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ABSTRACT. In response to the rising levels of school conflict, the
present study investigated a new approach to conflict resolution for mid-
dle and high school students using interactive drama and role play called
the Win-Win Resolutions program. The standardized curriculum deliv-
ered within the school setting includes strategies for self-control and
anger coping, self-management of feelings, and interpersonal problem-
solving. Participants included 2,440 students using a pre-post survey
methodology. Results indicated middle and high school students show-
ing a decrease in their levels of relational aggression, and high schools
students showing a decrease in their levels of physical aggression. Fur-
thermore, high school students indicated an increase in their levels
of effective communication while both middle and high school students
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exhibited an increase in their general knowledge regarding positive conflict
resolution strategies. Implications and recommendations for school-based
conflict resolution programs are offered. doi:10.1300/J202v06n04_04 [Article
copies available for a fee from The Haworth Document Delivery Service:
1-800-HAWORTH. E-mail address: <docdelivery@haworthpress.com> Web-
site: <http://www.HaworthPress.com> © 2007 by The Haworth Press. All rights
reserved.]
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INTRODUCTION

Students’ aggressive and violent behavior at school remains a signifi-
cant threat to safe and secure learning environments. The National Cen-
ter for Education Statistics reported that 13% of ninth through twelfth
graders had been in a physical fight on school property (DeVoe, Peter,
Noonan, Snyder, & Baum, 2005). According to the Youth Risk Behav-
ior Survey, 9% of students nationwide had been threatened or injured
with weapons during the previous 12 months (Grunbaum et al., 2004).
Statistics such as those exemplify physically aggressive behavior (e.g.,
pushing, hitting, slapping, biting). Perhaps equally destructive to the
learning environment, are the school-based incidents of relational ag-
gression such as gossip, malicious teasing, taunting, and peer rejection,
which occur in approximately 14% of our nation’s students (DeVoe,
Kaffenberger, & Chandler, 2005).

The final manifestation of violence and aggression may vary in form–
relational or physical–and in severity, but traced back to its roots lies
unsettled conflict (Lockwood, 1997). Schools have embraced strategies
to reduce conflict among students, their peers, and teachers (Johnson &
Johnson, 1996). Conflict resolution education involves “. . . a set of
problem-solving principles, a structured process of problem-solving
strategies, and a set of foundational abilities that youth need to resolve
conflicts effectively” (Crawford & Bodine, 2001, p. 22). Conflict reso-
lution programs have demonstrated beneficial results across several
domains such as academic achievement (Stevahn, Johnson, Johnson, &
Real, 1996), classroom fighting (Meek, 1992), disciplinary referrals
(Woodworth & Bodine, 2001), and suspensions (McDonald & Moriarty,
1990; Umbreit, 1991).

Crawford and Bodine (1996) outlined four basic approaches of conflict
resolution education. First, in process curricula, students receive conflict
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resolution instruction through a self-contained course, curriculum, or
lesson plan. Second, mediation approaches involve training only select-
ed individuals (students and/or teachers) that will play a neutral third-
party role in resolving student conflict. The third approach, known as
peaceable classroom, integrates conflict resolution instruction into the
very fabric of the classroom curriculum. Conflict resolution education
meshes seamlessly with both core subject matter and classroom man-
agement techniques. Finally, the peaceable school approach is a whole-
school methodology that builds on the peaceable classroom model to
establish shared norms and behaviors throughout the entire school.

Less utilized have been approaches to conflict resolution that use in-
teractive drama as the primary pedagogical tool. Although there are a
few published dramatic approaches to changing children’s behavior,
most provide little empirical evidence to support its effectiveness. For
example, Fine and Macbeth (1996) have described what they called
“psychodrama workshops” designed to change destructive behavior,
but specific data are not provided for large groups. Smith, Walsh, and
Richardson (1985) created the Clown Club, which is a short-term thera-
peutic group for latency-age children that uses drama for conflict reso-
lution, but data are presented only for five girls. Clearly, there is limited
empirical research examining alternative approaches to conflict resolu-
tion such as interactive drama and role play, although theory suggests
that this pedagogical tool might be effective.

Role plays have been reported to facilitate change in children’s affec-
tive and cognitive sets (McClure, Miller, & Russo, 1992; Schmitt, 1981).
Therefore, it is likely that role play also might facilitate change in the spe-
cific cognitive set of conflict resolution skills. Because cognitive and atti-
tudinal factors contribute to conflict resolution strategies (Cornell &
Loper, 1998), it is important to target behavior patterns and provide op-
portunity to create new skills and attitudes regarding conflict. Critics may
argue that role playing typical school conflicts is not the same as “the
real thing.” That being the case, child development experts such as
Schwartzman (1978) point out that role play “creates and contains its own
‘reality’, which is characterized by allusion to, not distortion of, events”
(p. 219). It is presumed that once these more positive conflict resolu-
tion strategies are externally manifested through role play and creative
drama, they can become internalized and adopted by participants. From a
social-cognitive perspective, these social experiences (positive role mod-
eling of conflict resolution) shape cognitive processes (information-pro-
cessing that guides problem-solving), which in turn create behavior
patterns that can either be positive or negative (Dodge, 1986). Because
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each child learns these skills at different rates, role playing allows the
“performers” to move in and out of the script so that they can approach
and absorb new skills at a rate that is comfortable for them.

It is a long-held belief among many child development experts that
for learning to occur, children must be “actors” and master new skills
through real experiences (Froebel, 1912; Wolfgang, 1974). In this
sense, children’s play produces skill building through theatrical activ-
ity. Compared with paper-based or lecture-based violence reduction
programs, role play and theatrical scripts that elicit active (as opposed to
passive) engagement of students may increase conflict resolution skills.
When conducted in a group setting such as a classroom, not only do the
student actors benefit from actively “trying on” new roles to conflict
resolution, but observers can critique how well that role might work for
them. These dynamics create a social learning experience in which
ways to handle conflicts positively are modeled (Bandura, 1977) at an
age when identity development is crucial (Erikson, 1950).

Despite these theoretical and intuitive links, there is a dearth of re-
search on how role play and creative drama change children’s approaches
to conflict resolution. Moreover, in the current climate of evidence-based
programming, it is critical that community-based program developers
use systematic evaluative approaches to examine the strengths and
weaknesses of their work. Thus, the current evaluation utilizes a strong
empirical framework across a wide age range to examine a new pro-
gram called Win-Win Resolutions. This program was developed partly
in response to Goal 7 of the National Education Goal Panel report
(NEGP, 1997), which urges for a decrease in violence in public schools.
Win-Win Resolutions is a nonprofit organization dedicated to crisis
prevention by teaching conflict resolution skills to children, adoles-
cents, parents and educators. Win-Win’s teaching methodology utilizes
interactive drama and professional counselors to actively engage stu-
dents in adapting peaceful and positive solutions to conflict. To our
knowledge, this type of program has not been implemented in a stan-
dardized format. Based upon previous research and theory (e.g., Fine &
Macbeth, 1996; McClure et al., 1992), it was hypothesized that after
receiving the Win-Win Resolutions program curriculum, (1) there will
be an increase in knowledge of key concepts related to effective conflict
resolution, (2) there will be a decrease in aggressive attitudes toward
conflict resolution, and (3) there will be an increase in effective commu-
nication skills.
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METHODS

Participants

The population of interest included 1,022 middle school students and
1,418 high school students currently enrolled at Title I public schools
across Guilford County, North Carolina. Thus, a total of 2,440 students
participated in the Win-Win Resolutions program. Forty-nine percent
(49%) of the sample were girls; 51% were boys. In terms of ethnicity, ap-
proximately 63% were African Americans, 14% Caucasians, 7% Asians,
7% Hispanics, and 6% Biracial (3% did not report their ethnicity).

Measures and Instrumentation Development

A pre-post measure was developed using a participatory evaluation
approach (Greenwood, Whyte, & Harkavy, 1993; McTaggart, 1997) and
in coordination with the program developer to measure attitudes and
knowledge regarding conflict resolution. The measure included 35
Likert scale items that assess attitudes regarding conflict resolution,
with responses rated on a 4-point scale from 1 = Almost Never through
4 = Almost Always. Additionally, 10 multiple choice questions and 10
true/false questions were added to assess knowledge about conflict res-
olution. A composite score was created by giving each student one
“point” for each question he/she answered correctly. The composite
score was compared with pre and post study data to determine whether
there was an increase in knowledge after the Win-Win program.

Based on current recommended guidelines (Costello & Osborne,
2005; DeVet, Ader, Terwee, & Pouwer, 2005), an exploratory factor
analysis using principal components analysis techniques was computed
for the 35 Likert items included in the measure. Using eigenvalues of
2.0 or greater (a more stringent criteria was used rather than the tra-
ditional cut-off of 1.0 based on the concept of over-factoring rather than
under-factoring; see Fabrigar, Wegener, MacCallum, & Strahan, 1999)
and orthogonal varimax rotation as recommended (see Browne, 2001),
the factor analysis revealed three discrete factors. The items in Factor 1
related to fighting, and thus, were labeled Physical Aggression. The
items in Factor 2 related to positive communication and compromising,
and thus, were labeled Effective Communication. The items in Factor 3
related to starting rumors and gossiping about others, and thus, were
labeled Relational Aggression. The item-test correlations for each item
and the rotated component matrix are included in Appendix A. It should
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be noted that five items did not load on any of the factors (Items 2, 20,
23, 28, and 31) and were not used in further analyses. In sum, the three
factors are (1) Physical Aggression, (2) Effective Communication, and
(3) Relational Aggression.

Internal consistency (Cronbach’s alpha) analyses were conducted
to assess the reliability of the factor structure, with alphas of .70 or
above indicating good reliability. For the Physical Aggression factor,
the alpha was .78 at T1 and .77 at T2. For the Effective Communication
factor, the alpha was .78 at T1 and .80 at T2. For the Relational Aggres-
sion factor, the alpha was .70 at T1 and .72 at T2.

Procedures

Participants in the study were given the pre-test before the program
began (i.e., at the beginning of the first session of the program). Stu-
dents were introduced to the Win-Win staff and the lead counselor
explained that the students were going to complete a brief assessment
designed to measure their knowledge and attitudes regarding conflict
resolution. The students completed a demographic information section
and were assured that the information would be kept confidential (they
were asked to indicate their initials rather than their full names to help
alleviate concerns regarding confidentiality). The students also were
assured that nobody would see their responses except an outside re-
searcher who was not affiliated with their school. The counselor read a
sample question in the class to make sure that the students understood
how to complete the measure. Students completed the measure in ap-
proximately 20 minutes.

Staff members consisted of both counselors (n = 19) who had a mini-
mum of a masters degree in either counseling or social work, and theatre
instructors (n = 13) who had a minimum of a bachelors degree. Staff
members worked in pairs (one counselor paired with one theatre in-
structor) to deliver the curriculum, with counselors implementing the
skill-building activities and theatre instructors implementing the role-
playing activities. Among counselors, there were three male counselors
(16 female counselors; 53% Caucasian; 47% African American). Among
theatre instructors, there were four males (nine females; 69% Cauca-
sian; 31% African American). Both counselors and theatre instructors
received 24 hours of intensive training, which included 6 hours of con-
flict resolution training, 3 hours of diversity sensitivity training, and
15 hours of curriculum training for program reliability. These training
sessions were delivered across 4 days (6 hours per day).1
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Because the primary emphasis of the Win-Win Resolutions program is
on the acquisition of skill-based learning to produce desired behavioral
changes, the curriculum included strategies for self-control and anger
coping, self-management of feelings, and interpersonal problem-solving.
The curriculum incorporated principles from the stoplight model used
in the Yale-New Haven Middle School Social Problem-Solving Pro-
gram (Weissberg, Caplan, & Bennetto, 1998), moral development theory
(Kolburg, 1969), and interactive drama. The program was conducted for
one time per week (for 60 minutes per week) across 12 weeks, with ses-
sions delivered directly in the classroom. A summary of the specific ses-
sion content across each week can be found in Appendix B.2

To provide a few examples of sessions, let’s take sessions four and
six. Session four focuses on rumors. Students begin the session by com-
pleting an icebreaker exercise to become comfortable with each other
and the group leader. Next, the counselor leads a discussion on topics
such as rumors, hearsay, making friends/making enemies, and the
THINK acronym (Truth, Help or Hurt, Intent, Necessary, Kind). The
THINK acronym is a creative way to ask students whether their actions
are truthful, helpful, have good intentions, are necessary, and are kind
before engaging in a particular behavior. Next, a scripted role play,
written to the height of the conflict is delivered by the theatre instructors
and students are then put in small groups to identify and role play reso-
lutions to the rumor scripts’ conflict. Each group performs their original
scene for the class which is videotaped for evaluation purposes and the
session ends with a discussion on how students can apply the skills in
their own lives.

In session six on self-awareness, students engage in a scripted ice-
breaker and the counselor leads a discussion on key concepts related to
self-awareness (e.g., identity, good self-esteem, confidence, optimism
vs. pessimism, and limits and boundaries). Next, the theatre instructor
leads a theatre game called “Tourist,” which is a self-awareness interac-
tive game. The theatre instructor conducts two interactive activities
called Power Shuffle and Split Screen, which provide theatrical exam-
ples of the power of positive thinking and the importance of having
good self-esteem and personal limits and boundaries.3 Students discuss
how these concepts can be incorporated into their daily lives.

Analytical Plan

Data analyses was done with attrition analyses, followed by demo-
graphic analyses and bivariate correlations. Next, summed up composites
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for the pre- and post-test subscales were compared. The statistical pack-
age for the social sciences (SPSS, version 11.5, 2004) was used for all
data analyses.

RESULTS

Attrition Analyses

Of the 2,440 students who participated in the program, 865 did not
complete the post-test for a variety of reasons (e.g., they either switched
classrooms, were absent, or did not want to complete the measure).
Thus, these data were not included in the longitudinal program evalua-
tion (35% attrition). Group difference analyses indicated that there were
no significant differences between those that remained in the study and
those who dropped out in terms of age, t (2,438) = .69, ns, but there
were significant differences in terms of gender and ethnicity. Specifically,
boys were more likely to not be present for post-test data collection com-
pared with girls, �2(1, N = 2,383) = 5.96, p < .05, and African American
students were more likely to not be present for post-test data collection
compared with white students (majority/minority), �2(1, N = 2,306) =
10.34, p < .001. Additionally, there were significant group differences
in terms of baseline levels of physical aggression, t (2,438) = �5.18,
p < .001, relational aggression, t (2,438) = �3.65, p < .001, and effective
communication, t (2,438) = �3.90, p < .001, with those who were not
present for post-test data collection having higher levels of all of these
constructs. Finally, middle school students were more likely to not com-
plete post-test data collection compared with high school students, �2(1,
N = 2,389) = 5.19, p < .05.

Descriptive Statistics and Correlational Analyses

Descriptive statistics regarding knowledge of conflict resolution strat-
egies as well as levels of physical aggression, relational aggression,
and effective communication separated by middle school versus high
school students are presented in Table 1. Correlation analyses are pre-
sented in Table 2.

Initial correlation analyses indicated that among both middle and
high school students, males reported higher levels of physically aggres-
sive strategies and lower levels of effective communication compared
with females, and students of minority status reported higher levels of
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physically aggressive strategies and lower levels of effective communi-
cation compared with students of majority status. There were no gender
or ethnicity correlations with relational aggression. High school students
(M: 2.47, SD: 49) had higher levels of baseline physical aggression com-
pared with middle school students (M: 2.32, SD: 54), t (2,387) = �7.10,
p < .001. Levels of relational aggression and effective communication
did not differ across middle school and high school students at baseline.

Program Outcomes

To examine changes in knowledge regarding conflict resolution
skills, physical aggression, relational aggression, and effective commu-
nication after receiving the Win-Win program curriculum, a series of
paired samples t-tests was conducted. Specifically, pre-test composite
scores were compared with post-test composite scores. Because of sig-
nificant differences among correlations in terms of baseline levels of
constructs across grade level (i.e., middle school vs. high school), anal-
yses were run separately for middle and high schools students. Means
data at pre-test and post-test for each construct are reported in Table 1.
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TABLE 1. Change in Attitudes and Knowledge Regarding Conflict Resolution

Variable Pre-Test Post-Test t df

M SD M SD

Middle school (n = 629)

Physical aggression 2.32 .53 2.30 .51 �1.50 628

Effective communication 2.11 .50 2.09 .49 .56 628

Relational aggression 2.00 .49 1.93 .52 �3.75*** 628

General knowledge 11.06 3.13 12.91 3.22 �13.47*** 610

High school (n = 940)

Physical aggression 2.47 .49 2.38 .47 2.74** 939

Effective communication 2.04 .50 2.09 .50 4.09*** 939

Relational aggression 2.00 .46 1.94 .49 �3.28*** 939

General knowledge 12.47 3.40 13.18 3.76 �6.95*** 926

**p � .01, ***p � .001.

Note: Higher means indicate: Greater physical aggression, greater effective communication, greater physi-
cal aggression, and greater knowledge of positive conflict resolution strategies.
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The analysis to examine change in knowledge regarding conflict reso-
lution skills indicated that middle school students significantly increased
their knowledge regarding effective strategies for conflict resolution,
t (610) = 13.47, p < .001. Consistent with those findings, high school stu-
dents also made a significant gain in knowledge regarding conflict reso-
lution skills, t (926) = 6.95, p < .001.

With regard to physical aggression, high school students showed a
significant decline in their levels of physical aggression, t (939) = �2.74,
p < .01. However, levels of physical aggression among middle school
students did not significantly decline.

With regard to relational aggression, middle school students showed
a significant decrease in their level of relational aggression after receiving
the Win-Win program curriculum, t (628) = �3.75, p < .001. Consistent
with those findings, high school students also showed a significant decline
in their levels of relational aggression, t (939) = �3.28, p < .001.

With regard to effective communication, high school students indi-
cated a significant increase in their levels of effective communication
strategies to alleviate conflict, t (939) = 4.09, p < .001. However, middle
school students did not show any increase in their levels of effective
communication.

Because of these significant associations between baseline levels of
physical aggression, effective communication, and relational aggression
across demographic variables, an additional analysis was conducted to
rule out the possibility that there were significant differences in the
effectiveness of the program based on demographic factors. A mean
difference score was created for each participant (post-test score–
pre-test score), and a group status variable was created (middle or high
school BY gender BY majority or minority status), resulting in eight
possible demographic groups.

Results of a one-way multivariate analysis of variance (MANOVA)
using four change scores (i.e., knowledge, physical aggression, rela-
tional aggression, and effective communication) indicated a significant
overall F-value, F (7, 1553) = 3.02, p < .01. Univariate analyses indi-
cated that there were significant differences of change in physical
aggression, F (7, 1,553) = 2.91, p < .01, and change in knowledge re-
garding conflict resolution, F (7, 1,553) = 6.68, p < .001. Post hoc tests
using the Bonferroni post hoc criterion for significance indicated that
African American high school girls showed decrease in their levels of
physical aggression (M = �.09, SD = .41) while AfricanAmerican mid-
dle school girls showed slightly an increase in their levels of physical
aggression (M = .03, SD = .42). There were no other differences with
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regard to their physical aggression. In regard to change in knowledge,
African American high school girls (M = .77, SD = 3.54) did not show
any increase their knowledge of conflict resolution skills as much as
African American middle school girls (M = 1.68, SD = 3.27), Caucasian
middle school girls (M = 2.38, SD = 3.11), or African American middle
school boys (M = 2.06, SD = 3.78). Similar findings occurred with
African American high school boys (M = .59, SD = 3.48) as these boys
did not show increase in their knowledge of conflict resolution as much
as African American middle school boys (M = 2.06, SD = 3.78), African
American middle school girls (M = 1.68, SD = 3.27), or Caucasian
middle school girls (M = 2.38, SD = 3.11). There were no differences
across demographic groups with regard to the degree of change for rela-
tional aggression or effective communication.

DISCUSSION

The current study investigated program outcomes for a standardized,
curriculum-based conflict resolution program called Win-Win Reso-
lutions. This school-based program is a 12-week program that uses a
combination of role play and interactive drama to build conflict resolu-
tion skills. The program was developed partly in response to Goal 7 of
the National Education Goal Panel report (NEGP, 1997), which urges
for a decrease in violence in public schools. This evaluation is timely,
given that recent estimates have documented an increase in school-re-
lated violence (DeVoe et al., 2005; Grunbaum et al., 2004; NEGP,
1997), and a paucity of research on how skill-based approaches using
interactive drama create change in conflict resolution strategies.

The results of the present study show support for several of the hy-
potheses. With regard to the first hypothesis, there was an increase in
knowledge regarding effective strategies for conflict resolution among
both middle and high school students. Responses indicated that students
learned to identify and express their feelings as well as the importance
of thinking before acting. It may be noted that African American high
school boys and girls did not seem to make gains in knowledge com-
pared with other students. This raises the question of whether African
American students relate to the program in the same way as Caucasian
students. Based on the American Psychological Association’s (APA)
recently developed guidelines on multi-cultural issues and interven-
tions (APA, 2002), it is possible to substantiate that African American
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students are not attaining knowledge at the same rate of other students
perhaps because they may not see the modeled conflict as relevant to
their lives. Or, given that almost 70% of the theatre instructors were
Caucasians in the predominantly African American schools (63%),
Bandura’s social learning theory (1977) might suggest that perhaps
African American students did not see the theatre instructors as repre-
sentative models for them. According to Bandura, people are more
likely to adopt a modeled behavior (i.e., new conflict resolution styles)
if the model is similar to them. Although there is no way to know for
sure if this explains the difference in acquired knowledge across cul-
tures, it is recommended for all conflict resolution programs that utilize
role play and interactive drama that the materials and role plays used, as
well as the counselors hired to deliver the program, are relevant and
credible to the students and closely represent conflict that is not specific
to certain cultures.

There was partial support for the second hypothesis that students
would show a decrease in their level of aggression, but that depended
upon grade level and the type of aggression exhibited. Specifically,
middle school students showed decrease only in their levels of rela-
tional aggression (e.g., spreading rumors) while high school students
showed a decrease both in their levels of relational aggression and phys-
ical aggression (e.g., fighting). There are several possible explanations
for these findings. It is possible that significant differences were not ob-
served for middle school students in terms of physical aggression be-
cause their levels of physical aggression were low to begin with,
especially compared with high school students. Alternatively, perhaps
in middle school, the primary mode of aggression is relational rather
than more overt aggressive strategies. Some research suggests that this
might be the case, with relational aggression being equally as harmful
as physical aggression, particularly among girls (Ahmad-Smith, 1994;
DeVoe et al., 2005).

Partial support was found for the third hypothesis that students would
increase their level of effective communication. Specifically, only high
school students showed an increase in their skills while levels among
middle school students remained relatively stable. While considering
the combination of lower levels of communication, lower levels of
physical aggression, and higher levels of relational aggression, it ap-
pears that middle school may be a time when conflict increases, but is
addressed more covertly. Perhaps when covert tactics no longer work,
physical aggression occurs, which may explain the reason for the higher
rates of physical aggression among high school students. There is some
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burgeoning research suggesting that this might be the case (Dellasega,
2005), suggesting that high school students are more likely to use direct
confrontation rather than indirect approaches such as spreading rumors.

The results highlight the need for the school personnel to be aware of
the equally threatening presence of relational aggression, particularly
among middle schools students, with an understanding that this type of
covert aggression can also be harmful as overt aggression in terms of its
influence on the personal and academic development of students. With
the possibility that relational aggression may be a precursor to physical
aggression, early and appropriate assessment and intervention is neces-
sary to curtail the escalation of conflict and the need to avoid negative
outcomes.

The findings need to be considered in light of a number of limita-
tions. One limitation of the study is that information about program
evaluation outcomes was collected only from the student. In future
work, it would be informative to compare school records (e.g., declines
in campus-based fights and assaults) directly with students’ reported
behaviors and attitudes to assess whether there are differences across re-
porters. Including a qualitative component to a future evaluation design
would also be an important addition to document students’ and teach-
ers’ direct experiences of the program and instances in which they ap-
plied the conflict resolution strategies. Furthermore, the pre-post test
was a self-reported measure. The use of self-report is a valid form of
assessment for research purposes and can yield useful information pro-
viding that students understand what they are asked and are motivated
to provide accurate information. All self-report measures run the risk of
false reporting. Nevertheless, previous research has confirmed the value
of self-reports as a reliable indicator of behavior (Hindelang, Hirschi, &
Weis, 1981).

Since the evaluation design was a pre-post design, the long-term im-
pact of the program could not be determined. Additionally, the current
study did not include a control group for comparison. Future work
should identify a control group that does not receive the Win-Win Reso-
lution curriculum and compare this group to an experimental group that
does receive the curriculum. Finally, the attrition rate may have nega-
tively impacted the degree to which important evaluation outcomes
could be detected. In future work, additional measures should be taken
to improve retention such as a longitudinal tracking system and addi-
tional staff training on the importance of collecting evaluation data.

Despite the limitations, there are number of strengths to the pro-
gram, including a closer empirical examination of a school-based,
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developmentally appropriate, and standardized, conflict resolution pro-
gram which is able to target a wide range of students. The hands-on
nature of the program allows school personnel to incorporate the post-
lesson interactive activities (post study guides are provided to each
classroom teacher. Additionally, because teachers are encouraged to par-
ticipate in the weekly Win-Win led workshops and incorporate the fol-
low-up activities, they can reinforce the skills learned throughout the
school day, resulting in greater learning and generalizabilitly of skills.

Over the past 5 years, Win-Win has reached over 30,000 youth and
adults in the North Carolina Piedmont triad region. A common response
from classroom teachers has been that even the most complacent stu-
dents have become “engaged” in the interactive activities. It is encour-
aging to witness the spark in children’s eyes when they receive positive
feedback by creating original solutions to common daily issues they
face as many of these “at-risk” youth have been exposed to negative
influences and a lack of positive role models in their lives. Win-Win in-
structors are in the role of “facilitators” of the process and help validate
the students’ choices and reinforce a Win-Win mantra, “The only thing
we can control is how we ‘react’ to conflicts.” The process is further
heightened when the school classroom teachers become engaged and
actually incorporate the follow-up lessons. As Win-Win programs are
very often implemented in our most challenging schools with the highest
rate of suspensions and other student code infractions, a common chal-
lenge in encouraging the classroom teacher to be engaged since many
may see this time as an opportunity to work on classroom planning. Ad-
ditionally, Win-Win has experienced some mild opposition in terms of
some classroom teachers relinquishing control of their classes to the
Win-Win staff. Securing funding for initial training and implementation
of the Win-Win curriculum can also present a challenge in many public
school systems across the nation as there is a lack of adequate funds to
be appropriated for school safety and student violence prevention pro-
grams.

Although the findings suggest that the Win-Win Resolution Program
helps students develop effective alternatives when dealing with con-
flict, additional long-term evaluation is necessary to determine whether
the program has a sustained, long-term effect in reducing fighting and
improving relationships among student participants. Furthermore, con-
flict resolution programs must strive toward incorporating an emphasis
on cultural diversity into the curriculum as recommended by current
best practice guidelines (APA, 2002), including both the personnel
delivering the curriculum as well as the content of the curriculum.
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Perhaps with increased attention and refinement to the perennial prob-
lem of school conflict, teachers, administrators, guidance counselors,
and students can work toward the nationwide goal of reducing violence
in America’s public schools.

NOTES

1. For additional information regarding the Win-Win Resolutions Program or cur-
riculum contents, contact Debra Vigliano, Executive Director of Win-Win Resolu-
tions, at (336) 230-1232, or visit www.winwinresolutions.org.

2. Ibid.
3. Ibid.
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