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I 

 

Abstract 

 

Behavior management in the classroom is an important aspect and pressing issue for 

teachers.  When children are disruptive in the classroom, it is not only a problem for their peers 

and teacher, but it is the disruptive child who is affected the most, academically and socially. Due 

to increasing behavior problems in the classroom, teachers need to be better at management even. 

This paper looks at three different types of group-oriented contingencies which are known as 

independent group-oriented contingencies, dependent group-oriented contingencies and 

interdependent group-oriented contingencies. There has been much research conducted on group 

contingencies with the use of randomized reinforcers aimed at decreasing inappropriate 

behaviors. Of these group-oriented contingency interventions, interdependent group 

contingencies were found to be utilized more in a classroom environment. This project presents a 

review of the literature on the use of randomized reinforcers, also referred to mystery motivators 

in this paper, with the group contingencies and their effectiveness. These interventions have been 

proven to be practical, efficient and economical to use for teachers addressing a target behavior. 

The focus of this project is a professional development plan for teachers interested in using 

group contingencies with randomized reinforcers in their classrooms. 
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Introduction 

 

 

 The purpose of this paper was to describe an effective professional development program 

for educators teaching grades kindergarten through fifth in the Lake Shore Central School district 

on an evidenced-based method in the area of behavior management. More specifically, this paper 

focused on the use of group-oriented contingencies with randomized reinforcers. The 

professional development was aimed at providing teachers with an inexpensive, time-saving tool 

to increase positive behaviors and motivate students, thus providing more teaching time for 

teachers. This paper not only offers information and evidence why group contingencies are 

effective, but the project will also give teachers a chance to implement the group contingency 

into their curriculum and provide feedback on the effectiveness of the method in their classroom 

routine. The first part of the paper presents an overview and brief introduction to the study. 

Included in the introduction is the statement of the problem, along with some background on the 

topic of group-oriented contingencies, the rationale behind the topic and why it is significant to 

me as well as its importance to the field of education. Since this paper is based on the 

implementation of a professional development course, a section on the importance of 

professional development for educators along with a description of the method that will be used 

to implement the course is included. A literature review is also included which consists of 

background information and empirical studies supporting group contingencies and the use of 

randomized reinforcers. The literature review begins with a definition of what contingency 

management is and gives the reader some background as to some of the problems teachers are 

faced with on a daily basis along with what recent research reports on group contingencies. Next, 

the three types of group contingencies are presented  along with supporting evidence and 

examples as to the importance of each contingency. More detailed information on each of the 
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contingencies in addition to terminology used throughout this professional development plan  is 

incorporated. The three contingencies this paper explores are  (a) independent group-oriented 

contingencies, (b) inter-dependent group-oriented contingencies, and (c) dependent group-

oriented contingencies. Also presented in the literature review are the effects that group 

contingencies have on behavior and academics in the classroom. Following the overview of 

group contingencies is the use of randomized reinforcers A short piece on professional 

development is included to conclude the literature review focusing on the importance of 

professional development among teachers, what teachers are looking for in professional 

development and different methods of professional development used to present information in a 

course. The two effective methods used in professional development are the traditional technique 

and the job-embedded technique. The methodology section contains a short overview of the 

problem, participants the professional development was designed for, the setting, instrumentation 

used, any limitations and a summary. The format of the professional development offered is 

identified in the findings section. The professional development described focuses on and 

includes a group contingency example known as The Four Jars Method.  The data sources were 

also identified. 

Purpose 

According to the American Psychological Association (“Report on the Teacher,” 2006), 

the number one concern of elementary classroom teachers is discipline problems. In a recent 

survey conducted among kindergarten through twelfth grade teachers, discipline problems in the 

classroom were reported as being a major distraction and prevention of effective teaching (Rose 

& Gallup, 2006). Consequently, the rationale of this professional development is to offer  an 

evidenced- based behavior management method through the use of group contingencies with 
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randomized reinforcers. Even though contingency management courses have been used and 

proven to modify a selection of children’s behaviors, behavior modification or contingency 

management is underutilized in education settings (Englemann, Becker, Carnine, & Gersten, 

1991). Therefore, this professional development provides participants with the knowledge and 

tools to implement a behavior management using group contingencies. Group contingency 

interventions have also shown a decrease in inappropriate behavior and a corresponding increase 

in pro-social behaviors in a general education classroom as well as a special education classroom 

(Stage & Quiroz, 1997). 

Background 

  An ideal classroom would consist of students who are displaying appropriate behavior in 

a successful learning environment. That is not always the case. In fact, as noted above, behavior 

management is a concern for many classroom teachers today. Children display behaviors that are 

out of place in the classroom which makes it difficult for other students to learn as well as for the 

teacher to teach (Bobrow, 2002). Some examples of these behaviors may include but are not 

limited to talking out, disrupting their neighbors and using inappropriate language. Teachers are 

incorporating group contingency methods to deal with inappropriate, disruptive behaviors of 

large groups of students (Hansen & Lignugaris, Kraft, 2005). Three common group 

contingencies being utilized more today in classrooms  are (a) independent group-oriented 

contingencies, (b) inter-dependent group-oriented contingencies, and (c) dependent group-

oriented contingencies. Earlier studies conducted in the late sixties and early seventies assessed 

the use of behavior management procedures which included group contingencies and the use of a 

combination of different components (Barrish, Saunders, and Wolf, 1969; Bushell, Wrobel, and 

Michaelis, 1968; Schmidt and Ulrich, 1969; and Sulzbacher and Houser, 1968). More recently, 
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studies have been conducted which concentrate more exclusively on the use of group 

contingencies to control inappropriate and appropriate behaviors, aimed more specifically at 

targets of groups of individuals (Barrish, Saunders, and Wolf, 1969; Bushell, Wrobel, and 

Michaelis, 1968; Schmidt and Ulrich, 1969; and Sulzbacher and Houser, 1968).  After a 

comparison of the two methods, research reports that the use of group contingencies and/or 

consequences was found to be more effective in the procedures as well as the outcomes rather 

than individually based contingencies (Hamblin, Hathaway, and Wodarski, 1971; Herman and 

Tramontana, 1971; Long and Williams, 1973). Offering this evidenced-based practice through a 

professional development program will give teachers an opportunity to utilize a method, which 

incorporates group-based contingencies in their classroom to effectively manage appropriate and 

inappropriate behaviors. Professional development classes provide teachers with a chance to 

learn and stay up-to date with methods that are proven to work and most importantly new 

information to help them best meet the needs of their students (Barber & Mourshed, 2007). 

Importance to the Field of Education 

 In order for teachers to be effective and to teach effectively, it is important to have an 

organized classroom and be able to manage the behavior of their students. Teachers who 

consistently have problems with behavior management and discipline in their classroom tend to 

be ineffective and have a higher rate of burnout and or stress related issues (Berliner, 1986; 

Browers & Tomic, 2000; Espin & Yell, 1994). Working in an economically disadvantaged area 

can increase the prevalence of disruptive behaviors seen in a classroom (Kellam, Ling, Merisca, 

Brown & Ialongo, 1998). As a kindergarten teacher, I have experienced similar behavior issues 

in my own classroom which tend to interrupt the ability to teach leaving me frustrated and 

hopeless. I end my day feeling defeated as a teacher, not only to the child(ren) with the behaviors 
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but also the other children in the classroom who are losing my attention.  I tried many different 

strategies and preventions which failed or took up too much time or money. After taking a course 

on group contingencies and seeing the positive immediate effects I decided to research this 

method more in depth. I implemented an interdependent group contingency into my own 

classroom and saw positive improvements in the behaviors of my students and continued to use 

the method throughout the school year. Group contingencies have effectively reduced the amount 

of teacher effort necessary in managing behavior in the classroom. With the growing demands placed 

on teachers today, behavior problems need to be the least of their worries. Group contingencies are a 

growing area of research in the field of psychology. Due to their effectiveness and efficiency, both 

with academic and behavioral change, their continued use in school settings is expected and 

encouraged. After using the group contingency  and experiencing first hand the positive results, I 

wanted to share this method with my colleagues. Offering this professional development course that 

focuses on group contingencies to manage problem behaviors in the classroom to my coworkers 

would be beneficial for the teachers as well as the students. 

Literature Review 

When paired with other effective interventions, group contingencies significantly reduce 

disruptive classroom behaviors, increase on-task time and aid academic performance (Skinner, 

Cashwell, & Dunn, 1997). Group-oriented contingencies with randomized components or 

“mystery motivators have been found to be popularly accepted, both by teachers and students. 

These are easy to implement and reduce the amount of effort needed to manage difficult 

behaviors in the classroom. 

It appears that the most popular way to implement a group contingency is in an 

interdependent group contingency format, and to randomize components of the study, either 

reinforcers, criteria, or both. This literature review will explore group contingencies with the use 
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of randomized reinforcers and their effects on student’s academic and behavioral performance. 

This literature review will begin with a discussion of what behavior management is to provide 

some useful background knowledge into group-oriented contingencies. 

Behavior Management 

Effective classroom management can be crucial to the success of a teacher’s classroom. 

Classroom management refers to all of the things teachers do to organize students, space, time 

and materials to maximize effective teaching and student learning (Wong & Wong, 1998). 

Research has shown effectively managed classrooms and high student achievement are linked. 

Wong and Wong (1998),  identify two objectives of classroom management which are to enhance 

student involvement and cooperation and to establish a positive working environment. Behavior 

management and classroom management are interrelated according to Harry and Rosemary 

Wong. Behavior management refers to teacher activities designed to promote positive behaviors 

in students. Self-discipline is the goal of all behavior management. Overall, behavioral 

management has two main goals which focus on the decrease of anti-social and disruptive 

behaviors the increase of appropriate pro-social behaviors. 

Behavior theorists explain the framework for encouraging and maintaining good behavior. 

These behavior theories significantly influenced and are still influencing classroom management. 

Most classroom management research today has focused on identifying how teachers encourage 

student engagement and limit distractions in the classroom. The following paragraph will 

summarize briefly the work of a behavior theorist and identify the influence he has made on 

classroom behavior and management. 
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Behavior Theorist 

B. F. Skinner’s theories are critical to an understanding of classroom management. As a 

renown learning theorist in the 1930’s and 40’s, Skinner focused his research on how the 

organism learns, regardless of its inherited potential, regardless of its stage of physical or 

psychological development, and often regardless of its species (Sprinthall, 1981). Otherwise 

stated, he saw learning as a result of associations formed between stimuli and actions, or 

impulses to act. Simple associations would accumulate to large groups of learned associations. 

Skinner felt learning resulted from conditioning, similar to Pavlov’s dogs’ being conditioned to 

salivate at the sound of a specific tone. In regards to the classroom, Skinner stated that by 

rewarding students for good behavior and ignoring or punishing wrong behaviors, students 

would come to understand how to behave in a classroom environment (Conte, 1994).  Behaviors 

that were rewarded would be repeated; those that were not would be avoided, and thus, a well-

behaved class would result. This step-by-step conditioning process helped Skinner develop and 

test his first “teaching machine” in the 1950’s (Sprinthall, 1951). The teaching machine is 

composed of mainly a program, which is a system of combined teaching and test items that 

carries the student gradually through the material to be learned. The "machine" is composed by a 

fill-in-the-blank method on either a workbook or in a computer. If the subject is correct, he/she 

gets reinforcement and moves on to the next question. If the answer is incorrect, the subject 

studies the correct answer to increase the chance of getting reinforced next time. The teaching 

machine was a form of programmed instruction. At first, it was seen as a threat to teachers and 

their jobs. Reassuring the educators, Skinner announced that his programmed instruction was a 

learning aid, not a substitute for a human teacher. He also reassured educators that the children 

trained with the device would not become little robots, but would more likely be able to reach 
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their intellectual potential. Later, Skinner was credited with creating a revolution in the 

technology of education. Skinner’s research of reinforcing stimuli also led to the development of  

behavior -modification techniques in the classroom. Behavior modification involved training 

teachers to wait for their students to emit appropriate responses and then to reinforce those 

responses quickly and consistently. This idea of behavior modification would again, 

revolutionize technology in education. Contingency management is based upon the idea of 

rewarding students for displaying desirable behavior and not rewarding them for displaying 

undesirable behavior. 

What is Contingency Management? 

As adults, it is always more favorable to do things that are enjoyable or easy. Children 

operate the same way. In a classroom most children would rather have recess than take a math 

test or build with blocks rather than read. In order to get children to complete the unfavorable 

tasks, teachers use a method known as contingency management. American Psychologist Edward 

Thorndike’s Law of Effect stipulates that learning is dependent on the outcome. When a student 

is rewarded for a certain behavior, that behavior tends to be repeated while the unwanted 

behaviors that did not receive a reward eventually disappear (Skinner, Cashwell, & Dunn, 1997).  

Group contingencies are being used to improve positive behaviors within groups of students. 

Focusing on and promoting positive behaviors increases the likelihood of repeating those 

positive behaviors. How people behave is dependent on the consequences of their behavior. For 

example, if a behavior is followed by a positive result, then the behavior is likely to be repeated. 

In contrast, if a behavior is followed with a negative consequence, then the behavior is unlikely 

to be repeated (Skinner, Cashwell, & Dunn, 1997).  There has been much research conducted on 

contingencies in the classroom, more recently focusing on group contingencies. 
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Current Research on Group Contingencies 

 Problematic behaviors identified by teachers in the classroom often include disruptive 

verbalizations, nonacademic chatter between peers, out-of-seat movement, low completion of 

assignments, disorganization, and not being prepared (Christ & Christ, 2006). Research has 

shown that disruptive behavior patterns in the early school years increase the risk for antisocial 

behavior later in life. Disruptive behavior in the classroom is also predictive of less time engaged 

in academic activities, lower grades, and lower performance on standardized tests (Stage 

 Quiroz, 1997). It is clear that there is a need for time-efficient behavior management strategies 

in the classroom. In a well-known meta-analysis, Stage & Quiroz (1997) compared the 

effectiveness of interventions designed to reduce disruptive behavior in the classroom. They 

found that overall, group contingencies had the highest effect sizes among interventions aimed at 

reducing disruptive behaviors in the classroom. Challenging behaviors in the classroom that are 

managed ineffectively tend to monopolize teachers valuable time that should be spent teaching 

and in turn take away from the learning. Research reports that in many classrooms, at least 27 

percent of an elementary school day is spent on lunch, recess, breaks, down-time between 

lessons and instruction, the time it takes to get from one classroom to another, special classes and 

non-instructional time (Shalaway, 1997). These factors along with student distractions leaves a 

small window of opportunity to teach, therefore being highly organized as well as having an 

effective management system are keys to providing a successful learning environment. Teachers 

have the most influence on the behavior and academic success of their students (Kane, Rockoff, 

& Staiger, 2006; Nye, Konstantopolous, & Hedges, 2004; U.S. Department of Education, 2010). 

It is very important to establish a positive learning and social environment and one way to ensure 

this is to establish a classroom management plan that supports all student learners. There has 



GROUP COTINGENCIES                                                                                                    10 

 

 

 

been much research conducted on interventions that reduce unwanted classroom behaviors thus 

leaving more time for academics. Among these interventions group contingencies are growing in 

popularity especially in larger classroom settings (Thorne & Kamps, 2008). 

 Group Contingencies are based on a behavioral learning theory (Bandura, 1969). The 

meaning of a group contingency is that rewards are presented to a group based on the behavior of 

one or more of the members in a group. In a basic group contingency, students work together 

towards a common goal and are rewarded based upon their success in working towards that goal. 

Group oriented contingencies offer students chances to work together with their peers towards 

the same common goal (Litow & Pumroy, 1975). A group contingency acknowledges students 

for performing a desired behavior, saves time and resources by designing a program for an entire 

classroom rather than individual students, and encourages positive social interactions between 

peers (Murphy et. al, 2007). Research in the area of group contingencies has grown in the past 

twenty years. Group contingencies, now well-accepted as evidence-based interventions for 

behavior and academic problems, often serve as the basis for additional studies. For example, 

this paper will review studies that incorporate three different types of group-oriented 

contingencies in classroom settings to reduce inappropriate unwanted behaviors as well as 

encourage appropriate wanted behaviors. Group contingencies were first examined as a behavior 

management technique, and they are now being implemented with the goal of targeting 

academics as well. 

 Specifically, three types of group-oriented contingencies are being used and accepted 

more widely in classrooms for behavior management as well as improving academics. These 

include  independent, dependent, and interdependent (Litow & Pumroy, 1975). Independent 

group-oriented contingencies are based on an individual’s performance. Each student receives an 
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award based on their own behavior. An interdependent group-oriented contingency is reliant 

upon the behavior of the class as a whole. The dependent group-oriented contingency relies on 

one student’s behavior to earn the reinforcement (Maag, 1999). All three group contingencies 

have been shown to be effective in decreasing inappropriate classroom behavior (Theodore, Bray, 

& Kehle, 2001). The following paragraphs will describe each contingency as well as give an 

example of each. 

Independent Group Contingencies 

 Independent group-oriented contingencies require the same criteria, behaviors and 

reinforcers for the entire class. Reinforcement is reliant based upon the individual student’s 

performance (Vidoni, & Ward, 2006). Independent group contingencies utilize the same target 

behaviors and consequences for all students but the reinforcement for the target behaviors is 

delivered individually.  According to a study completed by Skinner, Cashwell and Dunn (1996), 

grades would be an example of an independent group-oriented contingency. The students have to 

meet the same criteria and target the same behavior. If the students receive a ninety percent or 

better on a test, they will receive a grade of an A. 

 Allen, McGlaughlin & Harman (1980) researched the effects of both interdependent and 

independent group-oriented contingency programs on letter tracing behavior of nine children 

with emotional and neurological handicaps. The nine students were grouped into two groups. 

Each group received a baseline, interdependent contingency, independent contingency, and a 

differential reinforcement for other behaviors (DRO) condition. However, these conditions were 

counterbalanced between the two groups to eliminate any sequential effects. During the 

interdependent contingency condition, the students’ reinforcement was contingent on the group 

score (total number of correctly traced letters) increasing from previous trials. The independent 
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contingency condition required each student within the group to increase their own score from 

their personal best. A DRO condition was added between the first condition (Group 1 – 

interdependent and Group 2-independent) for each group. The students could earn 10 points for 

decreasing theirs within each condition. By using an alternating treatments design, this practice 

effect, although not eliminated, can be countered by alternating independent and interdependent 

conditions and continuously measuring which condition had more of an effect over time. Results 

of the study imply that both programs were effective with eight out of the nine students. This 

study adds to the research indicating that these contingency programs are as effective with both 

academic and behaviors within a classroom setting. 

Dependent Group-Oriented Contingencies 

Dependent group-oriented contingencies are based upon the performance of either one 

individual or a small select subgroup that have met the criteria (Vidoni and Ward, 2006).  A 

dependent group-oriented contingency is in effect when reinforcement is contingent on the 

behavior of a target individual or a small group; however, reinforcement is delivered to all 

members if this target individual or small group meets the criterion level (Cooper, Heron, & 

Heward, 1987; Litow & Pumroy, 1975; Allen, McLaughlin, & Harman, 1980). Therefore, the 

group reinforcer is contingent on the behavior of the target individual or small group. 

A study by Vidoni and Ward (2006)  that explored the effects of a dependent group-

oriented contingency on fair play by middle school physical education students improved the 

behaviors. Members of this study included sixth grade middle school students of which eighty-

two percent were white and that came from middle to lower-middle socioeconomic backgrounds. 

Classes averaged thirty students. One boy and one girl from each class were targeted. Students 

were chosen according to high attendance, parental consent and students who showed low 
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occurrences of supportive behaviors. Supportive behaviors included showing support towards 

teammates such as high fives, low-fives, touching fists, tap on back, clapping hands as well as 

verbal responses. The students were unaware of the student or team who would be observed and 

their performance recorded which encouraged all students to perform the appropriate behaviors 

in order to earn the reward. A tally system was used to collect the data. Data was collected over 

23 days during volleyball games. While conducting baseline data, the physical education teacher 

found that out of the six students being targeted, low incidences of supportive behaviors were 

expressed. After introduction of the contingency students occurrences of supportive behaviors 

showed an increase. 98% of the students stated that they thought it was important to show 

support for their teammates during the game. The results of this dependent group-oriented 

contingency improved the students’ supportive behaviors during volleyball games in physical 

education (Vidoni & Ward, 2006). Dependent group-oriented contingencies promote and 

encourage positive peer interaction as well as positive behaviors. Students want to succeed and 

encourage their classmates to be successful to ensure that their group gets rewarded (Slavin, 

1987). The students reported that all of the members of the team should be observed instead of 

just one member (Vidoni & Ward, 2006). Students response to the intervention can be valuable in 

determining what interventions are successful or not as well as just parts of it. Teachers or 

researchers can use student input to make necessary changes and modify the intervention. 

Interdependent Group-Oriented Contingencies 

 The third group-oriented contingency is termed interdependent. The same reinforcers and 

criteria are provided to the whole group and achievement is contingent upon the whole group 

meeting the specified criteria (Theodore, Bray & Kehle, 2004). When using an interdependent 

group-oriented contingency, the group functions as a single organism. Reinforcement is delivered 
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to the entire group contingent on the group meeting a set group performance criterion level. In 

other words, the entire group will receive reinforcement, but only if the group works together to 

perform the required response at a predetermined criterion level (Cooper et al., 1999; Gresham & 

Gresham, 1982; Litow & Pumroy, 1975 and Skinner et al., 1996). Each student’s score is 

examined and compared to the pre-determined criterion level to determine if the group reached 

their goal. For example, all students must get a 70% or higher on their spelling tests for the entire 

class to earn an ice cream party at the end of the month. Second, group performance can be 

determined by averaging the group’s performance levels and determining if they have met a pre-

determined group criterion. This procedure consists of the contingency manager determining a 

criterion level for the group/s and averaging the scores of the group members. If the group 

average met the group criterion level, each group member receives reinforcement. If the group 

average did not meet the criterion level, no reinforcement is delivered. Third, a group’s 

performance can be determined by randomly selecting a target student or group of students and 

comparing their scores with the pre-determined group criterion level (Cooper et al., 1987). If the 

randomly selected student/s scores meet the criterion level, the entire group receives 

reinforcement. The most common structure of the interdependent group-oriented contingency 

program used is the whole group structure; each member of the group has to meet the criterion 

level in order to gain access to the reinforcement (Cooper et al., 1987). 

An example of an interdependent group-oriented contingency is apparent in a procedure 

designed to reduce the time it takes for students to move from one class to another. A study 

completed by Rathvon, 2008 looked at a sixth grade teacher that introduced a program termed 

the Timely Transitions Game (TTG). The goal of the process was to reduce transition time in a 

sixth grade general education classroom. The inappropriate behaviors that were displayed during 
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transition time included talking, touching one another and failing to follow directions which 

resulted in less time for teaching academics (Campbell & Skinner, 2004).  While collecting 

baseline information, the teacher used the normal procedures to collect data. A consultant teacher, 

used a stopwatch to monitor and record the time it took for students to line up. The teacher 

waited until all of students were ready to leave the room and the recording did not stop until the 

last student left. During baseline, average transitions took two hundred seventy-eight seconds, or 

four point six minutes. Throughout the day, five transitions were recorded, which averaged 

twenty-three minutes per day waiting for students. Over the five day school week, time recorded 

spent waiting was almost two hours. After baseline data was collected the teacher and consultant 

teacher explained, modeled and implemented the group contingency procedures. Data was 

collected after the interdependent group-oriented intervention was implemented. Immediately 

following the implementation, students showed a drop off in the average amount of time taken 

during transitions throughout the day. During the intervention, the average time taken for 

transitions was sixty-nine seconds adding up to twenty-nine minutes per week. The transition 

time decreased to one point five hours per week. The teacher was in favor of the TTG which 

allowed for more time to teach. The intervention allowed for more organization and management 

moving from room to room (Theodore, Bray & Kehle, 2004). 

Benefits of using Group-Oriented Contingency Programs 

There are several benefits to using a group-oriented contingency when compared 

to an individual contingency program within the school setting. First, contingency 

management is easier for teachers when using a group-oriented contingency program 

because teachers can implement, monitor, and revise one program for the entire class or a 

few smaller groups rather than several different individual programs (Axelrod, 1973; 
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Skinner et al., 1996; Gresham & Gresham, 1982; Kratochwill, Elliott, & Rotto, 1995; 

Shapiro & Goldberg, 1986; Skinner et al., 1999). Because these programs are more 

efficient for teachers to implement, there is typically an increase in educator buy-in when 

implementing the program. This increased “buy-in” in turn increases the reliability of the 

program implementation (Axelrod, 1973). Another benefit to utilizing group-oriented 

contingency programs is that students’ negative behaviors are less likely to become 

obvious to the other students. When interventions call attention to inappropriate student 

behaviors, that student is set apart from the others and some social deficits could be 

created because some students may view this as an unfair advantage for the target student 

(Skinner et al., 1996; Skinner et al., 1999). This could cause some students to engage in 

inappropriate behaviors in order to have an individual contingency plan developed for 

them, which would allow them access to novel and/or more reinforcers. Thus, individual 

contingency programs may lead the other students to misbehave in order to have the 

teacher develop an individual contingency plan and obtain reinforcement (Skinner et al., 

1999). When using a group-oriented program, all groups receive the same contingency 

and reinforcement for behaviors; therefore, other students are less likely to discriminate 

the problematic behaviors of the target student/s (Cooper et al., 1987; Skinner et al., 

1999). With group-oriented contingency programs, students are grouped together and are 

working with their group towards a common goal. This situation in turn will help to develop the 

communication needed to promote teamwork within that group. Another 

benefit to using a group-oriented contingency program is that reinforcers can be chosen 

from a larger pool. Therefore, these programs can be less costly because teachers can 

utilize a greater variety of reinforcers which can include activities rather than tangibles 
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(Axelrod, 1973). 

The popularity of the interdependent group contingency can be attributed to its specific 

advantages. In this type of contingency, time is used efficiently, peer jealousy is minimized 

because the entire class either receives a reward or does not, and social cooperation is facilitated 

due to working together towards a common goal (Skinner, Williams & Neddenriep, 2004). 

Murphy et al. (2007) found the following: 

Modifying the behavior of a classroom rather than that of an individual student is a more 

efficient use of time for both teachers and those who support them (i.e., school 

psychologists). This type of intervention would seem to be beneficial for teachers who 

would like to improve the behavior of an entire class (p. 61). 

The implications for such an effective intervention are substantial. With less time wasted on 

managing difficult behavior, teachers can spend more time on teaching. Students who are on task 

can make better use of their learning potential. An intervention that targets not only the “tough” 

kids but the entire classroom appears to fit the needs of teachers who are expected to manage 

behavior as well as adhere to teaching standards and curriculum mandates. 

 An additional advantage to this type of contingency is that there is no public feedback on 

individual student performance based on which students received access to the reward, sharing, 

stealing or teasing is decreased as the entire class is either rewarded or not rewarded, and a broad 

range of rewards can be delivered, i.e. field trips, free time, pizza parties, or movie time (Skinner, 

Williams & Neddenriep, 2004). Research conducted on group contingencies indicates that group 

contingencies are proven to be more effective as opposed to individual contingencies when used 

to modify behavior (Theordore, Bray & Kehle, 2004). Some behavior programs can be expensive 

and time consuming and teachers are apprehensive to implement these strategies. Teachers tend 
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to use reward systems that incorporate a punishment such as warnings, red cards, time-outs for 

unwanted behaviors. These methods are more attractive to teachers since they are low-cost and 

easy to implement or are already in place (Kelshaw-Levering, Sterling-Turner, Henry, & Skinner, 

2000). In a group contingency intervention that focused on academic engagement and problem 

behaviors in students at-risk, the materials consisted of existing wall charts, some supplies were 

given by the school since it was a school-wide intervention as well as other costs under $50 

(Thorne & Kamps, 2008).  In group oriented contingencies it may be difficult at times to set the 

same criterion for all students. For example, students read at different levels and rates thus 

requiring less or more time or effort  may decrease the effectiveness of the intervention (Sharp & 

Skinner, 2004).  Group contingencies have been proven effective with improving behavior in the 

classroom. 

Limitations to using Interdependent Group-Oriented Contingencies 

While there are several benefits to utilizing an interdependent group-oriented 

contingency program, there are also some limitations. First, ethical dilemmas must be 

considered. Skinner et al. (1996) discusses the ethical issues in depriving a student of an 

educational opportunity based on behavioral disabilities. If a teacher utilizes an 

educational activity as a reinforcer, those students that have some behavior limitations 

can be deprived of the opportunity to benefit from that educational activity. Skinner et al. 

(1999) suggests that by using tangibles this problem can be minimized. Secondly, 

students may engage in verbal threats toward the target student/s that engage in 

problematic behaviors (Axelrod 1973; Skinner et al., 1996). One reason these verbal 

threats may occur is due to the structure of the teams. In Barrish, Saunders, and Wolf 

(1969), students were grouped without any type of pre-assessment. While grouping the 



GROUP COTINGENCIES                                                                                                    19 

 

 

 

students, two students that had been referred to the principal on several occasions were 

grouped on the same team. Because of this grouping, the team received many marks 

during the good behavior game intervention and contributed to team losses during several 

observation sessions. Therefore, each student must be assessed before deciding on the 

structure of the groups. When using an interdependent group-oriented contingency, the 

same consequence is provided to the entire group. These consequences can function as a 

reinforcer for some of the students within the group, but may be neutral or even aversive 

to others students (Skinner et al., 1999; Skinner et al., 1999). Because these consequences may 

be aversive to some students, they may lose interest in participating in the program. Thus, the 

group-oriented contingency may not be effective with any of the groups because it may result in 

some students sabotaging the group’s effort (Barrish et al., 1969). 

Group Contingencies and Behavior 

 Disruptive classroom behavior is that which openly impedes the ability of the classroom 

teacher to teach other students  (Amada, 1999).  Examples of common unwanted behaviors in the 

classroom may be talking back to the teacher, not able to walk in a line without touching, taking 

too long to line up quietly with hands to ourselves, chatty students while instruction is taking 

place, hitting or using inappropriate language. These behaviors in a classroom may dominate the 

teachers instruction time which takes valuable teaching time away from the students. It makes it 

difficult for the students to learn as well as the teachers ability to instruct (Luiselli, Putnam, & 

Sunderland, 2002). Young children who show disruptive behaviors at an early age tend to be 

more at risk for those behaviors to continue throughout their teen years (Campbell, 1995). They 

are also more likely to continue through the remaining school years (Campbell & Ewing, 1990; 

Egeland, Kalkoske, Gottesman, & Erickson, 1990). So by implementing interdependent group 
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contingencies in classrooms where students display inappropriate behaviors would reduce 

disruptive unwanted behaviors therefore increasing teaching time. This would result in more 

opportunities for students to aquire the academic and social skills in a positive learning 

environment needed to produce successful students (Nelson, Martella, & Marchand-Martella, 

2002). One popular example of a group contingency productively uses the format of a game. The 

Good Behavior Game, has been examined and shown to have positive outcomes in increasing 

student on-task behavior while decreasing unwanted and disruptive behavior in the classroom. 

 In a study conducted in 2007, Lannie and McCurdy, investigated the effects The Good 

Behavior Game would have on student on-task behavior and disruptive behavior in an urban 

classroom. The Game is described as an “interdependent group contingency that is user-friendly 

and is applied class-wide” (Lannie & McCurdy, 2007, p. 86).  The game was conducted in thirty-

minute intervals, with target behaviors observed and recorded in intervals of ten minutes. 

 The results of the study indicated that the Game was effective in increasing on-task 

behavior and decreasing disruptive behaviors in the classroom. 

Group Contingencies and Academics 

 “Considerable teacher time, at the expense of academic instruction (Stage & Quiroz, 

1997), is allocated in an attempt to control inappropriate and disruptive behavior” (Theodore, 

L.A., Bray, M.B., & Kehle, T.J. (2004). As researchers began seeing extensive success of group 

contingencies that reduced the amount of unwanted behaviors, they began to examine the effects 

that use of group contingencies could have on academic performance. 

 Based on evidence that supports the potential of contingent rewards to enhance the 

quality and quantity of academic work, Skinner, William & Neddenriep (2004) authored an 

article describing ways in which interdependent group contingencies can be used to enhance 
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academic performance of students in general education classrooms. The article discusses 

important strategies to consider such as how to define target behaviors like “academic 

engagement”. The authors make known that when students show they are interested and are on-

task they are making a conscience choice, they want to learn. The article stresses the importance 

of keeping those students engaged through the use of reinforcement. The authors present 

documented research recommending how to select target behaviors, identify criteria for 

reinforcement and also discuss fading which is when the reinforcement is slowly withdrawn. 

Fading is recognized in the article since many educators believe that students should not be 

rewarded for academics. They believe that the intervention should disappear gradually since 

students should not be rewarded for their academics but grades should be worked for. The article 

highlights many of the points already emphasized in the current paper in more detail such as the 

three contingencies along with the use of randomized reinforcers. 

Randomized Reinforcers 

Generally, student motivation "refers to a student's willingness, need, desire and 

compulsion to participate in, and be successful in, the learning process" (Bomia, Beluzo, 

Demeester, Elander, Johnson, & Sheldon, B. 1997). 

 Student motivation is often divided into two categories: 

Extrinsic motivation: A student can be described as extrinsically motivated when he 

or she engages in learning "purely for the sake of attaining a reward or for avoiding 

some punishment" (Dev, 1997). Classrooms that attempt to motivate students 

extrinsically include recognizing students for academic achievements; giving out stickers, candy, 

and other rewards; and taking away privileges, such as recess, on the basis of students' academic 

performance (Brooks, Freiburger & Grotheer, 1998). 
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Intrinsic motivation: A student can be described as intrinsically motivated when he 

or she is motivated from within: Intrinsically motivated students actively engage 

themselves in learning out of curiosity, interest, or enjoyment, or in order to achieve 

their own intellectual and personal goals. According to Dev, 1997, "A student who is intrinsically 

motivated . . . will not need any type of reward or incentive to initiate or complete a task. This 

type of student is more likely to complete the chosen task and be excited by the challenging 

nature of an activity" (p. 13).   

While any kind of motivation seems preferable to none, there is compelling evidence that 

students who are more intrinsically than extrinsically motivated fare better (Brooks et al.,1998; 

Lumsden, 1994). 

Research has recently included the use of randomizing criteria for reinforcement to manage 

behavior and improve academics (Kelshaw-Levering, Sterling-Turner, Henry, & Skinner, 2000). 

By providing students with an unsystematic way of rewarding them based on behavior or 

academics, students are more likely to alter their behavior since they do not know what the 

reward is going to be (Skinner, Cashwell, & Dunn, 1996). Results from recent research suggests 

that randomization of criteria is successful in decreasing disruptive unwanted behaviors 

(Theodore et al., 2004; Theodore et al., 2001)and improving academics (Popkin & Skinner, 

2003). Radomized reinforcers, also known as mystery motivators, when used in conjunction with 

group contingencies offer teachers two main benefits. 

 Decreases the possibility that students would purposely sabotage their program. 

 Since the reinforcement is a mystery, students are less likely to be disappointed or 

frustrated when they do not earn it (Skinner et al., 1996).   
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 Mystery Motivators is an effective and evidenced-based intervention that is used to 

promote positive behavior. This intervention  is similar to a lottery, that allows an individual to 

pick from a variety of high and low valued prizes for participation in targeted positive behaviors 

(Moore et al., 1994).  Mystery Motivators may also be used to improve motivation to perform 

wanted behaviors or discourage unwanted behaviors. Evidence based practice refers to using 

interventions whose effects have been shown to be statistically significant through systematic 

empirical research. (Evidence Based Practice, Wikipedia).  This is indeed the case for MM’s. 

MM’s have been thoroughly studied with outstanding positive outcomes demonstrating the 

effectiveness of the treatment. For example, in the study by Musser, Kehle, and Jenson (2001) 

examining the effects of MM’s on disruptive behavior found significant results. Researchers 

found that the MM intervention package successfully reduced problem behaviors in all three 

students. Baseline data showed that students were disruptive 37% of the time. During the 

intervention phase, disruptive behavior was reduced to an average of 10%. Disruptive behavior 

continued at lower levels at follow up with disruptive behaviors remaining at an average of 10% 

of the time. MM’s were also significantly effective in the study conducted by Murphy et al. 

(2006). This study found that the disruptive behaviors of all participants were significantly 

reduced. Indeed, MM’s have extensive research indicating their effectiveness. 

Although the use of MM’s has been very successful across a wide range of problems and 

ages, there are issues that may arise. For instance, if a student receives a MM one day, they may 

assume that they will not get a reward the next day. This causes the student or participant to stop 

working on the target behaviors for that day because they do not think they can obtain a reward. 

This is not ideal for obvious reasons. Participants need to be motivated to work on their 

behaviors every day. This problem can be remedied by starting the MM program with several 
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hidden “M’s” written on days right next to each other. If participants are able to see at the 

beginning that they may receive rewards two days in a row, they will be less likely to fall into the 

un-motivated  trap (Murphy et al., 2006).  Also, if rewards are delayed too long, participants may 

grow restless and lose motivation. In order to maintain motivation and success for the program, 

smaller rewards should be administered more frequently. Overall, Mystery Motivators are a 

useful tool to use in schools to help increase positive behaviors and decrease disruptive behaviors. 

MM’s have been used anywhere from preschool students to adults and have been successful with 

all ages. Due to increasing behavior problems in the classroom, teachers need to be better at 

classroom. The research on group-oriented contingencies with randomized reinforcers offers 

promise of an easy, effective and inexpensive method of behavior managment. The research and 

literature presented in this paper will be used in a professional development which will be 

offered to educators teaching grades kindergarten through fifth grade. 

Professional Development 

 Professional development, as defined by the National Professional Development 

Council in 2000, is: “a lifelong collaborative learning process that nourishes the growth 

of individuals, teams, and the school through a daily job-embedded, learner-centered, 

focused approach” (DuFour, Eaker, & DuFour, 2006). Professional development or staff 

development became increasingly important in the 1980’s when legislators and school 

administrators saw it as an important tool to help improve student learning. School districts 

began to take a close look at post-certification training for teachers during the 1960s because 

student achievement was becoming a serious source of nationwide concern. For many decades, 

because teachers were thought to be better educated than most of the population, very little 

formal training was required for teachers to perform their jobs (Dillon, 1976). In fact, Dillon 
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(1976) argued, as recently as thirty-five years ago, once teachers were awarded their teaching 

certification by proving they were competent, they were given their teaching certificates that did 

not need to be renewed. Teachers could teach indefinitely without being further educated. 

Evidently, this proved to be an ineffective approach. Most states ultimately overturned 

permanent certification and instead insisted that teachers participate in professional development 

throughout their careers (Torff & Sessions, 2008). The New York State Department of Education 

now requires that teachers holding a Professional Certificate to complete 175 hours of 

professional development every five years in order to be compliant with teacher certification 

requirements. The goal of this requirement of professional development is to amplify teacher’s 

knowledge  to better assist  and meet the needs of their students (NYSED, ) 

 Approximately three decades ago, a strong push toward improving professional 

development grew. Dillon (1976) suggested the additional work teachers were required to take 

on was unfortunately not as effective at making professional members more competent or better 

qualified to educate children. Today, with the diverse changes to communities and worldwide 

needs, changing technology, the very different student dynamics that sit in our classrooms, 

professional development is more critical than ever before and needs to be restored in order to 

meet the needs of our changing world. 

 The No Child Left Behind Act (NCLB) of 2001 called for accountability in public 

school districts to provide “highly qualified” teachers for every student. Professional 

development of educators began to be transformed (Cochran-Smith, 2005). Research suggests 

that effective professional development will improve instruction and improve student learning 

when the content is connected to the curriculum teachers are using (Holland, 2005). Research 

shows that informed and inspired teachers are one of the most important school-related factors 
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that influence the success of students’ achievement (Kane, Rockoff, & Staiger, 2006; Nye, 

Konstantopolous, & Hedges, 2004; U.S. Department of Education, 2010). It is imperative that 

teachers stay up-to-date with the most current information on how children learn best, new 

technology and evidenced-based practices that work in order to meet the needs of their students. 

 It is critical to strategize when preparing for staff development days. According to Fullan, 

Hill, & Crevola (2006),  One step in the right direction, might be in referring to it not as inservice, 

or staff development, or even professional development, but rather as “professional learning.” 

They believed this was a more appropriate term since it is more pinpointing to the purpose. 

 One of the most significant problems with professional development as it exists in many 

schools is the absolute absence of any correlation between what teachers learn and what they do 

in their classrooms. Too many teachers reported a disconnected feeling between their classroom 

instructional practices and the professional development meetings they attend (Fullan, et al., 

2006). The unfortunate reality seems to be that many professional development activities are not 

providing teachers with the necessary tools to help them improve teaching techniques and 

become more effective and better equipped to deal with their students’ needs. 

 The same knowledge about how the human brain works and how people learn is often not 

put into use when planning many professional development (Sawchuk, 2009). Traditional 

workshops tend not to be effective for a number of reasons: 1) an unrealistic amount of content is 

covered in one session; 2) the compliance of sitting and receiving information creates an 

atmosphere not conducive to learning –even when there is an incredible speaker; and 3) no 

opportunity for the presenter to incorporate any type of reflection, which may hinder the learners’ 

opportunity to put into practice what they have learned into their own classrooms (Chappuis, 

Chappuis, & Stiggins (2009). Since professional development engages teachers as learners, the 
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lessons should be taught by current or former masters teachers in a manner easily simulated by 

other professionals (Jehlen, 2007). The skills and concepts presented should be easy for teachers 

to implement into their classroom settings. Just as our lessons in our classrooms need to modified 

and differentiated to meet the needs of our students, professional development needs to be 

differentiated to meet the diverse needs of the teachers taking the class. For example, first year 

teachers might need to work on discipline issues while veteran teachers probably do not. 

Experienced educators often want to focus on new educational strategies, content or shared 

teaching models. Teachers are learners also; their learning needs should be approached 

individually (Borko, 2004; Danaher, Price, & Kluth, 2009; Kelleher, 2003; Littky & Grabelle, 

2004). This makes more sense than having the one-size-fits-all kindergarten through grade 

twelve (K-12) professional development sessions which we are used to seeing. A first grade 

teacher and an industrial technology teacher have few if any common instructional needs, and 

their responsibilities are not similar enough to justify taking an all day professional development  

together. It seems much more efficient and effective to let teachers of like-curricula or similar 

interests come together to learn new strategies and teaching techniques. 

 A key component of  making teacher enrichment exercises meaningful is to start 

developing ways to incorporate them into daily practice, not just minimal, pre-selected days 

throughout the school year. Research reports that professional development will be effective only 

if it is ongoing (Boyd, 1993; Chappuis, S., et al., 2009; Engstrom & Danielson, 2006). Also, it is 

crucial that teachers work both individually as well as collaboratively on new teaching practices 

(Fullan, et al., 2006). Continuous professional development can provide a growing insight and 

very valuable instructional tools  to teachers.  According to the National Institute for Staff and 

Organizational Development (NISOD), adult learning is based and driven on three concepts: 
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motivation, curriculum principles we know from experience about working with adults in the 

classroom. Malcom Knowles identifies adult learners with certain characteristics (Lieb, 1991).. 

Adults are autonomous and self-directed. It is important to find out what interests the participants, 

guide them to share information and not simply lecture. Adults have a need to connect learning 

to their personal life experiences. The presenter should be sure to relate theories and concepts to 

the participants directly (Lieb, 1991). Stephen Lieb (1991) also states that adults are goal-

oriented. Goals and objectives of the course must be stated clearly and early in the course. Adults 

are relevancy-oriented. Adult learners need to be able to see a direct relation of the course being 

offered to their classroom. They want to be able to use what they learn and apply it in their 

classrooms as well as having a choice in the matter. Adults are practical. They need to know how 

the information presented  is directly going to apply to them in their classroom. They will not 

just take a course for more information. Teachers as learners want to be able to use it in their 

classroom. 

 There are several models of professional development courses offered to teachers. 

According to Smith and Gillespie (2007), the two most popular and most researched models of 

professional development courses offered to teachers K-12 are the traditional professional 

development and the job-embedded professional development. The traditional model consists of 

workshops, conference sessions, lectures and training events. It is referred to as “traditional” 

since it is the most standard type of professional development in K-12 (Smith and Gillespie, 

2007). Job-embedded professional development, became popular in the 90s. This particular 

model involves training that takes place directly on site, within a school, program or local 

context (Smith and Gillespie, 2007). This model includes study circles, or inquiry groups that 

allow teachers a greater chance to shape their curriculum, implement a new strategy or 
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intervention, and also provide them opportunities to look more closely at problems students are 

having and, relate the learning to their own context. 

Speck (1996) notes that the following important points of adult learning theory should be 

considered when professional development activities are designed for educators: 

Adults will commit to learning when the goals and objectives are considered 

realistic and important to them. Application in the 'real world is important and 

relevant to the adult learner's personal and professional needs. 

Adults want to be the origin of their own learning and will resist learning 

activities they believe are an attack on their competence. Thus, professional 

development needs to give participants some control over the what, who, how, 

why, when, and where of their learning. 

Adult learners need to see that the professional development learning and their 

day-to-day activities are related and relevant. 

Adult learners need direct, concrete experiences in which they apply the learning 

in real work. 

Adult learning has ego involved. Professional development must be structured to 

provide support from peers and to reduce the fear of judgment during learning. 

Adults need to receive feedback on how they are doing and the results of their 

efforts. Opportunities must be built into professional development activities that 

allow the learner to practice the learning and receive structured, helpful feedback. 

Adults need to participate in small-group activities during the learning to move 

them beyond understanding to application, analysis, synthesis, and evaluation. 
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Small-group activities provide an opportunity to share, reflect, and generalize 

their learning experiences. 

Adult learners come to learning with a wide range of previous experiences, 

knowledge, self-direction, interests, and competencies. This diversity must be 

accommodated in the professional development planning. 

Transfer of learning for adults is not automatic and must be facilitated. Coaching 

and other kinds of follow-up support are needed to help adult learners transfer 

learning into daily practice so that it is sustained. 

It is important that any professional development plan reflect the current understanding of the 

best learning environments for students. This means creating opportunities for professional 

development that are collaborative, connected to teachers’ classroom practice, experiential and 

ongoing. Consequently, teachers are looking for inexpensive, timely methods that are evidenced-

based to promote positive behaviors and limit the amount of inappropriate behaviors. 

Methodology 

Overview 

The purpose of this professional development project is to provide classroom teachers 

with information and current research on group-oriented contingencies with the use of 

randomized reinforcers  to manage the behavior in their classrooms. The professional 

development course will utilize one method of instruction. The method used to instruct this 

course is known as an involvement in a development/improvement. This process enables 

teachers enrolled in the course to design, adapt or modify a group contingency with the use of 

randomized reinforcers to improve or modify their current behavior management plan to focus 
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on a specific problem that was noted. Throughout the process, teachers will work in whole group 

lecture, small group, 

Participants 

 This particular professional development was designed kindergarten through fifth grade 

general education and special education teachers in the Lake Shore Central School District 

located in Western New York State. Lake Shore Central currently employs 245 full time 

classroom teachers with approximately 54  of those being elementary classroom teachers. All of 

these teachers are fully certified by the New York State Education Department (NYSED) to teach 

the classes they have been assigned.  There are no teachers with less than three years experience 

and currently, 29% have their Master Degree. There is a 20% turnover rate for all teachers in the 

elementary buildings. 

 Qualifications for participation in the professional development that centers on the use of 

group contingencies with randomized reinforcers is designated for teachers who would like to 

gain more information on the use of this strategy to support  appropriate and manage 

inappropriate behaviors. The respondents must be teachers within the Lake Shore School District 

since it will be offered through the professional development catalog which is open to Lake 

Shore Central teachers exclusively. A minimum of five to seven people are needed to run the 

course with a maximum of fifteen participants. The participants voluntarily sign up through the 

professional development catalog or on the Lake Shore Central home page 

Setting 

 The Lake Shore Central Area School district serves a declining suburban student 

population of approximately 2,000 students. The district has a well-defined and well-developed 

educational system for all students, including those with special needs, gifted and talented, and 
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children with diverse ethnic and socioeconomic backgrounds. The district offers an education to 

students in pre-kindergarten through twelfth grades which includes the nearby town of Brant as 

well as the villages of Angola, Farnham and Derby. The Lake Shore Central School district 

includes five schools which are (a) Lake Shore Senior High School, (b) Lake Shore Middle 

School, (c) A.J. Schmidt Elementary School, (d) J.T. Waugh Elementary School and (e) Highland 

Elementary School. The average class size is 18 students. Throughout the district, 15% of 

students are designated as students  with disabilities who have an Individualized Education Plan 

(IEP). The 2009-2010 New York State School Report Card, states that78% are white,  20% of the 

students are American Indian, 2% are Hispanic 1% are black,  and 1% are Asian. There are 

currently 31 to 40% receiving free and reduced lunches. 

Design 

 The purpose of this professional development is to offer classroom teachers an 

evidenced-based method to assist in supporting appropriate and managing inappropriate 

behaviors in a classroom setting using interdependent- group contingencies with randomized 

reinforcers. The literature and sources which will be used  in this professional development were 

selectively chosen and examined to best support the problem statement by synthesizing the 

information. Teachers will be presented information in the form of a traditional workshop offered 

in two class sessions. In the first class, teachers will be presented with information on group 

contingencies with the focus on interdependent group-oriented contingencies along with the use 

of randomized reinforcers, otherwise known as Mystery Motivators. The second class will be 

used for participants to design and implement an interdependent group-oriented contingency into 

their classrooms. A schedule will also be made for follow-up visitations. Implementation of the 
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group-oriented contingency will take place over a period of two months. Three classroom 

visitations will take place during the teaching day with a write up and brief discussion. 

 Upon approval from the school district Board of Education, the course will be listed in the 

professional development catalog offered at Lake Shore Central as well as on-line through the 

district’s home page. The professional development will be presented through different modes of 

instruction including technology, notes, small group work, discussion and role-playing. 

Findings 

Course Outline 

This intervention provides educators with professional development intended to increase their 

knowledge and skills in the use of an interdependent group-oriented contingencies for the 

purpose of improving behavior management in their classrooms. The professional development 

will be offered by myself who will serve as the facilitator. The subject matter that will be 

discussed in this professional development will focus on behavior management in the classroom 

which is a pressing issue for most classroom teachers. When children are disruptive in the 

classroom , it is not only a problem for the their peers and the teacher, but it is the disruptive 

child who is affected the most, academically and socially. Due to increasing behavior problems 

in the classroom, teachers need to be better at management even more so today. This professional 

development will provide participants with an interdependent group-oriented contingency known 

as The Jars in conjunction with the use of randomized reinforcers or otherwise known as Mystery 

Motivators. Participants will be presented with current research that supports group-oriented 

contingencies as well as the steps on how to implement an intervention known as The  

Four Jars Method. After implementation, participants will report their findings on The Four Jars 

method. 
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Objectives: 

At the end of this professional development, participants will be able to: 

 Define what contingency management is. 

 Summarize the theoretical overview of group-oriented contingencies according to B.F. 

Skinner. 

 Describe three types of group-oriented contingencies (dependent group-oriented 

contingencies, independent group-oriented contingencies and interdependent group-oriented 

contingencies). 

 Discuss advantages as well as limitations of interdependent group-oriented contingencies. 

 Determine how interdependent group-oriented contingencies affect behavior and 

academics. 

 Identify and choose randomized reinforce (Mystery Motivators). 

 Prepare to collect baseline data when implementing a group-oriented cotingency. 

 Implement a group-oriented contingency known as The Four Jars Method 

Intended Audience and Location 

This professional development is intended for teaching staff in grades kindergarten through 5
th

 

grade in the Lake Shore Central School District. This 3 hour workshop will take place in a 

classroom setting. 
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Workshop Format and Activities 

Professional Development for Elementary Teachers Use of Group Contingencies for 

Behavior Management 

 

Part 1: Effective Group-Oriented Contingencies to Manage Classroom Behaviors 

Day 1 

Materials: 

 Handouts 

 Powerpoint presentation 

 Rover(computer/projector) 

 

Development: 

 

1. Participants will sign in and take an index card to fill out with name, email address, current 

phone numbers. 

2. Participants will take handouts and fill out a name tag. 

3. Introductions – instructor will introduce self 

4. Ask participants to briefly introduce themselves (including the grade they teach) and tell of any 

experience they have had with behavior issues or why they are taking this workshop. 

5. Begin Powerpoint presentation 

Slide # 1 

Briefly introduce the name of the workshop 

Slide # 2 

Outline of Day 1 workshop 

Slide # 3 

Why develop a system for teaching behavior? 

-Research states that behavior management is major concern of classroom teachers 

 What are some problems you may be having in your classroom or have experienced? 

Slide # 4 

  what is contingency management? 

Slide # 5 

Why does contingency management work? 

Slide # 6 & 7 

Behavior Theory of B.F. Skinner 

Slide # 8 

Group Contingencies 

 -Group contingency interventions have shown a decrease in inappropriate behavior and a 

corresponding increase in pro-social behaviors in a general education classroom as well as a 

special education classroom (Stage & Quiroz, 1997). 

Slide # 9 

Independent Group-Oriented Contingencies 
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 -each student is responsible only for his or her own behavior and is reinforced for positive 

choices. No student is penalized for the behavior of anyone else. The only thing that makes this 

group oriented is that everyone participating has access to the reinforcers on the same terms. The 

teacher could choose to have all of the students in the class participate or just the students who 

need assistance with improving their behavior. 

 

Slide # 10 

Dependent Group-Oriented Contingencies 

 -the entire group earns a reinforcer based on one student's behavior. This is especially 

helpful if the function of the targeted student's behavior is attention because he or she becomes 

the hero for the group and the others will naturally root the student on and give praise and 

attention. The downside is that the student may be blamed if the reinforcer is not earned, so the 

possibility of that reaction will need to be taken into consideration 

Slide # 11 

Inter-dependent Group-Oriented Contingencies 

 -a contingency where the entire group either earns or does not earn the reinforcer would 

be more appropriate than individual or independent group contingencies. When interdependent 

group oriented contingencies are employed, the entire group (e.g., class) is allowed access to 

reinforcement contingent upon some aspects of the groups behaviors (Litow & Pumroy, 1975). 

Slide # 12 

15 minute break 

Slide # 13 

Mystery Motivators 

– an effective and evidence-based intervention that is used to promote positive behavior 

– a lottery-like system that allows an individual to select from a variety of high and low 

valued prizes for their engagement in targeted positive behaviors 

–  participants do not know what the reinforecment is, this adds a component of 

unpredictability and surprise. This intervention also allows for random reinforcement. (Moore et 

al., 1994) 

Slide # 14 

Pair Share Activity 

-participants will read a study on dependent, inter-dependent or independent group-oriented 

contingencies 

-participants will split into groups, share information from article with group 

-share information with class 

Slide # 15 

Review information from day 1 

-have participants fill out Course evaluation form 

 

 

Part 2: Using Effective Strategies to Manage Behavior in the Classroom 

 

Day 2: 

 

Materials: 

• handouts 
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• powerpoint presentation 

• containers (brought by participants) 

 

Slide # 16 

Review information on Group-Oriented Contingencies 

 -fill out group-oriented contingencies chart 

-begin planning how to implement an evidence-based strategy into the classroom 

-introduce The Four Jars Method 

Slide # 17 

Choosing a Target Behavior 

 -make a list of problem behavior s in the classroom  

Slide # 18 
Reinforcements/Mystery Motivators 

– Mystery Motivators entice students because they are unpredictable and students respond 

positively. This strategy can be used with an entire class or individual students. 

 -it is important to let the students be a part of choosing the rewards, they need to choose 

 things that are interesting to them 

 -see example sheet Reinforcers/Mystery Motivators to choose as a class the reinforcers the 

students would recieve 

Preparation: 

 Develop a reward menu for the individual or class targeted for this intervention. 

 Decide on a time period during the instructional day that the Mystery Motivator program 

 will be in effect (e.g., during math class, all morning, throughout the school day). 

 Decide on the minimum behavioral criteria that the student must meet in order to earn the 

 Mystery Motivator 

 Prepare the Mystery Motivators on pieces of paper to be put into the jar labeled 

 “Reinforcers” 

Slide # 19 & 20 

-The Four Jars Procedure 

1. Choose 4 Jars (boxes, jars, plastic containers) 

2. Label the jars: target behavior, students names, group names, rewards 

3. After choosing the target behaviors, write them down and put into the jar labeled target  

          behavior 

4. Write down the individual names of the students and put in jar labeled students 

5. Write down the names of groups (label tables, boys, girls, letters of first names, whole class,            

          etc.) put in jar 

6. Put chosen rewards in the jar labeled “Rewards” 

7. Choose a students name or group name but do not reveal to students 

8. Choose a target behavior and do not reveal to the students 

9. Choose a reward but do not reveal to the students 

10. Set a time frame (AM/PM, lesson, twenty minutes, etc.) 

11. At the end of the lesson or time, if the chosen student or group has met the target behavior,  

          then they receive the reward if not then you repeat, but do not reveal the picks 

12. Once target behavior have improved, you can add a new behavior to improve 

-Review information presented on Day 2 

-15 minute break!!! 
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-participants will create their Four Jars using containers and other supplies 

-Participants will use the information presented in the two day workshop to implement into their 

classrooms 

 

Follow-up Procedures: 

 -participants will be given a start date to begin the process 

 -participants will implement strategy into classroom procedures 

 -instructor will monitor by setting up 2 classroom visits using the Four Jars Fidelity 

 Checklist 

 -participants will respond via email 

Email Follow-up 1: 

 Participants will email instructor with start date 

 

 

Email Follow-up 2: 

-participants will participate in an electronic-interactive discussion 

-teachers will participate in online follow up using a blog to share postings with each other as   

well as the instructor- the postings will be used by the instructor as evidence of follow up and as 

evaluation for the training workshops   
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Professional Development Workshop Evaluation Form 

Group-Oriented Contingencies with the Use of Randomized 

Reinforcers 

 

Instructor: Danelle Addison 

2 day workshop 
 

In order to assess the effectiveness of this workshop please complete this form. 

Please rate each area using the following scale:   

1 = lowest  5 = highest 

 
Topics covered in this workshop 1  2  3  4  5 

Facilities used in this workshop 1  2  3  4  5 

Instructor’s Knowledge of content 1  2  3  4  5 

Format of the Traditional Workshop 1  2  3  4  5 

Materials/Handouts   1  2  3  4  5 

Overall Workshop Rating: ______ 
 

What, if anything would you like to see changed about the workshop (the length, days/times 

offered, content, etc.): 

 

 

 

 

 

Would you recommend this workshop to someone else? ___________Yes  ___________ No 

 

What other information would you like to see offered to expand on the topic of group contingencies? 
 

Other comments: 
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Three Types of Group-Oriented Contingencies 

 

Type 

 

 

Definition 

 

Pros 

 

Cons 

 

 

Independent 

Group-Oriented 

Contingencies 

   

 

 

Dependent 

Group-Oriented 

Contingencies 

   

 

 

Interdependent 

Group-Oriented 

Contingencies 
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Think-Pair-Share Worksheet 
 

Read the study. 

Think 
Think about and record the target behavior, intervention, rewards, 

outcome. 

_____________________________________________________

_____________________________________________________

_____________________________________________________

_____________________________________________________

_____________________________________________________

_____________________________________________________

________________________________________________ 
             

Pair 
Pair up with a group.  Start a discussion with your group by asking 

him/her to explain their responses to the “Think” part of this sheet 

(above).  Ask your partners to share. Combine your ideas and 

summarize your discussion below: 
 

___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
___________________________________________________________________
_______________________________ 
             

Share 
Share with the whole class the most important points from your 

"Paired" discussion.  To prepare for sharing, list on the back the most 

important points you would like to share with the entire class: 
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Intervention: The Four Jars 

***This general behavior system can be modified for any behavior of 

concern*** 

 

Grade Level: Kindergarten – 5th grade 

 

Problem 1: Students do not raise their hands and do not wait to be called on before 

asking questions or making comments in class. The blurting out is disruptive to the 

flow of the lessons and interrupts the teacher and other students. 

Problem 2: Keeping hands to ourselves. 

Problem 3: Getting up and moving around during lessons. 

Description: 

Four jars including incentives will be used to reinforce appropriate classroom 

communication. The jars will be labeled accordingly: target behavior, student, group, 

reinforcer. 

1. Collect baseline data to determine current amount of blurting out behavior, 

amount of times hands are on other students, getting up and out and out seat (see 

attached examples). 

2. Teacher talks to students about the problem behavior and develops the plan. 

The teacher and students together,  should determine what would be reinforcing 

for the students. They should develop an agreed-upon list of reinforcers (see 

Reinforcer Chart). For example, with a reinforcement chart, several options are 

selected and written out on paper. The choices are put into a jar labeled 

reinforcers. 

3. Target behaviors the classroom is working on will be put into the jar labeled: 

target behaviors. 

4. The teacher will choose a target behavior the class will be working on that 

day/time. The teacher will not let the students know which target behavior is 

identified. 

5. The teacher will choose a student to monitor. The teacher does not identify 

the student chosen. 

6. The teacher will next choose a reward the class will be working towards but 

does not reveal the pick to the class. 

7. Once the unidentified student does or does not meet the designated goal for 

the day/time the reinforcer is announced, they receive the reinforcement. 

 



GROUP COTINGENCIES                                                                                                    43 

 

 

 

Reinforcer Chart 

1 
 

2  

3  

4  

5  

6 
Student’s Choice of 1 thru 5 
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Reinforcer Ideas 
 

 Help correct papers 

 Play a short game with the teacher or 

another student 

 Go to the library/open gym 

 Read a story to a younger student 

 Visit another classroom for one period 

 Have lunch in the classroom/with the 

teacher 

 Pass back papers 

 Pizza party 

 Lunch early 

 5  minutes of free time 

 Computer time 

 Work at teacher’s desk 

 Homework pass 

 Candy,pop, sticker, ice cream 

 Listen to music while working 
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The Four Jars 

(Fidelity Checklist) 
 

Teacher:________________   Date:______________ 

 

School:_________________   Observer:____________ 

 

Time Session 

Begins:         _____________   Time Session Ends:_______ 

 

General Directions: 

After observing the class session for a minimum of 20 minutes, check YES 

next to each item that was present during your observation. Check NO if a 

particular activity was not present during your observation. 

 
Instructional Activities Yes No 

1.Students are made aware of 

intended target behaviors 

  

2.Students are made aware of 

possible reinforcers 

  

3.Teacher chooses target 

behavior 

  

4. Teacher chooses target 

student 

  

5.Teacher chooses a 

reinforce 

  

6.Teacher announces the 

start time 

  

7. Teacher announces stop 

time 
  

8.Teacher announces if 

criterion was met (not 

revealing target 

behavior/student) 

  

9.If criterion was met, the 

rewards are adminitered 
  

 

Sub-Total     _____/7 = ______% 

Comments: 
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Baseline Data Collection 

Choice # 1: Tally the number of blurting out incidents for one class period or 

lesson. 
 

Day/Lesson     

Tallies     

 

Average # of Blurting Out Incidents________________________ 

 

Choice # 2: The teacher could use a rating system (see attached) to record the 

level of blurting out during specific lesson times for a few days. 

 

Day/Lesson: ___________________ 

 
  

 

1 

 

2 

 

3 

 

 

4 

 

5 

 

Never Raised Hand 

 

  

Raised Hand 50% of 

the time 

  

Raised Hand 

Appropriately 

Throughout the 

Lesson/Day 

 

Day/Lesson: ___________________ 

 
  

 

1 

 

2 

 

3 

 

 

4 

 

5 

 

Never Raised Hand 

 

  

Raised Hand 50% of 

the time 

  

Raised Hand 

Appropriately 

Throughout the 

Lesson/D 
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Article # 1 
Share-Pair Activity 
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Slide # 13 

Slide # 14 

Slide # 15 
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Slide # 16 

Slide # 17 

Slide # 18 
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Discussion 

Reflection on Process 

 While taking a class over the summer on evidenced based strategies which included 

information on group contingencies, I contemplated  how I would use my new found information 

to write my thesis.  Working in a school district as well as a classroom with many behavior issues 

I wanted to be creative and connect the information to these issues that I myself as well as my 

colleagues could use. I decided to connect the information on group contingencies and behavior 

management to a professional development class.  My hope was that teachers in my district as 

well as the students, would benefit from the information on group contingencies.   

 I gathered plenty of information in the class I had taken on group-oriented contingencies, 

so I knew finding information would be easily accessible. The information collected from the 

readings was very helpful and I was able to find current studies that related directly to my topic. 

The only information I found difficult to find current numbers was the information directly 

related to the school district I currently work in. I did find that information finally in the school's 

report card. 

 In researching information on group-oriented contingencies, I found that interdependent 

group-oriented contingencies are more popular among teachers since this strategy can be applied 

to a whole class at one time saving teachers time. This strategy will help teachers create a more 

positive learning environment that is beneficial to the teachers as well as the students. 

 I found my topic to be interesting and beneficial to myself as well as my students. I was 

able to use the information and strategies in my own classroom which helped to improve some 

behavior issues. While presenting the information, my colleagues decided to try this strategy in 

their classrooms and found it to be effective.  



GROUP COTINGENCIES                                                                                                    77 

 

 

 

 In past experiences with professional development classes, I found the classes to 

ineffective. The information was not useful since I did not have the opportunity to implement or 

use data in my classroom. With this professional development, teachers will have the opportunity 

to implement and effectively use the information presented in the professional development 

presented.  

Relationship to Literature 

 The purpose of this paper was to develop a professional development in the form of a 

workshop offered to teachers in kindergarten through fifth grade. Research reported in this paper 

states that classroom behavior issues were the number one concern of classroom teachers. This 

paper researched the use of group contingencies with randomized reinforcers to manage behavior 

problems in the classroom.Group contingencies take advantage of social reinforcers controlled 

by the peer group. Group contingencies are popular among teachers since they are adaptable to a 

variety of situations. Many teachers today are faced with many diverse issues in their classroom 

and look for strategies that are adaptable and easy to manage.Group contingency has been found 

to be effective in classrooms because it helps you to monitor the behavior of students. It is 

economical, practical and efficient. Research done on behavior analysis using group contingency 

has shown that group contingencies decrease inappropriate behavior and increase good behavior, 

and can even improve classroom success.  The research indicated that all the three types of group 

contingency were effective, as they enhanced the performance of the students.Teachers would 

find this professional development effective since research reports in this paper that the use of 

interdependent group-oriented contingencies has many benefits. Inter-dependent group-based 

management is easier for teachers to implement, monitor and revise for the entire class. 
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 Group contingencies have a positive effect on academics and behavior according to 

research in this paper. With the overwhelming pressure on student's performance, teachers would 

benefit from this strategy since group contingencies are proven to increase the behavior of their 

students in a positive way creating a positive atmosphere and encouraging pro-social behaviors. 

Research also reports that group contingencies have proven to positively affect students and their 

academics. Along with group contingencies, comes the use of reinforcers. Research reports that 

the use of and randomization of reinforcers ensures that students will be more apt to complete the 

task at hand. Teachers participating in the workshop will learn a variety of reinforcers to use in 

their classrooms. The information provided in this paper will be provided to teachers in the form 

of a professional development. According to research, professional development is effective 

when taught in the form of a traditional model. A traditional model consists of a variety of 

methods that information is offered. The workshop will use a variety of methods to present the 

information on group contingencies along with the use of randomized reinforcers. The 

information in this paper also states that research suggests that in order for information presented 

to teachers to be effective, it needs to be topics that are current and have a direct relation to 

teachers and their classrooms. The information and strategies need to be easy to use as well as 

efficient. Group contingencies are proven to be effective as well as efficient and easy to 

implement. Teachers and participants in this workshop will be able to implement this strategy 

easily into their current strategies being used.Too much information presented at once can be 

overwhelming to adult learners. This workshop will be split up into two sessions in order to 

allow teachers sufficient time to process the information. There will also be a short break during 

each session since research reports that providing a comfortable environment can affect the 
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atmosphere for learning. Also, the class will be held in a media room which includes more 

suitable as well as comfortable chairs for the participants. 

 Lastly, teachers tend to feel a strong disconnect to the workshops they attend due to a lack 

of continuity. With my experience in past workshops, information was presented, but  I was 

never given a chance to apply what I had learned or never given time to work on a strategy or 

new information. This workshop will allow for teachers to take the information they have gained 

and apply it to their classrooms. 

Limitations 

 The purpose of this professional development is to provide educators teaching 

kindergarten through fifth grade an effective and efficient behavior management system through 

the use of group contingencies with randomized reinforcers. If a teacher believes or thinks a 

procedure is too demanding, he or she may not want to utilize it. If the system cannot be 

developed or a teacher thinks that he or she cannot adapt or modify it to meet the needs of their 

classroom, it may not be utilized. A vital component of professional development involves 

ongoing and systematic evaluation procedures. There has been little effort made to evaluate the 

results of professional development outside of the standard brief response questionnaires at the 

end of a workshop to assess the reaction of participants and the instructor (Baden, 1982).  

Participants will use the information from the sessions to gather data from their own classrooms. 

Participants will be asked to collect information on unwanted behaviors in their classrooms using 

the data collection sheet found in this project. Unfortunately, due to their busy schedules, 

teachers may forget to follow up with the course, filling out surveys or not returning for the 

second session. Another weakness in the professional development is the fact that the course may 

be canceled due to lack of participants. The goal of the professional development is to give 
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teachers interesting, timely, cost effective and relevant information to assist in improving their 

teaching and the learning that takes place in their classroom. It should be easy to implement, 

have specific examples of how to implement, and have support and follow up resources available. 

Future Research  

  According to the studies found and used to assist in developing this professional 

development future research is needed in the following areas. follow-up studies should be 

conducted to include a wider range of grade levels and populations. Students with behavioral or 

emotional disorders should be considered as a target population. Future research should include 

more time during the implementation of the intervention to help clearly determine the 

effects. The effects of this behavior management system on specific social interactions should be 

examined. These measures should include positive teacher interactions (i.e., praise 

statements, teacher encouragement, etc.), negative teacher interactions (i.e., threats, down 

talking, etc.), and teacher redirections. Student interactions should also be considered 

(i.e., verbal threats toward other students, encouragement, redirections, etc.). Additional 

research should be considered to examine these outcome measures. 

Further Implications 

 The information presented in this paper on group contingencies will be helpful to teachers  

and participants interested in managing appropriate and inappropriate behaviors in the classroom. 

Even though this workshop is being offered to kindergarten through 5
th

 grade teachers, behavior 

management is an issue all teachers deal with and all teachers could benefit from the information 

presented in the workshop. The use of group contingencies are particularly popular among 

special education classrooms so special education teachers would find this workshop useful as 

well as effective. 
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 Managing behavior is by far one of the most difficult parts of being a teacher. Research 

has shown that disruptive behavior patterns in the early school years increases the risk for 

antisocial behavior later in life. Disruptive behavior in the classroom is also predictive of less 

time engaged in academic activities, lower grades, and lower performance on standardized tests 

(Stage & Quiroz, 1997). It is clear that there is a need for time-efficient behavior management 

strategies in the classroom. In a well-known meta-analysis, Stage & Quiroz(1997) compared the 

effectiveness of interventions designed to reduce disruptive behavior in the classroom. They 

found that overall, group contingencies had the highest effect sizes among interventions aimed at 

reducing disruptive behaviors in the classroom (Stage & Quiroz, 1997). The purpose of this 

professional development was to present information on group contingencies with the use of 

randomized reinforcers to educators teaching grades kindergarten through fifth grade. A group 

contingency acknowledges students for performing a desired behavior, saves time and resources 

by designing a program for an entire classroom rather than individual students, and encourages 

positive social interactions between peers (Murphy et. al, 2007).  Group contingencies with 

randomized components have been found to be popularly accepted, both by teachers and students. 

These are easy to implement and reduce the amount of effort needed to manage difficult 

behaviors in the classroom. With implementation of a group contingency, specific considerations 

should be made in regards to the use of rewards. While choosing one “reward” for an entire 

classroom may be a difficult task, there are ways to control for this such as randomizing the 

rewards and keeping the rewards unknown until they are doled out. It appears that the most 

popular way to implement a group contingency is by using an interdependent group contingency 

format, even though there is no significant evidence that one contingency is more effective than 

another. Interdependent group contingencies do have advantages as far as being able to use time 
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more efficiently, peer jealousy is minimized since the entire class is involved in the reward 

system, and social cooperation is encouraged. Teachers and participants will find this 

professional development useful in helping to decrease problem and unwanted behaviors in their 

classrooms. Participants will find that group reinforcement response contingency reinforces an 

entire group when particular members meet the arranged condition or contingency. Finally, 

teachers will find this strategy not only effective but affordable and time saving which I know 

firsthand being a teacher is a top priority. 
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