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Abstract

The purpose of this study was to develop a companion Teacher Training for a brief, bystander bullying intervention (STAC)
and to assess feasibility and post-training outcomes. Although research supports the efficacy of the STAC intervention,
training teachers to support student “defenders” may enhance the program’s impact. A mixed-methods design with
sequential sampling was used with qualitative focus group data and quantitative survey data. The researchers used
Consensual Qualitative Research to analyze qualitative data and independent sample t-tests to analyze qualitative data.
Teachers (N =18) from one high school in an urban community were recruited for the study. We used a phased research
approach to meet the study aims. In Phase 1, teachers participated in focus groups to develop content for the training.
Qualitative themes that emerged included identification of barriers to intervening in bullying, gaps in teacher knowledge,
suggestions for supporting students to report bullying to teachers, the need for a supportive school culture, and attitudes
toward students who bully. In Phase 2, we created the STAC Teacher Training based on the literature and feedback
from participants in Phase 1. The 50-minute training includes 1) normative feedback regarding beliefs about bullying,
2) a didactic component that includes information about bullying, a description of the student STAC strategies, and
corresponding teacher strategies used to support student “defenders” and 3) an experiential component for strategy
practice. In Phase 3, we trained a sub-set of teachers (N = 8) in the STAC Teacher Training to evaluate feasibility and
post-training outcomes. Results supported training feasibility and teachers reported an increase in knowledge, confidence
to support students to act as “defenders”, as well as confidence, comfort, and self-efficacy in intervening in bullying
situations. This study serves as a first step in developing a companion Teacher Training for the STAC intervention.
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Introduction

Bullying is a significant problem for youth in the United States
with 20.2% of students age 12-18 reporting being bullied at school
and 15.3% reporting being cyberbullied [1]. Bullying is defined as
any unwanted aggressive behavior(s) by another youth or group
of youths, who are not siblings or current dating partners, that in-
volves an observed or perceived power imbalance, and is repeated
multiple times or is highly likely to be repeated (Center for Disease
Control and Prevention [CDC] [2]. Bullying may include verbal,
physical, or relational/social aggression, damage to property, and
cyberbullying (CDC, 2020) [2]. Because rates of bullying peak
in middle school (26.4%), school-based bullying interventions are
generally designed for this age group (Denny et al., 2015) [1,3].
Bullying, however, continues through high school, with 19.5%
of high school students reporting being bullied at school (CDC,

2019) [4]. Additionally, high school seniors report the highest
rates of cyberbullying (18.8%) among youth age 12-18 [1].

Bullying is also associated with a wide range of negative conse-
quences for targets of bullying as well as students who witness
bullying as bystanders. Research indicates bullying victimization
in high school is associated with academic problems, internalizing
symptoms, depression, suicidal ideation, suicide attempts, sub-
stance use, and risky sexual behavior [5-12]. Similarly, witnessing
bullying as a bystander is associated with feelings of isolation and
guilt, helplessness, suicidal ideation, and substance use [13-16].
Researchers have also demonstrated that among high school stu-
dents, witnessing bullying is associated with a wide range of neg-
ative mental health outcomes even when accounting for the effects
of being a target of bullying [16].
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The STAC Bullying Bystander Intervention

Findings from a meta-analysis focusing on bullying intervention
programs indicate training bystanders to intervene is an import-
ant component of school-based bullying programs [17]. Although
up to 80% of students report witnessing bullying, only 20-30%
of bystanders intervene on behalf of targets [18,19]. Research in-
dicates when bystanders do intervene by telling the bully to stop
and telling an adult, bullying decreases and bystanders experience
reductions in internalizing symptoms [20,21]. Thus, supporting
bystanders to intervene when they witness bullying is an important
intervention strategy not only to reduce bullying, but to reduce the
negative consequences associated with being a bystander.

The STAC intervention is a brief, bullying bystander intervention
that was developed to train middle school students how to “defend”
students who are targets of bullying [22]. The STAC intervention
includes a 90-minute in-person didactic and experiential training
followed by two bi-monthly15-minute booster sessions provided
to reinforce skill acquisition. The didactic module includes edu-
cation about bullying, including definitions of verbal, physical,
relational, and cyberbullying, consequences of bullying, bystander
roles, and a description of the four STAC strategies: (1) “Stealing
the Show” — using humor or distraction to interrupt the bullying
situation removing the attention away from the target, (2) “Turn-
ing it Over” — informing an adult about the bullying and asking
for help, (3) “Accompanying Others” — befriending or providing
supporting the targeted student, and (4) “Coaching Compassion”
— gently confronting the perpetrator by increasing empathy for tar-
get. The experiential module includes role-plays in which students
practice using the STAC strategies in hypothetical bullying situa-
tions. Students participate in two 15-minute booster sessions at 2
weeks and 4 weeks post-training for check-in, support, and brain-
storming ways to effectively use the STAC strategies. The boosters
are intended to reinforce skill acquisition.

Researchers recently adapted the STAC intervention for the high
school level [23,24]. Findings from preliminary studies indicate
that the STAC for High School program is effective in increas-
ing student knowledge of types of bullying, knowledge of the
STAC strategies, and confidence to intervene in bullying situa-
tions [23,25]. Additionally, results from a series of randomized
controlled trials indicate training high school students to intervene
as “defenders” is associated with decreases in internalizing symp-
toms, depression, and substance use [26-28].

Research, however, indicates that when examining the use of spe-
cific intervention strategies used by students trained in the STAC
program, the use of the strategy “Turning it Over” is used the least
frequently of all the STAC strategies among high school students
who witness bullying [23,25]. Additionally, when comparing the
use of “Turning it Over” across time, research shows a decline
from use among elementary school (78%) compared to high school
students (42.9%) [25,29]. Findings from qualitative research sug-
gests that high school students are hesitant to report bullying to
teachers because they believe teachers normalize and/or dismiss
bullying behavior, do not care about bullying, and are not available
or willing to help [24]. This is consistent with research suggesting
that students’ beliefs that teachers will actively intervene in bul-
lying are related to a greater willingness to report bullying [30].
Thus, training teachers to be aware of the negative impact associ-
ated with bullying and ways to respond to bullying and reports of

bullying may be an important addition to the STAC program.

The Need for Teacher Training to Support Bystanders
The majority of bullying occurs on school grounds, with the high-
est rate of bullying among high school students occurring in the
classroom (42.3%) [1]. National data indicate that among students
who are targets of bullying at school, only 46.3% of student’s re-
port bullying, with students reporting to teachers more frequently
than to educational support personnel [1,31]. Rates of reporting
bullying to an adult decrease from middle school to high school,
with the highest rates of reporting occurring during the 6th grade
(57.2%) and the lowest rates of reporting occurring during the se-
nior year (32.9%) (U.S. Department of Education, 2019). Thus,
anti-bullying interventions designed for high schools need to in-
clude training on how school personnel should respond to reports
of bullying. Given that students report bullying more frequently to
teachers than other adults at school, it may be particularly import-
ant to train teachers to respond to reports of bullying in a way that
encourages students to reach out to them for support [31].

Teachers play a vital role in impacting bullying by clearly express-
ing disapproval of bullying, consistently intervening in bullying
situations, and rewarding students' efforts to counteract bullying
[32]. In addition to responding effectively to student reports of bul-
lying, how teachers manage bullying is also important. Teachers’
responses to a bullying incident impact the likelihood of future
bullying [33]. Similarly, students’ perceptions of teachers’ anti-bul-
lying behavior is positively related to sense of school belonging,
which in turn is related to lower levels of bullying victimization
[34]. Additionally, low levels of teacher self-efficacy for handling
bullying are related to lower levels of intervening and associated
with higher levels of victimization in the classroom [35,36].

Research also indicates students’ negative perceptions of their
teachers’ efficacy in decreasing bullying is related to fewer reports
of bullying to teachers by students who witness bullying as by-
standers [37]. Student-teacher relationship quality is also positive-
ly related to students intervening in bullying situations [38]. Taken
together, these studies indicate it is important for teachers to know
how to respond to bullying and demonstrate that they are confi-
dent and comfortable managing bullying behavior. Further, the
student-teacher relationship and student’s perceptions of teachers’
ability to manage bullying are related to student rates of interven-
ing in bullying. Thus, anti-bullying interventions need to include
training for teachers on how to respond to bullying, as well as how
to support student bystanders to intervene in bullying situations.

The Current Study

Although research indicates the STAC for High School program is
effective in teaching students how to act as “defenders,” findings
suggest that high school students are reluctant to use “Turning it
Over.” Further, the literature suggests that teachers play an import-
ant role in shaping the school climate regarding bullying and that
their attitudes and behaviors are related to both bullying and the
likelihood of students reporting when they witness bullying. Thus,
the purpose of the current study was to develop a STAC Teacher
Training that could be implemented with the STAC intervention
with the specific goal of training teachers to provide support for
students trained to act as “defenders.”

The two research questions were: a) What needs to be incorpo-
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rated into a STAC Teacher Training to help teachers support stu-
dents trained as “defenders” in the STAC intervention? and (b) Do
teachers learn the material presented in the STAC Teacher Training
and feel more confident to support “defenders” and manage bully-
ing after participating in the training? We used a partially mixed,
sequential mixed-methods design to develop the STAC Teacher
Training and to conduct a preliminary study to assess the immedi-
ate impact of the STAC Teacher Training on teachers’ knowledge
and confidence [39,40].

Objectives

An overview of the methodology is presented in Figure 1. In Phase
1, we used qualitative focus groups to obtain feedback from high
school teachers to inform the development of a STAC Teacher
Training. In Phase 2, we incorporated information from a review
of the relevant literature and from Phase 1 focus groups to develop
the STAC Teacher Training. In Phase 3, we used a single-group
design to collect preliminary outcome data on teacher response
to the STAC Teacher Training (e.g., does knowledge increase? do
teachers understand the strategies? does confidence to support “de-
fenders” increase? does comfort with and confidence intervening
in bullying increase?) to provide data to further refine the STAC
Teacher Training.

Phase 1 ‘ Phase 2 ‘ ‘

Phase 3

Develop
STAC
Teacher

_ Training

b

Literature Search ‘

Pre-Test/Post-Test
Surveys

N=8)

Focus Groups
(N=18)

Figure 1: Overview of Study Methodology

Phase 1

Method and Materials

Participants

Teachers were recruited from a Northwest public high school lo-
cated in an urban city in the Northwest region of the United States.
The sample consisted of 18 teachers (n = 10 females [55.6%]; n =
8 males [44.4%]). Participants ranged in age from 27-59 years old
(M =41.83 and SD = 10.56), with 94.4% identifying as White and
5.6% not reporting racial or ethnic origin. Participants reported
having between 3 and 36 years of teaching experience (M = 15.89
and SD = 10.38) and between 3 and 36 years of experience specifi-
cally as high school teachers (M = 12.50 and SD = 10.10).

Procedures

The school counselor assisted the researchers in selecting a pur-
posive sample of teachers. We used purposeful sampling to se-
lect teachers to participate in the study. First, we asked students
to nominated teachers who they perceived as wanting to make a
positive impact on reducing bullying at school. Next, school coun-
selors and administrators scored each nominated teacher (N = 36)
utilizing a rubric that including the following criteria for inclu-
sion: caring for students beyond classroom setting, desire to be
a positive influence on school climate, approachable to students,

receptive to students who report bullying to them, cares about ad-
dressing the problem of bullying, and leadership qualities. Based
on their ratings, school counselors selected 20 teachers for partic-
ipation in a focus group to provide feedback about developing the
STAC Teacher Module.

The school counselor briefly discussed the study with each teacher.
Of the 20 students selected, 18 were present for the focus groups.
Immediately prior to conducting focus groups, a research team
member collected informed consent. The researchers conducted
two 45-minute focus groups with 8-10 participants each. A doc-
toral student facilitated the focus groups and a Masters student in
Counseling was present to take notes. Participants were asked to
describe their attitudes about bullying and experiences with bully-
ing and provide feedack about what type of information should be
in included in the STAC Teacher Training to equip teachers with
knowledge, skills, and confidencce to support student who report
bullyng and intervene on behalf of targets. Researchers followed
Hill et al.’s recommendation to develop a semi-structured inter-
view protocol (see Appendix). Researchers recorded the groups
for transcription purposes and provided teachers with a $50 gift
card to purchase classroom supplies to incentivize participation
[41]. All study procedures were approved by the university review
board and school district.

Data Analysis

Research team members employed Consensual Qualitative Re-
search (CQR) analyses to investigate teachers’ attitudes and expe-
riences with bullying and elements they believed to be important
in developing a teacher training to support students who report
bullying and intervene as “defenders [41].” CQR incorporates
phenomenological and grounded theory and is predominantly con-
structivist with postmodern influence [41]. Thus, it was a good fit
for the project as we were interested in learning about what teach-
ers felt they needed to know to be equipped to support students
who witness bullying to act as “defenders.” the CQR semi-struc-
tured interview protocol structure was also well suited for the proj-
ect, allowing the researchers to gain knowledge about specific ar-
eas of teachers’ perceptions and gaps in knowledge about bullying
while allowing for spontaneous probes uncovering unexpected in-
sights adding depth to findings. Additionally, CQR requires a team
to reach consensus analyzing complex data which was consistent
with the project.

Three team members (i.e., a faculty member, a Counselor Educa-
tion and Supervision doctoral student, and a Counselor Education
master’s student) analyzed the data. All three had different lev-
els of experience conducting qualitative research, and the faculty
member and doctoral student had worked together in this capacity
several times in the past. Once the data were transcribed verbatim,
each analyst individually identified initial domains. Next, the team
met three times during the next month to achieve consensus on
domains and core ideas. The team members utilized note cards
to visually represent the data as recommended by Hill et al. [41].
Analysts relied on participant quotes to resolve disagreements,
cross-analyze the data, and move into more abstract levels of
analysis over time. An external auditor analyzed the data separate-
ly and provided the team with feedback throughout the analysis
process. The external auditor’s feedback was consistent with the
team’s analysis.
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Results

Through CQR analysis, the team and external auditor agreed on
five domains with supporting core ideas. Domain 1: Barriers (n =
14, 77%). Teachers identified barriers to effectively intervening in
bullying including being uncertain about the definition of bullying,
having a desire to remain neutral, and feeling like bullying behav-
iors are often hidden from adult view. For example, one teacher
shared, “the definition of bullying makes it hard ... because we see
physical and emotional things and that takes a long time to know if
it's repeated...and what the intent is.” Another teacher talked about
the challenge of remaining neutral when both students involved
report bullying, “it’s hard when you have both of the kids, you love
both of the kids that are involved, and it’s really hard... to have
them complain and share their story and help them understand that
you just have to, your neutral, you care about both of them.” Ad-
ditionally, another teacher talked about bullying occurring outside
adult view, “they’re really good at hiding. They’re really good at
making sure that an adult doesn’t see.”

Domain 2: Gaps in knowledge (n = 9, 50%). Teachers
identified cyberbullying and relevant statistics about bullying as
elements they thought would be helpful to include in a teacher
training. For example, one teacher spoke about the need for further
training in cyberbullying, “I don’t know if there’s a training about
that, about how to handle that, how to see it, what to do, cuz that’s
all kind of new and becoming a really big issue.” Another teacher
shared a similar sentiment, “...and it can be harder for Instagram,
someone shows me something real quick and I’m like ok how do
we deal with this...” Another teacher shared, “I would like to see
some actual concrete numbers from [our high school] what are
our students saying, what are their experiences. If it’s too grand
of a scale it seems not applicable to our circumstance.” Another
teacher stated, “If the sources from the facts and stats are from the
students themselves then it might open our eyes where the bullying
is happening most often.”

Domain 3: Supporting “Turning it Over” (n = 11, 61%).
Teachers offered suggestions about how to talk to students when
they report bullying and the challenges associated with determin-
ing if further action is needed and reporting to administration when
necessary. For example, a teacher stated, Trying to get them [stu-
dents] to talk as much as possible and not jump to conclusions but
try to figure out if it is really bullying or is there something going
on that can be resolved between the two of them...a lot of times |
get students who don’t want to talk to a counselor. They don’t want
to talk to the VP. They just want to come in and talk to me to get
some advice on what to do.... make sure to follow up with them,
[say something like] ‘I want to talk to you about this again next
week,’ ...And if they didn’t talk to me in a week or so, I am go-
ing okay ‘so how did it go, what’s going on...’ letting them know
you’re there for them and you’ll help them.

Another teacher stated,
Once you see that it needs to go to another level...but they don’t
want me to report it, they don’t want me to say anything, so that’s

difficult because I know some bullying has crossed the line, and 1
tell them I have to report this at this point. But there are other times
they’re still trying to resolve this, they’re just coming to me to get
some advice. So, trying to figure out where is that line. When do I
go down and talk to one of the VPs so they can take it to the SRO
if need be, and they can determine what is going to be the best
course of action.

Another teacher stated, “I haven’t had too many instances but if
they say I don’t want you to do anything, I’'m still probably going
to do something.”

Domain 4: School culture (n = 13, 72%). Teachers spoke
about fostering a supportive school culture by having a caring atti-
tude toward students, setting classroom boundaries, and modeling
respectful behavior. For example, one teacher spoke about convey-
ing care to students, “I think it’s the teachers who ask, ‘how’s your
day going; how are you doing; what’s going on?’ You get a lot of
conversations that way just by asking ‘how was your weekend.’
Another teacher talked about the importance of classroom man-
agement, “if any jokes even start, put a stop to it to establish those
boundaries of what’s acceptable in your classroom and what’s not.
It allows the kids to know, ‘ok this is a safe place. This is a place
I want to be and I feel comfortable’.” Additionally, another par-
ticipant indicated, “Teachers that don’t ever belittle somebody for
not knowing something, or they always re-teach without a blink,
I think those things make an effect. They [students] make their
decisions while they watch us.”

Domain 5: Students who bully (n = 12, 66%). Teachers
spoke about having compassion toward students who bully, the
desire to help all students involved, and the importance of helping
perpetrators develop empathy for targets. For example, one teach-
er spoke, “they [students who bully] have an unmet need of some
kind. And we love our kids.” Another teacher said I really do
believe somebody that’s bullying, hurts...I think, immediately to
both parties and I try to actively shift to what, how can we help the
bully too. The bully is oftentimes a victim at some point.” Finally,
a participant shared, If you can plainly point out to the individual
that bullied exactly what they said and why it’s hurtful and its ef-
fect on another person, most of the time I think they’ll stop. I’1l do
that in my classroom if it’s public especially. It’s pointed out really
clearly, that was unkind, this is why, this is how it made them feel.
And that’s bullying. I need you to stop. Most of the time that works
but not always.

Phase 2

The researchers developed a 50-minute STAC Teacher Training
based on (1) a review of the literature on teacher attitudes, knowl-
edge, and behavior associated with effectively reducing bullying at
the high school level and (2) feedback from teachers participating
in the focus groups in Phase 1. Specific examples of how focus
group data informed program development for each of the five
Phase I domains are described in Table
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Table 1: Focus Group Feedback Incorporated to the STAC Teacher Training

Domains

Core Ideas

Content Incorporated to the Training

Barriers

Teachers identified barriers to effective-
ly intervening in bullying including being
uncertain about the definition of bullying,
having a desire to remain neutral, and feel-
ing like bullying behaviors are often hid-
den from adult view.

The definition of bullying, with examples
of behaviors that are and are not considered
bullying.

Types of bullying (i.e., physical, verbal, so-
cio-emotional, cyberbullying).
Information from the literature encourag-
ing teachers not to remain neutral and take
action to stop bullying behaviors.

Normative feedback activity where teach-
ers rank order locations where bullying
most often occurs with percentages (i.e.,
hallway or stairwell, classroom, cafeteria,
outside on school grounds, bathroom or
locker room).

Gaps in Knowledge

Teachers identified cyberbullying and rel-
evant statistics about bullying as elements
they thought would be helpful to include in
a teacher training.

Bullying and cyberbullying statistics were
incorporated through normative feedback
activities, and included both local and na-
tional high school prevalence data.

>

Supporting “Turing it Over’

Teachers offered suggestions about how to
talk to students when they report bullying
and the challenges associated with deter-
mining if further action is needed and re-
porting to administration when necessary.

Role-plays included information about
how teachers should communicate with
students who report bullying in a way that
encourages and supports them to intervene.
Through role-plays teachers practiced re-
porting behaviors that are considered bul-

lying.

School Culture

Teachers spoke about fostering a support-
ive school culture by having a caring at-
titude toward students, setting classroom
boundaries, and modeling respectful be-
havior.

Information about how teachers can change
school climate and a role-play where teach-
ers can practice what to do when they wit-
ness bullying in their classroom. Teachers
are trained to interrupt bullying behavior,
educate students about bullying being un-
acceptable, send a clear anti-bullying mes-
sage to bully, and build relationship with
the target.

Students who Bully

Teachers spoke about having compassion
toward students who bully, the desire to
help all students involved, and the impor-
tance of helping perpetrators develop em-
pathy for targets.

Information was included that although it
is important to not view the bully as a “bad
person,” teachers should always intervene
in bullying and send a consistent message
to students who bully that their behavior
is unacceptable. Further, teachers were
trained on the importance of students re-
ceiving a negative consequence when they
engage in bullying behaviors.Information
about how to support students who inter-
vene and report bullying was included.

Through role-plays, teachers practiced
talking to students who bully about how
their behavior impacts targets.
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The STAC Teacher Training is comprised of a three modules: (1)
normative feedback regarding beliefs about bullying, (2) a didactic
component that includes information about bullying, a description
of the student STAC strategies, and corresponding teacher strat-
egies used to support students acting as “defenders,” and (3) an
experiential component during which teachers practice using the
strategies.

Normative Feedback Module. The normative feedback mod-
ule begins with teachers completing a brief 4-item survey asking
them to estimate local and national prevalence rates related to bul-
lying among high school students. Example questions include: (a)
What percentage of high school students in the state report being
bullied? (b) What percentage of high school students in the state
report being cyberbullied? (c¢) Rank the order of the location in
which you think high school students are most frequently bullied
(hall/stairwell, classroom, cafeteria, outside on school grounds,
and bathrooms/locker rooms), (d) Among high school students,
what percentage of students do you think report bullying to an
adult? After survey completion, the trainers provide teachers with
actual prevalence data and facilitate a brief discussion regarding
potential discrepancies between perceptions and the actual rates.

Didactic Module. The didactic module comprises information
that parallels the information provided in the STAC training for
students including the definition of bullying, types of bullying,
negative consequences for targets and bystanders, and positive
outcomes for students who are trained to intervene as “defenders”.
Additionally, trainers also discuss “perceptions vs. facts” about
bullying.

STAC Strategies Module. During the STAC strategies module,
trainers present the four STAC strategies students learn to use to
intervene as “defenders” and specific strategies teachers can uti-
lize to support student “defenders.” The four STAC strategies with
strategies are described below.

“Stealing the Show.” When students use “Stealing the Show” they
use humor and/or distraction to interrupt a bullying situation, dis-
placing the peer audience’s attention away from the target. Train-
ers encourage teachers to approach a situation where a student is
using humor and/or distraction to interrupt bullying behavior and
join in the conversation. Trainers also teach teachers to support the
student who is attempting to break up the situation by encouraging
the peer group to disperse and to separate the perpetrator(s) from
the target in a subtle manner. Finally, trainers encourage teachers
to reinforce the “defender” with positive feedback.

“Turning it Over.” When students use “Turning it Over” they in-
form an adult about the bullying situation and ask for help, particu-
larly when the situation seems unsafe or students are not sure what
to do. Trainers teach teachers to assure students they did the right
thing by reporting bullying to them, particularly in cases of phys-
ical bullying and cyberbullying. Trainers also encourage teachers
to reinforce that bullying is not okay and that it takes maturity and
strength to ask for help when dealing with these types of situations.
Trainers also teach teachers to share with “defenders” that con-
trary to common perception that students who report bullying are
“snitches,” students are usually supportive of students who report
bullying to teachers. Trainers also instruct teachers to report bully-
ing to administration and to teach students about the importance of
continued documentation so that adults at school can take action.

Trainers also encourage teachers to provide specific information
about how to document cyberbullying through immediate screen-
shots and/or pictures.

“Accompanying Others.” When students use “Accompanying Oth-
ers” they reach out to their peer who was targeted to communicate
that what happened is not acceptable, that the target is not alone
at school, and that they care about the students who was targeted.
When teachers see or hear about “defenders” using this strategy,
teachers are encouraged to let students know they are being a good
friend to the target and that their actions can make a significant
difference in their peer’s life. Further, trainers encourage teachers
to reinforce to the “defenders” that communicating to targets that
they are cared for and not alone at school can make a positive
impact. Trainers also teach teachers to encourage “defenders” to
check back in with their peer who was targeted and to remind them
that students can demonstrate care either overtly (e.g., by asking
if the target would like to talk about what happened) or covertly
(e.g., by just spending time with the peer who was targeted) and
that highest school students often do not want to talk about bully-
ing directly.

“Coaching Compassion.” When students use “Coaching Com-
passion” they gently confront students who bully after a bullying
incident to indicate this type of behavior is unacceptable to raise
awareness and foster empathy toward the target. Trainers teach
teachers to support “defenders” using this strategy by monitoring
the situation carefully and stepping in if needed to ensure the “de-
fender” is safe. Trainers encourage teachers to provide positive
feedback to the “defender” and to reinforce that bullying of any
kind is unacceptable. Also, trainers encourage teachers to share
with the “defender” that for students who bully infrequently, in-
creasing awareness and empathy may be helpful in resolving the
problem.

Experiential Module. After trainers present each strategy, they
conduct a demonstration during which they ask volunteers to en-
gage in a role-play in which student(s) use a STAC strategy and
a teacher supports the student acting as a “defender” utilizing the
corresponding strategies for teachers. Next, trainers provide in-
formation regarding how teachers can change school climate fol-
lowed by a demonstration of a teacher intervening in a bullying
situation. The training concludes with a brief discussion of the
demonstration where trainers reinforce strategies that research
supports are effective.

Phase 3

Methods and Materials

Participants

Teachers were recruited from the same high school as Phase I. Of
the 18 teachers who participated in the focus groups, 44.4% (n =
8; 55.6% female, 44.4% male) participated in the STAC Teacher
Training program and completed pre-test and the immediate post-
test surveys. Participants’ ages ranged from 28-58 years old (M
=42.72 and SD = 9.80) and years of experience as a high school
teacher ranged from 1-28 years (M = 11.47 and SD = 8.31). The
majority of teachers in the sample identified as White (83.3%),
with 5.6% identifying as Hispanic, and 11.1% other. A series of
independent sample t-test and chi square analyses revealed no dif-
ferences in demographic variables between teachers who did and
did not complete the immediate follow-up survey.
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Procedures

The school counselors assisted the team with recruitment by invit-
ing teachers by email to complete the informed consent form and
the baseline survey. After completing the baseline survey, teach-
ers were trained in the 50-minute STAC Teacher Training and
completed an immediate post-training survey. The team provided
teachers with a $50 gift card to purchase school supplied as an
incentive for participation. The University’s Institutional Review
Board and School District Research Board approved all study pro-
cedures.

Measures

Demographic Survey. Teachers completed a brief demographic
questionnaire that included questions about age, gender, race/eth-
nicity, and years of experience teaching.

Knowledge and Confidence to Support “Defenders.” The Teach-
er-Advocates Pre- and Post-Scale (TAPPS) was used to measure
knowledge and confidence in supporting “defenders.” The ques-
tionnaire was adapted from the Student-Advocates Pre- and Post-
Scale which is comprised of 11 items that measure knowledge of
bullying behaviors, knowledge of the STAC strategies, and confi-
dence intervening in bullying situations [22]. Items are rated on a
4-point Likert Scale ranging from 1 (Totally Disagree) to 4 (Totally
Agree) and are summed to compute a total scale score. The SAPPS
has established content validity and adequate internal consistency
with Cronbach’s alpha ranging from .75 - .83 [22,25,42-44]. We
modified the SAPPS items to reflect the goals of the STAC Teacher
Training. Examples of items include: “I know what verbal bully-
ing looks like,” “I know how to support students who reach out to
students who are targets of bullying,” and “I feel confident in my
ability to do something helpful to support students who report bul-
lying to me.” We summed items to create the Knowledge Subscale
(a=.72) and the Confidence Subscale (a0 = .95).

Confidence Managing Bullying. The Teacher’s Attitudes
about Bullying Questionnaire is a 22-item questionnaire that con-
tains five subscales. We used the 3-item Confidence in Managing
Bullying Subscale which includes the items “I am confident that
I will know what bullying is when I see it,” “I am confident that I
will know how to respond if one of my students I being victimized
by a peer,” and “I am confident that I will put my knowledge into
practice and actively respond in bullying situations.” Items were
summed to create the scale [45]. Cronbach’s alpha for this sample
was .77.

Comfort Managing Bullying. Teacher’s comfort with manag-
ing bullying was measured using items from the National Educa-
tion Association Bullying Survey [46]. Teachers were asked “How
comfortable would you feel intervening when you see the follow-
ing bullying behaviors?” followed by 5 types of bullying and their
definitions (a) Physical (hitting, pushing, or kicking), (b) Verbal
(general teasing or name calling), (c) Relational (rumor spreading
or excluding someone from a group), (d) Cyberbullying (defined
as “sending or posting harmful material or engaging in other forms
of social aggression using the Internet or other digital devices,
such as mobile phones™), and (¢) Sexting (defined as “sending or
forwarding sexually explicit photos, videos or messages from a
mobile phone or other electronic device”). Items were summed to
create the scale. Cronbach’s alpha for this sample was .89.

Bullying Self-Efficacy. Teachers’ self-efficacy in handling bul-
lying situations was measures by one item from the National Ed-
ucation Association Bullying Survey [46]. The item “IT have effec-
tive strategies for handling bullying” was rated on a 4-point Likert
Scale ranging from 1 (Strongly Disagree) to 4 (Strongly Agree).

Data Analysis

We conducted all analyses using SPSS version 25.0. We comput-
ed descriptive statistics for all variables at pre-test and post-test.
We conducted a series of paired-sample t-tests to evaluate changes
from pre-test to post-test. We used an alpha level of p < .05 to
determine statistical significance and Cohen’s d to measure effect
size with magnitude of effects interpreted as follows: small (d =
.20), medium (d = .50), large (d = .80) [47]. We controlled for Type
1 error by using the Holm-Bonferroni procedure [48].

Results

Table 2 presents means, standard deviations, and statistical con-
trasts. As seen in Table 2, teachers reported an increase in knowl-
edge (p < .02, Cohen’s d = 1.26), confidence to support “defend-
ers” (p < .001, Cohen’s d = 2.18), confidence in intervening in
bullying situations (p < .01, Cohen’s d = .86), comfort interven-
ing in bullying situations (p < .01, Cohen’s d = .81), and bully-
ing self-efficacy (p < .03, Cohen’s d = 1.13). All effect sizes were
large. Results support the effectiveness of the teacher training to
increase knowledge and confidence in both working with student
bystanders and intervening directly in bullying situations from
pre-training to post-training.

Table 2: Statistical Contrasts for Knowledge, Confidence to Support “Defenders” and Comfort and Confidence to Intervene in

Bullying Situations
Pre-Test Post-Test

Item Mean (SD) Mean (SD) H7) p Cohen’s d
Knowledge of Bullying and Teach- 24.38 (2.77) 28.25 (3.37) -2.95 .02%* 1.26
er STAC Strategies
Confidence Supporting “Defend- 6.38 (2.50) 11.13 (1.81) -5.39 001 *** 2.18
ers”
Confidence Intervening in Bullying 8.13 (2.77) 10.00 (1.31) -3.91 .006** .86
Comfort Intervening in Bullying 14.50 (3.38) 16.88 (2.42) -3.37 01%** .81
Bullying Self-Efficacy 2.88 (0.35) 3.38 (0.52) -2.65 .03* 1.13

* <.05.p<.01 * <.001.
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Discussion

The purpose of this study was to develop the STAC Teacher Train-
ing and to assess if teachers learned the training content and re-
ported increased confidence in supporting student “defenders” and
managing bullying from pre-training to post-training. Qualitative
data from Phase 1 resulted in five domains that informed the con-
tent development of the Teacher Training: barriers, gaps in knowl-
edge, supporting “Turning it Over,” school culture, and students
who bully. Qualitative data from focus groups was used in combi-
nation with a literature review to develop the content for the STAC
Teacher Training in Phase 2. Quantitative findings from Phase 3
indicated teachers reported increased knowledge and confidence
to support students who intervene and to directly intervene in bul-
lying situations from pre-training to post-training.

Qualitative data revealed teachers experience barriers which pre-
vent them from intervening in bullying situations, gaps in knowl-
edge of cyberbullying, and challenges associated with supporting
students when they “Turn it Over.” These experiences reported by
teachers can result in low teacher self-efficacy, which research-
ers have found is associated with teachers being less likely to in-
tervene in bullying situations [35]. When teachers do not inter-
vene, students could perceive them as not caring about bullying or
knowing what to do [24]. This perception could be associated with
students not report bullying to teachers [37]. Therefore, our find-
ings are important because they identify specific areas in which
teachers could benefit from additional training, potentially increas-
ing their self-efficacy in supporting students who report bullying
and intervening directly in bullying behaviors.

Our findings also demonstrated that teachers report beliefs about
bullying that align with the literature and are likely to make a
positive shift in school culture related to bullying. For example,
teachers spoke about the importance of fostering a supportive
school culture by having a caring attitude toward students, setting
classroom boundaries, and modeling respectful behavior. These
findings are consistent with studies that show students are more
likely to intervene in bullying when they perceive they have a pos-
itive relationship with their teachers and that classroom structure
is associated with less peer-to-peer aggression [38,47]. In contrast,
teachers also talked about perceptions and beliefs that although
intuitive to them, are contrary to what is reported in the bully-
ing literature or considered effective in bullying prevention and
intervention. For example, teachers indicated that bullying mostly
occurs hidden from adult view; however, prevalence data shows
that 42.3% of the time bullying takes place in the classroom [1].
Increasing teachers’ knowledge about how frequently bullying
occurs in their classrooms could increase teacher ownership and
self-responsibility for intervening [50]. Further, teachers reported
a desire to remain neutral in bullying situations and to help all
students involved, particularly the bullying perpetrator. Although
it is important to have empathy for students who bully, teachers
must be consistent in their message that bullying is not acceptable
and reward students who counteract bullying, rather than students
who perpetrate bullying [32]. Teachers must provide consequences
for students who bully to promote an anti-bullying school climate
[33].

In Phase 2, we utilized the qualitative data from the teacher focus

groups and information from a review of the relevant literature
to develop the content for the STAC Teacher Training. Quantita-
tive results from Phase 3 supported the feasibility of implement-
ing the training and teachers reported an increase in knowledge,
confidence to support students to act as “defenders,” as well as
confidence, comfort, and self-efficacy in intervening in bullying
situations. Increased knowledge and confidence are likely to be
associated with increased teacher interventions, both directly in
stopping bullying behaviors and in equipping them to support stu-
dents who act as “defenders.” This study represents a first step in
developing the STAC Teacher Training and adds to the literature
by demonstrating that training teachers to provide support for stu-
dents trained to act as “defenders” results in positive changes in
knowledge and confidence which could potentially increase the ef-
ficacy of the STAC brief, bullying bystander intervention [35,50].

Limitations

Although this study contributes to the literature, limitations must
be considered. First, we only collected data from teachers in one
urban, predominantly White high school. Further, because of the
small sample size and lack of control group for Phase 3, we cannot
make causal attributions or generalize our findings to the larger
high school teacher population. Therefore, it would be helpful for
future studies to include additional high schools from different
regions in the country with greater racial/ethnic diversity and to
conduct a randomized trial to assess training effects. Finally, our
findings were based on self-report data. It is possible that teachers’
responses to both the focus group questions in Phase | and the sur-
vey questions for Phase 3 were influenced by their desire to please
the researchers. This may be particularly true for the quantitative
data in Phase 3 as some of the team members who trained the
teachers were present during data collection.

Recommendations

This study was intended as a first step in the development of a
STAC Teacher Training. Future research on the feasibility of in-
tervention delivery and pilot research with a larger sample and
with a control group in schools with greater racial/ethnic diversity
and across geographic regions are needed. Future studies investi-
gating the efficacy of the training through a randomized controlled
trial (RCT) in combination with the STAC intervention are needed
to examine the impact of the STAC Teacher Training on bullying
outcomes.

Conclusion

Results of this study provide preliminary support for the STAC
Teacher Training. Bullying is a significant problem in high school
and teachers play an important role in shaping school climate re-
garding bullying. Additionally, teachers’ attitudes and behaviors
are related to both bullying and the likelihood of students report-
ing bullying. Although training students in the STAC program to
act as “defenders” is a promising approach to bullying interven-
tion and can serve as a buffer against the negative consequences
associated with bullying, equipping teachers to support students
who intervene may increase the effectiveness of the program. This
study serves as a first step in the development of a teacher train-
ing designed specifically to support students who report bullying,
thereby more effectively reducing bullying.
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Appendix

What types of bullying do you observe at school?

What do you think about bullying and kids who bully?

What do you think most teachers at the school think about
bullying and kids who bully?

How do you feel and what do you do when students report
bullying to you?

Please describe any barriers that might keep you from feeling
or being effective when students report bullying to you.
Probes:

Are there any school-wide issues or policies that act as barri-
ers?

Are there barriers related to impressions or assumptions about
the type of students involved or the student reporting bullying
to you?

Is the need for additional knowledge about what to do a barri-
er?

Is lack of confidence a barrier?

What do you believe makes teachers come across as “ap-
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proachable” so that students feel comfortable reporting bully-
ing to them?

7. What type of knowledge do you believe teachers need in order
to feel and act effectively when students report bullying to
them?

Probes:

a. Do you feel like facts and statistics about bullying are import-
ant for teachers to know?

b. How about the negative consequences for students associated
with bullying such as poor academic performance, depres-
sion, suicide, anxiety, etc.?

c.  Would it be helpful for teachers to learn about the different
types of bullying that students indicate are most common in
high school?

8. What type of skills do you believe teachers need to learn to be

effective when students report bullying to them?
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Probes:

a. Strategies to use in the moment?

b. How to work with school counselors, administration, or the
SRO after a student reports bullying to you?

9. Can you share any skills you use with students when they re-
port bullying to you that you believe are helpful to students?

10. What else would you like to share with us that we have not
talked about so far that would be helpful as we develop the
teacher training?
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