight Skills Every Teacher Should Have. Garden
City, : Eyedears /. (Call ‒‒ and ask for
tape #––, or get this tape from P&T ink.)

# Latham, G.I. (–part video program). Managing
the Classroom Environment to Facilitate Effective Instruc-
tion. Logan, : P&T ink.

# Latham, G.I. (). Keys to Classroom Manage-
ment. Logan, : P&T ink.

# Ledoux, S.F. (). Study Questions for Glenn
Latham’s Keys to Classroom Management. Canton, : ABCs.

L
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short that they each earn  points. The other  chapters
each earns  points. All together the  chapter assign-
ments earn a total of  points. Each of the eight Audio/
Visual assignments is also worth  points, for a total of
 points. The web–log assignment is worth  points.
And the half–page story–writing assignment is worth 
points. This provides a grand total of  possible points.
The grade that you receive is partly based on the percent-
age of these possible points that you actually earn.

However, point accumulation is not the grade deter-
miner but is merely used as a convenient way to track
progress on the presumption that all course tasks are in
progress. This is because doing work on all of the tasks for
the course is the more relevant determiner of grades than
is the accumulation of points. (For example, a student who
tries to accumulate just enough points, on some easier
tasks, to get a —while ignoring other course tasks—
would not that way actually meet the criteria for a  and
so would have to continue and complete all the required
work satisfactorily to earn one of the passing grades.)

Also, students should expect to be asked occasionally
to complete various test–like assessments. The level of suc-
cess on these assessments helps gauge the extent to which
the work on the course assignments is actually producing
the learning implied by the completion of that work.

These practices are in place because the scientific re-
search–data based Shaping Model of Education recog-
nizes the student/professor relationship as a professional
relationship in which coercive practices (i.e., aversive
educational practices) are seen as inappropriate (so long
as extreme conditions do not exist making such practices
unavoidable). Instead, the more effective, efficient, and
productive non–coercive practices of carefully designed
and sequenced assignments emphasizing added reinforce-
ment for timely work well done is generally seen as more
appropriate. So, your effort and cooperation are expected
and presumed; please do not disappoint either your pro-
fessor or yourself.

About Using the Texts & Study Question Books
Unless specified otherwise, you need to write out

your answers in longhand. The reason you are to write
out your answers by hand is that this type of verbal re-
sponse brings about more learning than merely saying—
or even typing—the answer. This is because—as taught
in a more advanced behaviorology class (i.e.,  :
Verbal Behavior I)—writing the answer in longhand in-
volves both point–to–point correspondence and formal
similarity between the stimuli and the response products
of the answer.

The Parenting Book
The Power of Positive Parenting book details the scien-

tific contributions of behaviorology that can produce or

enhance one’s knowledge of, and skills for, caring for chil-
dren in effective, positive, pro–active, non–coercive, and
loving ways that are solidly grounded in, and validated
by, extensive scientific research. (Since the slowest self–
pacing plan involves chapter/study question assignments
ranging in length from  to  pages, you would cover an
average of about  pages per week. As chapter lengths
vary from  to  pages, this works out to covering less
than one long chapter in some weeks, and up to four
short chapters in other weeks.)

The Parenting Study Question Book
The Power of Positive Parenting study questions were

prepared to help you expand your behavior repertoire
based on the material from each of the chapters in the
book. You are to complete each chapter’s study questions
as assigned because learning occurs when reinforced re-
sponses are made (like writing question answers), espe-
cially responses that automatically provide their own
reinforcing consequences (like being right) as does writ-
ing out study question answers correctly. You complete
the assigned study questions, after reading the chapter
through, by writing out the answer to each question when
you come to it as you reread the chapter. You write out the
answers right in the Study Question book. Write out your
answers in full sentences that incorporate the questions.

The study question book starts with a section titled
To the Student and Teacher. Read this section first! It
explains more on how to do the study questions success-
fully. (You will also find it helpful to mark the number of
each study question in the margins of the textbook at the
location of the study question’s answer...) Study question
assignments are provided in the Assignment Sequence sec-
tion. Submit your work according to the method
specified in the Submitting Your Work section.

Note #5: Since you are to write out your answers to the
study questions directly in the study question book, you
need to have your own study question book. To assure
that this is followed by everyone equally, you need to fill
out and send in to your professor (by regular postal mail)
the original ownership form in the rear of your study
question book.

The Audio/Visual (A/V) Assignments
An important component of the course is to provide

you with a series of audio–visual (/) experiences that
extend your homework–based book–learning toward the
area of skill development. During each assigned / activ-
ity, you need to write out a continuous outline/summary of
the material on regular .   binder paper (as if you
were taking sophisticated notes at a lecture). A/ assign-
ments are provided in the Assignment Sequence section.
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Submit your work according to the method specified in
the Submitting Your Work section.

The Web–Log Assignment
This written assignment requires you to create a one

to two page typed log (like a diary) from a one to two
hour visit to two specific web sites. The two sites you are
to visit are Glenn Latham’s Parenting Prescriptions site
(www.parentingprescriptions.com) and the Cambridge
Center for Behavioral Studies site (www.behavior.org).
Your log should include not only the times, visited page
names, visited page sequences, and page–visit durations,
but also your account of the best things you learned at
these sites, plus any interesting discoveries worthy of re-
turn visits. You may begin this assignment anytime after
completing Chapter  and its study questions. You
should submit this assignment before you start Chapter 
which allows a period of  weeks to complete it. Submit
your work according to the method specified in the Sub-
mitting Your Work section.

The Story–Writing Assignment
This short, written assignment requires you to create

a one–half to one page long story that conveys to oth-
ers—young and old alike—any one of the many elements
of positive parenting. You may begin this assignment
anytime after completing Chapter  and its study ques-
tions. You should submit this assignment before you start
Chapter . Submit your work according to the method
specified in the Submitting Your Work section. Here is an
example which is one–half page in length (and to make
things easier, you may use the characters of Jamie and Mr.
Glenn, from this example, in your own story if you wish):

Jamie’s Lesson

Have you seen other kids doing mean things? And have you
seen others doing nice things?

Well, this is a story about Jamie, and about an early
lesson she had on helping others learn to do nice things.

Jamie and her classmates were out on the playground.
It was the middle of winter, with a cold sun in the bright
blue sky, and a thin glaze of ice on the ground.

However their teacher, Mr. Glenn, saw Jamie off to
one side, sniffling. Going over to her, he asked, “Jamie?
Are you okay?”

“I don’t like Freddy!” she replied rather abruptly.
“He’s so mean. He said I was clumsy, just because I
slipped on the ice…”

“I can understand why you are upset,” Mr. Glenn
said calmly. “It’s hard when other people do things that
hurt your feelings.”

“And everyone laughed, too,” Jamie added, soften-
ing a little.

“It’s even harder when others give attention to bad
things,” Mr. Glenn continued pleasantly. “We have talked
in class about a better way to handle these things. What
is that better way?”

After a pause, Jamie replied, “We said it’s better to
pay attention when people do good things.” But then she
added, “But Freddy doesn’t do any good things!”

“Well,” Mr. Glenn said, “at times like these, it is hard
to see good things. But tell me just one thing Freddy has
done recently that was good.”

“Well,” Jamie said, deep in thought. Then, beaming, she
said, “Yesterday I saw him go right over to a little kid who
fell off the slide, and see if he was okay… And, this morn-
ing he helped pick up a box of spilled pencils—and he wasn’t
even the one who spilled them. That was nice of him.”

“Wow!” said Mr. Glenn. “That’s great. That’s two
things!” After a short pause, he added, “Did you tell him
you thought that was nice of him?”

“…Oops,” said Jamie.
“You can still tell him, if you want to,” said Mr.

Glenn. “That will still help him do more good things,
and become a better person.”

“That would be good,” Jamie replied. “I will!” And
off she went to do so.

You can do that too. Just once today, try to notice some-
thing good that someone does, and let them know it was nice.
Do that every day, and you will surely make a better world.

Submitting Your Work
Different assignments have different work submission

methods. These only apply if you are taking the course
for  credit. (Any addresses and phone/fax numbers
that you may need will be clarified upon enrollment.)

To submit your study question answers, which must
be hand–written, you can scan and fax to your professor
the pages that have your answers for each assignment.
However, your professor would prefer that you photo-
copy those pages and send them to your professor by
regular postal mail.

To submit your a/v outlines, web log, and story, you
may email your work to your professor (but do not use
email attachments). Or, you may scan and fax your work
to your professor. However, your professor would prefer
that you print out your work (although it too may be
handwritten), photocopy it, and send it to your professor
by regular postal mail.

In all cases, you are to keep the original of your work.
This insures against loss and enables you and your profes-
sor to communicate about your work (as you will then
both have an identical copy). Note, however, that for
study question answers, email and email attachments are
neither reliable enough, nor identical enough, for this
purpose, so they are not to be used for this purpose.
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Your work will be perused and points will be allo-
cated according to the quality of your work. Should any
inadequacies be apparent, you will be informed so that
you can make improvements. While sometimes your pro-
fessor will provide a metaphorical pat on the back for a
job well done, if you do not hear of any inadequacies,
then pat yourself on the back for a job well done even as
you continue on to the next assignment.

Assignment Sequence
Students should work their way through the course

by reading and studying the texts and materials, and
sending in their work for each assignment. The slowest
reasonable self–pacing of the coursework (presuming a
typical 15–week semester) is this sequence which can be
used as a check–off list:

Week 1: The Parenting text, the Foreword, Note, & Ch. 1
(with, as always, the relevant study questions)
plus the first of the two Stable Family video
tapes. (You will watch these videos twice. This
time will not only introduce you to the author
but also provide you with his friendly face and
voice to see and hear as you read the text.)

Week 2: The Parenting text, Ch. 2, and the second of the
two Stable Family video tapes.

Week 3: The Parenting text, the first half of Ch. 3 (pp.
37–59, with study question #s 1–55).

Week 4: The Parenting text, the second half of Ch. 3 (pp.
59–86, with study question #s 56–89).

Week 5: The Parenting text, Chs. 4 & 5, plus the first of
the two Parenting Prescriptions audio tapes, and
begin the web–log and story–writing assign-
ments (and finish them before Ch. 14 and Ch.
27 respectively).

Week 6: The Parenting text, Chs. 6 & 7, and the second of
the two Parenting Prescriptions audio tapes.

Week 7: The Parenting text, Chs. 8, 9, & 10.
Week 8: The Parenting text, Chs. 11, 12, & 13, and the first

of the two Angel Out of Tune audio cds or tapes
(and finish the web–log assignment).

Week 9: The Parenting text, Chs. 14, 15, 16, & 17.
Week 10: The Parenting text, Chs. 18, 19, & 20, and the

second of the two Angel Out of Tune audio cds
or tapes.

Week 11: The Parenting text, Chs. 21 & 22 (and continue
[Finish?] the story–writing assignment).

Week 12: The Parenting text, Chs. 23 & 24, and the first
of the two Stable Family videos again, empha-
sizing what seems new, now that you have cov-
ered so much else already.

Week 13: The Parenting text, Chs. 25 & 26, and the second
of the two Stable Family videos again, empha-
sizing what seems new, now that you have cov-
ered so much else already.

Week 14: Finish the story–writing assignment, and begin
the long, summary chapter, Ch. 27.

Week 15: Finish the Parenting text, Ch. 27.

Do the assignments in this sequence, even if you do them
at a faster pace than the pace presented here. If you go
slower than this schedule, assignments could easily back
up on you to the point where insufficient time remains to
complete them in a satisfactory manner.

Note #6: Be sure that everything you submit is readable and
contains your name!

Note #7: The usual higher education workload expecta-
tion for a course is about 150 hours. (The typical face–to–
face course features about 50 in–class contact hours with
the university expecting about 100 more hours of addi-
tional study at the average rate of about two hours out of
class for each hour in class.) This can be accomplished at
rates ranging from about 50 hours per week over three
weeks to about ten hours per week over the typical 15
weeks of a semester. Of course, some students may take a
little less than 150 hours, while others may take more
than 150 hours, to do the work to the same acceptable
and expected standard.

You can—and are encouraged to—go through the
assignments as rapidly as your schedule allows. This
could mean spending a typical 15 weeks on the course. Or
it could mean doing the whole course in as little as—but
not in less than—three weeks, as one would progress
through the single allowed course in a three–week sum-
mer school term. That is, you could work on the course
anywhere from minimum part–time (i.e., at the rate of
about ten hours per week, as described in the Assignment
Sequence section) to maximum full–time (i.e., at the rate
of about 50 hours per week).

If you are to be successful, you need to exercise some
self–management skills by starting immediately and
keeping up a reasonable and steady pace on the course
work. You need to do this because your professor will not
be reminding you that the products of your work are due;
all the course work is set forth in this syllabus and so is
automatically assigned. You are expected to follow
through on your own. You need to set an appropriate
pace for yourself (or accept the pace in the Assignment
Sequence section) and adhere to that pace, and thereby
get the sequence of assignments done and submitted to
your professor. This will assist your success.
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At various points in the course, you will be provided
with feedback about your work. Upon completing all the
coursework, you will be provided with your earned grade.
(The grade is provided solely for the person whose work
earned the grade.) We at tibi are sure that the outcomes
of your efforts to study this aspect of behaviorological sci-
ence will benefit both you and others, and we encourage
you to study further aspects.!

TIBI Online Syllabus for
BEHG 355:

Verbal Behavior I

Stephen F. Ledoux
SUNY–Canton

[This is another installment in the series of syllabi for
’s online courses. Each syllabus appears in Behaviorology
Today basically in the same form as it appears online. The
series continues whenever there are syllabi that have yet to
be printed, or that require reprinting due to substantial
revisions. Locate additional syllabi through the Syllabus
Directory at the back of the most recent issue.—Ed.]

$ote #1: This syllabus contains some notes that supple-
ment the more traditional syllabus parts. Each note is
numbered for convenient reference. Some notes, like this
one, have multiple paragraphs.

This syllabus is a long document. It is longer than a syl-
labus for a face–to–face course as it contains material that
the professor would otherwise cover in person. Hence it
was designed to be printed out for reading! Furthermore, it
was designed to be used as a task check–off list. Please
print it out and use it these ways.

Indeed, the only activity in this course for which you
might need access to a computer is to print this syllabus
as a reference for how this course works so you can follow
the directions to complete this course. This is a matter of
access, student access to education, so that everyone who
wants this course can take it regardless of whether they
own several computers or only have access to one in their
local library or in a friend’s home.

Students can, if they wish, study the topics of this
course free of charge, perhaps to fulfill their own inter-
ests. They would do so simply by completing the activi-
ties described in this syllabus.

Students can also study the topics of this course for
 (The International Behaviorology Institute) credit,
perhaps toward a  certificate. They would do so by
paying the necessary fee to be assigned a professor to pro-
vide feedback on, and assessment of, their efforts. (This
course can be part of several  certificates. Contact 
or visit www.behaviorology.org for details.)

Also, students can study the topics of this course for
regular academic credit; they would do so by contacting
any accredited institution of higher education that offers
behaviorology courses accepted by , such as the State
University of New York at Canton (–Canton) at
www.canton.edu which is –Canton’s web site. At
–Canton this course is offered as SSCI 380: Intro-
duction to Verbal Behavior Analysis and Applications. T
automatically accepts  or  grades from the academic–
credit version of this course as equivalent to its own course
toward its certificates (and  and  academic–credit
grades can be remediated through  for  credit;
contact  for details). Alternatively, the work done
completing this course through  may make taking the
course for academic credit easier; ask the professor who
teaches –Canton’s equivalent course about this.

The parts of this syllabus cover many topics. While
the headings may be different, these include (a) the course
content and objectives, (b) the text, study, and assessment
materials, (c) the grading policy, (d) the necessary work–
submission methods and professor feedback, and (e) the
study–activity sequence and completion timelines.

Note #2: The prerequisite for this course is  : In-
troduction to Behaviorology I. If you have not had this
prerequisite course (or its academic–credit equivalent
such as  : Introduction to the Science and Tech-
nology of Behavior, from –Canton), then you need
to take it before taking the current course.

Course Description
BEHG 355: Verbal Behavior I. Based on natural sci-

ence of behavior principles and practices, this course in-
troduces students to (a) the behaviorological analysis of
verbal behavior/language, (b) the historical context in which
verbal behavior analysis arose, and (c) some applications
of verbal behavior analysis especially as it is applied to
enhance the acquisition of verbal behavior/language
either by foreign language learners or by learners with
language deficits perhaps from developmental disabilities.
Covered analysis topics include such fundamental con-
cepts as (a) differentiating verbal and non–verbal behavior,
(b) the verbal community, (c) mediated reinforcement,
(d) the basic verbal behaviors called mands, tacts,
intraverbals, codics, and duplics, (e) various extensions of
these elementary verbal operants, (f) the most common vari-
ables of which verbal operants are a function, (g) some of
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# Such successful students will also behave more effec-
tively in other ways with respect to themselves and others.

Required Materials (in their order of use)
# Peterson, N. (). An Introduction to Verbal Be-

havior. Grand Rapids, : Behavior Associates. [This
book may be available online. Contact  regarding this
and other options.]

# MacCorquodale, K. (). On Chomsky’s review
of Skinner’s Verbal Behavior. Journal of the Experimental
Analysis of Behavior,  (), –.

# Ledoux, S.F., Michael, J., & Miguel, C. (). An
Introduction to the Elementary Verbal Operant Relations in
the Verbal Behavior Analysis Component of Behaviorology
Plus Some Initial Implications and Applications for Foreign
Language Teaching. Canton, : Stephen F. Ledoux.
[Contact  for options on obtaining this booklet.]

# Chapter  of Maurice, C., Green, G., & Luce,
S.C. (Eds.). (). Behavioral Intervention for Young
Children with Autism. Austin, : Pro–Ed. (Only those
not engaged in foreign language or  teaching need this
material to complete the “area–focused” assignment.) [To
read and study this chapter when scheduled, buy the
book—the publisher’s phone number is in “Note #”—
or borrow it from your local library, or contact  for
other options on obtaining this material.]

# Chapter  of Ledoux, S.F. (). Study Questions
for Maurice et al’s “Behavioral Intervention for Young Chil-
dren with Autism.” Canton, : ABCs. (Only those not
engaged in foreign language or  teaching need this
material to complete the “area–focused” assignment.)
[Contact  for options on obtaining this material.]

Recommended Materials
These are references to materials that, while not required

for the course, may also be of interest to those who wish
to go deeper into the course topics and extensions:

# Cautela, J.R. (). General level of reinforce-
ment : Further elaborations. Behaviorology,  (), –.

# Chomsky, N. (). Verbal Behavior by B.F. Skin-
ner. Language, , –.

# Eshleman, J.W. & Vargas, E.A. (). Promoting
the behaviorological analysis of verbal behavior. The
Analysis of Verbal Behavior, , –.

# Fraley, L.E. (). Verbal behavior in the measur-
ing process. The Analysis of Verbal Behavior, , –.

# Ledoux, S.F. (). Increasing tact control and
student comprehension through such new postcedent terms
as added and subtracted reinforcers and punishers. In S.F.
Ledoux. Origins and Components of Behaviorology—Second
Edition. Canton, : ABCs.

# MacCorquodale, K. (). B.F. Skinner’s Verbal
Behavior: A retrospective appreciation. Journal of the Ex-
perimental Analysis of Behavior,  (), –.

the ways these variables combine in the multiple control
of complex verbal behaviors, (h) response products,
(i) point–to–point correspondence, (j) formal similarity,
(k) thematic and formal controls over verbal behavior,
and (l) the ways the verbal community teaches speakers
appropriate verbal responses to their private experiences.

Note #3: To check out other behaviorology courses offered
by , visit their locations on the  web site
(www.behaviorology.org). To check out other behaviorol-
ogy courses offered by –Canton, see the list and de-
scriptions—and in some cases, the syllabi for the
asynchronous versions—on the faculty web page of the
professor who teaches them (which currently is
Dr. Stephen F. Ledoux; click Ledoux in the faculty direc-
tory at www.canton.edu).

Course Objectives
The main objective of this course is to expand the

student’s behavior repertoire measurably in relevant areas of
behaviorological course content. The student will:

# Summarize each of the scientific principles and
concepts upon which verbal behavior analysis is based;

# Summarize each of the additional fundamental
concepts specifically relevant to verbal behavior analysis;

# Analyze verbal operant behaviors and the variables
of which they are a function;

# Classify elementary verbal operants in terms of their
evoking stimuli and their maintaining consequences;

# Systematize the variety of verbal operants;
# Interpret extensions of elementary verbal operants;
# Demonstrate the factors that enable the verbal

community to teach speakers appropriate responses to
private stimuli;

# Identify the ways variables combine in the multiple
control of complex verbal behaviors;

# Describe the historical context in which verbal be-
havior analysis and applications arose;

# Compare some of the basic applications of verbal
behavior analysis in various general settings;

# Formulate explicit examples of how he or she can
apply verbal behavior analysis in her or his own work,
present and future.

Additional Objectives
# Successful,  earning students will use (at an accu-

racy level of % or better) basic disciplinary terminol-
ogy both when discussing behaviorological knowledge,
and when applying behaviorological skills, relevant to
verbal behavior analysis and applications.

# Such successful students will also ask questions,
seek answers, converse about, and act on the uses and
benefits of this discipline for humanity.
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# Michael, J.L. (). Distinguishing between dis-
criminative and motivational functions of stimuli. Jour-
nal of the Experimental Analysis of Behavior, , –.

# Premack, D. (). A functional analysis of lan-
guage. Journal of the Experimental Analysis of Behavior, ,
–.

# Schlinger, H. & Blakely, E. (). Function–alter-
ing effects of contingency–specifying stimuli. The Behav-
ior Analyst, , –.

# Sidman, M. (). Functional analysis of emer-
gent verbal classes. In T. Thompson & M. Zeiler (Eds.).
Analysis and Integration of Behavioral Units (pp. –).
Hillsdale, : Erlbaum.

# Sidman, M. (). Equivalence Relations and Be-
havior: A Research Story. Boston, : Authors Cooperative.

# Skinner, B.F. (). Science and Human Behavior.
New York: Macmillan. (Paperback edition published by
Free Press, .)

# Skinner, B.F. (). Verbal Behavior. New York:
Appleton–Century–Crofts. Reprinted, , Cambridge,
: The B.F. Skinner Foundation.

# Stromer, R. (). Stimulus equivalence: Implica-
tions for teaching. In W. Ishaq (Ed.). Human Behavior in
Today’s World (pp. –). New York: Praeger.

# Vargas, E.A. (). Verbally–governed and event–
governed behavior. The Analysis of Verbal Behavior, , –.

# Vargas, J.S. (). Cognitive analysis of language,
and verbal behavior: Two separate fields. In L.J. Hayes &
P.N. Chase (Eds.). Dialogues on Verbal Behavior (pp. –
). Reno, : Context Press.

Note #4: You can order the required or recommended
books through the publishers, including Pro–Ed at—toll
free—–––, and ABCs at ––. You
may also order these books through the online bookstore
at www.behavior.org which is the web site of the Cam-
bridge Center for Behavioral Studies.

The simplest way to access required or recommended
articles is to seek them through your local community or
college library. Alternatively, the parent journals may
have web sites where the articles are available online. Visit
www.behaviorology.org for some relevant links.

Also, this course is grounded in the Shaping Model of
Education which is informed by behaviorological science
(rather than the Presentation Model of Education which is
informed by psychology). In the shaping model, teaching is
not seen as mostly talking (nor is learning seen as mostly lis-
tening). Instead, teaching is the scientifically grounded de-
sign, arrangement, and application of educational materials,
methods, and contingencies in ways that generate and main-
tain small but continuously accumulating behaviors the
short and long range consequences of which are successful in
producing an ever wider range of effective responding (i.e.,
learning) on the part of the student.

Grades
Grading policy does not involve curves, for you are

not in competition with anyone (except perhaps your-
self ). That is, all students are expected to produce the
academic products demonstrating that they have, indi-
vidually, achieved at least mastery of the subject matter, if
not fluency. Therefore, all students are expected to earn
an  or a  (although inadequate products will produce a
lower result that requires remediation before it can be-
come a passing grade). Also, all students will receive the
grades they earn. This holds even if the expectation for
which the course is designed—that all students earn As—
is met: If all earn As, then all receive As.

Passing grades are limited to  and , and are earned
according to the amount of assigned work that is success-
fully completed:

# Earning an  consists mainly of satisfactorily com-
pleting % or more of the work on all assignments.

# Earning a  consists mainly of satisfactorily com-
pleting more than % of the work on all assignments
(but not more than % on them).

For convenience a point–accumulation system is in-
voked to keep track of progress through the course. The
assignments on the first four chapters of the Peterson
book are all worth  points each, while the assignment
on the shorter, fifth chapter is worth  points, for a to-
tal of  points. The read–and–summarize assignment
on the MacCorquodale book–review article, and the
completion assignment on the Ledoux et al material, and
completion of the “area–focused” assignment, are all
worth  points each, for a total of  points. This pro-
vides a grand total of  possible points. The percentage
used to consider what grade you are earning is the per-
centage of these possible points that you actually earn.

However, point accumulation is not the grade deter-
miner but is merely used as a convenient way to track
progress on the presumption that all course tasks are in
progress. This is because doing work on all of the tasks for
the course is the more relevant determiner of grades than
is the accumulation of points. (For example, a student who
tries to accumulate just enough points, on some easier
tasks, to get a —while ignoring other course tasks—
would not that way actually meet the criteria for a  and
so would have to continue and complete all the required
work satisfactorily to earn one of the passing grades.)

Also, students should expect to be asked occasionally
to complete various test–like assessments. The level of suc-
cess on these assessments helps gauge the extent to which
the work on the course assignments is actually producing
the learning implied by the completion of that work.

These practices are in place because the scientific re-
search–data based Shaping Model of Education recog-
nizes the student/professor relationship as a professional
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relationship in which coercive practices (i.e., aversive
educational practices) are seen as inappropriate (so long
as extreme conditions do not exist making such practices
unavoidable). Instead, the more effective, efficient, and
productive non–coercive practices of carefully designed
and sequenced assignments emphasizing added reinforce-
ment for timely work well done is generally seen as more
appropriate. So, your effort and cooperation are expected
and presumed; please do not disappoint either your pro-
fessor or yourself.

Assignment Method
Unless specified otherwise, you need to write out

your answer in longhand. The reason you are to write out
your answers by hand is that this type of verbal response
brings about more learning than merely saying—or even
typing—the answer. This is because—as covered in this
course—writing answers in longhand involves both
point–to–point correspondence and formal similarity be-
tween the stimuli and the response products of the answer.

The Peterson Book
Peterson’s textbook, An Introduction to Verbal Behav-

ior, introduces all the basic concepts that B.F. Skinner
covered in his substantive book, Verbal Behavior. (That
book is covered in  : Verbal Behavior II.) Thus,
while Peterson’s book describes the elementary verbal op-
erants and explores fundamental controlling relation-
ships, it does not contain detailed explanations of
exceptions, ambiguities, controversies, and many of the
implication of the analysis. However, it effectively pro-
vides the necessary preparation for efficiently studying
Skinner’s Verbal Behavior. Write your answers right in the
Peterson book. The Peterson book assignments are pro-
vided in the Assignment Sequence section. Submit your
work according to the methods specified in the Submit-
ting Your Work section.

The MacCorquodale Review
This assignment involves reading MacCorquodale’s

review of Chomsky’s review of Skinner’s Verbal Behavior
and then writing a two to three page typed summary of
the main points of this paper. Do this assignment as
scheduled in the Assignment Sequence section. Submit
your work according to the methods specified in the Sub-
mitting Your Work section.

The Ledoux et al Material
This assignment involves studying all the sections of

the material by Ledoux et al. As you do so, complete the
integrated exercises. Then make any needed corrections
using the answer sheets provided. For each correction,
state what makes your initial answer inaccurate and why
the correct answer is correct. Do this assignment as

scheduled in the Assignment Sequence section. Submit
your work according to the methods specified in the Sub-
mitting Your Work section.

The Area–Focused Assignment
This last assignment focuses each student on one of

the two application areas that this first course on verbal
behavior emphasizes. These two applications involve en-
hancing the acquisition of verbal behavior either by for-
eign language learners or by learners with language
deficits perhaps from developmental disabilities. Locate
the area appropriate for you, and follow the instructions.
Do this assignment as scheduled in the Assignment Se-
quence section. Submit your work according to the meth-
ods specified in the Submitting Your Work section.

Foreign Language Area. If you teach foreign languages
or , then the assignment requires you to write a three
to five page typed description of how you will incorporate
applications of verbal behavior analysis into your teach-
ing. Your applications may begin with, but should also go
beyond, those included in the Ledoux et al material.

Language Deficit Area. For all others (i.e., for all
who are not, or will not be, actively engaged in teaching
foreign languages or ) the assignment involves reading
chapter  of the Maurice et al book, and answering the
set of study questions for this chapter. This chapter is
titled “Strategies for Promoting Language Acquisition in
Children with Autism.” Answering the study questions
will help you absorb the material from the chapter. You
complete the study questions, after reading the chapter
through, by writing out the answer to each question when
you come to it as you reread the chapter. You write out the
answers right on the Study Question pages. Write out your
answers in full sentences that incorporate the questions.
Learning occurs when responses (like writing question
answers) are made, and reinforced, especially responses
that automatically provide their own reinforcing conse-
quences (like being right) as does writing out study ques-
tion answers correctly.

Submitting Your Work
Different assignments have different work submission

methods. These only apply if you are taking the course
for  credit. (Any addresses and phone/fax numbers
that you may need will be clarified upon enrollment.)

To submit your answers for the Peterson book, the
Ledoux et al material, and the area–focused assignment /
language–deficit chapter—all of which must be hand–
written—you can scan and fax to your professor the
pages that have your work. However, your professor
would prefer that you photocopy those pages and send
them to your professor by regular postal mail.

To submit your review of the MacCorquodale article,
or your area–focused assignment / foreign language ap-
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plication description, you may email your work to your
professor (but do not use email attachments). Or, you
may scan and fax your work to your professor. However,
your professor would prefer that you print out your work
(although it too may be handwritten), photocopy it, and
send it to your professor by regular postal mail.

In all cases, you are to keep the original of your work.
This insures against loss and enables you and your profes-
sor to communicate about your work (as you will then
both have an identical copy). Note, however, that for
study question answers, email and email attachments are
neither reliable enough, nor identical enough, for this
purpose, so they are not to be used for this purpose.

Your work will be perused and points will be allo-
cated according to the quality of your work. Should any
inadequacies be apparent, you will be informed so that
you can make improvements. While sometimes your pro-
fessor will provide a metaphorical pat on the back for a
job well done, if you do not hear of any inadequacies,
then pat yourself on the back for a job well done even as
you continue on to the next assignment.

Assignment Sequence
Students should work their way through the course

by reading and studying the texts and materials, and
sending in their work for each assignment. The slowest
reasonable self–pacing of the coursework (presuming a
typical 15–week semester) is this sequence which can be
used as a check–off list:

Weeks 1 & 2: The Peterson book, Preface (with review of
the “prerequisite terminology”) & Ch. 1.

Weeks 3 & 4: The Peterson book, Ch. 2.
Weeks 5 & 6: The Peterson book, Ch. 3.
Weeks 7 & 8: The Peterson book, Ch. 4.
Week 9: The Peterson book, Ch. 5.
Weeks 10 & 11: The summary of the MacCorquodale article.
Weeks 12 & 13: The completion of the Ledoux et al material.
Weeks 14 & 15: The description of your applications, or

your study–question answers, from the Area–
Focused assignment.

Do the assignments in this sequence, even if you do them
at a faster pace than the pace presented here. If you go
slower than this schedule, assignments could easily back
up on you to the point where insufficient time remains to
complete them in a satisfactory manner.

Note #5: Be sure that everything you submit is readable and
contains your name!

Note #6: The usual higher education workload expecta-
tion for a course is about 150 hours. (The typical face–to–
face course features about 50 in–class contact hours with

the university expecting about 100 more hours of addi-
tional study at the average rate of about two hours out of
class for each hour in class.) This can be accomplished at
rates ranging from about 50 hours per week over three
weeks to about ten hours per week over the typical 15
weeks of a semester. Of course, some students may take a
little less than 150 hours, while others may take more
than 150 hours, to do the work to the same acceptable
and expected standard.

You can—and are encouraged to—go through the
assignments as rapidly as your schedule allows. This
could mean spending a typical 15 weeks on the course. Or
it could mean doing the whole course in as little as—but
not in less than—three weeks, as one would progress
through the single allowed course in a three–week sum-
mer school term. That is, you could work on the course
anywhere from minimum part–time (i.e., at the rate of
about ten hours per week, as described in the Assignment
Sequence section) to maximum full–time (i.e., at the rate
of about 50 hours per week).

If you are to be successful, you need to exercise some
self–management skills by starting immediately and
keeping up a reasonable and steady pace on the course
work. You need to do this because your professor will not
be reminding you that the products of your work are due;
all the course work is set forth in this syllabus and so is
automatically assigned. You are expected to follow
through on your own. You need to set an appropriate
pace for yourself (or accept the pace in the Assignment
Sequence section) and adhere to that pace, and thereby
get the sequence of assignments done and submitted to
your professor. This will assist your success.

At various points in the course, you will be provided
with feedback about your work. Upon completing all the
coursework, you will be provided with your earned grade.
(The grade is provided solely for the person whose work
earned the grade.) We at tibi are sure that the outcomes
of your efforts to study this aspect of behaviorological sci-
ence will benefit both you and others, and we encourage
you to study further aspects.!
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2004 Planning Meeting
Prompts Activities

Stephen F. Ledoux
SUNY–Canton

'ince Columbus, Ohio, is supposed to be the geo-
graphic center of the us population, tibi held a general
planning meeting at the AmeriHost Inn near Washing-
ton Court House, Ohio, about 35 miles from Columbus,
on 10 July 2004. In keeping with members’ concern to
spend our resources wisely, this venue avoided the high
costs typical of big cities while still being fairly centrally
located. The meeting was designed to provide an oppor-
tunity for anyone friendly toward the natural science of
behavior to contribute to developing ideas for activities
that can help improve the prospects for behaviorology,
and the prospects for humanity, and the relationship be-
tween these two. Of course, no meeting place or date can
suit everyone who wants to attend, so many future meet-
ings will have other venues and dates. (These meetings
will be held with some regularity, probably annually, so
readers interested in attending should contact tibi with
their suggestions about workable venues and dates. Such
suggestions carry important weight in deciding about
venues and dates.)

Tibi meetings are not merely for making plans.
Friends of behaviorology do not always know each other,
and some people interested in behaviorology would like
to get to know others with the same interest better than
they can through names on a list (or even through corre-
spondence or phone conversations). Also, some would
like to see who shares interest in particular areas or ideas.
And all are interested in exploring important questions
such as (a) how we can make our current behaviorologi-
cal activities (individual, work–related, or organizational)
more effective, including avoidance of organizations un-
necessarily duplicating each other’s work, and (b) what
other endeavors behaviorologists might undertake. Such
questions arise in terms not only of maintaining our
discipline’s ongoing presence but also in terms both of in-
creasing the development of the independent natural sci-
ence of behavior, and of increasing the rate at which this
discipline can provide its contributions to a humanity in
increasing need of it. As this first meeting was a purely plan-
ning meeting rather than a conference, the schedule did
not feature any formal presentations. However, since one
of the suggestions made at this meeting was to consider
allowing such presentations, they may be included as part
of the schedule at future meetings.

People came to the meeting with their ideas about ac-
tions we could take to further guarantee the future of the
behaviorology discipline, its professional organizations,
and its contributions. These we shared in ways that en-
abled us improve on them and thereby reach toward
common goals. All ideas were and are welcome, and
were/are considered in a friendly atmosphere of mutual
respect, and mutual concern for the near, and long term,
future. (To encourage participation, this meeting had no
registration fee; tibi paid for the meeting room, a sce-
nario tibi will continue so long as it is feasible.) Some
people were unable to take part in this first meeting, so
they sent in their ideas and suggestions; those who could
attend appreciated this action by those who could not at-
tend, and these contributions received substantial consid-
eration at the meeting.

Those at the meeting found a wide variety of ideas
available for consideration. Altogether, these ranged from
holding some meetings in other countries and cultures to
clarifying behaviorology’s potential contributions to fu-
ture cultural designs, such as not only the design of im-
proved cultures and cultural practices here on Earth but
also the design of cultures and cultural practices for the
future extension of the human presence off–Earth, in space
or on solar system bodies (e.g., the other planets or their
moons) or other bodies, with Mars being a particularly
likely initial focus of cultural design efforts. (Readers in-
terested in the latter topic may wish to consult with Scott
Beach at sgb123456@netscape.net for further discussion.)

As already mentioned, a well–supported idea was to
let those who attend the meetings discuss a range of con-
ceptual or experimental or philosophical or historical or
technological topics by way of prepared papers in addi-
tion to discussing activity planning topics. That is, we
might arrange these tibi meetings as dual–function meet-
ings. The planning function should continue, but the
meetings should also become an annual series of confer-
ences on “behaviorological foundations for the future” or
“behaviorological foundations for society.” Both students
of behaviorology and younger behaviorological profes-
sional could especially benefit from additional outlets for
their work, and additional opportunities to respond to
the work of others. Such dual–function meetings could
be a successful way to encourage their work. Here are
some of the other planning ideas or suggestions pertain-
ing to possible future activities:

Several suggestions concerned efforts to reach out more
to others. (a) We should try to make tibi courses and
certificates more available for line staff in applied settings.
Our courses could provide them with additional training
in the basics of behavior science and technology that is
directly applicable in their work, and our certificates
could provide them with documentation upon which
their employer could base additional financial benefits.
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(b) After updating the behaviorology.org web site follow-
ing the printing of each issue of the Behaviorology Today
magazine, we should announce the appearance of the new
web–site material on several of the behavior science web–
site discussion lists. (c) We should—and do—restate the
willingness of tibi to publish timely announcements, in
the Behaviorology Today magazine, regarding the activities
of other behaviorological organizations whenever we come
into possession of such information (e.g., information
pertaining to the annual convention of the International
Society for Behaviorology [isb]). (d) Whenever feasible,
we should, and will, provide complimentary copies of the
Behaviorology Today magazine to members of other be-
haviorological organizations (e.g., isb) whenever we have
their current addresses. And (e), we should increase efforts
to inform other members of the natural science commu-
nity about the availability of an independent natural sci-
ence of behavior, perhaps initially by creating an
informational brochure that includes some essential ref-
erences and contact information.

Many other suggestions about possible future activi-
ties concerned organizational arrangements. (a) We
should consider having advisory (i.e., non–voting) mem-
bers, including student members, on the tibi Board of
Directors. (b) We should focus more effort on finding
ways to enable graduate students, young professionals,
and others to discover us when they find their circum-
stances compelling them toward an increasing interest in
the value of an independent natural science of behavior.
(c) We could allow tibi’s administrative items to appear
only on the behaviorology.org web site instead of requir-
ing them to take up pages in the Behaviorology Today
magazine. These items would likely include the By–Laws,

the Policies and Procedures, and the descriptions of tibi’s
courses and certificates. (d) We might add a simple
“shop” to the behaviorology.org web site that lists books
and other items that promote behaviorology, with simple
methods for obtaining desired items. (e) We should
schedule some planning meetings in other countries and
cultures. In recognition of the recent conference at the
University of Iceland honoring B.F. Skinner’s 100th
birthday, those present at this planning meeting favored
scheduling the next meeting in Iceland. Arrangements to
do this, in late June 2005, are currently underway; con-
tact tibi for details. (For those who cannot attend a meet-
ing in Iceland, arrangements for an additional planning
meeting, perhaps near Indianapolis, Indiana, in the
middle of July, 2005, are also underway.)

If you find a project among all these suggestions which
interests you, or another which you might help to make
happen, then please let someone know. Some tibi contacts
are on the last page of each issue of Behaviorology Today.

The attendees at this planning meeting thoroughly
enjoyed getting to know each other better as they pon-
dered some interesting and complex considerations. They
reviewed tibi’s history and mission, and entertained a di-
verse array of views and considerations regarding the
short and long range goals—and some activities to help
achieve these goals—of behaviorology in general and tibi
in particular.

Of course, in a report like this, capturing and convey-
ing the fun and excitement inherent in the company and
discussions at these meetings is quite difficult. However,
I am sure these experiences will recur at our future meet-
ings. I hope you can attend and share these experiences
along with you ideas and contributions.!
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Volume 8 Number 1
Contents Plan

(ere are some of the featured items planned for the
next issue (Spring 2005) of Behaviorology Today, although
these plans may change:

# On Verbal Behavior: The Third of Four Parts
(Lawrence E. Fraley).

# The first three (of seven) chapters of “Origins, Status,
and Mission of Behaviorology” (Lawrence E. Fraley &
Stephen F. Ledoux).

# The tibi course syllabus for behg 400:
Behaviorological Rehabilitation.

# The tibi course syllabus for behg 415:
Basic Autism Intervention Methods.

# The tibi course syllabus for behg 420:
Performance Management and Preventing
Workplace Violence.

# The tibi course syllabus for behg 425:
Non –Coercive Classroom Management and Preventing
School Violence.

# The tibi course syllabus for behg 475:
Verbal Behavior II.!

TIBI Donors & Levels
)s contributions to the Institute are tax deductable,
tibi has adopted these policies for donors:

Donors’ Benefits, and Amounts and Titles
Benefits: All donors (a) receive at least the benefits of

the Affiliate member level (as described in TIBIA Mem-
berships & Benefits in this issue) and (b) have their name
listed (unless they wish otherwise) under their donor title
in at least one issue of Behaviorology Today per year.

Per Year Donors
$50 (to $99): Contributor
$100 (to $249): Supporter
$250 (to $499): Patron
$500 (to $999): Sponsor
$1,000 (to $1,999): Benefactor

Lifetime Donors
$2,000 (to $4,999): Lifetime Contributor
$5,000 (to $9,999): Lifetime Supporter
$10,000 (to $19,999): Lifetime Patron
$20,000 (to $49,999): Lifetime Sponsor
$50,000 or more: Lifetime Benefactor

For the Past or Current Year
[See the listing in the last spring issue.—Ed.]!

Web Site Content Notice
'everal administrative items are expected to appear on
the behaviorology.org web site, before the end of the year,
in updated versions. (For dating purposes, these items
may carry headers indicating Volume 7, Number 2, of
this magazine as their source. However, due to recent ac-
tions by the tibi Board of Directors, these items will ap-
pear only on the web site at this time rather than take
space here in the pages of Behaviorology Today.) A list of
these items will likely include (a) the tibi By–Laws,
(b) the tibi Policies and Procedures, and (c) the descrip-
tions of the tibi courses and certificates.!

ABCs
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Syllabus Directory
%ach issue of Behaviorology Today contains three lists.
These lists show where to find only the most up–to–date
versions (in title and content) of tibi’s course syllabi. The
first list shows syllabi located in the current issue or past
issues. The second list shows the schedule (which may
change) of syllabi to appear in some future issues. The
third list repeats the syllabi locations (actual or planned)
but by course number rather than by issue.

Up–To–Date Syllabi in Current or Past Issues

Volume 7, Number 2 (Fall 2004): behg 101:
Introduction to Behaviorology I.*

Volume 7, Number 2 (Fall 2004): behg 102:
Introduction to Behaviorology II.*

Volume 7, Number 2 (Fall 2004): behg 201:
Non–Coercive Child Rearing Principles and Practices.*

Volume 7, Number 2 (Fall 2004): behg 355:
Verbal Behavior I.*

Syllabi Planned for Future Issues

Volume 8, Number 1 (Spring 2005): behg 400:
Behaviorological Rehabilitation.

Volume 8, Number 1 (Spring 2005): behg 415:
Basic Autism Intervention Methods.*

Volume 8, Number 1 (Spring 2005): behg 420:
Performance Management and
Preventing Workplace Violence.*

Volume 8, Number 1 (Spring 2005): behg 425:
Non–Coercive Classroom Management and
Preventing School Violence.*

Volume 8, Number 1 (Spring 2005): behg 475:
Verbal Behavior II.*

Volume 8, Number 2 (Fall 2005): behg 410:
Behaviorological Thanatology and Dignified Dying.

Volume 9, Number 1 (Spring 2006): behg 365:
Advanced Behaviorology I.

Volume 9, Number 2 (Fall 2006): behg 470:
Advanced Behaviorology II.

Volume 10, Number 1 (Spring 2007): behg 120:
Non–Coercive Companion Animal Behavior Training.

Volume 10, Number 2 (Fall 2007): behg 250:
Educational Behaviorology for Education Consumers.

Volume 11, Number 1 (Spring 2008): behg 340:
Educational Behaviorology for Education Providers.

Volume 11, Number 2 (Fall 2008): behg 405:
Introduction to Instructional Practices
in Educational Behaviorology.

Volume 12, Number 1 (Spring 2009): behg 455:
Advanced Instructional Practices
in Educational Behaviorology.

Volume 12, Number 2 (Fall 2009): behg 445:
Advanced Experimental Behaviorology.

Syllabi Locations Listed by Course Number

behg 101: Introduction to Behaviorology I:
Volume 7, Number 2 (Fall 2004).

behg 102: Introduction to Behaviorology II:
Volume 7, Number 2 (Fall 2004).

behg 120: Non–Coercive Companion Animal
Behavior Training:
Volume 10, Number 1 (Spring 2007).

behg 201: Non–Coercive Child Rearing
Principles and Practices:
Volume 7, Number 2 (Fall 2004).

behg 250: Educational Behaviorology for
Education Consumers:
Volume 10, Number 2 (Fall 2007).

behg 340: Educational Behaviorology for
Education Providers:
Volume 11, Number 1 (Spring 2008).

behg 355: Verbal Behavior I:
Volume 7, Number 2 (Fall 2004).

behg 365: Advanced Behaviorology I:
Volume 9, Number 1 (Spring 2006).

behg 400: Behaviorological Rehabilitation:
Volume 8, Number 1 (Spring 2005).

behg 405: Introduction to Instructional Practices
in Educational Behaviorology:
Volume 11, Number 2 (Fall 2008).

behg 410: Behaviorological Thanatology and
Dignified Dying:
Volume 8, Number 2 (Fall 2005).

behg 415: Basic Autism Intervention Methods:
Volume 8, Number 1 (Spring 2005).

behg 420: Performance Management and
Preventing Workplace Violence:
Volume 8, Number 1 (Spring 2005).

behg 425: Non–Coercive Classroom Management and
Preventing School Violence:
Volume 8, Number 1 (Spring 2005).

behg 445: Advanced Experimental Behaviorology:
Volume 12, Number 2 (Fall 2009).

behg 455: Advanced Instructional Practices
in Educational Behaviorology:
Volume 12, Number 1 (Spring 2009).

behg 470: Advanced Behaviorology II:
Volume 9, Number 2 (Fall 2006).

behg 475: Verbal Behavior II:
Volume 8, Number 1 (Spring 2005).!

*An older version appeared in an earlier issue.
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TIBIA Memberships
& Benefits

"he levels of  membership include increasing
amounts of basic benefits. Here are all the membership
levels and their associated, basic benefits:

Free–online membership. Online visitors (who may or
may not elect to register online as a free member) receive
benefits that include these: (a) access to selected, general
interest Behaviorology Today articles and links, (b) access
to Institute information regarding  Certificates and
course syllabi, and (c) access to previews of the benefits of
other membership levels.

$5 (to $19) Basic–online membership. Online visitors
who pay the $ online dues earn benefits that include
these: All the benefits from the previous membership
level plus (a) access to all Behaviorology Today articles and
links online, (b) access to  member contact informa-
tion online, and (c) access to special organizational activi-
ties (e.g., invitations to attend  conferences,
conventions, workshops, etc.).

$20 (to $39) Subscription membership. Those who
mail in (by regular post) the $20 subscription fee and
form receive benefits that include these: All the benefits
from the previous levels plus a subscription to the paper–
printed issues of Behaviorology Today (issn 1536–6669).

Contribution amounts beyond these first three levels
are Donor levels, which are described in TIBI Donors &
Levels in this issue. All memberships are per year. The
next four membership levels (Student, Affiliate, Associ-
ate, and Advocate) were the Institute’s original member-
ship categories, and so are sometimes designated the
“regular” membership levels. Here are these regular mem-
bership levels and their basic benefits:

$20 Behaviorology Student membership (requires paper
membership application co–signed by advisor or department

Subscriptions & Back Issues
*eople can receive copies of Behaviorology Today in
ways other than as a member. People can subscribe with-
out membership for $, and people can obtain back
issues for $ each. Photocopy, fill out, and send in the
“membership” form on a later page. As applicable, check
the “subscription” box, and/or list which back issues you
are ordering. Donations/Contributions are also welcome, and
are tax–deductible as tibi is non–profit (under 501–c–3).

While supplies last, new subscriptions—with or
without a regular membership—will include a copy of
each past issue of Behaviorology Today, beginning with
Volume 5, Number 1, (Spring 2002).!

Always More at
behaviorology.org

+isit ’s web site (www.behaviorology.org) regularly.
We are always adding and updating material.

From the Welcome screen, you can select the Sample
page of our Behaviorology Community Resources (designed
especially for first–time visitors). This page provides a
wide selection of useful articles, many from Behaviorology
Today, in Adobe  format (with a button to click for a
free download of Adobe’s Acrobat Reader software, al-
though most computers already have it). The articles are
organized on several topical category pages (e.g., contri-
butions to parenting and education, book reviews, and
behaviorology around the world). Other selections on the
Sample Community Resources page feature descriptions of
tibi’s certificate programs and course syllabi, and links to
some very helpful related web sites.

From the Welcome screen or the Sample Community
Resources page, you can also select the main page of the
web site, the Complete Behaviorology Community Resources
page. This page contains a more complete set of materi-
als, including (a) more articles under the same selection
categories as on the Sample page, (b) additional article se-
lection categories (e.g., contributions to autism, natural
science, outreach, and verbal behavior) each with its own
range of pages and  materials, (c) many more links to
related behavior science web sites, and (d) several new
types of selections (e.g., books and magazines pages and
s, and upcoming activities).

Visit the web site regularly. After each new issue of
Behaviorology Today, we link the issue’s articles to the rel-
evant selections and categories on the web site.

Explore what interests you. And tell us about your
site–visit experience. Your input is welcome, and will
help us make further imporvements.

As with any category of regular membership or Donor
level, a paid online membership ($) earns and supports
access to the greater amount of online material included
on the Complete Behaviorology Community Resources page.
(See TIBIA Memberships & Benefits in this issue.)!
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TIBIA Membership
Criteria & Costs

" has four categories of regular membership, of
which two are non–voting and two are voting. The two
non–voting categories are Student and Affiliate. The two
voting categories are Associate and Advocate. All new
members are admitted provisionally to  at the ap-
propriate membership level. Advocate members consider
each provisional member and then vote on whether to
elect each provisional member to the full status of her or
his membership level or to accept the provisional mem-
ber at a different membership level.

Admission to  in the Student membership cat-
egory shall remain open to all persons who are under-
graduate or graduate students who have not yet attained
a doctoral level degree in behaviorology or in an accept-
ably appropriate area.

Admission to  in the Affiliate membership category
shall remain open to all persons who wish to maintain con-
tact with the organization, receive its publications, and go to
its meetings, but who are not students and who may not
have attained any graduate degree in behaviorology or in an
acceptably appropriate area. On the basis of having earned
 Certificates, Affiliate members may nominate them-
selves, or may be invited by the  Board of Directors or
Faculty, to apply for an Associate membership.

Admission to  in the Associate membership cat-
egory shall remain open to all persons who are not students,
who document a behaviorological repertoire at or above the
masters level or who have attained at least a masters level de-
gree in behaviorology or in an acceptably appropriate area,
and who maintain the good record—typical of “early–ca-
reer” professionals—of professional accomplishments of a
behaviorological nature that support the integrity of the or-
ganized, independent discipline of behaviorology including
its organizational manifestations such as  and . On
the basis either of documenting a behaviorological repertoire
at the doctoral level or of completing a doctoral level degree
in behaviorology or in an acceptably appropriate area, an As-
sociate member may apply for membership as an Advocate.

Admission to  in the Advocate membership cat-
egory shall remain open to all persons who are not stu-

chair, and dues payment—see TIBIA Membership Crite-
ria & Costs in this issue). Benefits include all those from
the previous levels plus these: Access to all organizational
activities (e.g., invitations to attend and participate in
meetings conferences, conventions, workshops, etc.).

$40 Affiliate membership (requires paper membership
application, and dues payment—see TIBIA Membership
Criteria & Costs in this issue). Benefits include all those
from the previous levels plus these: Access to advanced
levels for those acquiring the additional qualifications that
come from pursuing a professional behaviorology track.

$60 Associate membership (requires paper member-
ship application, and dues payment, and is only available
to qualifying individuals—see TIBIA Membership Crite-
ria & Costs in this issue). Benefits include all those from
the previous levels plus these:  voting rights.

$80 Advocate membership (requires paper member-
ship application, and dues payment, and is only available
to qualifying individuals—see TIBIA Membership Crite-
ria & Costs in this issue). Benefits include all those from
the previous levels plus these: May be elected to hold
 or  office.

Other Benefits

Beyond the intrinsic value that  membership be-
stows by virtue of making the member a contributing
part of an organization helping to extend and disseminate
the findings and applications of the natural science of be-
havior for the benefit of humanity, and beyond the ben-
efit of receiving the organization’s publications, 
membership benefits include the following:

# Members will have opportunities to present pa-
pers, posters, and demonstrations, etc., at the
organization’s meetings;

# Members paying regular dues in the last third of
the calendar year will be considered as members
through the end of the following calendar year;

# Members paying regular dues in the middle third
of the calendar year will be allowed to pay one–
half the regular dues for the following calendar year;

# A  member may request the Institute to
evaluate his or her credentials to ascertain which
 certificate level most accurately reflects the
work (and so, by implication, the repertoire) be-
hind those credentials. The Institute will then
grant that certificate to the member; as part of
this evaluation, the Institute will also describe
what work needs to be accomplished to reach the
next certificate level. The normal processing fee for
this service (us$20) will be waived for members. For
the processing fee of us$20, a non–member may
also request this evaluation and, should she or he

ever join , the us$20 already paid will be ap-
plied to the initial membership dues owed. (Faculty
teaching behaviorology courses can encourage their
students to request this evaluation.)

Tibia continuously considers additional membership
benefits. Future iterations of this column will report all
new benefits upon their approval.!
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Check if applies:
Contribution:
Subscription:*
Back issues:*

# Vol. ___, #___
# Vol. ___, #___

Office Address:

Name & Signature of Advisor or Dept. Chair:

Office: Home:

Home Phone #:

I verify that the above person is enrolled as a student at:

Tibia Membership Application Form
(See the next page for the tibi / tibia purposes.)

Copy and complete this form (please type or
print)—for membership or contributions or
subscriptions or back issues—then send it
with your check (made payable to tibia) to
the tibia treasurer at this address:

Name: Member Category:

Office Phone #:

F #:

E-mail:

Degree/Institution:**

Home Address:

Amount enclosed: $

CHECK PREFERRED MAILING ADDRESS:

Sign & Date:

Dr. Stephen Ledoux
Tibia Treasurer
suny–ctc
34 Cornell Drive
Canton ny 13617 usa

**For Student Membership:
*Subscriptions: $/year; back issues: $ each.

dents, who document a behaviorological repertoire at the
doctoral level or who have attained a doctoral level degree
in behaviorology or in an acceptably appropriate area,
who maintain a good record of professional accomplish-
ments of a behaviorological nature, and who demonstrate
a significant history—typical of experienced profession-
als—of work supporting the integrity of the organized,
independent discipline of behaviorology including its orga-
nizational manifestations such as  and .

For all regular membership levels, prospective mem-
bers need to complete the membership application form
and pay the appropriate annual dues.

Establishing the annual dues structure for the
different membership categories takes partially into ac-
count, by means of percentages of annual income, the
differences in income levels and currency values among
the world’s various countries. Thus, the annual dues for
each membership (or other) category are:

Category Dues (in US dollars)*
Board of Directors The lesser of 0.6% of
member annual income, or $120.oo
Faculty The lesser of 0.5% of
member annual income, or $100.oo
Advocate The lesser of 0.4% of
member annual income, or $80.oo
Associate The lesser of 0.3% of
member annual income, or $60.oo
Affiliate The lesser of 0.2% of
member annual income, or $40.oo
Student The lesser of 0.1% of
member annual income, or $20.oo
*Minimums: $20 director or faculty; $10 others
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e. to support methodologies relevant to the scientific
analysis, interpretation, and change of both behavior
and its relations with other events;

f. to sustain scientific study in diverse specialized areas
of behaviorological phenomena;

g. to integrate the concepts, data, and technologies of
the discipline’s various sub–fields;

h. to develop a verbal community of behaviorologists;
i. to assist programs and departments of behaviorology

to teach the philosophical foundations, scientific
analyses and methodologies, and technological exten-
sions of the discipline;

j. to promote a scientific “Behavior Literacy” gradua-
tion requirement of appropriate content and depth at
all levels of educational institutions from kindergar-
ten through university;

k. to encourage the full use of behaviorology as the es-
sential scientific foundation for behavior related work
within all fields of human affairs;

l. to cooperate on mutually important concerns with
other humanistic and scientific disciplines and tech-
nological fields where their members pursue interests
overlapping those of behaviorologists; and

m. to communicate to the general public the importance
of the behaviorological perspective for the develop-
ment, well–being, and survival of humankind.!

TIBI / TIBIA Purposes*
", as a non–profit educational corporation, is dedi-
cated to many concerns. T is dedicated to teaching be-
haviorology, especially to those who do not have
university behaviorology departments or programs avail-
able to them;  is a professional organization also dedi-
cated to expanding the behaviorological literature at least
through the magazine/newsletter Behaviorology Today
(originally called TIBI News Time) and the Behaviorology
and Radical Behaviorism journal;**  is a professional
organization also dedicated to organizing behaviorologi-
cal scientists and practitioners into an association (The
International Behaviorology Institute Association—
) so they can engage in coordinated activities that
carry out their shared purposes. These activities include
(a) encouraging and assisting members to host visiting
scholars who are studying behaviorology; (b) enabling
 faculty to arrange or provide training for behaviorol-
ogy students; and (c) providing  certificates to stu-
dents who successfully complete specified behaviorology
curriculum requirements. And  is a professional orga-
nization dedicated to representing and developing the
philosophical, conceptual, analytical, experimental, and
technological components of the separate, independent
discipline of behaviorology, the comprehensive natural
science discipline of the functional relations between be-
havior and independent variables including determinants
from the environment, both socio–cultural and physical,
as well as determinants from the biological history of the
species. Therefore, recognizing that behaviorology’s prin-
ciples and contributions are generally relevant to all cul-
tures and species, the purposes of  are:

a. to foster the philosophy of science known as radical
behaviorism;

b. to nurture experimental and applied research analyz-
ing the effects of physical, biological, behavioral, and
cultural variables on the behavior of organisms, with
selection by consequences being an important causal
mode relating these variables at the different levels of
organization in the life sciences;

c. to extend technological application of behaviorologi-
cal research results to areas of human concern;

d. to interpret, consistent with scientific foundations,
complex behavioral relations;

*This statement of the  ⁄  purposes has been
adapted from the  by–laws.
 **This journal () is under development at this time
and will appear only when its implementation can be
fully and properly supported.—Ed.

Periodical Information
Behaviorology Today [known as TIBI News Time
for the first  volumes /  issues], is the magazine/
newsletter of The International Behaviorology
Institute (a non–profit educational corporation)
and is published in the spring and fall each year.

Behaviorology Today and tibi can be contacted
through the Editor at these addresses and web site:

Dr. Stephen F. Ledoux, Editor
Suny–ctc • Arts & Sciences • 34 Cornell Drive
Canton ny 13617–1096 • usa
Phone • Fax: (315) 386–7423 • 386–7961
E–mail: ledoux@canton.edu
www.behaviorology.org

To submit items for publication, contact the editor.
Preferred contact: Send items on a 3.5 inch disk
(Mac preferred) in a format that can be placed in
PageMaker, along with a hard copy, to the editor.

Authors’ views need not coincide with official
positions of tibi. (Authors retain copyrights.)
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Behaviorology Today
Prof. Stephen F. Ledoux, Editor
Suny–ctc • Arts & Sciences
34 Cornell Drive
Canton ny 13617–1096 • usa

S TIBI C:

Lawrence E. Fraley, Ed.D. (Retired, Chair)
Professor, West Virginia University at Morgantown
Route 1 Box 233a / Reedsville wv 26547
lfraley@citlink.net (304) 864–3443 or 864–6888

Stephen F. Ledoux, Ph.D. (Treasurer)
Professor, State University of New York at Canton
ledoux@canton.edu
Faculty web page: Click “Ledoux” under

“Faculty Directory” at www.canton.edu

Zuilma Gabriela Sigurdardóttir, Ph.D.
(Member, tibi Board of Directors)
Assistant Professor, University of Iceland
zuilma@hi.is


