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EDITOR'S INTRODUCTION 

Introduction 

The demand for effective violence and crime prevention programs has never been greater. As our 
communities struggle to deal with the violence epidemic of the 1990s in which we have seen the 
juvenile homicide rate double and arrests for serious violent crimes increase 50 percent between 
1984 and 1994,~ the search for some effective ways to prevent this carnage and self-destructiveness 
has become a top national priority. To date, most of the resources committed to the prevention and 
control of youth violence, at both the national and local levels, has been invested in untested pro- 
grains based on questionable assumptions and delivered with little consistency or quality control. 
Further, the vast majority of these programs are not being evaluated. This means we will never know 
which (if any) of  them have had some significant deterrent effect; we will learn nothing fiom our 
investment in these programs to improve our understanding of the causes of  violence or to guide our 
future efforts to deter violence; and there will be no real accotmtability for the expenditures of  
scarce conmmnity resources. Worse yet, some of  the most popular programs have actually been 
demonstrated in careful scientific studies to be ineffective, and yet we continue to invest huge sums 
of money in them for largely political reasons. 

What accounts for this limited investment in the evaluation of  our prevention programs? First, there 
is little political or even program support for evaluation. Federal and state violence prevention 
initiatives rarely allocate additional evah, ation dollars for the programs they fund. Given that the 
investment in such programs is relatively low, it is argued that every dollar available should go to the 
delivery of  program services, i.e., to helping youth avoid involvement in violent or criminal behav- 
ior. Further, the cost of conducting a careful outcome evaluation is prohibitive for most individual 
programs, exceeding their entire annual budget in many cases. Finally, many program developers 
believe they know intuitively that their programs work, and thus they do not think a rigorous evalu- 
ation is required to demonstrate this. 

Unfortunately, this view and policy is very shortsighted. When rigorous evaluations have been con- 
ducted, they often reveal that such programs are  ineffective and can even make matters worse. 2 
Indeed, many programs fail to even address the underlying causes of  violence, involve simplistic 
"silver bullet" assumptions (e.g., i once had a cot, nselor tell me there wasn't  a single delinquent 
youth he couldn't  "turn around" with an hour of  individual counseling), and allocate investments of  
time and resources that are far too small to counter the years of exposure to negative influences of  
the family, neighborhood, peer group, and the media. Violent behavior is a complex behavior pat- 
tern which involves both individual dispositions and social contexts in which violence is normative 
and rewarded. Most violence prevention programs focus only on the individual dispositions and fail 
to address the reinforcements for violence in the social contexts where youth live, with the result that 
positive changes in the individual's behavior achievecl in the treatment setting are quickly lost when 
the youth returns home to his or her family, neighborhood, and old friends. 

Progress in our ability to effectively prevent and control violence requires evaluation. A responsible 
accounting to the taxpayers, private foundations, or businesses ftmding these programs requires that 
we justify these expenditures with tangible restllts. No respectable business or corporation woukl 
invest millions of  dollars in an enterprise without checking to see if it is profitable. No reputable 
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effectiveness (i.e., no clinical trials to establish its potential positive and negative effects). Our 
failure to provide this type of evidence has seriously undermined the public confidence in crime 
prevention efforts generally, and is at least partly responsible for the current public support for 
building more prisoqs and incapacitating youth--the public knows they are receiving some protec- 
tion for this expenditure, even if it is temporary. 

The prospects for effective prevention programs and a national prevention initiative have improved greatly 
during the past decade. We now have a substantial body of research on the causes and correlates of crime 
and violence. There is general consensus within the research community about the specific individual 
dispositions, contextual (family, school, neighborhood, and peer group) conditions, and interaction dy- 
namics which lead into and out of involvement in violent behavior. These characteristics, which have 
been linked to the onset, continuity, and termination of violence, are commonly referred to as "risk" and 
"protective" factors for violence. Risk factors are those personal attributes and contextual conditions 
which increase the likelihood of violence. Protective factors are those which reduce the likelihood of 
violence, either directly or by virtue of buffering the individual from the negative effects of risk factors? 
Programs which can alter these conditions, reducing or eliminating risk factors and facilitating protective 
factors, offer the most promise as violence prevention programs. 

While our evaluation of these programs is still quite limited, we have succeeded in demonstrating 
that some of these programs are effective in deterring crime and violence. This breakthrough in 
prevention programming has yet to be reflected in national or state funding decisions, and is admit- 
tedly but a beginning point for developing the comprehensive set of prevention programs necessary 
for developing a national prevention initiative. But we are no longer in the position of having to say 
that "nothing works." 

Ten proven programs are described in this series of Blueprints  f o r  Violence Prevention.  These 
Blueprints (which will be described later in this Editor's Introduction) are designed to be practical 
documents which will allow interested persons, agencies, and communities to make an informed 
judgment about a proven program's appropriateness for their local situation, needs, and available 
resources. If adopted and implemented well, a community can be reasonably assured that these 
programs will reduce the risks of violence and crime for their children. 

Background  

The violence epidemic of the 1990s produced a dramatic shift in the public's perception of the 
seriousness of violence. In 1982, only three percent of adults identified crime and violence as the 
most important problem facing this country; by August of 1994, more than half thought crime and 
violence was the nation's most important problem. Throughout the '90s violence has been indicated 
as a more serious problem than the high cost of living, unemployment, poverty and homelessness, 
and health care. Again, in 1994, violence (together with a lack of discipline) was identified as the 
"biggest problem" facing the nation's public schools? Among America's high school seniors, vio- 
lence is the problem these young people worry about most frequently--more than drug abuse, eco- 
nomic problems, poverty, race relations, or nuclear war? 

The critical question is, "How will we as a socie O, deal with this violence problem ?" Government 
policies at all levels reflect a punitive, legalistic approach, an approach which does have broad 
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public support. At both the national and state levels, there have been four major policy and program 
initiatives introduced as violence prevention or control strategies in the 1990s: (1) the use of judicial 
waivers, transferring violent juvenile offenders as young as age ten into the adult justice system for 
trial, sentencing, and adult prison terms; (2) legislating new gun control policies (e.g., the Brady 
Handgun Violence Prevention Act, 1993); (3) the creation of"boot  camps" or shock incarceration 
programs for young offenders, in order to instill discipline and respect for authority; and (4) com- 
munity policing initiatives to create police-community partnerships aimed at more efficient commu- 
nity problem solving in dealing with crime, violence, and drug abuse. 

Two of these initiatives are purely reactive: they involve ways of responding to violent acts after 
they occur; two are more preventive in nature, attempting to prevent the initial occurrence of violent 
behavior. The primary justification for judicial waivers and boot camps is a "just desserts" philoso- 
phy, wherein youthful offenders need to be punished more severely for serious violent offenses. But 
there is no research evidence to suggest either strategy has any increased deterrent effect over pro- 
cessing these juveniles in the juvenile justice system or in traditional correctional settings. In fact, 
although the evidence is limited, it suggests the use of waivers and adult prisons rest, Its in longer 
processing time and longer pretrial detention, racial bias in the decision about which youth to trans- 
fe," into the adult system, a lower probability of treatment or remediation while in custody, and an 
increased risk of repeated offending when ,'eleased/' The research evidence on the effectiveness of 
community policing and gun control legislation is very limited and inconclusive. We have yet to 
determine if these strategies are effective in preventing violent behavior. 

There are some gent, ine prevention efforts sponsored by federal and state governments, by private 
foundations, and by private businesses. At the federal level, the major initiative involves the Safe 
and Drug-Free Schools and Colnmunities Act (1994). This act provided $630 million in federal 
grants during 1995 to the states to implement violence (and drug) prevention programs in and around 
schools. State Departments of Education and local school districts are currently developing guide- 
lines and searching for violence prevention programs demonstrated to be effective. But there is no 
readily available compendit, m of effective programs described in sufficient detail to allow for an 
informed judgment about their relevance and cost for a specific local application. Under pressure to 
do something, schools have implemented whatever programs were readily available. As a result. 
most of the violence prevention programs currently being employed in the schools, e.g., conflici 
resolution, peer mediation, individual cot, nseling, metal detectors, and locker searches and sweeps 
have eiflmr not been evaluated or the evaluations have failed to establish any significant, sustained 
deterrent effects. 7 

Nationally, we are investing far more resources in building and maintaining prisons than in prima,'y 
prevention programs: We have put more emphasis on reacting to violent offenders after the fact and 
investing in prisons to remove these young people from our communities, than on preventing ot, r 
children from becoming violent offenders in the first place and retaining them in our conlmnnities as 
responsible, productive citizens. Of course, if we have no effective prevention strategies or pro- 
grams, there is no choice. 

This is the central issue facing the nation in 1998: Can we prevent the onset o f  serious violent 
behavior? If we cannot, then we have no choice but to build, fill, and maintain more prisons. Yet if 
we know how to prevent the onset of violence, can we mount an efficient and effective prevention 

XIII 



Promoting Alternative Thinking Strategies 

initiative? There is, in fact, considerable public support for violence prevention programming for 
our children and adolescents. 9 How can we develop, promote, and sustain a violence prevention 
initiative in this country? 

Violence Prevention Programs--What  Works? 

Fortunately, we are past the "nothing has been demonstrated to work" era of program evaluation, m 
During the past five years more than a dozen scholarly reviews of delinquency, drug, and violence 
prevention programs have been published, all of which claim to identify programs that have been 
successful in deterring crime and violence. H 

However, a careful review of these reports suggests some caution and a danger of overstating this 
claim. First, very few of these recommended programs involve reductions in violent behavior as the 
outcome criteria. For the most part, reductions in delinquent behavior or drug use in general or 
arrests/revocations for any offense have been used as the outcome criteria. This is probably not a 
serious threat to the claim that we have identified effective violence prevention programs, as re- 
search has established that delinquent acts, violence, and substance use are interrelated, and in- 
volvement in any one is associated with involvement in the others. Further, they have a common set 
of causes, and serious forms of violence typically occur later in the developmental progression, 
suggesting that a program that is effective in reducing earlier forms of delinquency or drug use 

�9 . . i ' ~  �9 should be effective in deterring serious violent offending. - Snll, some caution is required, given that 
very.few studies have actually demonstrated a deterrent or marginal deterrent effect for serious 
violent behavior. 

Second, the methodological standards vary greatly across these reviews�9 A few actually score each 
program evaluation reviewed on its methodological rigor, ~3 but for most the standards are variable 
and seldom made explicit. If the judgment on effectiveness were restricted to individual program 
evaluations employing true experimental designs and demonstrating statistically significant deter- 
rent (or marginal deterrent) effects, the number of recommended programs would be cut by two- 
thirds or more. An experimental (or good quasi-experimental) design and statistically significant 
results should be minimum criteria for recommending program effectiveness�9 Further, very few of 
the programs recommended have been replicated at multiple sites or demonstrated that their deter- 
rent effect has been sustained for some period of time after leaving the program, two additional 
criteria that are important. In a word, the standard for the claims of program effectiveness in these 
reviews is very low. Building a national violence prevention initiative on this collective set of rec- 
ommended programs would be risky�9 

Blueprints for Violence Prevention 

In 1996, the Center for the Study and Prevention of Violence at the University of Colorado at 
Boulder, working with William Woodward, Director of the Colorado Division of Criminal Justice 
(CDCJ), who played the primary role in securing funding from the Colorado Division of Criminal 
Justice, the Centers for Disease Control and Prevention, and the Pennsylvania Commission on Crime 
and Delinquency, initiated a project to identify ten violence prevention programs that met a very 
high scientific standard of program effectiveness--programs that could provide an initial nucleus 
for  a national violence prevention initiative. Our objective was to identify truly outstanding pro- 
grams, and to describe these interventions in a series of "Blueprints." Each Blueprint describes the 
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theoretical rationale for the intervention, the core components of the program as implemented, the 
evaluation designs and findings, and the practical experiences the program staff encountered while 
implementing the program at multiple sites. The Blueprints are designed to be very practical de- 
scriptions of effective programs which allow states, communities, and individual agencies to: (1) 
determine the appropriateness of each intervention for their state, community, or agency; (2) pro- 
vide a realistic cost estimate for each intervention; (3) provide an assessment of the organizational 
capacity required to ensure its successful start-up and operation over time; and (4) give some indica- 
tion of the potential barriers and obstacles that might be encountered when attempting to implement 
each type of intervention. In 1997, additional funding was obtained from the Division of Criminal 
Justice, allowing for the development of the ten Blueprint programs. 

Blueprint Program Selection Criteria 

In consultation with a distinguished Advisory Board, ~4 we established the following set of evalua- 
tion standards for the selection of Blueprint programs: (1) an experimental design, (2) evidence of a 
statistically significant deterrent (or marginal deterrent) effect, (3) replication at multiple sites with 
demonstrated effects, and (4) evidence that the deterrent effect was sustained for at least one year 
post-treatment. This set of selection criteria establishes a very high standard, one that proved diffi- 
cult to meet. But it reflects the level of confidence necessary if we are going to recommend that 
communities replicate these programs with reasonable assurances that they will prevent violence. 
Given the high standards set for program selection, the burden for communities mounting an expen- 
sive outcome evaluation to demonstrate their effectiveness is removed; this claim can be made as 
long as the program is implemented well. Documenting that a program is implemented well is rela- 
tively inexpensive, but critical to the claim that a program is effective. 

Each of the four evaluation standards is described in more detail as follows: 

1. Strong Research Design 

Experimental designs with random assignment provide the greatest level of confidence in evalua- 
tion findings, and this is the type of design required to fully meet this Blueprint standard. Two other 
design elements are also considered essential for the judgment that the evaluation employed a strong 
research design: low rates of participant attrition and adequate measurement. Attrition may be in- 
dicative of problems in program implementation; it can compromise the integrity of the randomiza- 
tion process and the claim of experimental-control group equivalence. Meast, rement issues include 
the reliability and validity of study measures, including the ot, tcome meast, re, and the qt, ality, con- 
sistency, and tinting of their administration to program participants. 

2. Evidence of Significant Deterrence Effects 

This is an obvious minimal criterion for claiming program effectiveness. As noted, relatively few 
programs have demonstrated effectiveness in reducing the onset, prevalence, or individual offend- 
ing rates of violent behavior. We have accepted evidence of deterrent effects for delinquency (in- 
cluding childhood aggression and condt, ct disorder), drug use, and/or violence as evidence of program 
effectiveness. We also accepted program evaluations using arrests as the outcome measure. Evi- 
dence for a deterrent effect on violent behavior is certainly preferable, and programs demonstrating 
this effect were given preference in selection, all other criteria being equal. 
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Both primary and secondary prevention effects, i.e., reductions in the onset of violence, delinquency, 
or drug use compared to control groups and pre-post reductions in these offending rates, could, meet 
this criterion. Demonstrated changes in the targeted risk and protective factors, in the absence of any 
evidence of changes in delinquency, drug use, or violence, was not considered adequate to meet this 

criterion. 

3. Multiple Site Replication 

Replication is an important element in establishing program effectiveness. It establishes the robust- 
ness of the program and its prevention effects; its exportability to new sites. This criterion is particu- 
larly relevant for selecting Blueprint programs for a national prevention initiative where it is no 
longer possible for a single program designer to maintain personal control over the implementation 
of his or her program. Adequate procedures for monitoring the quality of implementation must be in 
place, and this can be established only through actual experience with replications. 

4. Sustained Effects 

Many programs have demonstrated initial success in deterring delinquency, drug use, and violence 
during the course of treatment or over the period during which the intervention was being delivered 
and reinforcements controlled. This selection criterion requires that these short-term effects be sus- 
tained beyond treatlnent or participation in the designed intervention. For example, if a preschool 
program designed to offset the negative effects of poverty on school performance (which in turn 
effects school bonding, present and future opportunities, and later peer group choice/selection, which 
in turn predicts delinquency) demonstrates its effectiveness when children start school, but these 
effects are quickly lost during the first two to three years of school, there is little reason to expect this 
program will prevent the onset of violence during the junior or senior high school years when the 
risk of onset is at its peak. Unfortunately, there is clear evidence that the deterrent effects of most 
prevention programs deteriorate quickly once youth leave the program and return to their original 
neighborhoods, families, and peer groups or gangs. 

Other Criteria 

In the selection of model programs, we considered several additional factors. We looked for evi- 
dence that change in the targeted risk or protective factor(s) mediated the change in violent behav- 
ior. This evidence clearly strengthens the claim that participation in the program was responsible for 
the change in violent behavior, and it contributes to our theoretical understanding of the causal 
processes involved. We were surprised to discover that many programs reporting significant deter- 
rent effects (main effects) had not collected the necessary data to do this analysis or, if they had the 
necessary data, had not reported on this analysis. 

We also looked for cost data for each program as this is a critical element in any decision to replicate 
one of these Blueprint programs, and we wanted to include this information in each Blueprint. 
Evaluation reports, particularly those found in the professional journals, rarely report program costs. 
Even when asked to provide this information, many programs are unable (or unwilling) to provide 
the data. In many cases program costs are difficult to separate from research and evaluation costs. 
Further, when these data are available, they typically involve conditions or circumstances unique to 
a particular site and are difficult to generalize. There are no standardized cost criteria, and it is very 
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diffictflt to compare costs across programs. It is even more difficult to obtain reliable cost-benefit 
estimates. A few programs did report both program costs and cost-benefit estimates. There have 
been two recent cost-benefit studies involving Blueprint programs which suggest that these pro- 
grams are cost-effective, but this information is simply not available for most programs.'5 

Finally, we considered each program's willingness to work with the Center in developing a Blue- 
print for national dissemination and the program's organizational capacity to provide technical as- 
sistance and monitoring of program implementation on the scale that would be required if the program 
was selected as a Blueprint program and became part of a national violence prevention initiative. 

Programs must be willing to work with the Center in the development of the Blueprint. This involves 
a rigorous review of program evaluations with questions about details not covered in the available 
publications; the preparation of a draft Blueprint doctnnent following a standardized ot, tline; attend- 
ing a conference with program staff, staff from replication sites, and Center staffto review the draft 
docun3ent; and making revisions to the docnment as requested by Center staff'. Each Blueprint is 
further reviewed at a second conference in which potential users---community development groups, 
prevention program staffs, agency heads, legislators, and private fot, ndations--"fiekl test" the docu- 
ment. They read each Blueprint doctnnent carefully and report on any difficulties in tmderstanding 
what the program requires, and on what additional information they would like to have if they were 
making a decision to replicate the program. Based on this second conference, final revisions are 
made to the Blueprint document and it is sent back to the Program designer for final approval. 

in addition, the Center will be offering technical assistance to sites interested in replicating a Blue- 
print program and will be monitoring the quality of program implementation at these sites (see the 
"Technical Assistance and Monitoring of Blueprint Replications" section below). This requires that 
each selected program work with the Center in screening potential replication sites, certifying per- 
sons qualified to deliver technical assistance for their program, delivering high quality technical 
assistance, and cooperating with the Center's monito,'ing and evaluation of the technical assistance 
delivered and the quality of implementation achieved at each replication site. Some programs are 
already organized and equipped to do this, with formal written guidelines for implementation, train- 
ing manuals, instru,nents for monitoring implementation quality, and a staff trained to provide tech- 
nical assistance; others have few or none of these resources or capabilities. Participation in the 
Blueprint project clearly involves a substantial demand on the programs. Ell ten programs selected 
have agreed to participate as a Blueprint program. 

Blueprint Programs: An Overview 

We beg!m our search for Blueprint programs by examining the set of programs recommended in 
schola,'ly reviews. We have since expanded our search to a mt, ch broader set of programs and con- 
tinue to look for programs that meet the selection standards set forth previously. To date. we have 
reviewed more than 450 delinquency, drug, and violence prevention programs. As noted, ten pro- 
grams have been selected thus far, based upon a review and recommendation of the Advisory Board. 
These programs are identified in Table A. 

The standard we have set for progriun selection is vm 3, high. Not all of the ten programs selected meet all 
of the four individual standards, but as a group they come the closest to meeting these standards that we 
cot, ld find. As indicated in Table A, with one exception they have all demonstrated significant deterrent 
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Table  A. Blueprint  Programs 

PROJECT 

Nurse Home Visitation 
(Dr. David Olds) 

Bullying Prevennon 
Program (Dr. Dan 
Olweus) 

Promoting Alternative 
Thi nki ng Strate,~ es 
(Dr. M. Greenberg and 
Dr. C. Kusche) 

Big Brothers Big Sisters 
of America 
(Ms. DaDmr McGill) 

Quantum Opportunities 
(Mr. Ben Lattimore) 

Multisystemic Therapy 
(Dr. Scott Henggeler) 

Functional Family 
Therapy 
(Dr. Jim Alexander) 

Midwestern Prevention 
Project 
(Dr. Mary Ann Pentz) 

Life Skills Training 
(Dr. Gilbert Botvin) 

Multidimensional 
Treatment Foster Care 
(Dr. Paricia Chamberlain 

TARGET EVID. OF MULTI- COST/ SUSTAINED 
POPULATION EFFECT* SITE BENEFIT EFFECT 

Pregnant women 
at risk of preterm 
delivery and low 
birthweight 

Pri mary and 
secondary school 
children 
(universal 
intervention) 

Primary school 
children 
(universal 
imervention) 

Youth 6 to 18 
years of age from 
single-parent 
homes 

At-risk, 
disadvantaged, 
high school youth 

Serious, violent, 
or substance 
abusing juvenile 
offenders and 
their families 

X X X 

England, 
Canada: 

South 
Carolina 

Multisite 
single 
design, 8 
sites 

Multisite 
single 
design, 5 
sites; 
replic, by 
D,O.L 

X X X 

* "X" indicates  the 

Youth at risk for X X 
i rt~titutionalization 

Middle/junior 
school 
(6th/7th grade) 

X X 

X X 

X X 

Middle/junior 
school 
(6th/7th grade) 

Serious and 
chronic 
delinquents 

~rogram met  this criterion satisfactorily. 

through age 
15 

2 years post- 
treatment 

2 years post- 
treatment 

through age 
20 

4 years post- 
treatment 

30 months 
posttreatment 

Through high 
school 

Through high 
school 

I year post- 
treatment 

GENERA- 
LIZABLE 

Generality 
to U.S. 
unk.; initial 
S.C. results 
oositive 

TYPE OF 
PROGRAM 

Prenatal and 
postpartum nurse 
home visitation 

School-based 
program to 
reduce 
victim/bully 
oroblems 

School-based 
program to 
promote 
emotional 
competence 

Mentoring 
program 

Educational 
incentives 

Family 
ecological 
systems 
approach 

Behavioral 
systems family 
therapy 

Drug use 
prevention 
(social 
resi stance 
skills); with 
parent, media, 
and community 
COl/lponents 

Drug ttse 
prevention 
(social skills and 
general life 
skills training) 

Foster care with 
treatn~nt 
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effects with experimental designs using random assignment to experimental and control groups (the 
Bullying Prevention Program involved a quasi-experimental design). All involve multiple sites and thus 
have information on replications and implementation quality, but not all replication sites have been evalu- 
aled as independent sites (e.g., the Big B,'others Big Sisters mentoring program was implemented at eight 
sites, but the evah ation was a single evaluation involving all eight sites in a single aggregated analysis). 
Again, with one exception (Big Brothers Big Sisters), all the selected programs have demonstrated sus- 
tained effects for at least one year post-treatment. 

Technical  Assistance and Monitoring of Blueprint Replications ,6 

The Blueprint project inclndes plans for a technical assistance and monitoring component to assist 
interested communities, agencies, and organizations in their efforts to implement one or more of the 
Blueprint programs. Communities should not.attempt to replicate a Blueprint program without 
technical.assistance.from the p/vgram designers. If funded, technical assistance for replication and 
prog,-am monitoring will be available through the Center for the Study and P,'evention of  Violence at 
a very modest cost. Technical assistance can also be obtained directly from the Blueprint programs 
with costs for consulting fees, travel, and naant, als negotiated directly with each program. 

There are three common problems encountered by communities when attempting to develop and 
implement violence prevention interventions. First, there is it need to identify the specific risk and 
protective factors to be addressed by the inte,'vention and the most appropriate points of  interven- 
tion to add,ess these conditions. In some instances, communities have already completed a risk 
assessment and know their comnrunities' major risk factors and in which context to best initiate an 
intervention. In other cases this has not been done and the community may require some assistance 
in completing this task. We anticipate working with communities and agencies to help them evaluate 
their needs and resources in order to select an appropriate Blueprint program to implement. This 
may involve some initial on-site work assisting the commu,fity in completing some type of risk 
assessment as a preparatory step to selecting a specific Blueprint program for implementation. 

Second, assuming the community has identified the risk and protective f'actors they want to address, 
a critical problem is in locating prevention interventions which areappropriate to address these risk 
factors and making an informed decision about which one(s) to implement. Communities often 
become lost in the maze of programs claiming they are effective in changing identified risk factors 
and deterring violence. More often, they are faced with particular interest groups pushing their own 
programs or an individnal on their advisory board recommending a pet project, with no factual 
information or evidence available to provide some rational comparison of  available options. Com- 
munities often need assislance in making an iqformed selection of  programs to implement. 

Third, there are increasingly strong pressures from funders, whether the U.S. Congress, state legis- 
lalt, res, federal or state agencies, or priw~te foundations and bt, sinesses, for accountability. The 
current trend is toward requiring all programs to be monitored and evah, ated. This places a tremen- 
dous burden on most programs which do not have the financial resources or expertise to conduct a 
nmaningful evaluation. A rigorous outcome evaluation lypically would cost more than the annual 
operating budget of most prevention programs; the cumulative evah, ations of  o{lr Blueprint pro- 
grams, for example, average more than a million dollars each. The selection of  a Blueprint program 
eliminates the need for an outcome evaluation, at least for an initial four or five years.~V Because 
these programs have already been rigorously evalualed, the critical issue for a BIt, eprint program is 
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t h  . . . . . . .  tit,, o f  the ;,~nlomo,t,Tti~," if lhe~ n r n o r n m  ~ imnlemented well. we can assume it is effective. 
To ensure a quality implementation, technical assistance and monitoring of the implementation (a 
process evaluation) are essential. 

Limi ta t ions  

Blueprint programs are presented as complete programs as it is the program that has been evaluated 
and demonstrated to work. Ideally, we would like to be able to present specific intervention compo- 
nents, e.g., academic tutoring, mentoring of at-risk youth, conflict resolution training, work experi- 
ence, parent effectiveness training, etc., as proven intervention strategies based upon evaluations of 
many different programs using these components. We do not yet have the research evidence to 
support a claim that specific components are effective for specific populations under some specific 
set of conditions. Most of the Blueprint programs (and prevention programs generally) involve 
multiple components, and their evaluations do not establish the independent effects of each separate 
component, but only the combination of components as a single "package." It is the "package" 
which has been demonstrated to work for specific populations under given conditions. The claim 
that one is using an intervention that has been demonstrated to work applies only if the entire Blue- 
print program, as designed, implemented, and evaluated, is being replicated; this claim is not war- 
ranted if only some specific subcomponent is being implemented or if a similar intervention strategy 
is being used, but with different staff training, or different populations of at-risk youth, or some 
different combination of components. It is for this reason that we recommend that communities 
desiring to replicate one of the Blueprint programs contact this program or the Center for the Study 
and Prevention of Violence for technical assistance. 

Our knowledge about these programs and the specific conditions under which they are effective will 
certainly change over time. Already there are extensions and modifications to these programs which 
are being implemented and carefully evaluated. Over the next three to five years it may be necessary 
to revise our Blueprint of a selected program. Those modifications currently underway typically 
involve new at-risk populations, changes in the delivery systems, changes in staff selection criteria 
and training, and in the quantity or intensity of the intervention delivered. Many of these changes are 
designed to reduce costs and increase the inclusiveness and generality of the program. It is possible 
that additional evaluations may undermine the claim that a particular Blueprint program is effective, 
however it is far more likely they will improve our understanding of the range of conditions and 
circumstances under which these programs are effective. In any event, we will continue to monitor 
the evaluations of these programs and make necessary revisions to their Blueprints. Most of these 
evaluations are funded at the federal level and they will provide ongoing evidence of the effective- 
ness of Blueprint programs, supporting (or not) the continued use of these programs without the 
need for local outcome evaluations. 

The cost-benefit data presented in the Blueprints are those estimated by the respective programs. 
We have not undertaken an independent validation of these estimates and are not certifying their 
accuracy. Because they involve different comparison groups, different cost assumptions, and con- 
siderable local variation in costs for specific services, it is difficult to compare this aspect of one 
Blueprint program with another. Potential users should evaluate these claims carefully. We believe 
these cost-benefit estimates are useful, but they are not the most important consideration in selecting 
a violence prevention program or intervention. 
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It is important to note that the size of the deterrent effects of  these Blueprint programs is modest. 
There are no "silver bullets," no programs that prevent the onset of  violence for all youth participat- 
ing in the intervention. Good prevention programs reduce the rates of  violence by 30-40 percentJ s 
We have included a section in each Blueprint presenting the evaluation results so that potential users 
can have some idea of how strong the program effect is l ikely to be and can prepare their communi-  
ties for a realistic set of  expectations. It is important that we not oversell violence prevention pro- 
grams; it is also the case that programs with a 30 percent reduction in violence can have a fairly 
dramatic effect if sustained over a long period of time. 

Finally, we are not recommending that communit ies  invest all of their available resources in Blue- 
print programs. We need to develop and evaluate new programs to expand our knowledge of  what 
works and to build an extensive repertoire of programs that work if we are ever to mount a compre-  
hensive prevention initiative in this country. At the same time, given the costs of  evaluating pro- 
grams, it makes sense for communit ies to build their portfolio of programs around interventions that 
have been demonstrated to work, and to limit their i lwestment in new p,'ograms to those they can 
evaluate carefully. Our Blueprint series is designed to help communit ies  adopt this strategy. 

S u m m a r y  

As we approach the 21 ~' Century, the nation is at a critical crossroad: Will we continue to react to 
youth violence after the fact, becoming increasingly ptmitive and locking more and more of our 
chiklren in adult prisons? Or will we bring a more healthy balance to our justice system by designing 
and implementing an effective violence prevention initiative as a part of  our overall approach to tim 
violence problem? We do have a choice. 

To mount an effective national violence prevention initiative in this country, we need to find and/or 
create effective violence prevention programs and implement them with integrity so that significant 
reductions in violent offending can be realized. We have identified a core set of  programs that meet 
very high scientific standards for being effective prevention programs. These programs could con- 
stitnte a core set of  programs in a national violence prevention initiative. What remains is to ensure 
that communit ies  know about these programs and, should they desire to replicate them, have assis- 
tance in implementing them as designed. That is our object ive in presenting this series of Blueprints 
for Violence Prevention. They constitt, t e a  complete package of  both programs and technical assis- 
lance made available to states, communities,  schools, and local age lcies attempting to address the 
problems of  violence, crime, and substance abuse in their communities.  

Delbert S. Elliot 
Series Editor 
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17. At some point it will be necessary to reassess each Blueprint program to ensure that it 
continues to demonstrate deterrent effects and to test its generalizability to other populations and 
community conditions. In many cases, this will be done at the national level with federal support for 
large scale evaluations. For example, the U.S. Department of Labor and the Ford Foundation are 
currently funding seven Quantum Opportunity Programs with outcome evaluations; and the Office of 
Juvenile Justice and Delinquency Prevention is funding several Big Brothers Big Sisters Programs 
with evaluations. Local agencies replicating these Blueprint programs may never have to conduct 
rigorous outcome evaluations, but some continuing outcome evaluations at some level (national or 
local) is essential. 

18. See Lipsey, 1992, 1997, for a review of issues and problems in estimating effect sizes 
and the range of effect sizes observed for delinquency prevention programs. 
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MODEL PROGRAM DESCRIPTIONS 

Prenatal and Infancy Home Visitation by Nurses 

Nurse home visitation is a program that sends nurses to the homes of pregnant women who are 
predisposed to infant health and developmental problems (i.e., at risk of prete,'m delivery and low- 
birth weight children). The goal of the program is to improve parent and child outcomes. Home 
visiting promotes the physical, cognitive, and social-emotional development of the children, and 
provides general support as well as instructive parenting skills to the parents. Treatment begins 
during pregnancy, with an average of eight visits for about I hour and 15 minutes, and continues to 
24 months postpartum with visits diminishing in frequency to approximately every six weeks. Screen- 
ings and transportation to local clinics and offices are also offered as a part of treatment. Nurse 
home visiting has had some positive outcomes on obstetrical health, psychosocial functioning, and 
other health-related behaviors (especially reductions in smoking). Child abuse and neglect was lower 
and the developmental quotients of children at 12 and 24 months were higher in the treatment group 
than in the control group for poor, unmarried teens. Follow-up at 15-years postpartum showed sig- 
nificant enduring effects on child abuse and neglect, completed family size, welfare dependence, 
behavior problems due to substance abuse, and criminal behavior on the part of low income, unmar- 
ried mothers. Positive program effects through the child's second birthday have been replicated in a 
major urban area. 

Bullying Prevention Program 

The anti-bullying program has as its major goal the reduction of victim/bully problems among pri- 
ma,y and secondary school children. It aims to increase awareness of the problem and knowledge 
about it, to achieve active involvement on the part of teachers and parents, to develop clear rules 
against bullying behavior, and to provide support and protection for the victims of bullying. Inter- 
vention occurs at the school level, class level, and individual level. In Bergen, Norway, the fre- 
quency of bully/victim problems decreased by 50 percent or more in the two years following the 
campaign. These results applied to both boys and girls and to students across all grades studied. In 
addition, school climate improved, and antisocial behavior in general such as theft, vandalism, and 
truancy showed a drop during these years. 

Pronioting Alternative Thinking Strategies 

Promoting Alternative Thinking Strategies (PATHS) is a school-based intervention designed to pro- 
mote emotional competence, including the exp,'ession, understanding, and regulation of emotions. 
The PATHS program is a universal intervention, implemented by teachers (after a three-day training 
workshop) with entire classrooms of children from kindergarten throt, gh fifth grades. The curricu- 
lum inchides a feelings unit (with a se f-conh'ol and initial problem-solving skills program within 
that trail) and an interpe,'sonal cognitive problem solving unit. The gene,-alization of those learned 
skills to children's everyday lives is a conqmnent of each in~tior unit. An additional unit on self- 
control and readiness is provided l'or special needs classrooms. Studies have compared chissrooms 
receiving the intervention to matched controls using popuhitions of normally-adjt, sted students, 
behaviorally at-risk students, and deaf students. Program effects inchided teacher-, child sociomet- 
ric-, and child self-report ratings of behavior change on such constructs as hyperactivity, peer ag- 
gression, and conduct problems. 
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Big Brothers Big Sisters of America (BBBSA) is the oldest and best known mentoring program in 
the United States. Local programs are autonomously funded affiliates of BBBSA, with the national 
office in Philadelphia. The more than 500 affiliates maintain over 100,000 one-to-one relationships 
between a volunteer adult and a youth. Matches are carefully made using established procedures and 
criteria. The program serves children 6 to 18 years of age, with the largest portion being those 10 to 
14 years of age. A significant number of the children are from disadvantaged single-parent house- 
holds. A mentor meets with his/her youth partner at least three times a month for three to five hours. 
The visits encourage the development of a caring relationship between the matched pair. An 18 
month study of eight BBBS affiliates found that the youth in the mentoring program, compared to a 
control group who were on a waiting list for a match, were less likely to start using drugs and 
alcohol, less likely to hit someone, had improved school attendance, attitudes and performance, and 
had improved peer and family relationships. 

Quantum Opportunities 

The Quantum Opportunities Program (QOP) provides education, development, and service activi- 
ties, coupled with a sustained relationship with a peer group and a caring adult, over the four years 
of high school for small groups of disadvantaged teens. The goal of the program is to help high risk 
youth from poor families and neighborhoods to graduate from high school and attend college. The 
program includes (1) 250 hours per year of self-paced and competency-based basic skills, taught 
outside of regular school hours; (2) 250 hours per year of development opportunities, including 
cultural enrichment and personal development; and (3) 250 hours per year of service opportunities 
to their communities to help develop the prerequisite work skills. Financial incentives are offered to 
increase participation, completion, and long range planning. Results from the pilot test of this pro- 
gram indicated that QOP participants, compared to the control group, were less likely to be arrested 
during the juvenile years, were more likely to have graduated from high school, to be enrolled in 
higher education or training, planning to complete four years of college, and less likely to become a 

teen parent. 

Multisystemic Therapy 

Multisystemic Therapy (MST) views individuals as being nested within a complex of intercon- 
nected systems that encompass individual, family, and extrafamilial (peer, school, neighborhood) 
factors. Behavior problems can be maintained by problematic transactions within or between any 
one or a combination of these systems. MST targets the specific factors in each youth's and family's 
ecology (family, peer, school, neighborhood, support network) that are contributing to antisocial 
behavior. MST interventions are pragmatic, goal oriented, and emphasize the development of fam- 
ily strengths. The overriding purpose of MST is to help parents to deal effectively with their youth's 
behavior problems, including disengagement from deviant peers and poor school performance. To 
accomplish the goal of family empowerment, MST also addresses identified barriers to effective 
parenting (e.g., parental drug abuse, parental mental health problems) and helps family members to 
build an indigenous social support network (e.g., with friends, extended family, neighborhoods, 
church members). To increase family collaboration and treatment generalization, MST is typically 
provided in the home, school, and other community locations by master's level counselors with low 
caseloads and 24 hours/day, seven days/week availability. The average duration of treatment is 

xxviii 



~ e / ~ i ~  for Violence Prevention 

about four months, which includes approximately 50 hours of face-to-face therapist-family contact. 
MST has been demonstrated as an effective treatment for decreasing the antisocial behavior of 
violent and chronic juvenile offenders at a cost savings--that is, reducing long-term rates of rearrest 
and out-of-home placement. Moreover, families ,-eceiving MST have shown extensive improve- 
ments in family functioning. 

Functional Family Therapy 

Functional Family Therapy (FFT) is a short term, easily trainable, well documented program which 
has been applied successfully to a wide range of problem youth and their families in various con- 
texts (e.g., rural, urban, multicultural, international) and treatment systems (e.g., clinics, home-based 
programs,juvenile courts, independent providers, federally funded clinical trials). Success has been 
demonstrated and replicated for over 25 years with a wide range of interventionists, including para- 
professionals and trainees representing the various professional degrees (e.g., B.S.W., M.S.W., Ph.D., 
M.D., R.N., M.F.T.). The program involves specific phases and techniques designed to engage and 
motivate youth and families, and especially deal with the intense negative affect (hopelessness, 
anger) that prevents change. Additional phases and techniques then change youth and family com- 
mt, nication, interaction, and problem solving, then help families better deal with and utilize outside 
system resources. Control led comparison studies with follow-up periods of one, three, and even five 
years have demonstrated significant and long-term reductions in youth re-offending and sibling 
entry into high-risk behaviors. Comparative cost figures demonstrate very large reductions in daily 
program costs compared to other treatment programs. 

Midwestern Prevention Project 

The Midwestern Prevention Project is a comprehensive population-based drug abuse (cigarettes, 
alcohol, and marijuana) prevention program that has operated in two major Midwestern SMSAs, 
Kansas City and Indianapolis, where it has been known locally as Project STAR (Students Taught 
Awareness and Resistance) and I-STAR, respectively. The goal of the program is to decrease the 
rates of onset and prevalence of drug use in young adolescents (ages 10-15), and to decrease drug 
use among parents and other residents of the two communities. The program consists of five inter- 
vention strategies designed to combat the community influences on drug use: mass media, school, 
parent, comnlunity organization, and health policy change. The components focus on promoting 
drug use resistance and counteraction skills by adolescents (direct skills training), prevention prac- 
tices and support of adolescent prevention practices by parents and other adults (indirect skills 
training), and dissemination and support of non-drug use social norms and expectations in the com- 
munity (environmental support). This program has been effective at reducing alcohol, cigarette, and 
marijuana use among young adolescents, with some effects maintained up to age 23. 

Life Skills 'lhraining 

Life Skills Training is a drug use primary prevention program (cigarettes, alcohol, and marijuana), 
which provides general life skills training and social resistance skills training to junior high/middle 
(6th or 7th grade) school students. The curriculum includes 15 sessions taught in school by regular 
classroom teachers with booster sessions provided in year two (I0 class sessions) and year three 
(five class sessions). The three basic components of the program include: (I) Personal Self-Man- 
agement Skills (e.g., decision-making and problem-solving, self-control skills for coping with anxi- 
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. . . . . .  �9 ~ ~ l f _ ;  . . . . . . . . .  -nont  ~ k i l l ~ "  f g ]  Sc~cial  S k i l l s  ( e . ~ .  c o m m t m i c a t i o n  a n d  ~eneral social skills); 
and (3) Drug-Related Information and Skills designed to impact on knowledge and attitudes con- 
cerning drug use, normative expectations, and skills for resisting drug use influences from the media 
and peers. Life Skills Training has been effective at reducing alcohol, cigarette, and marijuana use 
among young adolescents. The effects for tobacco and heavy alcohol use have been sustained through 

the end of high school. 

Multidimensional Treatment Foster Care 

Social learning-based Multidimensional Treatment Foster Care (MTFC) is a cost effective alterna- 
tive to residential treatment for adolescents who have problems with chronic delinquency and anti- 
social behavior. Community families are recruited, trained, and closely supervised to provide MTFC 
placements, treatment, and supervision to participating adolescents. MTFC parent training empha- 
sizes behavior management methods to provide youth with a structured and therapeutic living envi- 
ronment. After completing a preservice training, MTFC parents attend a weekly group meeting run 
by a program case manager where ongoing supervision is provided. Supervision and support is also 
given to MTFC parents during daily telephone calls to check on youths' progress. Family therapy is 
provided for the youths' biological (or adoptive) families. The parents are taught to use the struc- 
tured system that is being used in the MTFC home. The effectiveness of the MTFC model has been 
evaluated, and MTFC youth had significantly fewer arrests during a 12-month follow-up than a 
control group of youth who participated in residential group care programs. The MTFC model has 
also been shown to be effective for children and adolescents leaving state mental hospital settings. 
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Program Overview 

The PATHS (Promoting Alternative THinking Strategies) Curriculum is a comprehensive 
program for promoting emotional and social competencies and reducing aggression and behav- 
ior problems in elementary school-aged children while simultaneously enhancing the educa- 
tional process in the classroom. This innovative curriculum is designed to be used by educators 
and counselors in a multi-year, universal prevention model. Although primarily focused on the 
school and classroom settings, information and activities are also included for use with parents. 

Program Targets: 

The PATHS Curriculum was developed for use in the classroom setting with all elementary 
school aged-children. PATHS has been field-tested and researched with children in regular edu- 
cation classroom settings, as well as with a variety of special needs students (deaf, hearing- 
impaired, learning disabled, emotionally disturbed, mildly mentally delayed, and gifted). Ideally 
it should be initiated at the entrance to schooling and continue through Grade 5. 

Program Content: 

The PATHS Curriculum, taught three times per week for a minimum of 20-30 minutes per clay, 
provides teachers with systematic, developmentally-based lessons, materials, and instructions 
for teaching their students emotional literacy, self-control, social competence, positive peer re- 
lations, and interpersonal problem-solving skills. A key objective of promoting these develop- 
mental skills is to prevent or redt, ce behavioral and emotional problems. PATHS lessons include 
instruction in identifying and labeling feelings, expressing feelings, assessing the intensity of 
feelings, managing feelings, understanding the difference between feelings and behaviors, de- 
laying gratification, controlling impulses, reducing stress, self-talk, reading and interpreting so- 
cial cues, understanding the perspectives of others, using steps for problem-solving and 
decision-making, having a positive attitude toward life, self-awareness, nonverbal communica- 
tion skills, and verbal communication skills (Goleman, 1995). Teachers receive training in a 
two- to three-day workshop and in bi-weekly meetings with the curriculum consultant. 

Program Outcomes: 

The PATHS Curriculum has been shown to improve protective factors and reduce behavioral 
risk factors. Evaluations have demonstrated significant improvements for program youth (regu- 
lar education, special needs, and deaf) compared to control youth in the following areas: 

'~  Improved sellLcontro[ 
'~'- hnproved understanding and recognition of emotions 
"~'~ Increased ability to tolerate fiusiration 
'-~ Use of more effective conflict-resolution strategies 
'~  Improved thinking and planning skills 
~" Decreased anxiety/depressive symptoms (teacher report of special needs students) 
'~"~ Decreased conduct problems (teacher report of special needs students) 

Decreased symptoms of sadness and depression (chikl report - special needs) 
9~ Decreased report of conduct problems, including aggression (child report) 

Program Costs: 

Program costs over a three-year period would range from $15/student/year to $45/student/year. 
The higher cost would include hiring an on-site coordinator, the lower cost would include rede- 
ploying current staff. 
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EXECUTIVE S U M M A R Y  

Background 

The PATHS (Promoting Alternative THinking Strategies) Curr iculum was developed to fill the 
need for a comprehensive, developmentally-based curriculum intended to promote social and emo- 
tional competence and prevent or reduce behavior and emotional problems. From its inception, the 
goal of PATHS was focused on prevention through the development of essential developmental 
skills in emotional literacy, positive peer relations, and problem-solving. The Curriculum (Kusch6 
& Greenberg, 1994) is designed to be taught by elementary school teachers from grade K through 
grade 5. 

Two decades of prior research had indicated an increasing emphasis on the need for universal, 
school-based curricula for the purposes of both promoting emotional competence and decreasing 
risk factors related to later maladjustment. However, although previous research has suggested that 
such approaches might be especially effective during the elementary school years, most evaluations 
had been restricted in scope and/or had involved programs with considerable limitations (e.g., nar- 
row developmental focus, short duration, and unreliable and invalid outcome measures). Extensive 
focus on teaching emotional competency, understanding, and awareness was notably lacking, and 
comprehensive evaluations and inclusive programs were rare. These shortcomings were surprising, 
given the wide range of curricula utilized in elementary education that were intended to promote 
social competence and prevent disorder. Nevertheless, research strongly suggested that a compre- 
hensive prevention program in the classroom setting had the potential to provide much needed 
assistance for both normally-adjusted and behaviorally at-risk students. 

In addition, we believed that the rapid and complex cultural changes of the past few decades, as well as 
those predicted for the foreseeable future, made emotional and social competency crucial requirements 
for adaptive and successful functioning of children and for their continuing adaptation as adolescents and 
adults. Although social and emotional competence had never been considered a necessary component of 
education in the past, we felt that it had become as critical for the basic knowledge repertoire of all 
children as reading, writing, and arithmetic. Teachers acknowledged that they had little background or 
established strategies to deal with emotional and social competency, so we felt that it was necessary to 
provide detailed lessons, as well as materials and instruction. 

As with many of the more recent school-based preventive interventions, PATHS was designed to be 
taught by regular classroom teachers (initially with support from project start) as an integrated compo- 
nent of the regt, lar year-long curriculum. However, it is important to ensure that chiklren generalize (i.e., 
apply the skills to new contexts) the use of PATHS skills to the remainder of the day and to other contexts. 
Thus, gene,'alization activities and strategies were incorporated to be used in (and outside ot) the class- 
room throughout each school day, and materials were included for use with parents. 

More recent literature reviews have indicated that successful programs have the following charac- 
teristics: (a) utilizing a program of longer duration, (b) synthesizing a number of successful ap- 
proaches, (c) incorporating a developmental model, (d) providing greater locus on the role of emotions 
and emotional development, (e) providing increased emphasis on generalization techniques, (f) pro- 
viding ongoing training and support for implementation, and (g) utilizing multiple measures and 
follow-ups for assessing program effectiveness. 
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curriculum. Furthermore, as PATHS has been utilized with different cohorts and populations over 
the past 15 years, multiple field-tests with extensive feedback from teachers has led to expansion 
and improvement in PATHS over time. 

T h e o r e t i c a l  R a t i o n a l e / C o n c e p t u a l  F r a m e w o r k  

The PATHS prevention-intervention program is based.on five conceptual models. The first, the 
ABCD (Affective-Behavioral-Cognitive-Dynamic) Model of Development focuses on the promo- 
tion of optimal developmental growth for each individual. The second model incorporates an eco- 
behavioral systems orientation and emphasizes the manner in which the teacher uses the curriculum 
model and generalizes the skills to build a healthy classroom atmosphere (i.e., one that supports the 
children's use and internalization of the material they have been taught). The third model involves 
the domains of neurobiology and brain structuralization/organization, while the fourth paradigm 
involves psychodynamic education (derived from Developmental Psychodynamic Theory). Finally, 
the fifth model includes psychological issues related to emotional awareness, or as it is more popu- 
larly labeled, emotional intelligence. 

The  A B C D  M o d e l  

The ABCD model incorporates aspects of diverse theories of human development including psy- 
chodynamic developmental theory, developmental social cognition, cognitive developmental theory, 
cognitive social-learning theory, and attachment theory. The ABCD model places primary impor- 
tance on the developmental integration of affect (i.e., emotion, feel- 
ing, mood)  and emot ion  language,  behavior ,  and cogni t ive  
understanding to promote social and emotional competence. A basic 
premise is that a child's coping, as reflected in his or her behavior and 
internal regulation, is a function of emotional awareness, affective- The ABCD model 
cognitive control, and social-cognitive understanding. Implicit in the places primary 
ABCD model is the idea that during the maturational process, emo- importance on the 
tional development precedes most forms of cognition. That is, young developmental 
children experience emotions and react on an emotional level long integration of affect 
before they can verbalize their experiences. In early life, affective (i.e., emotion, 
development is an important precursor of other ways of thinking and feeling, mood) and 
later needs to be integrated with cognitive and linguistic abilities, which emotion language, 
are slower to develop. Table 1 presents a summary of stages in the behavior, and 
ABCD Model (See Greenberg & Kusch6, 1993 for elaboration), cognitive under- 

standing to promote 
During the first three years of life, the entire repertoire of emotional social and emotional 
signals develops, and these signals/displays are subsequently used 
throughout the rest of an individual's lifetime. Thus, by the time chil- competence. 
dren are beginning to utilize language fluently to express internal states 
of being (e.g., feeling sad, happy, jealous), most of their emotional 
responses have already become habitual. 

By the end of the preschool years, most children have become skilled in both showing and interpret- 
ing emotional displays, although there are considerable individual differences in children's emo-  
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tional profiles. The child also begins to demonstrate affective perspective-taking skills (i.e., the 
ability to differentiate the emotions, needs, and desires of different people in a particular context). 
The preschooler gradually finds new ways to cope with unpleasant emotions and discovers that 
internally experienced affects can be directly shared with others through verbal means. Further- 
more, the child begins to regulate internal affective states through verbal self-regulation, a critical 
developmental achievement. An example of this ability is when a preschooler is able to tell someone 
he is angry instead of showing aggression towards a peer or object. 

Between the ages of 5 and 7, children undergo a major developmental transformation that generally 
includes increases in cognitive processing skills, as well as changes in brain size and function. This 
transition and the accompanying alterations allow child,'en to undertake major changes in responsi- 
bilities, independence, and social roles. 

During tile elementary school years, further developmemal integrations occur between affect, be- 
havior, and cognition/language. This integration is of crucial importance in achieving socially com- 
petent action and healthy peer relations. For exanlple, in the early elementary years when a child has 
been rebuffed when attempting to enter a game with peers, she might walk away, calm down, assess 
how both she and the other kids feel, and think of another strategy to enter the game, or think of 
something else to do or someone else with whom she can play. 

Although research has demonstrated the linkage between deficits in emotional development and 
psychopathology, surprisingly little attention has been paid to the crucial role of emotional develop- 
ment in models of preventive intervention. Taking this factor into account, the PATHS Curriculunl 
model synthesizes the domains of self-control, ernotional awareness and understanding, and social 
problem-solving to increase social and emotional competence. 
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Tab le  1 

ABCD Mode l  
(Affective-Behavioral-Cognitive-Developmental) 

Stages of Developmental Integration 

1. Infancy (Birth to 18 months) 

Emotion = Communication 
Arousal and Desire = Behavior 

2. Toddlerhood (18 months to 36 months) 

Language Supplements Emotion = Communication 
Very Initial Development of Emotional Labeling 
Arousal and Desire = Behavior 

3. Preschool Years (3 to 6 years) 

Language Develops Powerful Role in Communication 
Child can Recognize/Label Basic Emotions 
Arousal and Desire > Symbolic Mediation > Behavior 
Development of Role-taking Abilities 
Beginning of Reflective Social Planning Problem-Solving 

(Generation of Alternative Plans for Behavior) 

4. School Years (6 to 12-13 years) 

Thinking in Language has become Habitual 
Increasing Ability to Reflect on and Plan Sequences of Action 
Developing Ability to Consider Multiple Consequences of Action 
Increasing Ability to Take Multiple Perspectives on a Situation 

5. Adolescence 
Utilize Language in the Service of Hypothetical Thought 
Ability to Simultaneously Consider Multiple Perspectives 

10 
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The Eco-Behaviorai Systems Model 

The second conceptual model incorporates an eco-behavioral systems orientation and examines 
learning primarily at the level of systems change. School-based prugt'a,ns that focus independently 
on the child or environment are not as effective as those that simultaneously edt, cate the child and 
instill positive changes in the environment. Training programs may appropriately be considered 
person-centered when skills are taught in the absence of creating environmental supports for contin- 
ued skill application in daily interactions. In contrast, ecologically oriented programs emphasize not 
only the teaching of skills, but also the creation of meaningful real-life opportunities to use skills 
and the establishment of structures to provide reinforcement for effective skill application. Thus, 
although a central goal of PATHS is to protnote the developmental skills of each child by providing 
learning that integrates affect, cognition, and bebavior, a critical ingredient for st, ccess is the devel- 
opment of a healthy classroom and school environment. 

From this perspective, the success of skills training programs may depend largely on their attention 
to encouraging and supporting socialization patterns and st, pports in the intervention setting. For 
example, ecologically oriented problem-solving programs try to introduce a common social infor- 
mation processing framework that children and teachers can use to commtmicate mo,'e effectively 
about problem situations. In other words, they try to change not only 
the child's behavior, but also the teacher's behavior, the relationship 
between the teacher and child, and classroom and school-level ,'e- 

sources and procedures to support adaptive problem-solving efforts, Eco-Behaviorai 
assuming that the interactions are dysfunctional or ineffective. 

Systems Model: 
The generalization procedtn'es, extensive teacher training, and focus Ecologically 
on some level of parent participation used in PATHS have the goal of oriented programs 
combining classroom instruction with efforts to create environmental emphasize not only 
support and reinforcement from peers, family members, school pet'- the teaching of  
sonnel health professionals, and other concerned community mere- skills, but also the 
bets. Further, training emphasizes the manner in which the teacher 

creation of  mean- 
uses the ctn-riculum model and generalizes the skills to build a healthy ingfai real-life 
classroom atmosphere (i.e., one that supports the children's use and 
internalization of the material they have been taught), opportunities to use 

skills and the 
Neurobiology and Brain Structuralization/Organization establishment of 

structures to 
When designing PATHS, we paid speci+,l attention to developmental provide reinforce- 
models of brain organization. Two of the most relevant concepts we merit for effective 
incorporated involve "vertical" control and "horizontal" commnnica- 
tion (Kt, sch6, 1984). skill application. 

"Vertical" control refers to higher-order processing and regulation of emotion and actions by the frontal 
lobes over the limbic system and sensory-motor areas. When adults first experience emotional informa- 
tion, it is rapidly perceived and processed in the limbic system in the middle part of the brain. This initial 
intbrmation is then transmitted to the frontal lobes in the neocortex for further processing and interpreta- 
tion, and, subseqt,ently, the fi'ontal lobes can transmit messages back to the limbic system to modify 
emotion signals and to the sensory-motor cortex to influence potential actions. 

11 
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Developmental 
Neurological 

Theory 1: 

Vertical communi- 
cation between the 
limbic system and 
the frontal lobes 

indicates that 
teaching children to 

develop verbally- 
mediated strategies 

for self-control 
should facilitate the 

development of 
improved impulse 

control. 

. . . . . . . . . . . . . . .  ~ ..... ~ . . . . . .  : . . . . . .  you start!ed ~-'~ to ,  cAa,,,plc, 1, yuu saw a car coming �9 . . . . . .  .4 . . . . . . . .  ,4 
jumped to the side of the road, all of this rapid processing would have 
occurred primarily in the limbic system without any true conscious aware- 
ness on your part. Afterwards, however, you would take in and process 
further information at a cortical level (e.g., the thought, "That car ahnost 
hit me!"; the color of the car; the license plate number, etc.). In addition to 
the initial fear, you would probably start to feel angry, as well as relieved, 
and you might decide to report the incident to the police. Rapid primary 
processing is sometimes crucial for survival, as in this case, but secondary 
processing in the frontal cortex is important because it allows us to inte- 
grate data involving emotions with knowledge-based information, which, 
in turn, assists with making appropriate plans for further action. 

Early in development (i.e., by the time of toddlerhood), there are few in- 
terconnections between the limbic system and the frontal lobes; thus, dur- 
ing the "terrible-twos," children frequently hit, bite, or kick "automatically" 
when they feel angry. As children mature, however, increasing neuronal 
interconnections evolve between the frontal lobes and the limbic system. 
This is especially important with regard to the development of self con- 
trol, because the frontal cortex becomes increasingly able to regulate im- 
pulses from the limbic areas and modify potential actions. Between the 

ages of  5 and 7, a major shift occurs in which networks in the frontal areas achieve significant dominance 
with regard to exerting emotional self-regulation and behavioral self-control. 

However, these developmental milestones do not automatically unfold, but rather are heavily influenced 
by environmental input throughout early childhood. Moreover, if these networks do not develop in an 
optimal manner, children will not have the neuronal structure necessary 
to control their actions in response to strong emotional signals. 

Thus, in order to promote the development of executive or vertical 
control with PATHS, we teach children to practice conscious strate- 
gies for self-control, including serf-talk (i.e., verbal mediation and the 
Control Signals Poster). For younger children and those with either 
delayed language oz" difficulties in behavioral and emotional control, 
we utilize the "Turtle Technique," which includes a motor-inhibiting 
response in addition to self-talk. 

"Horizontal" communication refers to a phenomenon that results from 
the asymmetry of  information processing in the two halves of  the neo- 
cortex (the outermost and evolutionarily newer part of the brain). The 
left hemisphere is responsible for processing receptive and expres- 
sive language as well as expressing positive affect. The right hemi- 
sphe re  is s p e c i a l i z e d  for  p r o c e s s i n g  both c o m f o r t a b l e  and 
uncomfortable receptive affect and uncomfortable expressive affect 
in the majority of  English-speaking adults, the only cultural group on 
which research is available (Bryden & Ley, 1983). 

Developmental 
Neurological 

Theory I1: 

Horizontal commu- 
nication between 
the left and right 

hemishperes 
indicates that 

verbal identifica- 
tion and labeling of 

emotions should 
assist in the 

management of 
emotions and 

behavioral control. 

12 
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Nonlinguistic information (such as emotional signals) is often processed without awareness (pre- 
conscious processing) unless we verbally "think" about it. To verbally label our emotional experi- 
ences, and thus become consciously aware of them, this information must be transmitted to the left 
hemisphere. However, the left and right hemispheres can communicate with one another only via the 
corpus callosum, a "bridge" that horizontally connects the two sides of the brain. Therefore, in order 
to be truly aware of our emotional experiences, we must utilize both the right and left hemispheres. 
The language areas on the left side of the brain can also modify and influence affective processing in 
the right (Davidson, 1998; Sutton & Davidson, 1997). 

An interesting situation occurs if, for some reason, emotion information does not reach the left 
hemisphere (e.g., an adequate neural network has never developed or interconnections are blocked 
frorn intercommunication). When this occurs, an individual will experience emotion, but will not be 
awa,'e of having done so. Thus, other people can be aware of how the person feels (i.e., by observing 
facial cues), but the individual will not be aware of having experienced the feelings. A frequent 
illustration of this phenomenon occurs when a teacher observes a child who is clearly feeling angry, 
but that child truly has no conscious awareness of such an emotion ("1 am not angry; I feel fine"). 

Development of the corpus callosum is relatively slow, so that it is only with maturation that optimum 
hemispheric commtmication is possible. As with vertical neural networks, the way in which interhenai- 
spheric communication occurs depends heavily on environmental input during development. 

Bused on this theory of "horizontal" communication and control, we hypothesized that verbal iden- 
tification and labeling, especially of t, ncom fortable feelings, would powerfully assist with managing 
these feelings, controlling behavior, and improving hemispheric integration. Thus, we stress the use 
of Feeling Face cards that include both the facial drawing of each affect (recognition of which is 
mediated by the right hemisphere) and its printed label (which is mediated by the left), in addition. 
we also utilize a color-coded differentiation of comfortable (yellow) versus uncomfortable (blue) 
feelings. In addition, encouraging children to talk about emotional experiences (both at the time 
they are occurring and in recollection) further strengthens neural integration. 

In sumnaary, our knowledge of the neurobiological development of the brain was heavily influential 
in the development of PATHS. Research strongly suggests that learning experiences in the context 
of meaningful relationships during childhood influence the development of neural networks be- 
tween different areas of the brain, which in turn affect self-control and emotional awareness. Thus. 
we incorporated strategies in PATHS to optimize the nature and qt,ality of teacher-child and peer- 
peer interactions that are likely to impact brain development as well as learning (Greenberg & Snell, 
1997). Optimunl development of both "vertical" and "horizontal" commt, nication and control dur-~ 
ing childhood should promote better adaptation in both current and later life. 

Psychodynamic Education 

The application of psychoanalytic theory to the education of children has only recently received 
significant attention. Psychodynamic education is intended to enhance developmental growth, pro- 
mote mental health, and prevent emotional distress, but it is not treatment. In this regard, teachers 
are not therapists and are not expected to act us such. However, teachers are powerful role models 
(individuals with whom children can identify in a positive manner), and the information they impart 
is often given the status of absolute truth (i.e., omniscience), especially during the elementary school- 

13 
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age years. When teachers express an interest in children's feelings and emotional experiences or 
show respect for children's opinions, their students are impacted in a profound manner. As the 
teacher-student relationshi )s grow increasingly more positive and enriched, learning is enhanced. 

Psychodynamic education is derived from a developmental theory and 
aims to coordinate social, emotional, and cognitive growth. Teachers 

Psychodynamic are encouraged to utilize actual classroom experiences and use 
children's creative, imaginal processes. Students can then develop a 

Education healthy sense of self-esteem from observing the positive reactions of 
aims to coordinate others towards them, not because they have been encouraged to parrot 
social, emotional, simplistic affirmations. Further, teachers play a crucial role by provid- 

and cognitive ing clarifications and explanations of emotions and situations. 

growth and 
emphasizes the An important way in which psychodynamic education differs from other 

models is its emphasis on internalization, the process of healthy de- 
process of velopment of conscience, or "taking ownership" and self-responsibil- 

internalization, ity for one's actions. By promoting the development of internal 
self-control and self-motivation along with healthy standards for be- 

havior, children develop an optimal sense of autonomy and decision-making while also considering 
the needs and feelings of others. For example, students contemplate and discuss the consequences of 
having good vs. bad manners and evaluate why good manners are important (e.g., the way we act 
affects how other people feel), rather than simply being taught a list of good manners that they are 
supposed to use. In this way, the children come to "own" the concepts as belonging to themselves 
(i.e., they internalize them); as a result, they voluntarily choose to use good manners because they 
believe it is the right thing to do. 

In summary, some of the long-range goals of psychodynamic education are for each child to develop 
a kind but fair sense of prosocial behavioral control, positive sense of self, respect for self and 
others, healthy internal motivation, curiosity and love for learning, and so on that operate indepen- 
dently of the external environment. These factors enhance developmental growth, improve school 
functioning, and optimize mental health, while preventing antisocial tendencies, violent behavior, 
and substance abuse. 

Psychological Issues Related to the Crucial Role of Emotional Awareness 

Research suggests that as children develop more complex and accurate plans and strategies regard- 
ing emotions, these plans have a major influence on their social behavior. For example, the ability to 
think through problem situations and to anticipate their occurrence is critical for socially competent 
behavior. However, these "cold" cognitive processes are unlikely to be effectively utilized in real 
world conditions (e.g., when being teased) unless the child can both accurately process the emo- 
tional content of the situation and effectively regulate his or her emotional arousal so that he and she 
can think through the problem. 

Similarly, if children misidentify their own feelings or those of others, they are likely to generate 
maladaptive solutions to a problem, regardless of their intellectual capacities. In addition to these 
types of challenges, the child's motivation to discuss these feelings and problem-solve in interper- 
sonal contexts will also be greatly impacted by the modeling and reinforcemeqt of adults and peers. 

14 
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Emotional awareness and understanding are implicit in many models that have been developed to 
promote social competence, but have rarely been a central focus, even though numerous studies 
have assessed social problem-solving ability as both a mediator and outcome of intervention. 

Recently, emotional competence has been subsumed under a new, more popular term, emotional 
intelligence (Goleman, 1995; Mayer & Salovey, 1997), defined as the ability to recognize emotional 
responses in oneself, other people, and situations, and use this knowledge in effective ways (e.g., in 
managing one's own emotional responses, motivating oneself, and handling relationships effec- 
tively). "Se l f -awareness - - recogniz ing  a feeling as it happens--is the keystone of emotional 
intelligence .... [T]he ability to monitor feelings from moment  to moment  is [also] crucial to psycho- 
logical insight and self-understanding. An inability to notice our true feelings leaves us at their 
mercy. People with greater certainty about their feelings are better pilots of  their lives" (Goleman, 
1995, p. 43). Thus, it has been proposed that emotional intelligence may be more important than 
cognitive intelligence in achieving success and happiness in life. 

As such, a central focus of PATHS is encouraging children to discuss 
feelings, experiences, opinions, and needs that are personally meaning- 
ful, and making them feel listened to, supported, and respected by both 
teachers and peers. As a result, the internalization of feeling valued, cared Emotional Aware- 
for, appreciated, and part of a social group is facilitated, which, in turn, hess: 
motivates children to value, care for, and appreciate themselves, their When children feel  
environment, their social groups, other people, and their world, listened to, re- 

This [bcus cannot be emphasized enough. Although all children need to spected, and 
feel listened to or respected by others, especially adults, many children nurtured by the 
do not have an adult role model who will support them in this manner; adults around 
hence, they do not learn to respect themselves or others. These aspects of them, they learn to 
socialization must be taught to children, and to become truly socialized, respect others, as 
children must internalize and embrace them as their own, hopefully n ~  well as themselves. 
to reaching adolescence. It is important to recognize, however, that this 
cannot be forced upon children, but rather is best achieved through nurturance and respect. 

Sunmmry  

The PATHS prevention model contains a number of basic principles that are drawn from the five theories 
disct,ssed. First, the school environment is a fundamental ecology and one that can be a central locus of  
change. Second. to affect significant changes in children's social and emotional competence, it is neces- 
sary to take a holistic approach that includes a focus on affect, behavior, and cognitions. Third, children's 
ability to understand and discuss emotions is related to their ability to inhibit behavior by utilizing verbal 
se l f  control. Fourth, children's ability to understand their own and others' emotions is a central compo- 
nent of effective problem-solving and social interactions. Fifth, developmental models indicate that it is 
important to build protective factors (e.g., promote reflective thinking, p,oblem solving, and the ability to 
accurately anticipate and evaluate situations) that decrease maladjustment. These skills, in turn increase 
children's access to positive social interactions and provide opportunities for a greater variety of learning 
experiences. As such, these skills should also contribute to the amelioration of significant underachieve- 
ment and promote skills that are beneficial to the prevention of other types of adolescent problem behav- 
iors in the futtn'e (e.g., aggression, substance abuse, dangerous risk-taking, etc.). 
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Brief Description of Intervention 

The PATHS Curriculum consists of an Instructional Manual, six volumes of lessons, pictures, photo- 
graphs, posters, Feeling Faces, and additional materials. PATHS is divided into three major units: (1) the 
Readiness and Self-Control Unit, 12 lessons that focus on readiness skills and development of basic self- 
control; (2) the Feelings and Relationships unit, 56 lessons that focus on teaching emotional and interper- 
sonal understanding (i.e., Emotional Intelligence); and (3) the Interpersonal Cognitive Problem-Solving 
Unit, 33 lessons that cover eleven steps for formal interpersonal problem-solving. Two further areas of 
focus in PATHS involve building positive self-esteem and improving peer communications/relations. 
Rather than having separate units on these topics, relevant lessons are interspersed throughout the other 
three units. There is also a Supplementary Unit containing 30 lessons which review and extend PATHS 
concepts that are covered in the major three units. The PATHS units cover five conceptual domains: 

1. self-control, 
2. emotional understanding, 
3. positive self esteem, 
4. relationships, and 
5. interpersonal problem solving skills. 

Each of these domains has a variety of sub-goals, depending on the particular developmental level 
and needs of the children receiving instruction. 

PATHS is an expansive and flexible program that allows implementation of the 131 lessons over a 5 
year period, but it should be noted that any particular lesson is not necessarily equivalent to one 
session; indeed, depending on the needs of any specific classroom, one PATHS lesson can run from 
one to five or more PATHS sessions. Pictures and photographs are included for all of the lessons, 
with smaller graphics provided in the margins of the scripts to make the curriculum more user- 
friendly. Most of the materials that are needed are included in The PATHS Curriculum kit, but 
supplementary materials can certainly be added as desired. 

A separate volume is also included with PATHS to serve as an Instructional Manual for teachers. To 
encourage generalization to the home environment, parent letters and information are provided pe- 
riodically in the curricular lessons and can be sent home by the teachers as desired. "Home activity 

' O  " ass~,nments (separate versions for younger and older students) are also included for children to do 
at home (e.g., Ask your mom or dad or other adult about a time when they felt proud) to further 
involve parents (please see Appendices E and F). 

Evidence of Program Effectiveness 

Three controlled studies with randomized control vs. experimental groups (using one year of PATHS 
implementation with pre, post, and follow-up data) have been conducted by the present authors. 
These have included three different populations including deaf/hearing impaired, regular education, 
and special education-classified children. 

16 
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Increasing Protective Factors 

In all three clinical trials, compared to matched control children, the use of the PATHS Curriculum 
has significantly increased the children's ability to: 

'~  Recognize and understand emotions 
~.~ Understand social problems 

Develop effective alternative solutions 
Decrease the percentage of aggressive/violent solutions 

In all three groups of children, teachers report significant improvements in children's prosocial 
behavior in the following domains: 

'-~ Self-control 
~"~ Emotional understanding 
~"- Ability totolerate frustration 
'-~ Use of effective conflict-resolution strategies 

Cognitive testing indicates that PATHS leads to improvements in the following skills: 

'-~ Ability to plan ahead to solve complex tasks with normal and special needs children 
(W1SC-R Block Design and Analogies of tile Test of Cognitive Abilities; not tested in the 
DeaffHearing-hnpaired group) 

"~ Cognitive flexibility and low impulsivity with non-verbal tasks 
(Coding from the WISC-R) 

~'~ hnproved reading achievement for young deaf children 

Reducing Maladaptive Outcomes 

Teachers report the following reductions in behavioral difficulties at one-year post intervention: 

Decreased internalizing symptoms (sadness, anxiety, and withdrawal) in special needs 
classrooms 

"-~ Decreased externalizing symptoms (aggressive and disruptive behavior) in special educa- 
tion classrooms 

Students (in regular and special needs classes) self-report the following reductions in behavioral 
difficulties at one-year post intervention: 

Decreased symptoms of sadness and depression (Child Depression Inventory) 
~ Decreased report of conduct problems 

Initial Finding from tile National Fast Track Demonstration Program 

The FT/PATHS Curriculum (a revised version of PATHS which maintains the critical components 
of the original curriculunl) is the central universal prevention component of the Fast Track Program. 
Fast Track is a comprehensive program whose goals include the prevention of aggression and delin- 
quency and tile promotion of social and academic competence. The Fast Track Program involves a 
longitudinal design and is conducted in four American locations (Seattle, Nashville, Durham. and 
,t, ral Pennsylvania). Findings at the end of first grade (after one year of implementation) indicate 
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that iq schools in which PAXHS is operaling, there is improved social adaptation (as compared to 
matched control schools) as indexed by more positive reports of the following dimensions: 

Summary 

Lower peer aggression scores based on peer ratings (Sociometrics) 
Lower teacher ratings of disruptive behavior (Teacher report) 
Improved classroom atmosphere (assessed by Independent Observers) 

PATHS has been shown to improve protective factors and reduce behavioral risk across a wide 
variety of elementary school-aged children. In addition, these findings have shown cross-rater valid- 
ity, as they have been reflected in teacher ratings, self-reports, child testing/interviewing, and inde- 
pendent ratings by classroom observers. 
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PROGRAM AS DESIGNED AND IMPLEMENTED 

Goals and Measurable Objectives 

The overall goal of the PATHS Curriculum is to reduce aggression and behavior problems by pro- 
rooting the development of social and emotional competencies in children during the elementary 
school age years. Also popularly known as Emotional Intelligence, specific targeted protective fac- 
tors include self-control, emotional awareness, positive self-esteem, adaptive peer relationships, 
and interpersonal problem-solving skills. These abilities, in turn, provide tools that enable children 
to function more effectively in interpersonal domains (e.g., peer, school, family, community, etc.) 
and to better achieve academically during the elementary years. A second, broad goal of PATHS is 
to enhance the classroom atmosphere (including student-teacher interactions) to facilitate learning 
as well as the internalization of prosocial values. 

Some of the specific objectives of PATHS include the following: 

Self Control 

'-~ Increasing self-control, i.e., the ability to stop, think, and cahn down before taking 
action, especially when t'eeling upset 

Emotional Awareness, Understanding, and Regulation 

Developing an understanding and use of the vocabul,'u'y of emotions and emotional states 
Increasing the ability to recognize and interpret the feelings and views of self and others 

>'~ Promoting empathy, consideration, and respect for others 
,a~ Developing recognition and understanding of how one's behavior affects others 

Social Problem-Solving and Peer Relations 

Increasing knowledge of, and the ability to apply, the steps of social problem-solving 
to prevent and/or resolve problems and conflicts in social interactions 

'.~ Promoting creative problem-solving and critical thinking skills in academic domains 

School Climate and Promotion of Positive Values and Health), Relationships 

Enhancing the class,'oom atn3osphe,-e to suppo,'t academic development, healthy 
peer relations, and positive school atmosphere 

'-~ l)eveloping a responsible and positive attitude towards school, community, and life 

These specific objectives are viewed as some of the important mediators for tile short-term and 
long-tmm desired outcomes of (I) decreased rates of behavioral and emotional symptomology (ag- 
gressive/externalizing behavior as well as depressio,1/anxiety/internalizing symptoms), (2) increases 
in prosocial and emotional development, (3) positive peer relations, and (4) improved academic 
involvement. 
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There are a number of specific child-related risk and protective factors that are targeted in PATHS 
which should facilitate the prevention of future delinquency, violence, and substance abuse. These 
are summarized as follows: 

1. It is well known that impulsivity (i.e., poor self-control) is related to aggressive behavior, risk- 
taking, and academic underachievement, all of which are important risk factors for the develop- 
ment of delinquency, violence, and substance abuse. 

2. Recognizing, labeling, and thinking about feelings makes it more likely that feelings will not be 
automatically translated into action-oriented responses (i.e., there will be more cortical as com- 
pared to limbic system control over responses to strong emotion). For example, children and 
adults with significant conduct problems show poorer expressivity and understanding of emo- 
tions in themselves and others. In addition, affective awareness should enhance academic achieve- 
ment, a protective factor as noted above. As Goleman (1995) noted, "intellect cannot work at its 
best without emotional intelligence" (p. 28). 

3. Empathy, respect for others, and the ability to understand how one's behaviors affect others are 
important factors for self-prohibition of antisocial behavior. It has been shown, for example, 
that the recidivism rate for delinquents is significantly reduced when these adolescents are 
taught to role-play and take the perspectives of their victims. Furthermore, these interpersonal 
skills facilitate the ability to form positive, adaptive relationships with others, which, in turn, 
make it more likely for individuals to feel a sense of belonging to prosocial groups. 

4. Adaptive problem-solving skills and practice in using them makes it more likely that children 
and adolescents will utilize these abilities when feeling upset, pressured by peers, and so on, 
rather than take impulsive action (e.g., by using alcohol and drugs to "medicate" strong feelings 
or in acquiescence to demands from friends). Prosocial coping styles (problem-solving skills) 
and positive peer relations have both been shown to act as protective factors for children under 
stress. Similarly, research suggests that the development of more complex and accurate plans 
and strategies (social-cognitions) regarding emotions has a major influence on children's social 
behavior. 

5. The ecological process factors targeted in PATHS are believed to serve multiple protective 
purposes. First, through improved training and emotional awareness for teachers and other 
school-related staff, PATHS seeks to positively alter the quality of relationships between school 
personnel and students. This change in the quality of relationships is intended to ilnprove the 
classroom and school atmospheres, increase the children's positive attachments to the school 
and teacher, and decrease school-related aggression. Secondly, in using PATHS, teachers be- 
come more knowledgeable about dynamic factors that affect behavior, as well as the specific 
emotional needs of their particular students, and thus can be more empathic and better able to 
intervene in more effective ways. Third, children become better able to understand their teach- 
ers, respect their teachers' feelings, and identify with their teachers' prosocial values. Fourth, 
when children are listened to with respect by their teachers and peers, they feel valued, appreci- 
ated, and part of a social group, which in turn, motivates them to value, care for, and feel 
prosocial towards the groups to which they belong. 
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Targeted Population 

The PATHS Curriculum is targeted to the elementary school age population--all children in Kinder- 
garten through Grade 5. The overarching goals of PATHS are to promote the growth of productive, 
creative, competent, well-balanced children and to facilitate the development of a strong, healthy 
foundation prior to the onset of adolescence. 

The first version of PATHS was developed in the early 1980's to provide teachers of hearing-im- 
paired students with the tools they needed for the basic education of deaf children; these students, as 
a group, were clearly deficient in social-emotional understanding due to language deficits and com- 
munication deprivation, especially in the majority of home enviromnents (i.e., most parents of deaf 
children are hearing and are not fluent in sign language, while most deaf children are not proficient 
lip readers). As we began working in the school settings, we were somewhat surprised at the level of 
enthusiasm expressed by teachers and administrators working with other groups of children, includ- 
ing regular education and a wide variety of specialized groupings; they would ask, "What makes you 
think this is something that only deaf children need?" 

Thus, althot, gh originally developed for use with deaf children, the investigators' work over the 
subsequent 16 years has resulted in the field-testing and evaluation of imp,'oved versions of PATHS 
for a wide variety of populations, including students in regular education and special needs settings. 
Different developmental subgoals and skills are emphasized with different ages and types of popt,- 
lations. The Instructional Mamml (included with the curriculum) provides separate chapters to pro- 
vide information on how a teacher might start with different populations and how to adapt the 
curricuhnn for use with special popt, lations and contexts. 

PATHS has been shown to be beneficial for use in both regular and special education, with children 
of both genders. Within the special needs category, PATHS has been effectively Utilized with a 
variety of children, including those with learning disabilities, 
mild mental retardation, deafness and hearing-impairment, and 
serious emotional and behavioral disorders. This is important 
as children with these special needs are known to show delays 
in social-emotional domains and to be at greater risk for psy- 
chological problems as they grow older. PATHS has also been 
successfully used with intellectually-gifted students. Findings 
with both regular education and deaf students have been repli- 
cated in different projects. 

Successful implementations of PATHS have been done with en- 
tire schools (grades I through 5) and with selected grades of el- 
ementary-aged children, as well as with self  contained classrooms 
for special needs children from Kindergarten through Grade 6. In 
addition, PATHS has been well-received in both public and pri- 
vate school settings, which have included the entire range of SES 
strata, as well as children fi'om a wide diversity of ethnic, cultural, 
and fanfily-structural backgrounds. Growing up in today's world 
is difficult for all children, and is not limited by economic, racial, 
cultural, or family constellational boundaries. 

PATHS has been effectively 
utilized with various popula- 
tions including kindergarten 

through grade 5 regula~ 
special education, and gifted 
students from a wide diversity 
of ethnic, cultaral, socioeco- 
nomic, and fitmily-stractural 

backgrounds. PATHS has 
been used with special needs 
children who are deaf and 
hearing-impaired, learning 
disabled, language delayed, 

behaviorally and emotionally 
hnpaired, attd mildly 

mentally delayed. 
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These dual functions are especially useful to educators, since today's classrooms generally include 
a mixture of children who are in need of intervention as well as children who are not "at risk," but 
who can nevertheless benefit from prevention programs designed to reinforce healthy functioning. 

Although PATHS was developed for use with children in grades K through 5, it has additionally 
been successfully adapted for preschool children. PATHS has also been used, but not researched, 
with elementary-aged children in after school care settings. 

PATHS primarily focuses on teaching social and emotional competencies to children, but informa- 
tion and activities are also available for teachers to send home for parents to both improve their 
knowledge of child development and to prompt and reinforce the PATHS-related skills children 
have learned at school (and thus increase generalization). Although parents are not considered a 
target population of PATHS, an additional program specifically aimed towards parents can certainly 
be used in conjunction with PATHS. 

P r o g r a m  as Des igned  

Program Content  

As previously noted, the five major conceptual domains contained in PATHS include: 

1. self-control, 

2. emotional understanding, 

3. positive self esteem, 

4. relationships, and 

5. interpersonal problem solving skills. 

We view the development of each of these areas as composed of stages/phases that are marked by 
increasing differentiation of concepts and skills and have elnphasized their hierarchical integration. 
A variety of subgoals are targeted for each domain, depending on the particular developmental level 
and needs of the children receiving instruction. At all developmental levels, however, a critical 
focus of PATHS involves facilitating the dynamic relationship between cognitive-affective under- 
standing and real-life situations. 

Although each unit of PATHS focuses on one or more of these skill domains listed above, we have 
nevertheless attempted to integrate at least some aspects of all five areas into each of the units. 
Moreover, certain foci are continually reintroduced to integrate the various themes (e.g., developing 
a reflective thinking style, increasing serf-esteem, encouraging recognition of emotions, emphasiz- 
ing conflict resolution, etc.), and each new unit builds hierarchically upon and synthesizes the learn- 
ing that preceded it. 

A complete Table of Contents of the entire PATHS Curriculum (including Turtle Unit), listing the 
titles of all 131 lessons, can be found in Appendix B. The lessons are sequenced according to 
increasing developmental difficulty, and they include such activities as dialoguing, role-playing, 
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story-telling, modeling by teachers and peers, social and self-reinforcement, attribution training, 
and verbal mediation. Learning is promoted in a multi-method manner through the combined use of 
visual, verbal, and kinesthetic modalities. Original stories and activities are included to enhance 
motivation and skills in reading and language arts. Extensive generalization techniques are included 
to assist teachers in applying and transferring skills to other aspects of the school day as well as to 
the home. 

In addition, especially with the Feelings and Relationships Unit and with the Supplementary Unit, certain 
lessons, reviews, and processes need to be repeated both during and over the years, at least to some 
extent, as children mature and are able to process the information at more sophisticated levels. For ex- 
ample, fifth grade children are far better able to discuss their feelings and experiences than third grade 
children, who in turn are more sophisticated than first graders, but all groups benefit equally from these 
experiences, even when the same emotions are used for the contextual basis of the sessions during each of 
these years. Supplementary material can also be easily utilized as adjuncts to PATHS (e.g., conflict- 
resolution skill training, bullying prevention program, etc.) as desired. 

It is expected that completion of the basic curriculum will cover the span of the elementary school 
years, although this will depend greatly on a number of factors (e.g., age and developmental levels 
of the students, how frequently PATHS is taught, etc.). We strongly believe that PATHS is best 
taught every year, on a regular basis, just as reading, math, and so on are taught on a yearly basis, 
with different emphases, as children mature. Coordination among teachers of different grade levels 
is obviously important, as it is for any subject, so those teachers know what lessons were covered in 
the previous year. 

The Readiness and Self-Control Unit (The Turtle Unit) 

The Readiness and Self-Control Unit (or Turtle Unit as it is more popularly known) includes a series 
of 12 structured lessons (in a separate volume) to teach a specific procedure for basic interpersonal 
self-control. During this set of lessons, as described earlier, children are told a metaphorical story 
about a young turtle that has both interpersonal and academic difficulties that arise because s/he 
does "not stop to think." These problems are manifested in the young turtle's aggressive behaviors 
(which are related to numerous uncomfortable feelings). With the assistance of a "wise old turtle," 
the young turtle learns to "Do Turtle" to develop better self-control (which involves going into his/ 
her shell and engaging in three steps lbr cahning down). The script for the Turtle Story is accompa- 
nied by eight drawings which illustrate each section of the story. 

The Turtle Technique (originally conceptualized by Robin, Schneider, & Dolnick, 1976) empha- 
sizes a sensorimotgr modality (i.e., going inside one's "shell" when one feels angry, t, pset, or other- 
wise distressed), in addition to the use of self-talk and Three Steps for Cahning Down: 1. Tell 
yourself to STOP; 2. Take one long, deep breath; 3. Say the problem and how you feel. 

By practicing this procedure, children learn to "Do Turtle" in lieu of negative behaviors. In addition 
to teaching children a successful method for controlling and inhibiting aggressive actions, Turtle 
also functions as a reliable signal of distress to display to teachers and peers. A reinforcement 
program accompanies Turtle and can be individually tailored by each classroom teacher to provide 
a system for generalization throughout the classroom day. 
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The specific behavioral/motoric response for Turtle can be selected by the classroom teacher from 
a variety of postures or movements (e.g., hands crossed on the chest, hands held together, hands 
crossed making the sign for turtle, hands in pockets, etc.). For very young and/or seriously aggres- 
sive children, a whole body motor response can be utilized. The use of a motoric behavior is espe- 
cially important for this kind of basic self-control because this is the type of automatic response 
(e.g., arms and hands moving inward) that inhibits the physical actions typically made by young 
children when angry (e.g., arms and hands lashing outwards). The motoric Turtle response thus 
assists in preempting acting-out behaviors, especially after it becomes "automatic." 

Originally, The Turtle Unit was developed as an adjunct to PATHS for use primarily with children 
with developmental or communicative delays and/or serious behavioral problems (e.g., deaf chil- 
dren, children in self-contained special classes, etc.). It was designed as an optional unit for use with 
normally developing children in Kindergarten or Grade 1. Over time, however, teachers and counse- 
lors have increasingly told us that Turtle is an effective starting point for their regular Kindergarten 
and sometimes first grade classrooms. This unit is also easily and effectively used with preschoolers. 

Although the length of time necessary to complete the Turtle Unit depends upon the developmental 
level of the students, the average time for completion is about 5-7 weeks. The reinforcement pro- 
gram, however, can continue for as long as desired. 

Generalization Procedure. The Turtle Unit has a built-in generalization strategy in that it is used, 
with the reinforcement program, throughout the classroom day. With instruction, Turtle can also be 
used by auxiliary staff outside of the classroom setting. 
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.Remember to 

Do Turtle 

Feelings and Relationships Unit 

The Feelings and Relationships Unit (Volumes I through 3), which focuses on teaching emotional 
and interpersonal understanding, can either be taught after The Turtle Unit or used at the beginning 
of PATHS if students do not need a model for basic self-control. The 56 lessons, which cover more 
than 50 different affects, increase in developmental complexity as they continue, beginning with 
basic emotions such as happy, sad, and angry, and gradt, ally moving on to more complex emotional 
states such as guilty, proud/ashamed, and rejected/belonging. 

The Feelings Unit teaches children that all feelings are OK to have and that some feel comfl)rtable 
(yellow) and some feel uncomfortable (blue). The children are taught that all feelings are signals 
that communicate useft, I information. If people learn to attend to their feelings and to what other 
people's feelings are telling them, this information can be beneficially t, tilized in making choices 
and decisions. 

Behaviors, on the other hand, are subject to evaluation. Some behaviors are okay, while some are 
not okay. Children learn behaviors are often mt, ch more complex: some behaviors are okay in some 
contexts, but not in others, and some behaviors are okay according to some people, but not to others. 
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regard to behaviors ,  the goal in PATHS is not to tell children the "right" and "wrong" ways to do 
things, but rather to empower  children to think about behaviors and their consequences so that they 
can internalize the desire to make prosocial  choices. Children are thus taught to have greater em- 
pathic realization of  how one 's  behaviors can affect other people and to think about how the behav- 
ior of  others can affect oneself. Further, children are encouraged to make choices about their behaviors 
based on knowledge  of  and respect for their own feeling states, as well as respect for the feelings of 
others (e.g., why is it important  to have and use good manners?). 

The abil i ty to identify and label emotional  states is a critical aspect of  Elnotional Intelligence and 
self-awareness,  and it is also a precursor for both effective self-control and optimal problem resolu- 
tion; thus, the recognit ion and labeling of  feeling states receives a heavy emphasis  throughout this 
unit of  PATHS. With the use of didactic instruction, group discussions,  experience sharing, role- 
playing,  stories, art activities,  and so on, numerous additional skills are also taught, including verbal 
and nonverbal  cues for serf-recognit ion of  feeling states and for the recognition of  emotions in 
others, practice in understanding the perspectives of others, affective self-monitoring techniques, 

understanding intensity of feelings, 
training in understanding the links 
between causes and emotions,  in- 
tentionality, experiencing simulta- 
n e o u s  f e e l i n g s  o f  a d i v e r g e n t  
nature, privacy, hiding and chang- 
ing feel ings,  respect  for others,  
group dynamics ,  and so on. 

The development of self-control, af- 
fective awareness and communica- 
tion, and beginning problem-solving 
skills are integrated during the an- 
ger naanagement section of this unit 
with the introduction of the Control 
Signals Poster (CSP). The CSP is 
modeled on the notion of a traffic 
signal and has a red light to signal 
"Stop - Calm Down," a yellow light 
fo r "Go  Slow - Think," a green light 
to signal "Go - Try My Plan," and at 
the bottom, the words "Evaluate - 
How Did My Plan Work?" In a se- 
ries of  lessons,  the children are 
taught skills to use with the differ- 
ent signals of the poster and are thus 
introduced to a simplified, active 
model of problem-solving that is 
used throughout the remaining units. 

Control Signals 
f 

E V A L U A T E  

S T O P  - C A L M  D O W N  

S L O W  D O W N  - T H I N K  

G O  - T R Y  M Y  P L A N  

HOW DID I DO? 
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Generalization Procedures. The Feelings and Relationships Unit contains two main techniques for 
generalization. The first is the use of Feeling Faces. During the first Feeling lesson, the children 
make their own Feeling boxes. After each emotion concept is introduced during subsequent lessons, 
the children personalize their own Feeling Faces for that affect by adding hair. As the lessons progress, 
the children's boxes, which they keep in their desks, become full of different Feeling Faces. The 
Feeling Faces fit into an attached strip on the child's desk that reads, "I feel...." These strips and 
faces allow the children to communicate their feelings with minimal difficulty throughout the day, 
and they facilitate the children's understanding about how feelings change (i.e., children can physi- 
cally "change" their Feeling Faces in a concrete manner when they become aware of a change in 
their internal emotional state). 

Teachers also have their own personalized sets of Feeling Faces and use them as models for their 
students. In addition, teachers are encouraged to promote generalization at the beginning and at the 
end of the school day, after recesses, and alter lunchtime by suggesting that the children evaluate 
how they feel and display the appropriate face(s). A Feeling Chart (with Feeling Faces) is also 
available in the classroom throughout the day for the children to use as a reference source. 

The second generalization technique involves the use of the Control Signals Poster. For purposes of 
generalization, a copy of the CSP remains constantly in view in a strategic area of the classroom so 
that teachers can use this model for active problem-solving during the classroom day. For additional 
generalization, Control Signals Posters can be placed in important areas arotmd the school (e.g., 
lunchroom, library, playground, principal's office, etc.) and with training, can be used by auxiliary 
staff members. 

A subunit from the Supplementary Lessons (see below) can also be optionally utilized at this time by 
using the CSP as a paradigm for inforlnal problem-solving meetings that can be interspersed with 
the intermediate and advanced Feelings and Relationship lessons. Many teachers utilize these infor- 
mal problem-solving sessions on a weekly basis. 

Interpersonal Cognitive Problem-Solving Unit 

The Problem-Solving Unit in PATHS (Volume 4) teaches eleven formal steps for interpersonal prob- 
lem-solving. This section contains 33 lessons and is usually not introduced until Grades 3 or 4, after 
the children have already built a solid foundation with the concepts introduced during the previous 
school years. In other words, the skills learned during the preceding units are all prerequisites for 
developing competent interpersonal problem-solving, so lessons on this topic do not begin tmtil the 
groundwork has been covered by previous instruction. 

Following the conceptual model developed by Shure and Spivak (1978), and Weissberg et al. ( 1981 ), 
this content area has been expanded to sequentially cover the following eleven steps: 

STOP! 
1. Stop and cahn down 
2. Identify the problem (collect lots of information) 
3. Identify the feelings (your own and other peoples') 
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GO Rl .clw! 
4. Decide on a goal 
5. Think of lots of solutions 
6. Think about the consequences 
7. Choose the best solution (evaluate all of the alternatives) 
8. Make a good.plan (think about possible obstacles) 

GO! 
9. Try my plan 
10. Evaluate - How did I do? 
11. If you need to, try again 

One of the main objectives of this unit is to provide children with extended practice in learning each 
of the affective-cognitive steps of the model. As the children have already had extensive practice 
with the first three steps and have been using a brief version of problem-solving involving the Con- 
trol Signals Poster, the lessons in this unit focus more heavily on the later steps of the model. 

Generalization Procedures. Two main generalization techniques are utilized in the Problem-Solv- 
ing Unit. First, the teacher keeps a "problem box" or "mailbox" on his/her desk or at some other 
central location. During the day, any student experiencing a problem can write it down and place the 
note in the box. Once or twice each week, these real problems are used as the content for problem- 
solving meetings. In addition, teachers are encouraged to use peer conflicts or other interpersonal 
dilemmas as grist for active problem-solving with individual children. 

An additional type of generalization that is increasingly fostered as the curriculum continues in- 
volves the transfer of problem-solving skills to other learning domains. Although PATHS focuses on 
the development of social thinking skills, teachers are encouraged to utilize the problem-solving 
model when teaching other academic subjects (e.g., reading, mathematics, social studies, etc.). 

Building Positive Self-esteem and Peer Relations 

Two further areas of focus in PATHS involve positive self-esteem and peer communications/rela- 
tions. These areas are not developed in separate units; rather, they are integrated into the other units 
of PATHS. 

Near the very beginning of the curriculum (either in Turtle or in Feelings and Relationships, which- 
ever is used as a starting point), a paradigm called The PATHS Kid for Today (adapted from Urbain, 
1983) is introduced, and the children are taught the concept of complimenting. The PATHS Kid 
procedure then continues as part of every PATHS lesson and develops into a very effective process, 
as well as a meaningful classroom tradition. 

For each PATHS session, a different PATHS Kid is selected and is invited to be the teacher's assis- 
tant. After the PATHS Kid has completed his or her duties, the child gets compliments from peers, 
teacher, and self, which are recorded on a Compliment List. The Complilnent List is then displayed 
in the classroom and goes home at the end of the day with a special letter to the child's parent(s). The 
PATHS Kid component becomes a very important aspect of the social ecology of each classroom, 
and complimenting becomes generalized, used throughout the classroom day. 
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Further aspects of communication, relationships, and positive self-esteem are interspersed throughout the 
three main units of PATHS (as well as in the Supplementary Unit), including a six lesson subunit on 
manners in the Feelings and Relationships Unit that can be taught (and retaught) whenever desired. In 
addition to the content, the processes incorporated into PATHS further target these areas. Parent letters 
are also sent home to encourage generalization of these and other PATHS goals in the home setting. 

Finally, at the end of the Problem-Solving Unit, a generic PATHS Party lesson (Lesson 89), which 
includes the Great PATHS Kid Award, can be given. Naturally, children (and their teachers) should 
get this (or a similar award) at the end of every PATHS year! 

The PATHS Kid for Today Parent Letter 

Dear 

was chosen to be The PATHS 

Kid for Today in out class today. The PATHS Kid sits in front 

of the room during the PATHS lesson and helps me teach it. 

Being the PATHS Kid is an important job. We are all proud of 

your child for doing a great jobl  

A t  the end of each PATHS lesson, we make a 

Compliment List for the PATHS Kid. Today we made a 

Compliment List for your child, and he or she should have 

brought it home wi th  this letter. Please read over and discuss 

the Compliment List wi th your child. You might also want  to 

add your own compliment to the listf 

Supplementary Unit 

The 30 lessons included in the Supplementary Unit (Volume 5) review and extend PATHS concepts that 
are covered in other units. These lessons are not mandatory, but are instead intended to provide teachers 
with supplemental materials to enhance the teaching of PATHS concepts. Tile purposes of the Supple- 
mentary Unit are diverse, as these lessons are included to serve a variety of needs at different grades and 
developmental levels. Some lessons can be used in coordination with other units, for added flexibility, 
while others are used only lbr review after previous units have been completed. The material in this Unit 
can be roughly divided into six separate sub-components, as follows: 
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Informal Group Prnhlem-solving Meetings (Lessons 90-92). One of the important goals of the 
PATHS Curriculum is to create a classroom atmosphere in which effective problem-solving be- 
comes a central aspect of the natural routine. In this way, skills and knowledge learned during PATHS 
lessons can be transferred to other contexts. However, as many concepts must be covered before 
formal problem-solving can be taught, the supplementary lessons provide a simple paradigm for 
instituting informal problem-solving meetings prior to the completion of the Problem-Solving Unit. 
The basic model for these meetings follows from the Control Signals Poster. These lessons also 
establish the use of a Problem Box as a place where children and teachers can write down problems 
that they would like to have the class help solve. 

Self-control: Review and Extension (Lessons 93 - 94). As self-control is an essential component in 
problem-solving, anger management, and competent, mature behavior, it requires regular review. 
The Supplementary Unit contains two lessons that provide review of the CSP as well as extending 
the process of self-control by introducing the idea of preventing problems by stopping, calrning 
down, and thinking ahead to anticipate difficulties. 

Friendship and Peer Relations (Lessons 95 - 97). The development of positive peer relationships is 
another central goal of PATHS. In addition to the ongoing discussion of peer relations throughout 
the other units, the supplementary lessons encourage discussion of a number o f  specific issues re- 
lated to peer relations and friendships. These lessons include discussion of the characteristics and 
behaviors that make "good friends," discussion and role-play of different ways to make friends in 
new contexts, and discussion and role-play on making up after having a conflict with a friend. 

Teasing (Lessons 98 - 101). A four-lesson subunit on the problem of teasing and its management in 
peer relations follows the friendship lessons. Because teasing is a constant concern for students, 
teachers, and parents, this subunit can be taught whenever it seems most relevant. 

Review of Formal Problem-solving (Lessons 102 - 111). In order to provide a complete review of 
problem-solving, a ten lesson unit is provided. It is designed to be taught in the subsequent year(s) after 
the students have covered the Problem-Solving Unit (i.e., usually during the fourth and/or fifth grades). 

Fairness: Moral Development (Lessons 112 - 119). The major purpose of this eight-lesson se- 
quence on fairness is to explore issues and judgments related to fairness, as well as the different 
feelings and attributions that accompany these judgments or opinions. These lessons are among the 
most complex in the PATHS Curriculum and build on skills acquired during lessons in other units of 
PATHS (e.g., aspects of problem-solving, understanding of feelings, and perspective-taking skills). 

Instructional Manual 

In addition to the six volumes of PATHS lessons, a separate Instructional Manual is provided to 
assist with process issues. This volume includes information about the PATHS philosophy, generali- 
zation strategies, materials, tailoring PATHS for special populations, and so on (see Appendix C for 
a copy of the Table of Contents). 

Scope and Sequence 

PATHS is best utilized as a continuous curriculum model across the elementary school years. The 
Instructional Manual provides information on where to begin with different student populations and 
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how to modify presentation for differing special needs populations. The Instructional Manual also 
suggests three general scope and sequence models depending upon the age and cognitive/linguistic 
levels of the class. 

Here we provide an updated model of scope and sequence for teachers in regular education. Appen- 
dix D provides a division of PATHS lessons into developmental/conceptual units. Table 2 presents 
a grade by grade suggested pattern for using these developmental units; this table is provided as a 
general guideline. This model presumes that PATHS has begun in kindergarten or first grade and is 
used each subsequent year. This model could not be used if a school began in all grade levels at one 
time. However, as with any multi-year curriculum (e.g., reading, mathematics), it is necessary to 
know what lessons and skills have been previously taught and which lessons require repetition. It is 
also important to note that once teachers understand and have experienced the structure provided by 
the PATHS model, they then have some flexibility in shifting/revising particular lessons as needed 
by their students. 

The PATHS Curriculum provides detailed lesson plans, exact scripts, suggested guidelines, and 
general and specific objectives. However, the curriculum has considerable flexibility so that it can 
also be integrated with an individual teacher's style. Scripts are provided to filrnish inforlnation and 
assist teachers in presenting concepts at a mininlum language level, but teachers are encouraged to 
elaborate and paraphrase ideas in a manner best suited for their students. Further, teachers decide 
the particulars of generalization strategies, the problems that are solved during the "real-life" prob- 
lem-solving lessons, and so forth. 

One issue related to dissemination concerns how often lessons should be taught. In all research 
projects, PATHS was taught on the average of three times per week for a minimum of 20-30 minutes 
per day. The developers recommend that lessons be frequent (at least three times per week) in order 
that students progressively build their knowledge and skill base and that the curriculum be used as a 
central and regular part of the classroom routine. 
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Sequence  of PATHS Developmenta l  Units by Grade Level and Areas of Content  

GRADE LEVEL 

Kindergarten 
PATHS Key Foundation 
Turtle 
Basic Feelings 

t-2, l 1,12, 89-92 
R1 - R l 2  
3-9,13-14,18-20,22 

Grade 1 
PATHS Key Foundation 
Turtle l 
Basic Feelings 
Intermediate Feelings 
Prob era-Solving Meetmgs- 

Grade 2 
PATHS Key Foundation 
Basic Feelings (brief review) 
Intermediate Feelings 

(review) 
Advanced Feelings 3 
Manners 
Relationships 
Problem-Solving Meetings 

Grade 3 
PATHS Key Foundation 
Self-Control (review) a 
Intermediate Feelings 

(review) 
Advanced Feelings 
Manners 
Relationships 
Problem-Solving Meetings 

Grade 4 
Advanced Feelings (review) 
Manners (review) 
Relationships 
Problem Solving I 
Problem-Solving Meetings 

Grade 5 
Advanced Emotional 

Intelligence 
Problem Solving II 
Relationships 
Problem Solving (review) 
Problem-Solving Meetings 

LESSON # SELF- r EMOTIONAL 
CONTROL UNDER- 

, . STANDING 

1-2, 11,12, 89-92 
R l -  R12 
3-9,13-14,18-20,22 
10,15-17,21, 23-32 
90-92 

I-2,11,12, 89 
3-9,13-14,18-20,22 
10,15-17,21, 23-32 

33,48,50-56 
38-44 
95-101,112-119 
90-92 

1-2,11,12, 89 
93-94 
10,15-17.21.23-32 

33,48,50-56 
38-44 
95-101,112-119 
90-92 

33,48,50-56 
38-44 
95-101,112-119 
57-70 
90-92 

35-36,45-47 

X 
X 
X 

71-88 
95-101.112-119 
102-11 
90-92 

X 

S E L F -  ' P E E R  
E S T E E M  R E L A T I O N S  

X X 
X X 
X X 

X X 
X 

X 
X 
X 

X 
X 
X 
X 

x x 

x x 

x x 
x 

X 
X 
X 
X 

Promoting, Alternative Thinking Strategies 

P R O B L E M  
SOLVING 

X 
X 

X 

X 

X 

X 
X 
X 
X 

If not done in Kindergarten - teacher decision 
2 After Control Signals Poster is introduced 
3 Or in Grade 3 - teacher decision 
4 If not done in Grade 2 - teacher decision 
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Core Program Elements vs. Adaptive Features 

The Curriculum Model 

PATHS is a curriculum model intended to integrate cognition, affect, and behavior by facilitating ( l ) 
self-control, (2) emotional awareness and expressivity, (3) positive self-esteem, (4) healthy peer 
relations, and (5) social problem-solving skills. As such, all 5 program components of the curricu- 
lum model are considered core components. However, since PATHS is utilized across the elemen- 
tary school period and is adaptable to a variety of populations, there is great flexibility in its use, as 
indicated above. 

The PATHS Process 

As we have already noted, the process of  teaching PATHS is as important as the content of  the 
published lessons. This cannot be emphasized enough, because most teachers have been trained to 
cover a specific amount of content in a particular period of  time. This may work well for traditional 
academics, but if PATHS is taught in this manner, it loses much in the way of  wduable content. On 
the other hand, this more flexible manner of teaching is likely to be new for many teachers, so it may 
require considerable conscious attention before it feels natt, ral. 

Here is a real-life example of  the kind of flexibility to which we are referring: 

While teaching the lesson on Anger lntensi O, (i.e., Grumpy~Grouchy vs. Mad/Ang O, vs. 
Furious) to a group o f  f i rs t  graders and discussing the concept o f  Furious, one o f  the 
little boys raised his hand and said, "When I fee l  furious, I go to punch myse l f  in the 
face, but then l fa l l  asleep before I do it. " 

I responded, "Well, l 'm  glad to hear that even though you FEEL like you want to hurt 
yourse l f  you don't do it, because hurting yourse l f  would be a N O T  OK behavior. " 

"It's OK to hurt y o u r s e l f "  entphatically stated another child. 

"Oh?" I responded. "You think that hurting yourse l f  is an OK behavior? Well, let's see 
how many people in the class agree with you. Everyone who thinks that hurting yourse l f  
is an OK behavior, please raise your hand." 

I thought f o r  sure t/tat the majoriO, o f  hands would be in ntyfavot: Sadly, I was wrong. 
The vote was 22 OK to 8 N O T  OK. 

At this point, I let go o f  n O, lesson plan on Anger  Intensity and shifted to all itnpromptu 
lesson on hurting onesel f  The Ji'twt gradetw held a debate. On the OK side were the 
majori O, o f  quiet, well-behaved little girls, as well as many o f  the boys. But both sides 
were active in the debate: "It's OK to hurt yourse l f  because you are not hurting any- 
body else. " "What about your morn ? Won't she f ee l  hurt i f  you hurt yotowelJ7 .. . .  Well, 
it's your body--you can hurt your own body i f  you want to, " and so on. As the class- 
room teacher and 1 listened (and LEARNED?) together; we stayed silent and let the 
children cat't 3, on their active debating process. I thought about eating disorders attd 
other self-destructive behaviotw during adolescence attd what a crucial issue this was. 
We tell children not to hurt other people, but how oflen do we tell them it is equally N O T  
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OK to h,:rt the:nse!ves ? After the children had debated for about ten minutes, the teacher 
and I summarized (and of  course, couldn't help but add our own opinions). 

Then we took another vote, and I was relieved to see the vote swing to 6 OK, 24 NOT 
OK. 1 knew that this lesson had been one of the most valuable that these kids had 
learned. This lesson is also not Jound anywhere in the curriculum, because it never 

occltrred tO US that it needed to be. 

But what would have happened if instead of going with the current, I had simply stated, 
"It's NOT OK to hurt yourse l f  now let's get on with the lesson "? All o[this rich oppor- 

tunity "in the moment" would have been lost. 

Obviously, this is but one example of why teaching PATHS is a much more complex process than it 
appears to be on the surface. It also demonstrates why PATHS takes longer to teach than reading the 
actual lessons would make it seem. In general, when PATHS is going well, there is too much to learn 

and too little time. 

Adaptive Features 

The process of implementation should proceed in stages with staff and trainers actively involved in 
the processes of curriculum extension, integration, and revision. Implementing a new curriculum 
like PATHS should be viewed as the first step in a longer-term process of system change which aims 
to promote a central focus on the promotion of social and emotional development and to improve 

the overall school atmosphere. 

The first time that teachers utilize PATHS (or almost any new curriculum model), they often report 
feeling a bit awkward. Using PATHS generally results in the use of new language and general class- 
room procedures, as well as in the presentation of new material. While teachers try to present stu- 
dents with an integrated classroom model in which the processes for approaching the subject matter, 
as well as the content itself, are as integrated as possible, this goal is usually difficult to attain during 
the first year. In addition, one typically needs to teach a lesson before one has a sense of how to 
improve the presentation, how to integrate the material with one's personal teaching style, how to 
adapt it to a particular developmental level, and so on. 

Teachers typically report that it is not until the second year of implementation that they are able to 
comfortably integrate the use of PATHS with other subject material, as well as with their general 
classroom procedures (although some teachers report that this happens by the middle of the first 
year). For example, integration with classroom procedures might include using a consistent vocabu- 
lary for problem-solving discussions and classroom meetings, better aligning classroom manage- 
ment procedures with PATHS concepts, integrating discussion of PATHS into dialogues with parents 
and weekly reports of classroom events, and so on. Integration with other curriculum content might 
include linking PATHS lessons more directly to literature being used in language arts, making alter- 
ations in academic curriculum to compliment PATHS lessons, utilizing PATHS lessons and content 
for journal writing, utilizing the language and procedure of problem-solving into math, science, and 
language arts processes, integrating art projects with PATHS lessons, and realizing the best times to 
teach particular lessons given a teacher's preferred holiday themes. 
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Whole-building curriculum implementation also leads to numerous opportunities to alter the extra- 
classroom environment and school-based procedures for managing behavior and promoting social 
competence. As teachers become more comfortable with teaching PATHS in their individual class- 
rooms and as the language and concepts come to be better internalized by the students, it is possible 
to extend the use of PATHS concepts to the playground, lunchroom, and other school locations. For 
example, innovative schools have initiated such ideas as putting Control Signal Posters on the play- 
ground and on playground staff t-shirts; painting red, yellow, and green circles on the playground 
where children can physically engage in calming down, thinking, and moving on; integrating PATHS 
language and dialoguing techniques with the training of conflict-resolution teams; and so forth. 
Older classes can become involved in teaching younger classes, classes can do role-plays at school- 
wide or grade-level assemblies to demonstrate PATHS concepts (e.g., how to stop and calm down, 
the use of the Red Light, ways to handle teasing, how to make up after a disagreement, etc.). There 
are numerous ways to extend PATHS concepts school-wide, but these are decisions that require 
brainstorming, discussion, and decision-making by till school staff. Various schools make quite dif- 
ferent decisions based on their ecologies, philosophies, and decision-making processes. 

Several chapters in the Instructional Manual discuss further issues regarding curriculum integra- 
tion, generalization, the utilization of supplementary literature, and so on. In general, however, the 
use of PATHS should be seen as an evolving process. 

Planning and Imp|ementat ion 

The planning and implementation of each research project has varied in terms of securing funding 
and obtaining key contacts. For all of the projects, however, funding was secured from agencies 
outside of the schools (i.e., private foundations, state level demonstration funds, and federal support 
from The National Institute of Mental Health). In all cases, key leaders have included school build- 
ing principals, Directors of Curriculum and Instruction, Assistant Superintendents, and the Superin- 
tendents of local school districts. 

Key Contacts 

At the beginning of the initial projects with both deaf and hearing (regular and special education) 
schools, the curriculum had already been developed. Initial contacts were made with principals and 
administrative, district-level staff to discuss the possibility of collaboration. We also found great 
interest and support from parents, parent-teacher organizations, and school board members. As both 
of these projects (as well as the recent Fast Track project) consisted of randonlized trials involving 
multiple schools, agreement fit the highest levels of school district administration was necessary for 
the use of the curriculum in the classroom, as well as for the approval of the overall research design 
and nleasurement model. In all three trials, we found that building level support fi-om principals and 
teachers was a key element in receiving approwd fit the higher administrative levels. 

Funding and Program Costs 

Financial support tbr both program and research costs was secured by the investigators, and there were no 
substantial costs incurred by tile school districts. Outside financial support covered the costs of all cur- 
riculum materials, training and teacher credit hours, weekly supervision, and research expenses. For the 
project with deaf children, funding was obtained fi'om Title 6B Discretionary funds fiom the Washington 
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State Office of the Superintendent of Public Instruction, The William T. Grant Foundation, The Forest 
Foundation, The Ida McCeahearn Charitable Trust, and The Graduate School of the University of Wash- 
ington. For the project with regular and special needs children, funding was provided solely from the 
Prevention Branch of the National Institute of Mental Health. Although the school districts were not 
required to provide a financial commitment, they were responsible for supporting teachers in providing 
time for curriculum use on a regular basis and allowing research staff access to collect data. Although this 
situation is not ideal for replication, the small commitment necessary for district participation likely leads 
to greater external validity of the findings. 

Cost per student in the research version was estimated at $82 per year for the first year of full 
implementation. This included a full-time consultant/supervisor for each school during the first year 
and supported weekly observational sessions by the consultant as well as ongoing team meetings 
regarding implementation. After the first year, costs per student were substantially reduced (ap- 
proximately half of year one costs) by using a half-time consultant. The costs covered in this esti- 
mate include the salary and benefits of a full-time consultant, training costs for teachers for three 
days, travel to training, and costs for curriculum and assorted materials including posters in the 
classroom and in other school locations. Not included in the above costs is the potential cost of 
continuing education or graduate credit for participating teachers, which can provide a significant 
motivation for active teacher participation. 

The resources that are necessary for replications differ from those used ill the initial randomized 
trials. Cost estimates for replications depend on how existing support staff (e.g., counselors, head 
teachers) are utilized in the program. If a counselor is utilized in the role of curriculum consultant (at 
least a .5 FTE), curriculum and training costs for the first year of operation for an elementary school 
would cost approximately $12,000, or $25 per student. Costs in latex" years would be substantially 
reduced to about $10 per student, given the expectation of low-to-moderate staff turnover. Thus, the 
cost over a three-year period would be approximately $15/student. All other personnel for the project 
(teachers) are already working and paid for by school district funds. 

In the event that it is necessary to have an additional staff person hired to provide teacher consultation, the 
cost in year one would be approximately $80 per student. This cost would be reduced by half each 
subsequent year. Thus, the cost over a three-year period would be approximately $45 per student. 

Resources Necessary 

Necessary non-monetary resources include strong principal and parent support for the curriculum 
goals and a healthy school environment in which teachers work effectively within and across teams 
and grades. It is important to try to maintain stable principal leadership during the first few years of 
implementation. Further, it is critical that teachers and administrators see the implementation pro- 
cess as ongoing and requiring resources for a four to five year cycle. 

Staffing and Supervision 

Staffing for curriculum presentation is provided by the school teaching staff. It is strongly recom- 
mended that all teachers in a school actively participate in curriculum presentation and in the longer- 
term process of curriculum extension, integration, and revision. It is expected that curriculum lessons 
will be presented approximately three to four times per week. Teachers are given flexibility on when 

this time should be scheduled. 
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Consultation/supervision is provided by a full- or part-time curriculum consultant, depending upon 
the number of PATHS classrooms (a half-time consultant can supervise up to five classrooms). The 
curriculum consultant should have experience as an elementary school teacher or counselor, or have 
considerable experience consulting and working in the eleme,,tary school context. The consultant 
should have a strong background in child development. The consultant job requires sensitivity to the 
needs and stresses of teaching, experience with curriculum implementation, and the ability to form 
close working relationships with teachers, principals, and students. 

Training of Staff 

Teachers, snpport personnel, and administrative staff should conceive of training as an ongoing 
process. Initial orientation to the goals of the curriculum and to the objectives fo, training usually 
requires one hour and is best done in the spring prior to fall implementation. Initial training requires 
a two to three day workshop, preferably just before tile beginning of the school year. During the 
initial training, the trainers and consultant meet after each day of the workshop to debr ef the events 
and issues arising in their roles. In addition, it is expected that tile consultants have read and ,e- 
viewed tile mate,'ials before the workshop begins. 

Ongoing training generally consists of weekly or bi-weekly observations by tile curricuhml const, lt- 
ant, bi-weekly team or individual meetings led by the ctn'riculum consultant, and whole school staff 
discussions (usually on a quarterly basis) regarding currict, hml implenmntation, extension, and so 
on. In addition, it is extremely useful to have outside staff trainers participate in the following three 
ways: (1) by conducting the initial training sessions; (2) by providing phone support to the on-site 
currict, h,m consultant on a bi-weekly basis; and (3) by revisiting the implenlentation sites during the 
beginning of tile second year of curriculum implementation. During the second and subsequent 
years,~ teachers should also receive a one-half day review and booster session. 

in successive years, experienced teachers and support staffare encouraged to take on tile role of co- 
trainers for new teachers in the school. Thus, over a two or so yea, period, local trainers should have 
assumed control of the training and conduct of the curriculum implementation with technical assis- 
tance provided by outside trainers on an as-needed basis. 

Implementation Problems 

There a,e a variety of types of implementation problems that have occurred in different trials. Although 
decisions to participate in PATHS research trials (for regt, lar education, special needs, and deaf class- 
rooms) we,e based on buikting-wide or trait-based decision-making, ag,eement to participate rmely meant 
that 100 percenl of tile staff were enthusiastic. It has been colnmon for some teachers (between 5 and 20 
percent) to resist implementation: lot example, by not always teaching the lessons, being poorly p,'e- 
pared, not informing the consultant ol'changes in teaching schedules for PATHS, "forgetting" to come to 
const, ltation meetings, stating that emotional competence is not something they should have to teach, and 
so on. In these cases, the resistance was best diminished by either the consultant developing a personal 
relationship with the teacher or the principal exerting strong and effective leadership. In the cases in 
which principals shifted between the decision process and implenmntation or in which it principal had 
poo," relationsbips with the teachers, at least mild resistance continued and led to less than optimal imple- 
mentation. A small percentage of teachers provided poor qt, ality implementation regardless of principal 
leadership due to an inability to manage their classrooms or inexperience in teaching. 
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When we ask teachers to tell us what they like least about PATHS, the modal answer is "Using the 
Feeling Faces." We have heard many valid reasons for this such as: "The kids lose them all the time 
and constantly ask for new ones; they get all over the place; they take up room in and on the desks; 
some students want to talk about how they are feeling instead of getting their work done; there isn't 
enough time to talk to each child about how he or she is feeling." These are valid reasons and using 
the faces does take additional effort. However, another possible explanation is that some teachers 
are uncomfortable talking about and sharing feelings with their students. A number of very experi- 
enced PATHS teachers have told us that they were initially worried that they would "lose control" of 
their authority if they showed their feelings. They found just the opposite; as they began to calmly 
share their feelings, the classroom atmosphere became more positive. 

The use of the feeling faces is an essential generalization strategy for building internal self-regula- 
tion and is an important tool in promoting cortical/brain integration (see Chapter 1 - Neurobiology 
and Brain Structuralization/Organization). As explained earlier, the faces help to create a link be- 
tween the visual and experiential emotional processing in the right hemisphere and the verbally- 
mediated understanding in the left hemisphere (i.e., horizontal control), and help to build verbal 
self-control (i.e., vertical control). It is important to encourage the public display of feelings in a 
controlled context where they can be discussed and understood "in the moment" (i.e., while they are 

being felt). 

Another concern that we have heard from teachers has involved the amount of time needed for 
effective implementation of PATHS. Teachers are pressed for time, and they fear that teaching PATHS 
as often and for as long as is optimal will detract from academic success. Because emotional compe- 
tency is a relatively new aspect of the school curriculum, it is easy for teachers to view it as an 
elective of secondary importance. To counter this tendency, it is helpful for teachers, principals, and 
parents to learn that research findings indicate no deterioration in academic success and do show 
improvements in the area of non-verbal thinking skills. However, it is also necessary to address the 
legitimate concern of a pressurized classroom day, and acknowledge the preparation and classroom 

time needed for PATHS. 

Monitoring Implementation and Treatment Integrity 

Monitoring the quality and integrity of implementation is an essential, long-term process. In our 
research trials, this process was ensured in the following ways: (1) initial training, (2) ongoing 
consultation, (3) mid-year group teacher meetings, (4) second year booster training, and (5) regular 
contact with building principals. Initial teacher training involved a three-day workshop just prior to 
the school year. The training covered the theory/model underlying the curriculum, some basic de- 
velopmental knowledge regarding emotions, emotional development, and brain organization, a re- 
view of the different units of the curriculum, video presentations of other teachers conducting PATHS 
lessons, live presentations of the lessons, small-group discussions, and active teacher role plays. In 
addition, teachers were encouraged during training to examine the scripting and presentation of the 
lessons and to consider ways of altering these to suit their own teaching styles, while still maintain- 
ing the general and specific goals of the lessons and its critical vocabulary. For example, a teacher 
might think of a new story (or a personal, historical, or current event) that might be a more relevant 
lead-in to a particular lesson than the one that is "standardized" in the curriculum. 
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Although it is critical for teachers to be active decision-makers in curriculum implementation, it is 
also necessary to maintain uniformity in the presentation of critical information. Thus, training strongly 
emphasized the importance of following the curriculum closely, and teachers were encouraged to 
utilize the actual scripts provided for each lesson, at least during the first year of teaching PATHS. In 
other words, teachers were told that they were free to translate PATHS ideas into their own words, 
but most teachers found that at least during the first year, the best strategy was to rely on the scripts. 
In addition, since most teachers had little or no background in emotional literacy, reading the scripts 
for the lessons ahead of time (i.e., prior to implementation) was important for their own learning of 
the material. 

After training was completed, each teacher (grade level or school) was assigned a curriculum con- 
sultant/supervisor for ongoing consultation. The consultant had two regular contacts with each teacher. 
First, the consultant observed the teacher during one PATHS lesson each week, and afterwards. 
provided him or her with feedback. These observations occasionally took the format of team teach- 
ing or consultant demonstrations. However, the consultants were careful not to demonstrate too 
frequently, to avoid undermining the teacher's central role in curriculum delivery. 

Things to Look tbr in the PATHS Consultation Process: 

Preparation. Is the teacher prepared to teach the lesson? 
'-~ Enthusiasm. Is the atmosphere one of positive affect, energy, and vitality? 
'-~ Emotional Congruence. Is there a good match between the teacher's affective behav- 

ior and what they are saying/signing? 
' ~  Waiting time. Does the teacher allow students sufficient time to think before they 

respond (not jumping too quickly to another child with their hand raised)? 
'-~ Patience. Is the teacher patient with the developing skills of the children in PATHS 

domains? 

' ~  Appropriate Expectations. Does the teacher appear to have appropriate expectations 
for his/her students? 

~-~ Nature of Praising. Does the teacher effectively utilize attributional praising (praise chil- 
dren for effort and ability for success and for lack of eftort when there are difficulties)? 
Dialoguing. Is the teacher t, sing problem-solving discussions at appropriate times (e.g., 
not as pt, nishment or when everyone is upset)'? 

~'~ Fun! Is PATHS fun? 
'-~ Goals. Is the teacher reaching the goal of the lesson (or part of the lesson used that day)? 

Second, the consultant met with teachers in small groups for approximately 30-45 minutes each 
week to answer questions, review upcoming lessons, and allow for general troubleshooting. In addi- 
tion to support and information related specifically to PATHS, the consultants also provided teach- 
ers with useful knowledge regarding child developmental issues, empathic strategies for successfully 
handling difficult behavioral problems in the classroom, reflective dialoguing skills, and so on. 

As the teachers came to see the consultants as valuable, supportive; and non judgmental (of especial 
importance) resources, the working relationships grew stronger, as did the teachers' corn 11 tments 
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, . . . .  ; , - ,a  P A T ' b l q  I n  c, t h ~ r  w n r c l m  a very i m r ~ o r t a n t  c o m p o n e n t  of consultation involved the consult- 
ants' use and modeling of PATHS processes during their interactions with the teachers, which in turn 
supported the teachers in passing these on to their students. Thus, we came to view the importance 
of the relationships of the consultants to the teachers as similar to the importance of the relationships 

of the teachers to their students. 

In order to further monitor and provide ongoing feedback between teachers, a mid-year workshop 
was held at which teachers from different grades and/or schools met for an afternoon. These ses- 
sions allowed trainers to re-emphasize critical aspects of the curriculum, disseminate new informa- 
tion, highlight innovative ideas and materials developed by teachers, and create a forum for critical 
discussion regarding refinement and itnprovement. 

At the beginning of the second year of implementation, a half-day or one-day booster session was 
provided. This gave teachers an opportunity to consciously reflect on their classroom practices with 
PATHS, consider how they could better integrate PATHS with other content areas, and discuss areas 
of concern with the consultants and trainers. These sessions also helped to maintain and create 
building-wide motivation to work as a community on implementation. This process was often facili- 
tated by having key, respected teachers discuss their own commitment to the values, goals, and 

procedures of the curriculum. 

As discussed earlier, regular contact with building level principals and Support staff" was also a 
critical issue in maintaining quality implementation. Consultants met on a regular basis with build- 
ing administrators, counselors, and special teachers. This regular contact helped to prevent conflicts 
between curriculum use and other upcoming school activities (for example, the curriculum was not 
required during the weeks of achievement testing or on days in which children were dismissed 
early). Given the seemingly overwhehning number of new curricula and activities asked of schools, 
this regular contact also helped to create convergence of goals and procedures with drug and alcohol 
counselors, nurse and health educators, the school counselor, and so on. In addition, regular contact 
with the principal placed PATHS on the "front burner" of his/her consciousness and often led to 
greater principal involvement. This participation took such forms as visiting classrooms specifically 
to watch PATHS lessons, holding special lunches for best PATHS problem-solvers, utilizing the 
language of PATHS with students and staff, discussing its value with community leaders and par- 
ents, and so forth. Further, if the principal felt a problem brewing amongst the staff with regard to 
PATHS, he or she was often able to avert difficulties by initiating discussions with the consultant or 
by scheduling a discussion at a regular staff meeting. Finally, regular contact with principals led to a 
stronger collaborative relationship in which consultants often became advisors to principals on re- 
lated issues regarding school climate, staff communication, school goals, and so on. 
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EVALUATION 

The following studies present a brief overview of evaluation results from four investigator-led clini- 
cal trials. Table 3 provides a brief summary of these published studies on PATHS outcomes. 

1. One Year Study of Regular Education and Special Needs Children - (Greenberg, M. T., 
Kusch~, C. A., Cook, E. T., & Quamma, J. P., 1995) 

This study examined the effects of the PATHS Curriculum on the development of emotional under- 
standing (pre to post changes) in both regular education and special needs children (n = 286). Chil- 
dren were initially tested in either the spring or fall prior to the intervention year; they were then 
interviewed again during the following spring, approximately one month post-intervention. The 
children were attending 1st and 2nd grade at pretest and 2nd and 3rd grade at posttest. The sample 
included 57 percent White, 32 percent African American, and 11 percent other ethnic minority 
populations. Sixty seven percent of the children (192) were m regular education programs (2 inter- 
vention and 2 control schools), while 33 percent (94) were in self-contained special education classes 
across three urban and suburban districts. Within the special education sample, children were clas- 
sified into the following categories according to school records: learning disabilities (44), mild 
mental retardation (23), severe behavior disorders (22), or multi-handicaps (5). The central measure 
of this study was the Kuschd Affective Interview which was individually administered to all students 
at baseline and after one year of PATHS. This 30-40 minute interview assessed basic emotion vo- 
cabulary, definitions of emotions, recognition of emotions in self and others, and understanding how 
feelings are hidden, changed, and managed. 

Results indicated that a one school year intervention (October-May) was effective in significantly 
improving children's range of affective vocabulary, their ability to provide appropriate personal 
examples of their experiences of basic feelings, their beliefs that they can hide, manage, and change 
their feelings, and their unde,standing of cues for recognizing feelings in others. In addition, among 
children at higher risk (special education), the intervention also significantly improved both their 
understanding of how others manage and hide their feelings and how feelings can be changed. 
Finally, among regular education children only, the intervention resulted in improved comprehen- 
sion of complex feeling states. On the other hand, no significant effects were fotmd with the meta- 
cognitive recognition of one's own feelings, understanding of the simultaneity of feelings, or 
understanding of how one can manage one's own feelings. The study also examined whether chil- 
dren with higher or lower ratings of teacher-rated problems showed greater improvement. In some 
instances, greater improvement was shown in children with higher teacher ratings of psychopathol- 
ogy. In general, it appears that one year of PATHS training most impacted the children's fluency and 
comfort in discussing basic feelings, as well as the children's "efficacy" beliefs about managing and 
changing feelings. 

2. Long-term Study of Regular Education Children - (Greenberg & Kusch~, 1996;Greenherg 
& Kusch~, 1997; Greenherg & Kuscht~, 1998b, under review) 

This study examined the effects of the PATHS Curriculunl on the development of social-cognition, 
cognition, and behavior in a sample of 200 children in regular edt, cation at posttest, one-year, and 
two-year tbllow-up. Eighty-seven of the children received the intervention, while 113 were com- 
parisons, and all of the children were in 2 ''~ and 3 rd grade classes at the time of post-testing. Four 
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schools were randomized with regard to intervention vs. control status, and there were no significant 
differences between the groups on outcome measures at the beginning of the intervention. Children 
were initially tested in either the spring or fall prior to the intervention year; they were then assessed 
each spring. The sample included 65 percent White, 21 percent African American, and 14 percent 
children from other ethnic minority populations. Measures included an interview of social-problem 
solving, two tests of non-verbal cognitive abilities, achievement testing, and teacher, parent, and 
child ratings of behavioral difficulties. 

At posttest, results indicated that intervention children had significantly improved social problem- 
solving skills and emotional understanding compared to the matched controls. Intervention children 
were significantly less likely to provide aggressive solutions and more likely to provide prosocial 
solutions to interpersonal conflicts and dilemmas. In addition, the intervention children showed 
significant improvement on two tests of cognitive ability (a test of non-verbal analogies and a non- 
verbal test of planning skills). Teacher reports did not show differences in the children's behavior. 

At one year follow-up, significant effects were again found for aspects of emotional understanding 
and interpersonal problem solving skills. Intervention children continued to show less aggressive 
and less passive solutions to problems and more non-confrontational (self-control) and prosocial 
solutions in contrast to comparison students. Significant differences were also found with the qual- 
ity of planning ahead on a task of social planning, as well as on the non-verbal subtest of Coding on 
the WISC-R. There were no differences on teacher or self-reports of problem behavior. 

At follow-up 2 (but not follow-up 1), significant differences were found on teacher ratings on the 
CBCL subscales of externalizing behavior problems and of total adaptive functioning, with inter- 
vention children showing lower externalizing scores and higher social/school functioning. In addi- 
tion, intervention students self-reported a significantly lower rate of conduct problems and a trend 
towards lower symptoms of somatization, anxiety, and depression. 

3. Long-term Study of Behaviorally At-Risk Children - (Greenberg & Kusch~, 1996; 
Greenberg & Kusch~, 1997; Greenberg & Kusch~, 1998c, under review) 

This study examined the effects of the PATHS Curriculum on the development of social-cognition, 
cognition, and behavior at posttest, one-year, and two-year follow-up in a sample of 108 behavior- 
ally at-risk students (in grades 1 to 3 at time of pretest) who had been previously assigned by their 
schools to special education classes. Forty-nine children received the intervention and 59 children 
were comparisons. Fourteen schools were randomly assigned to intervention vs. control status, and 
there were no significant differences between the groups on outcome measures at the beginning of 
the intervention. Children were initially tested in either the spring or fall prior to the intervention 
year; they were assessed again each spring. The sample included 52 percent White, 40 percent 
African American, and 8 percent children from other ethnic minority populations. Measures in- 
cluded an interview of social-problem solving, two tests of non-verbal cognitive abilities, achieve- 
ment testing, and teacher, parent, and child ratings of behavioral difficulties and competencies. 

At posttest, results indicated that intervention children had significantly improved social problem- 
solving skills and emotional understanding compared to the matched controls. Intervention children 
were significantly less likely to provide aggressive solutions and more likely to provide solutions 
demonstrating self-control with regard to interpersonal conflicts and dilemmas. In addition, the 
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intervention children showed significant improvement on two tests of cognitive ability (a test of 
non-verbal analogies and a non-verbal test of planning skills). Although no differences were found 
on teacher ratings of externalizing behavior, significant differences were found for internalizing 
symptoms. In addition, teachers rated the intervention participants as showing better functioning 
with regard to frustration tolerance, assertiveness, task orientation, and peer social skills. Teachers 
also reported significantly more change in the intervention group on the following identified areas 
of concern; ability to stop and calm down, ability to resolve peer conflicts, ability to identify feel- 
ings, ability to identify problems, and empathy for others. There were no significant changes on 
either activity level or quality of school work. Finally, intervention students reported significantly 
fewer symptoms of depression. 

At one year follow-up, intervention children showed less aggressive and less passive solutions to 
problems and more non-confrontational (self-control) and prosocial solutions in contrast to com- 
parison students. Significant differences were also found on the quality of planning ahead on a task 
of social planning, as well on the non-verbal subtest of Coding on the WISC-R. In addition, inter- 
vention students reported a significantly lower rate of conduct problems, depressive symptoms, and 
somatic complaints at follow-up 1. 

At follow-up 2 (but not follow-up I ), significant differences were found on teacher ratings on the CBCL 
subscales of internalizing behavior problems and externalizing behavior problems. This finding was 
primarily due to worsening of symptomology among the comparison group over time. In addition, inter- 
vention students self-reported a significantly lower rate of conduct problems and depression. 

4. Metropolitan Seattle Study of Deaf Children (Greenberg & Kuseh~, 1993; Greenberg and 
Kusch~, 1998a; Kusch~, 1984) 

The participants in this project consisted of 79 severely and profoundly hearing-impaired children 
who were enrolled in self-contained classrooms for deaf children (grades one through six) in six 
local elementary schools in the Seattle area. The participants represented approximately 85 percent 
of all of the deaf children who were served in the area and who also met the following criteria: (I)  
basic education occurred using both sign language and speech (Total Communication), (2) unaided 
hearing loss was > 60 decibels in the better ear averaged across the speech range, (3) deafness was 
diagnosed prior to 36 months of age, (4) non-verbal intelligence was greater than 75, and (5) no 
known significant additional handicaps were present. The children ranged in age frorn 67 to 146 
nlonths of age. The intervention and comparison groups did not differ significantly on relevant 
pretest variables. The sample was primarily White (83 percent), and the average child had a pro- 
found unaided hearing loss. 

The study design was quasi-experimental. Schools were randomly assigned to intervention vs. wait- 
list control grot, p statt, s. After the first year, the intervention was replicated on the wait-list control 
children. Teachers were trained in the intervention model and provided PATHS lessons dt, ring most 
of one school year. Measures included an interview of social-problem solving, tests of non-verbal 
cognitive abilities, achievement testing, and teacher and parent ratings of behavioral difficulties and 
competencies. 

Results indicated that the intervention led to significant improvement in students' social problem-solving 
skills, emotional recognition skills, and teacher and pzu'ent-rated social competence. Teacher ratings of 
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behavior indicated that there were significant.impravements in social competence and in frustration tol- 
erance. Results also indicated significant improvement in reading achievement and non-verbal planning 
skills in the intervention sample. There was no effect in this normative sample on teacher or parent-rated 
psychopathology. One and two year posttest results indicated maintenance of effects. Results with the 
wait-list control group indicated replication of effects in a second sample. 

Mediational analyses were conducted to test the theoretical model that changes in understanding of 
emotions, ability to take others' perspectives, and social problem-solving skills were related to 
changes in behavioral outcome. Results indicated that (a) improvement in emotional understanding 
was related to lower parent report of lowered externalizing problems at home; (b) improvement in 
role-taking skills was related to higher teacher ratings of emotional adjustment, and reductions in 
behavior problems at school and at home; and (c) improvement in problem-solving was related to 
higher teacher ratings of emotional adjustment and social competence and decreases in behavior 
problems at home and school. 

5. PATHS as a Universal Component in a Comprehensive Intervention Model for Violence 
Prevention: Fast Track (CPPRG, 1997; CPPRG, under review) 

Curricula such as PATHS have often been touted as a means to prevent aggression, delinquency, and 
other adolescent problem behaviors. Although these curricula can be an important component of 
programs in violence prevention, it would be na'fve to think that simply implementing a school- 
based curriculum could be adequate for solving these very complex social problems. There are a 
variety of risk factors involved in aggression, violence, substance use, and other adolescent problem 
behaviors that involve the individual, the family, the peer group, the school, the neighborhood and 
larger societal contexts, policies, and legislation. Further, it is clear that there is developmental 
continuity, and in many cases, adolescents who show serious aggression, violence, and substance 
abuse can be identified during the early school years. Especially with children who have individual 
risk factors (e.g., poor verbal and academic abilities, developmental delays, high activity levels, 
impulsivity, etc.), family factors (e.g., high family chaos/stress, poverty, family history of criminal- 
ity, psychiatric problems, domestic violence, etc.), live in poor neighborhoods with numerous op- 
portunities for illegal and antisocial activities, and experience few protective factors that would lead 
to prosocial activities and careful adult monitoring, comprehensive models of prevention are neces- 
sary to promote competence and prevent disorder. 

The primary goal of the Fast Track model is to integrate the provision of universal (all children), 
selective (children at some risk), and indicated (children requiring significant intervention due to 
problems at a diagnostic level) services into a comprehensive model that involves the child, school, 
family, and community. Fast Track was designed to provide simultaneously two levels of child 
intervention during the elementary school years. Through a multi-stage screening process involving 
both teacher and parent reports during kindergarten, the 10 percent of children demonstrating the 
greatest degree of early conduct problems were selected for a series of interventions that included 
weekly parenting support classes, small-group social-skills interventions, academic tutoring, and 
home-visiting (Bierman, Greenberg & the Conduct Problems Prevention Research Group, 1996; 
McMahon, Slough & the Conduct Problems Prevention Research Group, 1996). Such interventions 
are believed to be necessary to both reduce risk factors and promote protective factors in children 
who are showing the "early-starter" model of conduct problems. 
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Simultaneous with the initiation of these interventions for the high-risk children and families, the 
universal intervention (the Fast Track PATHS Curriculum and behavioral consultation) was started 
in the classroom. There are two central reasons that integrated delivery of universal and indicated 
interventions should provide a synergistic effect. First, it is unlikely that effects of the selective 
interventions with the children and families will generalize to the school and classroom setting 
without providing support for these new skills in the school. By providing similar skills, cues, and a 
common language in both the selective and preventive interventions, teachers and other school staff 
are able to promote the generalization of skills to the classroom. Second, a universal intervention 
intended to promote the development of social competence in all children should lead to an im- 
proved classroom atmosphere that supports improved interpersonal relations for all students. 

Fast Track is implemented in four American locations (Seattle, Washington; Nashville, Tennessee; 
Durham, North Carolina; and rural Pennsylvania), and in each location there are approximately 14 
schools that were randomized equally to intervention vs. comparison conditions. The intervention 
was conducted in three successive years with three cohorts of first graders. There were 198 interven- 
tion classrooms and 180 matched comparisons across the three cohorts. These classrooms included 
approximately 9,000 children. Although there were substantial differences between sites in the de- 
gree of risk shown by their respective school locations, there was considerable risk in the average 
school. The percentage of children receiving free or reduced lunch was 55 percent and the mean 
percentage of ethnic minority children attending the schools was 49 percent. There were no demo- 
graphic differences between intervention and control schools. Three types of measures were uti- 
lized: (1) peer-sociometric interviews with each child regarding the behavior of each child in the 
class, (2) teacher ratings of each child's behavior, and (3) ratings of the classroom atmosphere (10- 
item rating scale on an average of two hours per classroom). Analyses were conducted with the 
classroom as the unit of analysis. 

Findings at the end of first grade indicated that in schools in which PATHS is operating there is 
improved social adaptation as indexed by more positive reports of the following dimensions as 
compared to matched comparison schools: 

,-~ Lower peer aggression scores by peer ratings (Sociometrics) 
,-~ Lower peer hyperactivity scores by peer ratings (Sociometrics) 

Lower teacher ratings of disruptive behavior (Teacher report) 
' ~  hnproved classroom atmosphere (assessed by Independent Observers) 

The project also examined how the quality of implementation (as rated by the curriculum consultants on 
a monthly basis) related to chikl outcomes. The consultants' ratings of how well PATHS concepts were 
taught was significantly related to the teachers' ratings of degree of classroom disruptive behavior, the 
students' abilities to remain task oriented, and the classrooms' overall atmosphere. Teacher openness to 
consultation with the PATHS consultant was also significantly related to teacher ratings of the students' 
abilities to remain task oriented and the classrooms' overall atmosphere. 

This study leads to a number of conclusions. First, there were significant effects of the intervention 
from the viewpoints of all three independent raters (children, teachers, and independent observers). 
As the findings are convergent from three independent sources, it is highly likely that PATHS is 
affecting classroom processes. Second, effects were found not only for aggression, but also ['or more 
positive peer relations. Third, as there were no signific:mt site by condition effects, there appear to 
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be no substantial differences in effects of intervention as a function of rural vs. urban school location 
or ethnic composition of the classrooms. 

Fourth, although effects were found across raters, these effects are modest in size (usually between 
p<.05 and p<.01). This may in part be due to the fact that this was a carefully randomized trial and 
within schools, all teachers, independent of personal interest or ability, were assessed. Thus, teach- 
ers who were relatively ineffective, showed little enthusiasm, or completed only a portion of the 
curriculum were assessed as if they had completed the intervention; no intervention teachers were 
dropped for poor quality implementation, high resistance, or providing a low dosage. In this sense, 
this trial may provide good external validity in providing information on how this universal inter- 
vention might realistically affect an entire school community. 

Fifth, the implementation/dosage analyses lend credence to the outcome effects. They indicate that 
the staff's ratings of how well teachers understand concepts and conduct lessons, as well as their 
openness to consultation, are all related to the teachers' ratings of mean classroom scores of aggres- 
sion, social competence, and in some cases, peer ratings of classroom processes. 

Finally, it should be recognized that the interpretation of these findings is a bit complicated by the 
fact that the universal intervention was delivered along with the selective intervention for children 
with early behavior problems. Although analysis with and without the high-risk children showed 
similar patterns, the classroom scores may not be entirely free of the impact that the selective inter- 
vention may have had on the high-risk children. Improvements in the high~-risk children may reduce 
teacher stress and/or improve peer relations and thereby also possibly affect outcomes. 

The results of this wide-scale implementation indicate that PATHS can be effectively integrated 
with a more comprehensive model of prevention and promotion programming that is linked to sec- 
ondary prevention services for high-risk children and their families. This is a critical issue, as there 
is a need for greater integration between intervention programs at differing levels of intensity, ser- 
vice, and focus. 

Summary of Effects 

There have been four clinical trials of PATHS. Two have involved special needs students and two 
have involved regular education students. Across these trials, PATHS has been shown to improve 
protective factors (social cognitions, social and emotional competencies) and reduce behavioral risk 
(aggression and depression) across a wide variety of elementary school-aged children. Effects have 
also been found on some cognitive skills. In addition, these findings have shown cross-rater validity, 
as they have been reflected in teacher ratings, self-reports, child testing/interviewing, and indepen- 
dent ratings by classroom observers. 
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T a b l e  3 - -  E v a l u a t i o n  O u t c o m e s  
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1 mouth Emotional 
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' Comparison/ Assignment 
Participants Control Group Procedure 
RegulaJ and I Regular Ed. - Random by 
Special (4 schools) ' classroom 
Education Special Ed. - 
Students (14 schools) 
(Grades 1-3) 

Regular ' 4 schools ' Random, ' 1 month 
Education (2 PATHS by school 
Students P r o g r a m I  
(Grades 2 Controls) I year 
2 and 3) 

2 years 

Special ' Scattered ' Rundom, ' I month 
Needs among 14 by 
Children in schools classroom 
Resource (7 classes. I year 
Classrooms PATHS 
(Behavioral Program-- 
and Learning 7 classes 2 years 
Difficuhies - Controls) 
Grades I-3) 

Deaf ' Waiting List ' Random. ' I month 
Children in Control Group by 
Local classroom I year 
Schools 
(Grades 1-6) 2 years 

I I l l O n t h  Regnlar 14 schools lit ' Random, 
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First Graders (7 schools, sets of 
In 4 U.S. PATHS schools 
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WA. PA) Control) 
(Fast Track 
Project) 

Social cognitions 
Understanding 
emotions 

Cognitive ability 

Teacher ratings of 
social competence 
and behavior 
problems 

Self-ratings of 
behavior problems 

Social cognitions 
Understanding 
emotions 

Cognitive ability 

Teacher ratings of 
social competence 
and behavior 
problems 

Self-ratings of 
behavior problems 

Social cognitions 
Understanding 
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Achievcnmnt 

Teacher ratings of 
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and behavior 
oroblenls 

Peer sociomelrics 

Observations of 
classroom 
utmosphere 

Teacher ratings of 
behavior probleuls 

Outcome 

Improvements in 
emotional vocabulary. 
Emotional awareness. 
understanding, and 
efficacy in managing 
emotions. 
Posttest 
hnprovements in social 
problem solving and 
understanding of 
emotions. 
Improved non-verbal 
planning skills. 
1 Year Follow-up 
Same as posttest 
2 Year Follow-up 
Decreases in teacher and 
self-report of conduct 
problems. 

Posttest 
Improvements in st~ial 
problem solving, 
emotions, non-verbal 
planning skills. 
Lower sel f-reported 
depression. 
Lower teacher-reported 
depression. 
1 Year Follow-up 
Same as posttest. 
Lower self-report of 
conduct problems. 
Lower teacher report of 
conduct problems. 
2 Year Follow-up 
Decreases in teacher and 
self-report of conduct 
problems and 
depression/anxiety. 
hnprovements in social 
problem solving and 
emotion recognition. 
Increase in reading 
achieven'tent and n o n -  

verbal cognition. 
Improvement in teacher 
ratings of frustration 
tolerance and adjustment. 

Maintenance of efl~'cts :it 
both follow-ups. 
Lower rates of peer-rated 
uggression and 
hyperactivity. 

More positive classroorn 
atmosphere. 

Lower rates ot" leacher 
rated aggression/oondnct 
oroblems. 
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PROGRAM REPLICATION 

Changes in PATHS Resulting From Outcome Studies and Field-Testing 

Given the findings from previous implementations and evaluations, as well as feedback from nu- 
merous teachers and on-site consultants, a number of  significant changes were made in the PATHS 
Curriculum prior to its publication. These have involved both global and specific modifications. 

Global Changes in PATHS: Implementing a Multi-year Model 

Although evaluations of  PATHS to. date have involved single year implementations, PATHS was 
designed as a multi-year program. Thus, research-based evaluations of  efficacy of the model do not 
translate directly into real-world replications. Our experience as well as research on other school- 
based models indicates that one year of curricular intervention is insufficient to demonstrate the 
most beneficial long-term effects. Further, curriculmn directors, principals, and teachers all recog- 
nize the need for multi-year curricular models that build oil and reinforce learning as development. 
Using a social competence model such as PATHS for one year would be similar to teaching reading 
for a year; certainly, one would expect to find significant changes, but one would not expect continu- 
ing improvement without additional yearly instruction to increasingly more developmentally mature 
children. Thus, as has been recommended by experts in the field (Elias et. al, 1997), PATHS was 
designed to be implemented as a multi-year curriculum. 

Specific Changes in PATHS 

Focus on Positive Self-esteem and Peer Relations. During the first years of  implementation, it 
became clear that the curricuhml was too problem-foct, sed and did not sufficiently target the areas 
of positive self-esteem and peer communication. As a resnlt, PATHS now contains a daily activity 
which is used in each lesson entitled, "The PATHS Kid for Today" (adapted from Urbain, 1983). 
Each day a different child is chosen as the "PATHS Kid for Today." 
This child assists the teacher during the lesson. At the end of the 
lesson, the teacher and a number of students (usually 2) are chosen 
froln vohmteers to give the PATHS Kid a conlpliment. Finally, the 
child gives him or herself a compliment. These compliments are writ- 
ten down, posted in the room for the day, and later are taken home The PATHS Kid is a 
with a special parent letter. On the day when this activity is first intro- daily system for  
duced (one of the first lessons), the concept of  conaplimenting and building self-esteem, 
tim different types of complitnents a,'e discussed. In addition, the commuttication, attd 
teacher and children discuss how one feels when receiving a compli- positive peer 
ment and role-play what one can do when receiving a compliment, relations. 
The PATHS Kid procedure becomes very rewarding to the students 
as they come to inte,'nalize the process. 

Earlier Introduction of  Active Problem-solvbtg. A second difficulty 
with the original version of PATHS was that a problem-solving model was not introduced until the last 
third of the curriculum. Although we believed that the Turtle Technique naturany led to dialoguing and 
problem-solving, the curriculum did not provide sufficient structure for either the teachers or students. 
Thus, teachers felt frustrated that the Probleln-Solving section came so late in the curricular model. 
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To remedy this problem, as well as to provide an intermediate model for improving self control, the 
Control Signals Poster (CSP) is introduced near the beginning of the Feelings Section (approxi- 
mately four to eight weeks after the Feelings and Relationship Unit begins). In a series of lessons, 
the children are introduced to the skills used for the different signals of the poster and thus are 
introduced to a simplified, active model of problem-solving. The teachers are encouraged to utilize 
the poster when problems occur in the class. In this way, children can be reminded to "go to the Red 
Light" as one form of problem-prevention. It is also suggested that extra posters be made or pur- 
chased and placed in other areas of the school (hallways, lunchroom, playground doors, school 
office, etc.) in order to facilitate generalization. As a further option, a series of informal problem- 
solving lessons are available in the Supplementary Unit which can be used in conjunction with the 
CSP to hold informal problem-solving meetings on a regular or as desired basis. 

Handling Peer Conflict. In order to increase the curricular focus on peer relations, a number of new 
skills and concepts were introduced. First, several lessons were added that concern the nature of 
friendship and ways of making up after having conflict with a friend. A series of three new lessons 
were also constructed on the issues surrounding peer teasing. These lessons explore the different 
reasons people might tease others, how both the teaser and the target might feel given different 
situations, and different ways to cope with being teased. 

Finally, three lessons were developed regarding the concepts of rejected, belonging, included, ex- 
cluded, forgiving, and resentful, which explore these feelings in the context of peer group processes. 
These can easily be expanded to discuss related issues surrounding these same feelings (e.g., racial 
and cultural differences, handicapped status, etc.). 

The Use of  The Readiness Unit (Turtle). Given positive feedback from teachers, The Readiness 
Unit (Turtle Story and accompanying lessons) model is now recommended for consideration in 
regular education first-grade classrooms. 

New Lessons on Feelings. More advanced lessons were added to the Feelings Unit to explore both 
the recognition and management of emotions. For example, lessons were provided to examine the 
verbal and non-verbal cues for recognizing emotions, the concept of keeping one's feelings private, 
and the various reasons for privacy, including the processes of hiding and changing feelings. 

New Lessons on Manners. A series of lessons was written to cover the concept of manners, with 
the focus on considering how our behaviors affect other people and vice versa. The main goal of 
these lessons is not to teach specific skills as much as it is to help children internalize empathy and 
prosocial values (i.e., having genuine concern and consideration for the feelings of others). The 
different meanings and uses of the word "sorry" are also explored in some depth (e.g., remorse, 
compassion, genuine concern, forced compliance, etc.). 

The Concept of  Fairness. Over the course of PATHS, we found that issues regularly arose regard- 
ing the children's beliefs and judgments about fairness. A series of lessons was designed to target 
the concepts of fairness, responsibility, and intentionality. These lessons include stories that provide 
children with increasingly complex "moral dilemmas" from everyday contexts. Because of the ad- 
vanced nature of these lessons, they are provided in the Supplemental Unit of PATHS. These topics 
form the basis of an initial sequence on the concept of moral judgment and philosophical thinking. 
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Greater Focus on Generalization. Although the original curriculum emphasized generalization 
procedures through the use of techniques such as the Turtle Reinforcement System, the use of Feel- 
ing Faces, and the Problem Box, there was relatively little focus on generalization outside of the 
classroom setting. Generalization to other settings has been facilitated in the following ways. First, 
the Control Signals Poster is designed to be used across the different school settings. To do so, it is 
necessary to provide some training/inservice to other teachers and school staff (office staff, cafeteria 
staff, playground personnel, etc.) regarding how to utilize the CSP for problem prevention and 
problem-solving. A second major avenue for generalization was to provide further information and 
training to parents, as discussed below. 

Improved Linkages to Parents. Our findings from the research versions of PATHS showed that the 
majority of parents did not read the 17-page informational Parent Handbook that we sent home at 
the beginning of the curriculum, nor did the majority attend a parent informational meeting in the 
middle of the school year. As a result, we rewrote this information for parents into 13 mini parent 
modules (two-page informational sheets) to be sent home at relevant times during the course of the 
school year. These short summaries include descriptions of what the children are learning at school 
and suggestions for what parents can do at home. In addition, we added a number of "homework 
assignments" for children to do with their parents at home (e.g., ask your morn or dad about their 
responsibilities at home when they were your age). 

Increase in the Number of Formal Problem-solving Steps. The original version of the curriculum 
contained only seven steps for problem-solving, which was based on other models available at the 
time. As we proceeded with our first implementation, however, it became apparent that these were 
not stffficient; critical steps were missed that led to misunderstanding and deficits in the effective 
performance of problem-solving. Thus, we added four additional steps with accompanying lessons. 
Planning skills were especially targeted, as lack of ability in planning ahead seemed to be a major 
stumbling block for many children (and deficits in this area would be predicted with less-than- 
optimal frontal lobe development). 

Problem-solving and Self-control Review Lessons. A series of lessons covering formal problem- 
solving and self-control were written and included in the Supplementary Unit for review purposes 
for older students (usually grade 5 or possibly 4) who bad completed the Problem-Solving Unit the 
previous year. 

P A T H S  R e p l i c a t i o n s  

Replications with Special Needs Populations 

During the past decade, there have been numerous classrooms and 
schools around the world that have implemented the PATHS Curricu- 
lum. Although these implementations have sometimes included some 
form of evaluation, they have not been in the form of randomized 
trials, and thus do not allow for conclusive findings. 

Because the curriculum originated with a focus on deaf and hard-of- 
hearing children, and the deaf education world is well-connected in- 
ternationally, its use spread rapidly to numerous countries. PATHS 

PATHS has been 
replicated in 

numerous countries 
including The 
Netherlands, 

England, Canada, 
and Australia. 
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has been translated into Dutch, French, and Hebrew, and a separate Anglicized revision is currently 
being developed in Great Britain. A translation into Russian is now proceeding. These versions, as 
well as the American model, have been used in a variety of schools for deaf and special education 
children in The Netherlands, Belgium, Israel, Great Britain, Norway, Canada, Australia, and New 
Zealand, as well as in numerous cities in the United States. 

British Replication with Deaf and Hearing-Impaired Children 

A replication using a quasi-experimental design (waiting list control schools) has just been com- 
pleted by Dr. Peter Hindley and colleagues at St. Georges Hospital in London (Hindley, Reeds, 
Jeffs, & McSweeney, 1998). This project involved eight primary schools for deaf children and 
primary Hearing Impaired Units (HIU's) in the South of England. A total of four schools and four 
HIU's  agreed to take part in the introduction and evaluation of the curriculum. The eight schools and 
units were then randomized (separately for schools for deaf children and HIU's) into intervention 
and waiting-list comparison groups with four schools/units in each group. Baseline assessments of 
all the children were conducted in the fall of 1995. PATHS was introduced to Group I in 1995-96, 
and Group 2 (waiting-list controls) was introduced to the curriculum in the 1996-97 academic year. 
Post-testing occurred one year after implementation. Thus, Group 2 acted as a non-intervention 
comparison group for the first year of the project. 

There were a total of 55 children in the project: Group 1 = 24 children, mean age 9.06; and Group 2 = 31 
children, mean age 8.76 years. All of the children were severely to profoundly deaf and used either Sign 
Supported English or British Sign Language as their main means of communication. All of the children's 
parents were hearing. 

As PATHS is designed as a multi-year model, there was insufficient time to adapt (to British culture) and 
evaluate the whole curriculum. The curriculum delivered the following components in Year 1: the entire 
Turtle Unit, the majority of the Feelings and Relationships Unit, and selected lessons from the Problem 
Solving Unit. The wording of lessons and culture specific concepts were adapted to suit a British setting. 
Schools taught the curriculum in a variety of ways. Some taught half hour periods every day of the week, 
while others taught two hour long periods. Parents were kept informed about developments in the class- 
room by regular letters, examples of work, and regular liaison with teachers. 

Families were invited to a residential family weekend which provided parents with more informa- 
tion about PATHS, a variety of workshops on subjects varying from behavior management and 
emotional sign language to non-verbal communication. Deaf children took part in a variety of con- 
fidence building exercises, with and without their hearing siblings. 
Hearing siblings took part in a workshop on the experiences of hav- 
ing deaf brothers and sisters. Ten families from Group 1 took part in 
a residential family weekend designed to reinforce aspects of the 
PATHS curriculum. 

Results comparing the intervention and comparison children after one 
year indicated that there was a significant difference between the two 
groups in both emotional understanding and behavior. On all three mea- 
sures utilized to assess children's ability to accurately recognize and la- 
bel emotions, the intervention group showed a significantly more rapid 

In Great Britain, 
PATHS was found 

to enhance 
the emotional 

understanding and 
social competence of 

deaf children. 
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rate of development. Social-emotional adjustment was assessed by teacher report, and there were no 
group differences prior to intervention. Following one year of intervention, significant differences emerged 
with intervention children receiving higher scores on measures of self-image and emotional adjustment 
by teacher report. There were no significant effects on cognitive outcomes. 

Replications with Regular Education Populations 

Implementations of PATHS without research evaluation have taken place in a variety of public and 
private schools across the U.S., as well as in various other countries. Replication and evaluation of 
PATHS with regular elementary school-age children is currently ongoing in a number of different 
communities in Texas, using a quasi-experimental design (i.e., no control children were tested). All 
of these replications were funded by TCADA (the Texas Commission on Alcohol and Drug Abuse) 
for a two-year period. The communities of Austin and Lufkin targeted grades K and 1 during the first 
year (continuing with I and 2 for the second year), while Laredo chose to begin with grades 3 and 4 
(continuing with 4 and 5). The paradigm utilized with all of these locations was somewhat different 
fi'om previous use, in that professionals with mental health backgrounds were trained in the use of 
PATHS. These individuals subsequently trained and supervised the teachers in the use of PATHS, and 
also initiated the implementations, with the teachers phasing in over the first year. For research pur- 
poses, the three cities collaborated on the use of most measures and evaluation procedures. 

At the time of writing, only the Year 1 midtesting had been analyzed. According to verbal report, 
these analyses showed that PATHS was very successfully implemented in all locations, with signifi- 
cant improvement found in the measures of emotional tmderstanding and classroom behavior. Non- 
verbal intelligence (i.e., Block Design subtest on the WISC-R) also showed significant improvement 
for the older children in Laredo (the only site where this measure was used). Teachers further re- 
ported that their students had become better focused and attentive during test-taking, and they pre- 
dicted that standardized academic testing would also show improvement. 

Because each community is quite different, it is interesting to note some of the different issues that 
arose at each location. In Austin, the biggest complaint from the trainers involved difficulty with 
about 40 percent of the teachers being reluctant to take on the primary role as implementers. Al- 
though the vast majority of teachers stated that they liked PATHS, some of them were nevertheless 
resistant with regard to learning how to use it. The consultants felt that they should have stressed 
teacher expectations earlier in the year and should not have taught so much of the curriculum them- 
selves, since some teachers apparently came to expect that this wot, ld continue. The consultants also 
felt that it was important for school principals to express their support of teaching emotional literacy 
to reinforce teachers' motivation. When teachers felt that the school administration supported PATHS, 
they were much more willing to put time and energy into using it. Some of the consultants also stated 
that they felt inadequate in sites that consisted primarily of minority students and would have liked 
to have co-facilitators of the same minority backgrounds in these settings. 

Implementation in Lutkin was delayed in the beginning due to political issues in which the estab- 
lished community leadership displayed initial resistance to using PATHS. This obstacle was over- 
come, but in retrospect consultation with these individuals and obtaining their approval prior to 
implenlentation might have been helpful. Nevertheless, the implementation was considered very 
successful by the consultants. 
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English as a second language at school. The average social-economic status was also quite low in this 
community. Parents tended to work long hours and to have relatively lower levels of education, but there 
was a strong belief in family attachment. The original plan was to translate PATHS into Spanish, but this 
was too large a task to accomplish quickly, so translation was done only for parent letters, PATHS home- 
work activities, and feeling labels. Nevertheless, the students were very engaged in the English imple- 
mentation, and the trainers felt that the Spanish translations assisted greatly with parent awareness. 

All three sites also chose to use the Turtle Unit during the first and second' years. For Laredo, the 
students were older than is generally recommended for using Turtle. Nevertheless, they reported 
that Turtle was well received by the children and perceived as successful by the teachers. Anecdotal 
stories from Laredo indicated that out-of-control children and bullies showed much improvement, 
were internally motivated to change, and received support from the other children in their class- 
rooms. Parents approached school personnel and asked what they were doing at school this year, 
because their children were showing so much improvement in behavior at home that they wanted to 
learn what was being taught. Thus, although no formal parent data were collected, observations 
suggested that PATHS was generalizing to behavior at home. Parents were also more willing to 
come to parenting meetings than in some other implementations. 

All three sites reported that the PATHS Kid process was very effective in improving children's self- 
esteem and in promoting a strong sense of community in each classroom (i.e., children became 
much more understanding and supportive of one another. Finally, consultants reported that they felt 
that the classroom atmosphere improved greatly in the majority of cases. 

In summary, all three sites reported feeling very pleased with their success in using PATHS. All felt 
that the children benefited greatly from the Turtle Unit, PATHS Kid, and the Feelings Unit. Re- 
search data supported these observations. Data from pre to posttesting in these three locations showed 
highly significant improvement in all aspects of classroom behavior (based on teacher ratings) and 
in emotional labeling (based on individual child testing). In addition, selected nonverbal IQ subtest 
scores (collected in Laredo only) also showed significant improvement. Year 2 implementation will 
begin in the fall of 1999. 

Example of an Ongoing Training Model: The Netherlands Experience 

A major issue in replicating curricular intervention involves adequate and ongoing training. The 
best example to date of an ongoing training model has been provided by the continuing implemen- 
tation of PATHS in the Netherlands in both regular and special needs schools. Following the initial 
impetus of the Parents' Association for Deaf Children (FODOK), private and state funds were allo- 
cated for a translation of PATHS into Dutch. 

After the translation was completed, a Dutch teacher training institute (The Seminarium voor 
Orthopedagogiek in Utrecht) allocated six years of continuous resources for the training of interested 
teachers. Training sessions are held on a regular basis in different locations in The Netherlands and 
coordinators of the local PATHS implementation have regular regional and/or national meetings. The 
central role of The Seminarium in providing a PATHS national coordinator who develops and facilitates 
various training programs has resulted in long-term continuity. There has been no published research on 
these implementations; however, a research project is currently under development. 
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As the Dutch training sessions also included teacher and support staff from Belgium, interest devel- 
oped in having a French translation. This was accomplished in the early 1990's, and trainings are 
now provided in French in both Belgium and Northern France. There has been no published re- 
search on these implementations either. Translation into German is currently in progress. 

Use of PATHS with Preschoolers 

PATHS can be easily adapted for use with preschool-age children. Most programs that have used 
PATHS with these younger children have focused on using the Turtle Unit (Readiness and Self- 
Control) for self-control and on teaching the basic feeling lessons with numerous repetitions of 
feeling review lessons, simple role-plays, small group discussions of personal examples, and sto- 
ries. These materials are usually supplemented by group reading of stories focused on the relevant 
emotions (these books can be selected from the bibliography supplied in the Instructional Manual of 
PATHS or selected by individual teachers). 

Only one known evaluation has been conducted with this age group and it involved a quasi-experi- 
mental nonequivalent control group pretest-posttest design (Denham & Burton, 1996). A total of 70 
children (ages 3 V2 to 5) in seven intervention preschool classes received a modified version of 
PATHS, along with relationship building through the use of "floor time" (Greenspan, 1992) and 
Interpersonal Cognitive Problem Solving (Shure & Spivak, 1982), from their teachers for a total of 
32 weeks. They were compared to 60 children in the same preschools but in different classes who 
did not receive any intervention. Trained observer and teacher ratings indicated that at posttest, the 
intervention children showed decreases in negative emotion, greater involvement and more initia- 
tive in positive peer activity, and greater social improvement as compared to the nonintervention 
controls. Children who scored lowest on pretest scores (thus indicating the greatest need for inter- 
vention) were those who benefited the most with regard to peer skills, productiveness, and social 
competence. In addition, teachers' quarterly reports and weekly self-ratings indicated that they fol- 
lowed the program and that "their actions mattered" (p. 239). 

Adapting PATHS for Use in After School-Care 

PATHS has also been adapted for use in after school-care settings (both by itself and in conjunction 
with the use of PATHS in the classrooms earlier in the day), but no evaluation has been conducted in 
this setting. In one after school-care implementation, a subset of concepts was selected from PATHS, 
and each concept became the focus for a week. Thus, each week one of four trained consultants 
would teach one PATHS session to the children at his or her centers and would then provide an hour 
staffing for the after school-care personnel on that particular topic (after they had also observed the 
lesson). Lists of suggested activities were provided for the staff to use with the children throughout 
the week to reinforce the specific topics. The children enjoyed the PATHS sessions, and informal 
pre and posttest ratings by staff indicated their perceptions of improvements in peer sociability and 
behavioral functioning. The consultants felt that the staff meetings also provided much needed in- 
formation on child development l\~r the (mostly untrained) personnel at these centers. 

The biggest problem associated with the use of PATHS in this setting involved a large degree of 
turnover in after school-care staff. It was not feasible to train staff to continue with the program 
because the average time remaining in a center was only a few months. Thus, this model seemed to 
be workable only with the ongoing use of outside trained consultants. 
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B e n e f i t s  and L imi ta t ions  

There are a number of  benefits that can be PrOvided by the use of  effective preventive interventions 

in the early elementary years. 

,-~ First, competence interventions can be effective. The results of the PATHS analysis 
confirms and extends previous findings that competency-based, universal prevention 
tr ialscan be an important part of comprehensive health promotion. Further, with mi- 
nor modifications, a fundamentally similar model can also be used as a targeted inter- 
vention for children who have already been identified as having problems in learning, 
behavior, or both. This combined set of  findings has important implications for the use 
of  such curricula in schools that utilize an inclusion model for fully integrating special 

needs children. 

,-~ Second, teachers can be trained and supported to effectively deliver such a curriculum on 
a regular basis as part of their mainstream curriculum. Although a possible critique of such 
an approach is that it takes away time that could be used for greater academic skill training 
in content areas, no study has shown any negative effects on achievement as a result of 
regular curriculum delivery. In fact, findings indicated that PATHS significantly improved 
non-verbal problem solving skills in a variety of populations. 

,-~ Third, school-based social competence curricula can be integrated into more com- 
prehensive nzodels of school and community programs that intend to promote compe- 
tence and prevent psychopathology and problem behavior in all children. 

,~  Fourth, children can be empowered to change their own maladaptive behaviors and 
feel ings  of distress. This is crucial for emotional health and daily functioning in the 
present, as well as in the future. Although PATHS is not a form of therapy, for the 
children who are in need of treatment, but will never receive it, a curriculum of this 
type can provide educational information of great value. 

However, there are a number of  limitations that should be acknowledged. Thus far, PATHS as well 
as other school-based interventions have had limited effects on behavior in famil ies .  As indicated 
by the findings reported from parents, school-based interventions without sufficient contact with 
parents are limited in effect. Although the lack of  generalization to home is a well-known finding in 
this area of  research, our efforts to inform and advise parents on how to support children's social 
competence were insufficient. It is quite difficult to figure out how to surmount the significant prob- 
lems in service-delivery to parents, but this is clearly an area in need of  further research. 

While the results for both normal and special needs children indicate significant effects on some 
aspects of  behavior from both teacher and self-reports, no such effects were found for either group 
by parent report. In other words, parents did not observe differences at either posttest or follow-up 
in either risk group. Thus, although it is likely that there were real changes in student behavior in the 
school setting, it does not appear to have generalized to the home. It is possible that real change did 
occur at home but was not observed due to parental bias in report or poor choice of  measurements 
used with parents (i.e., focused on ratings of  psychopathology rather than more typical child behav- 
ior), but this is not the most likely explanation. 
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Whatever the case, these data point to weakness in the parental/home linkage component of the 
intervention. In the evaluated version of PATHS (see Evaluation section), the parental component 
included: (1) distribution of  a 17-page parent handbook that was intended to provide information on 
essential PATHS concepts throughout the year and which included suggestions for how to support 
PATHS skill development at home, (2) a number of homework activities devised to gain at least 
minimal parent participation in intervention activities, and (3) one informational meeting held at 
most schools. 

Our own assessment of  parental involvement included assessment of  parent attendance at informa- 
tional meetings, a letter survey of parents interest in the information sent home, and discussions with 
teachers regarding parent involvement in homework activities. These assessments indicated that 
approximately 25-30 percent of  parents attended an informational meeting, approximately 30-35 
percent of  parents read the info,mational handbook, and a similar number were likely to have par- 
ticipated in homework activities. Although these rates are "expected," it is likely that those parents 
who were involved had those children at least risk. Parents with the lowest levels of achievement 
and social class, and having the most family chaos and transition were probably least likely to be 
impacted by our family information. It is apparent that other strategies are needed in order to reach 
the parents who most needed the information. 

As a result of the research findings, we added the following new components to the published ver- 
sion of PATHS. First, we have included 13 diffe,ent two-page informational sheets to be sent home 
with children at different times of  the year to discuss the major components ot'the curriculum; these 
provide parents with simple suggestions of things that they can do at home to support their child's 
new skills. Second, we have provided regular home activities for children to engage in with their 
parents. Third, there is a chapter in the l ,  str, ctio~Tal Mamlal devoted to working with parents. 

An additional aspect of parental involvement subsequently utilized by some teachers involved hav- 
ing mini-training sessions for selected parent volunteers who then participated during PATHS les- 
sons. This participation helped parents learn PATHS concepts and allowed better use of small group 
discussions. A similar idea fox" promoting parent learning involved inviting the parents of each PATHS 
Kid to observe the lesson for that day. Videotapes of  PATHS lessons, especially role-plays and short 
productions by the children, were also successful for increasing parent attendance at PATHS infor- 
mational meetings. 

Practical  Suggestions for Start ing a Replication 

The steps for introducing and sustaining programs in social-emotional learning are well articulated 
in a recent voh, me (Elias et al., 1997). Here we add guidelines from experiences with the PATHS 
Curriculum. 

Administrative support andplam~ing. It is clear that school-based social competence promotion 
models are likely to be most effective when they are undertaken oll a school-wide basis. Because we 
have been involved in implementations under conditions involving whole elementary schools, single 
grades in a school, or only special needs classrooms, it is possible to compare these experiences. 
There are a number of  reasons why school-wide implementations are likely to be more successful 
than partial implementations; these include an increased probability fox" generalization, continuity 
across grades, and greater opportunities for training and support. 
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However, schaol-wide implementation does necessarily mean that all teachers begin to utilize the 
curriculum in the first year of  implementation. Rather, it means that a larger, systematic plan is in 
place to expand across time. Often it is advisable to begin on a pilot basis with a particular grade or 
grades or team of teachers who are most interested and responsive to the idea. Time and experience 
are necessary for a program's  growth. It is critical that teachers and administrators see the imple- 
mentation process as one that is ongoing and for which resources need to be devoted for at least a 
four to five year cycle. 

Similarly, in a large school district, we would not recommend training many schools initially. Instead, we 
recommend choosing a few schools that have effective, positive, stable leadership and a strong interest in 
social competence promotion. When successful implementation occurs at these schools, these schools 
and teachers can provide models and training for other schools within the district. 

The role of school administration. School administrators play a key role in supporting the coordi- 
nation and implementation of  social competence promotion programs such as PATHS throughout an 
entire school or district. Because administrators are such key change agents in the ecology of the 

educational system, it is very beneficial when the administration holds 
a favorable attitude towards undertaking a new curriculum. However, 
it is critical that teachers in each school, in concert with the principal, 
also agree independently to implement the program. If the program is 

School administra- implemented due to considerable outside pressure, rather than as a 
tors play a key role result of  building-based concerns and goals, it is likely to fail. 

in the success of Because administrators are especially significant in establishing both 
curricuhun imple- the policies and general ambiance of the entire school system, they 
mentation. Princi- can contribute greatly to the success or failure of any program, PATHS 

pals play a key role being no exception. For this reason, we agree with other researchers 
in providing incen- that mental health prevention programs such as our own are unlikely 

tires and recognition to be effectively implemented and maintained without forward plan- 
for teachers who ning on a school and/or district-wide basis. In this regard, social- 

implement PATHS. emotional competence programs that are clearly aligned with district 
goals are most likely to succeed. 

It is also important to maintain stable principal leadership during the first few years of  implementa- 
tion. Administrators, especially principals, can be very helpful in providing teachers with positive 
incentives for using PATHS (e.g., verbal encouragement, clock or credit hours for meetings, and 
time for curriculum replication, etc.). They are also important liaisons in promoting a positive atti- 
tude towards PATHS among parents and the larger community (e.g., with parent orientation meet- 
ings, contacts with public officials, etc.). In addition, coordination between classroom teachers and 
other personnel can be facilitated by an active, pro-PATHS administration (e.g., encouraging discus- 
sions during staff meetings, coordinating with parent educators and school psychologists, etc.). 
Changes in students' behaviors can also be noted and positively reinforced by administrators, both 
privately (e.g., during chance observations) and publicly (e.g., at school assemblies). 

In addition to strong principal leadership, parent support for the curriculum goals and a healthy school 
environment in which teachers work effectively within and across teams and grades is important. A 
caring and supportive classroom climate is a key element in effect social-emotional programming. 
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Teacher factors. Although the use of the curriculum manual is a critical component of the interven- 
tion, we believe that the ultimate effectiveness of  the curriculum rests on the manner and attitude 
with which the teacher and assistant interact with the children. If the lessons are taught in a didactic 
or formal manner with a lack of  genuineness, or as "just more lessons," we would predict little 
student improvement. Therefore, such factors as modeling, sharing of emotions with the children, 
and establishing all atmosphere of  respect for the beliefs and feelings of  others are crucial for suc- 
cessful implementation. Further, the recognition on a daily basis that all of us encounter both inter- 
personal problems and uncomfortable emotions is important in helping children to see that their 
own experiences are normal, not deviant. These "process" issues regarding teacher and support staff 
attitudes toward the curriculum, and more globally towards the goals of  education and the role of the 
teacher in general, are vital; they can be seen as analogous ill importance to the influence of "non- 
specific factors" in psychotherapy outcome research. 

The PATHS model and its theoretical base focus on the development of  adaptive personality through 
the gradual growth and integration of  affective, cognitive, and behavioral skills. As such, ot, r model 
focuses primarily on the individual. Although we have emphasized that the quality of  the child's 
interactions with the environment is important to outcomes, we have placed less emphasis on both 
the conceptualization and measurement of  enviromnental factors. 

When an intervention is introduced into a complex and conservative system such as a school, con- 
siderations about ecological change immediately become important. One might conceptualize tile 
PATHS model as attempting to create an i.deology regarding affect, communication, and problem- 
soh, ing. This ideology is broader than the specific curricular lessons and includes the following 
values: (I) that it is important to engage a child's affect with salient instruction, (2) that it is neces- 
sary to model and teach strategies by which affect call be appropriately recognized, mediated, and 
modulated, (3) that one must teach to tile "whole person" and recognize that the feelings of  both the 
teacher and student are critical to success, and (4) that teaching thinking skills is a process that 
should occur ill both interpersonal contexts and during traditional academic time. Further, the inter- 
vention seeks to begin the process of  promoting this ideology across persons, settings, and time. 

Consultation and training. The use ofa fomlal, structured curriculum lbr social-emotional development 
and an open, conversational teaching style are often new to the teachers we worked with, and may even 
have been somewhat at odds with their educational training. Ill addition, teaching ill general is a stressful 
occupation, and teachers often feel burdened when asked to take on additional work. Thus, it is very 
beneficial to provide emotional support to teachers so that they have 
commensurate reserves to give to their students (a "trickle-down effect" 
that really works!). For these reasons, we believe that the in-depth train- 
ing, as well as the on-site consultation/supervision, was very important 
for the successful inaplementation of the curriculum. Teachers who have On-site consultation 
worked with us have remarked that without the workshop training and attd training help to 
ongoing supervision, they would have had difficulty using the curricu- ettsttre effective 
lure "correctly" and their new skills would have quickly deteriorated, program 
However, it should also be noted that due to time constraints and nml- implementation. 
tiple demands, the same teachers who strongly supported this model only 
reluctantly attended the necessary workshops and ongoing meetings. 
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We found that on-site consultation/supervision on a once-per-week basis during the first year was 
essential; in the second year of implementation, it was feasible to have meetings on a bi-weekly 
basis. Consultants observed the lessons as they were taught and offered suggestions to the teachers 
based on their observations. Occasionally, the consultant would switch roles and teach lessons while 
the teacher observed. This role-reversal served four purposes; (1) it provided a positive model for 
increasing teacher effectiveness, (2) it increased the skills of consultants and allowed them to expe- 
rience the special nature and difficulties of each classroom, (3) it increased the empathy of the 
consultant for the nature of teaching the lessons, and (4) it achieved greater balance in the teacher- 
consultant relationship by allowing the teacher to provide feedback on the consultant's performance. 
Many teachers reported that they relied on the consultants for both information and support, which 
facilitated their exploration of new teaching strategies and ways of relating to their students. In 
summary, we found both training and supervision to be crucially important components for effective 
implementation. The importance of the development of positive, supportive, and respectfal rela- 
tionships between consultants and teachers cannot be stressed enough. 

An important issue in training and implementation is determining the grade in which the program 
should begin. Should schools begin PATHS with grades K and 1, or grades I and 2, and continue 
implementation with these children on a yearly basis, o_~r should they begin PATHS with all of the 
students in the school, and adjust the CUl-riculum as needed for the students in higher grades who 
don't  have the foundation necessary for the age-appropriate material? This is a question that re- 
quires considerable attention when planning ahead for using PATHS. 

If the first option is selected, teacher training needs to be undertaken yearly with the subsequent 
higher-grade teachers as the children advance. If the second option is chosen, the older students will 
need to be taught initial lessons that are more age-appropriate during the first few years of imple- 
mentation. The higher-grade teachers will need to make adjustments in curriculum content that is 
covered as cohorts change (i.e., as the younger children mature, they will have information and 
skills that the older children did not have, and will require more advanced material). This process 
would be similar to the first introduction of any multi-year curriculum (e.g., reading, writing, math, 
etc.) that had not been taught before and requires consideration of a variety of factors by each group 
designing their own implementation strategy. 

Generalization and Maintenance of Learning. The transfer of learning from the training situation 
to daily life, or "generalization," is crucial for the success of any educational program. Moreover, 
research has repeatedly shown that a lack of "programming for generalization" is an area in which 

most socio-educational programs have failed in the past. In order for 

It is critical that 
teachers recognize 

and support the 
transfer of problem- 
solving skills from 

PATHS to real-world 
situations. 

learned information to be successfully utilized outside of the class- 
room, children must internalize the understanding and skills they have 
been taught. Further, opportunities must be created in which to prac- 
tice these skills (Hawkins and Weis, 1985). For these reasons, gener- 
alization strategies were built into the curriculum, and great emphasis 
was placed on the importance of these components. 

Although PATHS lessons provide the children with instruction and 
practice on techniques for self-control, emotional understanding, and 
problem-solving, the transfer of these skills to daily life is greatly 
facilitated by reintroducing the information in a variety of settings 
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and situations. Using different natural settings (classroom, playground, lunchroom, etc.) and real- 
life situations during the remainder of the school day, teachers can apply valuable and easily imple- 
mented generalization principles to innumerable examples to enhance the learning process. By 
remaining alert to these naturally-occurring situations, teachers and support staff can remind or 
instruct their students about particular concepts or skills when they are actually being demonstrated 
or are actually needed; in other words, teachers can educate and reinforce their students during the 
"teachable moment." 

Bridging to other academic curricula. Many of the specific skills used during PATHS can be 
applied to other aspects of educational instruction. For example, self-control and verbal mediation 
are important for learning throughout the day, but they may be especially important during Arith- 
metic and Reading, since distractibility, inattention, and irnpulsivity are especially problematic in 
these subject areas. Memory encoding strategies used in PATHS can be generalized for use during 
spelling, and hierarchical classification can be used to structure concepts and ideas in a variety of 
subjects. The Who, What, Where, Why paradigm from the Problem-Solving Section of PATHS can 
be adapted when teaching Language Arts and creative writing, and a number of PATHS activities 
can be adapted for art lessons. 

Emotional identification and the analytic reasoning of problem-solving can similarly be utilized with 
history lessons, social studies, and current events, and can help make the facts more relevant for students 
(e.g., "How do you think the colonists felt when they threw the tea into the Boston Harbor? Why did they 
feel that way? Did they have a problem? Do you think they picked a good solution?"; "How do you think 
the President felt when the plane was hijacked? What did he decide to do about it? Do you think that was 
a good plan?"; etc.). The general problem-solving outline can also be followed in thinking through "the 
scientific process" or when discussing a classroom film or movie. The more fiequently the children apply 
their skills to reality-based situations, the more automatic or unconscious their newly acquired modes of 
responding will become, and hence, the more likely these ways of relating to the world will become 
integrated as part of their "normal," everyday functioning. 

In order for social skills/competence training to be successful, we believe that newly learned skills 
must be utilized throughout the classroom day, and ample opportunities need to be provided for 
practice. Thus, throughout the curriculum, procedures and activities are outlined in order to facili- 
tate generalization to academic as well as to non-academic areas. Without such generalization train- 
ing, we believe that long-term change and maintenance are unlikely. These issues are discussed in 
greater detail in The PATHS Instructional Manual. 

Future Direct ions 

Curriculum Development and Extension 

A curriculum model is always in process and should be considered a living document that is ex- 
tended and revised to meet new needs and contexts. Pilot versions of new aspects of the curriculum 
are now being field tested that (I) are culturally relevant to urban American contexts, (2) utilize 
video as a regular supplement to lessons, (3) provide further integration between language arts and 
PATHS by incorporating the extended use of children's literature, (4) include more in-depth focus 
on such topics as friendship and peer relations, (5) encourage the use of a Feelings Dictionary 
beginning in grade 3, (6) provide units on organizational and study skills in grade 4-5, (7) extend 
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integrate history and current events with character development. 

The Coordination of Primary and Secondary Intervention : Moving toward more Integrated 
and Effective Models 

Further work is being developed to coordinate the use of  the PATHS model (a primary or universal 
rnodel that targets all students) with secondary or targeted intervention programs for students who 
are at high risk for dysfunctional behavior. It is likely that coordinated implementation of both levels 
of  intervention will prove beneficial to the efficacy of each. 

There are at least four components necessary for such an integrated service delivery model. First, it 
would be necessary for a school or system to have an active, accepted philosophy regarding the 
importance of  emotional and social competence as a critical component of education. Second, a 
universal model of  prevention (i.e., one that targets all students) would be adopted at the classroom 
level. Third, after initiation of  the universal model, one would identify selection criteria for the 
identification of  children who require a more focused, and possibly different small-group model. It 
would appear sensible that at least one criteria for further intervention would be lack of  response to 
the universal model. That is, ongoing results of the universal program might determine which chil- 
dren would require a selected intervention. One would also expect that parent/family involvement 
would also differ at these different levels, with greater parent involvement for children requiring the 
selected intervention. Fourth, the secondary intervention would be designed to work in coordination 
with the primary intervention such that both support and generalize each other. 

The Need for Social and Emotional Competence for All Children 

During the past century the world has changed in an astounding manner. Along with a dramatic rate 
of  growth in the world population, urbanization, shifting economies, and family and community 
fragmentation have led to increased stress, violence, and other social and interpersonal difficulties. 
Living effectively in a complex and rapidly changing social and economic world requires self-aware- 
ness, effective communica t ion  and well-developed problem-solving skills. These facts make it im- 
perative for all children to work on developing their social and emotional intelligence, because as 
adults, they will be faced with the issues we have neither solved nor even considered. 

When we began the 20th century, reading literacy was becoming a necessity, but only relatively 
recently has reading (or even education in general) been crucial for economic and social well-being. 
Moreover, as we begin the 21 ~ century, the same applies for emotional competency. In short, in 
order to be adequately prepared for their adult lives, our children need to be emotionally literate. 

Thus, the most important direction we envision for the future is the implementation of social and emo- 
tional development programs for children of all ages, beginning as early as possible, as well as for par- 
ents, and all other interested adults. PATHS is limited to use with preschool and elementary-school aged 
children, and so can only partially fulfill this future goal, but it would seem wise to begin emotional 
literacy training for all parents prior to conception and to continue it throughout their children's develop- 
ment. Obviously, this would require the development and coordination of more comprehensive pro- 
grams, as well as an earnest commitment by educators and legislators to their implementation. This 
process has already begun, and hopefully, will continue to develop over the next decades. 
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APPENDIX  D 

Division of PATHS Lessons into Developmental  Units 

PATHS Key Foundation Unit: 
(Rules, PATHS Kid, Anger Management/Control Signals, Informal PS,- Lessons 
1, 2, 11-12, 90-92, 89) 
Grades K, 1, 2, 3, 4 

Turtle Unit (Volume 1) 
Grades K and/or 1 (or Grade K-3 Special Needs) 

Basic Feelings 
(Happy, Sad, Private, Fine, Excited, Tired, Mad/Angry, Scared, Surprised, Like/Don't Like, Love, 
Hate - Lessons 3-5, 7-9, 14-16, 18-20, 6, 13, 22) 
Grades K, 1,2, possibly 3 

Intermediate Feelings 
(Disgusted/Delighted, Frustrated, Disappointed/Hopeful, Proud/Ashamed, Guilty, Curious/Bored, 
Confused/Worried/Sure, Anxious/Calm, Shy/Lonely, Intensity - Lessons 10, 15-17, 21, 23-32) 
Grades 1, 2, 3 

Advanced Feelings 
(Embarrassed/Humiliated, Jealous/Content, Greedy/Selfish/Generous, Malicious/Kind, Rejected/ 
Included, Excluded, Forgiving/Resentful and related review lessons 
- Lessons 33, 48, 50-54.55-56) 

Grades 2, 3, 4 

Manners 
(lntentionality & Manners - Lessons 38-44) 
Grades 2, 3, 4 

Relationships 
(Friendship, Teasing, Fairness - 95-101, 112-119) 
Grades 2, 3, 4, 5 

Advanced Emotional Intelligence 
(Observing Clues, Privacy, Hiding 
Feelings, Changing Feelings - Lessons 35-36, 45-47) 
Grades 4, 5, 6 

Formal Problem-Solving 
(all of Vol. 4, lessons 57-88) Grades 4, 5 

Review lessons for Self-Control & Problem Solving 
(Lessons 93-94, 102-1 II) 
Grades 5, 6 - but only after having already had Formal Problem Solving Sequence) 

Teaching Manual [all grades] 
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A P P E N D I X  E 

Guilty 

Lesson 26 

GENERAL OBJECTIVES .......... To in formal ly  in t roduce the concept  of respons ib i l i t y  
To further emphasize the importance of self-evaluation 

SPECIFIC OBJECTIVE ............. To introduce the concept of GUILTY 

MATERIALS ............................... Feelings Chart 
Pictures 26A - 26H 
Photographs 51 - 52 
Story: Sandy and the Gum 
Guilty Feeling Face (1 blue) for each child & finished example 
Feeling Faces: Angry, Frustrated, Guilty, Proud 

NOTE ......................................... * The concept of guilt is very complex and difficult, but also ex- 
tremely important for children to understand. If children frequently 
feel guilty for things that they are not really responsible for, they 
may feel anxious and/or unhappy. At the other extreme, children 
who do not feel guilty when they should have an equally serious 
problem and are at risk for delinquency, acting out behavior prob- 
lems, and so forth. In both cases, the problems become more 
difficult to correct as the children get older. In other words, helping 
children learn to achieve a healthy balance between the two ex- 
tremes is very important for emotional health. We therefore be- 
lieve that this is an especially important lesson and urge you to 
take your time in discussing these ideas with your students. 

PROCEDURE ............................ Today during PATHS Time we are going to talk about a new feeling 
called guilty. Point to the Guilty Feeling Face on the Feelings Chart 
and write the word GUILTY on the board or overhead. 

Guilty is the way we feel when we do something wrong or some- 
thing we know we are not supposed to do and we feel badly inside 
about having done it. For example, sometimes we hurt other people 
and then we feel sorry that we hurt them. Then we feel guilty 
about what we did. Feeling guilty is sort of like feeling ashamed, 
sorry, and anxious all at the same time. 

Take the Guilty Feeling Face out of the Feelings Chart and show it 
to the class. This face shows someone who is feeling guilty. Do 
you think that guilty feels comfortable or uncomfortable? Elicit 
responses (uncomfortable). 
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Yes, when we feel guilty, we feel uncomfortable inside, so I'll ask 
(the PATHS Kid) to put the Guilty Feeling Face on the 

blue side of the Feelings Chart. Ask the PATHS Kid to replace the 
Guilty Face in the blue side of the Feelings Chart. 

Feeling guilty is a signal that tells us that we think that we did 
something wrong. Guilt tells us that we are responsible for doing 
a.wrong thing. For example, if I hit my friend on purpose because 
I was mad at her, I would feel ashamed of myself and sorry that I 
hit her. I would know that it was my fault. I would feel guilty for 
having done that. 

Display Photographs 51 and 52 one at a time: Here are some 
photographs of people who feel guilty. Point out the features that 
indicate guilt (e.g., lowered eyes, lowered lips, hanging head, 
slumped body, etc.). Model as needed for further clarification or 
demonstration. 

Show Pictures 26A and 26B one at a time: 

i I t  ~ ,i 
i l l  ~--q' ~ d J  

26A. This boy feels guilty because he went to his friend's house 
to play, even though his mother told him not to go. He feels 
guilty because he disobeyed his mother. You can see that 
his eyes, eyebrows, and mouth are lowered and he's stand- 
ing with his hands behind his back like this (model). 

26B. This man feels guilty because he forgot about his son's soc- 
cer game. He feels sorry because he thinks he hurt his son's 
feelings. His face looks upset and guilty and his body lan- 
guage looks like he's asking his son to forgive him (explain 
further if needed). 

Now let's practice the word GUILTY together. Remember to try to 
look and feel guilty while we practice. 

Say/sign and Spelt/fingerspell the word GUILTY twice: 
GUILTY, G-U-I-L-T-Y, GUILTY, G-U-I-L-T-Y. 
Say/sign the sentence: I FEEL GUILTY. 
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Great job! Now I want to read a story to you about a little boy who 
knows what it's like to feel guilty. The name of the story is "Sandy 
and the Gum." 

SANDY ANDTHEGUM 

Sandy was a little boy with curly hair and big green eyes. Ever 
since he could remember, Sandy's mother had always told him 
that he should never take anything that didn't belong to him. His 
mother also told him that he should never take anything from the 
store unless he paid for it first. That was called "stealing." 

,V?, 
i , i ' I  

One day, Sandy's mother took him to the grocery store. He asked 
his mother to buy him some gum, but she said, "No." Sandy felt 
very angry and frustrated. Show your Angry and Frustrated Feel- 
ing Faces. 

Sandy started to whine and beg. "Please buy me some gum, Mom." 
Show Picture 26C. 

Mother was beginning to get mad. Show your Mad/Angry Feeling 
Face. "No! Now be quiet. I have our shopping to do." 

Mother walked away, while Sandy stood looking at the gum. He 
really wanted that gum a lot, and he was feeling very angry. Show 
your Mad/Angry Feeling Face again. 

Sandy thought, "OK, if my mom won't buy it for me, then I'll just 
take it!" He reached over and put the gum in his pocket. Show 
Picture 26D. 

Sandy knew that he shouldn't do that, he knew he wasn't sup- 
posed to, but he wanted that gum very much, so he did it anyway. 
His mother didn't see him do it. In fact, no one knew he had taken 
the gum except for Sandy. 

After Mother and Sandy got home, Sandy went outside to play. He 
took the gum out of his pocket, but he couldn't put it in his mouth. 
He felt very upset inside. He knew he had done something wrong, 
and he felt very bad about it. Sandy was feeling guilty. Show your 
Guilty Feeling Face. 

That night, Sandy couldn't eat dinner. Sandy's mother asked, "Are 
you sick Sandy?" 
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Sandy replied, "1 don't feel good, may I be excused, please?" 

Sandy was still feeling guilty. Show your Guilty Feeling Face again. 

Sandy went to bed, but he couldn't fall asleep. After a long time, 
he began to have a scary dream: It was a nightmare. A piece of 
gum, as big as a man, had a very angry face and was chasing him. 
He ran and ran, but the Gum Man kept running after him. Sandy 
woke up crying and screaming. Show Picture 26E. 

Mother ran into Sandy's bedroom. "What's the matter? What's 
wrong?" she asked. 

Sandy cried even harder. "1 took the gum--I stole it--and now the 
Gum Man is going to get me. I'm sorry. I'm sorry I was bad." 

Mother saw the gum next to Sandy's bed and she understood. 
"Sandy," she said, "you did something you weren't supposed to 
do, and. now you feel sorry inside. You feel guilty. Show your 
Guilty Feeling Face again. That's why you had that nightmare. 
Tomorrow we will go to the store and do the right thing. We will 
return the gum. Even though returning the gum will be a very hard 
thing to do, you will feel better after you do it." 

The next day, Mother took Sandy back to the store. The man at 
the store looked bigger than he used to. And he wasn't smiling 
like he always did before. 

Sandy hung his head and looked at the floor. Then he said, "1 took 
your gum and I didn't pay you for it. I'm sorry I stole it. Here, you 
can have it back." Show Picture 26E 

The Store Man took the gum and said, "Stealing is a very bad 
thing to do." 

Sandy had big tears in his eyes. "1 know, I feel very guilty." Show 
your Guilty Feeling Face again. The Store Man looked at Sandy. 
"Well, I can see that you are sorry now. Maybe you would like to 
earn the gum." 

"Yes!" said Sandy. 

"OK," said the Store Man. "1 just happen to need some help right 
now. If yo u stack these boxes for me, I will pay you with this gum. 
Does that sound fair to you?" 

"Oh yes!" said Sandy. 

Sandy worked very hard. He stacked the boxes very neatly, just 
the way the Store Man told him to. Show Picture 26G. 
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When Sandy was finished, the Store Man was smiling again. "Here 
is your gum, Sandy. You certainly earned it." Show Picture 26H. 

Sandy didn't feel guilty anymore. Now he felt proud. Show your 
Proud Feeling Face. Sandy put a piece of gum into his mouth. It 
was the best piece of gum he had ever tasted! 

Discuss the story with your students as appropriate to their level: 

1. How did Sandy feel when he stole the gum? (mad or angry 
when he took the gum, and then later, guilty, sorry, upset) 

2. How did other people (Mother, the Store Man) feel when they 
found out that Sandy had stolen the gum? (The story doesn't 
say, so the children will need to speculate, e.g., disappointed 
in him, angry, upset, etc.) 

3. What did Sandy do so he wouldn't feel guilty anymore? (He 
took the gum back to the store and he told the Store Man 
that he had stolen the gum [he confessed].) 

4. Why did Sandy feel proud after he stacked the boxes? (Be- 
cause he worked hard and earned the gum in an honest way 
instead of stealing it.) 

After you have finished discussing the story, tell your students about 
a time when you felt guilty, particularly in relationship to something 
that happened in the classroom or happened to you as a child. 
Then ask your students if they want to share examples about times 
when they have felt guilty about something. What did they do? 
Did it help them not feel guilty anymore? How did other people 
feel? Encourage discussion, and paraphrase, repeat, or clarify as 
necessary to improve understanding. Also empathize as appro- 
priate and praise each child for his or her participation. 

Afterwards, pass out the Guilty Feeling Faces and have the chil- 
dren color in the hair. 

OPTIONAL MATERIAL FOR 
ADVANCED STUDENTS ........... The following material is optional and can be included at your dis- 

cretion, based on the needs and developmental level of your par- 
ticular class. 

* Feeling guilty is a very important signal because guilt can help 
us think about what is right and what is wrong. When we recog- 
nize that we are feeling guilty, we should stop and pay attention to 
it. Then we can ask ourselves what we are feeling guilty about. 
Once we know what we are feeling guilty about, we can ask our- 
selves if we really did something wrong or not. 

89 



Promoting Alternat ive "~'hinkin9 Strategies 

If we did do something wrong, we can try to do something to cor- 
rect what we did, like telling other people that we are sorry. 'v'v'e 
can also learn from our mistakes and we can remember to try not 
to do the same things again. That way, guilt can help us learn to 
control our behaviors. If people don't feel guilty when they do 
wrong things, they will have a very hard time learning from their 
mistakes and learning how to control their behaviors. If people 
don't feel guilty when they do wrong things, they will also probably 
get into trouble a lot. 

* Guilty is sometimes a confusing feeling, though, because some- 
times we feel guilty when we really didn't do anything wrong. For 
example, many people feel guilty when their pets or other people 
die, even though it was not their fault. They feel like they did some- 
thing wrong. If they stop and think about it, then they can remem- 
ber that they did not do anything wrong, so they shouldn't feel 
guilty about it. It isn't our fault when things die. We are not re- 
sponsible. If we feel guilty when someone dies, the guilt signal, or 
feeling, is giving us wrong information. 

If we feel guilty and we decide that we didn't do anything wrong, 
then we know that the guilt signal is giving us mistaken informa- 
tion. Then we can say, "That guilt signal was a false alarm," and 
we can tell ourselves that there is nothing to feel guilty about. 

* Sometimes people feel guilty, but they don't act or look guilty. 
Instead, they act angry at other people. When people become 
angry at others instead of acting or looking guilty, even they don't 
often know that they are really feeling guilty inside! That makes it 
very hard for them and for other'people to know that they really do 
feel guilty inside. 

* Many children are confused about the difference between a guilty 
verdict associated with the judicial system and the internalized guilty 
feeling. This is an important and difficult distinction for children to 
make. You might want to clarify this for your students, if appropri- 
ate to their level: 

Sometimes children feel confused about the difference between 
feeling guilty inside and being judged guilty, like in court. We use 
the same word, but they mean different things. I will explain the 
difference. 

Let's pretend that someone has to go to court because the person 
didn't stop at a red light. The judge will ask the person to explain what 
happened. Then the judge will decide if the person broke the law or 
not. If the judge thinks that the pel:son did break the law, the judge will 
say, "You are guilty of breaking the law. It was your fault." 

That is the same kind of thing that we do inside of ourselves when 
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we feel guilty; we act like a judge to ourselves. If we decide that 
we did something wrong, and we feel sorry about doing it, then we 
feel guilty about it. We feel guilty because we know that we are 
responsible for having done something wrong, and we feel 
ashamed and sorry that we did it. 

REMINDERS ............................. * Make the Compliment List, send home the PATHS Kid Letter, 
and choose the new PATHS Kid for Today. 

* At the end of the lesson, have the children show the Feeling 
Faces that reflect their current feeling states. 

* Point out how the children are feeling and behaving throughout 
the day, especially when they are feeling guilty. Remind them to 
change their faces when appropriate. Remember to change yours 
as well. 

* Whenever appropriate throughout the day, remind your students 
to use the steps on The Control Signals Poster and the Three 
Steps for Calming Down. Also, model these for the class (and talk 
through the process out loud) whenever you have a problem! 

* If you taught the Readiness and Self-Control Unit, think about 
when you want to start the first step of fading-out the material rein- 
forcers (i.e., to once a day). In any case, continue to verbally 
praise "Turtles" whenever the children do them correctly. 
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S A N D Y  AND T H E  G U M  

Sandy was a little boy with curly hair and big green eyes. Ever since he 
could remember, Sandy's mother had always told him that he should 
never take anything that didn't belong to him. His mother also told him 
that he should never take anything from the store unless he paid for it 
first. That was called "stealing." 

One day, Sandy's mother took him to the grocery store. He asked his 
mother to buy him some gum, but she said, "No." Sandy felt very angry 
and frustrated. Show your Angry and Frustrated Feeling Faces. 

Sandy started to whine and beg. "Please buy me some gum, Mom." 
Show Picture 26C. 

Mother was beginning to get mad. Show your Mad/Angry Feeling Face. 
"No! Now be quiet. I have our shopping to do." 

Mother walked away, while Sandy stood looking at the gum. He really 
wanted that gum a lot, and he was feeling very angry. Show your Mad/ 
Angry Feeling Face again. 

Sandy thought, "OK, if my morn won't buy it for me, then I'll just take it!" 
He reached over and put the gum in his pocket. Show Picture 26D. 

Sandy knew that he shouldn't do that, he knew he wasn't supposed to, but 
he wanted that gum very much, so he did it anyway. His mother didn't see 
him do it. In fact, no one knew he had taken the gum except for Sandy. 

After Mother and Sandy got home, Sandy went outside to play. He took the 
gum out of his pocket, but he couldn't put it in his mouth. He felt very 
upset inside. He knew he had done something wrong, and he felt very bad 
about it. Sandy was feeling guilty. Show your Guilty Feeling Face. 

That night, Sandy couldn't eat dinner. Sandy's mother asked, "Are you 
sick Sandy?" 

Sandy replied, "1 don't feel good, may I be excused, please?" 

Sandy was still feeling guilty. Show your Guilty Feeling Face again. 

Sandy went to bed, but he couldn't fall asleep. After a long time, he 
began to have a scary dream: It was a nightmare. A piece of gum, as 
big as a man, had a very angry face and was chasing him. He ran and 
ran, but the Gum Man kept running after him. Sandy woke up crying and 
screaming. Show Picture 26E. 
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Mother ran into Sandy's bedroom. "What's the matter? What's wrong?" 
she asked. 

Sandy cried even harder. "1 took the gum--I  stole i t --and now the Gum 
Man is going to get me. I'm sorry. I'm sorry I was bad." 

Mother saw the gum next to Sandy's bed and she understood. "Sandy," she 
said, "you did something you weren't supposed to do, and now you feel 
sorry inside. You feel guilty. Show your Guilty Feeling Face again. That's 
why you had that nightmare. Tomorrow we will go to the store and do the 
right thing. We will return the gum. Even though returning the gum will be 
a very hard thing to do, you will feel better after you do it." 

The next day, Mother took Sandy back to the store. The man at the store 
looked bigger than he used to. And he wasn't  smiling like he always did 
before. 

Sandy hung his head and looked at the floor. Then he said, "1 took your 
gum and I didn't pay you for it. I'm sorry I stole it. Here, you can have it 
back." Show Picture 26F. 

The Store Man took the gum and said, "Stealing is a very bad thing to do." 

Sandy had big tears in his eyes. "1 know, I feel very guilty." Show your 
Guilty Feeling Face again. The Store Man looked at Sandy. "Well, I can 
see that you are sorry now. Maybe you would like to earn the gum." 

"Yes!" said Sandy. 

"OK," said the Store Man. "1 just happen to need some help right now. 
If you stack these boxes for me, I will pay you with this gum. Does that 
sound fair to you?" 

"Oh yes!" said Sandy. 

Sandy worked very hard. He stacked the boxes very neatly, just the way 
the Store Man told him to. Show Picture 26G. 

When Sandy was finished, the Store Man was smiling again. "Here is 
your gum, Sandy. You certainly earned it." Show Picture 26H. 

Sandy didn't feel guilty anymore. Now he felt proud. Show your Proud 
Feeling Face. Sandy put a piece of gum into his mouth. It was the best 
piece of gum he had ever tasted! 
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APPENDIX F 

THE PATHS CURRICULUM 

Identifying and Expressing Feelings 

Purpose. 

The ability to identify how we feel and how others feel and the capacity to express our feelings 
appropriately are very important for tmderstanding ourselves, relating to others, controlling our 
behaviors, and solving our problems. Often children (and adults) either don' t  know how they feel or 
are confused about how to express their feelings in an adaptive way. This often makes relationships 
very difficult and can make problems worse. Thus, one of the major emphases of  PATHS is to teach 
children how to recognize and talk about feelings. We want to give children alternative ways to 
express feelings other than to just ignore them or act them out. 

Skills. 

In our PATHS lessons, we will discuss many different feelings during the school year. We will begin 
with basic emotions such as happy, sad, angry, and so forth, and later introduce more complex 
emotional states such as embarrassed, shy, and protid. During these lessons, the children will be 
taught such things as different kinds of  clues that help us recognize our own feelings as well as the 
feelings of others, how and why to consider another's point of view, how one's behaviors can affect 
other people, and how the behavior of  others can affect oneself. These lessons will include group 
discussions, reading and writing assignments, role-playing skits, art activities, and stories. 

Comfortable and Uncomfortable Feelings. 

In PATHS, the children will learn that feelings are impoltant signals that give us information. Through- 
out the lessons, we will emphasize that all feelings are natural and OK to have, but that behaviors are 
different from feelings. Behaviors can be "OK" or "Not OK." We will review this difference in a 
number of lessons by using diagrams such as the lollowing: 

Feelings Behaviors 

Comfortable Uncomfortable OK Not OK 

happy angry sharing pushing 
proud sad asking teasing 

exc i ted  disappointed 
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We will talk about having "Comfortable Feelings" and "Uncomfortable Feelings." I will avoid 
using the words "good" and "bad feelings," because children (and adults) often confuse this with 
thinking that certain feelings are "bad" and that we shouldn't have lhem. Obviously, we know that 
this is not true. Both comfortable (e.g., happy, cahn, excited) and uncomfortable feelings (e.g., 
sadness, anger, disappointment) provide us wilh valuable information; when we recognize our feel- 
ings, we can better decide what to do about them. Thus, PATHS teaches us that "All Feelings Are 
OK" but "What You Do (Behaviors) Can Be OK or Not OK." 

Using Feeling Faces. 

In order to help the children use their new feeling words throughout the day, they will be given a 
"feeling face" (made of  paper) to represent each emotion. Uncomfortable feelings will be on blue 
paper and comfortable feelings will be on yellow paper. Certain feelings, such as surprised, will be 
made in yellow and blue. In order to personalize the faces, the children will color in the hair. The 
children will also have a private blank face for times when they do not want to show their feelings. 
Examples of  different feeling faces are shown below: 

Exolted Frultratod 

J.Iolo Proud 

Each child will keep his or her own set of  feeling faces in his or her own feeling box in his or her 
desk. I will also have my own set of  feeling faces, both the children and I will change our faces at 
different points during tile school day. in this way, the children can begin to see how feelings and 
behaviors affect one another when they are really happening and can better understand that feelings 
and behaviors are different things. They will see, for example, that we can feel upset or frustrated, 
but still behave appropriately. The children will also see that talking about feelings (and showing 
their feeling faces) can sometimes be a good solution to a problem. The feeling faces will also help 
the children become more aware of  their own thoughts and feelings, as well as those of others (even 
teachers!). Children usually really enjoy using these faces and after they begin to use them, they 
generally begin to quickly use more mature and correct words to express their thoughts and feelings. 
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Does Talking About Feelings Solve Problems? 

Sometimes it does and sometimes it doesn't. However, even when understanding and discussing feelings 
doesn't solve the problem, it is still an important step in finding an appropriate solution to a problem. 
Talking about feelings helps children to get their feelings under control instead of acting impulsively. In 
addition, it often helps us to feel better when another person listens to our feelings with an understanding 
ear. When we feel better, then we can think more clearly about what to do next. 

No single solution will always work for every problem. We want to teach children that they need to 
think of different solutions to solve problems. However, there are many situations that we all expe- 
rience (failure, disappointment,  grief, etc.) for which the best solution may be to talk with someone 
we feel close to about how we are feeling. 

In addition, the ability to talk about feelings and problems is crucial groundwork for later childhood 
and the teen years when children face difficult di lemnms such as drug use, peer pressure, and sexual 
issues. By then, it is often too late to begin trying to help them feel comfortable with talking to 
parents or other adults about such issues. In short, talking may not solve a problem immediately,  but 
it can encourage trusting relationships and good problem-solving skills. 

Wha t  You Can  Do at Home: 

I. Each day after school, ask yotn child what feeling word(s) he or she learned that clay. 

2. Use the feeling words that your chikl has learned when discussing situations at home 
and explain what new feeling words mean if your child doesn ' t  know them. 

. When your child is experiencing problems, ask him or her to tell you how he or she is 
feeling, if he or she can' t  tell you, provide some alternative labels to try to help him or 
her identify the feelings. For example,  you might say, "Are you feeling fi'ustrated? or 
maybe you ' re  feeling disappointed and furious?" 

4. Try to remember  to tell your child how yon are feeling, so that he or she can become 
more aware of what is going on inside of yot,. In this way, your child can learn to be 
more sensitive to your feelings and to the feelings of others. We ol:ten think that our 
children understand how we are feeling, but they are really confused. Of course, there 
will be limes when you won' t  want to share your feelings, and these are excellent times 
to discuss the importance of  privacy. 
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APPENDIX  G 

PATHS HOME ACTIVITY - LESSON 2 (A)  1 

Name 

This is a picture of how the people in my family looked when I gave them compliments: 

On the back of this paper, draw a picture to show how you felt when you gave the people in your 
family these compliments. 
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Name Date 

P A T H S  H O M E  A C T I V I T Y  - L E S S O N  2(B) 

1. The first person I gave a compliment to was 

The compliment was 

Here's what happened: 

2. The second person I gave a compliment to was 

The compliment was 

Here's what happened: 

3. The third person I gave a compliment to was 

The compliment was 

Here's what happened: 

On the back of this paper, draw a picture or pictures to show how you felt when you gave these 
people their compliments. 

100 



~ / ~ e / / ~  for Violence Prevention 

REFERENCES 

Battistich, V., Solomon, D., Watson, M., Solomon, J., & Schaps, E. (1989). Effects of an elementary 
school program to enhance prosocial behavior on children's cognitive social problem-solving 
skills and strategies. Journal of Applied Developmental Psycholog3, 10, 147-169. 

Bierman, K., Greenberg, M. T., & Conduct Problems Prevention Research Group (1996). Social 
skills in the FAST Track Program. In. R. DeV. Peters & R. J. McMahon (Eds.). Preven- 
tion and early intervention: Childhood disorders, substance abuse, and delinquency (pp. 
65-89). Newbury Park, CA: Sage. 

Bronfenbrenner, U. (1979). The ecology of human development: Eaperiments by nature and 
design. Cambridge, MA: Harvard University Press. 

Bryclen, M. P., & Ley, R. G. (1983). Right-hemispheric involvement in the perception and expres- 
sion of emotion in normal humans. In K. M. Heilman & P. Satz (Eds.), Neuropsychology 
of human emotion (pp. 6-44). New York: Guilford Press. 

Conduct Problems Prevention Research Group (1992). A developmental and clinical model for the 
prevention of conduct disorders: The FAST Track Program. Development and Psychopa- 
thology, 4, 509-527. 

Consortium on School-Based Promotion of Social Competence (1994). The school based promotion 
of social competence: Theory, research, practice, and policy. In R. J. Haggerty, L. Sherod, N. 
Garmezy, & M. Rutter (Eds.), Stress, risk and resilience in chiMren and adolescents: 
Processes, mechanisms, and interaction. New York: Cambridge University Press. 

Cook, P. J., & Laub, J. H. (1997) (Forthcoming). The unprecedented epidemic in youth violence. In 
M. H. Moore and M. Tonry (Eds.), Crime and justice. Chicago: University of Chicago Press. 

Davidson, R. J. (1994). Asymmetric brain function, affective style, and psychopathology: The role 
of early experiences and plaslicity. Development and Psychopathology, 6, 741-758. 

Davis. L., & Tolan, R H. (I 993). Alternative and p,'eventive intervention. In R H. Tolan & B. J. 
Cohler (Eds.), Handbook of clinical research and practice with adolescents. New York: 
John Wiley and Sons. 

Denham, S. A., & Couchoud, E.A. (I 990). Young preschoolers' understanding of emotions. Child 
Study Journal. 20, 171 - 192. 

Denham, S. A., & Burton, R. (1996). A socio-emotional intervention program for at risk fot, r-year- 
olds. Journal of School Psychology, 34, 225-245. 

Dewey, J. (1933). How we think. Boston: D. C. Heath. 

I01 



Promoting Aiternative Thinking Strategies 

Dodge, K. A. (1986). A social information processing model of social competence in children. In 
M. Perlmutter (Ed.), Cognitive perspectives on children's social behavior and behavioral 
development. The Minnesota Symposium on Child Psychology: Vol. 18. Hillsdale, NJ.: 
Lawrence Erlbaum. 

Durlak, J. A. (1995). School-based prevention programs for children and adolescents. Thousand 

Oaks, CA: Sage. 

Dusenbury, L., & Falco, M. (1995). Keeping score: What are we getting for our federal drug 
control dollars. Washington D.C.: Drug Strategies. 

D'Zurilla, T. J., & Goldfried, M. R. (1971). Problem solving and behavior modification. Journal of 
Abnormal Psycholog3, 78, 107-126. 

Elias, M. J. (1987). Establishing enduring prevention programs: Advancing the legacy of 
Swampscott. American Journal of Community Psychology, 15, 539-554. 

Elias, M. J., & Clabby, J. E (1989). Social decision-making skills: A curriculum guide for the 
elementao, years. Rockville, MD: Aspen Publishers. 

Elias, M. J., Gara, M. A., Schuyler, T. F., Branden-Muller, L. R., & Sayette, M. A. (1991). The 
promotion of social competence: Longitudinal study of a preventive school-based 
program. American Journal of Orthopsychiato,, 61,409-417. 

Elias, M. J., & Weissberg, R. P. (1990). School-based social competence promotion as a primary 
prevention strategy: A tale of two projects. In R. R Lorion (Ed.), Protecting the children: 
Strategies for optimizing emotional and behavioral development (pp. 177-200). New 
York: Haworth Press. 

Elias, M. J., Zins, J. E., Weissberg, K. S., Greenberg, M. T., Haynes, N. M., Kessler, R., Schwab- 
Stone, M. E., & Shriver, T. R (1997). Fostering knowledgeable, responsible and caring 
students: Social and emotional educational strategies. Washington, D.C.: Association 
for Supervision and Curriculum Development. 

Elliott, D. S. (1993). Health enhancing and health compromising lifestyles. In S. G. Millstein, A. C. 
Petersen, & E. O. Nightingale (Eds.), Promoting the health of adolescents: New directions 
for the 21 ~' centuo,. New York: Oxford. 

Elliott, D. S. (1994). Serious violent offenders: Onset, developmental course and termination. 
Criminology. 32,701-722. 

Fagan, J. (1996). The comparative advantage of the juvenile verses criminal court sanctions on 
recidivism among adolescent felony offenders. Law and Polic); 18, 77-112. 

102 



~;~e / /~ '~d~  for Violence Prevention 

Farrington, D. P. (1994). Early developmental prevention of juvenile delinquency. Criminal 
Behavior and Mental Health, 4, 209-227. 

Fox, J. A. (1996). Trends in juvenile violence: A report to the United St,tes Attorltey Gelter, I olz 
current and future rates of.juvenile offending. Washington, D.C.: Bureau of Justice 
Statistics, U.S. Department of Justice. 

Fox, N. A. (1994). Dynamic cerebral processes underlying emotion regulation. In N. Fox (Ed.), 
Monographs of the society for research in child development: Vol. 59. The development 
of emotion regulation: Biological and behavioral considerations (pp. 152-166). 

Fox, N. A., & Davidson, R. J. (Eds.). (1984). The psychobiology ofc(ffective development. 
Hillsdale, N. J.: Lawrence Erlbaum. 

Frazier, C. E., Bishop, D. M., & Lanza-Kaduce, L. (1997). "Get tough" juvenile reforms: Does 
"adultification" make matters worse? (Unpublished). Gainesville, FL: University of Florida. 

Freud. S. (1957). The unconscious. In J. Strachey (Ed. and Trans.), The standard edition of the 
complete psychological works of Sigmund Freud: Vol. 14 (pp. 159-215). London: Hogarth 
Press. (Original work published 1915). 

Gallop, G. Jr. (1994). The Gallop Poll Monthly, No. 347 (p. 13). Princeton, N J: The Gallop Poll. 

Goleman, D. (1995). Emotional intelligence. New York: Bantam Books. 

Gottfredson, D. C. (1997). School-based crime prevention. In L. W. Sherman, D. C. Gottfredson, 
D. MacKenzie, J. Eck, P. Reuter, & S. Bushway (Eds.), Preventing crime: What works, 
what doesn't, what ,  promising: A report to the United States Congress. University of 
Maryland (unpublished). 

Greenberg, M. T., & Kusch6, C. A. (1993). Promoting social and emotional development in deaf 
children: The PATHS Project. Seattle: University of Washington Press. 

Greenberg, M. T., & Kusch6, C. A. (1996). The PATHS Project: Preventive intervention Jor 
children. Final Report to The National Institt, te of Mental Health, Grant No. 
R01MH42131. 

Greenberg, M. T., & Kusch~, C. A. (1997, April). hnproving children ~" emotion regulation and 
social competence: The effects of the PATHS Curriculum. Paper presented at meeting of 
the Society for Research in Child Development, Washington, D.C. 

Greenbe,'g, M. T., & Kusch6, C. A. (1998a). Preventive intervention for school-aged deaf children: 
The PATHS Curricultun. Journal of Deaf Studies and Deaf Education, 3, 49-63. 

103 



Promoting Alternat ive Thinking Strategies 

Greenberg, M. T., & Kuschd, C. A. (1998b). Promoting social competence and preventing malad- 
justment in school-aged children: The effects of the PATHS Curriculum. Manuscript 
submitted for publication. 

Greenberg, M. T., & Kusch6, C. A. (1998c). Promoting social competence and preventing malad- 
justment in special needs children: The effects of the PATHS Curriculum. Manuscript 
submitted for publication. 

Greenberg, M. T., Kusch6, C. A., Cook, E. T., & Quamma, J. P. (1995). Promoting emotional 
competence in school-aged children: The effects of the PATHS Curriculum. Development 
and Psychopathology, 7, 117-136. 

Greenberg, M. T., Kusch6, C. A., & Speltz, M. (1991). Emotional regulation, self-control and 
psychopathology: The role of relationships in early childhood. In D. Cicchetti and S. Toth 
(Eds.), Rochester Symposium on Developmental Psychopathology: Vol. 2. New York: 
Cambridge University Press. 

Greenberg, M. T., & Snell, J. (1997). The neurological basis of emotional development. In R 
Salovey (Ed.), Emotional development and emotional literacy (pp. 93-119). New York: 
Basic Books. 

Greenspan, S. I. (1992). Infancy and early childhood: The practice of clinical assessment and 
intervention with emotional and developmental challenges. Madison, CN: International 
Universities Press. 

Greenwood, R W., Model, K. E., Rydell, C. P., & Chiesa, J. (1996). Diverting children firm a hfe 
o/crime: Measuring costs and bene/i'ts. (Unpublished). Santa Monica, CA: The Rand 
Corporation. 

Grossman, D. C., Neckerman, H. J., Koepsell, T. D., Liu, R Y., Asher, K. N., Beland, K., Frey, K.. & 
Rivara, E R (1997). The effectiveness of a violence prevention cmTiculum among children in 
elementary school. Journal of the American Medical Association, 277, 1605-1611. 

Hawkins, J. D., Catalano, R. E, & Miller, J. Y. (1992). Risk and protective factors for alcohol and 
other drug problems in adolescence and early adulthood: hnplications for substance abuse 
prevention. Psychological Bulletin. 112, 64-105. 

Hawkins, J. D., & Weis, J. G. (1985). The social development model: An integrated approach to 
delinquency prevention. Journal oJ'Primat3' Prevention, 6, 73-97. 

Hindley, R, Reed, R., Jeffs, J., & McSweeney, M. (1988). An evaluation of a social alld emotional 
intervention for deqfchildren. Unpublished manuscript, St Georges Hospital: London. 

104 



~7~L~e/~'~/~ for V io lence  Prevent ion 

Howell, J. C., Krisberg, B., Hawkins, J. D., & Wilson, J. J. (1995). Sourcebook on serious violence 
and chronic juvenile offenders. Thousand Oaks, CA: Sage. 

Institute of Medicine. (1994). Reducing risks for mental disorders: Frontiers for preventive 
intervention research. Washington, D.C.: National Academy Press. 

Jessor, R., & Jessor, S. (1977). Problem behavior and psychosocial development: A longitudinal 
study of youth. New York: Academic Press. 

Johnston, L. D., Bachman, J. G., & O'Malley, P. M. (1996). High school seniors reporting that they 
worry about selected problems. In K. Maguire & A. L. Pastore (Eds.), Sourcebook of 
criminal justice statistics. Washington D.C.: U.S. Department of Justice, Bureau of 
Justice Statistics. USGPO. 

Kandel, D., Simcha-Fagan. O.. & Davies, M. (I 986). Risk factors for delinquency and illicit drug 
use fi'om adolescence to young adulthood. Journal of Drug Issues, 16, 67-90. 

Katan, A. (1961). Some thoughts about the role of verbalization in early childhood. Psychoanalytic 
St,dy of the Child, 16. 184-188. 

Kazdin, A. E. (1990. June). Prevention of conduct disorder. Paper presented at the National 
Conference on Prevention Research, NIMH, Bethesda, MD. 

Kazdin, A. E. (1993). Treatment of conduct disorder: Progress and directions in psychotherapy 
research. Development and Psychopathology, 5, 277-310. 

Kendall, P. C., & Braswell, L. (1985). Cognitive-behavioral theral)yfor impulsive children. New 
York: Guilford Press. 

Kendler, T. S. (1963). Development of mediating responses in children. In J. C. Wright & J. Kagan 
(Eds.), Monographs of the society for research in child development: Vol. 28. Basic 
cognitive processes in children (pp. 33-51 ). 

Kopp, C. (1982). The antecedents of self-regulation. Developmental Psychology, 18, 199-214. 

C. A. (1984). The understanding oJemotion concepts by deaf childlen: An assessment of an 
a[fective education cttrricuhtm. Unpublished doctoral dissertation, University of Washington. 

C. A., & Greenberg, M. T. (1994). 771e PATHS Curriculum: Pivmoting Alternative 
THinking Strategies. Seattle: Developmental Research and Programs. 

C. A., Riggs, R., & Greenberg, M. T. (in preparation). Emotional literacy, adjustment altd 
achievement in the 21 -~' centut3,. 

Kusch6, 

Kusch6, 

Kusch6, 

105 



Promoting Al ternat ive  Thinking Strategies 

Krisberg, B., & Onek, D. (1994). Proven prevention and intervention pro.~rams for serious, violent 
and chronic juvenile offendeJw. San Francisco: National Council on Crime and Delinquency. 

Lipsey, M. W. (1992). Juvenile delinquency treatment: A meta-analytic inquiry into the variability 
of effects. In T. Cook, et al. (Eds.), Meta analysis.for explanation: A casebook. New 
York: Russell Sage Foundation. 

Lipsey, M. W. (1997). Can intervention rehabilitate serious delinquents? Research on the cenu'al 
premise of the Juvenile Justice System. Paper presented at the Symposium on the Furore 
of the Juvenile Court, Philadelphia. 

Lipsey, M. W., & Wilson, D. B. (1997). Effective interventioJzsfor seriousjuvelzile offenders: A 
synthesis c)[ research. Nashville, TN: Vanderbilt University. 

Lipton, D., Martinson, R., & Wilks, J. (1975). The effectiveness of correctional treatment: A 
survey of treatment evaluation studies. New York: Praeger. 

Loeber, R., & Farrington, D. R (1997) (Forthcoming). Never too early, never too late: Risk 
factors and successful interventions for serious and violent.juvenile offenders. Thousand 
Oaks, CA: Sage. 

Luria, A. R. (1980). Higher corticalfimctions in man. New York: Basic Books. 

MacKenzie, D. L., Shaw, J. W., & Souryal, C. (1992). Characteristics associated with successfnl 
adjustment to supervision: A comparison of parolees, probationers, shock participants and 
shock dropouts. Criminal Justice and Behavim; 19, 437-454. 

Maguire, K., and Pastore, A. L. (1996). Sourcebook of criminal justice statistics, 1995. Washing- 
ton D.C.: U.S. Department of Justice, Bureau of Justice Statistics, USGPO. 

Malatesta, C. Z., & lzard, C. E. (1984). The ontogenesis of human social signals: From biological 
imperative to symbol utilization. In N. A. Fox & R. J. Davidson (Eds.), The psychobiol- 
ogy ofq/fective development (pp. 161-206). Hillsdale, N. J.: Lawrence F~rlbaum. 

Martinson, R. (1974). "What works?" Questions and answers about prison reform. Public Interest. 
June, 22-25. 

Mayer, J. D., & Salovey, R (1997). What is emotional intelligence. In P. Salovey (Ed.), Emotional 
development and emotional literacy (pp. 3-31 ). New York: Basic Books. 

McMahon, R. J., Slough, N. M., & The Conduct Problems Prevention Research Group (1996). 
Family-based intervention in the FAST Track Program. In. R. DeV. Peters & R. J. 
McMahon (Eds.), Prevention and early intervention: Childhood disorders, substance 
abuse, and delinquency (pp. 90-110). Newbury Park, CA: Sage. 

106 



~;~ae//~--&t,& for  V i o l e n c e  P r e v e n t i o n  

Meichenbaum, D. (1976). Toward a cognitive theory of self control. In B. B. Lahey & A. E. Kazdin 
(Eds.), Advances in clinical childpo,chology: Vol. 2 (pp. 1-33). New York: Plenum Press. 

Moffitt, T. E. (1993). Adolescence-limited and life-coursc-pcrsistent antisocial behavior: A 
development taxonomy. Psychological Review, I00, 674-701. 

National Research Council (1993). Losing generations: Adolescents in high risk settings. Washington 
D.C.: National Academy Press. 

Office of Juvenile Justice and Delinquency Prevention (1995). Guide for implementing the 
comprehensive strategy for serious violent and chronic juvenile offenders. Washington 
D.C.: Office of Juvenile Justice and Delinquency Prevention. 

Osgood, D. W., Johnston, L., O' Malley, R, & Bachman, J. (1988). The generality of deviance in 
late adolescence and early adulthood. American Sociological Reviem 53, 81-93. 

Pellegrini, D. S., & Urbain, E. S. (1985). An evahmtion of interpersonal cognitive problem solving 
training with children. Journal of Child Psychology & Psychiato, , 26, 17-41. 

Peterson, E. (1996). Juvenile boot camps: Lessons learned. Fact Sheet #36, Office of Jt, venile 
Justice and Delinquency Prevention. Washington D.C.: Office of Juvenile Jt, stice and 
Delinquency Prevention. 

Pine, F. (1985). Developmental theoo' and clinical process. New Haven: Yale University Press. 

Podkopacz, M. R., & Feld, B. (1996). The end of the line: An empirical study of judicial waiver. 
The Journal of Criminal l_znt, & Criminology, 86, 449-492. 

Powell, K. E., & Hawkins, D. F. (1996). Youth violence prevention. American Journal of Preven- 
tive Medicine. 12 (Supplement), 1-134. 

Robin, A. L., Schneider, M., & Dolnick, M. (1976). The Turtle Technique: an extended case study 
of self control in the classroom. Psychology in the Schools, /3, 449-453. 

Rubin, K. H., & Krasnor, L. R. (1986). Social cognitive and social behavioral perspectives on 
problem solving. In M. Perlmutter (Ed.), Cognitive perspectives on children ~" social and 
behavioral development: Vol. 18 (pp. 1-68). 

Schore, A. (1994). Affect regulation and tile origins of the self" Neurobiology of emotional 
development. Hillsdale, N J: Erlbaum. 

Schore, A. (1996). The experience-dependent maturation of a regulatory system in the orbital 
prefrontal cortex and the origin of developnlental psychopathology. Development and 
Psychopatholog 3, 8, 59-88. 

107 



Promoting Alternat ive Thinking Strategies 

Sechrest, L., White, S., & Brown, E. (1979). Rehabilitation of criminal offoMers: Problems and 
prospects. Washington D.C.: National Academy of Sciences. 

Shaw, J. W., & MacKenzie, D. L. (1992). The one-year community supervision performance of 
drug offenders and Louisiana DOC-identified substance abusers graduating fi'om shock 
incarceration. Journal of Criminal Justice. 20, 501-516. 

Sherman, L. W., Gottfiedson, D. C., MacKenzie, D., Eck, J., Reuter, P., & Bushway, S. (1997). 
Preventing crime: What works, what doesn 7, what~ promising: k report to the U. S. 
Congress. University of Maryland. 

Shure, M. B., & Spivak, G. (1988). Interpersonal cognitive problem solving. In R. H. Price, E. L. 
Cowen, R. P. Lorion, & J. Ramos-McKay (Eds.), Fourteen ounces of prevention: A casebook 
for practitioners (pp. 69-82). Washington, D.C.: American Psychological Association. 

Shure, M. B., & Spivak, G. (1978). Problem-solving techniques in childrearing. San Francisco: 
Jossey Bass. 

Solomon, D., Watson, M. S., Delucchi, K. L., Schaps, E., & Battistich, V. (1988). Enhancing 
children's prosocial behavior in the classroom. American Educational Research Journal, 

25, 527-554. 

Spivak, G., & Shure, M. B. (1974). Social adjustment of young children. San Francisco: Jossey-Bass. 

Tolan, P. H., & Guerra, N. G. (1994). What works in reducing adolescent violence: An empirical 
review of the field. Boulder, CO: Center for the Study and Prevention of Violence. 

Urbain, E. S. (1983). Matmal of classroom activities Jbr social-skill development (elemental3~ 
grades). St. Paul: Wilder Child Guidance Clinic. 

Urbain, E. S., & Savage, P. (1989). Interpersonal cognitive problem-solving training with children 
in the schools. In J. N. Hughes and R. J. Hall (Eds.), Cognitive-behavioral psychology m 
the schools." A comprehe~zsive handbook. New York: Guilford Press. 

Vygotsky, L. S. (1978). Mind iJl socieo,. Cambridge, Mass.: Harvard University Press. 

Washington State Institute for Public Policy (1998). Watching the bottom line: Cost-effective 
interventions for reducing crime in Washington. Olympia, WA.: The Evergreen State 
College. 

Webster, D. W. (1993). The unconvincing case for school-based conflict resohition. Health Affairs, 

12, 126-141. 

108 



~/~e/4,~e~a& for  V i o l e n c e  P r e v e n t i o n  

Weissberg, R. E, Caplan, M. Z., & Bennetto, L. (1988). The Yale-New Haven Middle-School 
Social Problem Soh,ing (SPS) Program. New Haven, CT: Yale University. 

Weissberg, R. E, Caplall, M. Z., & Sivo, E J. (1989). A new conceptual framework for establishing 
school-based social competence promotion programs. In L. A. Bond & B. E. Compas 
(Eds.), Prima O, prevention and promotion in the schools (pp. 255-296). Newbury Park, 
CA: Sage. 

Weissberg, R. P., & Elias, M. J. (1993). Enhancing young people's social competence and health 
behavior: An important challenge for educators, scientists, policy makers, and funders. 
Applied & preventive psychology: Current scientific perspectives, 3, 179-190. 

Weissberg, R. P., Gesten, E. L., Rapkin, B. D., Cowen, E. L., Davidson, E., de Apodaca, R. E, & 
McKim, B. J. (1981). Evaluation of a social-problem-solving training program for 
suburban and inner-city.third-grade children. Journal of Consulting & Clinical Psychol- 
ogy, 49, 251-26 I. 

Weissberg, R. R, & G,-eenberg, M. T. (1997). School and community competence-enhancement 
and prevention programs. In W. Damon (Series Ed.), 1. E. Sigel & K. A. Renninger (Vol. 
Eds.), Handbook of child psychology: Vol 5. Child psychology in practice (5 'hed.). New 
York: John Wiley & Sons. 

White, H., Johnson, V., & Garrison, C. (1985). The drug-crime nexus among adolescents and 
their peers. Deviant Behaviol: 6, 183-204. 

White, S. H. (1965). Evidence for a hierarchical ar,-angement of learning processes. In L. R 
Lipsett, & C. C. Spiker (Eds.), Advances in child development and behavior: Vol. 2. New 
York: Academic Press. 

William T. Grant Consortit, m on the School-Based Promotion of Social Competence (1992). Drug 
and alcohol prevention curricuh~. In J. D. Hawkins. R. F. Catalano, & Associates (Eds.), 
Communities that care: Action for drug abuse prevention (pp. 129-148). San Francisco: 
Jossey-Bass. 

Wright, W. E., & Dixon, M. C. (1977). Community prevention and treatnmnt of juvenile delin- 
quency: A review of evaluation stt, dies. Journal of Research in Crime and Delinquency 
14, 35-62. 

I 

r 

109 



FOR FURTHER INFORMATION ON THE 
PROMOTUNG ALTERNATIVE T H I N K I N G  STRATEGIES (PATHS) 

PROGRAM CONTACT: 

Mark Greenberg, Ph.D., Principal Investigator 
Director, Prevention Research Center 

Penn State University 
110 HDFS - Henderson Building South 

University Park, PA 16802-6504 
Phone: (814) 863-0112 
Email: mxg47 @ psu.edu 

For lnl:ormation on the PATHS Curriculum Contact: 

Customer Service 
Developmental Research and Programs 

130 Nickerson, Suite 107 
Seattle, WA 98109 

(800) 736-2630 
Email: sales@drp.org 

www.drp.org 








