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Abstract
The purpose of this study was to determine if bullied students who participate in a counseling
group benefit from increased self-esteem due to the intervention. A recent review of literature
regarding bullying in school aged students is presented. Suggestions and techniques for
counseling children who are bullied at school were explored in an effort to increase the self-
concept and self-esteem of these children. Adolescents participated in group sessions over a 10
week period. The participants completed a pre and post questionnaire for this study to determine
the degree to which, if at all, the participants’ self-concept/self-esteem increased due to the

intervention.

9
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Improving Self-Concept Through Group Counseling
For Adolescents Who Are Targets of Aggressors
Literature Review

Bullying is a term used to describe a form of violence among children that in the past was
considered an inevitable and uncontrollable part of childhood. Ross (2003) identified two groups
of children and adolescents who have been cruelly bullied for centuries. One group of children
who was cruelly bullied, were those identified in settings with little chance of escape: bondage in
orphanages, private homes, coal mines, factories, and other industrial settings where children
were apprenticed at early ages (Ross, 2003). The second group was identified as children in
schools, particularly English boarding schools. Glynn (1970, p. 129) described his experiences as
a new student enrolled at Eton in the early 1900s:

A boy’s first week at his preparatory school is likely to be the most traumatic experience

of his life, one for which he is, at the age of eight, totally unprepared. Until that moment,

he has not realized that there are so many people in the world who wish to hit him and
hurt him and that they will be given ample opportunity to do so, both by day and by
night.

It is the second group, school children, who were the focus of this research. Much has
been done to address bullying in recent years. However, counseling typically is directed toward
those who engage in the bullying — the bully. This research focused on an intervention for the
targets, often referred to as the victims of bullying. The need for continued education and
prevention of bullying is necessary in conjunction with interventions specifically for the targets
of bullying. Group counseling was the intervention used in this study to facilitate the

identification of feelings, increase self-awareness, and improve self-concept/self-esteem.
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Students participated in group counseling sessions that continued over a 10 week period. A pre
and post questionnaire was administered to participants to determine if self-concept/self-esteem
increased as a result of the intervention.
Defining Self-Concept & Self-Esteem

Piers and Harris based their research instrument “on the view that individuals maintain
relatively consistent beliefs about themselves, beliefs that develop and stabilize during
childhood” (2002, p. 37). These beliefs represent a person’s self-concept. Self-concept is a term
often used interchangeably by researchers with terms such as self-esteem, self-image, self-worth
and self-regard. Rosenberg (1979) stated that an individual with high self-esteem has a personal
sense of self-worth and self-respect, whereas someone with low self-esteem experiences self-
rejection, self-dissatisfaction, and self-contempt. Parsons (2007) identified self-esteem as a
global evaluation or the judgment of one’s self-worth. Similarly, Santrock (2004) defined self-
esteem as “the global evaluative dimension of the self” (p. 337). Santrock continued, defining
self-concept as “domain-specific evaluations of the self”, whereas children make self-evaluations
in the many domains of their lives, such as appearance, athletics, academics, etc. (p. 337).

According to Piers and Harris, self-concept, from a global perspective, “refers to a
person’s self-perceptions in relation to important aspects of life” (2002, p. 37). Perceptions are
shaped by cultural and biological factors, but are formed primarily through the individual’s
interaction with the environment during childhood, as well as by the behaviors and attitudes of
others according to Piers and Harris (2002). Piers and Harris continued, stating that these
perceptions fuel self-evaluative feelings and attitudes that provide important organizing functions
and play a role in motivating behavior (2002). Changes in a person’s self-concept occur over

time in response to changes in their environment or development, as well as changes in values
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and priorities, according to Piers and Harris (2002). These changes typically occur slowly and
are not in response to interventions or specific isolated experiences of the individual (Piers and
Harris, 2002). However, self-esteem may change more readily, for example, in as little as a
month’s time as children transition through life, according to Santrock (2004). One major
transition in a child’s life is the move from elementary school to middle school, when children’s
self-esteem usually decreases as they evaluate themselves less favorably against their peers
(Hawkins & Berndt, 1985). According to Rigby (1997), children with low self-esteem agree with
statements from Rosenberg’s (1986) measure of self-esteem including:

I feel I don’t have much to be proud of.

At times | am no good at all.

| wish I could have more respect for myself.

All in all, I am inclined to think I am a failure.

In contrast, students who have higher self-esteem agree with the following statements from
Rosenberg’s measure:

| feel 1 am a person of worth, at least on an equal plane with others.

| am able to do things as well as most people.

On the whole | am satisfied with myself.

Fried and Fried stated “Building self-esteem in a child is a primary factor in the
prevention of bullying behavior — for bullies as well as victims” (1996, p. 131). Four main ways
identified by Santrock (2004) to build self-esteem for children include pinpointing the causes of
low-self esteem by identifying and valuing areas of competence; providing emotional support

and social approval to children who may not receive it from home; helping children achieve by
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teaching them real skills that they can use; and helping children cope by facing their problems
(Bednar, Wells, and Peterson, 1995; Harter, 1999).

Ross (1996) identified self-esteem as how an individual sees him/herself, describing
someone with low self-esteem as having a perception of being unattractive, stupid, and as a
failure (1996). Children who are the targets of bullies characteristically have low self-esteem.
Research, however, raises the question as to whether bullying causes low self-esteem or low self-
esteem is the cause for a child to become the target of bullying. In either case, the focus of this
research is to increase the child’s self-esteem and self-concept.

Bullying in Schools

According to the National Youth Violence Prevention Resource Center, bullying is a
negative behavior involving a person or group who repeatedly tries to hurt someone who is
usually weaker or more vulnerable than the aggressor(s) (2002). The definition can further be
defined as a form of violence. The school district where this study was conducted has
incorporated the following definition into their anti-bullying program: “Violence is any mean
word, look, sign, or act that hurts a person’s body, feelings, or things. No one is entitled to use
violence and violence is not tolerated at our school” (Remboldt and Zimman, 1996, p. 325).

Ericson identified bullying as taking three specific forms: physical, verbal, and
psychological (2001). However, other forms of bullying have been identified including gestural
bullying, sexual harassment, and cyber bullying. These forms of aggression toward children
generally begin in the elementary grades, peak in the middle school years, typically sixth through
eighth grades, and persist into high school (Ericson, 2001; Shore, 2005). Rigby (2001) identified
bullying as occurring within gender groups. Ericson further described bullying as specifically

targeting males and females: “For males, experiencing physical and verbal bullying is most
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common, for females, verbal bullying (both taunting and insults of a sexual nature) and
spreading rumors are most common” (2001, p. 1).

Rigby (2001) claimed that aggressors may bully as a consequence of discrimination and
prejudiced thinking based on the gender, race, and disability of their targets. Rigby stated that
gender plays a role in bullying according to how individuals define masculinity and femininity
and therefore will result in how they treat others (2001). For example, if a boy sees himself as
tough or aggressive, he is prone to dislike or harass boys who are artistic, quiet and gentle,
according to Rigby (2001). Addressing race, Rigby described feelings of superiority existing in
individuals simply because of belonging to a particular ethnic group, typically a socially
dominant group (2001). Therefore, this ethnicity could give rise to harassment or bullying by
these individuals who feel dominant to others (Rigby, 2001). Finally, Rigby claimed that
bullying is directed toward those children with disabilities, ... children who do not have the
same physical or mental capabilities as other, for example children who are diagnosed as ADD
or have speech defects” (2001, p. 12).

Shore (2005) identified areas and times that bullying commonly occurs including in
hallways, on a bus, at the bus stop, on the playground, in the locker room, in the cafeteria, in the
bathroom, during extracurricular events, and walking to and from school. Due to the fact that
bullying occurs in many places outside the classroom, teachers are not the only adults that need
to be aware of bullying, prevention and provide supervision. Adults who would benefit from
anti-bullying training are bus drivers, hall monitors, cafeteria aides, coaches, principals, assistant

principals, counselors, and school psychologists.
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Physical Bullying

Ericson identified physical bullying as kicking, hitting, spitting, pushing, and taking
physical belongings (2001). In addition, Rigby identified direct physical means of bullying as
throwing things, using a weapon, and removing or hiding belongings (2001). Ross (1996)
identified boys as being involved in physical attacks, threats, and intimidation. An indirect form
of physical abuse according to Rigby is “getting another person to assault someone” (2001, p.
15). Parsons (2007) stated that over 35 percent of students in grades 9 through 12 were involved
in a physical fight the previous month and eight percent of students in high school had been
threatened or injured with a weapon on school grounds. Harris Interactive (2001) reported that
two in 10 students (18%) fear that someone will hurt or bother them while in school. According
to the National Youth Violence Prevention Resource Center, boys are more likely to report being
hit, slapped, or pushed than girls (2002).

Verbal Bullying

Verbal bullying includes taunting, malicious teasing, name calling, and making threats,
according to Ericson (2001). Rigby (2001) stated that verbal insults and unfair criticism are also
direct forms of verbal abuse, while spreading malicious rumors, making phone calls and sending
email anonymously, as well as persuading others to criticize or insult others are considered
indirect means of verbal bullying. Rigby stated that “...verbal means are the most common form
of bullying... including cruel sarcasm, innuendo and rational-sounding (but knowingly unfair)
criticism” often used by older students and adults (2001, p. 15). The National Youth Violence
Prevention Resource Center (2002) reported that teenage girls are more often the targets of

rumors and sexual comments (detailed in the sexual harassment section that follows) and that
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girls are more likely to encourage others to reject or exclude another girl or to spread gossip
about a girl.

Psychological Bullying

Forms of psychological bullying are identified by Ericson (2001) as spreading rumors,
manipulating social relationships, or engaging in social exclusion, extortion, or intimidation. The
National Youth Violence Prevention Resource Center reported that girls are more likely to
encourage others to reject or exclude another girl or to spread gossip about a girl (2002).
Wiseman (2002) stated 99.99 percent of girls gossip, a form of bullying that impacts children’s
sense of self, their friendships, and social competency. Rigby (2001) identified this form of
bullying as relational bullying which includes forming coalitions against someone as a direct
means and persuading people to exclude someone as an indirect means. Ross (1996) stated that
girls participated in manipulation of friendships and scapegoating. Ross further described a
particular vicious type of scapegoating as girls spreading rumors that their targets “are
contaminated with highly infectious germs” and any girl who touches her would become infected
unless she immediately passes the germs along to another girl (1996, p. 49). This type of
bullying can cause torment for an individual for an extended period of time, unlike calling an
individual a name or giving a dirty look as in gestural bullying.

Gestural Bullying

Rigby identified “threatening or obscene gestures and menacing stares” as direct gestural
abuse (2001, p. 15). Ignoring someone by averting one’s gaze or deliberately turning away is
considered an indirect form of gestural abuse (Rigby, 2001). Rigby further described gestural
abuse as anything from “finger signs and tongue poking to rolling of the eyes and a deliberately

inappropriate poker face” (2001, p. 15).
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Sexual Harassment

Harris Interactive found that students defined sexual harassment as both physical and
nonphysical behaviors that include: touch, words, looks, and gestures (2001). Sexual harassment
was further defined by Harris Interactive (2001) as “unwanted and unwelcome sexual behavior
that interferes with your life... it is not behaviors that you like or want (i.e., wanted kissing,
touching, flirting”. Eight of 10 students experience some form of sexual harassment during their
school years; 83 percent of girls and 79 percent of boys, according to Harris Interactive (2001).
Harris Interactive also found in their 2001 study, when comparing research from 1993, that there
was an increase in the number of boys who experienced sexual harassment (2001). Sexual
harassment may have been considered a form of bullying directed towards females in the past,
but this research sheds light on the fact that it is now almost equally directed towards males.
According to Fried and Fried, “Recent research has determined that sexual harassment is
rampant in elementary and secondary schools and parents should consider legal action when
other attempts have failed” (1996, p. 153). Legal action is encouraged due to the fact that sexual
harassment is a form of discrimination that is prohibited by Title VI of the Civil Rights
Act of 1964 and Title IX of the Education Amendment of 1972 (Fried and Fried, 1996).

Cyber Bullying

Cyber bullying is a newer form of bullying when you consider the long history of
bullying. Cyber bullying encompasses the standard definition of bullying, however, this type of
harassment is in a context of a more advanced and technological level. Anderson and Sturm
(2007) stated that the topics of abuse are the same in cyberspace as in face-to-face
communication without having to look someone in the face as they torment their peers. In

essence, cyberbullying makes bullying easier for aggressors. Belsey (2004) described cyber
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bullying as using information and communication technologies including “e-mail, cell phone and
pager text messages, instant messaging, defamatory online personal polling Web sites, and
defamatory, repeated, and hostile behavior by an individual or group, that is intended to harm
others” (p. 4). Parsons (2007) clearly identifies violence as part of our society that is affecting
our youth on a large scale. Anderson and Sturm (2007) referred to bullying as the quiet,
psychological aggression that has moved to the digital world to harass victims anonymously with
easy access to digital technology.
Target Profile

Students who are bullied often feel isolated from their peers and are likely to suffer from
depression, low self-esteem, as well as other emotional, psychological, and physical problems as
adults. Ross (2003) identified targets as socially withdrawn children. Targets are described by
Olweus (1978) as passive victims due to the fact they do not directly provoke their attacker.
Swearer, Grills, Haye and Cary (2004) described the passive/submissive targets as one type of
victim. The submissive victims, the most common type, tend to withdraw and/or cry when
bullied according to Swearer et. al (2004). Swearer et. al (2004) continued claiming the second
type, provocative victims, are likely to provoke peer bullying through their behavior and,
according to Olweus (1994), tend to retaliate towards their aggressor, are not liked by peers, and
may have adjustment difficulties. Peers often see victims as anxious, depressed, or fearful and
these internalizing symptoms identify them as attractive targets to aggressive children according
to Ross (2003). The vulnerability arouses intense contempt and dislike in the aggressor and “the
passive victims’ demeanor sends signals to bullies that these targets are unlikely to retaliate”

stated Ross (2003, p. 93). Aggressors choose their targets because they are easy targets.
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Espelage and Asidao (2001) stated that when children were asked why they teased certain
children and not others, children responded saying that their targets appeared different in some
way; they were different in how they looked and behaved. Espelage and Asidao continued ...
students were victims of bullying because they were weaker, did not have much money, were
unpopular, were too smart or because the bully felt inadequate or was simply jealous of the
victim” (2001, p. 54). Perry, Kusel, and Perry (1988) identified typical responses of targets to
exploratory bullying in elementary school as withdrawal, crying, and futile anger; the
progression of bullying in middle and high school results in responses of avoidance and escape
tactics, running away from home and school absenteeism. Olweus stated that targets
characteristically have poor self-concepts and such low self-esteem that they see themselves as
stupid, unattractive, and failures (1993b). Swearer, Grills, Haye and Cary (2004, p. 63) cited a
poem written by a 10 year old male bully-victim who suffered from depression and anxiety:

Misery is...

Misery is when you go to school and bullies pick on you.

Misery is when you share with someone, but they don’t share with you.

Misery is when bullies become friends, and friends become bullies.

Misery is when you go to school and people threaten you be telling you that they will get

you after school.

Misery is when you are at breakfast recess and people push you around for no reason.

Misery is when people invite everyone but you to play tag and football.

This poem illustrates that students who are bullied often feel overwhelming hopelessness. They

feel hopeless about themselves and their situation and become further isolated.
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Consequences of Bullying

Research on bullying reveals that there are both immediate and future consequences
existing for the targets of bullying (Gottheil and Dubow, 2001). According to Gottheil and
Dubow (2001), those who are targets of aggression most likely tend to be depressed, develop low
self-esteem (Austin and Joseph, 1996; Ericson, N., 2001; Horne, Glaser, and Sayger, 1994;
Olweus, 1992;1993), experience peer rejection, school absenteeism, and a continued loss of
confidence (Hazler, Carney, Green, Powell, and Jolly, 1997; Smith, Bowers, Binney, and Cowie,
1993), as well as anxiety (Besag, 1989). According to Ericson (2001), a study by the National
Institute of Child Health and Human Development (NICHD) found that victims of bullying
experienced loneliness, had trouble making social and emotional adjustments, had poor
relationships with classmates, and had difficulty making friends. Ericson (2001) continued that
these victims suffer humiliation, insecurity, and that a fear of going to school may develop.

In more recent years, retaliation through violence has brought homicide, suicide, and
prison sentences for the targets of bullying who engage in violence to end bullying (Gottheil and
Dubow, 2001). Retaliation by children who have been bullied may result in forms of violent
aggression directed specifically toward bullies or innocent bystanders. There have been at least
15 incidents in schools throughout the United States within a four year span where children who
were bullied retaliated with unforeseen, devastating consequences (Aronson, 2004). One well-
known example of this retaliatory behavior is the Columbine High School shootings in Littleton,
Colorado in 1999. Aronson identified rejection and accompanying humiliation as the “dominant
issue underlying every one of the rampage killings in the United States” (2004, p. 356). Aronson
(2004) claimed other students understood and empathized with the shooters, expressing their

own hurt, anxiety, and anger about being the targets of rejection and taunting. Students were
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summarized in response to the Columbine tragedy as saying, “Of course, I would never shoot
anybody, but I sure have had fantasies about doing it” (Aronson, 2004, p. 356).

To address high school bullying further, Harris and Petrie (2003) used the following
quotes pertaining to another school shooting to demonstrate the impact that relentless bullying
may have on individuals:

March 6, 2001: Fifteen-year-old Charles “Andy” Williams brought a .22-caliber revolver

to school and fired thirty bullets during a rampage in which two schoolmates died and

thirteen others were wounded. Friends think that because he had been bullied in

Maryland, he and his father had moved to California. “But the teasing and bullying

worsened. ...people accused him of being gay ... they made fun of him for being a

country boy, for his big ears. It didn’t matter what he did, they made fun of him” (Booth

and Snyder, 2001).

March 21, 2002: Charles “Andy” Williams pleaded guilty to two counts of first-degree

murder and thirteen counts of attempted murder. Defense attorneys said he had endured

frequent bullying (“Teen Pleads Guilty”, 2002).

August 15, 2002: Charles “Andy” Williams was sentenced to fifty years in prison for

killing two students and wounding thirteen others at his high school. “If I could go back

to that day, | would never have gotten out of bed,” he said through his tears (“Fifty years

to life for school shooting”, 2002).

This is another example of how bullying can result in retaliation in the form of violence when a
target believes there is no other way out of her/his hopeless situation. Hoover and Oliver stated
that when unsuccessful attempts are made to elude or avoid the tormentor, a day of reckoning

typically arrives (1996). It is this “standing up” to the bully that seems the only alternative for the
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target when there are no other interventions, according to Hoover and Oliver, which leaves the
target scarred, but “renewed with self-confidence” (p. 85). This demonstrates the need to address
bullying before it reaches a boiling point where the target believes violence is the only way to
end the torment. A proactive approach when targets first experience bullying may spearhead
further destructive patterns of retaliation as observed in our society in the recent past.

Adulthood provides no relief from the torment suffered in school when you consider that
these individuals are at greater risk of suffering from depression and other mental health
problems, including schizophrenia (Ericson, 2001). The impact of frequent bullying often
accompanies targets into adulthood with adverse health concerns. The lifelong impact on those
who experience bullying is clear.

Fried and Fried (1996) stated that children need to learn the boundaries of their anger; in
essence it’s okay to get angry and everyone does, however, it’s not okay to let it get out of
control. Fried and Fried continued, “There is a difference between what you feel and what you
do. When anger is “stuffed” it can erupt at inappropriate time in inappropriate ways” (1996, pp.
152-153).

Intervention and Prevention

Bullying is not a new concern for schools and much has been done in recent years to
combat bullying. For example, Harris Interactive reported that in 2001 seven in 10 students (69
percent) compared to only 26 percent in 1993 identified their schools as having a sexual
harassment policy to deal with issues and complaints (2001). Although bullying has been
addressed as a real concern in our schools, more can be done to help the targets of the
aggression. Typically, aggressors become the focus of faculty and counselors in an effort to

eliminate or reduce the aggressive behaviors. Aggressors are attended to in an attempt to change
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the behavior — to diffuse their anger. In fact, the targets also need the attention, often times to
diffuse their growing, stifled anger that is at risk of release in an uncontrolled manner. Students
who are bullied often are the forgotten victims at the mercy of their aggressors.

Gottheil and Dubow (2001) reported that “children reporting on victim behavior tended
to both recognize how they were perceived by others and agreed with the perceptions of their
peer group” (p. 90). It is not uncommon for the victims of bullying to “blame themselves for the
labels they acquire from their peers, even when those qualities stem from genetic or
physiological sources that are beyond the victim’s control” (Fried and Fried 1996, p. 34).
Gottheil and Dubow continued, stating that children had somewhat accurate self-perceptions of
their social standing regarding their victim behavior. However, even with the accuracy of the
perception and knowledge of the social information, it did not serve as a catalyst for changing
the social standing (2001). The research by Gottheil and Dubow may prove that “children with
high levels of victim behaviors lack the necessary skills to break free from their difficult social
position” (2001, pp. 90-91). Feelings of helplessness and hopelessness may explain why children
who are aware of the victimization remain in this social role, despite the awareness (Gottheil and
Dubow, 2001).

Sheras and Tippins (2002) stated “A trained counselor or therapist can help your
victimized child work through her/his feelings of shame, confusion, depression or anger as well
as work to curb any behaviors or attitudes that may lead bullies to single her/him out” (p. 190).
Sheras and Tippins (2002) continued, stating that according to research, the sooner targets and
aggressors are treated through reliable therapeutic techniques, the better the chances of changing

their behavior and maintaining their self-esteem.
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Fried and Fried suggested techniques and skill training to assist children, such as conflict
resolution and peer mediation training (1996). Katz (1993) identified children with specific
problems whose needs are not being met by existing organizations as benefiting from
participating in a support group. It is important for these children to have a safe place such as a
group, to disclose and address the anger culminating from repeated, in some cases, even years of
torment from fellow students. Group counseling may provide the tools to help develop skills and
knowledge to break free from the identified behaviors common in children who are the targets of
aggressors. Ross (2003) stated that the group format is “excellent for assertiveness training as a
means of changing the cringing demeanor typical of many victims” (p. 268). Ross (2003)
identifies assertiveness training as a means to teach targets that an assertive manner will often
deter the aggressor from bothering a child.

Fried and Fried (1996) stated that assertiveness training, which promotes nonviolence and
uses language responses that begin with “I” messages should be used when simply ignoring the
bully does not work. This approach could be incorporated in a support group and would teach
children to stand up for their rights, give them a sense of security, as well as a sense of control,
power, and optimism, especially when entering new situations (Ross, 2003). Besag (1989)
claimed that a support group would be ideal for the targets of bullying and teasing as an
emotional support for these children. Ross stated that one goal of the support group is to
introduce behavior changes that would provide targets with protection against bullying and
teasing (2003).

Future Research
Research to date has resulted in interventions and programs to address bullying. Hall

claimed that anti-bullying programs have minimally decreased bullying incidents, but students
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are still being victimized. In most cases, these programs and interventions focus on the
aggressors, such as the Safe School Ambassadors (SSA) program used throughout the school
district of the high school where the study was conducted. “An additional area for future research
is to look at treatment successes and effective interventions for children ...” (Gottheil and
Dubow, 2001).

Ross identified the need for more research regarding relational aggression among girls
(1996). Ross claimed that in order to reduce or eliminate the incidence of relational aggression
through the development of an effective program, it is necessary to determine whether a causal
relationship exists between rejection and relational aggression (1996).

Legal research would be extremely helpful according to Fried and Fried, who identified
collecting current and past cases of bullying and peer harassment as helpful for reference and
citation for future litigation (1996). The research and intervention specific to this study focused
on the targets of bullying. The study looked at treatment success, in this case, improvement of
self-concept/self-esteem to prove whether group counseling is an effective intervention for
improving the self-concept/self-esteem of those who are the targets of bullying.

Goals and Objectives

This study’s purpose was to determine if bullied students who participate in a counseling
group, will benefit from the group with increased self-concept/self-esteem. Bullying is addressed
in the school district of the high school where the study was conducted through the Safe School
Ambassadors (SSA) program. This program addresses bullying through awareness, teaching
selected students and faculty ways to recognize and diffuse bullying. The SSA program is a two
day initial training with monthly meetings, held within each school, throughout the year.

Although the purpose of this program is to provide a safe environment for targets of bullying,
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more could be done to assist those who have experienced the abuse. The targets of bullying are
often shy, sensitive, and insecure; they may have low self-esteem, lack independence and
assertiveness. While there is a justified need for programs in school to address those individuals
who bully, such as the SSA program, there is just as great of a need for intervention, specifically
counseling, for the targeted victims of bullying which this study explored.

The goal of this study was to prove that, in addition to the SSA program designed to
decrease bullying at school, group counseling would be beneficial to high school students who
are the targets of bullying. The subsequent objective was to provide support for each child
participating in the group, for participants to identify their feelings, increase self-awareness, and
ultimately improve their self-concept/self-esteem through the development of a stronger sense of
self-worth and confidence.

Method

Students volunteered to participate in group counseling sessions over a 10 week period.
The participants completed a pre and post questionnaire for this study to determine the degree to
which, if at all, the participants’ self-concept/self-esteem increased due to the intervention. The
purpose of this study was to improve the self-concept and self-esteem of adolescents who have
been bullied.

Hypothesis

The directional hypothesis is stated: If bullied students participate in a counseling group,
then they increase their self-concept/self-esteem.

The null hypothesis is stated: If bullied students participate in a counseling group, then

there will be no effect on their perceived self-concept/ self-esteem.
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Setting

A suburban high school located in Western New York. The high school administration
consisted of one male principal (Caucasian), three vice-principals (one female Caucasian, one
male Caucasian, and one African-American). The school had six female Caucasian counselors.
Sample

The sample size for this study included 5 females and 4 males. The females ranged in age
from 15 to 17 years old. The males ranged from 14 to 16 years of age.

Participants

Participants in this study were sampled from the total population of 9" through 12" grade
students in a Western New York suburban school. The district’s demographic report, Basic
Educational Data System (BEDS) Report, (2006), provided an ethnic breakdown of the total
number of students including American Indian or Alaska Native (11), Black or African
American (not Hispanic origin) (85), Asian or Pacific Islander (19), Hispanic or Latino (55), and
White (not Hispanic origin) (1,349). The total number enrolled for the 2006-2007 school year
was 1,519 high school students. The percentage of students whose families’ primary means of
support is a public welfare program is between twenty one and thirty percent.

Teachers, counselors, and high school employees were asked to provide names of
students whom they believed had been bullied the past, were currently being bullied, or knew a
student was bullied when the student confided in them. Students were also informed of the study
and were given the opportunity to self-select. There was no retribution for participation. Parental
consent forms were initially distributed to 13 students, with 11 signed forms returned for
participation in the group. The final number of volunteers who participated in the study was nine

students; five females and four males. The group was initially comprised of four male students
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and seven female students; a total of 11 students. One female student had a scheduling conflict
for seven out of 10 sessions and withdrew from the group prior to the onset of sessions. Another
female student attended the first session and missed five consecutive sessions. We discussed the
value of attendance and mutually decided that due to the number of absences, she would
terminate the group.

The group met weekly for approximately 40 minutes. A questionnaire was used as a pre-
test at the initial meeting of the group (see Appendix A). During each group session, students
participated in a planned activity that related to the focus of the group work for that week. Group
work continued over a total period of 10 weeks. At the conclusion of the group, the questionnaire
was administered as a post-test to determine what effect, if any, group counseling had on
participants in relation to their self-concept/self-esteem.

Evaluation

This study was evaluated through a pre and post survey questionnaire on self-
concept/self-esteem which was administered on the first and last day of group sessions.
Remboldt and Zimman stated that pre and post testing “provide a more objective measure of how
much the participant gained from the activity” (1996, p. 259). The instrument used was the Piers-
Harris Children’s Self-Concept Scale, Second Edition, (Piers-Harris 2) by Ellen V. Piers, Ph.D.,
Dale B. Harris, Ph.D., and David S. Herzberg, Ph.D. The Piers-Harris 2 measures an individual’s
perception by calculating the Validity scores and the Self-Concept scores (Piers and Herzberg,
2002). The Validity scores are determined by calculating the Inconsistent Responding (INC)
index raw score and the Response Bias (RES) index raw score. The Self-Concept scores are

determined by calculating the Total (TOT) score and the six domain scale scores including:
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Behavioral Adjustment (BEH) is a 14-item scale measuring admission or denial of
problematic behaviors (Piers and Herzberg, 2002).

Intellectual and School Status (INT) is a 16-item scale reflecting a child’s assessment of
his or her abilities with respect to intellectual and academic tasks including general
satisfaction with school and future expectations about achievement (Piers and
Herzberg, 2002).

Physical Appearance and Attributes (PHY) is an 11-item scale measuring a child’s
appraisal of his or her physical appearance, as well as attributes such as leadership and
the ability to express ideas (Piers and Herzberg, 2002).

Freedom From Anxiety (FRE) is a 14-item scale measuring anxiety and dysphoric
mood. Emotions specifically measured include nervousness, worry, shyness, sadness,
fear and a general feeling of being left out to things (Piers and Herzberg, 2002).
Popularity (POP) is a 12-item scale representing a child’s evaluation of his or her social
functioning, including perceived popularity, ability to make friend and feelings of
inclusion in such activities as games and sports.(Piers and Herzberg, 2002).

Happiness and Satisfaction (HAP) is a 10-item scale reflecting feelings of happiness

and satisfaction with life (Piers and Herzberg, 2002).

No identifying information was written on the questionnaires in order to protect the participants’

confidentiality. The questionnaire was administered by Kelly Salomone, a graduate student at

SUNY College at Brockport.

The Piers-Harris Children’s Self-Concept Scale, Second Edition, subtitled The Way |

Feel About Myself, is referred to as the Piers-Harris 2. This sixty item questionnaire measures

children’s self-concept (Cosden, 1984). The Piers-Harris is published by Western Psychological
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Services (WPS) (Western Psychological Services, 2006) and was originally developed in the
early 1960’s by Ellen V. Piers and Dale B. Harris, with its first copyright in 1969 (Piers, 1996).

The Piers-Harris 2 “is a brief, self-report instrument for the assessment of self-concept in
children and adolescents” (Piers and Herzberg, 2002, p. 3). For the purposes of this instrument,
self-concept is defined as “a relatively stable set of self-attitudes reflecting both description and
evaluation of one’s own behavior and attributes” (Piers and Herzberg, 2002, p. 3). According to
Piers (1984), this scale does not attempt to infer how children feel about themselves from their
behaviors or the attributions of others, but focuses on children’s conscious self-perceptions.
Wylie (1974) refers to this idea as the phenomenological view of self-concept and uses the term
interchangeably with “self-esteem” and “self-regard”. Unlike other scales in which parents and
teachers rate children based on observations, the Piers-Harris was designed to measures
children’s perceptions of the way they feel about themselves (Cosden, 1984). The test was
originally formulated as a single component measure of self-concept, but was later expanded to
further measure the six elements of children’s self-esteem now found in the Piers-Harris 2,
including behavioral adjustment, intellectual and school status, physical appearance and
attributes, freedom from anxiety, popularity, and happiness and satisfaction (Chiu, 1988). The
results of the test indicate whether a child reports high or low self-concept in relation to their
peers (Cosden, 1984).
Test History

The test items were originally developed “from a pool of 164 statements developed by
Jersild in 1952 from his interviews with children on their likes and dislikes” (Cosden, 1984,
p.511). The Piers-Harris scale was developed in 1964 and, according to Piers (1996), is intended

for three major uses. The first use may be as a screening device for “at risk” children with low
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self-esteem. A second use may be for individual assessment. Lastly, and most relevant to this
particular study, the Piers-Harris is frequently used as a research instrument as a pre- and post-
test to measure self-concept in children (Cosden, 1984).

Administration

The Piers-Harris 2 can be administered individually or, as in this study, administered in
small groups with no special requirements for test setting (Piers and Herzberg, 2002). However,
as in all test situations it is “recommended that the setting is quiet, free of distractions, and
relatively unstressful” (Cosden, 1984, p. 514). Piers and Herzberg continued that the Piers Harris
2 “should be administered in a quiet, well-lit room that is relatively free of distractions” (2002, p.
7). Cosden noted that the test can be administered in 15 to 20 minutes either verbally or students
can read the test items themselves (1984). Cosden (1984) continued that because this test is most
often used in a school setting the time considerations can be handled in the client context.

The manual mentions several methods of administration available including an
“AutoScore” hand-written form scored manually by the test administrator, mail-in and fax-in
forms for computer scoring and report generation, a PC program which generates a report based
on either online administration or offline data entry, and finally, the Spanish Answer Sheet which
transcribes answers onto the AutoScore form by the examiner (Piers and Herzberg, 2002) (see
Appendix A). Instructions for both individual and group administration are included in the
manual. As with the original Piers-Harris, Cosden (1984) stated that the instructions are clear,
simple, easy to follow, and flexible and Epstein (1985) described the test as having

comprehensive guidelines for scoring and interpretation.
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Scoring

The Piers-Harris 2, like the Piers Harris, is hand-scored using templates and averages
about 30 minutes to score (Cosden, 1984). Raw scores are determined and converted into t-
scores, stanines, and percentiles in the form of an overall self-concept score, as well as scores on
each of the six clusters (Behavioral Adjustment, Intellectual and School Status, Physical
Appearance and Attributes, Freedom From Anxiety, Popularity, and Happiness and Satisfaction)
and then mapped on a profile form using tables from the manual (Epstein, 1985) (see Appendix
B).
Test Revision

The original Piers-Harris has been modified into a new scale called the Piers-Harris
Children’s Self-Concept Scale, 2™ Ed. (Piers-Harris 2), (Western Psychological Services, 2006).
According to Piers and Harris, the revised edition has a larger, more diverse standardization
sample of 1,387 students from school districts throughout the United States; has an expanded age
range of 7-18 years; and has been reduced in length from 80 to 60 items. The Piers-Harris 2 has
no new or reassigned items; therefore, the revision is completely compatible with the original
Piers-Harris and has improved interpretive guidelines (Psychological Assessment Resources,
2006). Due to the fact that the revised scales remained psychometrically equivalent to the
original scales, according to the Piers and Herzberg (2002), the results from the Piers-Harris 2
could easily be compared to those obtained using the original test for research or clinical
purposes.
Test Items

The Piers-Harris 2 is a paper and pencil test which can be administered individually or in

small groups (Piers and Herzberg, 2002). However, Piers (1996) stated that the scale should not
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be administered to groups of more than 8 to 10 children at one time. As with the original Piers-
Harris, the Piers-Harris 2 instructions are read verbally by the examiner and “Children taking the
test mark either ‘yes’ or ‘no’ in response to each of the 60 statements, reflecting whether or not
the statement is true most of the time” (Cosden, 1984, p.512).

In 1996, Piers stated that “because of doubts about the stability of self-concept in younger
children below age 7 or 8 years, the Piers-Harris has been standardized for use only above the
third grade level” (p.3). In 2002, Piers and Harris claimed that the questionnaire was intended for
use with children and adolescents in grades 2 through 12, who were at least age 7 with a second
grade reading level. The questionnaire could be use up to 18 years of age (Piers and Harris,
2002). Kugle and Clements (1981) and Kugle, Clements and Powell (1983) have published
studies in which the Piers-Harris was used experimentally with younger children, but these
studies have not yet been validated (Piers, 1996).

Reliability

The Piers-Harris manual provides abundant reliability data (Piers, 1996). Chiu (1988)

stated the following:
An alpha coefficient of .90 has been reported for both male and female populations and
reliabilities of .88 to .93 have been cited for boys and girls using KR-20. The internal
consistency using the KR-20 the cluster scales range from .73 to .81 and the internal
consistency coefficient for the total scale was .90. (p. 299)
Yonker, Blixt, and Dinero (1974) reported an alpha coefficient of .90 when giving the Piers-
Harris to students in tenth grade at an Ohio school. When the test-retest stability was investigated
through a number of studies, with both normal and special samples, the reliability coefficients

ranged from .42 (with an interval of eight months) to .96 (with an interval three to four weeks)
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(Piers, 1996), with a mean of .73 (Epstein, 1985). Mclaughlin (1970) found coefficients from .71
to .75 for normal students in grades 5, 6, and 7 with a test-retest interval of five months. In
addition, Shavelson and Bolus (1982) examined a test-retest interval of five months with a group
of white, upper class middle school students and found a reliability coefficient of .81. These
reliabilities have also been established in populations such as learning disabled students and in
children from different ethnic backgrounds (Cosden, 1984). One study by Lefley (1974) found a
reliability coefficient of .71 for Native American students in a 10-week test-retest interval. Also,
Smith and Rogers (1978) found reliability coefficients of .62 for a six month interval with
learning disabled students. Therefore, “the instrument appears to be highly reliable in terms of
temporal stability and internal consistency” (Epstein, 1985). Based on the literature explored, the
Piers-Harris has demonstrated high reliability in regard to temporal stability and internal
consistency.
Validity

There are many validity considerations to take into account when researching a test. The
manual examines many of these issues and notes four major types including, “faking,”
acquiescence and negative response set, random responding and special populations, as well as
moderator variables and notes that they each pose a threat to the validity of results (Piers, 1996).
Piers (1996) also discussed how, specifically in this scale, children might distort their responses
to appear socially desirable. For example, one study by Millen (1966) attempted to examine the
relationship between the Piers-Harris and Crandall, Crandall and Katkovsky’s (1965) Social
Desirability Scale for Children and found correlations ranging from .25 to .45. To screen for

deviant response sets which also pose a threat to validity, the Piers-Harris includes two
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supplementary validity scales: the Inconsistency Index and the Response Bias Index (Piers,
1996).

The manual provides recent validity studies and includes tables summarizing their results
(Piers, 1996). The relationships between the Piers-Harris and other self-concept measures are
reported (Epstein, 1985). Winne, Marx, and Taylor (1977) reported an alpha coefficient of .90
when investigating construct validity of three self-concept measures for children including the
Sears Self Concept Inventory (Sears, 1966), the Gordon How | See Myself Scale (Gordon, 1968)
and the Piers-Harris. Two studies by Parish and Taylor (1978a, 1978b) found a validity
coefficient of .67 for the relationship between the Personal Attribute Inventory for Children
(PAIC) and the Piers-Harris. Lastly, Mayer (1968) compared the Piers-Harris with scores on
Lipsitt’s Children’s Self-Concept Scale (1958) with special education students and found a
correlation of .68. Chiu (1988) also stated that behavior ratings by teachers and peers range from
nonsignificant to .64. “Estimates of content, criterion-related, and construct validity from
numerous empirical studies have generally been quite acceptable” (Jeske, 1985, p. 1169).
Franklin et al. (1981) found that the Piers-Harris “demonstrates both convergent and discriminate
validity in an assessment of a relatively stable and internally consistent construct” (p.439).
However, one exception is the work by Platten and Williams (1979, 1981) which found factor
instability within the sample. Piers (1996) cautioned that one must take this into consideration
when interpreting specific cluster scales for individual children. Content, criterion-related, and
construct validity estimates have proved acceptable with the exception of specific research
showing factor instability within the sample, for which the manual provides interpretation

recommendations.
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Norms

The Piers-Harris was normed on a sample of 1,183 children in Pennsylvania in grades 3-
12 (Cosden, 1984). Normative cluster scores were obtained from an independent sample of 485
students (Piers, 1996). There were no significant mean and standard deviation differences
detected between students because of grade level (Cosden, 1984). Therefore, “scores were
collapsed across grades resulting in a mean score of 51.8 and standard deviation of 13.87 for the
entire sample” (Cosden, 1984, p.512). The manual also includes means and standard deviations
from 12 other studies of normal children with a cumulative N for these studies totaling 3,692
children (Piers, 1996). There have also been normative studies done on special groups such as
blacks and Koreans, gifted students, and behavior-disoriented students (Epstein, 1985). Epstein
(1985) notes that one must use caution when generalizing these norms due to the fact that the test
has not been renormed since its original standardization in 1966.
Strengths

Several strengths of the Piers-Harris have been reported. First of all, the test
administration is simple and directions for scoring and interpretation are easy to follow (Epstein,
1984). The test is also cost effective and efficient (Piers and Herzberg, 2002). In addition,
because of the test’s brevity, it is easily administered in a classroom setting and is appropriate for
use in schools with both individuals and groups (Epstein, 1984). Epstein (1984) continued that
reliability and validity studies have suggested that the Piers-Harris has “favorable psychometric
properties” and can be used with “a fairly high degree of confidence as a screening instrument”
(p.1169). Chiu (1988) noted that the Piers -Harris “possesses sufficient reliability and validity”

and “it has been regarded as the most psychometrically sound instrument for assessing children's
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self-esteem” (p. 299). Jeske (1985) reported that “the Piers-Harris appears to be the best
children’s self-concept measure currently available” (p. 1170).

Epstein (1985) and Jeske (1985) highly recommend its use “as a classroom screening
device, as an aid to clinical assessment, and as a research tool” (Chiu, 1988, p.299). Most
recently, Marsh and Holmes (1990) concluded that the Piers-Harris “has been the most widely
used and highly recommended self-concept instrument for children” (p. 91). They went on to say
that the Piers-Harris was the “most frequently cited self-concept test for preadolescents and the
27" most frequently cited test from all areas of measurement” (Marsh and Holmes, 1990, p. 91).
Weaknesses

Literature has also identified weaknesses of the instrument. Piers (1996) intended for the
Piers-Harris to be used only as a screening instrument and stated that it should not be used
simplistically or used in isolation. Piers recommended that the scale be used in conjunction with
other methods including “clinical interviews, peer nomination, and observation of the child in
various settings to supplement, corroborate, and investigate the scale results” (Piers, 1996, p. 4).

One weakness pointed out by Combs and Super (1957) and Purkey and Cage (1973) is
that, because the instrument is based on self-reporting, it ignores such aspects of self-concept that
individuals may be unwilling or possibly unable to reveal about themselves (Chiu, 1988). The
intent of the scale has not been disguised and, therefore, Piers stated that children may
consciously or unconsciously distort the scores, often in the direction of responses that may be
more socially desirable (Piers, 1996). For this reason, Piers (1996) cautions in the manual that
“the Piers-Harris should never be used as the sole method for assessing self-concept where this is

being used to influence important decisions about a child” (p. 2).
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Another limitation regarding interpretation of the test was also identified by the author.
According to Piers (1996), the user of this scale should not place too much interpretive value on
individual responses to the questions. While the empirical pattern of scores and possible areas for
further inquiry may become clear and understood better the user should be careful not to
interpret out of context (Piers, 1996). Piers (1996) noted that individuals who may not have
sufficient background to interpret individual item responses appropriately, for example, parents
or teachers, should not have access to the responses.

Another identified limitation of the scale is that the original norms were based on data
from just one Pennsylvania school district (Cosden, 1984). Although subsequent studies
suggested that those results could be applied to school populations within the United States that
were more diverse, it cannot be assumed that the normative or other psychometric data for other
populations are comparable with the Pennsylvania school district (Piers, 1996). Chiu (1988)
noted that because of this issue, caution should be taken when using these norms for a definite
self-concept assessment, and that the scale should be used as a screening measure rather than an
analytic device. In relation to norms, Epstein stated that the test has not been renormed since
1966. However, “although norms are several decades old, subsequent research has generally
provided continuing support for use of the instrument as it was originally intended” (Epstein,
1985, p. 1169).

Finally, Piers (1996) identified other limitations for this scale as being specific to the
computer programs, which encompass the differences in the programs, quality of programs, and
types of reports. According to Piers (1996), the program for the Piers-Harris, as of 1996, was
essentially a descriptive report, performing complex administration as well as scoring functions.

Piers (1996) identified clinicians’ reports from which the Piers-Harris narrative section was
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modeled, but the “task of fully integrating these descriptions and interpreting them within the
context of a particular child is left up to the individual responsible for the interpretation” (Piers,
1996, p. 5).

Despite the weaknesses, Jeske (1985) stated that the authors of this scale carefully note
any limitations of their instrument. Therefore, Piers and Harris make no claims that have not
been substantiated through numerous research studies. Competing instruments that might be
considered for children’s self-concept include the Sears Self-Concept Inventory, the Gordon
How I See Myself Scale, the Personal Attribute Inventory for Children (PAIC), and the Lipsitt’s
Children’s Self-Concept Scale.

Procedure

Students from 9th through 12th grade participated in this study with permission from the
school principal (see Appendix C). The researcher canvassed counselors, teachers, and other
adult staff in the high school to identify students who have been targets of aggressors (See
Appendix D). The researcher also released an announcement about the study that was read by
teachers to all students who were given the opportunity to self-select. Once these students were
identified, the researcher met individually with these students to discuss the nature of the study
and to build rapport.

The researcher scheduled meeting times to further discuss the study individually with the
students and gain informed consent. The researcher met with the students individually to answer
questions and discuss the study. The researcher provided students with the informed consent
forms, requesting participants' written consent (see Appendix E). Students were also informed
that a parental consent form was required to participate. The form was given to the students to

take home for review by the parents/guardians of the students, informing them of the program
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and requesting their signature on the form for participation (see Appendix F). The parents and
the students were advised that participation in the study was voluntary. Two of the initial 13
students declined to participate.

The sessions were conducted on both A/C and B/D days at varying times to ensure
students were not removed from the same classes repeatedly. Group sessions took place weekly
in the Student Assistance Program (SAP) conference room located adjacent to the counseling
office of the high school.

The purpose of the research was to increase self-concept/self-esteem in students who
have been the target of aggressors through group counseling. The group met over a 10-week
period with each session focusing on a content area included within four phases. The curriculum
focus within the group activities for each session were planned as listed in Table 1 and explained
below.

Table 1 — Weekly Session Activities

Session Activity

Session 1:  Administer pre study questionnaire (see Appendix A)
Introduction and Group Expectations (see Appendix G and Appendix H)

Session 2:  Group Goals (see Appendix I)
Circle of Courage (see Appendix J)

Session 3:  Defining Violence, Abuse, and Bullying (see Appendix K)
Session 4:  Recognizing Signals (see Appendix M)

Session 5:  What is Respect Like? (see Appendix P)
What | Know About Myself (see Appendix Q)

Session 6:  Being Assertive (see Appendix S)

Session 7:  Healthy Choices (see Appendix V)
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Session 8: A Safe Place (see Appendix W)
Session 9:  Accessing Support (see Appendix X)

Session 10: What | learned/Termination (see Appendix Y)
Administer post study questionnaire (see Appendix A)

Party

Group Activities

Introductions and Group Expectations. Introductions took place at the start of the initial
group meeting. Participants learned group member’s names and began to interact with each
other. Group expectations were established in an effort to have a basic understanding of how
members would like to be treated in the group.

Group Goals and Circle of Courage. Goals were introduced to establish mutual working
rules for the group, develop an understanding of acceptable behavior in group, and provide a
respectful, safe structure for participants. Goals of the group and individuals were discussed to
develop areas of focus and purpose for the group, i.e., communicate better. This session also
involved group members becoming familiar with sharing and listening in group. A goal for this
activity was to encourage members to feel that they would be treated fairly in group and would
feel safe to share and be open to others.

Defining Violence, Abuse, and Bullying. The goals of this session involved helping
members understand the terms violence, abuse, and bullying, as well as increasing members’
awareness of when bullying happens.

Recognizing Signals. Goals of this session were to help members understand the
escalation process, learn to identify the signals that indicate they are becoming increasingly

tense, and to disrupt tension before they blow up.
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What is Respect Like? and What | Know About Myself. During this exercise group
members will engage in two activities. The first, What is Respect Like? involved group members
exploring and understanding what respectful behavior is. The second activity for this session,
called What | Know About Myself, was an activity to help members increase their self-
awareness and gain increased self-esteem.

Being Assertive. Goals included group members learning what assertiveness is, learning
assertive communication skills, and introducing skills to help member feeling empowered in
challenging situations.

Healthy Choices. This session focused on group members understanding the idea of
making choices and developing an increased understanding of how to make healthy choices.

A Safe Place. This session allowed members to explore, identify, and discuss a place at
school or another institution where they would feel safe.

Accessing Support. The focus in this session was to assist members in understanding that
support from others is something everybody needs and to identify people or places members
could turn to for support.

What | Learned. The final session gave members an opportunity to name what they have
learned and develop post-group plans before termination.

Session 1. (8 students present; 1 student absent: #7).

Students completed the Piers-Harris 2, Children’s Self-Concept Scale (Ellen V. Piers,
Ph.D., Dale B. Harris, Ph.D., and David S. Herzberg, Ph.D., 2002), a self-report questionnaire
for the assessment of self-concept at the onset of group (see Appendix A). Upon completion,
students attempted to learn group members’ names with an introduction activity and began to

interact with each other (see Appendix G). Students introduced themselves to each other by
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passing a talking stick, a green stick with a green feather ball at one end, allowing each

participant to speak one at a time. Each member stated her/his first name and her/his favorite

food. Two students volunteered to go around the table repeating each member’s name and

favorite food. Not every student who wanted to repeat names and favorite foods had the

opportunity to do so due to time limits.

Several students knew each other and on several occasions had difficulty focusing and

abstaining from talking. We reminded students to try to focus on the work of the group. Once

introductions were complete, we moved on to group expectations (see Appendix H). Group

expectations included three newsprint sheets titled: Group Expectations of Each Other, Group

Expectation of Mrs. Salomone and Mrs. Breslewski, and Mrs. Salomone’s and Mrs. Breslewski’s

Expectations of Group Members. The expectations are shown in Table 2. Due to time

constraints, the Group Goals could not be discussed during this session as planned, but were

scheduled to be addressed in Session Two the following week.

Table 2 — Group Expectations

Group Expectations Category

Expectations

Group Expectations of Each Other

Group Expectations of Mrs. Salomone
and Mrs. Breslewski

Mrs. Salomone’s and Mrs. Breslewski’s
Expectations of Group Members

+Share food

+Be nice

«+Listen when others are speaking

+Don’t interrupt

+Confidentiality — trust each other not to
talk about others outside of group

+Concentrate on the task — FOCUS

+No foul language

+«No putdowns

+Plan the group well
+Send a pass

+Bring a snack

+Respect what others say

+No Loud Outbursts
+Have fun but take group seriously
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+Be aware of other people’s painful
experiences and respect them

Session 2. (8 students present; 1 student absent: #5).

This session began with completing “Group Goals” (see Appendix 1). The group goals
are shown in Table 3. Group members concentrated more on the work of the group and, while on
occasion still become distracted with objects or side conversation, participated for longer periods
of time. Most members provided their suggested group goals. There were a few members who
tended to listen and participate less than others, however, they did participate when asked for
suggestions or input.

The second half of our session involved the “Circle of Courage,” which involved
members taking turns with the talking stick to share topics presented by the facilitators (see
Appendix J). The first topic was to share her/his favorite or least favorite subject and why it was
their least favorite subject.

We went around the circle again, asking for members to describe a situation when they
had a good time with a parent or other adult. During this disclosure two group members
mentioned times spent with their fathers. One male said that he did not spend as much time with
his father because his father was always busy. Another male in the group said he did not play
video games with his dad anymore because his dad was also too busy to play. Finally, another
male in the group began to talk about the death of his older step-brother when this group member
was in the first grade. He continued to discuss the death with the facilitator following the group
as he was leaving the room. Observations from this group provided evidence that members
disclosed more personal, meaningful experiences, which could be a directly linked to feeling safe

within the group.
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Table 3 — Group Goals

Group Goals

+ Use Safe School Ambassador Action Logs to show group leadership skills:
“It can be done”
“It can be better”

Make friends

Support each other

Solutions/help for bullying situations, including name calling

Build relationships so group is safe

Express feelings in a better way

Listening skills get stronger

* & & o o o

Session 3. (7 students present; 2 students absent: Rachel, Chantel).

Session 3 focused on “Defining Violence, Abuse, and Bullying” (see Appendix K). The
group began with the facilitator asking members to provide a definition of violence, either words
or actions that could be intentional or accidental. Members gave examples of violence such as
hurting others and fighting. One student even began to recite the school district’s definition of
violence, which was read in its entirety to the group by Mrs. Breslewski who stated, “Violence is
any mean word, look, sign, or act that hurts a person’s body, feelings, or things” (Remboldt and
Zimman, 1996, p. 325). Mrs. Breslewski continued reading, “No one is entitles to use violence
and violence is not tolerated at our school” (Remboldt and Zimman, 1996, p. 325).

The group was asked to share examples of verbal, physical, emotional and sexual
violence, which was written on the newsprint and included in Table 4. Once we completed the
lists, the facilitator passed out paper to create definition spirals. Group members were asked to
look at the lists and write words or actions of violence. To begin, they wrote one word as small
as possible in the center of the paper, wrote another word a little larger and wrapping it around

the last word. They continued until they had a spiral on the paper (see Appendix L).
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The group talked about what types of actions or words included on the list could be
considered bullying and the group decided that everything mentioned is a form of bullying.
Some are more extreme than others, especially homicide. The group addressed how others are
affected by these behaviors. One said that these behaviors are hurtful and cause isolation. These
words or actions may result in feeling bad and in some cases, as three students acknowledged, in
suicidal ideation at certain times in their lives. At this point, the facilitator explained that it is
important to have a person that they can talk to when they feel badly because of the words or
actions of others. The all said they did have someone to talk to if they felt badly. They also said
they no longer thought about suicide, this was only a thought in the past, for example, during
middle school. The facilitator stated that no one deserved to be treated this way and that no one

had a right to say or do these things to anyone in the room.

Table 4 — Defining Violence, Abuse and Bullying

Verbal, Physical, Emotional, and Sexual Violence

Verbal +Rumors
+Make fun of last name or first name
+«Mean, hurtful words, i.e.,
+“you’re ugly”
+“you’re gay”
+“you’re fat”
+“you’re stupid”
+“you’re worthless”
+“you have no friends”
+“I wish you were dead”

Physical +Punching
+Pushing
+Suicide
+Homicide (Columbine)
+Genocide

Emotional +Exclusion
+«Rumors — hurt feelings, reputation
+Dirty looks
«+Stare downs
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+Saying:
+“you’re not worthy”
+“no one likes you”

Sexual Violence «Sexual harassment
+Touched in wrong places
+Any unwanted physical contact

Session 4. (7 students present; 2 students absent: #7, #8).

The fourth session involved the activity “Recognizing Signals” (see Appendix M). This
activity was used to help members understand the escalation process when they become angry or
upset. We began by drawing the Escalation Cycle on newsprint for the members to view (see
Appendix N). The facilitator described the three phases, stating that people can get caught in a
vicious cycle and it may be hard to break the cycle if they do not know how to stop the process.
This cycle was used and paralleled to the school district’s cycle that is introduced during the Safe
School Ambassador’s training called the “Pain, Rage, Revenge Cycle”.

The first phase is described as the “Build-up” or “Pain” phase, which occurs when a
person feels increasing tension. The group discussed the need to pay attention to the signals that
cause you to become tense. An example was someone picking on you everyday. This can
become increasingly annoying to students. By recognizing the signals, group members could
avoid hurtful behaviors as well as the rage causing the next phase of blowing up.

The second phase is the “Blow-up” or “Rage” and “Revenge” phases that follow the
build-up of tension and pain phase. During this phase, a person will lash out at the aggressor, the
person who is teasing, picking on, or bullying the target. Someone may get hurt as a result of the
rage, blow-up, and revenge that come from the target. The group members talked about this with

candor, stating that some would like to kill their aggressors. We discussed the feelings associated
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with this anger and the reasons why they may have thought this was the only solution. One
student stated that she would never really do it (kill someone), it was just fun to think about
doing it.

The “Calm-down” phase is the final phase of the cycle, bringing a release of tension once
someone has been hurt or confronted. The facilitator complimented the group on their
participation with great examples and thanked them for their honesty. Group members were told
that it takes a lot of courage to break the Escalation Cycle because it means paying attention to
the escalation signals and possibly walking away from a situation that could lead to a blow up.
The facilitator reminded the group that when they make the decision to walk away, they are in
control of the situation and will feel better about their decision to end the cycle by leaving the
situation. Members discussed feelings they had when they were in various points of the
escalation cycle and drew the escalation cycle on paper (see Appendix O).

Newsprint was used to record group members’ thoughts and feelings at the build up stage
in regard to their bodies, tensions, feelings, thoughts, words, and situations shown in Table 5.
This activity helped group members to become aware of signals. With this awareness comes

information to help them eliminate the tension that could cause themselves or others to get hurt.

Table 5 — Recognizing Signals

Signals: Body, Feelings, Thoughts, Hot Signal Words, Hot Signal Thoughts

BODY

+ Baking powder/vinegar — volcano like
Muscles twitch

Heart races/pounds

Chest/muscles tighten

Clench fists

Grind/clench teeth

Get quiet/shut down

* & & & o o




FEELINGS

Anger

Frustration

No one cares

Doubt

Fear

Isolation/Anti Social

Apathy

Bitter

Homicidal
Fatigued/emotionally drained

* & 6 & 6 6 O o o o

THOUGHTS

| want to hurt you

Shut up

Finding a happy place/Relief
Wanting to hurt myself
Hopelessness

Wanting help/rejecting advice
Walk away — Don’t listen
You’re wrong

Get over it

Could be worse

>

* & & 6 6 O o o o

Hot Signal WORDS

Gay

Swearing

You’re ugly

You’re fat

Calm down

Get over it

Any labels: Stupid, Loser, Emo Geek
Making fun of me

* & & & o o o o

Hot Signal SITUATIONS

Hallway

Crowed areas

Anywhere

Near Water

Certain dogs near

Brother

Cafeteria/Aides

PE

Family gatherings/kitchen

* & 6 & 6 o o o o
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Session 5. (6 students present; 3 students absent: t#3, #4, #8).

The fifth session involved two activities concerning respectful behavior and self-

awareness and self-esteem. The activity “What is Respect Like?”” focused on understanding

respectful behavior using our five senses (see Appendix P). Participants were given the respect

worksheet, which they completed individually (see Appendix Q). The worksheet was broken

down into three sections including respect, violence, and peace. Each section asked what the

topic, for example respect, looks like, sounds like, feels like, tastes like and smells like. Upon

completion, group members read some of their descriptors aloud and the facilitator wrote them

on the newsprint as shown in Table 6. They noticed that some of their thoughts were similar and
some were very different. In any case, the descriptors used by each member were important and
meaningful to each of them. The purpose of using senses to describe their connections to respect,

violence, and peace, was to increase their understanding and reinforce the concepts of each.

Table 6 ~What is Respect Like?

Respect, Violence and Peace: How it Looks, Sounds, Feels, Tastes, and Smells

Respect
Looks like: Sounds like: Feels like: Tastes like: Smells like:
spurple «Classical music | «warm goodness | +«Kool Aid +flowers
+happy faces +Diru music ofuzzy +muffins s0range
«dragons strumpets sgreatness thrust | epie
upon you «Chocolate
+good «+hot chocolate
+happy +buffet
Violence
Looks like: Sounds like: Feels like: Tastes like: Smells like:
+sad face +blah «hurting «sour milk ofarm
+blood sSCreams +pain +iron sOgre
«torture +heavy metal eMmean +poison siron
+Whips +bad +Crying «drinking +gasoline
+shackles +Sharp pain kerosene/bleach | «fire
saxe «+ripping heart in
half
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Peace
Looks like: Sounds like: Feels like: Tastes like: Smells like:
+yellow sQuiet «Calm +good +wind
ored s0Cean +happy +milkshake «Clean linen
stranquility +forest otie-dye shirt
«elevator music | «silk
+comfy clothes

The next activity, “What I Know About Myself”, was introduced to the group in an effort
to increase their self-awareness and self-esteem (see Appendix R). The group was asked to think
about and participate with their input to complete three categories listed on the newsprint. The
results are listed in Table 7. First, group members identified the people who know the most about
them and shared this information with the rest of the group. Next they were asked to identify and
share what people knew about each of them. Finally, group members identified and shared
strengths that they know or others know that they possess.

Following this group activity, participants identified three of their personal strengths and
wrote them on a piece of paper. We attached these lists on each other’s backs and moved around
the room to have group members add one strength they viewed the member having and wrote it
on the member’s list. Next, each member read their list aloud saying “What I know about myself
is ...” before reading the strengths on the list. Due to time constraints, we briefly discussed what
strengths surprised each member and why. At the close of this group, the facilitator explained
that these are strengths that each member sees in him/herself and the strengths that others see in
each member and we discussed the messages we received from others. The group was then
reminded that when they experience negative messages from others, to remember their strengths

and qualities that make them good people.
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Respect, Violence and Peace: How it Looks, Sounds, Feels, Tastes, and Smells

Who Knows the Most About Me

* & & ¢ & o o o

Devin

myself

my mom
Andrew

my brother
my best friend
my grandma
my cousins

What People Know About Me

* & & & o o o

I don’t initiate fights

How I do things

How | react

What I’ll say

How I feel (we’re alike)

That I’'m different

That I have high functioning autism

Strengths | or Others Know That | Posess

* & & & 6 6 O O o 0o o

Game playing
Highly observant
Autism, but I never forget things
Smart

Good listener
Very creative
Confident
Helpful
Dependent

Kind

Public Speaker

Session 6. (5 students present; 4 students absent: #1, #3, #4, #7).

The sixth session involved the “Being Assertive” (see Appendix S). During this session,

students discussed assertive behavior, aggressive behavior, passive behavior and passive-
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aggressive behavior, defined on the “What is Assertive Behavior” handout (see Appendix T).
The facilitator began by having a student volunteer for a role play. The facilitator moved close to
the student asking somewhat intimidating questions in a louder voice, such as “Where were you
today at 2:30?” and “Who were you with?”. The facilitator then talked negatively about the
student under her breath while walking away. The student volunteer asked the facilitator was she
was getting so close to him as he pulled his head away. The other students began to laugh as they
watched the role play. Following this interaction the group discussed assertiveness and how this
allows members to say how they feel and what they want. The facilitator distributed “Guidelines
for Assertive Communications” (see Appendix U), which listed recommendations to help group
members be assertive in certain situations. The guidelines were discussed briefly prior to the end
of the group session.

Session 7. (8 students present; 1 student absent: # 1).

Session seven involved the “Healthy Choices” activity (see Appendix V). During this
session, group members named significant people in their lives and the types of choices these
adults have to make. One student began with “My mom killing herself”. The group listened
intently to him and then he added “from smoking”. He said this bothers him and smoking, in
general, is something that doesn’t make sense to him and he doesn’t like it. This information is
shown in Table 8. Following this discussion, the researcher asked group members to look at the
list and determine which of the choices were healthy, such as helping people, and which

choices were not healthy, such as smoking.
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Important People and Their Choices (not in specific order)

Important People Their Choices

+My mom «kill herself - smoking

+my siblings +helps people

«Close friends +t0 be mean

+my dad +Serves in the military

«grandma/grandpa +making good and bad decisions

«inventors +helps people

«teachers +teach morals

«counselors «cares for me

+Veterans +provides education

+Less fortunate (homeless) +available to talk to

+family +loves me
«+peer pressure (positive and negative)
+decide what to make for meals
+support peoples’ freedoms

In addition, group members were asked to name choices that they make in their lives
now. These choices were written on the newsprint and are included in Table 9. The group
discussed these choices and expanded the discussion talking about what rewards you may get
from making a healthy choice and whether they consulted with others before making a choice.
One student said that a reward is making someone else feel better which, in turn, makes that
student feel better. When discussing whether students consulted with others, one said that
sometimes she talks to her close friends to get their opinion about a choice. She found that one
response from a friend was something she didn’t think about and wouldn’t have known if she

hadn’t asked.
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Group Member’s Choices

Your choices

«Career decision

«friendships

+What to make for dinner
+What | say to people

+What to do next

+Whether to do homework
+Not to smoke

+not to drink/do drugs
+Whether | want to help people
+Stopping to help someone
«cat the donut or eat healthy
seXercise

+play video games

+be kind or exclude someone
+juggle tasks (multitasking) or avoid tasks

Session 8. (7 students present; 2 students absent: #7, #8).

Session 8 focused on group members identifying and discussing safe places at home and

at school. Group members were asked to think about safe places with prompting questions. Table

10 includes the group’s thoughts that were recorded on newsprint about where safe places were

for group members, why they considered them to be safe places, whether being safe was a

thought or a feeling, and safe places to go when they were scared. The group discussed specific

fears that made group members feel unsafe, what actions group members would take to feel safe

again after feeling unsafe, and who they could talk to when the felt unsafe to feel better again.

Finally, we explored positive self-thoughts that would help group members feel safe if they were

alone and couldn’t talk to or see the people that made them feel better when they were afraid or

in an unsafe situation.
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Safe Place Exploration

What makes a place safe?

* & & o o

Not threatening
In school

With family
With a pet
With people

How does a place become safe?

Threat eliminated
Comfort present

What makes a place safe?

* & & o o

Not threatening
In school

With family
With a pet
With people

How do you know you are safe
there?

Feel safe
Sense of security
Feel opposite of fear

Is being safe a feeling or an
action?

Action = Physical Threat
Fear = Feeling

Are there different ways of not
feeling safe?

Having fears
Being around certain people

What makes you feel unsafe?

* & & & o o 0o o

Dying alone

Spiders

Snakes

Loud noised

Dead people

Heights

Losing somebody
Someone getting hurt




Bullying in Schools

What did you do to feel safe
again when you felt unsafe?

Move away from the unsafe
situation

Think happy thoughts

Cling to someone “like lint on a
sweater”

Whom did you talk to or see to
help you feel safe?

* & o o

Anyone

Mom

Aunt

Whoever you love

Safe places to go?

* & & o o o

Counseling office

Mrs. Shea

The bathroom
Anywhere with friends
In my house

The basement

Positive self-messages when
you’re scared?

It’ll be ok
I’'m strong
They’re ok, so I’'ll be ok

S7

Next, the group created a story about a young person in high school, whom they named

Joe. Joe had been teased by his peers for about a week straight. The participants then developed a

list of thoughts and feelings that this young person may have had that are included in Table 11,

feelings that they may have experienced when they were in a situation where they were teased or

bullied. The group then provided some positive self-messages he could use to feel better,

messages they have used for themselves during a similar situation.
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Story of a Safe Place For a Young Person

Name of young person

Joe

Gender

Male

Feelings & Thoughts

Bad
Angry
Sad

Upset
Empty
Alone
Suicidal
Vengeful
Homicidal

* & & & & o o o o

Positive Self-Messages

Release Stress

S/he doesn’t know me — minor nuisance
Don’t let him get to me

Don’t listen and be who you want to be

* & o o

Session 9 (7 students present; 2 students absent: #7, #8).

This session focused on accessing support. The purpose of this session was to help the
group understand that everyone needs support at some time in their life and to identify people
and places to when they need support. Newsprint was used to record words and ideas of what

support meant to group members, the people who provide members support, types of support,

and how they get support. One student stated that he couldn’t think of a safe place and couldn’t

think of a safe person to go to if he needed support. Mrs. Breslewski said that this made her feel

sad and asked him to try to think of someone he felt comfortable speaking with. The student

looked down at his paper and remained silent. Mrs. Salomone asked the group if anyone would

be able to offer support if this student came to any of them. The entire group raised their hands to
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let him know that they were there for him. Mrs. Salomone asked him to look around the table
and see all the people that cared about him and would be there for him if he needed it. He looked

at everyone and smiled slightly.

Table 12 — Accessing Support

Support

Financial

Emotional

Physical

Standing by me

Someone to trust and to talk to
Clothing

Medical

Words & Ideas about what support means

* & & & o o o

Teachers
Mom and Dad
Grandmother
Friends
Brothers

Pets
Counselors

People who provide support

* & 6 6 o o o

Types of support Day to day needs

Time with someone/talking
Help to understand things
Keep you out of trouble
Keep you on track

Encouragement to never give up

* & & o o o

Sit until noticed

Peers — drop hints

Adults - talk

Talk to stuffed animals/pets
Talk to myself

How do you get support

* & & o o
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Session 10. (9 students present; 0 students absent.)

This session was our final meeting as a group. The group began with the facilitator asking
group members to share something they had learned over the past nine weeks of group and then
pass the talking stick to the person sitting next to them. As each group member held the talking
stick, they were asked to begin by saying “One thing I have learned in or from this group is...”
and their thoughts were written on the newsprint identified in Table 13. Prior to sharing, the
facilitator read the activities covered during the previous group sessions to remind them of things
they learned. Following this activity, the facilitator administered the Piers-Harris 2 post-test to
the group and collected them upon completion. A brief discussion followed when the facilitator
asked the group members if they found the group to be beneficial to them and if they would
recommend this group to be offered in the future to others. One participant said that he wanted to
continue and he found the group to be helpful because it gave him more confidence. One said
that he did not want the group to end. Others said “yes” in response to offering the group in the
future.

Table 13 — What | Learned

One thing I have learned in or from this group is...

Diversity

Help others

Tolerance

A lot

Compassion towards others

Understanding others

Can’t keep everything inside or you’ll explode
Kindness

Patience

There’s more than one person to talk to

We’ve all been victims of cruelty in our lives
Others are in the same situation as me

Stress can show on your face, hair loss, physical features
My strengths and weaknesses

* & 6 & & 6 6 O O O o o o o
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The escalation cycle

There’s a lot of people to go to — I’'m not alone
Everyone forms their own opinions

It takes a real person to say what’s on his/her mind
Learned from each other

Comfort found in people, places, things (i.e., pets)
Two people can get through anything

Difference between aggressiveness and assertiveness
I’m doing things right

People in this room can and do support each other

* & 6 & & 6 o o o o

Results

The study consisted of a psycho-educational group for students in 9" through 12" grade.
The students were identified as targets of bullying by counselors, teachers, and faculty or by
themselves through self-selection. The group met for 10 sessions, beginning January 12, 2007
and concluding on March 30, 2007. Activities were planned by the researcher for each session.
The group had two co-facilitators: Kelly Salomone, researcher, and Karen Breslewski, school
social worker. Group participants were given a pre and post questionnaire at the onset of the
group and at the final meeting to determine if participants’ self-concept increased as a result of
the group counseling. The instrument used was the Piers Harris Children’s Self-Concept Scale,
Second Edition, (Piers-Harris 2), (Ellen V. Piers, Ph.D., Dale B. Harris, Ph.D., and David S.
Herzberg, Ph.D., 2002). Results for each group meeting were included for each of these sessions.
Group Results

Upon completion of the scheduled group sessions, the post-test was administered to the
group. Once scores were calculated into T-scores (standard scores with a mean of 50 and a
standard deviation of 10, a normal range being between 40T and 60T), they were plotted.

The total score (TOT) is the number of items showing positive self-concept with a range

of 0 to 60. The TOT score is a measure of general self-concept and is identified as the most
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reliable measure of the Piers-Harris. Children with scores greater than or equal to 60T, are placed
in the high range indicating a child with a strong positive general self-appraisal. Student #9 had a
score of 61T. A very high range of greater than or equal to 70T indicates a child with very strong
self-esteem, exaggeration in the positive direction or a combination of these two factors. No
children scored higher than 70T. Children with scores of 40T to 59T are considered to be in the
average range or within normal limits, reporting a level of general self-esteem similar to most
students within the standardized sample. Student #1, #2, #4, #6, and #7 all fell within this range.
The low range of less than or equal to 39 indicates a child has serous doubts about their own self-
worth. Student #5 and #8 had scored in this range. A very low range of less than or equal to 29T
indicated an increased likelihood that the child has a diagnosable psychiatric disorder, for
example, depression, anxiety or conduct disorder. Student #3 is the only student who scored in
this range.

The six domain scales, or subscales, reflect the theoretical assumption that self-concept is
multi-dimensional or not solely based on a child’s global view of themselves. These scores
include specific appraisals of various feelings, abilities, and behaviors, allowing identification of
a child’s strengths and vulnerabilities in his/her self-concept. The six subscales all have the same
interpretive ranges as follows:

Above average range is greater or equal to 56T.

Average range is 40T to 55T.

Low range is less than or equal to 39T.

Very low range is less than or equal to 29T.

Interpretations and descriptions for these ranges are described in detail as each participant is

evaluated. All scores are shown in Table 14.
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Individual Results

Student #1 (male)

Student #1 reported a decreased TOT score from 43T to 41T, both within the average range.
Increased scores were shown in these domains: FRE (from 46T to 51T) both in the average range
indicating mostly positive emotional states, but he acknowledges a few difficulties related to his
mood; and POP (from 36T to 41T) increasing from low range to low average range, indicating
he has some difficulties with peer relations, but overall the level of the problems are within the
normal limits. The HAP domain remained the same at 51T, indicating he reported both positive
and negative appraisals of his life circumstances, with positive evaluations outnumbering the
negative. Scores decreased in the following domains: BEH (from 54T to 39T), showing a
decrease from average range to low range, indicating he is acknowledging significant behavioral
difficulties; INT (from 48T to 46T) showing a decrease from average to low average, indicating
more difficulties with academic work, but within the normal range; and PHY (from 40T to 38T)
falling from low average to low range indicating poor self-esteem in relation to physical strength
and body image.

Student #2 (female)

Student #2 reported a decreased TOT score from 46T to 44T, both within the average range.
Increased scores were shown in the HAP domain (from 43T to 51T), showing an increase from
low average range to average range, indicating she reported both positive and negative appraisals
of her life circumstances, with positive evaluations outhumbering the negative. Scores remained
the same in the following domains: BEH (62T) falls in the above average range indicating she
perceives herself as well behaved and complies with expectations and rules at school and at

home; PHY (45T) falls in the average range, indicating both positive and negative appraisals of
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her appearance and personal attributes with positive evaluations outnumbering the negative ones;
and POP (47T) remained in the above average range, indicating a perception that she is
successful in peer relationships. Scores decreased in the following domains: INT (from 48T to
40T), falling from average range to low average range, indicating more difficulties with
academic work, but within the normal range; and FRE (37T to 35T) remaining in the low range,
indicating significant problems with dysphoric mood and reporting feeling anxious.

Student #3 (female)

Student #3 reported a decreased TOT score from 30T to 27T, scoring in the low range at 30T
and moving into the very low range at 27T. No scores increased for this student. Scores remained
the same in the following domains: INT (29T) remaining in the very low range, indicating
intense negative self-evaluations including perceived difficulties with numerous school-related
tasks, not fitting in, or not being smart; FRE (43T) remained in the low average range, indicating
unpleasant emotional experiences, but overall these problems are within the normal limits; and
POP (31T) remained in the low range, indicating this student felt unhappy about her social
functioning, i.e., dissatisfaction with her friendships or having no close friends. Scores decreased
in the following domains: BEH (from 33T to 28T) moving from the low range to very low range,
indicating significant behavioral difficulties and may be indicative of disruptive behavioral
disorders at this level; PHY (from 35T to 29T) falling from low range to very low range,
indicating extremely poor self-esteem in relation to her body image and physical strength; and
HAP (from 35T to 27T) decreasing from low range to very low range, indicating general
unhappiness and dissatisfaction with herself, even having a serious emotional or behavioral

disorder.
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Student #4 (male)

Student #4 reported a substantial increase in his TOT score, jumping from 38T to 56T. This
increase from the low range to the high average range indicates a positive self-evaluation.
Increased scores were shown in these domains: BEH (from 43T to 62T) showing an increase
from the low average range to the above average range, indicating that he perceives himself as
well behaved and complies with expectations and rules at school and at home; INT (from 42T to
54T) improving from low average range to average range, indicating that he views himself as
performing acceptably well academically, but acknowledges a few difficulties; PHY (from 35T
to 48T) showing an increase from low range to average range indicating both positive and
negative appraisals of his appearance and personal attributes with positive evaluations
outnumbering the negative ones; FRE (from 46T to 51T) remaining in the average range,
indicating mostly positive emotional states, but he acknowledges a few difficulties related to his
mood; POP (from 29T to 47T) increasing from very low range to average range, indicating he is
mostly satisfied with his social functioning, but acknowledges a few difficulties with peer
interactions; and HAP (from 40T to 47T) increasing from low average range to average range,
indicating that he reports both positive and negative appraisals of his life circumstances, with
positive evaluations outnumbering the negative. No scores decreased for this student.

Student #5 (female)

Student #5 reported an increase in the TOT score from 27T to 33T. This student moved from
very low range to low range, showing a below average score, but an improvement in self-worth.
Increased scores were shown in these domains: INT (from 34T to 38T) remained in the low
range, indicating that she acknowledges numerous perceived difficulties on specific school-

related tasks, not fitting in, or not being smart; PHY (from 32T to 35T) remaining in the low
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range, indicating poor self-esteem in relation to her body image and physical strength; FRE
(from 22T to 33T) increasing from very low range to low range, indicating significant problems
with dysphoric mood and reporting feeling anxious; POP (from 29T to 33T) increasing from
very low range to low range, indicating she felt unhappy about her social functioning, i.e.,
dissatisfied with her friendships or has no close friends; and HAP (from 30T to 43T) increasing
from low range to low average range, indicating feelings of dissatisfaction, but the overall level
of these problems are within the normal limits. Scores remained the same in the BEH domain
(41T) showing a low average range, indicating that this student admits to difficulties managing
her own behavior, but the overall level of these problems is still considered within the normal
limits. No scores decreased for this student.

Student #6 (male)

Student #6 reported a decreased TOT score from 51T to 41T, showing a drop from average
range to low average range. No scores increased for this student. The FRE domain score
remained the same (54T) showing an average range, indicating mostly positive emotional states,
but he acknowledges a few difficulties related to his mood. Scores decreased in the following
domains: BEH (from 62T to 49T) falling from above average range to average range, indicating
that he evaluated himself as fairly well behaved, but acknowledges a few difficulties with his
conduct; INT (from 51T to 44T) remaining in the average range, indicating that he views himself
as performing acceptably well academically, but acknowledges a few difficulties; PHY (from
45T to 38T) moving from average range to low range, indicating that he has poor self-esteem in
relation to his body image and physical strength; POP (from 41T to 33T) decreasing from low
average range to low range, indicating that he felt unhappy about his social functioning, i.e.,

dissatisfied with his friendships or has no close friends; and HAP (from 59T to 43T) falling from
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above average range to low average range, indicating feelings of dissatisfaction, but the overall
level of these problems are within the normal limits.
Student #7 (female)

Student #7 reported an increased TOT score from 46T to 49T, both within the average range.
Increased scores were shown in these domains: INT (from 54T to 59T) increasing from average
range to above average range, indicating confidence in her general intellectual abilities and in her
performance on specific academic tasks, i.e., reading and presenting oral reports in class; PHY
(from 48T to 58T) increasing from average range to above average range, indicating that she is
generally satisfied with her physical appearance, and HAP (from 40T to 43T) remained in the
low average range, indicating feelings of dissatisfaction, but the overall level of these problems
are within the normal limits. Scores remained the same in the following domains: BEH (46T)
showing an average range, indicating that she evaluates herself as fairly well behaved, but
acknowledges a few difficulties with her conduct; FRE (41T) remaining in the low average
range, indicating unpleasant emotional experiences, but overall these problems are within the
normal limits; and POP (47T) showing an average range, indicating she is mostly satisfied with
her social functioning, but acknowledges a few difficulties with peer interactions. No scores
decreased for this student.

Student #8 (female)

Student #8 reported an increased TOT score from 36T to 38T, both within the low range, just
two scores below the average range. Increased scores were shown in these domains: PHY (from
32T to 35T) remaining in the low range, indicating that she has poor self-esteem in relation to
her body image and physical strength; FRE (from 33T to 39T) remaining in the low range,

indicating significant problems with dysphoric mood and reporting feeling anxious; POP (from
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31T to 33T) remained in the low range, indicating she felt unhappy about her social functioning,
i.e., dissatisfied with her friendships or has no close friends; and HAP (from 37T to 40T)
showing an increase from low range to low average range, indicating feelings of dissatisfaction,
but the overall level of these problems are within the normal limits. Scores remained the same in
the following domains: BEH (54T) remained in the average range, indicating that she evaluated
herself as fairly well behaved, but acknowledges a few difficulties with her conduct; and INT
(42T) showing low average range, indicating more difficulties with academic work, but within
the normal range. No scores decreased for this student.

Student #9 (male)

Student #9 reported an increased TOT score from 43T to 61T, indicating a jump from low
average range to a high range. Increased scores were shown in these domains: BEH (from 49T to
62T) increasing from average range to above average range, indicating that he perceives himself
as well behaved and complies with expectations and rules at school and at home; INT (from 48T
to 54T) remaining in the average range, indicating that he views himself as performing
acceptably well academically, but acknowledges a few difficulties; PHY (from 45T to 65T)
showing an increase from average range to above average range, indicating general satisfaction
with his appearance; FRE (from 43T to 58T) increasing from low average range to above
average range, indicating that he denies being bothered by sadness nervousness, worry, and other
unpleasant mood states; POP (from 29T to 50T) increasing from very low range to average
range, indicating he is mostly satisfied with his social functioning, but acknowledges a few
difficulties with peer interactions; and HAP (from 51T to 59T) showing an increase from average
range to above average range, indicating that he evaluates himself and his life circumstances in a

generally positive way. No scores decreased for this student.
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The scores, as shown in Table 14, show an overall increase within the Total (TOT) score as
well as the six domain scores. Student #3 showed either a decrease or no change in her scores.
The facilitator will meet with this student on an individual basis to determine if there is a need
for further evaluation. Student #6 showed markedly noticeable decreased scores, with one score
remaining the same. This student is currently seeing the school psychologist for further
evaluation after disclosing that he has had conversations in his head, spoke of suicidal and

homicidal ideologies, and told Mrs. Salomone that he just wanted to know what was wrong with

him.
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Table 14 — Group Results
INC RES TOT BEH INT PHY FRE POP HAP
Members | Pre Post = A Pre Post = A | Pre Post @ A Pre Post A Pre Post = A Pre Post | A Pre Post | A Pre Post | A Pre Post | A
1 60T 53T | -6 48T 56T  +8 | 43T 41T -2 54T 39T  -15 | 48T 46T @ -2 40T 38T | -2 46T 51T 45 | 36T 41T +5 | 51T 51T nc
2 53T 43T  -10 60T 60T | nc | 46T 44T @ -2 62T 62T nc | 48T 40T @ -8 45T 45T | nc | 37 35 -2 47T 47T  nc | 43T 51T | +8
3 53T 53T  nc 43T 40T -3 | 30T 27T -3 33T 28T @ -5 29T 29T nc | 35T 29T @ -6 43 43 nc | 31T 31T nc | 35T 27T | -8
4 53T 43T -10 46T 43T -3 | 38T 56T +18 | 43T 62T +19 | 42T 54T | +12 | 35T 48T +13 | 46 51 +5 29T 47T | +18 | 40T 47T +7
5 60T 53T -7 64T 66T  +2 | 27T 33T +6 41T 417 nc 34T 38T | +4 32T 35T +3 22T 33 +11 | 29T 33T | +4 30T 43T +13
6 53T 43T -10 48T 43T -5 | 51T 41T -10 | 62T 49T -14 | 51T 44T | -6 45T 38T -7 54T 54T nc 41T 33T -8 59T 43T -16
7 53T 60T +7 56T 60T | +4 | 46T 49T +3 46T 46T nc 54T 59T | 45 48T 58T +10 | 41T 41T nc 47T 47T nc 40T 43T +3
8 53T 43T -10 58T 54T -4 | 36T 38T +2 54T 54T nc 42T 42T  nc 32T 35T +3 33T 39T @ +6 31T 33T  +2 37T 40T +3
9 43T 43T nc 60T 54T -6 | 43T 61T +18 | 49T 62T +13 | 48T 54T +6 45T 65T +20 | 43T 58T | +15 ] 29T 50T = +21 | 51T 59T +8
MEAN 53T 48T -5 54T 53T -1 | 40T 43T +3 | 49T 49T nc | 44T 45T +1 | 40T 43T +3 | 41T 45T +4 | 36T 40T +4 | 43T 45T +2
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Discussion

The purpose of this group was to improve self-awareness and self-confidence and to
teach both coping and social skills. In group, members identified and took responsibility for
feelings, as well as began to explore appropriateness in expressing feelings, especially anger.
Members discussed ways not only to express, but to manage their anger in breaking the cycle of
bullying by walking away from a bullying situation.

The students who participated in the counseling group fit the mold of targets as identified
in the literature. Remboldt and Zimman described the target as having difficulty making friends,
live a lonely existence, being more comfortable with adults than with peers, having a higher than
average risk of suicide, and lacking assertiveness skills (1996). Key characteristics described by
Remboldt and Zimman, strongly reflect the characteristics observed and as identified by
members of this group.

Hazler (1996) stated that targets often choose some form of isolation as a means to deal
with problem situations involving bullying. Several group members talked about the fact that
they did not have many friends and were often times lonely. During free time at school or at
home, group members spoke of spending a great deal of time playing video games, drawing and
creating cartoons, and finding comfort with stuffed animals or pets. Group members spent time
escaping from their lonely reality into fantasy situations.

Piers and Herzberg (2002) suggested using the Piers-Harris 2 as a screening device to
identify children who might benefit from further psychological evaluation. As discussed in the
Results section, Student # 6 and # 3 showed a majority of decreased scores in every area tested,
or scored remaining the same. One student is currently seeing the school psychologist on a

weekly basis to determine if there is reason for a medical diagnosis. The other student with lower
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scored will be brought into counseling for further individual counseling and possible evaluation
with the school psychologist. Some students who participated in this group would not have
received counseling if not for this research. Fortunately for the two students with low scores,
they were not receiving counseling and now will have access to further evaluation and individual
counseling.

Some of these group members stated that instead of eating lunch in the cafeteria, they
would eat with a teacher. If given the choice of socializing with either peers or adults, many
would choose adults or choose to be alone. In fact, students who have been the target of bullies
do feel comfortable, possibly safer, with adults than with their peers. This was evident in our
group “A Safe Place” where students identified a few friends, but also several adults including
counselors, a parent, or teacher as someone to see when they needed to feel safe.

Another characteristic described by Remboldt and Zimman regarding targets is a higher
risk of suicide than their peers. During one session several participants openly discussed their
failed attempts at suicide. They also went as far as stating that they have thought about homicide.
The facilitators reinforced the support that they could provide to a student in need or from any
adult in the building. Cartoons that one student brought to group showed recurring violence as
the theme to her cartoons.

Lacking assertiveness is something that targets of aggression exhibit. Hazler (1996)
identified assertiveness as receiving the best results for students in a bullying situation. Students
gain experience of being assertive when teachers and counselors model the methods and benefits
of being assertive (Hazler, 1996).

Overall, the research in this study proved that adolescents who have been the targets of

aggressors do benefit from group counseling in terms of increased self-concept and self-esteem.
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Students recorded either increased scores or remained the same in all scores. Five of the nine
participants showed an increase in the total score (TOT). Six of the nine were at a level of
average range for positive self-concept. The pre-test showed only five students scored within the
average range of positive self-esteem. The overall increase in the TOT score was 3T (mean
scores from 40T to 43T).

Two students recorded an increase in the Behavioral Adjustment (BEH) domain,
recording no change in the overall score (mean score of 49T).

Four students recorded an increase in the Intellectual and School Status (INT) domain
with an overall increase of 1T (mean scores from 44T to 45T).

Five students recorded an increase in the Physical Appearance and Attributes (PHY)
domain with an overall increase of 3T (mean scores from 40T to 43T).

Five students recorded an increase in the Freedom From Anxiety (FRE) domain with an
overall increase of 4T (mean scores from 41T to 45T).

Five students recorded an increase in the Popularity (POP) domain with an overall
increase of 4T (mean scores from 36T to 40T).

Six students recorded an increase in the Happiness (HAP) domain with an overall
increase of 2T (mean scores from 43T to 45T).

This research allowed for students to express feelings and thoughts that they have never
shared with anyone previously. In doing so, at least one student is continuing to see the school
psychologist for further psychological evaluations and another will meet with the researcher for
future counseling and possible mental evaluation. This alone reinforces the need for a counseling
group to address bullying for those who have been the target of this violence over time, even

years. This student spoke of previous thoughts of suicide and homicide during several group
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sessions. Schools definitely need, and have recently been taking a proactive approach in bullying
prevention, as the literature identified, but more can be done for those who are the targets of
bullying.

This counseling group provided a safe place for the participants to share experiences,
thoughts and feelings. Members of the group learned that they are not alone in their suffering, the
concept of universality was present in group. Members expressed thoughts and feelings within
the group to discover that others had similar thoughts and feelings; everyone has been the target
of teasing or some form of aggression at one time or another. Ultimately, group members
improved their self-concept. They worked together on a journey of self-discovery, learning about
respect, violence, support, choices, and assertiveness. Group provided a starting point to
reinforce positive self-concept, self-esteem, confidence, and self-respect while, at the same time,
respecting the rights of others and being open and accepting of others.

Limitations

Several limitations were identified for this research project. The first limitation was that
this was the first group that was developed and facilitated by the researcher. This was a learning
process throughout the course of the group duration. However, the facilitator found it helpful to
have the school’s social worker, Karen Breslewski, as the co-facilitator who also runs the
district’s bullying prevention program. Mrs. Breslewski brought insight and knowledge about
bullying to the group process, which certainly enhanced the group process.

Time was another limitation to the group process. Students met once a week for 40 to 45
minutes. With this limited amount of time and the number of participants, there were often times
that discussions had to be interrupted to stay on task with activities. A smaller group of students

and a longer duration of the meeting time would benefit the participants and facilitators.
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Finally, this research is not conclusive. Piers (1996) intended for the Piers-Harris to be
used only as a screening instrument and stated that it should not be used simplistically or used in
isolation. Piers recommended that the scale be used in conjunction with other methods including
“clinical interviews, peer nomination, and observation of the child in various settings to
supplement, corroborate, and investigate the scale results” (Piers, 1996, p. 4). Therefore, the
Piers-Harris is a good indication of children’s self-concept, but not the sole determinant.

Recommendations

Through the course of this research, suggestions to improve group work for this
population have been identified for future groups. Yalom (2005) suggested keeping group size to
7-8 participants to allow for cohesion. This group of nine worked well together, but with a
smaller group there could have been more time for individual disclosure. Another suggestion is
to reinforce the need for punctuality and attendance for both the benefit of the individual and the
group. Due to the fact that students were taken out of classes, some missed group due to class
activities, testing, or physical education, which students must attend.

The researcher also recommends that this group be implemented in the school’s
counseling program. Several groups are currently established at this school district. Students
welcomed this group and encouraged the researcher to provide this counseling to other students
in the school. This recommendation will be made formally to the counseling staff.

Conclusion

The results of the research have provided evidence that there is a need to continue
research, provide education, and focus on bullying prevention within our schools. Bullying
prevention programs have become a necessity in schools after several traumatic school shootings

such as the thirteen deaths at Columbine High School. Conclusive evidence pointed to prolonged
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and merciless bullying by peers that led to the targets committing homicide and in some cases,
suicide. This study provided supportive services within a group counseling setting for students
who have been the targets of aggressors. Feedback from students was that the group was
beneficial to them.

Group counseling was the intervention used in this study to facilitate the identification of
feelings, increase self-awareness, and improve self-concept/self-esteem. Hall (2006) stated
“Through small group work, the school counselor can help students develop the knowledge,
attitude, and skills that will enable them to deal more effectively with bullying” (p. 201). This
research provided a small group setting to help students to develop skills, gain knowledge, and
establish an attitude that could help to empower them to deal with situations that may have
crippled them in the past. They reported feeling more confident and in control of situations. This
research shows there is a correlation between the intervention, group counseling, and increased

self-esteem and self-confidence.
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Appendix C

— o

Brenda €. Hamling  Christing
Kathleen M. Kalua'v  Martha H. Terilli

Memo:

Ta: [r. Gary Levandowski
From: Kelly O. Salomone
Subject: Research Project
Dute; November 9, 2006

1 would like to formally submit a request granting me permission to implement my research
project at Brockpon High School,

The purpose of this project is to implement a research study designed 1o increase the self-esteem
of adolescent students who have been or currently are the targets of agpressors, 1 will work with
4 group composed of eight to ten students in Yth through 12th grade. Participants will have been
identified as trgets of bullying and recommended for the study by counselors, teachers, and/or
othet high school stafl. Each student’s confidentiality will be protected, as no identifying
information will be written on the questionnaires. All materials from students (i.e., pre and post
survey questionnaires, activity dittos) will be stored in a locked file cabinet at school.

| will incorporate support group activities for each session. The focus of the study is to increase
the self-esteem of students who have been bullied through group counseling, resulting in
studenis’ feeling good about themselves, taking care of themselves, and making healthy choices
when they are bullied. A pre and post survey questionnaire, the Piers-Harris Children's Self-
Coneept Scale, by Ellen V. Piers, Ph.D. & Dale B. Harris, PhD., will be administered on the first
and last day of group sessions 1o measure self-esteem.

This risk of participation in this study is minimal. As a researcher, [ will guide studemts through
effective strategies 1o build sclf-esteem. The benefits to Brockport High Sehool include
increasing students’ self-esteem and fostering a sense of community and caring in our school.

By signing this form you give me your permission to conduct the study, In addition, you are fully
aware of my research plans and are in agreement with its implementation at our school.

" Title:

i[:hms: /{/"?I' 5}4

MNume (print):

Signoture (sign):

Person requesting consent:

Name (print): _Kelly 0. Salemeone Title: Graduafe .‘Hmdm-}j/l';rkrn

Signature {sigr%ﬁ%mém Date:  Noyem ber 9, #co¢
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Appendix D

December4, 2006
Dear Facuitﬂ,

T his letteris to inform you of aresearch Project/ti'iesis that | will be conciucting as an intern at Brockport }“ligiw
Sciwool to compiete the reciuirement fora Master’s in Counse|or Education tiwrougi’i SUNY Brockport. More
imPortantig, in cioing this research | l"IOPC to improve the se|t~concePt/seit—esteem of ivigii school students who
have been the target of peers (aggressors) ina bu”ging situation and assess whether Participation in this
counseiing group imProves se!ic~concept/se!t~esteem bg administering apre and post questionnaire called the
Fiers-Harris Children’s 5e1t~Concept Scaie 2. [or more information regarciing the group, sce reverse side of
this letter.

Jnan effort to select students for the counseling group, ] need your i-ieIP. ] am asking for 3ourinPut in iclentii:ging
students whom you have cither witnessed being bullied or who have confided in you that theg have been bullied.
The Possibie benefits from this stuciy could be that the information learned would allow Protessionais to better
help students who are bullied build self-esteem in order to feel good about themselves, take care of themselves,

and make heaithy choices when the\lj are bullied.

| am i'ioPing to begin groups in the beginning oiCJanuar\ij. | would appreciate your response with any names of
students 135 I:riclay, Decembcr 8. T his will allow time to form the group and get Parentai Permission to
Participate Prior to the Christmas break.

Ti‘iank you so much tor}jour time and assistance in icientiicging students who may ultimateiy benefit from this

research. ]i:gou have any questions, email me at ksalomon@bcs i .org and I will get back to you.

Warm regards,

Ke”\zj . Salomone, Counseiing Office

OO0 0000000000000000000000000000000000000000 0000000000000 000000000000 0000000

¢ Fiease detach this torm, Piace in a sealed enveioPe, and
¢ Return form to Ke”g 5a|omone’s or Marcia Barta|o’s mailbox in the Main Ottice or
¢ DroP off form to Donna KUIP in the Counse|ing Office.

Stucient Name

T eacher Name
Oi)ser\/ation/Bullging Situation RePorteci
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This studg will involve a counselinggroup of 8-10 students. | he group will be a curriculum-based aPProaclﬁ,
which Jve designe& to be conducted in 10 sessions. K aren Brcskﬁwski will co-facilitate this group. | have
included toPics that will be covered in our group during cach session as follows:

Session 1: Administer pre studg questionnairc

|ntroduction, Group [C xpectations, and GrouP Goals

Session 2: Circle of Courage

Scssion 3. Dcfining \/ioiencc, Abuse, and Bul|9ing

Session 4: Kecognizing Signals

Session 5. Whatis Kespect | ike?

Session 6: Being Assertive

Session 7: Healthy (Choices

Session 8: A Safe Place

Session 9: Accessing Suppor’c

Session 10:\What | | earned

Administer post studg questionnaire
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Appendix E

STATEMENT OF INFORMED CONSENT

Dear ,
This form describes a research study being conducted with adolescents. The main focus of
this research is to develop a counseling group for students who have experienced a situation
involving harassment of some kind, often referred to as bullying. The purposes of the
research project are for the researcher to complete the requirement for a Master’s degree in
Counselor Education through the State University of New York College at Brockport and to
provide an open, safe environment for students to discuss their thoughts and feelings about
bullying in an effort to build a stronger sense of self-concept/self-esteem for participants. The
research involves assessing whether participation in this study actually increases the
students’ self-concept/self-esteem.

The study involves a counseling group that is a curriculum-based approach and is
designed to be conducted in 10 sessions. Each session will focus on a specific content area:
Session 1: Administer pre study questionnaire
Introduction, Group Expectations, and Group Goals
Session 2: Circle of Courage
Session 3: Defining Violence, Abuse, and Bullying
Session 4: Recognizing Signals
Session 5: What is Respect Like?
Session 6: Being Assertive
Session 7: Healthy Choices
Session 8: A Safe Place
Session 9: Accessing Support
Session 10:What | Learned
Administer post study questionnaire
Party

The project is being conducted by Mrs. Kelly Salomone, a school counselor intern. Mrs.
Salomone is conducting this project for her Master’s thesis in the Counselor Education Program
at SUNY Brockport. If you agree to participate in this study you will be asked questions about
your feelings and behavior, family and friends, school and experiences. You will also complete
two questionnaires and participate in activities pertaining to the study.

A possible risk of being in this study is feeling that some questions asked of you are of a
personal nature. There are no other known risks. If any questions make you uncomfortable, you
do not have to answer them. You will have a chance to discuss any feelings you have about any
questions with Mrs. Salomone. If anything you say during the study causes Mrs. Salomone to be
concerned about you, she will talk with you more about it.
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The possible benefits from this study could be that participants increase their self-
awareness, which may allow participants to build their self-esteem and improve their self-
concept. The desired goal of the research would be that participants would feel good about
themselves, take care of themselves, and make healthy choices in a bullying situation.

Any information that you give in this study remains confidential and will be known only
to Mrs. Salomone. The only exception that there could ever be to this, is that if in talking to you,
Mrs. Salomone finds that there is something happening in your life that is an immediate and
serious danger to your health or physical safety or to the health or physical safety of someone
else. In that case, parents or another professional might have to be contacted. Mrs. Salomone
would always talk to you about it first. Except for this consent form, all questionnaires will be
given a code number and your name will not be on them.

Your participation in this study is completely voluntary. You are free to change your
mind or stop being in the study at any time during the process and there will be no penalty.

You are being asked whether you want to participate in this study, which involves
working in a group setting. You do not have to participate if you do not want to. If you wish to
participate, and you agree with the statement below, please sign in the space provided.
Remember, you may change your mind at any point and withdraw from the study. You can
refuse to participate even if your parent/guardian gives you permission to participate. These
consent forms will be stored in school and will be kept in a locked cabinet.

If you have any questions you may contact:

Primary Researcher:
Kelly O. Salomone, (585) 637-1873

Faculty Advisors Department of Counselor Education,
SUNY College at Brockport:

Dr. Patricia Goodspeed Grant, (585) 395-5493

Dr. Thomas Hernandez, (585) 395-5498

| understand the information provided in this form and agree to participate as a participant in this
project.

Signature of Participant Date

Birthdate of Participant
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Appendix F

STATEMENT OF INFORMED CONSENT

Dear Parent(s)/Guardian(s) of

This form describes a research study being conducted with adolescents. The main focus
of this research is to develop a counseling group for students who have experienced a situation
involving harassment of some kind, often referred to as bullying. The purposes of the research
project are for the researcher to complete the requirement for a Master’s degree in Counselor
Education through the State University of New York College at Brockport and to provide an
open, safe environment for students to discuss their thoughts and feelings about bullying in an
effort to build a stronger sense of self-concept/self-esteem for participants. The research involves
assessing Whether participation in this study actually increases the students’ self-concept/self-
esteem.

The study involves a counseling group that is a curriculum-based approach and is
designed to be conducted in ten sessions. Each session will focus on a specific content area:

Session 1: Administer pre study questionnaire, Piers-Harris Children’s Self-
Concept Scale, 2.
Introduction, Group Expectations, and Group Goals. Introductions will take
place at the start of the group. Participants will learn group member’s names
and begin to interact with each other. Group expectations will be established
in an effort to have a basic understanding of how members would like to be
treated in the group. Goals are to establish mutual working rules for the
group, develop an understanding of acceptable behavior in group, and
provide a respectful, safe structure for participants. Goals of the group and
individuals will be discussed to develop areas of focus and purpose for the
group, i.e., communicate better.

Session 2: Circle of Courage. This session will involve group members becoming
familiar with sharing and listening in group. A goal for this activity is to
encourage members to feel that they are being treated fairly in group.

Session 3: Defining Violence, Abuse, and Bullying. The goals of this session involve
helping members understand the terms violence, abuse, and bullying, as well
as increasing members’ awareness of when bullying happens.

Session 4: Recognizing Signals. Goals of this session will be to help members
understand the escalation process, learn to identify the signals that they are
becoming increasingly tense, and to disrupt tension before they blow up.
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Session 5: What | Know About Myself. This session will focus on group members
exploring and understanding what respectful behavior is.

Session 6: Being Assertive. Goals include group members learning what assertiveness
Is, learning assertive communication skills, and members feeling
empowered in challenging situations.

Session 7: Healthy Choices. This session focuses on group members understanding the
idea of making choices and developing an increased understanding of how
to make healthy choices.

Session 8: A Safe Place. This session allows members to explore, identify, and discuss
a place at school or another institution where they feel safe.

Session 9: Accessing Support. The focus in session 9 is to assist members in
understanding that support from others is something everybody needs and to
identify people or places members can turn to for support.

Session 10:What | Learned. The final session gives members an opportunity to name
what they have learned and develop post-group plans.
Administer post study questionnaire, Piers-Harris Children’s Self-
Concept Scale, 2.
Party

The project is being conducted by Mrs. Kelly Salomone, a school counselor intern. Mrs.
Salomone is conducting this project for her Master’s thesis in the Counselor Education Program
at SUNY Brockport. If your child agrees to participate in this study s/he will be asked questions
about their feelings and behavior, family and friends, school and experiences. S/he will also fill
out some questionnaires and participate in activities pertaining to the study.

A possible risk of being in this study is feeling that some questions asked of her/him are
of a personal nature. There are no other known risks. If any questions make her/him
uncomfortable, s/he does not have to answer them. Your child will have a chance to discuss any
feelings s/he has about any questions with Mrs. Salomone. If anything s/he says during the study
causes Mrs. Salomone to be concerned about her/him, she will talk with her/him more about it.

The possible benefits from this study could be that participants increase their self-
awareness, which may allow participants to build their self-esteem and improve their self-
concept. The desired goal of the research would be that participants would feel good about
themselves, take care of themselves, and make healthy choices in a bullying situation.
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Any information that your child gives in this study remains confidential and will be
known only to Mrs. Salomone. The only exception that there could ever be to this, is that if in
talking to your child, Mrs. Salomone finds that there is something happening in her/his life that is
an immediate and serious danger to her/his health or physical safety or to the health or physical
safety of someone else. In that case, you, the parents/guardians or another professional might
have to be contacted. Mrs. Salomone would always talk to your child about it first. Except for
this consent form, all questionnaires will be given a code number and your child’s name will not
be on them.

Your child’s participation in this study is completely voluntary. Your child is free to
change her/his mind or stop being in the study at any time during the process and there will be no
penalty.

Your child is being asked whether s/he wants to participate in this study, which involves
your child working in a group setting. Your child does not have to participate if s/he does not
want to. If your child wishes to participate, and you agree with the statement below, please sign
in the space provided. Remember, your child may change her/his mind at any point and
withdraw from the study. Your child can refuse to participate even if you give your permission to
participate. These consent forms will be stored in school and will be kept in a locked cabinet.

If you have any questions you may contact:
Primary Researcher:

Kelly O. Salomone, (585) 637-1873

Faculty Advisors Department of Counselor Education,
SUNY College at Brockport:
Dr. Patricia Goodspeed Grant, (585) 395-5493 Dr. Thomas Hernandez, (585) 395-5498

| understand the information provided in this form and agree to participate as a participant in this
project.

Signature of Parent/Guardian Date
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Appendix G

L]
B Group members learn other members' names.
B Group members hegin to interact with other group members

Group members introduce themselves and relate various facts about themselves

Mome

Have group members sit in a circle. Explain that it is important for all group
members to know each others name, People are to use first names throughout
the time spent togethet in the proup. Asl participants to go around the dircle
saying their names and one fact about themselves. These facts could Include their
age, middle name, where they live, or teacher.

When all participants have shared their first names and a fact, ask il any group
member can name either all the facts abow the other group members or all the
first names. You may wish to take the first turn even il you arent sure you
remember all the facts or names. This can be an opportunity to medel that adults
make mistakes, too. After several group members have tned 1o recite everyone's
name or fact, ask them to say their first names again and name their favorite
food, Again, ask for volunteers to repeat the names or favorite foods. You can
repeat this process with new categories of facts as many times as you like. Be
careful not to do it toe many tmes without changing some specific fact. When
this activity is complete, ask each member to say the names of five other people
in the group and one fact they know about each of those people

The first group session and the first few activities can be the most challenging,
Whatever you do seis the tone and pace lor future sessions. Allow group
members chances o pass i they need 1o at first, However, most stadents, even
the quietest ones, tend o olfer something during this exercise. This 1= partcolarly
true as they feel more a part of the group and hear others contributing things.

L TR TS R -
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Appendix H

Recommended
ages: 10 4

Phase 1
Group Expectations )

GOALS

DESCRIPTION

MATERIALS
NEEDED

32 | Grouwp Expectations

B Group members establish mutual working rules lor the group,
B Group members glean an understanding of acceptable behavior.
B Group members experience a firm, respectlul, and safe structure

Group members create rules for their behavior toward each other, toward you as
the facilitator, and for you as the facilitator

Mone,

Explain that it is important for 2l groups w have a basic understanding of how
members would like to be treated in the group. This is dome by looking a1 what
we expect from others. Ask group members what you can expect will happen if
someone pulls a fire alarm in the school, Lok for answers such-as the alarm will
go off, stadents and teachers will have to leave the building, the fire department
will come o check the building, firehghters will put out the Fire, Note that all
group members deserve 10 have expectations regarding how others should treat
them.

On a chalkboard or newsprint, draw three columns. At the top of the first
colimn, write "What [ expect from other group members.” Ask group members
to start @ list of how they would like the members of this group to treat each
other. Look for responses such as these: be respectful, give support, let athers
talk and say what's on their minds, use peoples first names, listen, keep what
happens in the group confidential, no put-downs, no name-calling or physical
threats, no abuse.

-
Label the second column “What [ expect from [the facilitator’s name].” Ask
participants 1o list what is expected of you as a facilitator. Look for responses
such as: include everyvone, help to-make the group sale, help it to be a fun group,
start and end on time, don't tell parents and teachers everything that comes up in
the group. Note that the Facilitator should meet the expectations listed in the first
column as well,

Label the third column “What [facilitators name] expects of me." Look for
responses sich as these: be on time to the group, allew others 1o 1alk, be honest,
dont interrupt, be respectiul, no abusive language or behavior, no derogatory
names or references (and for older students, no using drugs or drnking the day
of the group). Also ask group members (o use the first names of others or
appropriate labels such as mother, uncle, friend
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THINGS TO h Creating expectations is imperative in this first session. Summarize them into
THINK ABOUT three or four rules. Too many rules encourages “wanna-be” lawyer behaviors and
comfuses group members. The four essential areas to cover are these:
B Be respectiul
B Use your words to walk it oue
B ‘Worlt together to solve problems. .
B Remember that evervone has the right to feel afe in mind, body, and spirit.
As the facilitator, you get to determine when these rules have been violated.
There is no need to discuss violations: The participant is less likely to feel
shamed or criticized if you are matter-of-fact when you point out some behavior
that is inappropriate.
My
OBSERVATIONS
kL

33 | Group Expacisticns



3.

Group Goals

| GOALS

DESCRIPTION

MATERIALS
NEEDED

DIRECTIONS

3 ! Group Doals

>

>

Bullying in Schools

Appendix |

Recommended

ages 10 +

Phase 1

B Group members develop individual goals

B Group members develop arees of Tocus smd purpose for the group

wstormt what they want ti secomplish doring the groug

Laroup members hra

Mione

Ask proup members to sit in a circle. Lead o discossion ol group goals as follows
B [nrroduce the idea of goals

B Ackoih group what ponls are and why they are usehil

B Ack the Lroup o Hiws

v sommieone they admire and share what goals they

think this person might b
Tty o the purpoesd behing th
serve the purpese of the spon. For instance L
winming the World Series. What smaller goals does the weam need in order to
accomplish its ultimate goal? What smaller goals do the individual members
need m order to accomplish the vision? Explom that, like a s is team, this

m podls thin

x ot "
and rhe shorr-te

n basehall tean v

group can establish goals

the best use of this tme. Point ot that you can help them do this F vou, asa
facilivator, have o good onderstanding of what they would lile toaccomplish or

work toward durmg the group essions

Next, ask parucipants for their ideas about the purpese of this group, Ona

challkboard or new STl lor reaching thas vis sied goals

Wt gostls

IMEIOE 1ne .-'|||'-.'-|I||"'

LI l'!'llf.'ll. 1e TS group

B [zarm how to express my feelings
B Commumicate better

B e miore assertive

[ ]

stav out ol trouble

100
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When the goals are listed, ask the group if there are similarities among them,
what they are, and if there are intermediary steps to take in order to reach these

goals.
THINGS TO P | Some students may simply say, *T want to get out of this group.” This is an
THINK ABOUT appropriate goal. They can begin o list out loud what steps it would take for this

to happen. Participants will probably suggest other goals that you feel are inap-
propriate. Do not say immediately that the goal is inappropriate. Saying this too
quickly can negatively affect the group, Instead, examine what exactly the partici-
pant is saylng he or she wants [rom the group by naming that goal. Demonstrate
your openness to at least consider whatever they share.

Discussing goals can be somewhat foreign to group members. They may find it a
confusing process. The idea of this activity is to expose group members to a goal-
SETLING Process,

My
OBSERVATIONS

38 | Group Goals
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Appendix J

Recommended
ages: 10+

Circle of Courage Phase 1

GOALS

| DESCRIPTION

MATERIALS
NEEDED

DIRECTIONS

>

B Group members become familiar with a process that will be used repeated]y
in the aroup

B Group members feel they are treated faurdy in the group

Grouwp members learn abeuy and practice the process called “Circle ol Couragy

A talking piece

Fris
durir

the start of the session, choose & 1alking piece that you will pass around
|.||."

but it should hold some meanine

session. It will indicate who can speak and who will listen
taiking plece ca

[or vou asthe circle kee e

VATY IFDMM Session 1o SEssion

Have group members sit Inoo circle. Explain 1o tl

group that they will be learmn-

ing a pracess called *Circle of Courage” and thst this process will be used many

times during their sessions toge Explain that there are Tour rules 10 be used

Work at sharmg [rom the hean
Wiorle ar istering throntzh the heart

Work e bemg spontangous i your sharing

Woark at making vour commriburions bnel

When people sit ina Cimle of ( they pass 4 “talking plece ° The talking

miece |5 a symbol of the respect that is accorded each person participating in the
cirele. The person who |s speaking holds the plece. All other members are 1o

ILEEET] L

il they have the talling plece. However, exploin that, as the feilitor

il will have 1o i-l-l-l-ll. LAIUL 1 (15T EFOUP Process w ithout having

piece. Tell the participants that evervone will get an epportunity 10 share when
the Circle of Courage is used, Everyone will also be given the apportunity not to
share. The group members who do rnot wish Lo share can simply pass the talking

leCe O [0 GnOMET peTsuT

[he wallong piece itself will be something vou chonse, at least Inttially, Explain

what meaning it has for vou. A alkmg piece could be anything from a rock wa

‘:\-'_:_l | % I.llllll'-__.‘”i' ect ||I.|| 15 MEATUNE L 10 Vol
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Explain that the Circle of Courage 15 based in Native Amernican traditions. Circh
are symbals of some universal concepts and healing processes. The medicine
wheel is directly connected with the cincle. Have the group practice using the
talking piece. The talking piece will be passed around the circle clockwise.
Starting with easy responses and progressing 1o longer ones, ask them to respon
to several statements, such as the follewing

Describe a lavorite movie

Tell what your favorite subjest in school is and why

Describe a situation when you had a good time with a parent.

Talk about a time when you made a good decision.

Share with the group a situation: during which vou were successtul.

Close the process with sonte cercmonial gesture. This could be simply saying
some final words. You as the fcilitator might say, “This group will succeed ™ Or
the group could put their hands in the middle of the circle on top of each other,
push down, and then raiss thetr hands as they all shout, "Success Together "

This, no doubt, will be a new tvpe of process for group members. Make sure v
provide them several examples and allow the group 1o ry our the process severa
times: Circles sometimes need continued practice by all members

There are a vardery of possibilities for makong this process fresh and new for
group members, The first few times, follow the procedure of passing the talking
piece around the circle clockwise However, when the group members becoine
more famillar with the process, you can have the person with the talking prece
decide whom e pass it on o afier he or she is done, Feel free to Use your own
creanvity in coming up with alternative ways to pass the talking piece.

You can also use the ralking prece to bramstorm ideas or to collect questions

group members might have for others m the group. This helps emphasize thar
this is their group
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Appendix K

Defining Violence,
Abuse, and Bullying

GOALS

DESCRIPTION

MATERIALS
NEEDED

| DIRECTIONS

>

Group m

prede ol paper lor

Recommended
ages: 10 +

Phase 3

erstand the terms violence, dbuse, and bullying

gach group member and pens or peEnclis

Ask group members for a defminom of violence. Explain 1o the group tha

viplence 18 words ar

ms that huri others, whether intentwonn] or accidental

Drow ot eolumns on o chalkboard or newsprint. Label the colomns “Verlbial

"Fiysical

amples o violenis

olumn. When there are at least twenty examples in each column, pass

IECES Dl paper anc

mition spirals. Ask

|'l'="-'-I!'!': i the middle of the apet Fhen, have them select and write 4 second

word from the same list so that it begins 1o

‘Emotional,” and “Sexual © Ask group members to brainstonm ex-

ame examples, wnte them under the

v them make deh

i pencils to all participants an

hoose one word from a list and write 1t.as small as

rap around the st word. The
o artdl al

LA LA :].I' -|"||.I| andd KO iR :i..- 1as

the words m o list are used This demionstrates that all of the examples are

sitached in some form. Youw may wish to have group members create a defimnon

piral for

L

ad p ciscussion

all fotir lisis

AT

guestons such as the lallowing

Are there some examples that might lit in more than one lis?

Ao there more Ideasyiou can add to the liss and spirals

=

Where does the word bullving kit best?

What {vpes of
|

How are other:

What dio other pec

AT
Are there dillerences

md behaviors conld be considened bullwv ng!’

hetween bullving behaviors and the examples already o

150 | Befining Vnience, Abuse, snd Buliying
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Explain to group members that, for the purposes of this group, they should i
understand that abuse and bullying have the same definition as violence: “words or |
actions that hurt people.” Bullylng is any behavior that hurts someone else or

that intimidates, threatens, or creates fear in the recipient, It is bullying whether
the person intended it to be hurtful or not. Explain that group members do not
need to agree with this definition, but they do need to understand that this defi-
nition is the basis of the work in the group. Ask them what they disagree with or
agree with in regard to the definition you presented. Male a note for yourself
regarding group members’ responses to this definition,

Discussing definitions of vislence, abuse, or Bullying can be a touchy subject, espe-
cially when group members have been targets of bullying behaviors. You can
defuse some of the participants’ defensiveness and hesitancy 1o participare by
helping them focus on behaviors rather than judgments of people or themselves.
In addition, you can ask them to begin by focusing on violent behavior that has
been directed at them. This should help them be more open to sharing the tmes
and ways in which they have been targeted

It is helpful to stay concrete in this activity and not to engage in discussions about
which type of violent behavior is worse. It helps to establish a common under-
standing if you appreach all types of violence on an equal Tevel. This also may be
a good time to ask group members' opinions about the impact that bullying
behavior has had on them and to lead into a discussion on how they were able 10
get through these difficult situations, What kind of messages did they give them-
selves in order not to retaliate or become more depressed about their situations?

What Is Bullying?

This curriculum is based on the assumption that bully-
ing and abuse have the same definition as violence:
“words or actions that hurt people.” Bullying is any
behavior that hurts someone else or that intimidates,
threatens, or creates fear in the recipient, It is bullying
whether the person intended it to be hurtful or not,

130 { Defining Viclence, Abuse, avd Bullying
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Appendix L
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Appendix M

Recommended

53 ages: 10 +
.

Phase 3

Recognizing Signals

ED:IILE b = Group members understand the escalanon proces

B Groap members learm o identify the siprials that they are becoming increns

IR TErHSe

B Group members leamn to disrupt tension befiore they blow up

DESCRIPTION P | Group members draw the Escalation Cycle, idenily a vaniety of signals rhai

indicate they are getting tense, ind wte thelr osvn stenals on their drawing

MATERIALS P | Five picces of newsprint or taghoard posted on the wall, cach with one of the
NEEDED lollowing words or phrases: “Body," "Feelings,” “Thoughts.” “Hot Signal Word

Ht Stgmal Situations”; paper for each group member; pencils: and cravons

colored pencils, or markers

DIRECTIONS h‘ Draw the Escalation Cycle (see page 133) on the chalkboard or newsprin
explan i to group members, and discuss the related tssues
Nate for the group that the Fsealation Cyele usually is repented muny times in o
ek oF pven m a'day, For th
Ask the gro elings that a persen

vl might have. (1 often ends with feelings of guill and shame for the

who have experienced this oyele, 1t brings on

\sk group members w think quietly abour what signale they recogmze thae ell
them they are starting o get stressed our While they are diong this, give them
each o pece of paper and ask them 1o copy the Es¢alation Cydle ligure. Under
the wirrds “Beald | P oon the chalkboard or newsprng, write: *Body,” “Feeling

Thought=" "Hot Sipmal Words ™ "Hot Sienal Sitoations

\sK the group membets to share what their bodies do when they st petting
| stressed—awhen tension stans to buld up. List their esponses on the larpe pece
H |'||'u I ..|i'-. ledd <k

these! Do vour m

You may need to arpl thiermn with guestions such as
1

get nght? Do vou pace? Does yoursromach feel crommy?

yout chench vour fists? Do you enmd vour teeth? Do vou gL guier? Do vou pet

loud
\sk group members (o share the feelings they experienee. Mose will share angry
zail, hopeless trapped, depressed, combused, rustrated, irtitaed, annoyved. Lis

131 | Nasogiizing Sigeals
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Next, ask them to shire the thoughts that run through thelr heads when they
experience stressful situations, then list these responses on the appropriate paper
These may include thoughts such as. “You can't talk to me that way,” “Shut up,”
"You don't know what you're talkimg about,” *1 hate you,” “Get out of my face,”
and “You're stupsd.”

Next, ask proup members 1o share some of their hot signal words These are
words or phrases that really bother them. Agwin. list responses on the appropriate
paper. These could be names or labels, put-downs, swear words, phrases that
demean or threaten their families or friends, and so0 on

Finally. ask group members to share hot signal situstions. These are places or sit-
wations in which they get stressed. List responses on the appropriate paper These
may be [amily gatherings, school events, discussions of sensitive topics such as
grades or friends, riding in the car. being In the dining room, and so on.

Refer hack 1o the lefi-hand side of the circle labeled “Build Up." Point out thay all of
the things they have just identified are signals that can alert them thar they are
getting very tensé and need to take care of themselves so they will not “blow up.”
The sooner they can identify the signals. the better they can take care of them-
sielves

Have the group members write, in the “Build Up™ section of their papers. their
own signils as they telate 1o their bodies, feelings, thoughts, hot signal words,
and hiot signal sitations

Have the group members then add colors and symbols to this circle

Give this activity plenty of time and monitor the group o find our if they really
understand the ¢vile and the need to intervene for themselves early in dilficult
shtvations, not just when the siuaton becomes tense

It may be difficul for young people to helieve thal stepping out of the Escalarion
Cyele requires cournge. Help them reframe the tdea of bravery, emphasizing the
courage it reguires to pay attention w their escalition signals and o wallk away
from a dilficult situation. Discuss with the group thie messages they have received
about what they are supposed to do when they gt m a jam. Have them talk
abour the strugeles and challenges thar exst for someone who wants o walk
avay from a diflicubl siruanon.
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Appendix N

Escalation Cycle:
Build Up, Blow Up, Calm Down

Blow Up

Build Up

Calm Down

Escalation Cycle; Build Up, Blow Up, Calm Down

The Escalation Cyele is a vicious cirele that people get caught in. They can also
learn to disrupt the cycle. It has three phasez

1 Build-up phase. The person feels increasing tension

1 Blow-up phase. The person lashes oul and somebody gers hurt

3 Calm-down phase. After someone has been hurt, the tension s released, but
the person feels guilty, nshumed, or embarrassed

There are many simals during the build-up phase thar canc alert you 10 the facy
that you are feeling moreasingly tense. Paying auention to these signals can help
you ayoid hwtful behaviors, The earlier you pay atention, the more guickly vou
cam take care of yoursell and avoud the blow-up phase

There are always options to stop the escalation throughout the process. You can
choose to step out of the ¢yvele at any pomnt

It fakes courage to stop the cycle, If youare alert, you can recognize your own
signals. If yvou are brave enough, you can take care of yourself and stop the
process, Walking away from a situaton takes more bravery than fighting it out

133 / Rocognieing Signals
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Appendix P

Recommended
65 . ages: 10+
- Phase 3
What Is Respect Like? i

Eﬂﬂl. b | DT FTHET hers oo rsiand vl espPect il Behavioe i

| DESCRIPTION 'v Crroup members imagine how respect . violence

MATERIALS P | One Respect warksheer (page 161 for-each panicipant and pencils
NEEDED

DIRECTIONS b Explaln _:"!".I-l--!'-'-li-ll Host of us have five s igtht, hewring

THINGS TO h' Have group members complete the sentences with as Hitle thought as m
THI"K A.HOUT Tiss ek 1 hink 15 i i m-the way ol 8 mearnmetiol resoons:
Foving thern cor il thei inct Lr rikirig o] ary
it 1 I € T I 11y Ll 1 15¢ [
ICPSS E I 4 1Eine 15 ICE 1l i ||'-"i'| I 1

MY
OBSERVATIONS

160 | Whai s Bespect LikeT
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Appendix Q

Respect

Respect looks like

sounds like

[eels like

tastes ke

smells |ke

Vidlence looks lile

sounds like

fewls like

tastes like

smells like

Pesce looks like

sounds like

feels like

tasies like

smeldls like

Copynght & 2002 Huzelden Foundanon, Censer Ciry, Mimnesota. This page may be reproduced for persenal, group
i chnss tse gmly

181 | What Is Bespect LiksT
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Appendix R

Recommended

What | Know about Myself i

|aoaLs i - paioneiseiiogdonad v dioriiong
DESCRIPTION D

MATERIALS B
NEEDED

DIRECTIONS |

peaple on | hal kbt tint Ask ther

thers know about them. These could inclide personal information about

thew were growang up; therr avorite tings 1o do; e avorie mu Weir
ETIELRN WEEITL, WwWTe L Citg goTies on the alkbord I

# Wt | B adeid Byaad?
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Group members may have difficulty coming up with soenaths. Provide some
eramples and alfirm those thgt. are shred

AT [ Whal | Knew about Mysell

115
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58.
Being Assertive

Group members Jearn - winl ssertiveness 1s

L]
B ronp members learn ass
L ]

GOALS

Greg members [eel emg

e lelt Hstened 1o

DESCRIPTION

F figues, ted

by Hscussion on msseriveness guide

imes wWien ||I|". b

owered in challenging s

anel passivie-agpressive
telintion ol IOOTESEIVE, assive, Pass

Bullying in Schools

Recommended
ages:

10 +

Phase 3

tive commumication skills

TR ELENSS

LV - (R FERS W

MATERIALS h- apy of Guidelines for Assertive Communication {page 143) lor éach group
NEEDED member, and o chair (oprionas
DIRECTIONS .’ Lak o nteer Lo stand in the middle of the group circle as yoi talk abous

¢ While speaking, walk o

L I'I.'."IIII"II..!!':'. ||| III
18l en have this person siton the Moo or o
rise ViniT ce while asking guestions such ns these

3 VOUT name
How old are
B Where wers you v
B Why di

yvou abwnys hang outwith that person?

ath about this person whil

the person in the middl
distance betweers the twio

Mowve cven closer-am

CXi, 5 15 LA 1 1l [T 1
irection. - Then turm back to the person: and sav that vou are mod, but Ta
i save it
bt 11 i il WMINSTINEE ARETT VE-OFETESSTVE
ITUITHLEN R AT
| 155 the delinitons of agg [RISHEVT, Posstve-iner |
wae bekivior (e W 1 tve Behavor on pa 4a
it th tidelimes lor Aseertive Communication and lead a discus<ion on
use them. Note that using thi ddelines [or Assemive Commnnmication
I IO e mees for getting thelr peines heard by others

143 | Being Asserilve

Crroup members shar

116
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Ask the group to take turns sharing times when they have felt that someone lis-
tened to them and actually heard their point. When everyone has had a tum, ask
questions such as the following:

What was happening in these situations?

How did the other person demonstrate that he or she was listening?
How did you feel when this person listened to you?

Did vou get what you wanted right away?

If not, was it helpful for you to know that at least this person listened?

Some members may try to argue that this stulf does not work, that you, the facil-
itator, must live in a dreamland. Concede for the sake of argument that it may
not work, but for this activity they will at least have a chance to try it in the
dreamland where you live, '

You may also suggest that this focus may be a way 1o avoid trying new things,
Point out that acting aggressively is similar to having a tantrum, that ne one
would want to be around someone who lay down on the ground and kicked and
screamed every time he or she did not get what was wanted, and that people also
don't want to be around someone who 1s viclent or aggressive,

You may also challenge group members to come up with situations where
assertiveness will not work. You may choose to demonstrate some assertive
responses to these situations. Remind group members that the goal of being
assertive is to say how vou feel and what you want. Once you have done this,
you have been successful,

Some group members may say that this type of approach shows that you are a
wimp. Ask the members to give you an example of a conflict situation. Ask them
to tell you how a wimp might handle that situation. Then help them see the dif-
ference between the wimp’s reaction (a passive reaction) and an assertive
response.

143 | Baing Assertive
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Appendix T

What Is Assertive Behavior?

Aggressive behavior is when you are demanding, are disrespectiul, or
simply try to take what you want. Aggressive behavior can become
violent ar abusive. The goal of being aggressive is to get what you want,
This aggressive communication style is different than being aggressive in
sports. When people act aggressively, they are indirect in expressing their
feelings and are usually unclear about what they want.

Passive behavior is when you just go along with what everybody else
wants instead of saying what you want or need. Those who predomi-
nantly use passive communication appear to be manipulative and to be
hiding their feelings. They are rarely direct about what they want. These
people have the same goal as the people who are aggressive: to get what
they want. This kind of behavior can leave you feeling empty, deprived,
and resentful.

Passive-aggressive behavior is when you just go along with what every-
body else wants instead of saying what you want or need, but you leel
angry or resentful and get back at people later, The way you get back at
them isn't necessarily connected to what you're mad about, se it can be
pretty confusing to everybody involved.

Assertive behavior is when you say clearly and directly what you want
and how you feel but remain respectful of the other person and his or her
wishes as well. You may or may not get what you want, but you will be
able to feel good about yourself, and you will face less risk of gerting hurt
or getting into trouble.

118
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Appendix U
. Guidelines for Assertive Communication

n Prepare yourself, Ask:

What is my frame of mind?

What is my goal in trying to address this {ssue?

What is the main thing [ want to communicate?

“What am [ feeling and what do 1 want to have happen in this situation?

B

Use [-statements.
Use respectful body language.
Stand or sit at a respectful distance.

Pay attention to timing, It may be best to address your concerns at another time if the other
person is so upset that he or she cannot be open to talking,

Avoid asking questions.

If you must ask questions, ask only clarifying questions, like “Could you help me better
understand how you are seeing this situation?” or “Would it be helpful for me 1o try to explain
what I'm saying another way?"

B Be aware that it is better to understand than to be understood.

Copyright © 2002 Hazelden Founclation, Center City, Minnesota, This page may ke reproduced [or personal, group,
ot class use only

148 | Balng Assartive
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Appendix V

Recommended

78. ages: 10 +
Healthy Choices

Phase 3

* B (rivtp members better undersiand e dea of making cholies
B Group members develop increazed understanding of how to imabe health

GOALS
ch FIEES

DESCRIPTION P | Ciroup members list chioices people have to make and Wdenify which are healthy

and which are unhealtly

MATERIALS P | o
NEEDED

[

| DIRECTIONS b | Draw two colutnns on the chalkboard or newsprine. Ask participants to nam
sipnificant people in their lives, such as parents, teachers, or other adults. List
these i the lefi-hand colunm. Ask participanes o name the tvpes of choices
these adults have to make and st the choces in the nght-hand column. Th
chivces might imvolve things such as geting up from bed, going 1o wark, eating
unen, reading the paper, deciding what to make tor supper, scheduling trins
portation lor their childrens acovitles, sawdking, drinking, vsing driegs, and 50

on. Finally, sk the groop to indicate (o yoo which ot these cholees are healthy

cheoices and which are miow

.
dexl, sk the group to onme cholces they need v make o their lves dghs now

[hiese could include things stich as wihen & gel up what cereal to et for break
[as1, whether to listen to directions in stheol, how 15 treat certaln peers, wha
actvities 1y get involved i, and so on. Winle these on the board or newsprnt ag

INCY -ATE NANITEED

Have thi ETCTUD TIE mbers ddeniily which are healthy chovees and aircle them, Thscuss

whal gises into making a heatthy choice, asking yuestinns su i a= the [ollowing

B How do vou decide wou will make o bealthy choice?

B Wi kinds of rewsrds might vou ger if vou make a healthy chiice

B ‘Why influences you when malang 3 healthy choice?

B Do vol think abowt swhat someone else micht do belore votr chocse 1o de
somet iing !

B Da'viou ever consult svith anvorie #lsa?

biave them list some of the obstacles to making healihy choloes, Sugpes
;
that messapes they have heard Trom others can affeéy the wav they ke choices

189 | Haalily Cholees
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THINGS TO h Try to have participants identily choices that they are most familiar with. You
THINK ABOUT may need to emphasize that many of the choices they make seem minor, such as
choosing whether or not to put bananas on their cereal or which side of the
streel to walk on. It may be difficult for them to make the connection between
these specific choices and the whole idea of making healthy choices. In [act,
thinking about healthy choices may be a new expetience lor group members. Be
patient with the process. This is another activity in which you are simply plant-
ing seeds that will surface i the Tuture.

Help group members understand thas often the obstacles to makimg healthy
choices are rooted ina person’s thoughts, in what they tell themselves. Help ther
examine these messages and state positive aliernatives. Provide group members
with high levels of affirmation and encouragement throughout this activiry. Find
even subtle ways they are making healthy choices and pay significant attention to
them, exploring their process in making the chowces.

OBSERVATIONS

150 | Hoaithy Choloes
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A Safe Place

GOAL

DESCRIPTION

MATERIALS
MEEDED

DIRECTIONS

216 | & Sate Place
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Appendix W

Recommended
ages:

10 +
Phase 3

i INg |
r another insttution where each

or whom they would tlk o m these uation

gamies the ¢ places set aside m which plavers can stay sale) (n1ag
lree base. N soccer iskethall. the sidelines; and in basehall, thi

sk guest 1cf the lollowing

ak m; ol [

ooes A il AT i

do v bomow viow ari (e 1Ther

1T il cling or an sclon

th different wan [ mot feeling sale t lechiog sale at home alom
ght teel ditterent than ot limg sate ila gmng of peo til 1
Wt

o ® (Perhups lelt the sitiat

v alk b o see o help vou [eel sale?
!

] I|-: WAELl (3 fleviesiaritil Yok thein Lo .|' '..:|_.' I|I VWA T ';. :.| i .! I
Finally, ask them w |

I themselves when thir Ph S0 50T



THINGS TO
THINK ABOUT

>

Bullying in Schools 123

Ask group members w help you develop a story about & young person who = the
same age as they are. Ask for 3 name for this person. I the group consists of both
boys and girls, ask them what gender this person is. Otherwise, make the young
person the same gender as the group. Tell them other young people have ieased
this person about many things. Ask them to think of some things this person
might have gotten teased about. Then state that this voung person always had a
=ale place to go at his home, where he felt protected from everyone who could
tense him. He also had a good friend w 1alk to and an adult vo hang out with and
talk to, although not necessanly about the teasimg.

Contimue the story by saying that this voung person got teased by the same class-
mate lor a whole week, and soon he lelt

Ask the group 1o develop 2 list ol feelings and thoughts that this person might have
Then ask them o name positive messages he could give himsell instead Wite this
list on the chalkboard or newsprint. When the story 15 done, have the group mem-
bers draw this person and the person or the place he went ta to feel safe

Lead a discussion asking questions such as the followmng,

®  Where in the school (or other mstitution) could you feel safe?

B Which people in the school (or ather institation) could you safely talk with?
(Allow panicipants to struggle with this parl. Many of them may not have a
safe place at the school, or many of them may mimimize the need 1o feel sale
at the school, particularly if they do not feel threatened )

B s there a difference between feeling sale at school (or other institution] and
feeling sale at home?

B What is the difference?

B What sors ol things would help the schodl (or ather institution | feel more safe?

B What strategies could he undertaken 1o make the schoal (or other institution)
more safe?

B Can you think of places where you have felesate in the past that woold make
vou feel sale again just by thinking sbout them?

This last question is especially important to discuss il parnctpants were unable to
identily a real place wo go to feel sale. Discuss places where you leel sale or felt
safe when you were growing up;

Sotne grang members way feel valnerable iF they admit o ever having been
almid. Guide the discussion so group members do not feel ashamed of having
these thoughts and feelings. Limited sell-disclosure on the faclitators pan can
help m their shormg

Seme group membsers may genunely not sense that they have ever been unsale
It might take o more threatening or higher level of vielence lor such group mem-
bers 1o register a situation os being hurtful. Young peaple semetimes develop
coping mechanisms and even callousness to violence (o such an extent that they
do not register it us 3 problem. Try to help them identifv those times when they
observed ar experienced even & small amount of fear for safety for themselves ar
u friend. Use this us a baseline with them.

217 | & Sale Place
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Having panicipants rate the intensity of feclings on a scale of one 10 ten can help
them quantify their feelings. This in tum gives them a way of monitoring their
feelings. Affirm their capacity to go 1o or to think about a safe place.

290 A Rals Place
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Appendix X

B - .. s ._ Recommendad
95- R L ages 10 4
Accessing Support

Phase 3

GOALS p. ] '-_..!..-  members understand that supporn from other anething everyl

DESCRIPTION D

MATERIALS D | Aithreeby-five-inch index card for each fembe
NEEDED

DIRECTIONS P | Discuss the concept of support, asking group members 1o share words and idea
about what support means o them. Ask them tor examples. Develop a list, on the
halkboard or new print, of all the people wh provide some soft ol suppett to
them. Develop o Hst of the tvpes of support they recetve from thise pe [l
Inclide money, emotional support, shelier, clothing, othier 1y il il mtang

Inle 51 || . el s o Ak fquestions: such 35 the ng

i, ask participants lor examiples of how they go abow getning sapport. Lis
the examples they ofler on the chalkbodrd or newspring. Examples might ineluc
fust spending thne with someone, or asking for support rom o trasted foend o

| family member. Have the group members pairap and mole-play $iluations in

ich they ask ench other for some sort of suppor

3% Accwenzing Support
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Give each member an index card. Have them write their names on the cards, and
under their names list three people or places they feel they can get suppon. Have
them then list the ways they would get this support (for instance, by asking, by
visiting, or by calling this person). Have them share two of their options with the
rest of the group. Ask questions such as the following:

B Are there similarities among the people group members mentioned?
B Are there similarities among the places group members would go [or support?
B Were there any suggestions you could add to your own list?

Explain that they now have a card that can remind them of who to talk wo or
what to do when they feel they need to get support.

The process of getting suppon is rarely taught to anyone. However, it appears to
be one of the most important processes for young people 1o learn. There isa
great deal of research that indicates that young people who seem to possess the
resilience to thrive in life are those who have at least one caring adult in their
lives. This is not necessarily a parent (Peter C. Scales and Nancy Leffert,
Developmental Assets: A Synthesis of the Scientific Research on Adolescent
Development, Minneapolis, Minn.: Search Institute, 1999).

It may be challenging to convince group members that they need and should get
support. Many boys feel considerable pressure to do everything on their own.
Even though doing things on their own is frequently extremely hard {or them to
bear, it is also very hard for them to admit they need support, even to them-
selves. In addition, young men and women often believe they are invincible,
They sometimes dont seem to buy that there is a need for anyone else in their
lives and think they don't need 1o be connected to anyone. Selling the need for
support can be a tough job for facilitators. Unfortunately, it often takes some
traumatic experiences for young people 1o become aware that many others have
experienced similar situations, and they can benefit by connecting with these
people. Siill, even the hard-core loner will usually understand, in time, that
everybody needs suppont sometimes. Everybody has someone in their lives who
really has provided some stability and suppon—otherwise, they wouldn't have
made it as far as they have.




98.

What | Learned ...

GOALS

DESCRIFTION

MATERIALS
NEEDED

DIRECTIONS

| THINGS TO
THINK ABOUT

MY
OBSERVATIONS
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Appendix Y

nmmended

10 +

Phase 4

Circle ol Courage abour what they have

lerrmed

Circle of Courage talking piece and & chalkboard or new spring printed with he

seritence "Oine thing | have learned in or from this group is

Huve the group form a Circle of Courage {see pape 13} md '.'.'-'.11F'|:!.: the sen-
terice “Ce thimg | have leamed in or from thisigrosp is . " Have esch group
member respend as quickly-and briefly as po S TTeaTTA
nmes-as possible within three mimates, Let E
reach thirty different things they have learned, alth
wach [omy-0ve. You may want to-write their comril

hle. Go around the circle
> EFOUR know that most Er
ome groip was able to

s on the b

1 what themes they heard

; ask the

r the group has completed the
about whnn was learned during the group Process

SUMITATIEE '-\.H'l'|:‘:: YLl fiave -_T!'I.'IT{d dang COSETVEC
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