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Abstract 

This paper explores the serious issue of bullying in school settings and reports on a 

descriptive case study of IM4U, a character education curriculum, in an early childhood 

education setting. IM4U addresses the social and emotional development of young 

children. The case study includes an examination of teacher perceptions regarding the use 

of the program as an anti-bullying curriculum. Results from the data allowed the 

researcher to conclude that pre-kindergarten and kindergarten students had developed 

core values to varying degrees and that teaching character education in early education 

has positive effects on students’ core value development. Findings also demonstrated that 

bullying, including physical, verbal, and emotional, is a problem in pre-kindergarten and 

kindergarten. The research also raises questions about the concept of “bullying 

behaviors” as it applies to children in pre-kindergarten and kindergarten. Teacher 

perceptions and impressions of the IM4U program indicated that they supported the 

overall idea and concept of a curriculum addressing bullying behaviors and felt that 

songs, activities, and discussions effectively influenced students’ thoughts and behaviors; 

however, teachers believed the curriculum was more appropriate for older students and 

suggested making the curriculum more age appropriate for pre-kindergarten and 

kindergarten. Further, with such programs, a proactive approach and comprehensive 

professional development including follow-up engagements to support the 

implementation of the curriculum and the use of program materials is recommended. The 

absence of assessment instruments within the program should be addressed in addition to 
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identifying language and terminology regarding bullying which is more applicable to 

early education settings. This short-term study builds upon the research base on the social 

and emotional development in early education and recommends that more long-term and 

longitudinal studies of larger student populations be conducted. Such studies could 

provide additional evidence of the effects of character education and anti-bullying 

programs on student outcomes including the earliest grades. 
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Chapter 1. Introduction 

Bullying can have destructive consequences for our young people and it’s not 
something we have to accept. As parents and students, as teachers and members of the 

community, we can take steps—all of us—to help prevent bullying. 
President Barack Obama, March 2011 

Statement of the problem 

In September 2011, the United States Commission on Civil Rights (USCCR) 

concluded that bullying and harassment are harmful to American youth. Bullying in 

schools is a significant problem with lasting effects. Research shows that students who 

were bullied were more likely to feel unsafe at school and have lower academic 

achievement (Glew, Fan, Katon, Rivara, & Kernic, 2005). The majority of students who 

were targeted by bullying were children who did not conform to societal expectations of 

how girls and boys should act or look (Gay, Lesbian, and Straight Education Network & 

Harris Interactive, 2012). Bullying may stem from a lack of acceptance of differences in 

gender, race, and religion, or many other factors that grow from student social 

interactions. 

Research findings also show negative impacts on individuals later in life if they were 

involved with bullying as children. Persons who bullied others were more likely to be 

involved in other problem behaviors such as drinking alcohol and smoking. They showed 

poorer school adjustment, both in terms of academic achievement and perceived school 

climate (Nasel et al., 2001). Individuals bullied as children were also found to have 

higher levels of depression and lower self-esteem at the age of 23 years, despite the fact 

that, as adults, they were no more harassed or socially isolated than comparison adults 

(Olweus, 1993). 

School bullying is defined by the American Psychological Association (APA) as 

repeated physical, verbal, or psychological abuse of victims by perpetrators who intend to 

cause them harm. Bullying can happen anywhere and to anyone (Graham, 2013). 

Bullying extends beyond the schoolyard and into families, culture, and into community 

and peer groups (Willenz, 2010). Bullying can be direct or indirect. Examples of direct 

bullying include threatening, name-calling, hitting, and kicking. Indirect bullying 



 

 2

includes exclusion, rumor spreading, and cyber bullying. Since the invention of the 

Internet, individuals can bully others online and engage in cyber bullying (Pauley, J. A. & 

Pauley, J. F., 2007). The Internet creates opportunities for cyber bullies, who can operate 

anonymously and harm a wide audience. Children active in social media and armed with 

smart phone technology are the prime candidates for this form of bullying. 

Bullying is wide spread; in a study done by the National Institute of Mental Health 

(NIMH), 22% of the students surveyed (N=3530) in grades 3-5 were involved in 

bullying, whether it was being bullied, bullying, or both being a bully and bullying others 

(Glew et al., 2005). More recently, the Center for Disease Control and Prevention (CDC) 

Youth Risk Behavior Surveillance in 2011 found 20.1% of students (N=15,425) in grades 

9-12 reported being bullied at school and 16.2% of students were electronically bullied 

(Eaton et al., 2012). Additionally, Bradshaw, Waasdrop, O’Brennan, and Gulemetova 

(2011) reported on a national study conducted by the National Education Association 

(NEA) found that 87% of school staff (N=5064), elementary through high school, 

reported witnessing bullying. Of the staff surveyed, 43% perceived bullying to be a 

moderate or major problem. Bullying is not only a major issue across the nation but also 

here in Hawai΄i. Bullying affects at least one in six high school students in Hawai΄i and 

the number of pre-K-8 students affected could be even higher (Vorsino, 2012). 

With persisting social problems, particularly those issues affecting children and 

youth, such as violence and drug abuse, parents and administrators are calling upon 

schools to take a more prominent role in developing the social and moral capabilities of 

our youth (Lickona, 1991). Anti-bullying programs and initiatives to create safe school 

environments are emerging all over. Two examples are the Bully Busters and Operation 

Nice. Bully Busters was developed to train staff on bullying intervention skills, self-

efficacy, and students’ classroom bullying behaviors (Newman-Carlson & Horne, 2004). 

Operation Nice aims to prevent bullying by providing teachers and parents with helpful 

instructional information (Short, 2012). IM4U (Appendix H), which is the subject of this 

case study, is a newly developed character education curriculum that aims to reduce or 

prevent bullying behaviors in children through positive social and emotional 

development. 
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Background of IM4U 

The IM4U approach utilizes children’s own imagination and emotional language to 

teach values of self worth, appreciation, and cooperation. The IM4U curriculum teaches 

seven principles that address disruptive or bullying behaviors. The seven principles are 

that: (1) we all have core freedoms, (2) we all have strengths and weaknesses, (3) we are 

all learning, (4) we are all valuable, (5) we all have power, (6) we all have a purpose, and 

(7) we are all interconnected (Mayer & Church Booth, 2013). 

IM4U is a teacher-friendly curriculum that can be integrated into any subject or 

content area. It has been specifically designed for four-year-olds through age eight in pre-

kindergarten and early elementary and provides teachers with the resources to create a 

safe classroom environment in which children can thrive. The capstone of the IM4U 

curriculum is highly acclaimed musical and multi-media presentations performed by 

“Uncle Jim” (Jim Mayer). These presentations are highly participatory and have students 

singing and dancing while they learn how to address and stop bullying. This approach 

opens the door for dialogue that allows students to see the problem of bullying in a 

different, more personal way. 

IM4U was created by Jim Mayer in 2002. He is an award winning children’s 

musician and uncle to several nieces and nephews. He is now known as “Uncle Jim” to 

several thousands of students across the United States. In 2003, he shared his vision with 

Ellen Church Booth, a specialist in early childhood education, and together they began 

the IM4U campaign. 

In fall of 2012, the IM4U curriculum was piloted in 18 classrooms on Oahu. All of 

the teachers were enrolled in a research and teaching course and agreed to use 

components of IM4U for their action research project. The educators came from six 

different elementary schools, one middle school, and two high schools. Secondary 

teachers used IM4U materials as a curriculum to teach older students to mentor the 

younger children on a weekly basis. With over 1,000 students involved in the pilot, the 

IM4U program used this project as a key part of the development of IM4U versions 1.5 

and 2.0 (C. Kessler, personal communication, August 31, 2013). 
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These teachers were the first group of educators to utilize videos, music, and 

teaching activities from IM4U 1.0 to provide descriptive, analytical, and reflective 

feedback to IM4U founders. 

The pilot study, which was completed in one semester, yielded several results. The 

main objective of the pilot was to gauge the ease and applicability of the use of the 

curriculum. Feedback from the pilot teachers showed that the IM4U curriculum was very 

versatile and easy to use in multiple settings, grade levels, or content areas. The pilot 

teachers did not have any issues working the IM4U lessons into their already demanding 

schedules. 

Another outcome from the pilot study related to implications for older students. The 

curriculum was created for students in pre-K-3, however, high school teachers in the pilot 

program actually responded with great enthusiasm toward the songs and lessons, using 

them to provide support for older students to mentor younger students. Such mentoring 

and modeling by older students in the program may increase the motivation for younger 

students to participate. 

One of the primary suggestions by the pilot teachers was the need for more 

continuity and explicit objectives for the lessons and activities. They wanted to know 

which of the seven principles the song or lesson was addressing as well as how each song 

or lesson may fit into a series of activities (C. Kessler, personal communication, August 

31, 2013). 

Although preliminary studies and research has begun with the IM4U curriculum, 

there still lies room for further studies. This research project aims to further the 

knowledge and understanding on the use and applicability of the IM4U Campaign with 

younger students. 

Purpose of the study 

This research project was a case study of IM4U, a character education curriculum 

that addresses young students’ social and emotional development. By teaching character 

education using music, activities, and discussions, young students develop core values. 

Highly developed core values positively influence students’ social and emotional 

behaviors, including violence and bullying behaviors. By conducting a case study on 
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IM4U in an early education setting, the researcher was able to observe whether students 

in pre-kindergarten and kindergarten exhibited bullying behaviors and whether the 

intervention had any effects on them. 

Assessment of children in pre-kindergarten and kindergarten is complex. The 

reliability and validity of assessments for young children is inconsistent because young 

children’s competencies are fairly unstable and situationally dependent (LaParo & Pianta, 

2000). Some challenges to screening and assessing social-emotional competence include 

the subjectivity of the individual completing the screening or assessment, the subjective 

nature of available screening and assessment tools, and the interrelated social-emotional 

skills and developmental domains (Squires & Bricker, 2007). Teachers and researchers 

may differ in their view of what is acceptable or a disruptive behavior. Additionally, 

screening and assessment tools may be insufficient to quantify all variables to measure 

social-emotional behaviors like intensity and duration. Culture can be another factor that 

can influence the screening and assessment of social-emotional skills of children for 

programs or interventions. Culture, historical, socioeconomic, and political factors are 

difficult to measure and can have a crucial influence on the outcomes of interventions 

(De Koning & Martin, 1996). 

In addition to the complexities associated with assessing young children’s 

challenging behaviors, once identified, there are similar difficulties in understanding what 

can be done to prevent challenging behaviors from developing and what can be done via 

intervention to remedy these behaviors (Dunlap et al., 2006). Some behaviors are 

biologically driven (we eat when we are hungry) or reflective (we cover our ears when 

there is a loud noise), but for the most part behavior occurs to serve a function or produce 

an outcome. In this manner, behavior is a form of communication that is socially 

connected. 

The aim of this study, then, was to expand the research base and information known 

about the development of behavioral issues and bullying behaviors in pre-kindergarten 

and kindergarten through the careful examination of an intervention program designed to 

help students achieve positive behavior outcomes related to violence and bullying. The 

case study offered insights into the intervention program and enabled the researcher to 
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construct hypotheses that will help structure future research by others who are interested 

in the kind of behavior modification or intervention that IM4U offers to teachers and 

students. 

Drawing upon early childhood education and health research methodology, this 

research study used multiple strategies to produce valid and reliable information. 

Obtaining data information from a variety of sources, across a variety of settings, and 

using a variety of methods increased the validity of results. Data was gathered and 

collected from teacher surveys, teacher journals, non-participant observations, and 

teacher follow-up interviews. Together, qualitative and quantitative data helped address 

the question, to what extent does the formal intervention program, IM4U, when presented 

as part of the instructional program of an early childhood classroom, influence the social-

emotional behaviors with respect to bullying and violence of young children? Further, the 

data described the extent to which teachers delivering the IM4U curriculum perceive it as 

an effective character education program and serves the broad spectrum of students it 

targets. 

Importance of the study 

Bullying has been documented in children as young as preschool-age, but researched 

interventions for very young children are rare (Alsaker & Valkanover, 2001). This is 

understandable due to the methodological challenges inherent in preschool situations. 

Very young children should not be expected to complete detailed questionnaires that 

require large amounts of concentration and endurance because it is not developmentally 

appropriate. Additionally, preschoolers are typically pre-readers and traditional pencil 

and paper methodologies are not appropriate. 

Much of the data on bullying and victimization has been gathered during the middle 

grade school years. By this point, there are already stable patterns of bullying and 

victimization (Kochenderfer & Ladd, 1996). Therefore, there is a need to conduct studies 

with children unfamiliar with established patterns of bullying and victimization. Pre-

kindergarten and kindergarten may be the ideal time to investigate bullying prevention 

strategies. Kindergarten provides a natural window for examining this question because 

as children enter grade school they are typically placed in new peer groups and know 
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relatively few of their classmates (Ladd & Price, 1987). The social and emotional 

development of children at this time may have great impact on their success in school. 

Social-emotional development is believed to be foundational to the development of 

cognition, language, and adaptive life skills (Greenspan, Wieder, & Simmons, 1998). 

Bowman, Donovan, and Burns (2000) identified key social-emotional skills that children 

need as they enter school, including self-confidence, the capacity to develop positive 

relationships with peers and adults, concentration and persistence on challenging tasks, 

an ability to effectively communicate emotions, an ability to listen to instructions and be 

attentive, and skills in solving social problems. Children lacking these skills tend to have 

difficulties in early childhood education settings. Children who have difficulty paying 

attention, following directions, getting along with others, and controlling negative 

emotions of anger and distress do less well in school (McClelland, Morrison, & Holmes, 

2000). Research has indicated that the lack of social and emotional skills leading to 

behavior problems is prevalent in schools. Approximately 10-15% of preschoolers with 

typical development will have chronic mild to moderate levels of behavior problems 

(Campbell, 1995). Other estimates suggest that one in ten young children exhibit problem 

behaviors (Raver & Knitzer, 2002). 

Since preschool settings have a major impact as agents of socialization, the 

prevention problems related to bullying and victimization should start in preschool 

institutions (Alsaker & Valkanover, 2001). Curbing experiences of victimization, which 

are likely to produce very negative expectations about peers’ behavior, can positively 

influence the child’s behavior in other school situations. Since the issues of violence and 

bullying have become flashpoints in our society today, it is increasingly important that 

researchers examine avenues for addressing and, if not eradicating, minimizing the harm 

caused by these behaviors. The safety and well-being of the younger generation cannot be 

undervalued. While there are a number of intervention programs available to preschools, 

elementary schools, as well as middle and high schools, the importance of such programs 

in early childhood education will possibly reap the greatest rewards. We must intervene 

for our youngest children early. We cannot afford to wait until they are of middle school 

age. 
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The IM4U program offers an opportunity to address this problem. This research 

examines the program to determine if it might be one that offers solutions to the current 

social problems of violence and bullying. 
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Chapter 2. Literature Review 

The literature review first defines bullying and determines what does and does not 

constitute bullying behaviors according to current research. The effects of bullying are 

explored along with the age at which bullying develops or becomes noticeable in 

children. The social and emotional development of young children in terms of bullying 

behaviors and violence has been the subject of considerable research. Multiple sources 

suggest that creating healthy school environments that foster positive social and 

emotional development, along with teaching character education and promotion of core 

values are some ways to prevent the problem of bullying. Because anti-bullying programs 

fall under the umbrella of health education, effective programs will be examined, as well 

as prior curricula or interventions that address bullying in terms of character education. 

The literature review concludes by comparing IM4U, the intervention program that is the 

focus of this study, with these programs. 

Bullying Defined 

There are several different definitions of bullying. This literature review will focus 

on definitions and descriptions of bullying in the context of a school setting. Most 

notably, Olweus (1993) broadly defines bullying as the intentional and repeated acts of 

threatening or demeaning nature that occur through different means: direct verbal (e.g., 

threatening, name-calling), direct physical (e.g., hitting, kicking), and indirect (e.g., 

spreading rumors, influencing relationships, cyberbullying). These behaviors typically 

occur in situations in which there is a power or status difference. Farrington (1993) adds 

several key elements to Olweus’ definition to include any physical, verbal, or 

psychological attack or intimidation that is intended to cause fear, distress, or harm to the 

victim; an imbalance of power (psychological or physical) with a more powerful child (or 

children) oppressing less powerful ones; and repeated incidents between the same 

children over a prolonged period of time. 

More recently, the APA (Graham, 2013) provided a more comprehensive definition 

of school bullying as the repeated physical, verbal, or psychological abuse of victims by 

perpetrators who intend to cause them harm. The critical features that distinguish 
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bullying from simple conflict between peers are intentions to cause harm, repeated 

instances of harm, and an imbalance of power between perpetrator and victim. Hitting, 

kicking, shoving, name-calling, spreading of rumors, exclusion and intimidating gestures 

(e.g., eye rolling) by powerful peers are all examples of behaviors that constitute abuse 

that is physical, verbal, or psychological in nature. Furthermore, the NEA (2013) defines 

bullying as systematically and chronically inflicting physical hurt and/or psychological 

distress on another. In sum, bullying can be physical, verbal, or social. It can be direct as 

in teasing, hitting, threatening, destruction of property or forcing someone to do 

something against their will, or as indirect as in rumors, exclusion, or manipulation. 

Bullying involves a real or perceived power imbalance between the one who bullies and 

their target. 

These definitions of bullying have identified three main components. Bullying is a 

specific type of aggression in which (1) the behavior is intended to harm or disturb, (2) 

the behavior occurs repeatedly over time, and (3) there is an imbalance of power, with a 

more powerful person or group attacking a less powerful one (Nasel et al., 2001). 

Actions and behaviors associated with bullying include assault, tripping, 

intimidation, rumor spreading and isolation, demands for money, destruction of property, 

theft of valued possessions, destruction of another’s work, and name-calling. Several 

other behaviors such as sexual harassment, ostracism, and hazing are also considered 

bullying (Sampson, 2002). However, it is important not to apply the term to every 

behavior, action, or interaction that involves conflict. 

Bullying can be a group process that involves or is enabled by many players in 

addition to the individual bullies and victims. Bullying usually occurs in the presence of 

peers, who can adopt a variety of roles, such as remaining neutral during a bullying 

incident, assisting and encouraging the bully, or aiding or consoling the victim (Smith, 

Schneider, Smith, & Ananiadou, 2004). 

Bullying is widespread and, contrary to popular belief, it occurs more often at school 

than on the way to and from school. Even so, bullying behaviors do take place before, 

during, and after school hours. Bullying happens in school buildings, classrooms, 

hallways and bathrooms, on the playground or other common areas on school grounds, 
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and on the bus or at the bus stop. Bullying occurs most often in areas where there is little 

or no adult supervision (NEA, 2013).International research suggests that bullying is 

common at schools and occurs beyond elementary school and at all grade levels 

(Farrington, 1993).  

What Bullying is Not 

A simple conflict between peers is not bullying. According to the definitions shared 

previously, bullying is not when two persons of the same strength (physical, 

psychological, or verbal) attempt to victimize each other. 

Bullying is not school violence or peer victimization. According to Kochenderfer 

and Ladd (1996) peer victimization is a form of peer abuse in which a child is frequently 

the target of peer aggression. Peer aggression and peer victimization may involve 

children without an imbalance of power. Additionally, peer aggression and peer 

victimization may be isolated incidences and not repeated multiple times. However, if a 

case of peer aggression or peer victimization were to happen multiple times and involve 

an imbalance of power, this would constitute peer abuse and bullying. 

Most definitions of bullying do not include more lethal sorts of peer-directed 

hostilities. Although some widely publicized school shootings may have been 

precipitated by a history of peer abuse, they remain rare events (National School Safety 

Center, 2006). 

Bullying is a type of aggressive behavior (Salmivalli & Nieminen, 2002). However, 

bullying is not always aggressive or violent, and aggression or violence does not always 

involve bullying. 

Cyber Bullying 

One new setting where there is little or no adult supervision is the Internet. Cyber 

bullying is the term applied to bullying over the Internet, via email, text messaging, and 

similar technological modes of communication (NEA, 2013). The Internet creates 

opportunities for cyber bullies, who can operate anonymously and harm a wide audience. 

Cyber bullying includes sending or posting harmful material or engaging in other forms 

of social aggression. The imbalance of power here is not in the bully’s size or strength, 

but in the instrument the bully chooses to use, bringing worldwide publication to vicious 



 

 12

school gossip (Sampson, 2002). The recent growth of popularity of social networking 

sites (such as Facebook) and video-sharing websites (such as YouTube) has led to 

increased reports of cyber bullying (Hinduja & Patchin, 2008). 

Even though the vast majority of cyber bullying behaviors take place off school 

grounds, they very often make their way back to onto the school grounds. In fact, many 

adolescent problems currently begin at school and progress online or are initiated online 

and continue at school (Hinduja & Patchin, 2008). 

Regardless of where and when the bullying takes place, there is growing evidence 

for the negative effects and outcomes for both bullies and victims. One of the things we 

do not yet know about bullying is whether certain types of bullying, for instance, racial 

bullying or rumor spreading, are more harmful than other types. Much depends on the 

victim’s vulnerability, yet certain types of bullying may have longer-term impact on the 

victim (Sampson, 2002). 

Lasting Effects 

There are lasting effects for individuals who bully others, individuals who are 

victims of bullying, as well as individuals who are both bullies and victims of bullying. 

Research findings also show negative impacts to individuals involved with bullying later 

in life. 

Persons who bullied others were more likely to be involved in other problem 

behaviors such as drinking alcohol and smoking later in life. They showed poorer school 

adjustment, both in terms of academic achievement and perceived school climate. Yet 

they reported greater ease of making friends, which indicates that bullies are not socially 

isolated (Nasel et al., 2001). 

Victims of bullying, on the other hand, tend to be socially isolated, lack social skills, 

and have more anxiety and lower self-esteem than other students in general (Olweus, 

1997). Individuals formerly bullied were also found to have higher levels of depression 

and poorer self-esteem at the age of 23 years, despite the fact that, as adults, they were no 

more harassed or socially isolated than comparison adults (Olweus, 1993). 

Those youth who reported both bullying and being bullied demonstrated poorer 

adjustment across both social and emotional dimensions and problem behaviors. Strong 
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associations were found between bullying/being bullied and poor psychosocial 

functioning (including fighting). Considering the combination of social isolation, lack of 

success in school, and involvement in problem behaviors, youth who both bully others 

and are bullied may represent an especially high-risk group (Nasel et al., 2001). 

Altogether, bullying is a relatively stable and long-term problem for those involved, 

particularly children fitting the profile of both a bully and a victim. Problems with 

abusive and antisocial behavior during childhood often extend into adulthood (Farrington 

& Hawkins, 1991). 

The prevalence of bullying among youth is substantial. Given the concurrent 

behavior and emotional difficulties associated with bullying, as well as the potential long-

term negative outcomes for these youth, the issue of bullying merits serious attention, 

both for future research and preventive intervention (Nasel et al., 2001). 

Additionally, chronic bullying can be fatal. In the United States, examples include 

Columbine, Colorado, 1999 where two bullied boys killed 15 and Red Lake, Minnesota, 

2005 where a 16-year-old-boy left 10 dead. He was also the target of classmates' bullying 

(Berger, 2007). However, the United States is not the only country with fatal examples 

resulting from bullying. Norway, Japan, and Australia have all had high profile and 

media coverage of tragedies resulting from bullying. 

Early Educational Experiences 

Children’s experiences in early educational settings are a critical aspect of healthy 

social and emotional development; consequently, the nature of the classroom 

environment is important. Currently, no standard measures are available for assessing 

pre-kindergarten/early elementary classrooms’ contributions to overall child competence 

that could be used appropriately in a system of accountability focused on classroom 

quality (Pianta, LaParo & Hamre, 2008). One example of an assessment system is the 

Classroom Assessment Scoring System (CLASS) that looks at three domains, emotional 

support, instructional support, and classroom organization. Another example is the 

Environment Rating Scales (ERS) that assess the process quality in an early childhood or 

school age care group. Process quality refers to the various interactions that go on in a 
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classroom between staff, children, parents, other adults, and the interactions that children 

have with the materials, the environment, and the daily school schedule. 

Despite the importance of young children’s classroom experiences, surprisingly little 

research on classroom quality and its correlates have been conducted in pre-kindergarten 

and elementary classrooms, despite a long record in child care settings (Pianta et al., 

2008). 

The technical adequacy (reliability, validity) of assessments for young children is 

widely recognized as lower than that of measures for older children, in large part because 

children’s competencies are fairly unstable and situationally dependent (LaParo & Pianta, 

2001). 

Reviews of recent findings have indicated that the aspects of classroom quality that 

relate directly to improved child outcomes in school or school-like settings are aspects of 

the social and instructional climates reflected in teacher-child interactions (Pianta, 2003). 

Children’s early education experiences have lasting effects on their academic 

achievement, social development, and behavioral competencies, and there is convincing 

evidence that children’s experiences in preschool classrooms are related to concurrent 

and future social and academic development (Campbell & Ramey, 1994). Early school 

success should increase the likelihood of later success, leading in turn to an eventual 

command of higher-paying jobs and other social and cultural rewards. 

Social and Emotional Development 

Social and emotional development are very closely related and often described 

together. However, it is possible to distinguish each as two distinct domains. Bandura 

(1977) expanded upon social learning theory and explained it to what he called social 

cognitive theory. His theory on learning is based on three concepts, which are that (1) 

people can learn through observation, (2) reinforcement is intrinsic in nature, and (3) 

learning does not always lead to behavior change. Salovey and Mayer (1989) describe 

emotional intelligence as a subset of social intelligence that involves the ability to 

monitor one’s own and others’ feelings and emotions, to discriminate among them and to 

use this information to guide one’s thinking and actions. Their model of emotional 
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intelligence includes four factors, which are: (1) perceiving emotions, (2) reasoning with 

emotions, (3) understanding emotions, and (4) managing emotions. 

Social competence for a preschool-age child involves the ability to use appropriate 

and effective social strategies to interact with peers, including initiation of interactions, 

appropriate response to others, successful conflict resolution, and sustained engagement 

in social play (Guralnick, 2010). For most children, basic social skills are typically 

acquired at home and in school. Children’s socialization is influenced by their daily 

interactions with a number of agents including parents, siblings, peers, and teachers in a 

variety of settings (Snyder, Horsch, & Childs, 1997). Stocker and Youngblade (1999) 

reported that the quality of parent-child relationships is significantly associated with the 

types of peer relationships developed. This suggests that children whose parent's 

behaviors are characterized as hostile and aggressive are themselves likely to engage in 

aggressive relationships outside the home (Duncan, 2004). It has also been documented 

that positive parenting practices and parent-child relationships can reduce children’s 

aggressive behavior (Lim, 2001). 

Young children’s social adjustment is marked by the emergence of patterns of social 

competence and externalizing behaviors (Angold & Egger, 2007). Children learn to cope 

with negative emotions and frustration when they are denied a particular toy or snack. 

They may also exhibit externalizing behaviors such as willful defiance of parents’ 

wishes. These typical behaviors become indicators of maladjustment when they persist, 

increase, or intensify (Cambell, Shaw, & Gilliom, 2000). There are several risk factors 

associated with low social competence and increased externalizing behaviors. Conger and 

Donellan (2007) linked family economic disadvantage, and Shaw, Gilliom, Ingoldsby, 

and Nagin (2003) connected high levels of harsh parenting to an increase in children’s 

risk for poor social adjustment during early childhood. Furthermore, Vandell, Belsky, 

Burchinal, Steinberg, and Vandergrift (2010) demonstrated that the quality of childcare 

children received early in life directly predicted externalizing behavior at age 15. 

Severe and detrimental consequences can result from poor social adjustment in early 

childhood. Psychologists find that children who act in antisocial ways are less likely to be 

accepted by classmates and teachers (Shores & Wehby, 1999). Being aggressive, 
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hyperactive, or less social may lead to being rejected or neglected by peers (Lansford, 

Killeya-Jones, Miller, & Costanzo, 2009). Rejection and neglect by peers are two 

indicators of a disputed social status, or low social status in a group of children. 

Identification of children at risk for disputed social status could lead to earlier 

interventions designed to improve social skills. Intervention programs that teach young 

children thought awareness, anger management, and prosocial behavior skills can 

significantly reduce aggressive behavior. In a study in South Korea, Park and Lee (2002) 

found that social skills training was effective when peer group participation; self-

assertiveness, self-control, cooperation, praise, and sharing were reinforced. Additionally, 

when combining social skills training and parent education, the results are highly 

effective in reducing children’s aggression (Kim, Doh, Hong, & Choi, 2011). Ostrov, 

Murray-Close, Godleski, and Hart (2013) attempted to connect the associations between 

forms (physical and relational) and functions (proactive and reactive) of aggressive 

behavior with social (peer rejection) and affective (anger, emotion regulation skills) 

processes during early childhood. They found reactive, relational aggression predicted 

increases in peer rejection and tended to be associated with increases in anger and 

decreases in emotional regulation skills. 

Children who are emotionally well-adjusted have a significantly greater chance of 

early school success, while children who experience serious emotional difficulty face 

grave risks of early school difficulty (Raver, 2003). However, emotional stability should 

not be taken for granted, as there are several factors or stages to emotional well-being. 

Greenspan and Shanker (2009) formulated a functional/emotional hypothesis that 

specifies the developmental pathways and the role of selected emotional experiences in 

the development and functioning of language and cognition. Six formative stages of 

affective transformation were identified. Each stage provides the foundation for the next, 

but for children to master the next stage, they must continue to undergo certain kinds of 

emotional experiences with their caregivers. Beginning in infancy, babies form sensory-

affective-motor connections. An example is when a baby turns toward the sound of her 

mother’s voice because she finds the stimulus pleasurable. In the second stage of 

affective transformation, the child develops more intimate relationships. The child begins 
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to recognize the emotional significance of facial expressions and vocalizations. The third 

stage is characterized by two-way emotional interactions between the child and 

caregivers. Meaningful patterns and interactions involving the back-and-forth reading and 

responding to each other’s emotional signals initiates the child’s formation of social 

patterns, cultural norms, and rules of the community. In the fourth stage of affective 

transformation, the child learns to sustain a continuous flow of back-and-forth affective 

communication in order to collaborate with a caregiver in solving affective, meaningful 

problems. Symbol formation and language learning happen in the fifth stage of affective 

development. Vocalization and the emerging use of words come to serve as an integral 

part of the joy of relating. In the final stage of affective transformation, the child learns to 

build bridges between ideas through increasingly complex affective interactions. As a 

child builds bridges between ideas, he builds bridges between different emotions or 

affects and experiences in time and place. Now a child can begin to provide reasons for 

his behavior as his ability to think logically emerges from understanding emotional 

interactions that are applied to different situations. 

Approaches to Addressing Poor Social and Emotional Development 

Low-intensity interventions in the classroom include using modeling, roleplaying, 

and group discussion during which teachers can devote relatively small amounts of class 

time to instruct children on how to identify and label feelings, how to communicate 

appropriately with others about emotions, and how to resolve disputes with peers (Quinn, 

Kavale, Mathur, Rutherford, & Fomess, 1999). Benefits of low-intensity programs 

include instruction for all children in a given classroom at relatively low cost. However, a 

potential drawback is the modest, short-term impact on children’s social and emotional 

behaviors. 

Low- to moderate-intensity interventions in the home and parent training programs 

are designed to reduce children’s risk for emotional difficulties by helping parents to 

increase their positive interactions with their children, to set firm limits on children’s 

negative behaviors, and to reduce their use of harsh parenting practices. These types of 

programs also raise concerns that effects may be more transitory than long lasting 

(Corcoran, 2000). 
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Multi-pronged home and school interventions for children at moderate risk are more 

costly to run and target fewer children. Results from these programs include gains in 

children’s social, emotional, and academic skills (Webster-Stratton & Taylor, 2001) and 

reduced likelihood of engagement in delinquent behaviors (Stoolmiller, Eddy, & Reid, 

2000). 

Finally high-intensity clinical interventions for high-risk children are designed to 

lower the risk of young children’s development of serious problems in families struggling 

with multiple, chronic stressors such as high risk of maltreatment, mental illness, 

substance abuse, and domestic violence. School-based mental health consultation 

programs pair psychologists, social workers, and psychiatrists with local school districts 

in order to identify, assess, and treat young children who are in serious emotional and 

behavioral challenges (Raver, 2003). 

When determining which approach to use, administrators, teachers, parents, and all 

stakeholders must consider the benefits that will best address their specific situation and 

needs. For example, to reach large numbers of children, low-intensity or low- to 

moderate-intensity approaches would be most beneficial. This is because lessons and 

training are geared to use small amounts of time and be applicable to the majority of 

children or situations. Conversely, when targeting smaller populations of students, the 

multi-pronged and high-intensity approaches are designed specifically for at-risk and 

high-risk students. 

Social and Emotional Competence 

The early emergence of behavior difficulties and the potential number of children 

exhibiting difficult behavior creates a challenge in promoting social and emotional 

competence in early childhood settings (Hemmeter, Ostrosky, & Fox, 2006). These 

difficulties may arise from multiple factors including the child, school, family, and 

environment. Children may grow up under conditions of maltreatment or neglect, 

homelessness, unexplained separations from parents, hunger, lack of daily routines, and 

lack of satisfying relationships with adults or peers (Dumas & Gibson, 1990). Many 

problem behaviors in young children reflect behaviors associated with lack of experience 

in group settings, and behaviors associated with skill deficits, particularly in the areas of 
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language, communication, and cognitive and social development (Hemmeter, et al., 

2006). 

Child behavior difficulties have both short- and long-term consequences. Behavior 

problems can cause difficulty for parents, teachers, and the children themselves. Example 

behaviors include externalizing disorders such as anger and aggression, or internalizing 

disorders such as being quiet, being sad, and speaking hesitantly (Denham & Burton, 

1996). Both externalizing and internalizing behaviors caused by social-emotional 

difficulties may persist after preschool (Campbell & Ewing, 1990) unless effective 

interventions occur. Additionally, children who grow into adolescence with aggressive 

behaviors are more likely to drop out of school, be arrested, abuse drugs and alcohol, 

have marginalized adult lives, and die prematurely (Lipsey & Derzon, 1998). 

Interventions that address young children’s social-emotional development, positive 

child and family outcomes have been documented. Strain & Timm (2001) noted a 

decreased incidence of withdrawal, aggression, noncompliance, and disruption. These 

results were even noted from 3 to 9 years after the intervention involving training and 

support for parents in addition to social skills instruction for children. Denham & Burton 

(1996) conducted a controlled experimental design (e=70, c=60) with participants 

ranging from 3-5 years in age, reported decreases in negative emotion, and increases in 

involvement and initiative in positive peer activity following an intervention focusing on 

cooperation and sharing behaviors. These types of behaviors are essential for preparing 

children for social and academic success as they transition from early childhood settings 

to formal schooling. 

In a systematic review of the research on interventions used to promote social-

emotional development in young children, Case-Smith (2013) categorized the research 

into five themes: touch-based, relationship-based, joint attention, peer-to-peer promotion, 

and instruction-based. Touch-based interventions were used with infants to promote 

bonding and a calming effect. Relationship-based interventions focused on the adult-child 

interactions. Joint attention interventions look at the skill associated with the 

development of language and play. Peer-to-peer promotion interventions target the 
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interactions among children. Moreover, instruction-based interventions include social 

scripts and stories built into the curriculum for positive reinforcement and modeling. 

The studies categorized as touch-based and relationship-based were primarily in the 

home environment and not in formal early childcare settings. For example, Escalona, 

Field, Singer-Strunck, Cullen, and Harshorn (2001) found the effects of parent-

administered daily massage before bed to increase on-task behavior and attention of 

preschool children. Gutstein, Burgess, and Montfort (2007) reported that children with 

anxiety or autism spectrum disorders (ASD) who participated in a relationship-

development intervention became more socially related, engaged in more reciprocal 

communication, and demonstrated more flexible and adaptive behaviors. The 

relationship-development intervention consisted of weekly meetings with parents to learn 

how to provide appropriate learning opportunities for their children. 

Joint attention, peer-to-peer, and instruction-based interventions primarily took place 

in early childhood education settings. Landa, Holman, O’Neill, and Stuart (2011) 

investigated the effects of an intervention targeting ASD children’s development of social 

engagement, joint attention, and affect sharing. They found that children in the 

intervention improved significantly more in socially engaged imitation and eye contact. 

Instruction-based interventions include the use of social scripts or stories and practicing 

social skills in small groups. They are often used to reduce children’s disruptive and 

negative behaviors and teach children social competence (Case-Smith, 2013). One 

example of an instruction-based intervention studied the effects of Social Stories on 

children with ASD in an inclusive preschool. Social Stories is a program developed in 

1991 by Carol Gray to improve the social skills of individuals with ASD which involves 

describing a situation with relevant social cues, perspectives, and appropriate responses. 

Crozier and Tincani (2007) found participants to have a reduction in targeted behaviors, 

an increase in verbal interaction, and an increase in appropriate behaviors. Joint attention, 

peer-to-peer, and instruction-based interventions represent a varying range of strategies to 

promote the social and emotional development in early childhood education. Together, a 

comprehensive approach to classroom interventions promotes a child’s ability to practice 

and generalize social skills. 
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Guided by public health models, social and emotional interventions involve a multi-

tiered approach to the support of all young children. Models include implementation of 

universal intervention practices to support all students, secondary intervention practices 

to address the needs of children who are at risk, and targeted interventions for children 

who present the most persistent challenges (Lewis & Sugai, 1999). An example of a 

multi-tiered approach is the Teaching Pyramid 

The Teaching Pyramid, as seen in Figure 1, is a model that includes four tiers: 

building positive relationships with children, families, and colleagues; designing 

supportive and engaging environments; teaching social and emotional skills; and 

developing individualized interventions for children with the most challenging behavior 

(Fox, Dunlap, Hemmeter, Joseph, & Strain, 2003). 

 

 

 

Figure 1. The Teaching Pyramid Model for promoting children’s social and emotional 
development and preventing challenging behavior (Fox et al., 2003). 

 
The first level of the Teaching Pyramid is building relationships. Relationships 

with children, families, and colleagues are critical to effectively supporting young 

children’s social-emotional development (Christenson, 1995). Within secure 

relationships, children can learn about the effect of their behaviors on others and begin to 
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understand that their behavior provides them with some control over the environment 

(Hyson, 2004). Level two of the Teaching Pyramid is designing supportive environments. 

This component includes practices that focus on teaching children about routines, giving 

clear directions, and arranging the environment to support engagement and appropriate 

behavior (Strain & Hemmeter, 1999). Level three includes social and emotional teaching 

strategies. A range of teaching strategies is used including: teaching the concept, 

modeling, rehearsing, role-playing, prompting children in context, and providing 

feedback and acknowledgment (Grisham-Brown, Hemmeter, & Pretti-Frontczak, 2005). 

Finally, level four contains intensive, individualized positive behavior interventions. 

Character Education 

Proponents for character education argue for schools to engage in character 

education to develop good character in our young people so they may become fully 

contributing members of a moral society. Character education is defined as the sum of all 

character building activities, curriculum, and the efforts that may be adopted by an 

organization to further the development of good character (Lococo, 2010). 

According to Kohn (1997), character education refers to anything that a school does 

outside of academics to help children foster positive social habits. More specifically, it 

resembles a particular style of teaching that upholds particular values, such as honesty 

and fairness, and attempts to directly teach them to children according to certain basic 

assumptions about the nature of children and how they learn. 

Lickona’s (1991) definition of character is based on three broad areas of morality: 

(1) moral knowing, (2) moral feeling, and (3) moral action. All three areas work together 

to build what Lickona refers to as the components of good character. 

According to Lickona (1991), for character education to be truly successful, the 

programs need to form a community between the teachers, administrators, and parents. 

Through collective and sustained dialogue about the program and consultation over what 

values are important for everyone involved, a mutual understanding and trust will arise. 

Character education is a systematic process, deliberate in its delivery, requiring 

direct instruction of core ethical principles and offering students an opportunity to discuss 

ethical issues through thoughtful dialogue and reflection (Ryan & Bohlin, 1999). 
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The question whether to teach character education in schools is a rhetorical one 

because it is intrinsically entwined in the social and academic environment of a school. 

Teachers are constantly modeling for students through their behaviors (Lococo, 2010). 

The debate over character education in our schools is reflected in the argument over 

whose values should be taught. 

Core Values 

Character education claims that core ethical values such as caring, honesty, fairness, 

responsibility, and respect for self and others, along with supportive performance values 

such as diligence, a strong work ethic, and perseverance, form the basis of good character 

(Licona, 1996). 

There are some debates as to what values constitute core ethical values. In a study 

asking which common values young people should be taught, Guzman (1995) reported 

the top three answers as honesty and truthfulness, respect for others, respect for property 

of others, and responsibility and accountability. The Heartwood Ethics Curriculum 

(Leming, 2000), a character education program, focuses on the development of courage, 

loyalty, justice, respect, hope, honesty, and love. The project utilizes developmentally-

appropriate literature and stories for children that involve ethical themes. Character 

Counts! is a program that utilizes what they call the Six Pillars of Character, which are 

trustworthiness, respect, responsibility, fairness, caring, and citizenship (Character 

Counts!, 2012). These ethical values define good character and are neither political nor 

religious. 

In a study done by Brandon and Higa (2001), thirteen core ethical values as seen in 

Table 1 were identified: Appreciation/Thankful, Caring, Civic Virtue/Citizenship, 

Cooperation, Honesty/Ethics, Humility, Initiative, Integrity, Justice/Fairness, 

Perseverance/Work, Respect, Responsibility/Commitment, and Self-discipline. 
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Table 1 

Core Ethical Values 
  

Value Definition 
  

Appreciation Being thankful for what one has, and showing appreciation for others. 
Sensitive awareness or recognition of aesthetic values. 

  

Caring Showing kindness, generosity, sharing, and compassion, as opposed to 
being selfish, mean, cruel, or insensitive to the feelings of others. To feel 
interest or concern. 

  

Civic Virtue/ 
Citizenship 

Engaging in a positive relationship with one’s community. A good citizen 
displays civic virtue: obeying laws, reporting crimes, helping out, 
volunteering service, conserving resources, etc. The quality of an 
individual’s response to membership in a community. 

  

Cooperation Working as a team to accomplish common goals. The association of 
persons for common benefit. 

  

Honesty 
Ethics 

Telling the truth and being sincere, and free from fraud or deception. The 
discipline dealing with what is good and bad and with moral duty and 
obligation. 

  

Humility Being humble, reflecting, expressing, or offering in a spirit of deference. 
Modest in demeanor and not overly filled with pride. 

  

Initiative Taking responsibility or action without being asked. Energy or aptitude 
displayed in initiation of action. 

  

Integrity Having an unimpaired condition or a firm adherence to a code of 
especially moral or artistic values. Standing up for what is right, resisting 
social pressures and making ethical choices. 

  

Justice Treating people with fairness. The maintenance or administration of what 
is just especially by the impartial adjustment of conflicting claims or the 
assignment of merited rewards or punishments. 

  

Perseverance Continuing effort to do or achieve something despite difficulties, failure, 
or opposition. To keep trying, pursue excellence, and to do the best with 
what you have.  

  

Respect Being courteous, polite, appreciative, and accepting. To consider worthy 
of high regard.  

 

Responsible Being reliable and accountable, not blaming others for their mistakes or 
taking credit for another’s achievements. Moral, legal, or mental 
accountability: reliability, trustworthiness. 



 

 25

Table 1 (continued) 

Core Ethical Values 
  

Self-
discipline 

Thinking before action and considering the consequences first. Correction 
or regulation of oneself for the sake of improvement. 

  

Note. Core Value definitions from Merriam-Webster Dictionary online (2013). 
 

Health Education and Bullying 

In 1995, the National Health Education Standards (NHES) were developed to 

establish, promote, and support health-enhancing behaviors for students in all grade 

levels, from pre-kindergarten through grade twelve (Centers for Disease Control and 

Prevention, 2013b). In 2004, the NHES were revised and updated. There are eight 

standards (Table 2) that are written as expectations for what students should know and be 

able to do by grades 2, 5, 8, and 12 in regards to personal, family, and community health. 

The NHES form a framework for curriculum, instruction, and student assessment in 

health education. 

The Health Education Curriculum Analysis Tool (HECAT) was created to build on 

characteristics of effective health education, is aligned with the NHES and provides 

guidance and tools regarding health curriculum selection, assessment, and development 

(CDC, 2013a). The HECAT can also be applied to early education settings where health 

education is integrated into the overall early childcare and education program. The 

NHES, as defined for children in early childhood education programs by the HECAT, are 

quite specific about what children should know and be able to do. Table 2 illustrates the 

alignment of standards for early childhood. 

Table 2 

The National Health Education Standards (NHES) 
   

Standard Performance Indicator Skills and Expectations for Early Childhood 
Education 

 Students will Students will 
   

Standard 1 comprehend concepts 
related to health promotion 
and disease prevention to 
enhance health. 

identify how injuries can be prevented, 
explain why it is wrong to tease or bully 
others, and identify appropriate ways to 
express and deal with feelings. 
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Table 2 (continued) 

The National Health Education Standards (NHES) 

Standard 2 analyze the influence of 
family, peers, culture, 
media, technology, 
and other factors on 
health behaviors. 

identify relevant influences of family on 
safety and injury prevention practices and 
behaviors and identify relevant influences of 
media and technology on personal health and 
wellness practices and behaviors. 

   

Standard 3 demonstrate the ability to 
access valid information, 
products, and services to 
enhance health. 

identify trusted adults at home who can help 
promote personal health and wellness and 
demonstrate how to locate school or 
community health helpers who can help 
reduce or avoid violence. 

Standard 4 demonstrate the ability to 
use interpersonal 
communication skills to 
enhance health and avoid 
or reduce health risks. 

demonstrate how to effectively communicate 
needs, wants, and feelings in healthy ways, 
demonstrate effective active listening skills 
including paying attention, and verbal and 
nonverbal feedback, and demonstrate how to 
effectively tell a trusted adult when feeling 
threatened or harmed. 

   

Standard 5 demonstrate the ability to 
use decision-making 
skills to enhance 
health. 

identify situations that need a decision related 
to personal health and wellness and describe 
when help is needed and when it is not needed 
to make a personal health or wellness-related 
decision. 

   

Standard 6 demonstrate the ability to 
use goal-setting skills to 
enhance health. 

identify a realistic short-term goal to improve 
a personal health and wellness practice and 
identify people who can help achieve a 
personal health and wellness goal. 

   

Standard 7 demonstrate the ability to 
practice health-enhancing 
behaviors and 
avoid or reduce health 
risks. 

demonstrate positive personal health and 
wellness practices, identify health practices 
that reduce or prevent health risks, and 
demonstrate safety and injury prevention 
practices. 

   

Standard 8 demonstrate the ability to 
advocate for personal, 
family, and 
community health. 

make requests to others to promote positive 
personal health and wellness practices and 
demonstrate how to encourage peers to be 
safe and avoid or reduce injury. 

 

 

Standards 1 through 4 have student outcomes relating to healthy behavior in terms of 

violence and/or bullying. In early education, if a student can explain why it is wrong to 
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tease or bully others, he/she would meet Standard 1. Standard 2 focuses on those things 

that influence student health behaviors. If students can explain how family, peers, media, 

etc., influence their health and behavior, they would meet Standard 2. To meet Standard 

3, students must successfully identify adults who can aid their health and behavior 

choices, including helping to reduce or avoid violence and bullying. Students meeting 

Standard 4 should also be able to demonstrate how to effectively communicate needs, 

wants, and feelings in healthy ways. This includes feeling threatened or harmed due to 

violence and bullying. Effective health education curriculum must address these skills 

and more. Early childhood education programs that address issues related to violence 

and/or bullying focus very specifically on these four standards. 

There are other characteristics of an effective health education curriculum. 

According to research, the CDC (2013b) identified fifteen characteristics of effective 

health curriculum. These characteristics are not necessarily as specific to health education 

content as they are to the program methods. For example, an effective curriculum should 

focus on clear health goals and related behavioral outcomes. Having clear goals and 

desired outcomes are necessary for any curriculum. Without these, how would the 

curriculum be evaluated and assessed? Contextually, these goals could be anything 

relating to health education, whether it relates to violence and bullying, drug use, or 

sexual activity. 

Another characteristic is that an effective health curriculum is research-based and 

theory-driven. An effective curriculum has instructional strategies and learning 

experiences built on theoretical approaches that have effectively influenced health-related 

behaviors among youth. Historically, behavioral interventions have focused more heavily 

on consequence-based interventions, which involve punishing the occurrence of 

challenging behavior. More recently, behavioral interventions focus on proactive, 

positive strategies to prevent challenging behaviors. They may aim to reduce children’s 

challenging behaviors by increasing their desirable behaviors through environmental 

arrangements of antecedent stimuli, positive consequences, and the use of direct 

instructional strategies (Dunlap et al., 2006). 
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Typically, positive behavior interventions are strategies that are based on functional 

assessment information and/or intervention techniques designed to prevent challenging 

behaviors by altering stimulus conditions and consequential events (Conroy, Dunlap, 

Clarke, & Alter, 2005). In a functional assessment, the purpose of an individual’s 

behaviors is explored by systematically collecting data specific to the individual, and 

their relationships and their environment (Martin, 2012). Data may be collected from a 

variety of sources and may use different types of strategies including interviews with 

staff or family, use of rating scales, direct observation, and record reviews. Health 

promotion initiatives with children and young people have tended to be based on 

questionnaire and surveys of risk behaviors. These are useful for identifying broad trends 

in health behaviors like drinking and smoking but cannot elicit the meaning, perspectives 

and social contexts of these behaviors (Morrow, 2001). 

Dunlap et al. (2006) conducted a review of research related to positive behavioral 

intervention with young children. Their review included a total of 73 studies from 23 

journals during the years 1984-2003. Findings from their research include an increasing 

trend in the number of studies that examine the use of positive behavior interventions 

with young children. The majority of studies included children with some form of 

disability: developmental: 59%, intellectual: 29%, physical: 19%, speech delay: 16%, 

versus no identified disability: 16%. Race and socioeconomic status (SES) were only 

reported in 7% of the studies. Forty percent of the studies took place in community 

school programs. Most of the studies examined problem behaviors, including destructive 

(74%) or disruptive behaviors (53%). Skills performance, engagement, and social 

interaction behaviors were also targeted in 45%, 30%, and 23% of the studies. The 

majority of interventions were instructional interventions (66%) or a multicomponent 

intervention (45%). Teacher-applied interventions comprised 42% of the studies. Single-

subject designs were used 85% of the time, however, only 8% of the studies reported 

treatment fidelity measures and 26% reported social validity measures. Even though this 

review encompassed a broad range of studies, these findings suggest that there is still 

room for future research to further the knowledge base. For example, what is the role, if 

any, of race and SES on positive behavior support interventions in early childhood 
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education? To what extent do students who do not have disabilities respond to positive 

behavioral interventions? These issues are significant in today’s atmosphere of bullying 

in schools. 

An effective health education curriculum also addresses social pressures and 

influences. Students must have the opportunity to analyze personal and social pressures, 

such as media influence, peer pressure, and social barriers, to engage in risky behaviors 

(CDC, 2013b). In their review of research on the media’s influence on health, the 

Committee on Public Education of the American Academy or Pediatrics (2001) said that 

research has shown primary negative health effects on children, including violence and 

aggressive behavior, sexuality, negative academic performance, body concept and self-

image, nutrition, dieting, and obesity, and substance abuse and abuse patterns. In 

Bergsma and Carney’s (2008) systematic review of 28 health-promoting media literacy 

education evaluation/research interventions from 1990-2006, the majority of outcomes 

involved knowledge and attitudes and revealed less about actually preventing or changing 

risky health behavior that would demonstrate an effective intervention. A study done by 

Rosenkoetter, Rosenkoetter, Ozretich, and Acock (2004) focused on violent behaviors 

with students in grades one through three found reduced behavioral aggression among 

boys following the intervention. The intervention addressed the effects of violent 

television, resulting in a reduction in children’s viewing of violent TV as well as 

decreased identification with violent TV characters. 

While addressing individual values, attitudes, and beliefs is important, effective 

health education curriculum must also address various behaviors. Effective curricula will 

address individual and group norms that support health-enhancing behaviors. Effective 

curricula will also increase perceptions of personal risk when engaging in unhealthy 

behaviors. Additionally, effective curricula should provide opportunity to reinforce skills 

and positive health behaviors. 

 Another characteristic of effective health education curricula is providing age-

appropriate and developmentally-appropriate information, learning strategies, teaching 

methods, and materials. Teaching strategies must be designed to personalize information 

and engage students. Begoray, Wharf-Higgins, and MacDonald (2009) used focus groups 
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to evaluate a health curriculum by examining the development of knowledge, skills, and 

attitudes with tenth grade students. Findings revealed negative reception from students 

due to repetitive content, overly generalized information, and passive teaching styles. 

Additionally, students noted the use of other sources of health education including 

parents, peers, coaches, and the media. These findings provide important reminders for 

anyone developing a health curriculum. Student interest and engagement is critical to the 

success of such programs. Repetitive, overly generalized content and teacher-centered 

instruction will disengage the students to the degree that they will tune out, subverting the 

best intentions of the curriculum. 

Effective health education curricula contains culturally inclusive materials, learning 

strategies, and teaching methods. Culture can be defined as the shared ideas, language, 

values, beliefs, and behavioral norms of the members of the culture (Nastasi Vaarjas, 

Sarkar, & Jayasen, 1998). Culture is also a term used to indicate the incorporation of 

authentic experiences of individuals within a cultural group, as well as their perceptions 

of those experiences into change efforts. Culture, historical, socioeconomic, and political 

factors have a crucial influence on the outcomes of interventions and efforts to improve 

the health of people (De Koning & Martin, 1996). An effective curriculum has materials 

that are free of culturally biased information, but includes information, activities, and 

examples that are inclusive of diverse cultures and lifestyles (CDC, 2013b). A culturally 

inclusive curriculum demonstrates tolerance and acceptance of diversity in early 

childhood settings and can influence how students build mutually respectful relationships 

with one another. 

Effective health education curricula provides students with opportunities to make 

positive connections with influential persons. In one of the most comprehensive long-

term studies on early education, Schweinhart and Weikart (1997) studied a comparison of 

three preschool curriculum models, direct instruction, traditional nursery school, and 

HighScope Curriculum, an early childhood education approach, on children at ages three 

and four; participants were sampled again at ages 10, 15, and 23. The three curriculum 

models represented different approaches to early childhood education. 
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The direct instruction model represented the programmed-learning approach where 

the child responds to the initiating teacher. This program taught academic skills, 

specifically those assessed by intelligence and achievement tests through primarily 

question-and-answer lessons in language, mathematics, and reading. The nursery school 

model represented the child-centered approach where the teacher responds to the 

initiating child. This program was organized around broad units or themes and children 

had the freedom to move from one activity to another. The emphasis was on developing 

social skills rather than intellectual skills. The HighScope Curriculum model represented 

the open-framework approach where child and teacher both initiated events at their own 

levels of responsibility. Children planned, carried out, and reviewed their own activities 

as teachers facilitated the intellectual, social, and physical experiences in the children’s 

development. 

At age 10 there were virtually no curriculum group differences in intellectual and 

academic performance found. However, at age 15, group differences in community 

behavior emerged, the direct instruction group reported committing two-and-a-half times 

as many acts of misconduct as the HighScope group. At age 23, findings showed that the 

direct instruction group had three times as many felony arrests per person, also 47% of 

the direct instruction group had been treated for emotional impairment or disturbance 

during their schooling compared to only 6% of either of the other curriculum groups. 

While their data collection methods (self-reported misconduct and government arrest 

records) do not provide a fully valid description of antisocial behavior, they do capture 

snapshots of personal and social dimensions. Results from this study suggest that early 

childhood curriculum models based on child-initiated learning activities are essential to 

produce lasting benefits in terms of positive behavior and violence (Schweinhart and 

Weikart, 1997). Additionally, results may dispel the belief that substantial outreach to 

parents, regardless of content or objectives, makes the difference between programs that 

have lasting success and those that do not since parental meetings and visitations were 

equally a part of all curriculum models. 

Moreover, effective health education curriculum includes teacher information and 

plans for professional development and training that enhance effectiveness of instruction 
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and student learning. Teachers must be provided with adequate professional development 

with the content knowledge and also the ability to address unhealthy behaviors with 

students. Increased learning opportunities for teachers have been recommended to 

provide critical information regarding the types, prevalence, signs and consequences of 

bullying, as well as to educate teachers about how to intervene and prevent these 

behaviors (O’Moore, 2000). Without specific professional development, teachers may 

have a poor understanding of bullying and how to manage it (James et al., 2008). 

Effective professional development should include five key features as identified by 

Desimone (2009): (1) focus on content, (2) active learning, (3) coherence between what 

is taught and teachers’ knowledge base, (4) duration, and (5) collective participation. 

D.M. Truscott and S.D. Truscott (2004) add that the power of choice, control, social 

collaboration, and contextual-validity also appear to be important when implementing 

professional development opportunities for teachers. 

Bully Busters is a teacher-targeted bully prevention program that incorporates staff 

development and monthly support meetings with fellow teachers. The curriculum 

consists of modules focused on increasing teachers’ awareness and recognition of 

bullying, as well as identifying classroom-based prevention and intervention efforts to 

reduce bullying (Horne, Bartolomucci, & Newman-Carlson, 2003). Bully Busters may be 

categorized as a specific type of heath education program because it does address 

bullying behaviors even though it does not address all healthy behaviors. Comprehensive 

health education programs target health literacy, among other things, including anti-

bullying strategies. 

Health literacy refers to the personal, cognitive and social skills that determine the 

ability of individuals to gain access to, understand, and use information to promote and 

maintain good health. Health literacy means more than being able to read handouts and 

successfully make appointments. By improving people’s access to health information and 

their capacity to use it effectively, health literacy is critical to empowerment (Nutbeam, 

1998). The U.S. Healthy People 2010 objectives, developed by the U.S. Department of 

Health and Human Services (USDHHS), link health literacy to the promotion of good 

health and preventive behaviors (2010). 
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Head Start and Early Head Start are national preschool education programs. These 

programs are based on a comprehensive view of the child that includes cognitive, social, 

emotional, and physical development, as well as the ability of the family to provide a 

supportive home environment. Its mission is to promote school preparation by enhancing 

the social and cognitive development of children through the provision of educational, 

health, nutritional, social and other services. Created in 1965, Head Start was designed to 

prepare children from disadvantaged backgrounds for entrance into formal education. 

While the majority of Head Start programs studied have focused on cognitive outcomes, 

a few have investigated the effects on antisocial behavior (Yoshikawa, 1995). Findings 

indicate that participants, at age three, have lower levels of aggressive behaviors as well 

as positive impacts on cognition and social-emotional development (Love et al., 2005). 

Such early impacts on aggressive behavior may lead to reduced violence and bullying 

tendencies later in life. Among African Americans, Garces, Thomas, and Currie (2000) 

reported evidence that Head Start attendance reduced self-reported criminal activity later 

in life. 

However, the USDHHS (2010) examined the cognitive development, social-

emotional development, and physical health outcomes of Head Start students and 

findings revealed few statistical differences in outcomes at the end of the first grade. That 

is, any impacts gained had quickly faded. These studies reiterate the need for further 

research to be done in the area of student aggression, violence, and bullying in early 

health education programs. 

Interventions Expanded 

Nearly all states have developed anti-bullying laws, many of which require training 

for school staff and the adoption of bullying intervention and prevention activities 

(Furlong, Morrison, and Grief, 2003). In an NEA study, approximately 60% of all 

respondents said that their school had formal bullying prevention efforts such as school 

teams, a committee, or a prevention program. But even though the vast majority of school 

employees reported that their district had implemented a bullying prevention policy, only 

about half of all staff had received training related to the policy (Bradshaw et al., 2011). 



 

 34

Bullying and being bullied appear to be important indicators that something is 

wrong, and children who experience either or both need help. Furthermore, the primary 

prevention of bullying/being bullied involves eliminating factors that promote such 

behaviors (risk education) and teaching children the skills for more prosocial 

interpersonal interaction (resiliency development). Understanding how to respond to 

bullying in an effective manner provides the opportunity to learn more about how to 

address the consequences of experiences with violence (Spivak and Prothrow-Stith, 

2001). 

Most interventions target the known dysfunctional thoughts and behaviors of those 

children who aggress against others. Fast Track is one of the most well known bullying 

intervention program that addresses social information processing skills with identified 

children most at risk for aggressive and bullying behaviors. Fast Track is a curriculum 

that includes weekly meetings and training in social information processing, social 

problem-solving, emotional understanding, communication and self-control (Graham, 

2013). 

Currently a tendency exists to blame children for problem behaviors rather than 

trying to understand what may be underlying their behavior. Environmental and social 

influences must be considered. What role does the media play? What kind of role 

modeling by parents, teachers, and other adults promotes bullying or healthy social 

interaction (Spivak & Prothrow-Stith, 2001)? 

Studies of school-based interventions report up to 50% reduction in reported 

bullying. Multifaceted interventions have included curricula on social skills, efforts to 

change social norms about bullying, development of clear rules and consequences, 

increased supervision from and presence of parents, and services for those involved in 

bullying and those being bullied (Olweus, 1993). 

Findings from a meta-analytic review of school-based anti-bullying programs show 

that programs are effective: on average, bullying decreased by 20-23% and victimization 

decreased by 17-20% (Ttofi & Farrington, 2010). The most important program elements 

that were associated with a decrease in bullying were parent training/meetings, improved 

playground supervision, disciplinary methods, classroom management, teacher training, 
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classroom rules, a whole-school anti-bullying policy, school conferences, information for 

parents, and cooperative group work. 

The whole-school approach, developed by Olweus in Scandinavia, has undergone 

evaluation world wide with a range of successful results. Most applications of the 

approach achieve improvements in the 20-30% range (Olweus & Limber, 1999). 

Research tells us that the whole-school approach requires renewed effort each year, 

reinforcing anti-bullying strategies with returning students, their parents and school staff 

(Sampson, 2002). 

The whole-school approach has many components that address intervention and 

prevention of bullying by improving school climate. This involves including students, 

parents, and staff in universal activities, more targeted programs for children who have 

high risk for exhibiting behavior problems, and individually tailored programs and 

support services for students already exhibiting difficulties due to their involvement in 

bullying (Bradshaw et al., 2011). 

The Expect Respect Project began in 1988 in schools in Austin, Texas. This 

comprehensive project was developed to educate students, parents, and school personnel 

about bullying and sexual harassment behaviors as well as establishing expectations for 

respectful and healthy behaviors in student relationships (Meraviglia, Becker, 

Rosenbluth, Sanchez, & Robertson, 2003). Expect Respect has three primary goals for 

middle and high school students: (1) to support boys and girls who have been exposed to 

violence, (2) to mobilize youths as leaders, and (3) to engage schools, parents, and 

community organizations in creating safe and healthy environments (Expect Respect, 

2013). They have been recognized nationally by the U.S. Department of Justice and the 

national Resource Center on Domestic Violence. 

PATHS is another well-known program that has been recognized both nationally and 

internationally. It stands for Promoting Alternative THinking Strategies. This program is 

based upon the belief that students’ social and emotional learning is a critical component 

of the education experience. Therefore, schools that teach to the whole student will see 

healthier school climates and improved academic results. The PATHS curriculum offers a 

common framework for effective social and emotional learning instruction from 
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preschool through kindergarten and the elementary grades. Lessons are a brief 30 minutes 

and can easily fit within a class period (Kusche & Greenberg, 1994). 

The PATHS program covers five domains of social and emotional development: (1) 

self-control, (2) emotional understanding, (3) positive self-esteem, (4) relationships, and 

(5) interpersonal problem-solving skills. Aspects of these domains are integrated into 

each unit and lessons are sequenced according to increasing developmental difficulty. 

Reinforcement of key skills can be done at home with supplemental activities for parents 

and children (Kusche & Greenberg, 1994). 

There are many interventions and programs with their own approach to curbing 

bullying in schools. These programs have found varying degrees of success both 

researched and documented. However, bullying is still an issue, therefore a need still 

exists for a better more effective intervention program. 

IM4U 

The intervention program that this study examined was IM4U, a character education 

curriculum that aims to improve children’s social and emotional development. The IM4U 

approach utilizes children’s own imagination and emotional language to teach values of 

self worth, appreciation, and cooperation. The IM4U curriculum teaches seven principles 

(Table 3) that address disruptive or bullying behaviors (Mayer & Church Booth, 2013). 

 

Table 3 

The Seven Principles of IM4U 
  

Principle # Principle Statement 
  

1 We all have core freedoms. 
  

2 We all have strengths and weaknesses. 
  

3 We are all learning. 
  

4 We are all valuable. 
  

5 We all have power. 
  

6 We all have a purpose. 
  

7 We are all interconnected. 
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IM4U is an instruction-based intervention designed to promote the social-emotional 

development in young children. Teaching young children skills that can be used to 

replace challenging behaviors is one of the most effective interventions (Conroy et al., 

2005). 

IM4U is also structured like the Teaching Pyramid model (Figure 1) focusing on 

building relationships and interactions with one another while creating a supportive 

environment to learn and teach. However, IM4U does not provide individualized positive 

interventions for children with challenging behavior. IM4U is a curriculum designed for 

all students no matter what their current behavioral trends and social-emotional 

development. 

Developmentally-appropriate early childhood education programs should focus on 

social and emotional domains that provide students with ways to control their behaviors 

and build positive social relationships with others. Research has demonstrated that 

children’s emotional and social skills are linked to their early academic standing 

(Wentzel & Asher, 1995). Early childhood education and intervention, such as IM4U, 

have both short- and long-term impacts including higher levels of cognitive development, 

lower rates of antisocial behavior, and school achievement and motivation (Reynolds, 

2004). 

Additionally, IM4U is a character education program that aims to instill the core 

values with young children. When students learn to value respect, honesty, cooperation, 

caring and so forth, they are less likely to engage in bullying behaviors. Also, due to the 

timing and duration of early education programs, early entry provides greater 

opportunities to intervene prior to the development of learning and behavioral difficulties 

and when children’s cognitive, language, motor, social, and emotional skills are changing 

rapidly. Young children’s behaviors can be greatly influenced at this age through 

character education and their social and emotional development. 

IM4U could also be categorized as a type of health education curriculum because it 

does address the NHES in terms of violence and bullying behaviors. Teaching the 

curriculum should address the standards in terms of children knowing why it is wrong to 
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tease or bully. Additionally, students should know how to avoid violence and bullying 

situations and be able to effectively communicate when feeling threatened or harmed. 

Being an effective health education curriculum would entail fostering attitudes, 

values, and beliefs that support positive behaviors and having clear goals with related 

behavior outcomes. Additionally, effective curriculum must provide age-appropriate and 

developmentally-appropriate material and incorporate multiple learning strategies, 

teaching methods, and materials that are culturally inclusive. Furthermore, effective 

curriculum should provide adequate time for instruction and learning as well as sufficient 

professional development for teachers. 

Having these components combined may indicate that IM4U is not just an effective 

health education curriculum, but also an effective character education curriculum that 

addresses the social and emotional development in pre-kindergarten and kindergarten. 

This research projects seeks to investigate such a statement. 
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Chapter 3. Research Method 

Curriculum Investigation 

The research project was a descriptive case study of the IM4U curriculum in an 

early education childcare setting. IM4U is a character education curriculum that addresses 

the social and emotional development of young children ages 4-8 years old. The program 

aims to help children learn through the development of a creative, fun, and safe learning 

environment with the use of music, activities, and discussions. The curriculum comes 

with suggested lessons and activities that teachers may choose from depending upon the 

ideas and topics relevant to the students and can be completed in as little as five weeks. 

The IM4U program is not a linear set of materials and allows for flexibility, innovations, 

and improvisation within the curriculum. However, each lesson or activity does address 

one or more of the seven principles that IM4U is centered on. These principles again are: 

(1) we all have core freedoms, (2) we all have strengths and weaknesses, (3) we are all 

learning, (4) we are all valuable, (5) we all have power, (6) we all have a purpose, and (7) 

we are all interconnected. The IM4U curriculum lacks assessment instruments that 

measure student learning of these principles. There are neither pre-assessment 

instruments embedded in the program, nor are there post-assessments that help gauge a 

students learning of skills or knowledge. The absence of assessment pieces help serve as 

an entry point for this research project. 

Research Questions 

To what extent does the formal intervention program, IM4U, when presented as 

part of the instructional program in an early childhood classroom, influence the social-

emotional behaviors with respect to bullying and violence of young children? Also, to 

what extent do teachers delivering the IM4U curriculum perceive it as an effective 

character education program serving the broad spectrum of students it targets? 

A case study in an early education setting will provide descriptions of the 

curriculum intervention program, teachers’ perceptions of social and emotional behaviors 

of children with respect to bullying and violence, and teachers’ perceptions of the IM4U 

curriculum as a bullying prevention program. 



 

 40

Researcher Perspective 

This study was conducted from an outsider’s perspective. The researcher’s 

background experience stems from secondary science education, with graduate studies 

covering general topics of curriculum, evaluation, and pedagogy, without in-depth focus 

on the early education or social and emotional development realms. 

The inquiry into this topic was inspired by an online video of Jim Mayer, founder of 

IM4U, entertaining a crowd of very young children with a song promoting positive 

character traits. The notion of teaching character education in kindergarten offered a new 

field of investigation, particularly as it related to Mayer’s character education and anti-

bullying curriculum, IM4U. The researcher has no connection to or affilitation with IM4U 

or its founder and did not benefit in any way by studying the program. This research was 

designed to open an area of research related to character education and issues of bullying 

at the earliest grades. 

Methods 

A descriptive study describes and interprets the setting examined. Researchers 

using a descriptive study design are concerned with conditions or relationships that exist, 

opinions that are held, processes that are going on, effects that are evident, or trends that 

are developing (Best & Kahn, 2006). The purpose of descriptive research is to show 

status by first describing and then, to the extent possible, interpreting present and past 

situations, conditions, behaviors, interactions, events, and trends (Mertler & Charles, 

2005). 

Although many experimental studies of human behavior can be appropriately carried 

out both in the laboratory and in the field, the prevailing research method of the 

behavioral sciences is descriptive (Best & Kahn, 2006). Qualitative descriptive studies 

tend to draw from the general tenets of naturalistic inquiry (Sandelowski, 2000) which 

implies only a commitment to studying something in its natural state, or as it is, to the 

extent that this is possible in a research study design (Lincoln & Guba, 1985). 

All inquiry entails description, and all description entails interpretation. Descriptions 

always depend on perceptions, inclinations, sensitivities, and sensibilities of the describer 

(Wolcott, 1994). Although no description is free from interpretation, basic or 
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fundamental qualitative description entails a kind of interpretation that is low-inference. 

These descriptions must always accurately convey events in their proper sequence, which 

provides descriptive validity, and the meanings participants attributed to those events, 

which provides interpretive validity (Maxwell, 1992). Descriptive validity is the accuracy 

in reporting descriptive information such as events, behaviors, settings, etc., whereas 

interpretive validity is the degree to which the research participants’ viewpoints, 

thoughts, and intentions are accurately understood by the researcher. 

Qualitative methods provide greater validity by getting at how people really behave 

and what people actually mean when they describe their experiences, attitudes, and 

behaviors (Pope & Mays, 1995). Researchers collect and record accurate descriptions of 

behavior, attitudes, and settings that yield interpretations to reveal some standpoint of 

some phenomenon. Qualitative work can detail aspects of complex behaviors, attitudes, 

and interactions which quantitative methods cannot. 

The three main types of descriptive methods include: observational methods, survey 

methods, and case study methods. Observational methods involve a systematic approach 

to objectively observe and record behavior. Survey methods involve the sampling of 

individual units from a population to collect data on phenomena that cannot be directly 

observed. Case study methods can be defined as an empirical inquiry that investigates a 

contemporary phenomenon within its real-life context, when the boundaries between 

phenomenon and context are not clearly evident, and in which multiple sources of 

evidence are used (Yin, 2009). 

Case Study 

Case study methodology involves an in-depth study of an individual or group of 

individuals. A case study must be a bounded system, an entity in itself (Burns, 1994). 

This means that the subject of a case study could be one person, a class of students, a 

group of teachers, a school, or even an event. This differs from single-subject design in 

that there is no experimentation. Single-subject design mainly produces quantitative data 

from observations and measures of the subject throughout the experiment. Case studies 

primarily produce a body of qualitative data that documents and describes events, 

occurrences, and phenomena. A case study is the preferred strategy when the focus is on 
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a contemporary phenomenon within a real-life context. Case studies are usually done for 

one of the following three reasons: to provide vivid descriptions, to provide explanations, 

or to provide evaluations (Mertler & Charles, 2005). Case studies may use a variety of 

sources for data. Documents, interviews, participant and non-participant observation, and 

artifacts are all sources of useful information (Burns, 1994). 

Case studies fit many purposes but most case studies are based on the premise that 

a case can be located that is typical of many other cases. Case studies are valuable 

because they generate rich subjective data that may bring to light variables, phenomena, 

processes and relationships that deserve more intensive investigation (Burns, 1994). 

Findings and conclusions are instrumental rather than terminal. For example, the case 

study of Phineas Gage, the man known for surviving an industrial accident in 1848, is a 

good example of an instrumental case study. A small explosion sent an iron rod, 43 

inches long and 1.25 inches in diameter, flying toward his head. The rod penetrated 

Gage’s left cheek, tore through his brain, and exited his skull before reportedly landing 

some 80 feet away. After severe damage to his frontal lobe, Gage suffered no motor or 

cognitive deficits, which suggested that these were controlled by another part of the 

brain. At the time his case had a tremendous influence on early neurology. 

Two serious limitations with case study research are expectancy effects and atypical 

individuals (Hale, 2011). Expectancy effects include the underlying biases of the 

researcher during the research process that can lead to misrepresentation or 

misinterpretation of the data. Remaining objective when looking at the evidence is 

important to the validity of the study. Additionally, descriptive observations of atypical 

individuals may lead to poor generalizations and decrease external validity. 

Another concern with case studies is that they provide very little evidence for 

scientific generalization. Even so, case studies are, in fact, generalizable to theoretical 

propositions, not to statistical populations, and the investigator’s goal is generally to 

expand theories as opposed to undertaking statistical generalization (Burns, 1994). A case 

study may study a single unit or individual within a population, thus, findings may not be 

representative of the entire population. However, case study aims at enabling the use of 
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the reported material to increase understanding through naturalistic generalization, as was 

the case with this research study. 

A Case Study of IM4U in Early Childhood 

This research was a case study of IM4U in an early childhood setting. The school 

setting is firmly rooted in the Christian faith, as interpreted by the Episcopal Church and 

located in urban Honolulu. The school welcomes children from ages three through five of 

all religious, ethnic, and economic backgrounds. Enrollment was approximately 120 

children, primarily from Asian American, upper-middle class families. 

The case study approach was chosen because it is anchored in real-life situations, 

and the researcher can achieve results that provide a rich holistic account of the 

phenomenon the research aims to describe (Merriam, 2009). The case study offered 

insights into the intervention program and enabled the researcher to construct hypotheses 

that will help structure future research by others who are interested in the kind of 

behavior modification or intervention that IM4U offers to teachers and students. By 

conducting a case study of IM4U, the researcher was able to determine whether students 

in pre-kindergarten and kindergarten exhibit bullying behaviors and whether the 

intervention had any effects on them. The aim of the research was to expand the research 

base and information known about the development of behavioral issues and bullying 

behaviors in preschool and kindergarten through the careful examination of an 

intervention program designed to help students achieve positive behavior outcomes 

related to violence and bullying. 

A current approach in research design is to strategically combine qualitative and 

quantitative methods. Teddlie and Tashakkori (2006) define mixed methods research in 

which the investigator collects and analyzes data, integrates the findings, and draws 

inferences using both qualitative and quantitative approaches or methods in a single study 

or program of inquiry. A mixed method way of thinking rests on the assumptions that 

there are multiple legitimate approaches to social inquiry and that any given approach to 

social inquiry is inevitably partial. Overall, the mixing of methods, as a methodological 

strategy, can yield a better understanding of the phenomena being studied than can a 

single method, as each method offers but one perspective, one partial view (Greene, 
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2007). Mixed methods research in the field of education is quite common, although it 

takes a wide variety of forms, from mixing only different types of data collection 

techniques to mixing different kinds of inquiry designs and purposes (Niglas, 2004). The 

core of this approach is an effort to integrate the complementary strengths of different 

methods through a division of labor (Morgan, 1998). Greene (2007) notes that mixed 

methods design and practice is anchored in the identification of particular purposes for 

mixing. Five primary purposes for mixing are identified: triangulation, complementary, 

development, initiation, and expansion. The primary purpose for mixing methods in this 

research project is triangulation. 

Triangulation seeks the convergence, corroboration, or correspondence of results 

from multiple methods. The classic rationale for triangulation is to increase the validity of 

construct and inquiry inferences by using methods with offsetting biases, thereby 

counteracting irrelevant sources of variation and misinformation or error (Greene, 2007). 

The strategy is to designate one of the methods as the principal means of data collection 

and then to design a complementary method so that it effectively assists the principal one. 

Preliminary quantitative methods can contribute to a principally qualitative study. For 

example, a preliminary survey, which gathers quantitative data, will help guide and focus 

the qualitative data. Also common among survey researchers are qualitative follow-up 

methods to expand on data from a quantitative questionnaire (Morgan, 1998). 

This case study was a qualitative study with some quantitative measures. Data was 

collected from several sources: observations, surveys, and interviews. Multiple sources of 

data allowed for triangulation and increased the validity of the data. For example, non-

participatory naturalistic observations were made in the classroom and on the playground, 

that is, the researcher videotaped students from the back of the classroom or on the 

playground to minimize reactivity. Additionally, informal observations took place before 

the formal observational data collection to habituate students to the camera and observer. 

A survey was administered to teachers before and after the IM4U curriculum 

intervention. These surveys contained open- and close-ended questions in addition to 

Likert scale questions. The purpose of these surveys was to solicit background and 

descriptive information of teachers’ perspectives regarding student behaviors and 
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bullying. Participating teachers also completed daily journals to maintain fidelity of the 

intervention. Teachers were prompted to include in their journals factual information 

such as what activity or activities they did that day, how long the activity lasted, 

grade/age level, and number of students. Teachers were also asked for a reflection on the 

lesson with information including positive responses to the activity, improvements 

needed for the activity, their impressions of student reactions, and general comments. 

Data collected from teacher journals served two purposes, (1) to solicit teacher 

perceptions of the intervention and students, and (2) to serve as fidelity measures of the 

intervention. Interviews with teacher participants after the intervention were conducted to 

provide for a convergence of data collected from observations, surveys, and journals. 

Interviews also allowed for more description and elaboration of any trends or themes that 

arose during the study. 

Procedure 

In August 2013, before the school year began, teachers at St. Clement’s School were 

solicited to participate in this research study. A brief overview of the research project was 

presented at a faculty meeting. After identifying teachers willing to participate, 

professional development was scheduled with Dr. Cristy Kessler. Dr. Kessler conducted 

three hours of initial professional development with the participating teachers during a 

faculty workday. Teachers were given the IM4U curriculum binder with DVD and CD 

inserts of all the songs that are part of the program. 

Prior to data collection, beginning in August the researcher spent a month and a half 

getting acclimated to the school culture and climate, getting to know the students and 

establishing himself as a presence at the school. A variety of data collection methods 

were utilized throughout the study, such as a pre-research survey given before the staff 

development on the program was provided, also in August. Researcher observations of 

classroom implementation of the curriculum were conducted from late October to early 

December, which included videotaping classrooms during the observations. Additionally, 

the researcher collected video snapshots of students identified by the teachers for closer 

scrutiny. The post-research survey was offered in mid December. Teacher journals 

regarding their implementation of the curriculum were collected at the end of the 
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implementation, and follow-up interviews were conducted in February after 

implementation of the curriculum. In December and January, data analysis utilizing the 

constant comparison method was used to develop themes and categories helping to 

structure the follow-up interviews. 

Before the staff development on the program, participant teachers completed a pre-

implementation behavior survey (Appendix B) on student behaviors and core values. 

Teachers were asked to teach some aspect of the IM4U curriculum for 10-30 minutes a 

day for five weeks. Following each lesson or activity, participant teachers were asked to 

complete a journal entry (Appendix D) summarizing and reflecting upon the activity or 

lesson. Participant teachers were notified that observations of their students’ behaviors 

would be made throughout the duration of the study. Additionally a few selected students 

would be identified for video snapshots. Teachers were asked to complete a post-

implementation behavior survey (Appendix C) following the completion of the five-week 

period. Approximately two months after completion of the post-implementation survey, 

follow-up interviews were scheduled with participant teachers. 

Teachers were requested to begin teaching the IM4U curriculum in October. They 

were asked to teach some aspect of the curriculum every day for 10 to 30 minutes a day, 

for five weeks. Example classroom curriculum activities included song and dance, 

discussion, and role-playing. The discussion topics asked students to explore their 

feelings and whether or not they felt included in the larger group, as well as their 

understanding of their own personal strengths and weaknesses. Teachers’ use of the 

IM4U curriculum materials may have extended beyond the five weeks requested for this 

research project, but was not necessary. Research data were gathered during and after the 

five-week implementation of the IM4U curriculum and did not include any data regarding 

curriculum activities after the end of the specified five weeks. 

To increase the quality of the research design in terms of assessment of program 

effects, the researcher utilized several strategies as recommended by Sandall, Hemmeter, 

Smith and McLean (2005) to increase the accuracy of screening and assessment results, 

obtaining data from a variety of sources, across a variety of settings, and using a variety 

of methods. Sources of data came from teachers and non-participatory researcher 
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observations. A variety of settings included different physical environments such as the 

classroom and the playground. Settings within the classroom also varied in terms of 

structured and non-structured activity time and individual, small group, and large group 

learning formats. Finally, a variety of methods were used, including teacher surveys, non-

participatory researcher observations, teacher journals, and teacher follow-up interviews. 

Conducting the study in a community school and utilizing teachers to implement the 

character education curriculum supported the external validity of these strategies within 

natural settings by practitioners (Conroy et al., 2005). External validity refers to the 

process of generalization, and whether the results obtained from a small sample group 

can be extended to make predictions about larger groups or populations. 

Teachers completed an informational background sheet and surveys before and after 

the curriculum implementation (Appendix A, Appendix B, and Appendix C). Pre- and 

post-intervention or curricular surveys served multiple purposes. These surveys solicited 

important background experiences, beliefs, and assumptions that teachers may have had 

regarding bullying, character education, and socio-emotional development of their 

students. This tool was used to determine a baseline level of teachers’ perceptions of 

bullying behaviors in their classroom and their school. The pre- and post-surveys also 

served to establish internal validity through temporal precedence of bullying behaviors 

currently existing in an early childhood education setting. Among a pool of students who 

were identified by their teachers as children who exhibited increased levels of bullying 

behaviors, four were randomly selected for further observation via video snapshots. A 

total of four students, a four-year-old male, a four-year-old female, a five-year-old male, 

and a five-year-old female, were selected for video snapshots. All students were in 

different classes. 

Additionally, teachers kept a daily log or journal (Appendix D) of lessons, activities, 

and reactions to the curriculum. This source of data helped maintain or measure how the 

teachers implemented the curriculum. The journals were a way for the researcher to keep 

track of how well the participant teacher kept to the curriculum or whether they deviated 

from the prescribed curriculum. Additionally, the teacher journals solicited uninhibited 

reflection and insights that teachers may have felt or had as they were progressing 
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through the intervention. They offered alternative insights to teachers’ perceptions as well 

as the generation of themes. 

Naturalistic observations were conducted during the curriculum implementation 

(Appendix E). The observation period was for 30 minutes. Observation is one of the most 

valuable tools in screening and assessing the social-emotional competence of young 

children (Sandall et al., 2005). Observations provide the context for understanding 

children’s behavior in their natural environment in the classroom and on the playground. 

Systematic, ongoing observations also supply information that is useful in monitoring 

children’s progress. The researcher conducted non-participatory observations from an 

outsider’s perspective. From this perspective, there were no expectations or assumptions 

of the program. The researcher was unbiased and maintained objectivity, thus increasing 

the validity of the data. The researcher alone conducted all observations, increasing 

consistency and reliability of the data. Additionally, prior to conducting any formal 

observations, informal observations were conducted. For six weeks prior to classroom 

implementation of the curriculum, the researcher conducted informal observations 

immersing himself in the school culture and environment. Informal observations were 

used to develop formal observation protocols, identify bullying behaviors, and habituate 

the children to the researcher’s presence. 

Observations are very important, as there are no predetermined responses. Data 

collected from observations provide insight about a child’s behavior as well as how the 

behavior is influenced by environmental factors and events (Fox & Duda, 2003). 

Observations were done during a variety of student activities including large group, small 

group, and individual time. In a study done by Craig, Pepler, and Atlas (2000), the 

frequency of bullying was higher on the playground than in the classroom, as well as the 

nature of bullying reflected the constraints of the context. This researcher remained aware 

of these concerns. Direct bullying was more prevalent on the playground and indirect 

bullying was more prevalent in the classroom. Four observations were conducted of each 

participating class. Observations were planned to include the different environments and 

contexts in early education. One observation was conducted in the classroom, one 
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observation was conducted on the playground, one observation was conducted during 

physical education, and the last observation was conducted during after-school care. 

Additionally, the observations were video taped to provide the researcher the 

opportunity to observe more closely, noticing things that might have been missed during 

the live observation, and for testing the researcher’s observation notes for accuracy. 

Video snapshots were made during the formal observations. Snapshots of the randomly 

selected students in each class who were identified by their teachers as children who 

exhibited increased levels of bullying behaviors were recorded for one minute with five-

minute intervals. A total of seven snapshots were captured in each 30-minute observation 

period. Each of the four students who were randomly selected have four sets of seven 

video snapshots. 

Follow-up interviews with teachers were also conducted two months after the 

completion of the curriculum implementation. The interviews were semi-structured, 

informal, and voluntary. The purpose of these interviews was to allow teachers to provide 

details, attitudes, and information regarding the study that enhanced the data collection. 

Follow-up interviews also allowed the researcher to clarify and expand upon any 

discrepancies or interesting trends in the data. Data collected through the interviews 

allowed for convergence and triangulation of the data, increasing reliability and validity. 

Participants 

St. Clement’s School is located in Honolulu, Hawai΄i. St. Clement’s is an Episcopal 

School where students attend chapel services three times a week. St. Clement’s mission is 

to provide children with preschool and kindergarten experiences of high quality that will 

help them in their successful transition from toddler to student. The goal is to help 

children develop a solid foundation on which they can build – emotionally, socially, 

intellectually, physically and spiritually (St Clement’s School, 2013). 

There were approximately 120 students enrolled in St. Clement’s School. Students 

are grouped into age groups: 3-, 4-, and 5-year-olds. There are two classes of 3-year-olds, 

three classes of 4-year-olds, and two classes of 5-year-olds. The 5-year-old classes are 

considered kindergarten, while the others are considered preschool. Participants in this 

study consisted of two classes each of 4- and 5-year-olds. There were 70 students 
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participating in this study, 50% male and 50% female (Table 4). Students came from a 

variety of multicultural and multiethnic backgrounds that included but were not limited 

to: Hawaiian, Chinese, Japanese, Korean, Caucasian, and Indian. 

 

Table 4 

Participants of the Study 

Class Grade Number of Students 
  Male Female Total 

P4-a Pre-kindergarten 9 11 20 
P4-b Pre-kindergarten 11 9 20 
K-a Kindergarten 7 8 15 
K-b Kindergarten 8 7 15 

 

All classes had one teacher and one assistant teacher; both staff members shared all 

duties and responsibilities within their classrooms (Table 4). All the teachers at St 

Clement’s are experienced teachers.. There were eight teachers involved in this study; all 

were female. Four of those teachers have over 25 years of experience teaching early 

education. Three of them each have over 10 years of experience teaching early education. 

One teacher had between 3-5 years of experience teaching early education. All 

participating teachers have experience teaching in settings outside of St. Clements 

School, having taught in other states, such as California and Ohio, as well as other 

countries like Japan and the Philippines. Additionally, some teachers have taught at other 

early childhood education centers in Hawai΄i. 

Data Analysis 

Data collection and analysis were simultaneous, as recommended by Merriam (2009) 

for qualitative investigations. The constant comparison method was used to determine 

central themes from (1) teacher journals, (2) observations, and (3) teacher pre- and post-

survey questions (Glaser & Strauss, 1967). The constant comparative method is used to 

analyze data by assigning codes that reflect various categories and properties to units of 

data by sorting them into groups that reflect the conceptual relationships of like substance 

or meaning (Merriam, 2009). Teacher journals, observations, and surveys were coded for 

themes and concepts using memos to help identify concepts and categories (Corbin & 
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Strauss, 2008). Follow-up interviews were conducted approximately two months 

following curriculum implementation. As suggested by Miles and Huberman (1994) 

earlier data was compared with later data. Follow-up interviews were structured to 

triangulate the emergent themes from the data. 

Limitations 

These methods involve limitations that were addressed at various points in the study. 

For example, the teachers who participated in the study were all volunteers. Therefore, 

they comprised a convenience sample. A convenience sample is one that is readily 

available and easily accessible. This type of sample is generally not representative of the 

larger population. As volunteers, they may bring a certain bias to the curriculum and 

certain expectations for the outcomes of the study. The researcher needed to construct 

questionnaires and interview questions that might help to reveal any such biases. The 

sample size was also relatively small so the effects of atypical individuals may show in 

the data. 

Another form of bias involved the researcher. However, such bias can be mitigated 

due to the fact that the researcher was coming from an outsider’s perspective. From this 

perspective, there were no expectations or assumptions of the intervention. In any case, 

the researcher was alert for any indications of bias, such as gender bias; Lyons and Serbin 

(1986) documented that untrained male observers tend to rate boys as more physically 

aggressive than girls, even when boys and girls are displaying comparable levels of 

aggression. Importantly, they noted that when individuals are trained to recognize 

potential bias, they are more likely to be objective in their coding of behavior. This 

researcher was aware of this problem and prepared for it. 

Furthermore, because of the limited use of quantitative methods (e.g., surveys), only 

a limited set of statistical data was collected and analyzed. Any in-depth statistical 

analysis to quantify any effects of the intervention was not possible due to the small 

sample size and non-experimental design. 

The concept of place has yet to be studied and applied to this research. There may be 

several factors or variables unique to Hawai΄i, or the school, St. Clement’s. 

Distinguishing between the current culture of the school and the intervention needed to 
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be accounted for. Even though all early childhood education centers are different, they 

also have many similarities, so it is not unreasonable to believe that generalizations from 

this research will apply in selected settings. Generalizations, in theories of young 

children’s social and emotional development, should be as relevant as generalizations of 

teachers’ perceptions of the curriculum in early childhood education. For example, what 

environmental conditions influence program effectiveness? What programs or program 

features are most effective to specific populations? The research base will slowly expand 

to include knowledge of children not in poverty or identified as at risk or diagnosed with 

a disability. Studies will begin to include a wide variety of ethnic and multicultural 

participants, not just African American or white. The accumulation of widespread data 

and information will aid future research in these areas. 

The Rahey and Craig (2002) report also pointed to another limitation, which is the 

longevity of a study. This study was fairly short term, only lasting five weeks. Short-term 

results and findings may not have been measurable or evident. However, a descriptive 

study and documentation of short-term processes and findings may aid future studies with 

short- or long-term analysis. Further studies with long-term analysis of bullying 

prevention programs may provide greater insights into the effectiveness of such 

programs. 

As stated earlier, the inherent difficulties associated with methodologies of studying 

young children in this age group limited the study. Preschoolers are easily impressed by 

experiences they have just had and by what happens to them and their best friends 

(Alsaker & Valkanover, 2001). Additionally, preschoolers are highly suggestible (Bruck 

& Ceci, 1999). Collecting multiple data types from multiple data sources increased the 

consistency of the findings. Collecting a variety of data reduced the day-to-day anomalies 

that may be present with impressionable young children. Additionally, observing and 

describing any of these noticeable differences increased the reliability of the data. 

Another difficulty concerns the differentiation between bullying behaviors and 

simple aggressive conflict. Sometimes it may be difficult for students, teachers, and 

observers to distinguish between events that involve aggressive conflict between students 

of equal strength from those resulting from imbalances in power. Therefore, the 
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challenge, then, is diagnosing repeated patterns of victimization, not just simply 

aggression. 

Because the issues of violence and bullying have become flashpoints in our society 

today, it is increasingly important that researchers examine avenues for addressing and, if 

not eradicating, at least minimizing the harm caused by these issues. The safety and well-

being of young children cannot be undervalued. While there are, no doubt, a number of 

intervention programs available to preschools, elementary schools, as well as middle and 

high schools, the importance of such programs in early childhood education will possibly 

reap the greatest rewards. We must intervene for the children of the rising generations 

early. We cannot afford to wait until they are of middle school age. 

The IM4U program offers an opportunity to address this problem. This research, 

examining this specific intervention program, might be one that offers solutions to the 

current social problems of violence and bullying. 
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Chapter 4. Results 

This chapter affirms the need to nurture and develop students’ core values through 

character education by presenting findings for the research questions. Themes emergent 

from the data will be presented that demonstrates the fact that bullying behaviors is a 

reality in this pre-kindergarten and kindergarten setting. Results show how the character 

education program, IM4U (Appendix H), assisted teachers in developing accurate 

definitions of bullying. Finally triangulation of the data will be presented. 

Core Values 

As part of a Pre-Behavior Survey (Appendix B), teachers were asked to respond to a 

series of statements about their students that elicited their perception of the core values 

held by the students. Thirteen core values, based on the work of Brandon and Higa 

(2001) were aligned to the seven principles of IM4U. For each core value, statements 

were created to demonstrate mastery or development of that value. Multiple statements 

representing behaviors that illustrated each core value were presented in both negative 

and positive terms to provide for validity. Depending on the degree to which teachers 

observed the behaviors in their students, they responded with 1 never, 2 almost never 

(once a month), 3 sometimes (a few times a month), 4 often (once a week), 5 almost 

always (several times a week), or N/A not applicable. Students’ core values as perceived 

by their teachers were found to have varying degrees of development or mastery. The 

mean score and standard deviation were reported for all core values in Table 5. 

Additionally, the mean score and standard deviation for all participants after completing 

the Post-Behavior Survey (Appendix C) are also included in Table 5. Items having a 

negative relationship were adjusted to reflect the same scale as positive relationship 

items. Higher scores for core value items correlate to being more developed in children in 

pre-kindergarten and kindergarten. A paired samples t-test was conducted to compare the 

difference in core values before and after the curriculum. The corresponding p values are 

reported with significance set at  =.05. The effect size is also reported using Cohen’s d 

value with items of significance. 
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Table 5 

Teachers’ Perceptions of Student Core Values Pre / Post-Curriculum Intervention 

Core Value Statement Relationship Mean T Df p d 
    Pre Post     

Appreciation Students in my class show 
appreciation for our school 
and teachers. 

Positive 3.63 
(1.51) 

4.00 
(1.20) 

-.81 7 .442  

Appreciation Students in my class show 
others that they appreciate 
the nice things they do. 

Negative 3.25 
(1.17) 

3.75 
(1.17) 

-1.08 7 .316  

Caring Students in my class are left 
out of activities on purpose. 

Negative 3.06 
(1.02) 

3.38 
(.74) 

-1.00 7 .351  

Caring Students in my class share 
their things with others. 

Positive 3.88 
(.84) 

4.13 
(.64) 

-.68 7 .516  

Caring Students in my class say 
things to hurt others’ 
feelings. 

Negative 3.18 
(.75) 

3.00 
(.54) 

.70 7 .504  

Civic Virtue Students in my class talk 
behind other students’ 
backs. 

Negative 3.83* 
(.98) 

3.50** 
(1.38) 

.44 5 .679  

Civic Virtue Students in my class do their 
fair share of what needs to 
be done in the classroom. 

Positive 3.69 
(.70) 

3.75 
(.89) 

-.23 7 .826  

Civic Virtue Students in my class obey 
school rules. 

Positive 3.75 
(.46) 

4.25 
(.71) 

-2.65 7 .033 .85 
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Table 5 (Continued) 

Teachers’ Perceptions of Student Core Values Pre / Post-Curriculum Intervention 

Cooperation Students in my class 
compromise to work out 
problems they have with 
each other. 

Positive 3.75 
(.71) 

3.25 
(1.17) 

1.18 7 .275  

Cooperation When students in my class 
work together on an activity, 
they try to make sure that 
everyone is included. 

Positive 3.29 
(.49) 

3.29* 
(.95) 

0.0 6 1.00  

Honesty Students in my class keep 
promises they make to 
others. 

Positive 3.00** 
(1.00) 

3.60** 
(.55) 

-2.45 4 .070  

Honesty Students in my class take 
things that don’t belong to 
them. 

Negative 3.44 
(.98) 

4.13 
(.84) 

-1.88 7 .102  

Humility Students in my class brag 
about themselves. 

Negative 3.00* 
(1.41) 

3.00 
(.58) 

0.0 6 1.00  

Humility Students in my class act like they 
are better than other students. 

Negative 3.56 
(1.12) 

3.38 
(.52) 

.444 7 .670  

Initiative When students in my class 
miss school, they ask the 
teacher what they missed so 
that they can make up the 
assignments. 

Positive 1.75*** 
(.96) 

3.00**** 
(.82) 

-5.00 3 .015 1.40 

Initiative When things need to be done 
in the classroom, students in 
my class volunteer to do 
them. 

Positive 2.63 
(1.06) 

3.88 
(1.13) 

-3.42 7 .011 1.14 
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Table 5 (Continued) 

Teachers’ Perceptions of Student Core Values Pre / Post-Curriculum Intervention 

Integrity Students in my class stand by 
their friends when others are 
picking on them. 

Positive 2.43* 
(.98) 

3.29 
(.49) 

-2.12 6 .078  

Integrity When students in my class 
see another student being 
mean, they try to stop it. 

Positive 2.57 
(.98) 

3.57* 
(.98) 

- - -  

Integrity Students in my class stay 
away from things that may 
get them into trouble. 

Positive 2.88 
(.84) 

3.63 
(.74) 

-2.39 7 .048 .95 

Justice / 
Fairness 

Students in my class take 
advantage of other students if 
given a chance. 

Negative 3.75 
(.89) 

4.00 
(.93) 

-.80 7 .451  

Perseverance Students in my class quit 
trying to do their 
assignments if they know 
they are not going to do well. 

Negative 3.70* 
(.84) 

4.20** 
(.84) 

-.91 4 .413  

Perseverance Students in my class 
daydream, doodle, or stare 
out of the window when they 
should be working. 

Negative 3.50* 
(1.05) 

3.83* 
(.75) 

-1.00 5 .363  

Perseverance Students in my class show 
determination when they are 
trying to learn difficult 
information. 

Positive 3.38 
(1.06) 

4.13 
(.99) 

-2.05 7 .080  

Respect Students in my class make 
fun of ideas that are different 
from theirs. 

Negative 3.56 
(1.12) 

3.50 
(.76) 

.21 7 .844  
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Table 5 (Continued) 

Teachers’ Perceptions of Student Core Values Pre / Post-Curriculum Intervention 

Respect Students in my class make 
fun of other students who are 
different. 

Negative 3.81 
(.92) 

4.25 
(.46) 

-1.99 7 .087  

Respect Students in my class listen to 
others and try to understand 
their point of view. 

Positive 3.25 
(1.04) 

3.38 
(.71) 

-.424 7 .685  

Responsibility Students in my class turn in 
their assignments on time. 

Positive 4.50**** 
(.58) 

4.25*** 
(.50) 

.52 3 .638  

Responsibility When students in my class 
get in trouble, they make 
excuses for what they have 
done. 

Negative 2.75 
(1.04) 

2.75 
(.71) 

0.0 7 1.00  

Responsibility Students in my class do what 
the teacher asks them to do 
without having to be 
reminded. 

Positive 2.75 
(.89) 

3.13 
(.84) 

-1.43 7 .197  

Self-
Discipline 

Students in my class control 
their anger when someone 
teases them. 

Positive 3.14 
(.69) 

3.57* 
(.79) 

-1.44 6 .200  

Note: All values N=8 unless otherwise specified, *= N=7,n/a=1, **= N=6, n/a=2, ***= N=5, n/a=3, ****= N=4, n/a=4. Standard 
Deviations appear in parentheses below means. 
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Core values of Appreciation, Caring, Civic Virtue, Honesty, Justice / Fairness, 

Perseverance, and Respect scored higher on the scale indicating that these were values 

teachers perceived as being well developed in children of this age. Other core values such 

as Cooperation, Humility, Initiative, Integrity, Responsibility, and Self-Discipline scored 

lower on the scale. 

There were also slight gains in almost all of the core values including: Appreciation, 

Caring, Civic Virtue, Honesty, Initiative, Integrity, Justice/Fairness, Perseverance, 

Respect, and Self-discipline. There were also slight losses found in the core values of 

Cooperation and Humility. Most measures were not significantly different with =.05, 

however, measures of significance are discussed below. 

There were also anomalies in the data. For example, the prompt, when students in 

my class miss school, they ask the teacher what they missed so that they can make up the 

assignments, which represents the core value of Initiative, only scored 1.75 (SD=.96) pre 

and 3.00 (SD=.82) post. About half the teachers, three pre and four post, commented that 

this item was not applicable to this age because students rarely have homework or make 

up assignments. Having this many responses score the item not applicable decreases the 

validity of the item. There was another measure for the core value Initiative (whether or 

not students volunteered to do jobs in the classroom) which scored relatively high. 

Another anomaly was in response to the item, students in my class turn in their 

assignments on time. This item also had about half the teachers, four pre and three post, 

respond not applicable. Even though results seem to indicate strong development, 4.50 

(SD=.58) pre and 4.25 (SD=.50) post, for Responsibility, we must look to other items 

with greater validity. Varying understandings of the different model for work and 

assignments in pre-kindergarten and kindergarten created this anomaly with the data 

instrument. 

Paired t-Tests and Effect Size 

 For Civic Virtue, in response to the prompt, “Students in my class obey school 

rules,” there was a significant difference in the scores before (M=3.75, SD=.46) and after 

(M=4.25, SD=.71) the curriculum implementation; t(7)=-2.65, p=.033. However, when 

calculating the effect size, Cohen’s d=.85. 
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For Initiative, in response to the prompt, “When things need to be done in the 

classroom, students in my class volunteer to do them, "there was a significant difference 

in the scores before (M=2.63, SD=1.06) and after (M=3.88, SD=1.13) the curriculum 

implementation; t(7)=-3.42, p=.011. However, the effect size is also very large, Cohen’s 

d=1.14. 

For Integrity, in response to the prompt, “Students in my class stay away from things 

that may get them into trouble,” there was a significant difference in the scores before 

(M=2.88, SD=.84)and after (M=3.63, SD=.74) the curriculum; t(7)=-2.39, p=.048. 

Additionally, when calculating the effect size, Cohen’s d=.95. 

Cohen’s d is an estimate of the difference between two means expressed in standard 

deviation units. It allows for the evaluation of the size of an effect in a study that is 

independent of scale. According to his guidelines, Cohen (1992) classifies .20 as a small 

effect, .50 as a medium effect, and .80 as a large effect. 

Precursors to Bullying Behaviors 

Results from the data show that teachers did, in fact, witness bullying behaviors in 

pre-kindergarten and kindergarten. While at work, teachers reported witnessing physical, 

verbal, and emotional bullying as seen in Table 6. When asked how often they witnessed 

bullying events, teachers responded with 1 never, 2 almost never (once a month), 3 

sometimes (a few times a month), 4 often (once a week), 5 almost always (several times a 

week), or N/A not applicable. The mean score for physical bullying pre-intervention was 

2.50 (SD=.93), verbal bullying 2.63 (SD=.92), emotional bullying 2.38 (SD=.92), and 

1.00 (SD=0) for cyber bullying. There were no reported events for cyber bullying with all 

teachers responding with 1 never or N/A not applicable. Post-intervention the scores for 

physical bullying dropped (M=2.38, SD=.92), while the scores for verbal (M=2.88, 

SD=.64) and emotional (M=2.50, SD=.54) bullying rose slightly. Additionally, the cyber 

bullying score stayed at the null score of 1.00 (SD=0). 
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Table 6 

Bullying Witnessed by Teachers Pre / Post-Curriculum Intervention 

 Mean t df p 

 Pre Post    

Physical 2.50 
(.93) 

2.38 
(.92) 

.42 7 .685 

Verbal 2.63 
(.92) 

2.88 
(.64) 

-.80 7 .451 

Emotional 2.38 
(.92) 

2.50 
(.54) 

-.36 7 .732 

Cyber 1.00** 
(0.0) 

1.00**** 
(0.0) 

   

Note: All values N=8 unless otherwise specified, **= N=6, n/a=2, ****= N=4, n/a=4. 
Standard Deviations appear in parentheses below means. 
 

From this data it appears that physical bullying drops slightly after the intervention, 

however a paired sample t-test revealed there was no significant difference t(7)=.42, 

p=.685. Verbal and emotional bullying appears to increase slightly, however results from 

a paired sample t-test also find no significant difference for verbal bullying; t(7)=-.80, 

p=.451 and emotional bullying; t(7)=-.36, p=.732. 

Additionally, teachers also described student reported bullying experiences (Table 

7). The mean score for physical bullying pre-intervention was 2.75 (SD=1.28), verbal 

bullying 3.00 (SD=.54), emotional bullying 2.75 (SD=.89), and cyber bullying 1.00 

(SD=0). Post-intervention all forms of bullying dropped: 2.50 (SD=.76) for physical 

bullying, 2.75 (SD=.46) for verbal bullying, 2.38 (SD=.74) for emotional bullying, while 

cyber bullying remained at the null score of 1.00 (SD=0). 

Table 7 

Bullying Reported to Teachers by Students Pre / Post-Curriculum Intervention 

 Mean t df p 
 Pre Post    

Physical 2.75 
(1.28) 

2.50 
(.76) 

.61 7 .563 

Verbal 3.00 
(.54) 

2.75 
(.46) 

1.53 7 .170 
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Table 7 (Continued) 

Bullying Reported to Teachers by Students Pre / Post-Curriculum Intervention 

Emotional 2.38 
(.89) 

2.38 
(.74) 

1.00 7 .351 

Cyber 1.00** 
(0.0) 

1.00**** 
(0.0) 

   

Note: All values N=8 unless otherwise specified, **= N=6, n/a=2, ****= N=4, n/a=4. 
Standard Deviations appear in parentheses below means. 
 

Results from a paired sample t-test revealed no significant difference for student 

reported bullying; physical bullying t(7)=.61, p=.563, verbal bullying t(7)=1.53, p=.170, 

and emotional bullying t(7)=1.00, p=.351. Additionally, cyber bullying does not seem to 

be a factor in pre-kindergarten and kindergarten with all scores falling under the null 

value of 1.00 (SD=0). 

Data from the observations revealed that physical, verbal, and emotional bullying 

were observed. Of the bullying behaviors observed, 50.56% was physical, 22.47% was 

verbal, and 26.97% was emotional as shown in Figure 2. Cyber bullying was not 

observed. 

 

Figure 2. Bullying by Category During Observations. During observations physical 
bullying made up 51%, emotional bullying made up 27%, verbal bullying made up 22%, 
and cyber bullying made up 0.0%. 
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There were more instances of physical bullying observed by the researcher than 

verbal or emotional bullying. This is different from teacher reported bullying incidents 

showing more cases of verbal bullying than physical or emotional bullying. Additionally, 

there were more occurrences of bullying taking place in both pre-kindergarten classes 

than in the kindergarten classes (Figure 3). Classes P4-a and P4-b had 25 and 30 bullying 

occurrences respectively, while classes K-a and K-b had 18 and 16 bullying occurrences 

respectively. 

 

Figure 3. Bullying by Class During Observations. There were 25 bullying occurrences in 
class P4-a, 30 bullying occurrences in class P4-b, 18 bullying occurrences in class K-a, 
and 16 bullying occurrences in class K-b. 

 
Teachers were also asked when and where does bullying take place (Table 8). 

Results from the data show, prior to the intervention, teachers perceived bullying to occur 

most frequently on the playground (M=3.00, SD=.54) and in the classroom (M=2.63, 

SD=.92) rather than in the hallways (M=1.67, SD=.82) or lunch areas (M=1.71, SD=.76). 

After the intervention the relationships remained the same although the scores increased; 

playground (M=3.13, SD=.99), classroom (M=2.75, SD=.89), hallway (M=2.33, 

SD=.82), and lunch area (M=2.00, SD=1.00). 
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Table 8 

Where Does Bullying Take Place Pre / Post-Curriculum Intervention 

 Mean t df p 

 Pre Post    

Classroom 2.63 
(.92) 

2.75 
(.89) 

-.42 7 .685 

Hallway 1.67* 
(.82) 

2.33** 
(.82) 

-2.00 5 .102 

Bathroom 2.25 
(1.17) 

2.50 
(.93) 

-.80 7 .451 

Lunch Area 1.71 
(.76) 

2.00* 
(1.00) 

-1.00 6 .36 

Playground 3.00 
(.54) 

3.13 
(.99) 

-.31 7 .763 

Note: All values N=8 unless otherwise specified, *=N=7, n/a=1, **= N=6, n/a=2. 
Standard Deviations appear in parentheses below means. 
 

Additionally, based on the question of when bullying occurs, as opposed to where it 

occurs, bullying tends to occur more frequently during classes (pre M=2.44, SD=.90, post 

M=2.75, SD=.89) rather than before school (pre M=1.42, SD=.67, post M=1.33, SD=.52) 

(Table 9). The after-school scores may be anomalous due to the fact that several teachers 

marked indicated it was not applicable. 

 

Table 9 

When Does Bullying Take Place Pre / Post-Curriculum Intervention 

 Mean t df p 

 Pre Post    

Before School 1.42** 
(.67) 

1.33** 
(.52) 

.31 5 .771 

During Class 2.44 
(.90) 

2.75 
(.89) 

-.86 7 .420 

During Breaks 2.50* 
(.65) 

2.86 
(1.07) 

-.92 6 .394 

After School 2.75** 
(1.06) 

3.00*** 
(1.41) 

-1.00 1 .500 

Note: All values N=8 unless otherwise specified, *=N=7, n/a=1, **= N=6, n/a=2, ***= 
N=3, n/a=5. Standard Deviations appear in parentheses below means. 
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Teachers’ journal entries also indicated the presence of emergent bullying behaviors 

in pre-kindergarten and kindergarten. One teacher shared that “the responses given by my 

students demonstrated that they have a general understanding of what bullying is and 

what it looks like. Most of the (students’) comments refer to physical or verbal bullying. 

As they shared their thoughts, I could see their facial expressions used to convey what 

they were saying. To me, it was very apparent that the children have a decent 

understanding of this concept already.” Specific examples of bullying were even 

provided by their students, “One of the girls said that a bully is ‘someone if I come to 

preschool everyday and he punches me all the time.’ So I could tell she was processing it, 

coming up with an example, and understanding it.” In another class “an actual incident 

occurred in the line up and we were able to discuss the situation.” However, the presence 

of bullying behaviors also brings some anticipation in terms of student learning. One 

teacher exclaimed, “We can’t wait to see what happens when this actually occurs in class. 

We have been having a lot of exclusion situations.” 

Developing Definitions 

Results show that teacher definitions of bullying were developing before and after 

the IM4U program. In Chapter 2, bullying was defined as a specific type of aggression in 

which (1) the behavior is intended to harm or disturb, (2) the behavior occurs repeatedly 

over time, and (3) there is an imbalance of power (Nasel et al., 2001). When asked to 

define bullying at the beginning of this research project, none of the participating 

teachers’ definitions contained all three components. Only two teachers’ definitions 

contained two out of the three components, while the rest (6) only contained one of the 

components. In one definition containing the components of intent to harm and power 

imbalance the teacher states, “An act done by one or more person(s) against someone else 

who is unable to defend him/herself.” This definition of bullying was missing the third 

component of behavior repeated over time. One teacher’s definition contained only one 

component, “Any hurtful or unwanted words or physical actions that physically or 

emotionally hurts or harms a person or child.” This definition only contained the intent to 

harm even though it contained three forms of bullying: physical, verbal, and emotional. 
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Following the IM4U curriculum, teachers’ definitions of bullying changed. At that 

time, when asked to define bullying, two teachers’ definitions included all three 

components, intent to harm, repeated behavior, and power imbalance, while one 

definition contained two of the components, and the rest (5) contained only one 

component of bullying. Even though more teachers included the generally accepted 

components in their definitions, this may be the source of differences when reporting 

bulling situations and events. Differences in the teachers’ definitions of bullying may be 

reflected as inconsistencies in the identifying and reporting of bullying behaviors in pre-

kindergarten and kindergarten. 

Triangulation 

Attitudes and perceptions gathered from the teacher journals and surveys were 

corroborated with follow-up interviews. Follow-up interviews were conducted with the 

four lead teachers of each participating class approximately two months after the end of 

the implementation. Based on the themes that emerged from the surveys, observations, 

and journals, three questions were asked during the interviews. 

 Which song units did you teach activities from? Which lessons or activities did 
you teach? 

 If you were to use this curriculum again, what would you do differently, or the 
same? And 

 How did your students benefit or not benefit from these activities? Can you be 
specific with examples from your class? 

 Additionally, teachers were given the opportunity to comment or ask any further 
questions to the researcher. 
 

Initially, in response to question one, teachers had difficulty recalling which songs 

units and which lessons and activities they taught from. One teacher primarily taught 

from “Smile in the Sky” and used the picture cards to discuss potential bullying situations 

(Appendix H). Another teacher primarily taught using “The Lonely Broccoli” and some 

of IM4U, however, her students did not learn to sing along with the songs. This teacher 

also used the bullying situation picture cards to have discussions. “Smile in the Sky” and 

“Tape” was used in another class in which the teacher also played the songs often during 

nap time and free time, but found that the music sometimes got the children too excited. 
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The last class also used “Smile in the Sky” and “Funky as a Diaper.” They also used the 

picture cards and went through the DVD clips on the “Who’s Who of Bullying.” 

Responses to question one corresponded to the number of teacher journals that were 

done during the implementation of the curriculum. This verifies that the fidelity of the 

intervention was not high. Teachers did not use elements of the curriculum for 10-30 

minutes daily for a five-week period. Teachers did however use elements of the 

curriculum for 10-30 minutes daily for approximately two weeks within the five-week 

period. Reasons for not teaching the curriculum as it was prescribed may be found in 

teachers’ responses to question 2. 

In response to question two, teachers said that they would do a few things differently 

in addition to sharing how they had to adapt the curriculum during the research project. 

The teachers incorporated various teaching strategies, activities, and materials both from 

the curriculum and from other sources. Two of the teachers mentioned the need to 

scaffold the learning of the content and materials for such young children because some 

of the concepts were above the children’s level of cognitive development. They had to 

simplify the concepts to basic things like friendship and caring. Another adaptation 

involved two teachers who supplemented the curriculum with children’s books that dealt 

with bullying. Discussion of the books was incorporated into the content and topics of 

IM4U. Another teacher mentioned that she would like to see a list of books that they can 

use for discussions about bullying. 

One teacher thought of a way to adapt the curriculum, mentioning that she would 

like to plan a nutrition unit using “The Lonely Broccoli.” Additionally, she would like the 

flexibility to extend the duration or the time to use the program materials, “It’s kind of 

hard to do something everyday. We just don’t have the time.” This teacher would prefer 

to come back to the IM4U materials every now and then instead of every day. 

There were also parts of the curriculum that the teachers said they would keep the 

same like cooperative activities such as project designing and community art were well-

liked activities. Additionally, teachers liked the picture cards because they started great 

discussions with their students. They also liked using the DVD and watching the videos. 

However, they felt that sometimes the clips were too fast and short. 
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Teachers’ responses to question three were both positive and negative. Even though 

teachers felt that students benefited, they also felt like the curriculum is geared for older 

students. One teacher was skeptical and worried that her students are not making the 

connections. She felt like her students were not able to take that next step, from 

recognizing a bullying situation then doing the right thing. She gave the example that her 

students could recognize when a student in her class was lonely, but then they did not 

know how to help that student out. 

Even though teachers felt the curriculum was not age appropriate, they did have 

positive attitudes as well. One teacher liked how the curriculum reinforced their 

classroom rules to be safe, be kind, and be free. She felt that using the curriculum helped 

the majority of her class to be responsible, cooperative, collaborative, caring, and 

problem solving, building on their character education. Another teacher also liked how 

her students discussed and talked about bullying situations in relation to their own 

experiences. She felt that her students were making the connection between the materials 

in the curriculum and situations in their own lives. These sentiments point to the 

perception that teachers believe that IM4U is a character education program.that has 

positive effects on students social and emotional behaviors. 

Conclusion 

Data was collected over a relatively short period of time using multiple methods and 

from multiple sources to provide a more complete picture in the case study. 

Results from the study showed varying levels of student core values and that there 

are precursors of bullying behaviors in this pre-kindergarten and kindergarten setting. 

However, teachers perceived more verbal bullying than physical or emotional bullying, 

while cyber bullying was non-existent. On the other hand, researcher observations 

yielded more physical bullying than verbal or emotional bullying, while cyber bullying 

was not a factor. Observations also yielded more bullying behaviors in pre-kindergarten 

than in kindergarten. 

Teachers felt that the IM4U program did influence the students’ social and emotional 

behaviors with respect to bullying behaviors. They cited specific examples of their 

students practicing core values involving cooperation, respect, and self-discipline. They 
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also cited the excitement students demonstrated when watching videos or listening to the 

songs. 

Teachers had varying overall impressions of IM4U as a character education 

curriculum that addresses the social and emotional development in terms of bullying 

behaviors for pre-kindergarten and kindergarten. Teachers liked the overall idea and 

concept of the curriculum, but felt it was geared and more appropriate for older students. 

However, they had many suggestions to making the curriculum more appropriate for pre-

kindergarten and kindergarten including making the songs easier to learn, simplifying or 

slowing down the DVD clips, and adding a children’s book list. 
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Chapter 5. Discussion and Conclusion 

This research focused on the influence of a character education program on students’ 

social and emotional development with respect to bullying behaviors. A case study 

offered insights into the IM4U intervention program and enabled the researcher to 

construct hypotheses that will help structure future research by others who are interested 

in the kind of behavior modification or intervention that IM4U offers to teachers and 

students. 

In conducting a case study of IM4U, a mixed methods approach was utilized to 

provide triangulation of the data. Data was collected using multiple methods and from 

multiple sources to provide the best overall picture of the case study. Data were collected 

over a relatively short period of time. 

Results from the data allowed the researcher to conclude that students in pre-

kindergarten and kindergarten had varying levels of development of their core values and 

that they did exhibit precursors to bullying behaviors. Teachers perceived more verbal 

bullying than physical or emotional bullying, while cyber bullying was not evident. 

Researcher observations yielded more physical bullying than verbal or emotional 

bullying, while cyber bullying was also not observed. Observations also yielded more 

bullying behaviors in pre-kindergarten than in kindergarten. These differences could be 

the result of the different vantage points of the teachers and the observer in the classroom 

or on the playground. 

Teachers had varying impressions of IM4U as a character education curriculum that 

address the social and emotional development in terms of bullying behaviors for pre-

kindergarten and kindergarten. Teachers liked the overall idea and concept of the 

curriculum and believed that songs, activities, and discussions effectively influenced 

students’ thoughts and behaviors. However, teachers thought the curriculum was geared 

toward and was more appropriate for older students. They also had suggestions for 

making the curriculum more appropriate for pre-kindergarten and kindergarten including 
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making the songs easier to learn, simplifying or slowing down the DVD clips, and adding 

a reading book list. 

The aim of the research was to expand the research base and information known 

about the development of behavioral issues and bullying behaviors in pre-kindergarten 

and kindergarten through the careful examination of an intervention program designed to 

help students achieve positive behavior outcomes related to violence and bullying. 

Discussion 

Although it is difficult to distinguish between bullying behaviors and simple 

aggressive conflict, results from multiple sources of data show that bullying behaviors are 

emergent in pre-kindergarten and kindergarten. An analysis of student core value 

development based from teacher perceptions reveal varying levels of development. Core 

values of Appreciation, Caring, Civic Virtue, Honesty, Initiative, Integrity, 

Justice/Fairness, Perseverance, Respect, and Self-discipline showed gains. Gains in 

developing student core values may be attributed to the character education intervention. 

However, gains in developing student core values may also be attributed to the 

underlying school culture that is centered on Christian values. There were also slight 

losses found in the core values of Cooperation and Humility. It is not clear why teacher 

perceptions of these core values seemed to regress over the intervention period. One 

possible explanation may be the inconsistent nature of this age group. As noted earlier, 

preschoolers are highly suggestible and easily influenced (Bruck & Ceci, 1999). 

Significance was found in measures for Civic Virtue, Initiative, and Integrity; however, 

large effect sizes warrant further investigation with more statistical data. 

The varying levels of core value development in the students points to a need for 

broad-based character education programs in pre-kindergarten and kindergarten, which 

can include anything that a school does outside of academics to help children foster 

positive social habits (Kohn, 1997). An absence of specific core values among students 

may foster an environment where poor social and emotional behaviors lead to bullying 

and bullying behaviors, a problem that can be addressed through character education. 

Furthermore, the slight gains in several core values over the brief intervention period 

points to the effectiveness of character education in pre-kindergarten and kindergarten. 
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Precursors to bullying behaviors in pre-kindergarten and kindergarten fall into the 

same pattern as overt bullying behaviors in older students, specifically physical, verbal, 

and emotional. Bullying was reported by teachers before and after the research study, but 

there was no overall trend one way or the other. Additionally, all differences were not 

statistically significant. Student-reported bullying to teachers also indicates that the three 

forms of bullying, physical, verbal, and emotional, were present with verbal bullying 

being the most prevalent. These results show a decreasing overall trend and may be an 

indication that teachers were more aware of situations involving bullying being reported 

to them by students. Decreased reports of physical, verbal, and emotional bullying over 

the study period may point to the effectiveness of the program. There were no reported 

events of cyber bullying. However, the complete absence of cyber bullying is not certain 

though because of the nature of cyber bullying. The vast majority of cyber bullying 

behaviors take place off school grounds. Problems could still arise at school and progress 

online or initiated online and continue at school (Hinduja & Patchin, 2008). Of course, it 

also depends on the degree to which students at this age have access to social media, 

which is often the vehicle for cyber bullying. This research did not explore children's 

access to social media and the Internet. 

Findings from the teacher surveys were validated with findings from the 

observations. Observational data recounted emergent bullying behaviors in the forms of 

physical, verbal, and emotional. However, physical bullying was observed most 

frequently. This is different from teacher reported bullying where verbal bullying was the 

most frequent. There may be several reasons for these differences in levels of researcher- 

observed bullying from teacher reported bullying. One potential explanation for this 

difference is that teachers are usually located at the front or the center of the classroom 

where it is difficult for her to see everything that is happening all of the time. On the 

other hand, the observer and video camera was always located toward the back of the 

classroom. The vantage point of the teacher is better for seeing and hearing more from 

the students. A possible explanation for teachers' lower number of reported instances of 

physical bullying is that their eyes are not always focused on all the students, sometimes 

they are working with small groups of students and don’t observe physical situations 
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occurring, whereas the researcher in the back of the class always had a good vantage 

point of all the students. Furthermore, the researcher may have failed to account for a 

gender bias documented by Lyons and Serbin (1986) where male researchers tend to rate 

boys as more physically aggressive than girls even when similar levels of aggression are 

displayed. Other explanations may include differences in bullying definitions or 

confusion in identifying bullying behaviors. Experienced teachers may have different 

beliefs and norms than an outside observer regarding what they feel is acceptable or 

unacceptable behavior for pre-kindergarten and kindergarten children. 

Results are consistent with findings that bullying is widespread and can be found just 

about anywhere and at anytime (Farrington, 1993; Alsaker & Valkanover, 2001; NEA, 

2013). International research suggests that bullying is common at schools and occurs 

beyond elementary school; bullying occurs at all grade levels, although most frequently 

during elementary school (Farrington, 1993). 

However, it is safe to assume that before bullying can become common in 

elementary school, its seeds must have been planted in earlier settings. Additionally, 

much of the data on bullying and victimization has been gathered during the secondary 

school years. By this point there are already stable patterns of bullying and victimization 

(Kochenderfer & Ladd, 1996). It then becomes illogical to believe that the problem of 

bullying can be effectively addressed after it has already taken shape and form in 

students. Researching and addressing the problem in early education settings needs to 

happen so children can learn that it is a problem and that they can make better decisions. 

Since children’s early education experiences have lasting effects on their academic 

achievement, social development, and behavioral competencies, early school success 

increases the likelihood of later success in school and society (Campbell & Ramey, 

1994). There is a need to effectively develop students’ social and emotional competencies 

in early education. Social competence for a preschool-age child involves the ability to use 

appropriate and effective social strategies to interact with peers, including initiation of 

interactions, appropriate response to others, successful conflict resolution, and sustained 

engagement in social play (Guralnick, 2010). Children’s socialization is influenced by 



 

 74

their daily interactions with a number of individuals including parents, siblings, peers, 

and teachers in a variety of settings (Snyder et al., 1997). 

Character education programs develop student core values while working 

collaboratively with parents and the community at large. Through collective and 

sustained dialogue about the program and consultation over what values are important for 

everyone involved, a mutual understanding and trust will arise (Lickona, 1991). Helping 

children foster positive social habits may reduce bullying behaviors and situations. When 

children develop core values such as caring, cooperation, humility, and integrity, they 

also will show disdain for negative values like indifference, selfishness, and jealousy. 

Therefore, they are less likely to be involved with bullying behaviors since the intent of 

bullying is opposite of the core values in character education. 

Bullying has been documented in children as young as preschool, but researched 

interventions for very young children are rare (Alsaker & Valkanover, 2001). While this 

may be understandable due to the methodological challenges inherent in preschool and 

kindergarten settings, it is ever more imperative given the implications of early childhood 

education. 

Furthermore, in this study, it was unclear that those behaviors exhibited by these 

students constituted actual bullying or not. Because children's core values and social and 

emotional development are in flux at this very young age, what we may be seeing could 

represent emergent behaviors which, if not handled properly, could develop into patterns 

of bullying later on in life. With the development age-appropriate interventions and 

guidance, we may be able to reduce the incidences of bullying that are currently more of 

a problem at elementary and middle school and beyond. There is a need to expand the 

research base and information known about the development of behavioral issues and the 

identification of emerging bullying behaviors in pre-kindergarten and kindergarten. 

Findings for the First Research Question 

This section will discus findings in relation to the first research question: To what 

extent does IM4U influence the social and emotional behaviors with respect to bullying 

of young children? 
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Even though there were some difficulties identifying and dealing with bullying 

behaviors in pre-kindergarten and kindergarten, the teachers do believe that there are 

effective ways to address these behaviors in children. When asked about the strengths of 

the IM4U curriculum, teachers indicated several aspects of the program. One teacher 

said, “The general idea of the curriculum is important to learn.” Another teacher liked 

how the curriculum “provided direction to the teachers as a tool to recognize bullying 

prevention efforts in the school.” Other teachers pointed to specific parts of the program 

they liked, “I think the songs can be powerful,” “using the pictures for discussion,” and 

“we enjoyed the art activities and music to work with related activities.” These activities 

and lessons helped to “open up, made some of the children see and find better ways to 

interact with others.” 

Additionally, teachers’ had positive impressions with respect to addressing students’ 

social and emotional behaviors in terms of bullying and violence. Half the teachers (4) 

felt the IM4U program was, “effective in getting the children excited about learning about 

bullying through the DVDs, songs, and activities.” One teacher said, “It encourages kids 

to do what they love, and model how to treat others with respect. It gives awareness what 

bullying means and changes the attitudes of adults and children who tolerate bullying 

behaviors. It encourages the children on how to be kind to others.” 

The positive perceptions revealed in the teacher surveys were also found in the 

teacher journals. Teachers wrote in their journals when they saw positive effects of the 

curriculum on their students’ social and emotional behaviors. When describing a 

cooperative art activity one teacher said, “this activity would help the students to develop 

their social aspect because they learn how to mingle and communicate with another set of 

friends that encourages them to use their words to ask questions on what to do next.” 

Another teacher wrote that through “much conversation and interaction, (students) 

learned to solve space restrictions, learned to accept other ‘artists’ in the group project.” 

Even though teacher reactions were positive with respect toward addressing social 

and emotional behaviors, teachers also wrote about the difficulties of dealing with 

underdeveloped social and emotional skills with children in pre-kindergarten and 

kindergarten. “One child began a story that he punched another child at his home. He told 
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his mother and father and explained the incident. The other child punched him first so he 

retaliated. His parents said OK! How do you address that? I said it was still inappropriate 

behavior on both parts and that he could have used his words.” This anecdote brings up a 

very important point about character education: in order for character education to be 

truly successful, the programs need to form a community between the teachers, 

administrators and parents (Lickona, 1991). Parents of pre-kindergarten and kindergarten 

students also need to be informed about behaviors that might be classified as emergent 

bullying and how to manage these situations properly. At the same time, it is important 

not to alarm parents by suggesting that children at this age have already established 

patterns of bullying. Through collective and sustained dialogue about the program and 

consultation over what values are important for everyone involved, a mutual 

understanding and trust will arise. 

Findings for the Second Research Question 

The following is a discussion of the findings in relation to the second research 

question: To what extent do teachers perceive IM4U as an effective character education 

program serving the broad spectrum of students? 

Even though bullying behaviors were identified in this pre-kindergarten and 

kindergarten setting, when asked prior to the intervention, six of the eight teachers 

involved in this research project felt that bullying was not an issue or a problem at this 

school. These teachers said they did not see bullying on a consistent basis. One teacher 

said she had, “really only seen exclusion by groups of children against another child.” 

Similarly, another teacher gave the examples, “I’m not inviting you to my birthday 

party!” and “You’re not my friend anymore!” However, another teacher believed that 

bullying “exists everywhere. Natural process of development, like learning how to walk. 

Adults are still in process too.” One teacher indicated that, “there are instances that arise 

in which we try to curb and instruct with appropriate guidance. But we are always aware 

of the words the children use and try to ‘nip it in the bud’ whenever we hear anything that 

could be or eventually lead to bullying.” These remarks may reflect the differing 

definition the teachers offered of what constitutes bullying in pre-kindergarten and 



 

 77

kindergarten. A theme of confusion or blurred lines became evident very early on in the 

data collection. 

Moreover, there was still confusion as to the proper actions and responses to dealing 

with children exhibiting bullying behaviors. One teacher asked, “Can you have character 

education without bullying or problems? Could a problem be a goldmine for learning? Is 

it natural or innate to bully (i.e.. Playfully like tiger cubs) in order to learn and grow? Do 

we expect children to evolve into non-bullies or do we think they should be born as non-

bullies?” Another teacher similarly questioned, “Where is the fine fine line that 

distinguishes between teasing, and playfulness? Do we call it bullying? Or should we 

approach ways to alter their frame of thinking or action, giving them the opportunity to 

correct and change ways of action and thinking! Before leading to a more serious 

behavior!” One teacher exclaimed that she is, “more confused, more thought provoking! 

Especially at this age level and type of children we work with.” These teachers have 

recognized the difficulties identifying and dealing with bullying behaviors in pre-

kindergarten and kindergarten. 

As reported earlier, half the teachers (4) felt the curriculum had effects on students’ 

social and emotional behaviors with respect to bullying behaviors. However, half the 

teachers (4) also felt the program was not effective. All of the teachers who felt the 

program was not effective cited the age appropriateness and the target audience of the 

IM4U materials. “I think the curriculum is more appropriate for older children,” and “It is 

too advanced for this age group,” were a few of the comments made by teachers. 

Specifically, “the music was hard to sing along with” and “for this age the discussions 

were challenging to get all the children to actively participate. It took time for the 

children to understand the ideas being relayed and applying it to real scenarios.” 

The frequency and quantity of teacher journals also pointed to difficulty with the 

implementation process. The most journals that were composed by a teacher were 

sixteen, while the other teachers composed between four and seven journals each. The 

lack of journaling by teachers points to a difficulty with completing the journal 

assignment or a difficulty implementing the curriculum during the five-week research 

period. Results from the teacher surveys validated the latter sentiment. Teachers asked for 
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more “training on how to use the program, what components are and how to use them” 

and to “give more emphasis on time and implementation of attitudes.” Additionally, they 

reported, it was hard to incorporate into the daily schedule. 

Recommendations For Future Study 

While this research study contributes to the research in the fields of early education, 

character education, social and emotional development research, and explorations of 

bullying behaviors, there is still much more that can be built upon the findings. From the 

insights gained by the case study, future research of similar character education programs 

and curricula may take shape. 

One recommendation for future study is to increase the duration of future studies. 

Since this was a short-term study, only lasting five weeks, different results may have 

emerged if the study had been longer. One way to accomplish this is to increase the 

length of the intervention and its implementation. By exposing children to an extended 

implementation of the experimental curriculum, additional data could disclose additional 

changes in behavior. Further studies with long-term analysis of bullying prevention 

program effects, whether it is IM4U or another curriculum, may provide greater insights 

into the effectiveness of such programs. Additionally, with a long-term study, greater 

rapport may be established with the participants. Since it has been documented that 

preschool students are very impressionable and highly suggestible (Bruck & Ceci, 1999; 

Alsaker & Valkanover, 2001), this may allow for more valid and reliable data to be 

collected from the children themselves. 

Conducting a longitudinal study where the participants are continually monitored 

and where follow-up data is collected with analysis occurring at set intervals of time 

could provide greater insight into the effectiveness of such curricula. However, there 

have been mixed reviews and inconsistent results from longevity studies. In a 2010 study 

on Head Start students by the U.S. Department of Health and Human Services, any gains 

had regressed after one year. In a study done by Schweinhart and Weikart (1997), effects 

from preschool appeared to have lasting benefits for students into adulthood. However, 

because their data collection methods depended upon the participants, as adults, to self-

report incidents of misconduct, the study did not provide a fully valid description of adult 
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behaviors, nor did it capture clear snapshots of personal and social dimensions that may 

have been initiated by curriculum intervention in earlier years These are just two 

examples that provide substance for the long-term benefits debate. 

Another methodological recommendation includes using a larger sample population 

so that more quantitative data analysis can be utilized to measure any effects resulting 

from a program intervention, yielding greater statistical validity. Analytical tests, such as 

analysis of variance, regression analysis, and correlation tests would allow researchers to 

compare and isolate variables in addition to determining if there is any statistical 

significance of the findings. These tests would allow the researcher to determine whether 

any gains in core values could be attributed to the character education curriculum 

intervention or the school culture or both. However, increasing the sample population 

would also demand more participation from various preschools in and around the 

community. This would inevitably take a lot of resources to complete. 

Generally, no specific intervention program can be judged on its merits when studied 

in a single school environment. A program that is successful in one school may not work 

in another. A good example is the varying results of Olweus’ (1993) whole-school 

approach in Scandinavia that reported reductions of 50% or more in student reports of 

bullying. After continued attempts to replicate the reported success, most applications of 

the approach achieved improvements in the 20-30 percent range (Olweus et al., 1999). 

There are many variables to consider, such as, the socioeconomic status of the school 

population, the degree to which there is parental involvement in the school, and the 

nature of the surrounding neighborhood, where gang activity and violence may be 

common, to name just a few. An effective curriculum has materials that are free of 

culturally biased information, but includes information, activities, and examples that are 

inclusive of diverse cultures and lifestyles (CDC, 2013b). It may be that different 

programs might be effective in different settings. In any case, additional research into 

effective means of reducing bullying and violence in our schools is a critical need. 

Recommendations For IM4U 

IM4U claims to be a program designed for students in pre-kindergarten through third 

grade with activities and songs that help teachers create a safe, happy, and healthy 
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classroom. However, results may indicate that the IM4U program is geared more for 

students in early elementary school. The pre-kindergarten and kindergarten teachers 

participating in this study felt that activities and program materials needed to be further 

simplified or broken down to appeal more to and be more effective with students in pre-

kindergarten and kindergarten. One example may be to include a version of the songs 

using only the chorus so that the children can easily learn to sing along with them. 

Similarly, creating or having songs with various moods or tempo may increase the 

amount of situations to apply the curriculum too. All the current songs have upbeat 

tempos and are very energetic songs. Adding a calm and soothing song to play during nap 

time or as background music may prove useful. 

Teachers also indicated that they would like more instruction and training with using 

the program. Effective professional development should include five key features, as 

identified by Desimone (2009): focus on content, active learning, coherence between 

what is taught and teachers’ knowledge base, duration, and collective participation. While 

these key features were attended to in the professional development Dr. Kessler provided 

prior to the implementation of the intervention, only three hours of professional 

development was conducted. This is not a great deal of time for teachers to familiarize 

themselves with the curriculum materials. Teachers were also invited to contact the Dr. 

Kessler for advice and support after the professional development, however no further 

contact was made regarding questions or assistance with the program. This indicates a 

more proactive approach may be needed assist teachers in implementing the IM4U 

curriculum. By implementing scheduled follow-up times, meetings, or seminars, 

increased learning opportunities for teachers could provide critical information regarding 

the types, prevalence, signs and consequences of bullying, as well as to educate teachers 

about how to intervene and prevent these behaviors as recommended by O’Moore (2000). 

Finally, it is recommended that the IM4U program incorporate into their materials 

some form of assessment to gauge the effectiveness of the program and to determine 

whether or not the “7 Principles” of the program are being met. Currently there are no 

formative or summative assessment pieces built into the program. This may be because 

the technical adequacy (reliability, validity) of assessments for young children is widely 
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recognized as lower than that of measures for older children, in large part because 

children’s competencies are fairly unstable and situationally dependent (LaParo & Pianta, 

2001). However, this does not eliminate the need or purpose for assessment. Assessment 

pieces could be similarly built in the form of “I Can” statements using the definitions of 

bullying and what comprises the “7 Principles.” In creating such assessments, though, it 

is critical that the IM4U principles be revised using "kid-friendly" language. It is doubtful 

that children at this age understand such concepts as core freedoms, interconnectedness, 

and power.  

Conclusion 

By conducting a case study on IM4U in an early education setting, findings indicate 

that students in pre-kindergarten and kindergarten have varying levels of core value 

development and exhibit bullying behaviors. Findings also indicate that students’ social 

and emotional development in terms of bullying behaviors is affected through character 

education programs such as IM4U. 

It is suggested that more long-term and longitudinal studies be done to continue to 

measure the effects of character education programs on students’ social and emotional 

development including any gains or regression. A need for research involving large 

sample sizes to incorporate statistically sound data analysis including, regression 

analysis, analysis of variance, and correlation measures has also been identified. 

In terms of recommendations specifically for the character education program, 

IM4U, there is a need for supplemental learning and supportive materials that are simpler 

and more age appropriate for pre-kindergarten and kindergarten children. Additionally, a 

more proactive approach and comprehensive professional development plan including 

follow-up engagements to help increase the ease of implementation and use of program 

materials is recommended. 

The aim of the research study was to expand the research base and provide 

information about the development of behavioral issues and bullying behaviors in pre-

kindergarten and kindergarten through the examination of an intervention program 

designed address such behaviors. In so doing, it became clear that issues relating to 

bullying might require a different approach, and even a different vocabulary, when 
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applied to very young children when bullying behaviors have not been fully established. 

The challenge is to determine appropriate interventions that direct students' emotional 

and social development in positive and healthy directions. 

Hopefully, this case study will offer insights that will help structure future research 

by others who are interested in the kind of behavior modification or intervention that 

IM4U, along with other character education and anti-bullying curricula, offers to 

teachers, students, and parents. 
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Appendix A. Teacher, Staff, and Administrator Background 
Information 

1. What is your teaching experience? Years of service, grade levels, subject matter? 

 

 

 

 

2. How would you define bullying? 

 

 

 

 

3. Is bullying an issue or problem at the school you currently teach or work? Please 

explain: 

 

 

 

 

4. What knowledge or experience do you have with character education? 

 

 

 

 

5. Do you have any questions, concerns, or general comments regarding this research 

project, bullying, or character education? 
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Appendix B. Teacher, Staff, and Administrator Pre-Study Survey 
About Student Behavior 

 

Instructions: We are interested in your views on the behavior of students you teach 

or directly work with at your school. Please read the sentence in the column on the left 

and then show how often you saw the behavior described in the sentence. Circle only one 

number for each sentence. 

 

Circle the number: 

 1, if you never see the behavior 

 2, if you almost never see the behavior (once a month) 

 3, if you see the behavior sometimes (a few times a month) 

 4, if you see the behavior often (once a week) 

 5, if you see the behavior almost always (several times a week). 

 

If you do not directly work with students in a context where you have the 

opportunity to observe behavior related to the sentence, check the box for “no 

opportunity to observe.” 

 

Your answers are completely confidential. When you finish this questionnaire, 

please seal it in the envelope provided with this questionnaire so that no one will see your 

answers. 

 

 
Bullying is an aggressive behavior done on purpose. Bullying happens over and over 

again. Bullying is unfair. There are many ways to Bully someone. 
Physical – hitting, kicking, pushing, stealing, etc. 

Verbal – threats, name-calling, teasing, etc. 
Emotional - exclusion, spreading rumors, etc. 

Cyber – using the computer, email, text messages, etc. 
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1. While working at school I witness: 
  

Never
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity 
to observe 

Physical Bullying 1 2 3 4 5  
Verbal Bullying 1 2 3 4 5  
Emotional Bullying 1 2 3 4 5  
Cyber Bullying 1 2 3 4 5  

 
2. While working at school I have suspected or have been told about: 
 

Never
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity 
to observe 

Physical Bullying 1 2 3 4 5  
Verbal Bullying 1 2 3 4 5  
Emotional Bullying 1 2 3 4 5  
Cyber Bullying 1 2 3 4 5  

 
3. How often have students reported bullying experiences to you? 
 

Never
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity 
to observe 

Physical Bullying 1 2 3 4 5  
Verbal Bullying 1 2 3 4 5  
Emotional Bullying 1 2 3 4 5  
Cyber Bullying 1 2 3 4 5  

 
4. Where does bullying occur? 
 

Never
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity 
to observe 

Classrooms 1 2 3 4 5  
Hallways 1 2 3 4 5  
Bathrooms 1 2 3 4 5  
Lunch areas 1 2 3 4 5  
Playgrounds 1 2 3 4 5  
Other (name) 1 2 3 4 5  

 
5. When does bullying occur? 
 

Never
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity 
to observe 

Before school 1 2 3 4 5  
During classes 1 2 3 4 5  
Between classes 1 2 3 4 5  
During breaks 
(lunch, recess, etc.) 

1 2 3 4 5  

After school 1 2 3 4 5  
On the weekend 1 2 3 4 5  



 

 86

 

 

Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with 
show appreciation for our 
school and teachers. 

1 2 3 4 5 
 

Students I work with 
stand by their friends 
when others are picking 
on them. 

1 2 3 4 5 

 

Students I work with 
exclude other students 
from activities on 
purpose. 

1 2 3 4 5 

 

Students I work with 
share their things with 
others. 

1 2 3 4 5 
 

Students I work with talk 
behind other students’ 
backs.  

1 2 3 4 5 
 

Students I work with say 
things to hurt others’ 
feelings. 

1 2 3 4 5 
 

Students I work with 
compromise to work out 
problems they have with 
each other.  

1 2 3 4 5 

 

Students I work with 
make fun of ideas that are 
different from theirs. 

1 2 3 4 5 
 

(Brandon & Higa, 2001)       
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Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with keep 
promises they make to 
others. 

1 2 3 4 5 
 

Students I work with brag 
about themselves.  

1 2 3 4 5 
 

Students I work with act 
like they are better than 
other students.  

1 2 3 4 5 
 

Students I work with turn 
in their assignments on 
time.  

1 2 3 4 5 
 

Students I work with 
show others that they 
appreciate the nice things 
they do. 

1 2 3 4 5 

 

Students I work with take 
things that don’t belong to 
them.  

1 2 3 4 5 
 

When students I work 
with miss school, they ask 
their teachers what they 
missed so that they can 
make up the assignments.  

1 2 3 4 5 

 

When things need to be 
done in the classroom, 
students I work with 
volunteer to do them.  

1 2 3 4 5 

 

(Brandon & Higa, 2001)       
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Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with quit 
trying to do their 
assignments if they know 
they are not going to do 
well.  

1 2 3 4 5 

 

When students I work 
with see another student 
being mean, they try to 
stop it. 

1 2 3 4 5 

 

Students I work with 
make fun of other 
students who are 
different. 

1 2 3 4 5 

 

When students I work 
with get in trouble, they 
make excuses for what 
they have done.  

1 2 3 4 5 

 

Students I work with do 
what I ask them to do 
without having to be 
reminded. 

1 2 3 4 5 

 

Students I work with 
control their anger when 
someone teases them. 

1 2 3 4 5 
 

Students I work with 
listen to others and try to 
understand their point of 
view. 

1 2 3 4 5 

 

(Brandon & Higa, 2001)       
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Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with do 
their fair share of what 
needs to be done in the 
classroom. 

1 2 3 4 5 

 

Students I work with take 
advantage of other 
students if given a chance. 

1 2 3 4 5 
 

Students I work with stay 
away from things that 
may get them into trouble. 

1 2 3 4 5 
 

Students I work with obey 
school rules. 

1 2 3 4 5 
 

When students I work 
with work together on an 
activity, they try to make 
sure that everyone is 
included. 

1 2 3 4 5 

 

Students I work with 
daydream, doodle, or 
stare out of the window 
when they should be 
working. 

1 2 3 4 5 

 

Students I work with 
show determination when 
they are trying to learn 
difficult information. 

1 2 3 4 5 

 

(Brandon & Higa, 2001)       
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For each student in your class, how often do you observe each type of bullying behavior? 
 

Student Physical Verbal Emotional Cyber 

1.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

2.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

3.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

4.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

5.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

6.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

7.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

8.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

9.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

10.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

11.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

12.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

13.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

14.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

15.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

16.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

17.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

18.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

19.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

20.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 
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Appendix C. Teacher, Staff, and Administrator Post Study Survey 
About Student Behavior 

 

Instructions Reminder: We are interested in your views on the behavior of students 

you teach or directly work with at your school. Please read the sentence in the column on 

the left and then show how often you saw the behavior described in the sentence. Circle 

only one number for each sentence. 

 

 Circle the number: 

 1, if you never see the behavior 

 2, if you almost never see the behavior (once a month) 

 3, if you see the behavior sometimes (a few times a month) 

 4, if you see the behavior often (once a week) 

 5, if you see the behavior almost always (several times a week). 

 

If you do not directly work with students in a context where you have the 

opportunity to observe behavior related to the sentence, check the box for “no 

opportunity to observe.” 

Your answers are completely confidential. When you finish this questionnaire, 

please seal it in the envelope provided with this questionnaire so that no one will see your 

answers. 

 

 
Bullying is an aggressive behavior done on purpose. Bullying happens over and 

over again. Bullying is unfair. There are many ways to bully someone. 
Physical – hitting, kicking, pushing, stealing, etc. 

Verbal – threats, name-calling, teasing, etc. 
Emotional - exclusion, spreading rumors, etc. 

Cyber – using the computer, email, text messages, etc. 
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1. While working at school I witness: 
 

Never 
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity to 
observe 

Physical Bullying 1 2 3 4 5  
Verbal Bullying 1 2 3 4 5  
Emotional Bullying 1 2 3 4 5  
Cyber Bullying 1 2 3 4 5  

 
2. While working at school I have suspected or have been told about: 
 

Never 
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity to 
observe 

Physical Bullying 1 2 3 4 5  
Verbal Bullying 1 2 3 4 5  
Emotional Bullying 1 2 3 4 5  
Cyber Bullying 1 2 3 4 5  

 
3. How often have students reported bullying experiences to you? 
 

Never 
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity to 
observe 

Physical Bullying 1 2 3 4 5  
Verbal Bullying 1 2 3 4 5  
Emotional Bullying 1 2 3 4 5  
Cyber Bullying 1 2 3 4 5  

 
4. Where does bullying occur? 
 

Never 
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity to 
observe 

Classrooms 1 2 3 4 5  
Hallways 1 2 3 4 5  
Bathrooms 1 2 3 4 5  
Lunch areas 1 2 3 4 5  
Playgrounds 1 2 3 4 5  
Other (name) 1 2 3 4 5  

 
5. When does bullying occur? 
 

Never 
Almost 
Never 

Some-
times 

Often 
Almost 
Always 

No opportunity to 
observe 

Before school 1 2 3 4 5  
During classes 1 2 3 4 5  
Between classes 1 2 3 4 5  
During breaks 
(lunch, recess, etc.) 

1 2 3 4 5  

After school 1 2 3 4 5  
On the weekend 1 2 3 4 5  
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Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with 
show appreciation for 
our school and teachers. 

1 2 3 4 5 
 

Students I work with 
stand by their friends 
when others are picking 
on them. 

1 2 3 4 5 

 

Students I work with 
exclude other students 
from activities on 
purpose. 

1 2 3 4 5 

 

Students I work with 
share their things with 
others. 

1 2 3 4 5 
 

Students I work with talk 
behind other students’ 
backs.  

1 2 3 4 5 
 

Students I work with say 
things to hurt others’ 
feelings. 

1 2 3 4 5 
 

Students I work with 
compromise to work out 
problems they have with 
each other.  

1 2 3 4 5 

 

Students I work with 
make fun of ideas that 
are different from theirs. 

1 2 3 4 5 
 

(Brandon & Higa, 2001)       
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Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with 
keep promises they make 
to others. 

1 2 3 4 5 
 

Students I work with 
brag about themselves.  

1 2 3 4 5 
 

Students I work with act 
like they are better than 
other students.  

1 2 3 4 5 
 

Students I work with turn 
in their assignments on 
time.  

1 2 3 4 5 
 

Students I work with 
show others that they 
appreciate the nice things 
they do. 

1 2 3 4 5 

 

Students I work with 
take things that don’t 
belong to them.  

1 2 3 4 5 
 

When students I work 
with miss school, they 
ask their teachers what 
they missed so that they 
can make up the 
assignments.  

1 2 3 4 5 

 

When things need to be 
done in the classroom, 
students I work with 
volunteer to do them.  

1 2 3 4 5 

 

(Brandon & Higa, 2001)       
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Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with quit 
trying to do their 
assignments if they know 
they are not going to do 
well.  

1 2 3 4 5 

 

When students I work 
with see another student 
being mean, they try to 
stop it. 

1 2 3 4 5 

 

Students I work with 
make fun of other 
students who are 
different. 

1 2 3 4 5 

 

When students I work 
with get in trouble, they 
make excuses for what 
they have done.  

1 2 3 4 5 

 

Students I work with do 
what I ask them to do 
without having to be 
reminded. 

1 2 3 4 5 

 

Students I work with 
control their anger when 
someone teases them. 

1 2 3 4 5 
 

Students I work with 
listen to others and try to 
understand their point of 
view. 

1 2 3 4 5 

 

(Brandon & Higa, 2001)       
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Sentence 

How often do you see the behavior in the 
students you teach or directly work with? 
(Circle one number only.) 

No 
opportunity 
to observe 
(✔) 

Never 
Almost 
never

Some-
times

Often 
Almost 
always 

 

Students I work with do 
their fair share of what 
needs to be done in the 
classroom. 

1 2 3 4 5 

 

Students I work with 
take advantage of other 
students if given a 
chance. 

1 2 3 4 5 

 

Students I work with stay 
away from things that 
may get them into 
trouble. 

1 2 3 4 5 

 

Students I work with 
obey school rules. 

1 2 3 4 5 
 

When students I work 
with work together on an 
activity, they try to make 
sure that everyone is 
included. 

1 2 3 4 5 

 

Students I work with 
daydream, doodle, or 
stare out of the window 
when they should be 
working. 

1 2 3 4 5 

 

Students I work with 
show determination 
when they are trying to 
learn difficult 
information. 

1 2 3 4 5 

 

(Brandon & Higa, 2001)       
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For each student in your class, how often do you observe each type of bullying behavior? 
 

Student Physical Verbal Emotional Cyber 

1.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

2.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

3.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

4.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

5.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

6.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

7.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

8.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

9.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

10.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

11.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

12.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

13.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

14.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

15.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

16.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

17.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

18.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

19.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 

20.  1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 1 2 3 4 5 N/A 
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Questions 

1. How would you define bullying? Has this definition changed since using the IM4U 

curriculum? 

 

 

 

2. What are your thoughts on the effectiveness, usefulness, and implementation of the 

IM4U curriculum? 

 

 

 

3. Where are the areas of strength, if any, of the IM4U curriculum? 

 

 

 

4. Where are the areas, if any, that the IM4U curriculum needs to improve upon? 

 

 

 

5. Do you have any questions, concerns, or general comments regarding this research 

project, bullying, or character education? 

 

 

 

6. Are you willing to participate in a follow-up 30-minute interview to be scheduled in 

mid to late January? If YES, please note the best way to contact you. 
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Appendix D. Teacher Journal on IM4U 

 

Please complete this for each activity you teach in the IM4U Curriculum 

 

Date: ________ 

Grade level:______ 

Total number of students taught:_______ 

Title of Activity:______________________________________________ 

Time Spent on Activity:_________ 

 

1. What were the pluses of the activity? 

 

 What do you feel worked best? 

 Did your students demonstrate knowledge and skills identified for the lesson? 

 What kind of evidence demonstrated that? 

 What parts of the lesson did you like best? 

 

2. How do you think this activity could improve? 

 What could be added? 

 What should be taken away? 

 What would you like to see? 

 

3. What components did you like best? Why? 

 

4. Do you feel that the students enjoyed it? Why or why not? 

 

5. General Comments: 
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Appendix E. Observation Protocol 

Date: 

Start Time:        End Time: 

Class:         Location: 

Grade:       Number of Students M/F: 

Activity Type / Description: 

Group Sizes:  Whole   Large (6-8)  Small (3-5)  Pair  Individual 

 Other 

Bullying Type  Action    Occurrences 

Physical   Hitting 

   Kicking 

   Pushing 

   Stealing 

   Other 

Verbal   Threats 

   Name calling 

   Teasing 

   Other 

Emotional  Exclusion 

   Spreading Rumors 

   Other 

Cyber   Computer 

   Cellular 

   Other 
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Snapshot Data 
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Appendix F. University of Hawai΄i Consent to Participate in Research 
Project: A Descriptive Study of IM4U in Preschool and Kindergarten 

Settings 

My name is Kenton Wong. I am a graduate student at the University of Hawai΄i at 

Mānoa in the College of Education. As part of the requirements for earning my graduate 

degree, I am doing a research project. The purpose of my research is to evaluate a 

character education curriculum’s (IM4U) effects on student behaviors. I am asking you to 

participate in this project because you are an early education teacher. 

Project Description: Activities and Time Commitment: Your involvement in this 

study would include helping to implement the IM4U curriculum in your preschool or 

kindergarten class. The duration of the curriculum implementation will be 5 weeks long, 

with daily lessons running between 10-30 minutes. Program training or professional 

development of the curriculum will take 3 hours to complete. You will also be asked to 

complete a survey on student behaviors before and after the curriculum. This survey 

should only take 10-15 minutes to complete. A total of three observations on student 

behaviors will be made of participants in your classrooms before, during, and after the 

intervention. These observations will be videotaped and last for 30 minutes. The 

researcher will use videotapes to aid in the accuracy of the observations. Additionally, 

you will be asked to complete a brief journal or daily reflection of the curriculum during 

the intervention. Journal entries should only take 10 minutes to complete. 

Benefits and Risks: There may be no direct benefits by participating in the study. 

However, results of the project may help other teachers and researchers learn more about 

character education and student behaviors. There should be little or no risk to you in 

participating in this research project. If at any time you experience discomfort through 

participation in this research project, please feel free to contact the researcher, Kenton 

Wong, or my faculty advisor, Dr. Cristy Kessler. 

Privacy and Confidentiality: Your specific responses will be kept confidential. 

Pseudonyms will be used in any written report or presentation that may arise from this 

study. No video or still images will be used for any purpose other than data collection and 

will not be available for publication or dissemination in any form. During the course of 
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this research, only my supervisor and I will have access to this data, as it will be stored in 

a secure place. All study data, including video recordings, will be destroyed no later than 

five years after the conclusion of this study. 

Voluntary Participation: Please be assured that your participation in this project is 

completely voluntary. You may refuse to answer any question in the survey, to stop the 

survey at any time, or to withdraw from the study at any time for any reason. Your 

participation or non-participation will have no effect on your job status. 

The information gained from this study may help increase our knowledge regarding 

teachers’ perceptions on bullying and character education. A summary of my research 

results, as well as the full report (if you would like a copy) will be made available to you. 

Please feel free to contact my faculty supervisor, Dr. Cristy Kessler, or myself should you 

have any questions or require further information. If you have questions about your rights 

as a research participant, contact the UH Human Studies Program Office at 956-5007 

(email: uhirb@hawaii.edu). 

If you agree to participate, please sign the attached form, and return it by email to 

kswwong@ hawaii.edu.edu or to me personally. Please retain a copy of this letter for 

your records. Thank you very much for your help. 

Sincerely, 

Kenton Wong     Dr. Cristy Kessler 
Principal Investigator    Faculty Supervisor 
PhD Candidate      Institute for Teacher Education 
University of Hawai΄i     University of Hawai΄i 
Everly 222F      Everly 222F 
956-4408       956-4408 
kswwong@ hawaii.edu    ckessler@ hawaii.edu 
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Consent to Participate 

 

I wish to participate in this COE/UH research project as outlined on the previous 

page. 

 

 

Participant’s Printed Name: __________________________________________ 

 

 

Participant’s Signature: _______________________________ 

 

 

Consent to videotape: ______ Yes ______ No 

 

 

Date: ______________________ 
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Appendix G. University of Hawai΄i Parental or Guardian’s Consent for 
Child to Participate in Research Project: A Descriptive Study of IM4U in 

Preschool and Kindergarten Settings 

My name is Kenton Wong. I am a graduate student at the University of Hawai΄i at 

Mānoa in the College of Education. As part of the requirements for earning my graduate 

degree, I am doing a research project. The purpose of my research is to evaluate a 

character education curriculum’s (IM4U) effects on student behaviors. I am asking your 

permission for your child to participate in this project. 

Project Description: Activities and Time Commitment: IM4U address the social 

and emotional development in young children. The IM4U curriculum utilizes songs and 

music to connect to students’ minds. Example activities include creating classroom rules, 

discussion cards, and expression paintings. The curriculum is flexible and not linear, and 

teachers have the freedom to choose activities that are most appropriate for their 

classroom. The duration of the curriculum implementation will be 5 weeks long, with 

daily lessons running between 10-30 minutes. 

All children in your child’s class will be taught the IM4U curriculum. If your child 

participates in this research project, I will be asking your child’s teacher to complete 

questionnaires on individual and overall student behaviors observed in class. I will also 

conduct three observations on student behaviors in the classroom before, during, and after 

the curriculum. These observations will be videotaped and last for 30 minutes. The 

researcher will use videotapes to aid in the accuracy of the observations. 

Benefits and Risks: I believe that there may be no direct benefits to your child for 

participating in this research project. However, results of the project may help other 

teachers and researchers learn more about character education and student behaviors. I 

believe there should be little to no risk to your child in participating in this research 

project. If, however, your child becomes uncomfortable or stressed in any way, s/he may 

withdraw from the project altogether. 

Privacy and Confidentiality: During the course of this research, only my supervisor 

and I will have access to this data, as it will be stored in a secure place. All study data, 

including video recordings, will be destroyed no later than five years after the conclusion 
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of this study. There will not be any names or personally identifiable information on 

teacher questionnaires. No video or still images will be used for any purpose other than 

data collection and will not be available for publication or dissemination in any form. 

When I report the results of this research project, I will not use your child’s name or any 

other personally identifying information. Instead, I will use a pseudonym (fake name) for 

your child. 

Voluntary Participation: Please be assured that your child’s participation in this 

project is completely voluntary, and so is the decision about permitting or not permitting 

(him or her) to participate. Students not participating in the study will still receive the 

IM4U curriculum, however those students will not be observed or rated by teachers for 

behavior. Students that do not have parental consent to be videotaped will not be 

videotaped. Moreover, at any time your child can stop participating in this project and 

can withdraw your consent without any loss of benefits or rights. 

The information gained from this study may help increase our knowledge regarding 

teachers’ perceptions on bullying and character education. A summary of my research 

results, as well as the full report (if you would like a copy) will be made available to you. 

Please feel free to contact my faculty supervisor, Dr. Christy Kessler, or myself should 

you have any questions or require further information. 

If you have any questions about this project, please contact me at kswwong@ 

hawaii.edu. If you have any questions about your rights or the rights of your child as 

research volunteers, you can contact the University of Hawai΄i Human Studies Program, 

by phone at (808) 956-5007 or by email at uhirb@ hawaii.edu. 

Sincerely, 

Kenton Wong     Dr. Cristy Kessler 
Principal Investigator    Faculty Supervisor 
PhD Candidate      Institute for Teacher Education 
University of Hawai΄i    University of Hawai΄i 
Everly 222F      Everly 222F 
956-4408      956-4408 
kswwong@hawaii.edu    ckessler@ hawaii.edu 
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Please keep this portion of the consent form for your records. 

If you consent for your child to participate, please return the following page 

 

 

Signature for Consent to Participate 

 

I give permission for my child to participate in the research project entitled A 

Descriptive Study of IM4U in Preschool and Kindergarten Settings. I understand that, in 

order to participate in this project, my child must also agree to participate. I understand 

that my child and/or I can change our minds about participating, at any time, by notifying 

the researcher of our decision to end participation in this project. Lack of consent or 

withdrawal of consent to participate will mean that your child’s individual behavior will 

not be rated by his or her teacher and your child will not be observed in this study. 

Additionally, lack of consent or withdrawal of consent to videotape your child in class 

will mean that your child will not be videotaped for this study. 

 

Name of Child (print): _________________________________ 

 

Name of Parent/Guardian (print): ___________________________________ 

 

Parent’s/Guardian’s Signature: _____________________________ 

 

Consent to Videotape Child in Class: ___ Yes ___ No 

 

Date: ______________________ 
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Appendix H. IM4U Program Map 

 

 

IM4U™ 

 (Mayer & Church Booth, 2013) 
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