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The authors examined the effectiveness of conflict resolution and peer mediation training 
among California high school students. The authors randomly assigned 2 of 4 classes to 
receive 5 weeks of conflict resolution and peer mediation training integrated into the 
required social studies curriculum. The remaining 2 classes studied the same social 
studies curriculum for an identical amount of time (105 mm every other day) without 
conflict resolution and peer mediation training. The authors investigated 2 issues. The 1st 
was the effectiveness of the conflict resolution and peer mediation training. The trained 
students, compared with the untrained students, learned the integrative negotiation and 
peer mediation procedures better, applied the procedures more completely, chose an 
integrative over a distributive approach to negotiation, and developed more positive 
attitudes toward conflict. The 2nd issue was the impact of the training program on 
academic achievement. Integrating conflict resolution and peer mediati on training into 
an academic course promoted higher achievement, greater long-term retention of the 
academic learning, and greater transfer of academic learning in social studies to language 
arts.  
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MANAGING CONFLICTS constructively is one of the most important competencies 
that children, adolescents, and young adults need to master. Managing conflicts is 
especially important because the frequency and destructiveness of interpersonal conflicts 
among students have become issues in schools (Johnson & Johnson, 1996). Student 
conflicts have been increasingly characterized by physical and verbal aggression, 
incivility, and property damage. In response, officials have created and adopted numerous 
school-based conflict resolution and peer mediation programs (Crawford & Bodine, 1996; 
Johnson & Johnson, 1996). Although the programs differ in origin, philosophy, and 
design, their basic intent is to help students learn to manage interpersonal conflicts 
constructively. The belief is that doing so will make school life safer and more conducive 
to quality learning and academic achievement. What schools need, however, is 
comprehensive information regarding the extent to which conflict training programs 
accomplish their purpose. Deciding whether to adopt a conflict resolution program 
requires considering both the training's effectiveness (whether students learn and use 
constructive conflict resolution procedures) and impact on academic learning (whether it 
enhances, reduces, or does not change achievement).  

Despite the abundance of school-based conflict training programs, most are not linked to 
conflict resolution theory and research and do not provide sound empirical evidence on 
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effectiveness (Johnson & Johnson, 1996; Lam, 1989). Both theory and effectiveness are 
important. Conflict programs that are not linked to a theoretical framework cannot be 
systematically tested, refined, extended, or generalized across diverse school populations. 
Similarly, conflict programs that rely solely on anecdotal information about their 
effectiveness from teachers, administrators, students, or parents cannot validate 
effectiveness or predict outcomes across diverse settings. Empirical examinations of 
theoretically based conflict training programs are needed. We examined a conflict 
resolution and peer mediation program (Johnson & Johnson, 1995a, 1995b), derived 
directly from the theory and research on (a) constructive conflict resolution (Deutsch, 
1973), (b) integrative negotiations (Johnson, 1967; Pruitt, 1981), (c) perspective reversal 
(Johnson, 1971), (d) communication in conflicts (Johnson, 1974), and (e) dual-concerns 
theory (Johnson & Johnson, 1997; Johnson & Johnson, 1995b). In examining the impact 
of conflict resolution and peer mediation training, researchers should answer several 
questions.  

The first question is whether students actually learn the conflict resolution and peer 
mediation procedures. If students do not master the procedures, then the program can 
have little effect on the way students manage their conflicts. Conflicts play a particularly 
important role for adolescents. Adolescents use conflicts to clarify personal identity and 
values, increase social status, promote personal growth, generate interpersonal insight, 
and create heroic drama (Opotow, 1989). Those potential positive outcomes are realized, 
however, only if adolescents manage their conflicts constructively, as too often does not 
happen (Johnson & Johnson, 1996). To manage their conflicts constructively, adolescents 
must be taught procedures that allow them to do so. Although numerous conflict 
resolution and peer mediation programs have been implemented in schools to teach 
students procedures and skills, the programs have been adopted primarily on faith and 
anecdotal testimonies (Lam, 1989) rather than on comparative empir ical evidence of 
effectiveness (Webster, 1993). The first measure of effectiveness of conflict resolution 
and peer mediation programs, therefore, is whether students actually learn the procedures. 
It is not enough for students to recognize the procedures; to use them effectively, students 
must know the procedures at a total-recall level.  

The second question is whether students apply the procedures learned to actual conflicts. 
If the answer is no, then the program can have little effect on the way students manage 
their conflicts. In the standard measure of application, students explain how they would 
resolve a scenario description of a conflict (Johnson & Johnson, 1996). Because of the 
difficulty of observing all students' actions in actual conflicts, such scenario measures are 
useful and necessary, but one may criticize them as artificial and hypothetical. In 
academic situations, however, students can be placed in real conflicts (e.g., over how to 
complete group tasks) and their behaviors measured to assess the impact of training. If 
students' descriptions of how they would act in scenario situations match their actual 
behaviors in real conflicts, then the validity of the conflict scenario measures increases. 
Therefore, we used both scenario and actual conflict situations to measure how well 
students would apply the conflict resolution and p eer mediation procedures.  
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The third question is whether students use integrative, problem-solving negotiation in a 
simulated conflict in which they can choose either a distributive (win-lose) or an 
integrative (problem-solving) strategy. Distributive negotiation, aimed at maximizing 
personal benefit at the expense of the other, is a battle between disputants who attempt to 
wrestle concessions from each other to converge on an agreement. In contrast, integrative 
negotiation, aimed at maximizing mutual benefit, results in disputants' striving to 
understand each other's interests so that they can engage in creative problem solving and 
reach an agreement in which both receive what they want. In cooperative contexts with 
ongoing relationships (e.g., families, businesses, and schools), the integrative approach to 
negotiation produces the most constructive outcomes (Johnson & Johnson, 1995b; Pruitt, 
1981). In the present study, therefore, we placed students in conflict simulations in which 
they could use either a distributive or an integrat ive negotiation strategy. The more 
effective the conflict resolution training, the more students would engage in integrative 
(rather than distributive) negotiation. In previous studies, the simulation involved a buyer 
and a seller negotiating over the prices of three commodities to make a profit (Dudley, 
Johnson, & Johnson, 1996; Stevahn, Johnson, Johnson, & Real, 1996). The situation was 
adapted from research tasks developed by Johnson (1967) and Pruitt (1981). One 
criticism of the results is that the economic language in the simulation (e.g., buying, 
selling, profits) may predispose students to use distributive negotiation. Therefore, we 
added a second simulation in which coworkers of equal status in an organization 
negotiated how many bonus vacation hours would be added to their equal baseline 
vacation plans for completing three company projects. The language in the second 
simulation (e.g., coworkers, equal status, mutual company goals) may predispose 
students to use integrative negotiation. However, if bo th situations produced the same 
results, then the results of the economic simulation in previous studies would be 
corroborated and validated.  

The fourth question is whether students' attitudes toward conflict become more positive 
or negative as a result of their training. Conflict resolution and peer mediation training 
procedures are typically based on the assumption that conflicts create positive outcomes 
when managed effectively. One may expect, therefore, that a result of the training would 
be an increase in students' positive attitudes toward conflict. We measured students' 
attitudes toward conflict by the number of negative and positive concepts that they 
associated with conflict. Because the concept-association measure may be subject to a 
social desirability bias (i.e., students realize what type of answers teachers want and bias 
their responses accordingly), we also used an unobtrusive measure. The present study is 
the first to use an unobtrusive measure. If the results of the unobtrusive measure were 
similar to the results of the concept-association task, then the validity of both measures 
would be strengthened.  

The fifth question is whether the conflict resolution and peer mediation training increases 
or decreases academic achievement. Webster (1993), for example, criticized violence 
prevention programs for intruding on academic teaching time and, thereby, lowering 
achievement. On the one hand, learning conflict resolution and peer mediation 
procedures may interfere with learning academic content taught simultaneously. On the 
other hand, learning constructive conflict procedures and applying them to conflicts 
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inherent in the academic material may illuminate the material and deepen insights into 
the subject area. There is some evidence that integrating academic content with conflict 
resolution and peer mediation procedures increased academic achievement and short-
term retention in English literature courses in Canadian schools (Stevahn, Johnson, 
Johnson, Green, & Laginski, 1997; Stevahn, Johnson, Johnson, Laginski, & O'Coin, 1996; 
Stevahn, Johnson, Johnson, & Real, 1996). Several issues, however, should be addressed 
to extend those findings. First, all three aforementioned studies were conducted in 
English literature units. There is a need to determine whether the same effects emerge in 
other subject areas. The present study is the first to integrate conflict resolution training 
into a social studies curriculum required by the school district and mandated in California 
for high school graduation. Second, all three previous studies were conducted with 
Canadian samples. The results need to be replicated with U.S. students. Third, the 
aforementioned researchers measured only short-term retention of the academic material. 
There is a need to examine the long-term retention of academic material. Fourth, those 
researchers focused all achievement and retention measures directly on the material 
learned. The use of conflict resolution procedures to analyze conflicts in one academic 
unit may transfer across disciplines to affect achievement in other academic areas. In the 
present study, therefore, we examined the transfer of the u se of the conflict procedures to 
analyze conflicts in another subject area (where the procedures were not taught or 
emphasized).  

The impact of the integration of conflict resolution training into academic learning is 
especially important, because innovations in schools traditionally have not lasted unless 
they have shown demonstrable effects on student achievement (Fullan, 1991; Johnson, 
1970, 1979). Conflict resolution programs have been almost exclusively "add-on, stand-
alone" programs that teachers are expected to adopt and teach in addition to their subject 
matter. Add-on, stand-alone programs compete with requirements of the curriculum, 
school, district, and legislature for teachers' time and commitment; therefore, such 
programs do not tend to be widely adopted or maintained (Fullan; Johnson, 1970; 
Johnson & Johnson, 1994). Accordingly, the future of conflict resolution and peer 
mediation programs may rest on the ability of teachers to integrate them into academic 
units in ways that increase academic achievement.  

Method  

Participants  

Participants were 92 ninth-grade students (approximately one fifth of all ninth graders in 
the school) in four World Civilization social studies classes in a suburban high school in I 
of the 10 largest districts in California. World Civilization is a 1-year course required for 
high school graduation in California. All ninth graders had been randomly assigned to 
World Civilization classes by computer before the school year began. The participants 
were middle class and heterogeneous in academic achievement and gender; there were a 
number of gifted and special-needs students in each class.  
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We randomly assigned the four classes to the experimental or the control condition. The 
experimental classes (n = 22, 10 boys and 12 girls; n = 25, 14 boys and 11 girls) received 
the conflict resolution and peer mediation training (Johnson & Johnson, 1995b) 
integrated into a social studies unit on World War II. The control classes (n = 21, 7 boys 
and 14 girls; n = 24, 11 boys and 13 girls) studied the same World War II Unit without 
conflict resolution or peer mediation training. All classes met every other day for 105-
mm class periods.  

The probability of contamination between experimental and control groups was minimal, 
given the large number of students (nearly 2,000) in the school and the diverse and 
widespread neighborhoods in which the students lived (a large proportion of the student 
body was bussed). In addition, the students in each class had different daily schedules, 
thus minimizing the probability that they would meet and compare what they were being 
taught in social studies. Furthermore, at the participants' age, what takes place and what is 
being taught in class may be less discussed than who is dating whom.  

Independent Variable  

We used a pre--post, experimental--control group design. The independent variable 
consisted of two conditions--(a) an experimental condition in which students learned 
conflict resolution and peer mediation procedures as an integrated component of a social 
studies unit and (b) a control condition in which students learned social studies only. In 
both the experimental and control conditions, students completed identical notebooks 
containing assignments requiring conceptual analysis of selected events and issues 
pertaining to World War II and the students' personal reflections on those events and 
issues. The classes met every other day in 105-mm blocks for 5 consecutive weeks (17.5 
hr of instruction); all used the same academic resources (the required textbook, selected 
references, historical fiction, and a film).  

The conflict resolution and peer mediation training had three parts: (a) what constitutes 
conflict, (b) how to negotiate an integrative agreement, and (c) how to mediate conflicts 
between schoolmates (Johnson & Johnson, 1995b). Students first learned when a conflict 
was or was not present. Next, they learned an integrative negotiation procedure consisting 
of six steps: (a) describing what one wants, (b) describing how one feels, (c) describing 
the underlying reasons for one's desires and feelings, (d) reversing perspectives, (e) 
inventing at least three optional agreements that maximize joint outcomes, and (f) 
reaching one integrative agreement and shaking hands. Finally, students learned a four-
step peer mediation procedure that included (a) ending hostilities between disputants, (b) 
ensuring that disputants are committed to mediation, (c) facilitating integrative 
negotiation between disputants, and (d) formalizing the negotiated agreement by writing 
a contract.  

Dependent Measures  

We measured nine dependent variables, which two readers scored independently 
(interrater agreement was 94%). The first dependent variable was learning the negotiation 
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procedure, evaluated by the how-I-manage-conflicts measure, which assesses total recall 
of the six-step negotiation procedure (Johnson, Johnson, & Dudley, 1992). We asked the 
students individually to write out step by step how they would resolve a conflict. 
Responses were scored for the presence of the six negotiation steps (1 point per step). 
The measure was given before the study began and immediately after the study ended.  

The second dependent variable was retention of the negotiation procedure. We 
readministered the how-I-manage-conflicts measure (Johnson et al., 1992) 3 weeks after 
the study ended and again after 7 months. As before, responses were scored for the 
presence of the six negotiation steps.  

The third dependent variable was ability to apply the negotiation procedure. It was 
measured in two ways. First, the conflict scenario, a paper-and-pencil measure (Johnson 
et al., 1992; Johnson, Johnson, Dudley, & Acikgoz, 1994), was given to all participating 
students before the study began and after the study ended. The students (a) read brief 
scenarios that ended in unresolved conflicts and (b) wrote in essay form what they would 
actually do in those situations. The two conflict situations were (a) gaining access to a 
computer and (b) a friend's breaking trust by telling a secret. Student responses for 
dealing with the conflicts were categorized in two ways (see Table 1). First, we classified 
the responses by using a strategy constructiveness scale, derived from content analysis 
and based on constructive conflict resolution theory (see Deutsch, 1973; Johnson et al., 
1992; Johnson et al., 1994); we arranged the strategies for managing conflict on a 
hierarchical continuum from most destructive to most const ructive and assigned points 
accordingly (see Table 1). We also classified the responses by using the conflict 
strategies theory scale, derived from dual-concerns theory (see Johnson & Johnson, 1997). 
Conflict strategies theory assumes that participants in a conflict have two concerns: 
achieving their goal and maintaining a good relationship with each other (see Johnson & 
Johnson). When those two dimensions are combined, there are five strategies for dealing 
with conflict: forcing (win-lose negotiations), withdrawing, smoothing, compromising, 
and integrative negotiating. We arranged those strategies on a continuum from most 
destructive to most constructive and assigned points accordingly (see Table 1).  

The second measure of the ability to apply the negotiation procedure was the team project, 
used near the end of the unit to measure student behavior in a real conflict with a 
classmate. We asked the students individually to rank preferences for completing a final 
team project aimed at teaching younger students basic concepts from the World War II 
unit (e.g., freedom, teamwork, peace, propaganda, racism). The project choices were to 
create (a) a set of building blocks, (b) a mobile, (c) a picture book, or (d) finger puppets. 
The following day, the teacher arranged teams comprising 2 students who had indicated 
different preferences for the team project. Students were told that they had been paired 
with someone whose first choice was different from theirs and were asked to resolve the 
conflict. After reaching an agreement, each pair jointly completed and signed a sheet 
describing what they had agreed to do for their team project. Then the students 
individually wrote on separate sheets a step-by-step description of what the pairs had 
done to reach the agreement. We scored the descriptions by using the presence of the six 
negotiation steps, the strategy constructiveness scale (Deutsch, 1973; Johnson et al., 1992; 
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Johnson et al., 1994), and the conflict strategies theory scale (Johnson & Johnson, 1997; 
see Table 1).  

The fourth dependent variable 
was the ability to apply the peer 
mediation procedure. We 
assessed it by the conflict 
scenario, a paper-and-pencil 
measure consisting of brief 
scenarios that ended in 
unresolved conflicts between two 
disputants. We administered the 
measure to all participants before 
the study began and after the 
study ended. We asked the 
participants to write in essay form 
what they would do to help the 
disputants resolve their conflict. 

The situations were (a) a conflict between two students over one's cutting in line in front 
of the other and (b) a conflict between two students over whether they were still friends. 
We categorized student responses for helping the disputants deal with their conflicts in 
two ways: first, by using the intervention constructiveness scale (adapted from the 
strategy constructiveness scale; see Table 1) and second, by using the mediation 
strategies theory scale (see Table 2), which we adapted from the conflict strategies theory 
scale (see Table 1). For both scales, we arranged interventions on a continuum (most 
destructive to most constructive) and assigned points accordingly.  

The fifth dependent variable was the degree to which students engaged in distributive 
versus integrative negotiations. We assessed it by the integrative bargaining measure, 
given to all participating students before the study began and after the study ended. We 
adapted the measure from those developed by Johnson (1967) and Pruitt (1981); it 
comprised two bargaining exercises. In the first, we randomly assigned students to pairs 
consisting of a buyer and a seller negotiating the exchange of three commodities (pencils, 
pens, and markers). In the second, we randomly assigned students to pairs consisting of 
coworkers with equal status (each representing a different department) in a 
manufacturing company, negotiating over bonus vacation hours for the completion of 
three company projects. In both exercises, students within each pair could negotiate to 
maximize their own outcomes (distributive negotiation) or to maximize joint outcomes 
(integrative negotiation). The tasks in the two exercises were for each pair to m eet face 
to face and negotiate an agreement that specified, respectively, (a) a price for each 
commodity and (b) total bonus vacation hours for each company project. We determined 
joint benefit by adding, respectively, (a) the profit of the buyer and the seller and (b) the 
bonus vacation hours of the coworkers. Joint benefit represents the degree to which 
negotiators engaged in integrative strategies (the greater the joint profit and the greater 
the number of joint bonus vacation hours, the more integrative the agreement). Pairs were 
different for each exercise conducted; change scores, therefore, could not be calculated. 
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Because joint benefit was the measure in all exercises, each score was for a pair rather 
than for the individual students.  

The sixth dependent variable was attitudes toward conflict, which we measured in two 
ways. First, we administered the measure of conflict-word-association (Dudley et al., 
1996) to all participating students immediately before the study began and after the study 
ended. It was a paper-and-pencil measure for which the students wrote words that came 
to mind when they thought of conflict. We counted the words and categorized them as (a) 
positive (feelings, actions, or outcomes associated with the constructive resolution of 
conflict), (b) negative (feelings, actions, or outcomes associated with the destructive 
resolution of conflict), (c) unbiased definitions of conflict (e.g., incompatible goals, 
disputes, disagreements, different wants or needs), or (d) neutral (not positive, not 
negative, not a definition). The second measure of attitudes toward conflict was the 
notebook-contents measure, an unobtrusive measure of students' positive interest in the 
conflict resolution training. The students were required to kee p academic notebooks in 
which they completed assignment sheets concerning what interested them most about the 
World War II unit; they determined the topics at their own discretion. They submitted the 
notebooks at the end of the unit, and we counted each assignment sheet that dealt with 
aspects of constructive conflict resolution.  

The seventh dependent variable was academic achievement. We measured achievement 
on the World War II social studies unit by a paper-and-pencil test given to all participants 
at the end of the unit. The students answered 10 open-ended questions aimed at analysis 
and evaluation of the main topics and events studied in the unit. We developed a scoring 
guide listing key ideas corresponding to each question and assigned 1 point to every key 
idea that appeared in each answer.  

The eighth dependent variable was long-term retention of academic learning. We 
measured it by a retention achievement test (a version shortened and adapted by the 
teachers) given to 42 participants who attended a World Civilization class reunion the 
following school year, 7 months after the World War II unit had ended. All students in 
the four social studies classes in the study received passes to attend the reunion, held 
during school hours in December 1997. Attendance was not compulsory, and teachers 
had the authority to keep all students in their classrooms if examinations or important 
activities were scheduled. From the experimental classes, 22 students (ns = 13 and 9) 
attended, and 20 students (ns = 9 and 11) from the control classes attended. The retention 
achievement test was a paper-and-pencil measure consisting of four open-ended 
questions on main events and topics studied in the World War II unit. It was scored in the 
same manner as the achievement test.  
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The ninth dependent variable was 
the ability to analyze conflicts in 
academic areas other than social 
studies. We measured it by a 
transfer test given to all 
participating students as part of a 
comprehensive final examination 
in their English classes 3 weeks 
after the end of the World War II 
unit in World Civilization. Each 
of the experimental and control 
World Civilization classes 
remained intact for ninth-grade 
English. Two questions on the 
English final examination tested 
students' ability to analyze a 
conflict by using the framework 

learned in World Civilization. In response to the first question, students described as 
many conflicts as they could remember in Shakespeare's Remeo and Juliet and stated 
who was involved. We gave 1 point for each conflict accurately described. In response to 
the second question, the students selected one of the conflicts that they had listed and 
explained how the characters ideally could have solved it. To each explanation, we 
applied two scoring guides, developed jointly by the English teacher and the World 
Civilization teacher. We added together the points from both scoring guides for a total 
score. For the first scoring guide, the students received 0 points for no response or a 
simple retelling of what occurred in the play, 10 points for a single plan to resolve the 
conflict, 20 points for two or more ways for the characters to resolve their conflict, and 
30 points for a plan that involved using problem-solving, integrative negotiations for 
resolving the conflict. For the second scoring guide, we rated each explanation for the 
presence of four characteristics: whether the plan (a) was specific (vs. general), (b) 
considered (vs. did not consider) the feelings of the characters involved in the conflict, (c) 
discussed both characters' perspectives (vs. only one perspective), and (d) indicated that 
the characters should talk (vs. not talk) to each other to mutually resolve their conflict. 
We gave 5 points for each characteristic present (range of scores = 0-20).  

Procedure  

We conducted the study in the spring of 1996 in a suburban high school in 1 of the 10 
largest school districts in California. The study comprised five phases: recruitment, 
premeasures, training, postmeasures, and retention measures. Students had been 
randomly assigned to the four participating World Civilization classes by computer at the 
beginning of the school year; the classes stayed intact for English. World Civilization and 
ninth-grade English both were required for graduation in California. The students were 
heterogeneous in academic achievement and gender and had been studying the prescribed 
social studies curriculum for World Civilization adopted by the California State Board of 
Education (History--Social Science Framework, 1987/1988). The first author of the 
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present article became the classroom teacher in the four World Civilization classes 3 
weeks before the study began. During that time, she established classroom procedures, 
set academic expectations, and gave premeasures to all students.  

All students in the four classes used the same materials and resources for the same 
amount of time during the unit. Resources included the adopted course textbook (Beers, 
1986), a unit workbook (Stevahn, 1996), and a range of additional references including 
literature, historical documents, and a film. All students participated in a historical 
bargaining exercise involving buying and selling U.S. World War II savings bonds. 
Course grades were determined by how many assignment sheets students completed in 
their notebooks. Students had to successfully complete 70 notebook sheets for a letter 
grade of C, 80 sheets for a B, or 90 or more sheets for an A. The teacher assigned 
approximately 45 of the sheets and allowed students individually to choose which of the 
remaining sheets to complete.  

In the two experimental classes, students learned the peer mediation program (Johnson & 
Johnson, 1995a, 1995b). The training was integrated into the World War II history unit 
by having students write and role play 10 negotiation and peer mediation scripts (1 during 
each class session) to resolve historical conflicts embedded in the unit.  

At the end of the academic unit, we administered the postmeasures to all participants. We 
gave retention measures to all participating students 3 weeks after the study had ended 
and again the following school year, 7 months after the study had ended.  

Experimental Check  

To verify the fidelity of instruction, an independent observer checked a sample of 
completed student notebooks from each class for consistency across trained and untrained 
conditions. The notebook inspection determined that the instructor had implemented the 
conditions in all classes consistently and accurately.  

Analysis  

We conducted a two-way analysis of variance on trained versus untrained classes and 
early versus late morning classes. There were no significant differences between the early 
and late morning classes on the dependent variables; therefore, we combined them. We 
then used unpaired t tests of the differences between the experimental (trained) and 
control (untrained) conditions.  

Results  

Before training, there was no significant difference between conditions; only 5 of all 
participating students knew one or two of the negotiation steps. After training, 92% of all 
the trained students accurately recalled all or nearly all of the negotiation steps; 83% 
demonstrated complete mastery. Ninety-three percent of all the untrained students listed 
zero steps, resulting in a significant difference between conditions, t(90) = 29.62, p 
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< .0001 (Table 3). On the retention test given 3 weeks after the study had ended, the 
trained students still recalled significantly more steps than untrained students, t(90) = 
66.34, p < .0001. On the long-term retention test given the following school year, 7 
months after the study ended, a significant difference between the trained and the 
untrained students' retention of the negotiation steps remained, t(51) = 6.02, p < .0001.  

We analyzed the students' responses to the computer scenario in three ways (Table 4). 
For the strategy constructiveness scale (Johnson et al., 1992) analysis, there was no 
significant difference on the pretest. On the posttest, the trained students used 
significantly more constructive strategies to resolve the conflict than did the untrained 
students, t(90) = 10.81, p <.0001. Findings were similar for the conflict strategies theory 
(Johnson & Johnson, 1997) analysis, t(90) = 10.12, p < .0001. We also analyzed the 
students' responses to the computer scenario to determine the frequency with which they 
used each step of the negotiation procedure. On the pretest, none of the students had used 
any of the steps. On the posttest, the trained students used an average that approached 
four steps, whereas the untrained students used zero steps, t(90) = 9.83, p < .0001.  

The second conflict scenario involved a friend's breaking trust by telling a secret. We 
analyzed the responses in the same three ways as for the computer scenario. For the 
strategy constructiveness scale (Johnson et al., 1992) analysis, there was no significant 
difference on the pretest. On the posttest, the trained students used significantly more 
constructive strategies to resolve the conflict than did the untrained students, t(90) = 7.94, 
p <.0001. The findings were similar for the conflict strategies theory (Johnson & Johnson, 
1997) analysis, t(90) = 8.18, p <.0001. For the frequency of use of each of the negotiation 
steps, almost none of the students used any of the steps on the pretest. On the posttest, the 
trained students used an average that approached three steps, whereas the untrained 
students used zero steps, t(90) = 7.05, p <.0001.  

We measured student decision making to resolve conflict in an actual academic team task 
by the team project, which we analyzed in the same three ways as the conflict scenarios 
(see Table 4). Near the end of the academic unit, we placed all participating students in 
pairs to negotiate an agreement about how to complete a culminating team project. 
Thirty-four trained students were in pairs in which each student had a different preference 
for completing the project, and 33 untrained students were in such pairs. For the strategy 
constructiveness scale analysis, 59% of the trained students (vs. 9% of the untrained 
students) used integrative negotiation to reach an agreement; the resulting difference was 
significant, t(65) = 5.33, p <.0001. Findings were similar for the conflict strategies theory 
analysis, t(65) = 3.98, p < .0002. For the frequency of use of each of the negotiation steps, 
53% of the trained students (vs. 9% of the untrained students) in the mixed-preference 
pairs used three or more of the steps in reaching an agreement; the resulting difference 
was significant, t(65) = 5.51, p < .0001.  

We analyzed in three ways the students' responses to the cutting-in-line scenario (Table 
5). For the intervention constructiveness scale analysis, there was no significant 
difference on the pretest. On the posttest, the trained students used significantly more 
constructive interventions to help the disputants resolve their conflict than did the 
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untrained students, t(90) = 9.41, p < .0001. Findings were similar for the mediation 
strategies theory analysis, t(90) = 6.00, p < .0001. We also analyzed the students' 
responses to the cutting-in-line scenario to determine the frequency with which they used 
each step of the peer mediation procedure. On the pretest, 6 trained students and 10 
untrained students used one step, with resulting averages that approached zero in both 
conditions. On the posttest, the trained students had an average that approached one step, 
whereas the untrained students had an average that approached zero. The difference was 
significant, t(90) = 9.01, p<.0001.  

In the same three ways as the cutting-in-line scenario, we analyzed the students' 
responses to the second mediation conflict scenario, which involved 2 students arguing 
about whether they were still friends. For the intervention constructiveness scale analysis, 
there was no significant difference on the pretest. On the posttest, the trained students 
used significantly more constructive interventions to help the disputants resolve their 
conflict than did the untrained students, t(90) = 8.90, p<.0001. Findings were similar for 
the mediation strategies theory analysis, t(90) = 6.10, p < .0001. A significant difference 
also resulted between trained and untrained students in their frequency of use of each step 
of peer mediation, t(90) = 4.76, p <.0001.  

There was no significant difference in mean joint profits between the trained and the 
untrained conditions on the pretest for the commodity bargaining exercise in which 
students negotiated over monetary profit (Table 6). On the posttest, the mean joint profit 
of 22 trained negotiating pairs was significantly higher than that of 23 untrained pairs, 
t(43) = 4.17, p <.0001. The most integrative agreement resulted in a joint profit of 
$10,000 ($5,000 for each negotiator). In the trained condition, 16 pairs (vs. 6 in the 
untrained condition) reached such an agreement. Similarly, on the pretest for bargaining 
over vacation hours, there was no significant difference between the trained and the 
untrained conditions in the mean joint bonus vacation hours. On the posttest, the mean 
number of joint bonus vacation hours of the 22 trained negotiating pairs was significantly 
higher than that of the 22 untrained negotiating pairs, t(42) = 2.59, p < .0131. The most 
integrative agreement resulted in 100 hr (50 for each negot iator). In the trained condition, 
16 pairs (vs. 10 in the untrained condition) reached such an agreement. Pairs did not stay 
the same for the two exercises (monetary profit and bonus vacation hours) or for the pre- 

and postmeasures.  

On the pretest, there was no 
significant difference between the 
trained and the untrained 
conditions for positive, negative, 
or definition words on the measure 
of conflict-word association 
measure (Table 7). In addition, the 
total number of words listed was 

not significantly different between conditions. The untrained students, however, listed 
significantly more neutral words on the pretest than did the trained students, t(90) = -2.27, 
p < .0257. On the posttest, the trained students listed significantly more positive words, 
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t(90) = 5.57, p <.0001, and significantly more definition words, t(90) = 2.75, p < .0073, 
than did the untrained students. The difference between the trained and the untrained 
students in the numbers of neutral and negative words listed was not significant on the 
posttest. The trained students, however, listed significantly more words on the posttest 
than did the untrained students, t(90) = 2.97, p <.0039. The average total words listed by 
trained students approached 11, whereas the average total for untrained students 
approached 9.  

We also assessed attitudes toward conflict by using the notebook contents (see Table 7) 
to track the number of notebook assignment sheets that students completed at their own 
discretion by using conflict resolution or peer mediation. Compared with the untrained 
students, the trained students included in their academic notebooks significantly more 
self-directed assignment sheets using constructive conflict content, t(90) = 6.15, p <.0001. 
The average number of those self-directed assignment sheets for trained students was 2, 
whereas the average for untrained students approached zero. In all, 72% of the trained 
students (vs. only 2% of the untrained students) included such assignment sheets in their 
notebooks.  

The trained students scored significantly higher than the untrained students on the World 
War II achievement test given immediately after the study, t(90) = 4.41, p <.0001 (Table 
8). On the long-term retention achievement test (a shortened and adapted version of the 
achievement test) given the following school year, 7 months after the study, the trained 
students still scored significantly higher than the untrained students, t(40) = 2.94, p 
< .0055. On the transfer achievement test given 3 weeks after the study as part of an 
English final examination, the trained students scored significantly higher than did the 
untrained students, t(89) = 4.24, p < .0001.  

Discussion  

To make wise decisions about implementing conflict resolution and peer mediation 
programs, school officials need information concerning such programs' effectiveness. 
Few programs, however, provide empirical data on effectiveness; for those that do, 
conclusions tend to be based on anecdotal evidence or self-report surveys from 
methodologically weak studies, thereby making interpretations of the data problematic. In 
the present study, therefore, we took care to establish a high level of internal and external 
validity. We established high internal validity by (a) random assignment of students to 
classes and of classes to conditions, (b) careful implementation of conditions, (c) checks 
for training fidelity in both conditions, (d) use of the same social studies curriculum in 
both conditions for 5 weeks, and (e) use of a wide variety of pre-, post-, and retention 
measures of the dependent variables. We established high external validity by integrating 
the conflict resolution training into an actual required acade mic unit.  
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First, it is clear that the conflict 
resolution and peer mediation 
training was needed. The 
untrained students did not know 
how to engage in integrative, 
problem-solving negotiations. 
Unless students are specifically 
trained, they may never learn how 
and when to use constructive 
conflict procedures.  

Second, it is clear that the training 
in conflict resolution and peer 
mediation was effective. After 
training, the trained students knew 
the integrative negotiation 
procedure significantly better than 
did the untrained students and 
retained that knowledge overtime. 
Among the trained students, 96% 
demonstrated knowledge of all 
the negotiation steps, and the 
other 4% recalled all but one of 

the steps. They maintained their recall of the procedure on the retention test given 3 
weeks after the study. The following school year, 7 months after the study ended, 75% of 
a sample of 28 trained students still knew five or more of the steps. Knowing the 
negotiation steps precedes conscious and deliberate use of the steps.  

Our third concern was whether the students would actually apply the procedures in 
common, school-based conflicts. Students received descriptions of four school-based 
conflicts. In two of the scenarios, students were in conflicts with classmates (over using a 
computer and breaking trust). Before training, the predominant strategies used by all 
students to manage those conflicts were forcing (to get one's own way), withdrawing (to 
avoid confrontation), or smoothing (to satisfy the other person). No one used integrative 
negotiation procedures. After training, 74% of the trained students used integrative 
negotiation to resolve the computer conflict, whereas 80% of the untrained students 
continued to force. Similarly, 57% of the trained students used integrative negotiation to 
resolve the breaking-trust conflict, whereas 56% of the untrained students continued to 
force. Those results indicate that the trained students voluntarily applied the integrative, 
problem-solving negotiation procedure in conflict situation s similar to those faced in 
school.  
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In the other two conflict scenarios, 
students were witnesses to 
disputes between classmates (over 
cutting in line and maintaining a 
friendship). Before training, the 
predominant interventions used 
by all students to help disputants 
deal with the conflicts were to 
encourage fighting (physical or 
verbal aggression), not to get 
involved (either watch the 
conflict or walk away), or to 
intervene and persuade the 
disputants to withdraw from their 
conflicts (without resolving the 
issue or dealing with their 
relationship). No one used peer 
mediation procedures. After 
training, 57% of the trained 
students used peer mediation to 

help disputants resolve their cutting-in-line conflict, whereas none of the untrained 
students did so. Similarly, 49% of the trained students used peer mediation to help the 
disputants resolve their friendship conflict, whereas no one in the untrained group did so. 
The foregoing results indicate that the students learned the peer mediation procedure and 
were both able and willing to use it to help schoolmates resolve their conflicts. Whereas 
previous researchers focused on the application of the integrative negotiation procedure 
(Stevahn et al., 1997; Stevahn, Johnson, Johnson, Laginski, et al., 1996; Stevahn, 
Johnson, Johnson, & Real, 1996), the present study was the first to measure directly 
students' voluntary application of the mediation procedure. Our results confirmed that the 
students were capable of learning the mediation procedure and applying it to school-
related conflicts.  

The fourth concern was whether students would actually use the procedures in real 
conflict situations. We placed students in two types of conflict situations: (a) bargaining 
simulations in which students could use either distributive or integrative negotiation 
strategies and (b) an actual conflict structured between classmates that involved decision 
making about an academic assignment.  

The basic structure of the two bargaining simulations (involving monetary profit and 
bonus vacation hours) was the same. In the monetary-profit simulation, negotiators 
(buyers and sellers seeking a profit) may tend to view each other at the outset as 
competitors and, therefore, may be more inclined to use distributive strategies before 
training. In the bonus-vacation-hours simulation, however, negotiators (coworkers of 
equal status representing different departments in the same company) may be more 
inclined to view themselves as collaborators and to use integrative strategies at the outset, 
especially when bargaining over extra hours that would accrue to equal baseline vacation 

 15



plans. Before training, all negotiating pairs tended to use distributive negotiation in both 
simulations. Whether the students were buyer and seller or coworkers did not influence 
their type of strategy in the negotiations. After training, the trained students used 
integrative negotiation more frequently in both simulations than did t he untrained 
students. Again, labeling the roles "buyer and seller" or "coworkers" did not influence 
negotiating behavior. Those results indicate that the untrained students perceived 
negotiations in a distributive manner and automatically attempted to "win" by 
maximizing personal profit or vacation hours. Despite having studied how destructive 
such a distributive approach to conflict was in World War II, the untrained students 
persevered in the distributive strategy. The students who had received direct training in 
the integrative procedure, however, spontaneously used the procedure when placed in a 
negotiation situation.  

The foregoing results are 
important, because researchers 
have documented a bias toward 
the use of distributive negotiation 
in college and adult samples 
(Druckman, 1977; Johnson & 
Johnson, 1997; Pruitt & Carnevale, 
1993; Rubin & Brown, 1975; 
Tjosvold & Johnson, 1983). Such 
distributive behavior is often 

disruptive of community, family life, and job effectiveness. Although the widespread 
need to increase the use of integrative negotiation in companies, communities, and 
families has been noted (Johnson & Johnson, 1997) and although, in the 1970s, the U.S. 
Congress established neighborhood mediation centers and the courts founded mediation 
services to teach the general population to resolve conflicts more constructively, there is 
little evidence of success in doing so. There is now clear evidence that schools can ensure 
that graduates of high school are skilled in using integrative negotiation.  

Although the results of the preceding simulations provided evidence of the success of the 
training, there is still the problem that the simulations were artificial and that the students 
were asked to role play. Therefore, we created a real conflict among classmates to 
measure how frequently and how effectively they would use the integrative negotiation 
procedure. As part of the World War II academic unit, each student selected, from several 
alternatives, a project to be completed with a classmate. Each student was then paired 
with a classmate who had a different preference for the project. Before beginning the 
project, therefore, the pairs had to reach an agreement on what their project would be. In 
doing so, 59% of the trained students used integrative negotiation to reach an agreement, 
whereas only 9% of the untrained students did so. Those findings indicate that the trained 
students did, in fact, tend to use the integrative negotiation procedure in an actual conflict 
with a classmate. That tendency corrob orates and strengthens the results found in the 
simulations and in previous studies (Dudley et al., 1996; Stevahn, Johnson, Johnson, & 
Real, 1996).  
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The fifth concern was the impact of the conflict resolution and peer mediation training on 
participants' attitudes toward conflict. Viewing conflicts as positive may increase the 
likelihood that conflicts are sought, faced, and valued rather than avoided and suppressed. 
Adults generally have negative views of conflict and perceive conflict as causing 
divisiveness, psychological distress, social disorder, and even war (Johnson & Johnson, 
1997). It is unclear, however, when such negative attitudes toward conflict are formulated. 
Our results indicate that the present students had formulated negative attitudes toward 
conflict before the ninth grade. Before training, about 72% of the words that the students 
associated with conflict were negative. After training, students had as many negative 
associations with conflict as they did before, but their positive associations with conflict 
increased from 10% to 29%. Because of the increased positive associations, 57% of all 
words provided by trained students were negati ve, whereas 81% of all words provided 
by untrained students were negative. That difference was statistically significant. For the 
untrained students, the percentages of positive words both before and after training 
remained nearly the same.  

One may derive several 
conclusions from the present 
results. First, the negative 
attitudes toward conflict in the 
present ninth-grade sample were 
stable and consistent over time. 
The untrained students maintained 
their negative attitudes even 
though they were studying 
academic material that 
emphasized the need to resolve 
conflict constructively. The 
academic content seemed to have 
no impact on students' attitudes 
toward conflict. Second, the 
negative attitudes toward conflict 
were highly resistant to change. 
Although the potential positive 
outcomes of conflicts were 
emphasized in both the training 

and in the academic unit, attitudes toward conflict did not become less negative. Rather, 
the training resulted in a more complex view of conflicts, with more positive associations 
added to participants' attitudes.  

One criticism of the word-association task used to measure attitudes toward conflict is 
that it is easily biased through social desirability. The more students perceive that 
teachers want them to see conflict as positive, the more likely they may be to respond 
accordingly. Therefore, we also assessed attitudes toward conflict unobtrusively by 
inspecting students' academic notebooks submitted for evaluation at the end of the World 
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War II unit. The academic notebooks measured the impact of conflict resolution training 
on the students' attitudes in three ways.  

First, the student notebook contained a variety of forms for completing assignments 
throughout the unit. Nearly half of the assignments that the students completed were self-
directed. On those assignments, each student determined on which topics or events to 
focus, provided that the topics and events related to the course goals, to World War II, or 
to the instructional strategies used in class. The notebooks submitted by the trained 
students contained 96 self-directed sheets that focused on constructive conflict resolution. 
Although the untrained students had studied the same academic material as the trained 
students, had focused on the same conflict issues related to World War II, and had 
analyzed the same motivations and actions that historical figures took to resolve those 
issues, only 2 self-directed sheets in the notebooks submitted by untrained students 
focused on constructive conflict resolution.  

Second, from what they learned each week, the students picked a topic that they liked, 
were interested in, or believed that everyone should know; then, they taught the topic to 
someone else. After doing so, the students completed a teaching reflection form in their 
notebooks. In 33 of those forms, the trained students described how they had taught the 
integrative negotiation procedure to family members, relatives, or friends. One mother 
whose daughter had taught her the negotiation steps even attached a note:  

This procedure seems very 
effective. It would be nice to have 
this method incorporated into my 
job because I experience conflict 
every day. This is a great process 
to learn at an early age to prepare a 
person for the real working world.  

None of the untrained students 
indicated that they had taught 

anything related to constructive conflict resolution.  

Third, the students were required to complete a weekly reflection form on any topic 
related to World War II that interested them. The results provided evidence that students' 
attitudes toward conflict changed because of the training. In all, 19 trained students wrote 
a total of 3l reflections on the value of constructive conflict resolution, whereas only 1 
untrained student wrote 2 such reflections. The trained students directly stated that they 
valued learning integrative negotiation as well as indirectly expressed those feelings by 
connecting what was learned about constructive conflict resolution to arenas outside of 
school involving family, community, or international concerns. As one boy wrote,  

We have been studying conflict managing and negotiating along with World Civilization. 
Now at first, I was a little skeptical about the whole thing, but after all kinds of practice 
and studying and applying to real-life historical situations, I came to the conclusion that 
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these steps could really work in real life. The only problems are that not many other 
people know them or even care enough to use them. To put yourself in the other's shoes 
can be a great way to solve conflict.  

I really think that these steps should be taught to all kids. I really believe that they could 
be used to stop even wars.  

Similarly, one girl wrote the following:  

The negotiating steps do work. I have to admit that, when I first learned them, I thought 
that they were dumb, but now I know that it really works. I had a chance to try it on my 
sister. I was surprised how well it worked. She was being the biggest brat because she 
wouldn't let me wear a shirt of hers. I got so mad at her, but I knew that if I hit her, it 
would only make things worse. So what I did was bribe her with money, but it didn't 
work. So I said okay. In World Civilization class, we are learning negotiating steps. So 
what I did was teach them to her, and what we came up with was that I could wear her 
shirt if I let her wear my shorts. I think that all people should know these steps because 
you can resolve problems without using harsh words and violence. The world would be a 
better place if everyone knew these steps. I wonder if President Truman had known these 
steps, we could have found another way of stopping the war instead of killing tons of 
people. It's like we could have made so many different de cisions. I'm glad that I know 
these steps.  

The final concern is the impact on academic achievement of the conflict resolution and 
peer mediation program. Integrating the conflict procedures into an academic unit may 
decrease academic achievement by taking time from the content or by interfering with the 
learning of the academic content. Or, it may increase academic achievement by 
illuminating and deepening insight into the conflicts in the academic material. Integrating 
conflict resolution and peer mediation training into the social studies curriculum had a 
significant and  

positive effect on the present students' academic achievement. The trained students 
scored significantly higher than did the untrained students on the posttest at the end of the 
academic unit and on a retention test given 7 months later during the following school 
year. The retention test results are especially remarkable, given that students had had 
summer vacation, had advanced to the 10th grade, and were no longer in a social studies 
course when they took the test. It is also not eworthy that those differences occurred even 
though the trained students had simultaneously studied both academic content and 
conflict resolution in the same amount of time that untrained students had studied the 
academic content only.  

Academic achievement gains from conflict training may have occurred because the six-
step negotiation procedure acted as a concrete framework that enabled the students to 
deeply process and elaborate academic information. By applying the framework to 
conflicts inherent in social studies, students essentially climb into the hearts and minds of 
historical (or modem) figures by examining their underlying interests, identifying their 
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emotions, reversing perspectives to better understand alternative viewpoints, and thinking 
both divergently and convergently to invent and agree on solutions that maximize joint 
outcomes. More elaborate conceptualizations of material may enhance meaning and 
memory (Stevahn, 1997. 1998). Meaningful practice may also enhance original learning 
and predict long-term retention (Farr, 1987). Previous researchers have found that the 
integration of conflict resolution and peer mediation training into English literature units 
increased achievement among Canadian middle and high school student s (Stevahn et al, 
1997; Stevahn, Johnson, Johnson, Laginski, et al., 1996; Stevahn, Johnson, Johnson, & 
Real, 1996). The resent results corroborate the previous research and extend it by 
demonstrating the same findings in a different subject area (history), in a U.S. high 
school sample, and on a long-term retention test.  

In addition to achievement, we assessed whether the conflict resolution procedures that 
the students had learned and a lied to history would transfer to other subject areas, such 
as English literature. Three weeks after the study had ended, trained and untrained 
students were given a final examination in their English classes in which they listed 
(recalled) the conflicts in Romeo and Juliet and then chose one conflict and explained 
how the characters ideally could have resolved it. The trained students achieved 
significantly higher grades than the untrained students on that examination, indicating 
that learning the conflict resolution procedures as art of history class increased 
achievement in English literature. The trained students, compared with the untrained 
students, exhibited more insightful thinking about conflicts in the play, provided more 
thorough analyses of conflict situations, and more frequently a lied the integrative 
negotiation procedure learned in social studies to resolve the conflicts in En glish 
literature. Learning and using the conflict procedures to resolve conflicts in one academic 
subject, therefore, may provide students with analysis tools that enable them to better 
understand conflicts in other subjects--that is, the transfer of the use of conflict resolution 
across disciplines.  

The viability of integrating conflict resolution training into academic courses and the 
training's positive effects on academic achievement both may be important to the 
implementation and institutionalization of such programs. Although several variables 
(e.g., quality teacher training, follow-up classroom support, and a cooperative school 
culture) interact in complex ways to remote or inhibit the long-term maintenance of 
programs, a program is more likely to be ignored or discontinued if it is not perceived to 
be an important tool in increasing student achievement (Fullan, 1991, 1993). Conflict 
resolution and peer mediation programs, therefore, may never be permanently integrated 
into school life unless they are systematically incorporated into required courses in ways 
that increase academic achievement. Incorporation may provide an arena in which 
frequent and continued practice of conflict resolution and peer mediation procedures can 
take place so that they become automatic.  

We have added important new data on the effectiveness of school-based conflict 
resolution and peer mediation training programs in several ways. First, the program 
bridged theory and practice. Our findings demonstrated the utility of perspective conflict, 
integrative negotiations, reversals, communication in conflicts, and dual-concerns 
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theories by validating their efficacy in a real-life setting. Second, we examined the 
effectiveness of conflict resolution and peer mediation training by using sound 
methodology. Our results also are limited, however, by the nature and size of the sample 
and the dependent measures. Third, we were the first to examine the impact of a 
curriculum-integrated approach to conflict resolution and peer mediation training on U.S. 
high school students in a social studies curriculum. Future researchers should explore the 
impact of integrated training in a wide variety of curricular areas (e.g., science, health, 
fine arts, physical education), on unstudied populations (e.g., early childhood, elementary 
school children, university students), and in a variety of countries.  

We also validated the total-student-body approach to conflict resolution and peer 
mediation training. Schools have a choice of training a cadre of students to be peer 
mediators or of training all students to manage conflicts constructively. Evidence from 
this and other studies (Johnson & Johnson, 1996) indicates that students, on their own, do 
not naturally tend to learn or apply integrative negotiation or peer mediation strategies to 
resolve conflicts. Although peer mediators may develop expertise in constructively 
managing their own and others' conflicts, students who do not receive training may never 
learn. We demonstrated that it is feasible to train all students in a class; therefore, it is 
also possible to train all students in a school.  

Finally, we further validated the feasibility and efficacy of integrating conflict resolution 
and peer mediation training into academic courses. Schools have the choice of 
conducting conflict training separate from academic learning or of combining both. Our 
results indicate that new courses do not have to be added to an already overcrowded 
curriculum to train all students to manage conflicts constructively. Integrating conflict 
resolution training into academic coursework has the capacity to produce multiple 
learning outcomes.  

If schools are to become conflict-positive communities in which all members face and 
constructively manage their conflicts routinely, then schools (and districts) must make a 
commitment to equip all students (and staff) with the tools to do so. Thinking and talking 
about conflict and alternative ways to resolve it do not substitute for actually practicing 
the procedures and skills that make constructive conflict resolution a reality. Through the 
constructive management of conflicts, schools can become places where destructive 
conflicts are prevented and the quality of student life is enhanced. Future researchers 
need to continue to identify and examine (a) variables that mediate the effectiveness of 
conflict resolution and peer mediation programs in schools and (b) the conditions under 
which academic learning and conflict resolution training may be integrated to enhance 
the effectiveness of both.  
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TABLE 1 
  
Negotiation Scoring Scales 
  
                                   Scale 
Points    Strategy constructiveness       Conflict strategies theory 
  
0         No response                     No response 
          (blank, don't know)             (blank, don't know) 
1         Physical aggression             Forces (win-lose) 
2         Verbal threats                  Withdraws 
3         Unsatisfactory withdrawal       Smoothes 
4         Tell the teacher                Compromises 
5         Command other to give in        Negotiates (mutual problem 
                                          solving) 
6         Satisfactory withdrawal 
7         Invoke socially accepted norms 
8         Propose alternatives for other 
          to do 
9         Express intent to negotiate 
10        Negotiation (1 or 2 steps) 
11        Negotiation (3-5 steps) 
12        Negotiation (all 6 steps) 
  
Note. The scale for strategy constructiveness was derived from content 
analysis and based on constructive conflict resolution theory (see 
Deutsch, 1973; Johnson, Johnson, & Dudley, 1992; Johnson, Johnson, 
Dudley, & Acikgoz, 1994). The scale for conflict strategies theory was 
derived from dual-concerns theory (see Johnson & Johnson, 1997). 
TABLE 2 
  
Mediation Scoring Scales 
  
                                    Scale 
Points    Intervention constructiveness  Mediation strategies theory 
  
 0        No response (blank, don't      No response (blank, don't 
          know)                          know) 
 1        Encourage physical/verbal      Facilitate forcing (win-lose) 
          aggression 
 2        Observe without intervening    No intervention 
 3        Walk away without intervening  Facilitate withdrawal 
 4        Say that behavior is           Facilitate smoothing 
          inappropriate 
 5        Tell a teacher/adult           Facilitate compromising 
 6        Command disputants to stop     Facilitate integrative 
                                         negotiation 
 7        Advise to forgive, forget, 
          apologize 
 8        Arbitrate a fair solution 
 9        Advise to invoke social norms 
10        Propose alternative solutions 
11        Get an adult mediator 
12        Get a peer mediator 
13        Act as a peer mediator who 
          solves conflict 
14        Act as a peer mediator who 
          facilitates full negotiation 
          between disputants 
  
Note. The scale for intervention constructiveness was adapted from the 
scale for strategy constructiveness (see Table 1). The scale for 
mediation strategies theory was adapted from the scale for conflict 
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strategies theory (see Table 1). 
TABLE 3 
  
Means, Standard Deviations, t Values, and p Values of Scores for 
Measures of Recall of the Six Negotiation Steps 
  
                         Trained            Untrained 
Measure                M        SD          M       SD         t 
  
Pretest               0.09     0.35        0.07    0.25       0.29 (a) 
Posttest              5.60     1.23        0.07    0.25      29.62 (a) 
Retention             5.96     0.20        0.16    0.56      66.34 (a) 
Long-term retention   4.46     2.20        0.96    2.01       6.02 (b) 
  
  
Measure                p 
  
Pretest              < .7737 
Posttest             < .0001 
Retention            < .0001 
Long-term retention  < .0001 
  
(a)df = 90. 
  
(b)df = 51. 
TABLE 4 
  
Means, Standard Deviations, t Value, and p Values for Scores on 
Negotiation Measures 
  
Computer scenario (a) 
  
                                  Trained              Untrained 
Scale                           M      SD            M     SD 
  
Strategy constructiveness 
  Pretest                     3.40    2.12         3.86   2.04 
  Posttest                    9.87    3.04         3.93   2.13 
Conflict strategies theory 
  Pretest                     1.19    0.74         1.27   0.81 
  Posttest                    4.15    1.59         1.40   0.92 
Negotiation steps 
  Pretest                     0                    0 
  Posttest                    3.87    2.64         0 
  
Trust scenario (a) 
  
Strategy constructiveness 
  Pretest                     5.15    2.14         5.58   1.97 
  Posttest                    9.13    2.95         4.64   2.43 
Conflict strategies theory 
  Pretest                     1.64    0.90         1.62   0.96 
  Posttest                    3.72    1.69         1.44   0.81 
Negotiation steps 
  Pretest                     0                    0.02   0.15 
  Posttest                    2.87    2.73         0 
  
Team project (b, c) 
  
Strategy constructiveness     9.88    2.09         7.58   1.37 
Conflict strategies theory    4.35    1.04         3.21   1.29 
Negotiation steps             3.12    2.43         0.58   1.06 
  

 23



  
Scale                         t          p 
  
Strategy constructiveness 
  Pretest                   -1.06     < .2900 
  Posttest                  10.81     < .0001 
Conflict strategies theory 
  Pretest                   -0.47     < .6430 
  Posttest                  10.12     < .0001 
Negotiation steps 
  Pretest                   9.83      < .0001 
  Posttest 
  
Trust scenario (a) 
  
Strategy constructiveness 
  Pretest                   -1.00     < .3203 
  Posttest                  7.94      < .0001 
Conflict strategies theory 
  Pretest                   0.08      < .9340 
  Posttest                  8.18      < .0001 
Negotiation steps 
  Pretest                   -1.02     < .3094 
  Posttest                  7.05      < .0001 
  
Team project (b, c) 
  
Strategy constructiveness   5.33      < .0001 
Conflict strategies theory  3.98      < .0002 
Negotiation steps           5.51      < .0001 
  
(a)dfs for ts. = 90. 
  
(b)dfs for ts = 65. 
  
(c)Measured student behavior in a real conflict. 
TABLE 5 
  
Means, Standard Deviations, t Values, and p Values for Scores on 
Mediation Measures 
  
Cutting-in-line scenario 
  
                                     Trained               Untrained 
Scale                             M       SD          M         SD 
  
Intervention constructiveness 
  Pretest                        5.11    2.79        5.36      2.85 
  Posttest                      10.85    3.91        4.64      2.12 
Mediation strategies theory 
  Pretest                        1.87    1.23        0.98      1.39 
  Posttest                       4.26    2.25        2.07      0.99 
Mediation steps 
  Pretest                        0.13    0.34        0.20      0.41 
  Posttest                       0.89    0.60        0.04      0.21 
  
Friendship scenario 
  
Intervention constructiveness 
  Pretest                        5.72    2.81        4.42      2.58 
  Posttest                      10.43    3.60        4.71      2.42 
Mediation strategies theory 
  Pretest                        2.04    1.18        1.96      0.85 
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  Posttest                       3.96    2.25        1.80      0.79 
Mediation steps 
  Pretest                        0.21    0.41        0.16      0.37 
  Posttest                       0.75    0.79        0.13      0.34 
  
  
Scale                            t         p 
  
Intervention constructiveness 
  Pretest                      -0.42     <.6731 
  Posttest                      9.41     <.0001 
Mediation strategies theory 
  Pretest                      -0.39     <.7003 
  Posttest                      6.00     <.0001 
Mediation steps 
  Pretest                      -0.93     <.3532 
  Posttest                      9.01     <.0001  
Friendship scenario 
  
Intervention constructiveness 
  Pretest                       2.31     <.0232 
  Posttest                      8.90     <.0001 
Mediation strategies theory 
  Pretest                       0.40     <.6870 
  Posttest                      6.10     <.0001 
Mediation steps 
  Pretest                       0.70     <.4852 
  Posttest                      4.76     <.0001 
  
Note. dfs for all ts = 90. 
TABLE 6 
  
Means, Standard Deviations, t Values, and p Values for Numbers of Joint 
Benefits Derived From Negotiations 
  
                                    Trained              Untrained 
Condition                        M         SD        M         SD 
  
Monetary profit (in dollars) 
  Pretest                      7,462    1,081      7,375      905 
  Posttest                     9,455    1,014      7,946    1,380 
Bonus vacation hours 
  Pretest                      76.43    12.61      76.98    11.38 
  Posttest                     96.25     7.68      87.88    13.07 
  
  
Condition                      t           p 
  
Monetary profit (in dollars) 
  Pretest                      0.30 (a)  <.7659 
  Posttest                     4.17 (b)  <.0001 
Bonus vacation hours 
  Pretest                     -0.15 (a)  <.8792 
  Posttest                     2.59 (d)  <.0131 
  
(a)df = 45. 
  
(b)df = 43. 
  
(c)df = 44. 
  
(d)df = 42. 
TABLE 7 
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Means, Standard Deviations, t Values, and p Values for Number of 
Variables That Indicate Attitudes Toward Conflict 
  
Word association 
  
                               Trained                Untrained 
Variable                  M         SD        M            SD 
  
Positive words 
  Pretest                0.85      1.14      1.09         1.47 
  Posttest               3.09      2.27      0.64         1.03 
Negative words 
  Pretest                6.13      3.83      6.44         3.04 
  Posttest               6.13      4.05      7.24         3.04 
Definition words 
  Pretest                0.89      0.91      1.02         1.06 
  Posttest               1.21      1.08      0.67         0.80 
Neutral words 
  Pretest                0.32      0.78      0.73         0.96 
  Posttest               0.30      0.81      0.40         0.75 
Total words 
  Pretest                8.19      3.57      9.31         3.34 
  Posttest              10.72      2.72      8.93         3.07 
  
Notebook contents (a) 
  
Sheets on constructive 
  conflict resolution    2.09      2.21      0.04         0.29 
  
  
Variable                  t         p 
  
Positive words 
  Pretest               -0.87     <.3881 
  Posttest               5.57     <.0001 
Negative words 
  Pretest               -0.44     <.6624 
  Posttest              -0.75     <.4541 
Definition words 
  Pretest               -0.63     <.5332 
  Posttest               2.75     <.0073 
Neutral words 
  Pretest               -2.27     <.0257 
  Posttest              -0.63     <.5313 
Total words 
  Pretest               -1.55     <.1245 
  Posttest               2.97     <.0039 
  
Notebook contents (a) 
  
Sheets on constructive 
  conflict resolution    6.15     <.0001 
  
Note. dfs for all ts = 90. 
  
 
(a)Unobtrusive measure of student attiudes toward conflict. 
TABLE 8 
  
Means, Standard Deviations, t Values, and p Values for Measures of 
Academic Achievement 
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                        Trained              Untrained 
Measure               M      SD            M       SD      t 
  
Social studies 
  posttest          28.17    9.25        19.73   9.11     4.41 (a) 
Social studies 
  retention          6.32    5.16         2.55   2.63     2.94 (b) 
English transfer 
  posttest          43.21   13.37        31.09  13.97     4.24 (c) 
  
  
Measure             p 
  
Social studies 
  posttest        <.0001 
Social studies 
  retention       <.0055 
English transfer 
  posttest        <.0001 
  
(a)df = 90. 
  
(b)df = 40. 
  
(c)df = 89. 
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