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ABSTRACT 

Bullying is one of the most common yet tolerated forms of violence. BREAKAWAY is an 

educational game purposefully designed to use entertainment-education and digital gaming to 

help youth around the world to learn about different types of bullying and coping strategies. 

This dissertation reports the design and results of a pilot study conducted in Buffalo, New York: 

(1) an attempted field experiment with pretest and posttest as well as a control group to assess 

the effectiveness ofBREAKAWAY gameplay and gameplay combined with facilitated group 

discussions; (2) a qualitative analysis of players' participatory sketching and writing; and 

(3) an observational study investigating players' narrative exposure and in-game choices. 

Overall, the findings demonstrated promising trends in using BREAKAWAY as a narrative-based 

educational tool for youth. Although the field experiment did not yield statistically significant 

results due to the small sample size, new measurement scales were tested and unconventional 

methods such as participatory sketching and screen recording provided complementary and 

invaluable insights from the participants. Taken together, the lessons learned from this 

dissertation can effectively inform the design and implementation of a large-scale field study. 
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CHAPTERl 

INTRODUCTION - FROM ENTERTAINMENT TO EDUCATION 

1.1 Educational Games and Social Change 

Video games, just as television shows or movies, have long suffered from stereotypes of 

being frivolous and promoting violent behavior (De Freitas, 2006; Dill & Dill, 1998; Prensky, 

2001 ). With the rise of serious games, the general public has started to experience the benefits 

brought by video games. Educational games ( a sub-field of serious games) are video games 

designed with specific educational goals beyond pure entertainment and are considered as 

promising to teach players about complex issues and promote positive change (Ritterfeld, Cody, 

& Vorderer, 2009; Wang & Singhal, 2009). 

For example, Darfur is Dying depicts the struggle ofDarfuri refugees and attempts to 

raise awareness and knowledge about human rights in Darfur. The player takes on the role a 

refugee who needs to fetch water while avoiding being captured by the militia. In addition to 

factual information, the learning occurs through the player's decision-making and consequences 

in their personalized gameplay experience, which allows them to elaborate on what they would 

do to either ameliorate the situation in the game or in reality (Prensky, 2001). Compared to 

individuals who only read about the suffering of Darfurians, researchers found that the players of 

this game were more likely to put themselves in the shoes of Darfuri refugees and more willing 

to help them (Peng, Lee, & Heeter, 2010). Other examples include games designed to combat 

intractable issues such as global warming, poverty, hunger, conflict resolution, and gender 

inequality (Hitosugi, Schmidt, & Hayashi, 2014; Neys, Van Looy, De Grove, & Jansz, 2012; 

Rebolledo-Mendez, Avramides, de Freitas, & Memarzia, 2009; Reckien & Eisenack, 2013). 

Although almost all of these issues are covered by the news media, it is still hard for people to 
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understand their gravity, let alone to put themselves in the shoes of the victims and empathize 

with the situation and challenge. 

However, Wang and Singhal (2009) argued that digital games have several advantages in 

connection with the field of entertainment-education for health promotion to bring about positive 

social change: experiential play, multimodality, interactivity, persuasive narrative, and social 

interaction. Video games allow the player to explore various identities and possibilities as well 

as different viewpoints and perspectives. Such experience may be more powerful and effective 

than the vicarious experience ofjust watching drama on TV or reading stories from the 

newspapers because the player gets to determine the gameplay experience. Multimodality in 

video games can enrich the player's experience through multiple sensory channels and enable the 

player to immerse in the game world, which in tum, facilitates discussion about the message 

during and after the gameplay. Interactivity offers ample opportunities for a player to interact 

with other intelligent beings to make choices and receive instant feedback. It can not only 

empower the player in terms of personal autonomy and freedom, but also foster deeper learning 

through critical thinking and sense making. Perhaps even more importantly, as Wang and 

Singhal (2009) pointed out, the power of incorporating narrative elements in digital games 

coupled with social interaction either in-game or outside, can significantly enhance the learning 

processes and outcomes. 

1.2 Bullying and Its Gravity 

Although people may think that they know what bullying is when they witness a bullying 

event, it is considered as a complex phenomenon and difficult to define and detect (Mishna, 

2012). Scholars generally agree that bullying can be defined as a form of intentional aggression, 

be it direct (i.e., verbal, physical) or indirect (i.e., psychological, social), which is often repeated 
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over time towards another individual who is perceived as having a lower power status than the 

perpetrator (Mishna, 2012). However, some of these criteria may not be easy to detect. For 

instance, it is difficult to distinguish malicious teasing and friendly joking from bullying 

especially for youth (Smith et al., 2002). Sometimes hurtful feelings may be brushed off if the 

offender explains their behavior as jokes (Mishna, Pepler, & Wiener, 2006). 

Unlike condemning terrorism or domestic violence, some people treat school-based 

bullying incidents like a funny story. Most people think being punched or asked for lunch 

money by a much bigger and stronger kid at school is just "a part of childhood." Such 

misconception of bullying may be attributed to the prevalence of bullying in our society. Several 

cross-country studies suggested that bullying could be as high as 73% (Espelage, Bosworth, & 

Simon, 2000; Haynie et al., 2001; Nansel et al., 2001; Olweus, 1994; Rigby & Slee, 1991; Rios

Ellis, Bellamy, & Shojic, 2000). In the United States, the latest report from the Centers for 

Disease Control and Prevention (CDC, 2015) revealed that one in every five students is involved 

in bullying either as a perpetrator or a victim. About 8% to 20% of children are bullied at least 

once a week (Ortega & Lera, 2000). The large variation might be due to how bullying is defined 

and categorized in different countries and cultures (Bosworth, Espelage, & Simon, 1999; Craig 

& Harel, 2001; Solberg & Olweus, 2003). 

When bullying occurs based on gender stereotypes it becomes a variation of gender

based violence, which is more tolerable in some cultures than others (Tutty et al., 2005). For 

instance, the recent #MeToo movement that received much attention in the Western countries but 

has not been supported in Japan; female victims who stood up to express their experiences were 

criticized as indecent or impure (Stewart, McKirdy, & Ogura, 2018). Language is another factor 

that influences how people define and detect bullying. Smith and colleagues (2002) compared 
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the various terms used to describe and define bullying in 13 languages and found that there were 

no equivalent translations in French or Spanish for bullying. 

Despite the large variance in the rates of incidents and prevalence, the adverse impact of 

bullying tends to be more consistent across studies in different contexts. Bullying victims are 

more likely to experience life-long internal problems such as low self-worth, high stress, 

depression, anxiety, and other mental health issues (Due et al., 2005; Roland, 2002; Solberg & 

Olweus, 2003; Undheim & Sund, 2010). Bullying also affects individual's social life and 

academic performance. Children who are bullied tend to be more socially anxious (Hawker & 

Boulton, 2000). Student victims of bullying are more reluctant to attend school and less 

motivated to study, thus are more likely to struggle with academic performance (Clarke & 

Kiselica, 1997). 

Unfortunately, the bullies themselves usually are not able to escape from the detrimental 

impact either. In contrast to the victims, children who bully other individuals tend to exhibit 

external problems. Among young perpetrators, alcohol use is five times higher and drug use is 

seven times higher than their peers (Craig, Pepler, Connolly, & Henderson, 2001; Pepler, 2006). 

Delinquency, criminal behavior, and gang activity in adolescence or adulthood are also positively 

related to childhood aggression (Farrington, Loeber, Stallings, & Ttofi, 2011; O'connell, Pepler, 

& Craig, 1999; Olweus, 1993a, 1993b). Studies also suggested that effect of interventions is 

more prominent among younger audience such as 6 to 12 years old primary school students than 

12 to 16 years old middle or secondary school students (O'connell et al., 1999; Peterson & Rigby, 

1999; Rigby, Smith, & Pepler, 2004). Therefore, with such an alarming prevalence rate and the 

long-term devastating consequences, bullying should not be seen merely as harmless childhood 

memories and should be addressed as soon as the incidents are detected. 
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Aggressive behavior such as bullying is considered as learned behavior (Tutty et al., 

2005). Therefore, it is the hope that such issue could be mitigated through proper education. 

School-based bullying prevention programs are currently the primary approach (Tutty et al., 

2005). For example, the Olweus model is one of the most adopted methods of anti-bullying 

programs (Olweus, Limber, & Mihalic, 1999). This program helps identify the bullying 

perpetrators and assist the victims to cope with the trauma. Another program the Second Step, 

on the other hand, aims to improve the participant's social competence and reduce anti-social 

behaviors (Cooke et al. , 2007). KiVa, a Finland-based anti-bullying program, utilizes various 

elements such as classroom discussion, media, and role-playing to engage students and 

encourage bystander intervention (Salmivalli & Poskiparta, 2012). 

However, research has yielded mixed findings about the effectiveness of school-based 

approach (Evans, Fraser, & Cotter, 2014; Ferguson, San Miguel, Kilburn, & Sanchez, 2007; 

Polanin, Espelage, & Pigott, 2012; Ttofi & Farrington, 2011). Scholars have offered various 

explanations regarding why some programs did not result in desirable effect, including the lack 

of incentives for bullying behavior change (Ferguson et al., 2007), characteristic of the 

environment for program implementation (Evans et al., 2014), and differences across certain 

populations and groups (Polanin et al., 2012). These studies also demonstrated the complexity 

about the issue of bullying. Although school-based bullying prevention is the most common 

approach, given how multifaceted the issue is, it might be beneficial to explore alternative 

strategies such as entertainment-education through digital games. 

1.3 The BREAKAWAY Game 

BREAKAWAY is a narrative-based, soccer-themed, online game developed by the 

Champlain College Emergent Media Center and sponsored by United Nations Population Fund 
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(UNFPA) and an international non-profit organization Population Media Center. The purpose of 

BREAKAWAY is to engage and educate youth around the world about the issue of gender-based 

violence through role-playing various bullying scenarios (i.e., verbal, physical, psychological, 

and social). The game comprises 13 episodes that purposefully incorporated positive and 

negative characters as role models, with the character dialogues reflecting real world bullying 

situations in the context of gender-based discrimination and violence. Individual players start off 

with a soccer tryout and are tasked to navigate through challenging scenarios and make decisions 

whether to agree with a bully or defend a victim. All decisions made by the player will 

eventually determine the outcome of each mini game in between the cut scenes as well as the 

final result of the soccer tournament in the game. Since its 2010 FIFA debut, BREAKAWAY has 

been played by youth in over 140 countries. A camp model emerged to compliment the game 

and further encourage players to discuss and internalize the game's core lessons through 

facilitated discussion groups. 

The design ofBREAKAWAY is built on the framework of Bandura's (1986) social 

cognitive theory and Sabido's (Sabido, 2004) production methodology in entertainment

education. Social cognitive theory posits observational learning as one of the means for modeling 

and adopting behaviors. The Sabido methodology, developed in the 1970s, extends the 

theoretical propositions to the practice of entertainment-education productions by incorporating 

(a) role models for the audience to observe and follow, (b) a moral grid that indicates the 

desirable and undesirable behaviors, ( c) cliffhangers that engage the audience, ( d) epilogues that 

encourage discussion among the audience, and ( e) infrastructure that provides additional 

assistance to facilitate actual behavior change. The Sabido methodology was adapted and 

scrupulously integrated in the BREAKAWAY game design process. For instance, in Episode 3, 
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the team captain Tal, a negative role model, asks the player to break into the coach's office and 

steal a list of the incoming new players. Zak, one of the positive role models, warns the player 

not to do it and the consequence if the player goes along with Tal's plan, presenting a moral 

dilemma. Depending on the player's choice, they could experience or observe the undesirable 

outcome of being caught by the coach, missing the practice, and having to clean the equipment. 

Then the episode ends with a cliffhanger about the mysterious new player. 

As a narrative-based game, BREAKAWAY seamlessly embedded critical educational 

messages in the story development and character dialogue. Narrative in video games can play an 

important role of providing motivation through properly designed cliffhangers and emotional 

bonding between the player and the character they play in the game (Dickey, 2006). Such 

character identification could, in tum, foster behavior change (Moyer-Guse, 2008; Moyer-Guse, 

Chung, & Jain, 2011; Slater, 2002). Narrative can also offer a cognitive framework for problem

solving. Dickey (2006) posited that narrative offers information, environment, and instruction 

for the player to gain and practice problem-solving skills that might be applicable in the real life. 

As such, narrative has been adopted as an effective means for persuasion and behavior change in 

many entertainment-education programs. Prior research has suggested that transported audience 

are more cognitively and emotionally involved in the storyline and more likely to pay closer 

attention to the storyline as it unfolds, hence increase the knowledge, attitude, and behavior 

promoted in the narrative (Green & Brock, 2000; Kreuter et al., 2007; Morgan, Movius, & Cody, 

2009). 

1.4 Study Goals 

This dissertation attempted to fill in the research gaps identified from previous efforts. 

Two field studies were conducted in El Salvador in 2013 and 2014 to examine the effect of 
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BREAKAWAY as an educational program against bullying and gender-based violence (Wang, 

DeMarle, Choi, & Wu, 2014; Wu, Wang, Choi, & DeMarle, 2016). First, due to time and budget 

constraints, random assignment was impossible and participants completed the requirements 

based on their own availability to play four to five out of 13 episodes in the first two studies. 

Although the research team made an effort to choose the most representative episodes, the 

participants were not able to follow the entire storyline, which in tum, might influence their 

gameplay experience and associated educational outcomes. In this dissertation project, 

participants were randomly assigned to different groups and given ample time to play through 

the entire game. 

Second, other studies examined the effect of anti-bullying educational games focused on 

the short-term effect after the gameplay (Rubin-Vaughan, Pepler, Brown, & Craig, 2011; 

Sapouna et al., 2010) rather than testing participants' ability to internalize the knowledge in 

terms of identifying the forms of bullying, self-efficacy in intervening bullying events, and 

enacting bullying intervention strategies. This dissertation extends the previous studies by 

hypothesizing that participating in the facilitated group discussions after playing BREAKAWAY 

will result in higher level of internalization than gameplay alone. Participatory sketching and 

writing were used to capture participant's ability to identify the forms of bullying and suggesting 

coping strategies. Self-efficacy was measured using a validated 16-item Bullying Victimization 

Self-Efficacy Scale (Kim, Varjas, Meyers, & Henrich, 2010). 

Third, this dissertation sought to understand the effectiveness of narrative and player

avatar relationship since both variables are the key elements in the design ofBREAKAWAY. 

Research suggested that narrative is positively associated with game enjoyment and engagement 

(Green & Brock, 2000; Kreuter et al., 2007; Morgan et al., 2009) and player-avatar relationship 
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predicts prosocial in-game behavior (Bowman, Schultheiss, & Schumann, 2012). Therefore, the 

following hypotheses was included: (a) the narrative-based BREAKAWAY game will predict 

greater internalization than a non-narrative game, and (b) a higher level of player-avatar 

interaction will predict participant's positive in-game choices. A research question was raised to 

investigate the relationship between player-avatar interaction and participant's level of 

internalization. To test the effect of narrative, a comparable non-narrative game (i.e. Speed Play 

Soccer 4) was used in the control condition. Moreover, this study aimed to extend the research 

settings from developing countries to the United States where the issue of bullying and gender

based violence can be examined from a different perspective. Anti-bullying programs are subject 

to the unique social and cultural contexts; hence the previous studies conducted in El Salvador 

may not reflect the game's effectiveness in the United States. For instance, there is no adequate 

translation for "bullying" in Spanish, which may influence an individual's understanding of the 

concept, whereas "bullying" is a commonly recognized term in English. In addition, 

BREAKAWAY is currently adopted as an afterschool programs in Vermont, USA. This project 

could provide more empirical insights to the current and future implementation. Last but not 

least, this dissertation incorporated unconventional methods for program evaluation such as 

participatory sketching and screen recording. 

Taken together, this dissertation aimed to shed lights on the potential of using educational 

games as an early age intervention to combat violence as well as to provide design insights for 

future educational game development. Specifically, this dissertation had three major goals, 

namely: (1) evaluating the effect ofBREAKAWAY on anti-bullying education among youth using 

a field experiment; (2) investigating the player cognitive and emotional experience using 



participatory sketching and writing; and (3) exploring the connection between narrative exposure 

and in-game choices using screen recording. 

Chapter 2 offers a literature review of previous empirical studies on school-based 

bullying efforts in order to understand the critical elements for effective anti-bullying 

intervention programs, featuring the unique design ofBREAKAWAY. Chapter 3 provides details 

on the study participants, recruitment procedure, study design and implementation, and data 

analysis plan. Chapter 4 reports the results of quantitative and qualitative analyses. Given the 

small sample size and insignificant findings, the purpose of including the quantitative results is 

to demonstrate the intended analysis plan instead of suggesting conclusive findings. The 

qualitative results provide insight from unconventional evaluation approaches using participatory 

sketching and writing. Chapter 5 concludes with a discussion on the major findings, implications, 

limitations and directions for future research. 
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CHAPTER2 

LITERATURE REVIEW 

To reflect the three specific goals of the dissertation, this chapter is organized to review: 

(a) the issue of bulling, which includes its prevalence, gravity, current status of school-based 

prevention and intervention efforts, existing game-based anti-bullying programs, and the 

empirical evidence regarding the efficacy of these programs; (b) social cognitive theory as the 

core theoretical framework of the BREAKWA Y design, including the essential human capabilities 

that support the argument, the impact of social modeling, the role of self-efficacy, as well as the 

Sabido methodology and its contribution to the entertainment-education field; ( c) game-based 

learning mechanics and design principles for educational games; ( d) collective learning and the 

benefits of facilitated group discussions; ( e) the ways in which narrative may influence the 

effectiveness of educational games; (f) the potential educational function of avatars in role

playing games; and (g) the ways in which game enjoyment could aid game-based anti-bullying 

programs. 

2.1 School-Based Anti-Bullying Programs 

One of the participants from the 2013 El Salvador BREAKAWAY camp made this 

powerful comment after the four-day camp, "I unlearned violence." Indeed, violence is a learned 

behavior that can be unlearned. Bullying prevention programs provide knowledge about harmful 

consequences of violence and non-violent alternatives at a young age to prevent its occurrence in 

the future. Ultimately, school-based programs aim to alter the school culture and foster respect 

and non-violent conflict resolution (Mishna, 2012; Tutty et al., 2005). 
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2.1.1 Forms of Programs 

Compare to programs with specific targets such as students at risk of bullying, bully 

perpetrators, or victims, school-based programs are developed and delivered to the whole body 

of students in school settings and are considered the most common approach (Tutty et al., 2005). 

Similar to any other prevention and intervention programs, school-based anti-bullying programs 

can be either conducted and delivered by external organizations as external programs or the staff 

from the schools as internal programs. Tutty and colleagues (2005) give a thorough review on 

the advantages and disadvantages of both approaches. Internal programs are usually integrated 

into the curriculum and led by the teachers. This approach helps teachers to have a better grip on 

incorporating other relevant topics. Since these programs are delivered by the teacher, students 

may feel more comfortable to share their experiences. This also means that the burden of 

effectively delivering the content, discerning students' need, and guiding the students all fall on 

the teachers' shoulders. As such, teachers' personal and professional experiences, and program 

quality and information delivery may become the deciding factors of the program's success 

(Tutty et al., 2005; Veenstra, Lindenberg, Huitsing, Sainio, & Salmivalli, 2014). 

On the contrary, external programs bring experts who are trained to accurately discuss the 

subject matter in school settings. While this format reduces the teachers' burden, it may reduce 

students' exposure time as well. Unlike internal programs that can be integrated into the regular 

curriculum whenever a teacher feels needed, external programs only happen within a set time 

frame. Another trade-off is that the external experts usually come in with limited information 

about the student dynamic, which may restrict them from discerning the underlying need of each 

class or school. The students may not feel safe or comfortable to disclose too much personal 

experience regarding violence in front of a stranger (see Tutty et al., 2005 for review). 
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2.1.2 Program Elements and Focuses 

Despite the inconclusive discussions about the essential elements of effective programs, 

most scholars concur on the importance of the following components. First and foremost, 

school-based programs should be aiming for changing the culture and norm at school instead of 

"putting out fire" by only targeting at children who are directly involved in bullying or are at risk 

(Mishna, 2012; Smith, Pepler, & Rigby, 2004; Unnever & Cornell, 2003). Programs that attempt 

to address violence systemically were found more effective than those targeting specific 

individuals (Dryfoos, 1997; Roberts & Hinton, 1996). While the perpetrators and victims are 

often the most obvious target audience, other contextual factors like teachers and school 

administrators are also important to the bullying behavior (Atlas & Pepler, 1998, p. 89). The 

impact of bullying is usually alleviated when teachers demonstrate firm standing against bullying 

and offer proper support (Choi & bin Abdul Rahman, 2017; Hellfeldt, 2017; Kochenderfer-Ladd 

& Pelletier, 2008; Roland, 2002; Yoon, 2004). 

Furthermore, theories can help guide the researchers and practitioners by keeping them 

focus on the potential benefit and strategies for improving the consistency and effectiveness of 

school-based program (Mishna, 2012; Roberts & Hinton, 1996; Stevens, De Bourdeaudhuij , & 

Van Oost, 2001 ). Interdisciplinary collaborations are beneficial and strongly encouraged for 

anti-bullying programs (Mishna, 2012; Roberts & Hinton, 1996). Bullying is a complex issue 

that requires expertise from multiple fields such as psychology, behavioral science, and 

education (Tutty et al., 2005). Last but not least, programs that are integrated into formal 

curriculum with consistent information about raising awareness, changing attitudes, or building 

self-efficacy tend to be more effective (Tutty et al., 2005). 
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With the common elements at core, there exists an array of anti-bullying programs with 

different focuses and approaches. As mentioned before, teachers play a critical role in bullying 

prevention and intervention. Therefore, many programs are designed to improve teachers' 

efficacy and competency in discerning, resolving bullying incidents, or creating positive 

classroom climate (Howard, Home, & Jolliff, 2001; Newman, 1999; Rigby et al., 2004). 

Curriculum-based programs may incorporate activities, discussions, or media to raise 

awareness, change attitude, develop emotional, social and problem-solving skills, or increase 

self-efficacy among students (Andreou, Didaskalou, & Vlachou, 2007; Baldry & Farrington, 

2004). Although some scholars stress the importance of integrating anti-bullying programs into 

school curriculum, the effectiveness of this approach often heavily rely on teacher's attitude, 

self-efficacy, competence, and commitment toward the program (Andreou et al., 2007; Mishna, 

2012). Some programs encourage playground supervision from teachers or staff (Ttofi & 

Farrington, 2011) or monitoring students' off-campus behavior (Ellison, 2009). 

Although it is common for general public to think that violence should not go down 

without consequences, punitive approaches in the field of bullying prevention are controversial 

(Mishna, 2012). Punitive methods focus on bullies and strive to protect the victims and other 

students by punishing the perpetrators through nonphysical sanctions, school suspension, or 

expulsion. However, Smith and colleagues (2004) considered that punitive approach might help 

create a safe environment yet lead to other problems later; therefore, it should be adopted only 

when all the other interventions fail to correct the aggressive behavior. 

Given that school bullying is usually caused by imbalanced peer relationships, peer-led 

programs aim to train peer helpers, counselors, or mediators to foster positive social relationships 

among their peers by obtaining essential skills like social support and problem solving 
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(Salmivalli, 1999, 2001; Smith, Cousins, & Stewart, 2005). Involvement of adults (i.e., teacher, 

school staff, and parent) in this type of program is limited which can make them more effective 

among adolescents who prefer autonomy over adult authority or value peer opinion (Salmivalli, 

2001). Nevertheless, O'Connell, Pepler, and Craig (1999) noted that the success of such 

programs is still dependent on the training and support that the peer helpers received from adults. 

It is worth noting that the developer ofBREAKAWAY consciously gave less weight to the adult 

coach in the game and had the youth characters handle the conflicts and offer a model for peer 

helper. 

2.1.3 Game-Based Programs 

Although educational games have already been applied to various topics, only a handful 

of empirical reviews have examined games about the issue of bullying. For example, Sapouna 

and colleagues (2010) conducted a controlled trail with 1,129 participants to evaluate FearNot!, 

a computer-based video game aims to foster problem-solving skills when facing bullying 

situations. Players are asked to witness bullying episodes and give suggestions on how the 

virtual victim could escape victimization. By receiving instant feedback on their suggestions, 

players could practice their skills and develop better solutions to prevent themselves from being 

bullied. The study results showed a decrease of bullying victimization a week after the gameplay 

(Sapouna et al., 2010). Moreover, participants who interacted with the game characters more 

often and were willing to experiment with different coping strategies had a lower rate of 

victimization. The evaluation ofFearNot! provided promising evidence of adopting educational 

games as part of the bullying prevention effort. 

Another game-based program is Quest for the Golden Rule, which is also a role-playing 

video game designed for raising awareness of social justice, bullying prevention, and social skill 
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training for students in Grade 2-5. To strengthen the effect, extra material such as teacher's 

guide, target curriculum, follow-up activities, and discussion guide are also included in addition 

to the game. Rubin-Vaughan, Pepler, Brown, and Craig's (2011) evaluation suggested 

statistically modest improvements in knowledge of bullying as well as strategies of dealing with 

bullying. In addition, more than 80 percent of the students expressed enjoyment during 

gameplay. However, this study did not examine the effect of extra learning material accompany 

the game software which may yield a stronger effect. 

As cyberbullying becomes more and more pervasive in recent years, educational game 

developers also started to design games to address this particular type of bullying. Role-playing 

game Friendly ATTA C was developed based on a series of rigorous empirical studies (DeSmet et 

al., 2018; DeSmet et al., 2016; Van Cleemput et al., 2015). This game is set to change adolescent 

bystander behavior in cyberbullying events. Similar to FearNot!, the player is tasked to respond 

to cyberbullying incidents with a set of options that include positive and negative responses. 

Feedback on the player's choice (i.e., correct or incorrect choice) for each task and 

corresponding explanations are given after the player completes each mission. The evaluation 

result from a cluster-randomized controlled trial among 216 8th graders in two schools showed 

small yet encouraging effectiveness (DeSmet et al., 2018). Although no significant behavioral 

changes were observed at the 4-week post-intervention mark, the findings suggested significant 

increase in awareness of cyberbullying incidents, self-efficacy, prosocial skills, and the intention 

to act as a positive bystander. 

2.1.4 Program Effectiveness 

To develop and implement an anti-bullying program requires great efforts to account for 

as many factors as possible. However, the effectiveness of the programs might not always 
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positively correlate to the efforts that people put in. Such inconsistency is also reflected in the 

findings of evaluation studies as well as their implications. For example, Smith, Schneider, 

Smith, andAnaniadou (2004) synthesized 14 studies and suggested near negligible positive 

result and concluded that programs that were systematically monitored tend to be more effective. 

Vreeman and Carroll (2007) investigated 26 bullying program evaluations and found that 

curriculum-based programs often brings limited benefit compares to whole-school programs. 

Farrington and Ttofi (2009) conducted the most comprehensive meta-analysis to date to 

review the empirical program evaluation reports. Their review included 53 evaluations 

published in 89 reports, yet only 44 cases provided effect size for bullying or victimization data 

were analyzed. The authors reported 20% to 23% drop in bullying and 17% to 20% decrease in 

victimization after program implementation. Such effect is more prominent in age-cohort 

designs but the lowest among random assignment designs, which the authors attributed to the 

small number of school randomized trial in some studies and methodological issues. 

Unfortunately, the authors also found peer-led programs were significantly associated with an 

increase ( rather than decrease) in victimization. Additionally, older children ( age 11 or older) 

tend to have better outcomes after the program, which contradicts the general suggestion in terms 

of implementing anti-bullying programs early in the age (Mishna, 2012; Tutty et al., 2005). 

Other deciding factors for the efficacy of anti-bullying programs include parent training, 

disciplinary methods, and program duration and intensity for both the children and teachers. 

A more recent study by Evans et al. (2014) examined 44 school-based programs with 

controlled trials and concurred the inconsistency of the program efficacy. Their review found 

about 45% of the studies did not have significant effects on bullying, and 30% had no effects on 
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victimization. Additionally, they were not able to find the strong relationship between program 

effectiveness and program elements. 

The mixed findings, again, point to the complexity of bullying and the laborious effort 

required to evaluate such prevention and intervention programs. In general, the impact of a 

program can be affected by gender (P. K. Smith et al., 2004), age (Baldry & Farrington, 2004; 

Yeager, Fong, Lee, & Espelage, 2015), school (Salmivalli, 2001), geographic location (Evans et 

al., 2014), or types of program (Salmivalli, 2001). However, the majority of program 

evaluations tend to use the short-term decline in bullying and victimization as the index of 

program effectiveness and lack of consideration in terms of other factors that affect the 

effectiveness or other forms of impact such as the skills learned and self-efficacy gained due to 

the program. As such, this dissertation attempted to assess participant's internalization, which 

includes knowledge gained regarding to bullying behavior, skills learned for counteract bullying 

events, and increase of self-efficacy in dealing with bullying accidents. Additionally, while 

attitude or behavior change is an important indicator for evaluating program effectiveness, 

researchers should consider other means to measure the impact of a program, such as 

incorporating new technology to capture the skills learned through the program (Evans et al., 

2014). Therefore, this study explored the possibility of using computer software to capture 

participant's prosocial and antisocial in-game behaviors during gameplay. 

2.2 Entertainment-Education and BREAKAWAY 

Entertainment-education is largely grounded in the social learning/cognitive theory 

(Bandura, 1986). This theory provides a holistic framework for understanding the ways in which 

human behavior is shaped, controlled, and maintained. The theory posits a triadic reciprocal 
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relationship among human behavior, physical and social environment, and cognition and 

personal factors (e.g., biological factors, beliefs, experience, etc.). 

2.2.1 Human Capabilities 

According to Bandura (1986, 2001, 2004), there are few other human capabilities 

contribute to the triadic relationship. Symbolizing capability allows individuals to transform 

their personal or vicarious experiences into knowledge and cognitive problem-solving skills. By 

the use of symbol, individuals assign meanings to their experiences, filter out the events in the 

environment to be observed, and develop causal relationships. Such transformation helps 

individuals to avoid the time-consuming and sometimes dangerous trail-and-error process so 

they could manage their daily life more efficiently. 

With self-regulation capability, individuals continuously compare ones' behaviors against 

their own internal standards and positive or negative external reactions. During these processes, 

individuals are motivated to set and fulfill new goals for their performances. Individuals acquire 

knowledge, skills, resources, and self-efficacy when they achieve their goals. Furthermore, 

before setting goals, individual usually consider the likely consequences and plan their course of 

action to achieve desirable outcomes. Such forethought capability can serve as motivator since it 

allows individual to link their present behavior to anticipated consequence and, in tum, regulate 

their current behavior. By checking the consequence of their thought against some indicant of 

reality, vicarious experiences, social beliefs, and existing knowledge, individuals are able to self

reflect and adjust their thoughts and behavior. 

These four capabilities (i.e., symbolizing, self-regulation, forethought, and self-reflective) 

explain the way in which human beings learn from and interact with their experience and 

environment, and, in tum, shape and control their behavior. Bearing that in mind, BREAKAWAY 
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aims to foster these capabilities and, in tum, facilitates the learning of non-aggressive attitude 

and behavior. The following constructs based on the social learning/cognitive theory, on the 

other hand, detail how individual behavior can be changed through role-play in the media. 

2.2.2 Social Modeling 

Bandura (1986) considered vicarious capability as one of the powerful tool for mankind 

and society to evolve. By observing other people's behavioral choices and consequences, we are 

able to vicariously expand our knowledge and skills in a short period of time. This notion not 

only means the shortening of trail-and-error time, but also implies that a new idea, desirable 

behavior, or even emotion could be disseminated and replicated by a single role model. 

Bandura (2004) recognized the merits of using media for attitude and behavior change as 

it increases the influence of role models by making them more accessible via video, audio, and 

digital channels. The role models for an individual to observe and learn from are no longer 

limited by one's physical environment. Instead, audience now is able to vicariously witness the 

behaviors and their consequences from observing the media characters (i.e., role models). Such 

powerful effect is not limited to individual human being, it could also construct and alter the 

attitude and behavior in a larger collective since media is considered the window of how people 

see the world (Gerbner, Gross, Morgan, Signorielli, & Shanahan, 2002). 

One powerful example for this notion of social modeling is the Peruvian television soap 

opera, Simplemente Maria, which portrayed the story of a single mother struggling to succeed 

despite all the difficulties she encountered in the show. She counteracted her low socioeconomic 

status by enrolling herself in adult literacy classes, which created a spike of adult literacy class 

enrollment in reality because of strong character identification from the female audience 

(Singhal, Usdin, Scheepers, Goldstein, & Japhet, 2004a). In other words, audience of the show 
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observed the behavior (i.e., attending adult literacy class) that Maria (i.e., the role model) 

performed and the positive consequence (i.e., a better life) of performing such behavior, and, in 

tum, modeled the desirable behavior. 

Building on this theoretical foundation, the most critical design element ofBREAKAWAY 

is role-modeling that promotes vicarious learning. The storyline clearly delineates the 

determination of Raina in terms of standing up against violence and discrimination, the calm and 

supportiveness of Zak as he always advises the player, and the pitiful yet alarming ending ofTal 

as the major antagonist. The player may or may not encounter these characters in real-life. 

However, BREAKAWAY provides a channel for the player to closely observe these role models. 

2.2.3 Self-Efficacy 

Self-efficacy refers to individual's confidence regarding personal capability of 

performing a specific task (Bandura, 1977a). Self-efficacy dictates one's willingness of 

performing a behavior change, coping effort one will put in to perform a task when encounters 

obstacles, as well as maintaining the change (Bandura, 1977a, 1977b, 2004). Bandura (1977a) 

suggested that individual develops self-efficacy through personal mastery experience, social 

modeling, constructive feedback, and physiological states. Personal success or failure 

experiences contribute to the development of knowledge and skills, which will be converted to 

efficacy and resilience later on. Social modeling can sway self-efficacy by inspiring and 

motivating individual with successful stories or implanting self-doubt. Constructive feedbacks 

not only convey positive appraisal, but also provide guidance to avert failure. Physiological and 

emotional states signal to the individual about their readiness to perform a task. 

The notion of self-efficacy provides important insights for bullying prevention and 

intervention. Schwarzer, Dunkel-Schetter, Weiner, and Woo (1992) outlined the importance of 
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self-efficacy in the context of offering social support to victims of sexual violence. They argued 

that, in the context of sexual assault, individuals who believe that they are capable of providing 

help to alleviate the victim's suffering have higher support intention. Despite the authors noting 

this finding might not be generalizable to other setting due to the sample composition, this study 

still offers critical implication for bullying intervention design in two ways. First, it underscores 

the weight of self-efficacy in helping behavior. Second, it is equally important to develop 

confidence in intervening bullying event as well as reinforcing the belief that individual can 

make an impact in various bullying scenarios. 

Andreou, Vlachou, and Didaskalou (2005) further investigated self-efficacy in bullying. 

They asked 448 students to describe their bullying/victimization experiences and rate their self

efficacy for assertion and intervening during bullying situations. The result suggested that 

participants with higher self-efficacy for assertion and for intervening in bullying situations are 

less likely to be physically victimized. They further stressed the importance of fostering 

assertion self-efficacy when designing bullying prevention programs or educating children. 

Media, as suggested before, provides role models to demonstrate causal relationship 

between certain behaviors and their consequences; hence can foster such belief through modeling 

and vicarious learning. With the advance of technology, educational games such as 

BREAKAWAY are capable of giving instant constructive feedback. 

2.2.4 Sabido Methodology 

The Mexican writer-director-producer Miguel Sabido is a pioneer of leveraging the 

power of mass media for social change through entertainment-education telenovelas (Bandura, 

2004; Sabido, 2004; Singhal & Rogers, 2004). In these telenovelas, he purposefully 

incorporated three types of character (i.e., positive, negative, and transitional role model) to 
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demonstrate certain behaviors and their consequences for the audience to observe and adopt. For 

instance, a likable character performs a desirable behavior will lead to positive consequences 

whereas a dislikable character receives punishment when performing undesirable behavior. 

Transitional model, on the other hand, demonstrates the character's effort in initiating or 

practicing the desirable behavior and receives positive reward (Sabido, 2004). Media audience is 

usually more inspired from and pays more attention to transitional models as they portray 

successful process of overcoming adverse circumstances and avoid negative consequences. By 

seeing the models' actions in performing the desirable behaviors and standing against the 

negative ones, the audience also vicariously gains self-efficacy in adopting and performing the 

same behaviors. BREAKAWAY is the first adaptation of Sabido Methodology in digital games. 

2.3 Game-Based Learning and Its Design Principles 

A key connection between games and social change is that games provide a compelling 

learning environment for players to gain knowledge and skills to engage in socially desirable 

behaviors. Game-based learning is not completely a new product solely to satisfy the needs of 

the digital-natives. As early as the 1960s, researchers like Coleman (1968) recognized the ways 

in which games could facilitate learning among children, although the game he referred to was 

not the modem games that the digital natives are most familiar with today. Nevertheless, using 

digital simulators for training is not a foreign concept (Coles, Meglan, & John, 2011; Herz, 2002; 

Hom & Cleaves, 1980; Squire, Barnett, Grant, & Higginbotham, 2004). On the other hand, 

digital games are only increasingly accepted in the recent decades due to the negative stereotypes 

of being violent or sexually provocative (De Freitas, 2006). In the 2017 Entertainment Software 

Association annual report, 28 % of the gamers are under 18 years old, and 71 % of the parents 

consider that video games have positive influence on their children (Entertainment Software 
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Association, 2017). Additionally, the fact that children nowadays on average spend up to 13 

hours per week playing digital games (Gentile, 2009) and the nearly omnipresent technology that 

could serve as learning platform all draw the attentions from game designers and educators to 

further explore the potential of game-based learning (Prensky, 2001). 

2.3.1 Defining Game-Based Learning 

Although games are one of those things that many individuals consider as J know it 

when I see it, there has no clear consensus on the definition among scholars (De Freitas, 2006; 

Juul, 2003; Salen & Zimmerman, 2004). Depending on the ways in which people define games, 

they can reflect various aspects and terminologies of this notion. For instance, games as rule

based play stress the nature of choice, which in tum, imply the decision-making as the learning 

objective (Dickey, 2005). The terminology derive from different definitions are even more 

confusing. Educational games and game-based learning emphasize the educational purpose and 

not just for fun, which create this interesting yet oxymoronic perceptions (De Freitas, 2006; 

Ritterfeld et al., 2009). 

Despite the controversies, scholars and practitioners do concur on the merits of using 

digital games for promoting more deeper and effective learning (Prensky, 2001). Compared to 

the traditional learning methods dictated by the instructors, game-based learning is centered 

around the learner, which affords them more autonomy and freedom in terms of choice and 

presentation of the educational content as well as the learning process and progress (Motschnig

Pitrik & Holzinger, 2002). Educational games usually support environments that foster problem

solving skills, resemble real-life experiences, and personalized challenges and achievable goals 

(Mann et al., 2002). They are especially beneficial for learning highly visual subject such as 

clinical biochemistry (Hooper, O'Connor, & Cheesmar, 1996). 
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2.3.2 Design Principles for Educational Games 

On a deeper level, Gee (2003b, 2005b, 2007) identified several essential components and 

learning principles of, what he termed, good games, games that facilitate effective learning, and 

further testify the impact of well-designed educational and non-educational games with his own 

experience and research. Gee (2003b, 2005a) argued ideal games for learning should engage the 

learner/player by allowing them to co-design the game path so that they may feel actively 

learning and empowered by gameplay. The notion of co-design does not mean to give the play 

authority to change the computer programing but to establish a sense that the play's decisions 

have an impact on how the game unfolds. Gee (2005b) explained this sense of control as 

ownership that can motivate the player. This principle is reflected in the game design of 

BREAKAWAY, as the player's decisions are linked to both the attitude of the other non-player 

character as well as the gameplay trajectory and final outcome. 

Successful educational games also allow the player to customize the game to either suit 

their individual styles and interests or options they can select (Gee, 2003a, 2003b). In 

BREAKAWAY, the player is encouraged to try out different choices aside from the politically 

correct answer. For instance, in the game there is one scene where Tal asks the player to choose 

whether if he/she would trip another non-player character during a scrimmage. The player, on 

one hand, could choose not to trip the character and been rewarded with winning the scrimmage, 

or, on the other hand, could learn a hard lesson by tripping the character which leads to a 

complete defeat and is yelled at by other teammates. Either of the routs offers different learning 

path yet both lead to the same learning objective. 

According to Gee (2003a), commitment is another vital element for learning. In the 

world of educational games, deep learning occurs when the player start to commit to the 
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gameplay and take on this identity (e.g., sport player, racecar driver, etc.) that they are willing to 

invested in. Effective educational games can encourage such investment by either providing a 

ideal role-model character that inspire the player to identify with or by leaving the character's 

identity blank so that the player can create a meaningful game identity. In BREAKAWAY, the 

player starts their identity as a student who eagerly hopes to join the soccer team. As the story 

unfold, the player will learn the requirements of this identity as a good sportsman, which include 

respect, honesty, teamwork, etc. By taking a new identity, the player is encouraged to think and 

act as if they are the character (Gee, 2005b). 

Stemming from the notion of identity, Gee (2003a) further argued that another way to 

increase the player's involvement in the game is to augment their ability to manipulate the game 

character and objects based on the distributed knowledge between the player and their virtual 

representation. In other words, the player has knowledge in terms of when, where, and how to 

manipulate the character in order to maximize the achievement, while the character has the 

knowledge of using skills and equipment in the game world to accomplish the commends of the 

player. Frankly speaking, the focus ofBREAKAWAY is on its educational messages, so there is 

limited ability for character and object manipulation. However, the scrimmages and practices 

(i.e., mini soccer games) interspersed between the cut scenes still allow the player to experience 

the ability to manipulate and cooperate, so to speak, with the character. 

Good games should also offer system thinking, which reflects in a game as rules that 

guide the player's action, and how the knowledge and skill they obtain in the game can be 

applied to both the game world the real world (Gee, 2003a). In other words, game designers 

need to help the player to realize and treat all the information and skills as puzzle pieces that 

need to be fit into the right place so the player can eventually succeed in the game. In a similar 
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vein, whatever the player has learned in the game should be able to apply to the real life, 

otherwise the knowledge and skill they acquired become futile. In BREAKAWAY, the player is 

clearly guided by the rules when playing the scrimmage and practice and it is the purpose of this 

study to examine whether the content learned in BREAKAWAY can be applied to the player's 

daily life. 

Another design principle for good educational games, according to Gee (2003a), is to 

transform the visual presentation in the game into the player's personal experience, hence give 

meaning to the subject they have learned from the game. Compares to text-based learning 

material, such meaning as action image approach helps the player to visualize and conceptualize 

the head knowledge into action form. This notion also echoes Bandura's (1977a) vicarious 

modeling. In BREAKAWAY, different forms of bullying behavior and anti-bullying strategies are 

demonstrated by the non-player characters, so that the player will be able to visualize the action 

instead of reading the material on a standard anti-bullying brochure. 

Additionally, Gee (2003a) suggested few other elements that are advantageous to 

educational games. Well-ordered problems give the player clear route to think and solve the 

problems. The player should have been pleasantly frustrated when presented with new 

challenges that are designed to inspire their ambition to overcome yet not too difficult to 

discourage them. The game should be designed as a sandbox that allows the player to explore 

real-world problems on a smaller scale and in a safer and more supportive environment that 

provide ample opportunity and information to practice new skills an strategies. Overall, Gee 

(2003a, 2005b) delineated a beautiful yet challenging vision for game designers to strive for. 

BREAKAWAY, as discussed before, attempts to incorporate as many good qualities as possible. 

However, there are not many educational games can boldly say that they include all these 
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elements. In that case, the ways in which the educators and practitioners utilize the games (e.g., 

supporting curriculum or activities) might be able to bring the potential merits of games up to 

full strength. Furthermore, De Freitas (2006) found supporting materials and activities like 

facilitated group discussions can facilitate more effective game-based learning. 

2.4 Collaborative Learning and Discussion 

Collaborative learning involves using groups, such as group discussion, team project, and 

peer tutoring, to engage and encourage learners to accomplish specific goals (Dillenbourg, 1999; 

Gokhale, 1995; Smit, 1989). Johnson and Johnson (1986) indicated students in a group setting 

demonstrate longer information retention than students who study alone. Another meta-analysis 

by Johnson and Johnson (1989) found students who work cooperatively not only learn better, but 

also have higher self-esteem and more inclusive and accepting attitude toward diversity. Totten, 

Sills, Digby, and Russ (1991) attributed the effectiveness of group learning to the opportunity for 

students to discuss the subject and foster critical thinking. 

Among various forms of collaborative learning, studies suggest that group discussions 

may facilitate students' ability ofreasoning (Barnes & Todd, 1977; Minstrell & Stimpson, 1996), 

consider other people's opinion (Brown & Palincsar, 1989), and most relevant to the current 

study conceptual change (Posner, Strike, Hewson, & Gertzog, 1982). As such, anti-bullying 

programs may benefit from collaborative learning and group discussions with trained facilitators 

in that individuals would be able to learn knowledge about bullying prevention and intervention 

as well as develop positive attitudes toward one another. 

2.5 Role-Playing Games and Player-Avatar Relationship 

Among various genres of video games, role-playing games allow the player to create 

game characters (i.e., avatars) with the ability to modify names, appearance, accessories, and 
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powers. Through avatar interaction, the player is able to navigate through the game and achieve 

various goals in the game. This player-avatar relationship is deemed as a critical element to 

understand the player's in-game and real-world behavior hence gaining more and more attention 

among game studies scholars (Banks & Bowman, 2014; Yee et al., 2009). 

The origins of player-avatar relationship studies can be traced back to the concept of 

parasocial interaction/relationship proposed by Horton and Wohl (1956), which is now widely 

used to examine dynamics between the player and his/her avatar. Parasocial interaction is 

defined as a "seemingly face-to-face" relationship between media users and media persona 

(Horton & Wohl, 1956). Audiences establish feelings of intimacy with persona while frequently 

consuming media and consider the persona as a close friend and role model; therefore, they are 

willing to devote more time in order to maintain the relationship as well as imitate the media 

persona (Horton & Wohl, 1956; Papa et al., 2000; Perse & Rubin, 1989). Such relationship 

endues the media persona with great influence on the media user's behavior (Papa et al., 2000). 

For instance, greater degree of parasocial interaction with a HIV-positive celebrity predicts 

increased intention to reduce high-risk sexual behavior (Brown & Basil, 1995). Greater 

parasocial relationship also promotes media narrative involvement, facilitates the discussion of 

taboo topics, increases media user's self-efficacy and reduces counterargument (Bowman et al., 

2016; Moyer-Guse et al., 2011). 

Lewis, Weber, and Bowman (2008) applies the concept of parasocial relationship in 

traditional media to digital games, and coined the term "character attachment," which refers to 

the state when the attitudes and behavior of the player and their avatar blended together. Such 

relationship might result in the player conforming to the value system and behavior of their 

avatar (Klimmt, Hefner, & Vorderer, 2009; Yee & Bailenson, 2007; Yee et al., 2009). As such, 
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the player and their avatar form one merged social agent rather than two separate ones that was 

proposed in parasocial interaction (Bowman et al., 2016). 

According to the Lewis and colleagues (2008), such relationship is comprised of four 

critical elements, namely strong identification with the in-game character (i.e., avatar), 

suspension of disbelief, sense of control over the avatar, and a sense of responsibility for the 

avatar's well-being. Recent work by Banks (2015) and Banks and Bowman (2014, 2016) 

suggested a social relationship (dialectic) between the player and their avatar. They further 

proposed a more comprehensive model with four factors (i.e., emotional investment, 

anthropomorphic autonomy, suspension of disbelief, and sense of player control) to explain the 

player-avatar relationship. 

Studies demonstrated that these elements had different influences on the player's in-game 

behavior. For instance, sense of control was positively related to pro-social in-game behavior 

and intention. Players with higher sense of control over their avatar were more likely to play pro

socially by helping other players in massive multiplayer on-line role-playing games (Bowman, 

Schultheiss, & Schumann, 2012). The authors also pointed out that, interestingly, anti-social 

playing style was associated with players who suspend their disbelief about the virtual 

environment and who feel less responsible to their avatars' well-being. Despite the intriguing 

finding from Bowman and colleagues (2012), it was near impossible to capture the actual 

prosocial and antisocial in-game behavior given the scale and complexity of their study other 

than adopting self-reposted data from the participants. As such, the current dissertation 

attempted to obtain more accurate information by recording the real-time gameplay behavior 

with screen capture software. 
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2.6 Narrative in Educational Games 

2.6.1 Narrative as Persuasive Messages 

How can a love story tum into a promotion for literacy lessons? Why do teenagers start 

to care about condom use after watching the high school girl Ceci got pregnant in a teen drama? 

Narratives are not just a story, they focus the audience's nearly complete attention, arouse 

identification with the characters, and increase involvement in media content (Bower, Black, & 

Turner, 1979; Graesser, Robertson, & Anderson, 1981). Such involvement can be referred to as 

absorption or transportation (Green & Brock, 2000; Slater, 2002). Both identification toward 

protagonists and cohesiveness between the narratives and persuasive messages might strengthen 

the dramatic experience by increase the sense of suspense, and, in tum, increase the level of 

absorption (Slater, 2002). 

2.6.2 Narrative and Behavior Change 

The telenovelas developed by Sabido not only represent the successful use of media for 

pro-social change, but also serve as evidence of using narrative for social and behavior change. 

As Slater (2002) commented, the force of social cognitive theory on behavior change, however, 

has to be joined with persuasion influence on awareness and attitude in order to carry out the 

maximum power possible. Narratives, as the vehicle for persuasive messages, have to be 

deliberately crafted to match the educational subject to achieve the persuasive goal and maintain 

the entertaining nature at the same time (Dickey, 2005, 2006). 

According to Slater (1999, 2002), narrative may assert its influence through the following 

paths. Narratives on media provide the audience with the saliency of the given topic (e.g., HIV), 

and, in tum, increase the awareness among individuals (Strange & Leung, 1999). Through in

depth discussions with friends and acquaintances, narrative can exert influence on individuals' 
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perceptions of the issue and modeled behaviors. Media narratives might be especially helpful to 

foster favorable attitude and for individuals to gain self-efficacy when the issue or behaviors are 

not publicly observable (e.g., safe sex). Furthermore, narratives are able to provide social cues 

and create a more natural setting to deliver the messages and behaviors. For instance, an 

educational teen drama that portrays the actual use of condom might be more effective to engrain 

the perception of safe sex than a teacher's ordinary lecture. 

Slater (2002) also noted that crafting effective narrative is not all about writing 

compelling story and the characters, developers have to be aware of the current needs of the 

target audience. If the audience does not recognize the gravity of the issue, then the content 

should be focusing on raising awareness among the audience. If the audience lacks skill to adopt 

the desirable behavior, then the narratives should demonstrate the feasible actions. However, 

with prudent design, narratives could attend to multiple stages of change with different 

characters and plots. 

2.6.3 Narrative in Video Games 

Narrative is deemed as an important dramatic element in traditional media as well as 

video games, even though it may not always exist in every game (Fullerton, Swain, & Hoffman, 

2004). Nonetheless, educational games with thoughtfully crafted narratives are often more 

effective in changing attitude and behavior (De Troyer, Van Broeckhoven, & Vlieghe, 2017; 

Dickey, 2006; Dondlinger, 2007). Narrative in educational games is not "just a background 

story", several components in a narrative contribute to the impact of narrative in video games. A 

premise sets up the stage for the player to enter into the game world by introducing the time, 

place, the characters, and the objectives. The characters, although they may not exist in every 

game, foster a sense of connection between the player and the game world. The player then goes 
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through the conflict component where they experience exposition, rising action, climax, falling 

action, and resolution (Fullerton et al., 2004). 

2.6.4 Narrative as Motivation 

Some scholars do consider narrative in games can be a powerful motivation for fantasy, 

curiosity, competition, and collaboration (Dickey, 2006). All these components could motivate 

the player to be more engaged in the gameplay. Dickey (2006) further analyzed that plot hooks 

(i.e., cliffhangers in Sabido methodology) in the game can serve as a motivator as the player is 

often compelled and prompted to search for the answer to the questions asked in the plot hooks, 

hence is motivated to continue playing the game. Although Dickey's argument was based on the 

observation from adventure games (i.e., games that request the player to solve problems in order 

to advance the game), BREAKAWAY is equipped with the plot hooks/cliflhangers feature and 

could be applicable as well. 

Narrative also could foster identification and empathy between the player and the 

character they are playing (Dickey, 2006, 2007). As the player gain understanding about the 

character through the narrative delineation, they establish such emotional proximity, which can 

also be considered as a motivation. Emotional proximity not only can motivate the player during 

gameplay, it potentially can also provide a step stool for increasing self-efficacy or behavior 

change when the game character is designed or played as a role model. 

2.6.5 Narrative as a Cognitive Framework 

Narrative in video games also provides a cognitive framework. The narrative storyline 

offers information to establish cognitive boundaries in order for the player to develop plausible 

problem-solving strategies and skills. In Bandura's words, narrative symbolically transforms the 

player's personal experience into actions that facilitate the gameplay. The contextual cues in the 
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game narrative give the player a sense of the backstory of the game such as the physical 

boundaries of the gameplay, historical or geographical information, and time and timing. 

Through the understanding of these backstories, the player is introduced to the emotional and 

ethical aspects of the game that was delivered by the game characters. For example, in the 

beginning ofBREAKAWAY, the non-playable character, Zak, sets up the background and the goal 

of the game for the player. By the contextual cues of the surroundings, the player would realize 

that this is a realistic game and would not expect to be using magic to solve problems in 

BREAKAWAY. the antagonist Tal is introduced through the statements he makes ( e.g., Don't just 

be a player, be a winner, and Little girls don't belong to a football field.), as well as the ethical 

aspect of the gameplay content (i.e., gender discrimination). 

2.7 Research Questions and Hypotheses 

Based on the study goals and literature review of educational games, bullying, the role of 

narrative, collaborative learning, and player-avatar relationship, the hypotheses and research 

questions that this dissertation aimed to examine are summarized below. 

2.7.1 Narrative and Game-Based Learning 

HI: Compared with the baseline scores, participants will have a higher level of 

internalization of the educational content about bullying (i.e., identifying the forms 

of bullying, self-efficacy in intervening bullying events, and suggesting anti

bullying strategies) after playing BREAKAWAY. 

H2: Compared to those in the control group, participants who played BREKAWAY will 

have a higher level of internalization of the educational content about bullying (i.e., 

identifying the forms of bullying, self-efficacy in intervening bullying events, and 
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enacting bullying intervention strategies) and even better results when the 

BREAKAWAY gameplay is combined with facilitated group discussions. 

RQ 1: What is the relationship between player-avatar interaction and participant's 

internalization of the educational content about bullying (i.e., identifying the forms 

of bullying, self-efficacy efficacy in intervening bullying events, and enacting 

bullying intervention strategies)? 

RQ2: What is the relationship between player-avatar interaction and participant's 

prosocial in-game choices. 

2.7.2 Qualitative Insights 

RQ3: What did the youth participants learn from playing BREAKAWAY? 

2.7.3 Narrative Exposure 

RQ4: What is the relationship between player's narrative exposure time and 

internalization of the educational content about bullying (i.e., identifying the forms 

of bullying, self-efficacy efficacy in intervening bullying events, and enacting 

bullying intervention strategies)? 

RQ5 : What is the relationship between player's narrative exposure time and in-game 

choices? 
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CHAPTER3 

METHODS 

3.1 Research Design 

To investigate the effect of game-based learning, group discussion, and use of narrative, a 

field experiment with a pretest-posttest control group design was employed. Participants were 

randomly assigned to one of the two experimental groups (i.e., BREAKAWAY gameplay only/GO 

group and BREAKAWAY gameplay plus facilitated group discussions/GD group), or the control 

group (i.e., non-narrative gameplay). 

Considering participants' young age, the research design specifically adopted mix 

methods for data collection and analysis. The quantitative approach utilized established scale to 

measure participants' bullying behavior knowledge, bullying victimization self-efficacy, and 

player-avatar interaction. Participants were given pretests before they started the gameplay on 

the second day of the program and posttests after they finished playing all 13 episodes on the 

fourth day of the program. The qualitative method used a custom-made playbook to capture 

participants' sketching and writing that reflected their character identification and attitude toward 

bullying. Participatory sketching was considered appropriate for this study because of the age 

and levels of literacy of the participants. It was incorporated as part of the fun group activities 

and allowed the participants to have ample time to express their thoughts without literacy 

limitations (Dura & Singhal, 2009; Singhal & Rattine-Flaherty, 2006). This dissertation also 

utilized computer screen recording software to record participants' gameplay as an attempt to 

more accurately measure narrative exposure time. 
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3.2 Participant Recruitment 

Participants were recruited from a local school district in Buffalo, New York. First, upon 

the approval of University at Buffalo Institutional Review Board, a research announcement 

(Appendix A) was sent to the superintendents, school principals, and directors of local Parent

Teacher Association in early November 2016. Second, a recruitment flyer with the study 

information (Appendix B) was posted at the local library in mid-November. Third, the 

recruitment advertisement was also posted on the online children activity resource forum (i.e., 

http://www.kidsoutandabout.com). Individuals who were interested in participating in the study 

were directed to complete on-line registration process, which included detail information of the 

camp and proper parental consent (Appendix C). In effort to prevent observer effect (Monahan 

& Fisher, 2010), the participants were invited to a five-day Entertainment Education Program 

with a theme ofLearning by Playing without realizing the bullying theme. All the participants 

were promised to receive daily lunch and snacks as incentives for participating in this research 

project. 

Participants in the current study had to be eight to ten years old or were enrolled in grade 

three to five at the time of the program with matching English reading level. Participants were 

screened either by telephone or online registration forms. Qualified participants would receive a 

confirmation email sent from the author after filling out the online registration form. A week 

prior to the program, an email was sent to the participant's parent with information of group 

assignment and check-in time and location. 

3.3 Participant Characteristics 

A total of 39 students registered for this study. Five (12.5%) did not show up. Among 

the remaining 34 participants, three participated less than two days of the program and were 

http://www.kidsoutandabout.com
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excluded from the data analysis. Therefore, the final analytical sample consisted of 31 

participants, between the ages of 8 and 10 (M = 11.85, SD= 2.88); with 10 (31.3%) in the control 

group, 11 (34.4%) in the GO group, and 10 (31.3%) in the GD group (Table 1); and they were 

from nine different schools. 

Table 1. 

Descriptive Statistic for Final Analy tical Sample 

Analytical Control GO GD 
sample group 

group group 

N 31 10 11 10 

Age 

Range 8-10 8-10 8-10 8-10 

Median 9 9 9 8 

Mode 8 10 8 8 

M 8.87 9.10 8.73 8.80 

SD 0.88 0.88 0.79 1.03 

Sex 

Boys 17 6 5 6 

Girls 14 4 6 4 

3.4 Research Procedure and Stimuli 

3.4.1 Procedure 

Participants were randomly assigned to either one of the experimental groups or the 

control group. Since some of the participants came from same schools, the random assignment 

notice was sent out a week prior to the program starting date and request the participants to 

report to their designated location to prevent contamination. The three sites were classrooms 
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located in separate buildings on University at Buffalo North Campus and were used as home 

base rooms for the five-day program. Participants were not aware of the other two groups until 

the end of the five-day program. 

Each group was assigned two trained facilitators for leading discussions in the GD group 

and activities in all three groups. The facilitators were graduate students respectively from 

University at Buffalo School of Social Work and Graduate School of Education plus the author 

and another doctoral candidate from the BREAKAWAY research team. Facilitator training session 

was held a week prior to the program with information regarding the BREAKAWAY game, 

research procedure, and their responsibility during the program. 

The first day of the program was a "warm-up" day with non-BREAKAWAY related 

activities such as group games, movie viewing, and board games for the facilitators and the 

participants to get to know each other. Upon arrival, the author explained to the parents and the 

participants regarding the five-day program and answered every concern and question they had. 

Parents and the participants were then asked to review and sign the consent and assent forms 

(Appendix D). Participants did not have any gameplay time on the first day due to computer lab 

scheduling conflict. 

The intervention and data collection process started on the second day of the program and 

ended on the fourth day. Participants completed the pretest to obtain the baseline measure on 

bullying behavior knowledge, bullying victimization self-efficacy, and anti-bullying strategies in 

the morning gameplay session on the second day of the program. Followed by the pretest, 

participants in both groups started their daily schedule (Table 2), which included craft, board 

game, and group games, etc. Due to the limited space for computer lab, all three groups were 

scheduled to have gameplay session at different times. During the gameplay sessions, 
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participants in the experimental groups had one hour to play BREAKAWAY, whereas a non

narrative soccer themed video game (i.e., Speed Soccer 4) were adopted as stimulus for the 

control group. After the gameplay sessions, the participants in both groups had one hour to 

complete discussion (for GD group only) and activities on the custom-made playbook (for both 

GD and GO groups). The control group, on the other hand, had one hour of free-play time. 

Posttests were given on the fourth day of the program after the participants finished all 13 

episodes. 

Table 2. 

A Sample ofDaily Schedule 

Time GD GO Control 

8:45 - 9:15 Arrival/free time Arrival/free time Arrival/free time 

9:15 - 10:15 Video Game Group games Group games 

10:15 - 11:15 Group games Video Game Board game 

11: 15 - 12:15 Board game Group games Video Game 

12:15 - 1:00 Lunch 

1:00 - 2:00 Art and craft Video game Group games 

2:00 - 3:00 Group games/Snack Group games/Snack Video Game 

3:00 - 4:00 Video Game Art and craft Group games/Snack 

4:00 - 5:00 Group games Board games Art and craft 

5:00 Camper pick-up/Free time 

3.4.2 Stimuli 

As introduced in the previous chapter, BREAKAWAY is an online role-playing video game 

(http://breakawaygame.com; Figure 1). Participants were assisted by the facilitators to set up 

accounts on the second day of the program. 

http://breakawaygame.com
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LANGUAGE 
~ ish • r 
VOLUME 

DON'T HAVE AN ACCOUNT? IHiHNll#Pl 

FORGOT YOUR INFORMATION? 

Figure 1. BREAKAWAY login page. 

After logging in, first time players were introduced to one of the non-player character, 

Zak. Through the conversation between the player and Zak, the background narrative was 

introduced (Figure 2), and followed by the soccer game tutorial (Figure 3). 

Zak : The football tryouts today, man . 

Figure 2. Zak introducing the background. 



42 

Zak: As you move up the field with the ball, opponents will come toward 
you, and your objective is to get past them .. . 

L 

Figure 3. Soccer game tutorial. 

There are soccer scrimmages and practices in between the cut scenes to fulfill the 

entertainment purpose (Figure 4). Participants could also train with a particular non-player 

character to boost their skill levels (Figure 5). 

PASS TOTAL ~ 

.:· ' 

Figure 4. Scrimmage in between cut scenes. 
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Figure 5. Training with specific non-player character. 

As the narrative unfolds, participants would encounter decision points that required their 

response (Figure 6) which contribute to the finale of the game in that more prosocial or positive 

responses lead to winning the soccer championship (Figure 7) as opposed to more antisocial or 

negative responses lead to being expelled from the team and losing championship (Figure 8). 

Tai: Little girls don't belong on a football pitch. Go away. 

Figure 6. Decision-making point. 
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Figure 7. Winning the championship 

: You both had your chance. The game's over. Get your things a 
e. 

Figure 8. Both Tal and the player are being expelled from the team and losing the championship. 
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3.5 Data Collection 

All data were collected through the "Leaming by Playing" Children's Winter Camp from 

December 26 to December 30, 2016 through a custom playbook (for the survey questions and 

participatory sketching) and an unobtrusive method of computer screen recording (for narrative 

exposure time and in-game choices). Participants were asked to rate their program experience 

and the interaction with other participants on a 5-point scale where 1 represented the lowest 

score and 5 represented the highest score. The average rating across all three groups was 4.21 

(SD= .95). Although the GD group (M = 4.86, SD= .38) had slightly better rating than GO 

group (M= 3.94, SD= 1.01) and control group (M= 3.924, SD= 1.05), there were no 

statistically significant difference in the gameplay enjoyment F(2/21) = 2.60, p = . I0. The 

average rating for interaction with other participants was 3.54 (SD= 1.39). Although 

participants in the GD group (M = 3.94, SD= 1.38) and the control group (M = 3.88, SD= 1.13) 

had slightly better social interaction than the GO group (M = 2.64, SD= 1.44), there was no 

statistically significant difference in their social interaction across the three groups, F(2/21) = 

2.31,p = .12. 

3.5.1 Variables Related to Narrative and Game-Based Learning 

Bullying Behavior Knowledge. Participants were asked to rate a victimization version 

of an adapted 14-item Bullying Behavior Scale (Shaw, Dooley, Cross, Zubrick, & Waters, 2013; 

see Appendix E) to measure their knowledge regarding bullying intervention and coping 

strategies. Sample items included "I was TEASED in nasty ways," "SECRETS were told about 

me to others to hurt me," "and "I was deliberately HURT PHYSICALLY by someone and/or by a 

group GANGING UP on me." All items were responded with Yes or No. Then the number of 

correct answers was tallied for each participant. Table 3 presents the correct answer rates for 
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pretest and posttest. Participants' total scores ranged from 3 to 13 out of 14 (M = 10.79, SD= 

2.55) in the pretest and ranged from 1 to 14 out of 14 (M= 10.74, SD= 3.19) in the posttest. 

Two participants received the full score in the posttest. And 66.7% of the participants in the 

pretest and 73.9% in the posttest got at lease 10 correct answers. 

Table 3. 

Bullying Behavior Scale and Correct Answer Rates 

Category Item Correct Answer 
Rate(%)-
Pretest 

Correct Answer 
Rate(%)-
Posttest 

Verbal bullying I was TEASED in nasty ways 92.9 83.3 

I was CALLED NAMES in nasty 
ways 

85.7 87.5 

I was CALLED NAMES in 
friendly ways 

85.7 83.3 

I was TEASED in friendly ways 85.7 87.0 

Physical bullying I was deliberately HURT 
PHYSICALLY by someone and/or 
by a group GANGING UP on me 

89.3 87.5 

My THINGS were deliberately 
DAMAGED, DESTROYED or 
STOLEN 

89.3 87.5 

I was hit by someone ONCE or 
TWICE 

26.9 25.0 

Someone who is AS STRONG AS 
ME FIGHT with me 

22.2 37.5 

Social and emotional 
bullying 

Someone told me he/she 
WOULDN'T LIKE ME UNLESS 
I DID what he/she said 

82.1 87.5 

SECRETS were told about me to 
others to hurt me 

82.1 79.2 

Others tried to hurt me by 
LEAVING ME OUT of a group or 
NOT TALKING TO ME 

81.5 83.3 

LIES were told and/or FALSE 
RUMOURS spread about me by 
someone, to make my friends or 

75.0 83.3 
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others NOT LIKE me 

I was MADE TO FEEL AFRAID 
by what someone said he/she 
would do to me 

74.1 75 .0 

I was hurt by someone trying to 
BREAK UP A FRIENDSHIP 

67.9 75 .0 

Bullying Victimization Self-Efficacy. Self-efficacy was operationalized as the level of 

confidence of the participant in terms of dealing and coping with various bullying situations. A 

previously validated 16-item Bullying Victimization Self-Efficacy Scale (BVSES, Kim et al., 

201 O; see Appendix E) was used at both pretest and posttest to measure this variable. Sample 

items included "Tell a bully to stop bullying" and "Get help when you are bullied." All items 

were measured on a 5-point scale ranging from Not Sure (1) to Really Sure (5). Given that 

dropping item 9 ("Walk away from a bully") improves the Cronbach's alpha from .68 to .73, the 

final scale contains 15 items. Table 4 reports the descriptive statistics for the BVSES. 

Table 4. 

Descriptive Statistics for Bullying Victimization Self-Efficacy Scale 

Scale Cronbach 's a Min Max M SD 

BVSES Pretest .73 2.31 4.35 3.52 .49 

BVSES Posttest .86 3.00 4.58 3.82 .47 

Anti-Bullying Strategies. As part of the activity in the playbook, participants were 

asked to respond to the question "Ifyou were bullied yourself or you saw someone being bullied, 

what would you do? List every reaction that goes through your mind." On average, participants 

were able to come up with 1.59 strategies (SD = 1.05) if they were the victims, ranging from zero 
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to four methods. As bystanders, participants were able to provide from one to as many as five 

ways to deal with bullying (M= 1.36, SD= .91). 

Player-Avatar Interaction. The design of using player's avatar as a transitional model 

may influence the level of internalization. Therefore, player-avatar interaction was examined 

under the effect of game-based learning aspect. It was operationalized as the perceived social 

and functional association on the aspects of emotional investment, anthropomorphic autonomy, 

suspension of disbelief, and sense of player control between the BREAKAWAY player and his/her 

in-game avatar. This was measured only at posttest using a 15-item Player-Avatar Interaction 

Scale, Cronbach's a= .81, M= 3.98, SD= .77 (Banks & Bowman, 2016; see Appendix E) with 

some modification of the wording to ensure it matches third grade reading level. To be specific, 

the wording in three items was modified to accommodate the participants' reading level (Table 

5). All items are measured with a 7-point scale ranging from 1 = Strongly Disagree to 7 = 

Strongly Agree. Sample items included, "This avatar is very special to me" and "This avatar has 

its own thoughts and ideas." 

Table 5. 

Modifications ofPlayer-Avatar Interaction Scale 

Original Item Modified Item 
I pay attention to errors or contradictions in I pay attention to things that seem wrong or 
this avatar's world. different in this avatar's world. 

It is important to checkfor inconsistencies in It is important to find out things that are not 
this avatar's game. the same in this avatar's game. 

I concentrate on inconsistencies in this I concentrate on things that don't make sense 
avatar's story and the game story. in this avatar's story and the game story. 
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3.5.2 Qualitative Insights 

Qualitative learning outcomes were collected with the custom-made playbook (Appendix 

F). The playbook was employed in the previous two BREAKAWAY studies in El Salvador to 

collect qualitative data from the Spanish-speaking participants. The current study used an 

adapted version to reflect the American culture and social norms. It included participatory 

sketching and writing activities that allowed the participant to express their thoughts on subject 

matter. Sample activities included "Draw a picture of Hanna and Will to show how they might 

feel in this situation. Add a bubble to show what might be going through their minds," "Have 

you heard of bullying? Can you explain bullying in your own words?" and "Draw a disrespectful 

behavior you have seen before." 

3.5.3 Narrative Exposure 

One of the major goals of this dissertation was to explore a more accurate measure of 

narrative exposure. As such, instead of self-report data, narrative exposure time and players' in

game choices were recorded with a computer screen capture software, iSpring Free Cam. The 

author and facilitators set up the daily recording prior to the gameplay session and it functioned 

as camcorders that captured every action showed on the screen. 

3.6 Data Analysis 

3.6.1 Quantitative Data 

Quantitative data were analyzed using SPSS 22.0. For descriptive statistical analysis, 

frequency distributions were employed for categorical variables and the minimum, maximum, 

and mean values were obtained for continuous variables. Reliability tests were conducted for 

each of the continuous variables measured using multiple items and Cronbach's alpha was 

calculated. An index variable was then computed as the average of all the values on the reliable 



50 

items. Exploratory factor analysis was carried out for multidimensional measures on bullying 

victimization self-efficacy and player-avatar interaction. Group comparison was examined with 

a 2 x3 mixed analysis of variance (ANOVA) with repeated measure a within-subjects factor and 

group a between-subjects factor. Results with a p-value less than .05 were considered statistically 

significant. 

3.6.2 Qualitative Data 

Qualitative data were scanned and coded by the author using Microsoft Word. The 

drawings from the participatory sketching were coded based on whether if the drawings matched 

the questions. For instance, participants were asked to draw how Hanna would have felt based 

on how Tal treats her. The drawing was coded as "correctly identify Hanna's emotion" if the 

participant drew a related picture such as a girl crying (see Figure 9 for example). Themes were 

developed for the text data based on conceptual unit. 

Figure 9. Example of participatory sketching. 

3.6.3 Narrative Exposure 

For narrative exposure, the description of every cut scene, exposure time for each cut 

scene, and participants' response were coded by the author. Descriptive statistics were calculated 
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for each of the cut scenes with at least more than one participant's input. Then the average time 

spent reading the narrative per cut scene in seconds, the average time for the participant to 

respond to the questions in seconds, the number of times each participant went back to reread 

narrative before answering questions, the percentage of prosocial answers each participant chose, 

and the percentage of antisocial answers each participant chose were computed. Pearson 

correlations were carried out for statistical analysis. Results with a p-value lower than .05 were 

considered statistically significant. 
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CHAPTER4 

RESULTS 

4.1 Quantitative Results 

4.1.1 Effects of Narrative-Based Gameplay and Combined Discussion 

Bullying Behavior Knowledge. Knowledge about bullying was examined with a 2 x 3 

mixed analysis of variance (ANOVA). No statistically significant differences were found across 

the three groups, F(2/15) = .01,p = .99, 11/ = .001, between pretest and posttest, F(l /15) = 1.43, 

p = .25, 11/ = .09, or interaction, F(2/15) = 1.71,p = .22, 11/ = .19; see Table 6. 

Table 6. 

Means and Standard Deviations ofthe Bullying Behavior Knowledge Pre-Posttest by Group 

M SD 

Control GO GD Control GO GD 

Pretest 10.86 11.71 9.75 2.73 1.25 4.57 

Posttest 11.71 10.86 12.50 1.80 2.85 1.00 

Bullying Victimization Self-Efficacy. BVSES was examined through a 2 x 3 mixed 

ANOVA. No statistically significant differences were found across the three groups, F(2/15) = 

1.49,p = .26, 11/ = .17, between pretest to posttest, F(l /15) = 3.14,p = .10, 11/ = .17, or 

interactionF(2/15) = .72,p = .50, 11/ = .09.; see Table 7. 

Table 7. 

Means and Standard Deviations ofthe BVSES Pre-Posttest by Group 

M SD 

Control GO GD Control GO GD 

Pretest 3.73 3.24 3.84 .89 .68 .42 

Posttest 4.10 3.40 3.90 .89 .67 .68 
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Anti-Bullying Strategies. Anti-bullying strategies for victim (ABS-V) and for bystander 

(ABS-B) were also examined with two 2 x 3 mixedANOVA. For ABS-V, no statistically 

significant differences were found across the three groups, F(2/22) = .28,p = .76, 11/ = .03, 

between pretest to posttest, F(l/22) = .90,p = .35, 11/ = .04, or interaction, F(2/22) = .22,p 

= .80, 11P2 
= .02; see Table 8. 

Table 8. 

Means and Standard Deviations ofthe Anti-Bullying Strategy - Victim 

M SD 

Control GO GD Control GO GD 

Pretest 1.75 1.44 1.75 1.39 1.01 1.04 

Posttest 1.75 1.33 1.63 1.39 .71 .92 

As for ABS-B, no statistically significant differences were found across the groups, 

F(2/21) = .41,p = .67, 11/ = .04, between pretest to posttest, F(l/21) = 1.32,p = .26, 11/ = .06, or 

interaction, F(2, 21) = 1.24, p = .31, 11P2 
= .11 ; see Table 9. Based on the results from the 

analysis above, H 1 and H2 were not supported. 

Table 9. 

Means and Standard Deviations ofthe Anti-Bullying Strategy - Bystander 

M SD 

Control GO GD Control GO GD 

Pretest 1.36 1.22 1.71 .92 .44 1.50 

Posttest 1.36 1.22 1.57 .92 .44 1.13 
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4.1.2. Research Question 

RQl asked if there was a relationship between the level of player-avatar interaction and 

the level of participants' internalization. The results of Pearson correlation indicated that there 

were no statistically significant correlations among player-avatar interaction, bullying 

knowledge, bullying victimization self-efficacy, and anti-bullying strategies. The detailed results 

can be found in Table 10. 

Table 10. 

Correlation ofthe PAX, BBK, B VSES, ABS-V, and ABS-W 

Variables 1 2 3 4 5 

1. PAX 

2.BBK .35 

3. BVSES .15 .11 

4. ABS-V -.23 -.10 -.18 

5.ABS-B -.18 -.03 -.16 .4s* 
N 14 14 14 18 18 

*p < .05, ** p < .01, ***p < .001 

RQ2 asked if there was a relationship between player-avatar interaction and prosocial 

choice. According to the result of Pearson correlation, no significant relation was found between 

player-avatar interaction and prosocial choices, r = -.05,p = .90. 

4.2 Qualitative Insights 

To answer the first research question, participants in both GD and GO groups were asked 

to complete a customized playbook, which consisted of activities such as drawing of the main 

characters' feeling, writing a letter to Tal, etc. This section reports the qualitative data collected 

from the playbook. 
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4.2.1 Defining Bullying 

The second activity asked the BREAKAWAY players to define bullying with their own 

words after playing episode one and two in BREAKAWAY. A total of 31 quotes were coded 

based on themes. Surprisingly, all of the players were able to define bullying in their own words 

in one way or another. For example: "Bullying is purposely hurting someone emotionally or 

physically. Bullies try to make them feel good by hurting others." (Participant 100002), 

"Bullying is when someone teases or says mean things about you. They might spread rumors 

about you that are not true. Bullies can hurt you physically or your feelings." (Participant 

100011). Verbal bullying had the most comments, which included seven quotes about teasing, 

saying mean things, and spreading rumors were used by the players to define bullying. The other 

two forms (i.e., physical and emotional) of bullying received five quotes respectively whereas 

social bullying only received one comment. There were six quotes that defined bullying as being 

mean in general. There was no quote related to behavior frequency or power imbalance. 

Nevertheless, there were four quotes that pointed out the intentional aspect of bullying behavior. 

4.2.2 Identifying Disrespectful Behavior 

About 94.4% of the BREAKAWAY players were able to identify disrespectful behavior 

(Figure 10). Four drawings (n = 18) were related to BREAKAWAY narrative where a male asking 

a female to leave the soccer field or yelling at a female (Figure 11). All drawings of 

disrespectful behavior can be found in Appendix G. 
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Figure 10. Examples for participatory sketching about disrespectful behavior. 

Figure 11 . Examples for participatory sketching about disrespectful behavior related to 

BREAKAWAY narrative. 

4.2.3 Identifying Character Emotions 

BREAKAWAY players were asked to "Draw pictures of Hanna and Will to show how they 

might feel in this situation. Add a bubble to show what might be going through their minds." 

How Would Hanna Feel? A total of 68.8% (SD= .48) of the players were able to 

identify Hanna's feeling as a bullying victim (Appendix H). About 90% of the participants in GD 

group (SD= .32) recognized Hanna's emotion whereas only 33.3% of the GO participants 

(SD = .52) did. Two of the GO participants even admitted that they forgot what happen with 

Hanna. Figure 12 shows some examples of the sketching. Interestingly, 87.5% of the boys (SD 

= .35) were able to distinguish Hanna's feeling while only half of the girls (SD= .53) did. 
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0 

~Qy 
Figure 12. Examples of participatory sketching about Hanna's feeling. 

How Would Will Feel? About 58.3% (SD= .51) of the BREAKAWAY players were able 

to identify Will's feeling (Appendix H); 83.3% of the GD participants (SD= .41) pointed out 

Will's sadness as opposed to 33.33% in the GO group (SD= .52); 66.7% of the boys (SD= .52) 

successfully recognized Will's feeling whereas 50% of the girls (SD= .55) did. Figure 13 

provides some examples. 

Figure 13. Examples of participatory sketching about Will's feeling. 

4.2.4 Letter to Tai 

BREAKAWAY players were asked to consider Zak's opinion of Raina and write a letter to 

the antagonist, Tal, telling him why Raina should be allowed to play on the team. The content 
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was coded using common theme and yielded 32 quotes. The average word count was 24.28 

words and 17 out of the 18 BREAKAWAY players (94.4%) explicitly commented that Raina 

should stay on the team. One participant wrote, "Hello Tal, can you tell me why you think the 

girl cannot play soccer?" instead of directly express whether Raina should be on the team. There 

were 11 quotes commenting on Raina's capability of being a good player ( e.g., "Raina should 

play on the team because she is good, and she demonstrate good sportsmanship."); nine asked 

Tal to stop bullying Raina (e.g., "You should let Raina play soccer this kind of behavior is 

bullying."); seven mentioned that girls/Raina and boys have equal rights to play soccer (e.g., 

"Everybody should be treated equally, and nicely"); two pointed out that Raina did not do 

anything wrong. It is interesting to note that two participants used negative words/name calling 

( e.g., jerk, dumb butt) in the letter to describe Tal. 

4.2.5 List of Anti-Bullying Strategy 

Strategies for a Victim. In the pretest, the participants offered total of 43 strategies from 

the perspective of bullying victims. Most of the participants suggested reaching out for help. 13 

of the quotes suggested getting adults (i.e., teacher, school staff, and parent) involved in bullying 

situation, and six quotes for telling someone in general and 11 strategies were about ignoring the 

bully or walk away from the situation. Surprisingly, seven of the suggestions adopted an-eye

for-an-eye approach (e.g., "I bully people back!" "I would kick em' in the groin"). 

The posttest was built into the activities only for GD and GO groups. A total of 24 

comments were made in terms of dealing with bullying scenario as a victim. Most participants 

still prefer to having adult involvement ( eight quotes for teacher/school staff/parent, and six 

quotes for adult in general). There were two quotes suggesting fighting back and two quotes 
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suggesting confronting bullies. There were also two quotes acknowledging emotional needs 

(e.g., "I would cry"). 

Strategies for a Bystander. The participants suggested 3 7 strategies from the 

perspective of a bystander. In the pretest, there were 12 quotes suggesting standing up for the 

victim. Consistent to the victim situation, telling teachers, school staff, or parent was still the 

most commented strategy (12 quotes). There were still two quotes suggesting ignore the 

situation, and two quotes supporting bullying back. 

A total of 24 quotes of anti-bullying strategies were suggested in the posttest if witnessing 

bullying evens. Eight quotes indicated that the participants would try to offer help to the victim. 

Unlike in the previous results, only three comments suggested involving teachers, and four 

quotes suggested finding adults for help. There were four comments that said they would ignore 

the situation and run away. 

4.2.6 Standing Up to the Bullies 

This activity required the participants to draw one or more ways that Raina can stand up 

to Tal when being bullied. About 31.3% of the participants (n = 16) claimed that they did not 

remember the narrative where Raina stood up against Tal's bullying. Nevertheless, some 

participants were still able to either suggest constructive coping strategies such as confronting 

Tal or getting help from the soccer coach (Figure 14). 
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Figure 14. Examples of participatory sketching about Raina standing up to Tal. 

4.2.7 Participant Review 

Participants were asked to share their memorable moments, what they had learned during 

the program, and how the program changed them (if any). Participants were able to remember 

the plot from BREAKAWAY (e.g., "I remember Raina standing up to Tal") and learned about 

gender equality (e.g., "I learn from BREAKAWAY is boys and girls can play anything"). One 

participant commented, "I learned that 'bullying' isn't always as simple as it seems." Another 

participant stated, "The game changed my life forever by telling me the proper way to deal with 

bullying." 

4.3 Narrative Exposure 

4.3.1 Descriptive Statistics 

Players' gameplay processes were recorded with iSpring Free Cam and coded by the 

author to measure exposure time for both cut-scenes and questions. Due to unexpected technical 

difficulties, some of the recordings were deleted by the computer system. One participant only 

chose answers on the left side and was excluded from the analysis, leaving only 18 participants. 

Out of those 18, four participants had complete recordings from all 13 episodes. Missing data 
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was coded as "not encountered", "not encountered due to technical difficulty," and "not 

encountered due to absence." In order to conduct any meaningful calculations, all the missing 

data was deleted so these empty cells would not be included in the calculation of averages, etc. 

Descriptive statistics (i.e., range, mean, and standard deviations) were calculated for each 

of the cut scenes with at least more than one participant's input. In addition, the following 

variables were calculated, (a) the average time spent reading the narrative per cut scene in 

seconds, (b) the average time for the participant to respond to the questions in seconds, ( c) the 

number of times each participant went back to reread narrative before answering questions, 

(d) the percentage of prosocial answers each participant chose, and ( e) the percentage of 

antisocial answers each participant chose. Table 11 lists the descriptive statistics for the 

variables above. 

Table 11. 

Descriptive Statistics for Narrative Exposure, Responses, Reread, Prosocial Choice, and 

Antisocial Choice 

Variables Range M SD 

Narrative exposure 11.01 - 118.15 31.50 24.27 

Response time 2.34 - 14.33 7.53 3.17 

Reread frequency 0 -14 5.06 4.58 

Prosocial choice ratio .50 - .90 .73 .11 

Antisocial choice ratio 0 - .37 .11 .10 

Pearson correlations were used to examine the relationships between narrative exposure 

and the other variables. In addition, independent t-tests were conducted for group comparisons. 

Narrative exposure had a significant and positive correlation with response time, r(l 7) = .76, 

p < .001. In other words, participants who spent more time reading the text also spent more time 
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answering the questions. The rate of prosocial answers had a significant and negative correlation 

with the rate of antisocial answers, r(l 7) = -.95,p < .001, given there were not many neutral 

answers. However, narrative exposure is not correlated with the rate of prosocial answers, r( 17) 

= .05,p = .850. It might be resulted from the small sample and the American cultural context 

with the rate of prosocial answers ranged only from 50% to 90%. On the other hand, it is 

important to point out that there was not a single participant who chose only prosocial answers. 

In the meantime, the highest rate of antisocial answers was 3 7%, which means that the 

participant chose an antisocial answer more often than one in every three questions. 

Participants on average reread some of the cut scenes 5.06 times (SD= 4.58) throughout 

the gameplay with a range of Oto 14 times. There were 75% of the answers responded with 

prosocial choices after participants went back and reread the narrative (SD= .18) whereas 12% 

were antisocial response (SD = .18). 

Gender difference tests showed girls generally spent more time reading the narrative than 

boys even though it was not statistically significant, F(l /15) = 3.19,p = .09. Compares to boys, 

girls also spent more time answering questions, F(l /15) = 11.88,p = .004. However, boys reread 

(M = 4.67, SD= 4.47) slightly but not statistical significantly more often than girls (M = 4.38, SD 

= 4.53), F(l /15) = .02,p = .90. They also had higher rates of prosocial answers (M = .77, SD 

= .12) than girls (M = .71, SD= .09), F(l /15) = 1.43,p = .25 . In contrast, girls had higher rates 

of antisocial answers (M= .14, SD= .10) than boys (M= .08, SD= .10), F(l /15) = 1.05,p = .32. 

Age difference tests reported that younger participants took more time to read the 

narrative. Compared to the IO-year-olds (M = 19.29, SD= 7.62), participants who were eight 

years old (M = 40.95, SD= 31.05) spent twice as much time in reading the narrative although the 

difference was not statistically significant, F(2/14) = 1.33,p = .30. The 8-year olds spent 
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significantly more time (M= 9.16, SD= 3.02) to respond to questions than the 10-year-olds (M= 

4.21, SD= 1.32), F(2/14) = 6.29,p = .01. 

The results from the four participants with complete records indicated that they spent 

ranging from 209.45 to 540.05 seconds on average to read through all the narrative with and 

averages ranging from 16.11 to 41.54 seconds per episode. Figure 15 shows the trend of 

exposure time from these four participants. 
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Figure 15. Line chart of overall trend of narrative exposure data of four BREAKAWAY players. 

4.3.2 Narrative Exposure Time and Internalizations 

RQ4 asked the relationship between narrative exposure time and internalization. To test 

the relationship, I first compute the gain scores ofBBS, BVSES,ABS-V, andABS-B. The 

Pearson correlation indicated that there were no significant relations among narrative exposure, 

bullying knowledge, bullying victimization self-efficacy, and anti-bullying strategies. Table 12 

details the results. 
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Table 12. 

Correlation ofthe Narrative Exposure, BBK, BVSES, ABS-V, andABS-B 

Variables 1 2 3 4 5 

1. Narrative exposure 

2.BBK .46 

3. BVSES .09 .11 

4.ABS-V .10 -.10 -.18 

5.ABS-B .14 -.03 -.16 .48 * 
N 17 10 11 15 15 

*p< .05, ** p< .01, *** p< .001 

4.3.3 Narrative Exposure Time and Prosocial Choice Rates 

RQ5 asked whether there were relations between narrative exposure and the rate of 

prosocial and antisocial in-game choices. The results from Pearson correlation indicated that 

there was no significant relation between narrative exposure and prosocial choices, r = .05, 

p = .85. No relation was found between narrative exposure and antisocial choices, r = -.05, 

p = .84. Therefore, there was no statistically significant evidence to support that narrative 

exposure is correlated with player's in-game choices. 
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CHAPTERS 

DISCUSSION AND CONCLUSION 

Bullying is a hazard for public health (Blumen, 2010). Its detrimental impacts often 

haunt both the perpetrators and victims long after the incident. Early prevention and intervention 

are essential for mitigating the issue. This dissertation examined the educational potential of a 

narrative-based digital game BREAKAWAY for bullying prevention among elementary school 

aged children. The research hypotheses and questions focused on evaluating the effectiveness of 

using narrative-based gaming mechanics and gameplay combined with facilitated group 

discussion as potential alternative tools for engaging and educating young players to learn about 

different types of bullying, help boost their self-efficacy, and expanding their coping strategies. 

5.1 Summary of Major Findings 

5.1.1 About the Audience 

In the past few decades, many school-based anti-bullying programs have been developed 

and implemented in the United States. Although the empirical research does not offer solid or 

consist evidence in terms of how these programs have changed the American youth, this 

dissertation adds more detailed information about elementary school aged children's knowledge 

about bullying and their bullying victimization self-efficacy. 

The study participants had a good understanding about the basic forms of bullying 

behaviors at the baseline: About three in four participants were able to recognize verbal bullying, 

close to four in five students recognized social and emotional bullying, and almost nine out of 

ten participants recognized general physical bullying. All of the participants were able to define 

bullying in their own words in the open-ended question. Together, these results suggested that 

the current anti-bullying education has reached a decent level of efficacy. 
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5.1.2 The Effect of Narrative and Game-Based Learning 

HI hypothesized that the participants who played BREAKAWAY would have better 

internalization outcome than the control group. The result suggested that overall there were no 

statistically significant differences from pretest to posttest in bullying knowledge, bullying 

victimization self-efficacy, and anti-bullying strategies. However, the plots that compare the 

changes between groups and from pretest to posttest indicated some interesting trends. First, GO 

group did have an increased score in bullying victimization self-efficacy after gameplay, but the 

participants' knowledge about bullying behavior and anti-bullying strategies as victim both 

dropped 7%. In the meantime, control group showed 7% of improvement in bullying knowledge 

and 9% growth in general bullying victimization self-efficacy. Even more surprising was that the 

participants in control group increased 19% of the score in self-efficacy in soliciting support 

from others from pre to posttest. It remains unclear, however, in terms of the reason why the 

control group would also show improvement. 

H2 attempted to examine whether if participating in facilitated groups after gameplay, as 

opposed to gameplay only, will further benefit the students in terms of their internalization. GD 

group showed a pretty steep growth in bullying behavior knowledge after the gameplay. The 

average score in posttest increased by 22% compared to pretest. Although GO group seemed to 

have a slight drop in bullying knowledge, the difference was only 7%. 

Participants in both GD group and GO group showed increasing but not statistically 

significant trends in overall bullying victimization self-efficacy, self-efficacy in soliciting help 

from others, and self-efficacy in telling the bully to stop. This result was also consistent with the 

results from anti-bullying strategies in that most common strategies were either telling the bully 

to stop bullying or asking the adults to offer help. However, the score for self-efficacy in 
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standing up against bullies dropped 3% after gameplay for GD group whereas GO group 

improved by 13%. 

Based on the plot, gameplay did not seem to result in obvious change in the numbers of 

anti-bullying strategies that participants could come up with. The qualitative results, on the other 

hand, demonstrated the change after gameplay. Soliciting help from adults was the most 

common anti-bullying strategy if the participants were the victims. As bystanders, participants 

also tend to consult teachers, school staff, or parents in the pretest but were more willing to stand 

up to help the victim themselves in the posttest. Participants were less likely to suggest using 

aggressive methods to treat the bully, and were able to recognize the victim's emotional status in 

the posttest. 

Given that the use of avatar as a transitional character that reflects the presence of the 

player in BREAKAWAY, this study also explored the relationship between the player and their 

avatar. RQl asked the relation between player-avatar interaction and participants' 

internalization, included bullying behavior knowledge, bullying victimization self-efficacy, and 

anti-bullying strategies. Overall, there was no significant result in this study that suggested a 

relation between player-avatar interaction and participants' internalization. On the other hand, 

RQ2 sought to answer the question whether if there was a relation between player-avatar 

interaction and participants' prosocial choice rate. The result from this study did not show 

adequate evidence to suggest any relationship between these two variables. 

5.1.3 Qualitative Insights 

Considering the young age of the participants and the nature of this study, the playbook 

was employed to reinforce the fun aspect of learning in addition to the gameplay. The activities 

in the playbook were purposefully designed to reflect the core value of the game and help the 
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participants to retain the information. Utilizing participatory sketching and writing approaches 

could benefit young participant who might not have mature enough reading and writing level. 

The results also yielded rich information. 

First, regardless of the mix findings from the empirical evidence, all the participants in 

this study were able to define bullying in their own words. In addition, more than 90% of the 

participants were able to recognize disrespectful behavior. However, the results still revealed the 

need of helping students to detect subtle characteristics of bullying such as frequency and the 

underlying power imbalance issue. Just the old saying, "devil is in the detail," students and 

educators might be able to prevent detrimental consequence if they can detect subtle clues of 

potential bullying early on. 

Secondly, close to 70% of the participants were able to recognize the negative emotion of 

the victims in BREAKAWAY. More specifically, almost three times more of the GD participants 

showed empathy toward Hanna and Will compared to the GO group. As suggested by multiple 

studies (Gini, Albiero, Benelli, & Altoe, 2007; Jolliffe & Farrington, 2011; Kokkinos & Kipritsi, 

2012; Nickerson, Mele, & Princiotta, 2008; Van Noorden, Haselager, Cillessen, & Bukowski, 

2015), empathy plays a pivotal role in bullying issue as it associate with bullying involvement, 

bystander behavior, victimization, etc. It is critical for anti-bullying programs to foster such trait. 

Thirdly, the activity "Letter to Tal" offered an opportunity for participants to practice 

reasoning with the bully as an alternative anti-bullying strategy. Almost all the participants were 

able to provide sound argument to explain to the bully the reason why Raina should stay on the 

team. Many of them acknowledged girls are capable of playing sports and should be treated 

equally as boys. 
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Last but not lease, participants in both GD and GO groups seemed comfortable seeking 

help from teachers, school staff, and parents if they were victims or bystanders as evidenced by 

the list of anti-bullying strategies. As suggested by Crothers, Kolbert, and Barker (2006), having 

support from adults was considered "almost always helpful" when the students are dealing with 

bullying situation. Once again, this result stressed the critical position that educators and parents 

hold in bullying prevention. Many scholars had emphasized the need for adult involvements in 

bullying interventions. As such, anti-bullying program should not only focus on educating the 

students, but also the adults who might be able to provide support. 

Confronting the bully received quite a few comments in this study. A survey conducted 

by Frisen, Hasselblad, and Holmqvist (2012) had found that such strategy was considered quite 

effective for stopping bullying behavior among former victims. Olweus (1999) suggested poor 

coping skills (e.g., crying) might exacerbate the bully's reaction and worsen the bullying 

situation. Therefore, enhancing student's confidence and self-efficacy could potentially mitigate 

the issue. 

It was also alarming to see some participants suggesting aggressive means as anti

bullying strategies. Although there was no evidence to associate such response with future 

aggressive behavior, it should be a sign that is worth of monitoring. Additionally, future anti

bullying programs may consider including similar evaluative aspect. 

5.1.4 Narrative Exposure 

The narrative component is considered as the essence ofBREAKAWAY that distinguishes 

the game from other anti-bullying educational games. The goals of the last two research 

questions were to investigate the impact of this unique game design feature, and, more 

importantly, explore the potential way to measure the effect of narrative exposure more 
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accurately. With the recording of the gameplay, the author attempted to capture the exposure 

time and in-game behavior as accurate as possible. The descriptive results showed that the 

participants spent on average 31.50 seconds per cut scene with a range of 11.01 to 118.15 

seconds. The average responding time to the questions was 7.53 seconds per question with a 

range from 2.34 to 14.33 seconds. The results also indicated that the participants who took more 

time to read the narrative also spent more time to respond to the questions. Girls and younger 

participants tend to take longer time with reading the narrative and answering questions. The 

gender effect was consistent with Giannako and colleagues earlier finding (2012) which 

suggested that narratives in educational games are more attractive to girls. It was not 

suppressing that the younger participants spent more time on reading the narratives as it might be 

due to their limited reading and cognitive capabilities. However, this reminds the educators that 

special assistant ( e.g., read along) might be required to bring out better learning outcomes for the 

younger players. 

The prosocial and antisocial answer rates were also very telling. Although it is the 

developer's intention to allow the players to explore and experience different choices and the 

accompanied consequences, how the player responds to the questions might still reflect their 

intrinsic attitude to a certain extend. Therefore, it is surprising to the author that there was not a 

single participant chose merely prosocial answers, and about one third of the questions being 

antisocial. On the other hand, although some participants did express the interest of "testing the 

boundary" by trying out the antisocial options, the combined force of social cognitive theory and 

game-based learning environment provided what Gee (2003a) described as a sandbox for the 

player to experiment various behaviors and outcomes. 
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RQ4 aimed to explore the relation between narrative exposure and internalization. And 

RQ5 asked if the length of narrative exposure time is correlated with prosocial or antisocial 

choice. The results of this study did not find any statistically significant relation among narrative 

exposure, internalization, and in-game choices. 

5.2 Contributions and Implications 

5.2.1 Anti-Bullying Programs that Might Compliment Current Effort 

This dissertation is a pilot study that aims to evaluate the effectiveness ofBREAKAWAY 

as a means to compliment current anti-bullying effort. As such, this study sought to compare the 

advantages of implementing the game plus facilitated discussion groups against gameplay only 

and non-narrative game. Although the quantitative data analysis did not yield any statistically 

significant results due to the small sample size, this pilot study demonstrated the potential of this 

approach with the increasing trend in bullying behavior knowledge and bullying victimization 

self-efficacy. 

In the past few years, BREAKAWAY has been implemented in El Salvador with two 

empirical evaluations. However, the cultural and social environment made the BREAKAWAY 

studies in El Salvador a unique case, which may not be completely applicable to the current 

bullying status in the United States. For example, there is no equivalent translation for bullying 

in Spanish hence the research team spent more effort to communicate the concept of peer 

aggression to the youth in El Salvador. Nevertheless, as also supported by the result of this 

dissertation, children in the United States. have already established certain level of knowledge 

regarding bullying. As such, this dissertation serves as a gauge for future program design. 
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5.2.2 Qualitative Learning Outcome 

As many researches have pointed out, bullying is a complex phenomenon (Mishna,2012). 

The evaluation of anti-bullying program can benefit from diverse and complimentary. This 

current study attempted to investigate the participants' improvement from different angles using 

unconventional methods such as participatory sketching. The results also support the benefit of 

adopting such approach as it provided more nuanced information regarding the participants' 

learning outcome. 

5.2.3 Understanding the Role of Narrative Exposure 

Narrative is the most distinctive design element in BREAKAWAY. This dissertation 

attempted to employ a novel method for measuring the impact of narrative. Utilizing computer 

screen recording software, the researcher is able to capture the time participants spend on each 

cut scene, their specific gameplay behaviors, and the decisions made by the participants. Despite 

some potential technical difficulties, such approach might offer a more accurate way to collect 

data. By analyzing the data, research could derive valuable information regarding the influence 

of the overall narrative and specific message. 

5.3 Limitations and Future Directions 

First and foremost, the major challenge of developing and implementing this study was 

finding collaborator, hence the small sample size prevented us from making solid statistical 

inferences. Based on the result of power analysis, the required sample size should have been at 

least 108 participants for a .25 effect size. However, only a few school principals responded to 

the research recruitment email during the recruiting process. The next step for the BREAKAWAY 

research team is to establish stable partnership with local schools. 
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Secondly, as much as the author attempted to comply with random assignment, there 

were still some compromises. There were two siblings who happened to be assigned to the same 

group. There were also, however, participants who knew each other from school and requested 

to be in the same group. Future study might benefit from a crossover design. 

Thirdly, due to the time constraint, all three groups were held at the same time. Although 

the author made an effort to prevent contamination, there were times when the participants in 

different groups were dropped off or picked up by the same person. There were no clear signs to 

show that the participants had exchanged information regarding different study conditions, 

nevertheless, future research should consider scheduling different study conditions at separate 

timeframes to avoid contamination. 

Lastly, the current study only compared the difference among gameplay plus discussions, 

gameplay only, and non-narrative game. Future research might consider including traditional 

school-based anti-bullying program in order to compare the effect of game-based learning 

against traditional school-based programs. 
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APPENDIXA 

RECRUITMENT EMAIL TO LOCAL SCHOOLS 

Dear Principal, 

Good morning. My name is Yishin (Vivian) Wu, and I am a doctoral candidate at the 
Communication Department at the University at Buffalo. I am conducting a research study for 
my dissertation, which examines the effect of different ways of playing (like group play, 
educational computer games, educational board games, etc.) on children's learning outcome. The 
study was reviewed and approved by University at Buffalo Institutional Review Board (UBIRB). 
Dr. Hua Wang, who is the chair of my dissertation committee, will be the faculty research 
advisor that oversees the study. (Please click here for Dr. Wang's information.) 

The study will be hold as a free 5-day entertainment-education program on UB North campus. 
I was wondering if you could help me disseminate the attached information to the students who 
are currently enrolled in 3rd to 5th grade in your school district. You could also visit the website 
(http ://www.buffalo.edu/-yishinwu) for more information and registration. If you have any 
further questions, please do not hesitate to contact me at yishinwu@buffalo.edu or 716-208-
5535. I greatly appreciate any assistance you could provide. 

Sincerely yours, 

Yishin 

mailto:yishinwu@buffalo.edu
http://www.buffalo.edu/-yishinwu
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APPENDIXC. 

REGISTRATION WEBSITE 

UB Winter Camp Registration 
My name is Yishin (Vivian) Wu . I am a doctoral candidate at the Communication Department at the 
University at Buffalo. Thank you for the interest of participating in the research by registering the 
Winter Camp. Please read through the following consent for more detailed information about the 
research and the camp. If you have any further questions, please do not hesitate to contact me at 
v.ishinwu@buffalo.edu or 716-208-5535. 

* Required 

Untitled Section 

Parental Consent 

mailto:v.ishinwu@buffalo.edu


1
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Permission to Take Part in a Human Research Study Page I of S 

T~ Unlwerslty at Buffalo 
~ ~S,att1UP1frersityofNt!WYori:: 

University al BulTalo Inslilullonal Review Board (UBIRB) 
Office of Research Compliance IClinical and Translational Research Center Room 5018 

875 Ellicott S1. I Buffa lo, NY 14203 
UB Federalwide Assurance ID#: FWA00008824 

Parent Permission for a Child to Participate in a Research Study 

Title of research study: Learning By Playing: The Effect ofPlaying on Children's Learning 
Outcomes 

Version Date: 1110212016 

Investigator: Yishin Chu Wu, Doctoral Candidate from the Department of Communication 

Why am I being invited to take part in a research study? 
You and your child are being invited to take part in a research study because we want to understand 
how playing various games would affect chi ldren aged 8- 10 and their learning outcomes. 

What should I know about a research study? 
Someone will explain this research sh1dy to you. 

• \Vhe ther or not you take part is up to you. 
You can choose not to take part. 

• You cHn agree lo take part and h1ter change your mi nd. 
Your decision will not be held against you. 
You ccm ask al1 the questions you want before you decide. 

Who can I talk to? 
If you have questions, concerns, or complaints, or think the research has hu 1 you, talk to the research 
team al 716-208-5535 or yishinwu@buffalo.edu. You may also contact the research participant advocate 
at 716-888-4845 or rcsearchadvocate@buffa lo.edu. 

This research has been reviewed and approved by an Institutional Review Board ('"IRB "). You may 
talk to them al (716) 888-4888 or email ub-irb@buffa lo.edu 

if: 
You lrnve questions about your rights as a parti cipant in this research 
Your questions, concerns , or complaints are not being answered by the research team. 

• You cannot reach the research team. 
You wnnt to tnlk to someone besides the r esenrch tcnm. 

You want to get in fonn ation or provide input about this research. 

Why is this research being done? 
Playing has being one of the major methods for children to learn new knowledge and ski lls. \\Tith this 
study, we would like to explore the relationship between the types of game/activity (such as hands-on, 
physical, or d igital) and learning outcomes. The result of this study may help educators and researchers 
to develop and des ign more sophisticated and nuanced games lo facilitate learning. 

H RPP Re-11slon D11le: Scpl cmber 17. 2015 

Parental Consent 2/5 

mailto:ub-irb@buffalo.edu
mailto:rcsearchadvocate@buffalo.edu
mailto:yishinwu@buffalo.edu
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Permission to Take Part in a Human Research Study Page 2 of 5 

How long will the research last? 
We expect that your child be in this research study for fi ve days, and then fi ll out an on-line fo llow-up 
sun1ey a month after the st udy is completed. 

How many people will be studied? 
We expect a bout 120 children pai1icipate in this research study. 

What happens if I say yes, I want to be in this research? 
Your child wi ll be pai1icipating a free 5-day winter camp from December 26th to 30tl' held on the North 
Campus of Uni vers ity at Buffalo. During these. 5 days, your child wi ll be playing vari ous fo nnats of 
age-appropriate games, such as hands-on activ ities (a1t s an d craft. group games, etc), physical 
act ivities, board games, and video gm11es. Trained graduate students in the Depat1ment of 
Comnumication will be leading these activ ities and games. Below is a sample schedule : 

8:45-9:30 Arri val/free time 

9:30-J0:15 Acti vity of Day 

Monday-Gym Games 

T uesday-A r1s and Crafts 

Wednesday- Wacky sport Wed nesday 

T hursday- Arts a nd crafts 

Frid ay- Singin g 

10: 15- I 1:00 The me activity 

11:00- 11:15 Snack (provided by camp) 

11 : 15- 12:00 T he me act ivity 

12: 00-12:45 L1111ch (provided by camp) 

12:45-1 : 15 Free time 

1:30-2: 15 Boa rd Game 

2: 15-3:00 Theme activity 

3:00-3 : 15 Snack (provided by camp) 

3 : 15-4:00 S po11 act iv ity/C reati ve ans option 

4:00-4:30 Group games 

4 :30-5:00 Camper pick-up/Free time 

HRPP Revision Dille: St11lcmbcr 17. 201 5 

Parental Consent 3/5 
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Permission to Take Part in a Human Research Study Page 3 of 5 

What are my responsibilities if I take part in this research? 
If you take part in thi s free research camp, you will be res ponsible to provide transportation to and 
fro m the camp. 

What happens if I do not want to be in this research? 
Your partic ipati on in this research study is voluntary. You may choose not to enroll in this study. 

What happens if I say yes, but I change my mind later? 
You or your child can leave the research at any time it will not be held against yo u or your child. 

Is there any way being in this study could be bad for me? 
While there are no known risks associated with these procedures from other si milar studi es (Wang, 
Choi, Wu, & DeMarle, 201 4; Wu, Wang, Ch01 , &Demarle, 20 16), one of the video games we use in 
this study conta ins some mild violent scenes (see the sample cut scenes below) that may evoke 
traum atic experiences. Your child is free to leave the research at any time should they fee l 
uncomfortable or disturbed by the scene. In add ition, campus counseling enter (http: //www.ub
counscli ng.buffo lo.edu; 716-645-2720) wil l be available to prov ide counseling w ith your chi ld should 
the need ar ises. External counseling sites listed below are also avai lable fo r counseling services: 
Catholic Chari ti es (http://www.ccwny.org; 7 16-2 18-1400), Child and Adolescent Treatment Services 
(http://wwwcatswny .org ; 716-835-7807), and Child and Family Services (http://www.cfsbny.org; 7 16-
842-2750). 

HRPP Revis ion Dale: September 17, 20 15 

Parental Consent 4/5 

http://www.cfsbny.org
http://wwwcatswny.org
http://www.ccwny.org
https://counscling.buffolo.edu
http://www.ub
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Permission to Take Part in a Human Research Study Page 4 of 5 

Will being in this study help me in any way? 
We cannot promise any benefits to you or oth ers from your taking part in this research. However, 
possible ben efits include a fun and memorable ,,,inter camp experience for yo rn· child. 

What happens to the information collected for the research? 
Efforts will be made to limit th e use and disclosurn of you or yo ur child"s personal in.f01n1ation, 
including research study and medical or education records, to people who have a need to review this 
infonnation. \Ve cannot promise complete secrecy. Organizations that may inspect and copy your 
info nnation incl ude the IR B and other representati ves of this organizati on. 

In addit ion, the State statue may require reporting of child abuse or neglect should the research team 
uncover such event. 

Can I be removed from the research without my OK? 
\Ve will tell you about any new information that m ay affect your health. welfare, or choice to stay in 
the research. 

HRPP Revision Dille: S1..11lcm bcr 17. 201 5 

Parental Consent 5/5 
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Permission to Take Part in a Human Research Study Page 5 of 5 

Signatu.re Block for Parenta.l Pennission 
Your signature documents your penn ission for the named child to take paii in this 
research . By s igning thi s fom1 you are not waivin g any of your legal rights, including 
the right to seek compensat ion for injury related to negli gence or misconduct of those 
involved in the research. 

Print ed name of chi ld 

Signature of parent or individual legally authorized to Date 
consent to the child 's general medical care 

0 Parent 
---,--,----,,-----,,-,,-,-.,.....,..,..-,,...--.,--,--,--- 0 lncliviclual legally 

Ptinted name of parent or individual legally authoiized to authori zed 10 consent to 
consent to !he child 's general medical care the chi ld ' s general medical 

care (See note below) 

Note: Invcstigalors are to ensure thal individuals who are not parents can demonsLrate their legal 
authority to consent to the child's genera l medical care. Contact legal counsel if any questions arise. 

D Chi.Id is birtb-6 yrs. old - Assent is not required 
0 Child is 7-1 7 yrs. old - A separate Assent Document is to be s igned by the child 
D Assent will be obtained Verbally 
0 Assent has been waived by the lRB 

I cenify that the nature and purpose, the potential benefi ts and poss ible risks a5Sociatcd with 
part icipation in this research study have been explained to the above individual and that any questions 
about thi s infonnat ion have been answered. A copy of this document will be given to the subject. 

Signature of person obtaining consent Date 

Printed name of person obtaining consent 

HRPP Revision 0111c: SL11te111ber 17, 201 5 

Registration 
Please answer the following questions to complete the registration process. 
Due to limited seating, you may be placed on a wait list. We will contact you when there are 
vacancies. 

https://Signatu.re
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1. Child's Name (Last, First) * 

2. Date of Birth * 

Example: December 15, 2012 

3. Gender * 

4. School * 

5. Parent/Guardian Name (Last, First) * 

6. Address * 

7. Mailing Address (if different) 

8. Email * 
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9. Medical Information (Any medical information we need to know, please include food 
allergies.) 

10. Emergency Contact (Name, Phone Number) * 

11 . Dismissal Information (Who may pick up your child at the end of each camp day?) * 

Thank you! 
Thank you for registering for the camp. We will send you a confirmation email in 24 hours to confirm 
your registration. 

I Google Forms 
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APPENDIXD. 

PARENTAL CONSENT FORM AND CHILD ASSENT FORM 

T~ University at Buffalo 
~ 11,e State University ofNew York 

University at Buffalo Institutional Review Board (UBIRB) 
Office of Research Compliance I Clinical and Translational Research Center Room 5018 

875 Ellicott St. I Buffalo, NY 14203 
UB Federalwide Assurance ID#: FWA00008824 

Parent Permission for a Child to Participate in a Research Study 

Title ofresearch study: Learning By Playing: The Effect ofPlaying on 
Children's Learning Outcomes 

Version Date: 12/02/2016 

Investigator: Yishin Chu Wu, Doctoral Candidate from the Department of 
Communication 

Why am I being invited to take part in a research study? 
You and your child are being invited to take part in a research study because we want to 
understand how playing various games would affect children aged 8-10 and their learning 
outcomes. 

What should I know about a research study? 
Someone will explain this research study to you. 

Whether or not you take part is up to you. 

You can choose not to take part. 

You can agree to take part and later change your mind. 

Your decision will not be held against you. 

You can ask all the questions you want before you decide. 

Who can I talk to? 
If you have questions, concerns, or complaints, or think the research has hurt you, talk to the 
research team at 716-208-5535 or yishinwu@buffalo.edu. You may also contact the research 
participant advocate at 716-888-4845 or researchadvocate@buffalo.edu. 

This research has been reviewed and approved by an Institutional Review Board ("IRB"). You 
may talk to them at (716) 888-4888 or email ub-irb@buffalo.edu 

if: 

mailto:ub-irb@buffalo.edu
mailto:researchadvocate@buffalo.edu
mailto:yishinwu@buffalo.edu
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• You have questions about your rights as a participant in this research 

Your questions, concerns, or complaints are not being answered by the research team. 

You cannot reach the research team. 

You want to talk to someone besides the research team. 

You want to get information or provide input about this research. 

Why is this research being done? 
Playing has being one of the major methods for children to learn new knowledge and skills. With 
this study, we would like to explore the relationship between the types of game/activity (such as 
hands-on, physical, or digital) and learning outcomes. The result of this study may help 
educators and researchers to develop and design more sophisticated and nuanced games to 
facilitate learning. 

How long will the research last? 
We expect that your child be in this research study for five days, and then fill out an on-line 
follow-up survey a month after the study is completed. 

How many people will be studied? 
We expect about 120 children participate in this research study. 

What happens ifI say yes, I want to be in this research? 
Your child will be participating a free 5-day Children Entertainment Education Program from 
December 26th to 30th held on the North Campus of University at Buffalo. During these 5 days, 
your child will be playing various formats of age-appropriate games, such as hands-on activities 
(arts and craft, group games, etc.), physical activities, board games, and video games. Trained 
graduate students in the Department of Communication will be leading these activities and 
games. Below is a sample schedule: 

8:45-9:30 Arrival/free time 

9:30-10:15 Activity of Day 

Monday-Gym Games 

Tuesday-Arts and Crafts 

Wednesday- Wacky sport Wednesday 

Thursday- Arts and crafts 

Friday- Singing 

10:15- 11:00 Theme activity 
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11:00-11: 15 Snack (provided by camp) 

11:15-12:00 Theme activity 

12:00-12:45 Lunch (provided by camp) 

12:45-1:15 Free time 

1:30-2:15 Board Game 

2:15-3:00 Theme activity 

3:00-3:15 Snack (provided by camp) 

3:15-4:00 Sport activity/Creative arts option 

4:00-4:30 Group games 

4:30-5:00 Camper pick-up/Free time 

What are my responsibilities ifI take part in this research? 
If you take part in this free research program, you will be responsible to provide transportation to 
and from the camp. 

What happens ifI do not want to be in this research? 
Your participation in this research study is voluntary. You may choose not to enroll in this study. 

What happens ifI say yes, but I change my mind later? 
You or your child can leave the research at any time it will not be held against you or your child. 

Is there any way being in this study could be bad/or me? 
While there are no known risks associated with these procedures from other similar studies 
(Wang, Choi, Wu, & DeMarle, 2014; Wu, Wang, Choi, & DeMarle, 2016), one of the video 
games we use in this study contains some mild violent scenes (see the sample cut scenes below) 
that may evoke traumatic experiences. Your child is free to leave the research at any time should 
they feel uncomfortable or disturbed by the scene. In addition, campus counseling enter 
(http://www.ub-counseling.buffalo.edu; 716-645-2720) will be available to provide counseling 
with your child should the need arises. External counseling sites listed below are also available 
for counseling services: Catholic Charities (http://www.ccwny.org; 716-218-1400), Child and 
Adolescent Treatment Services (http://www.catswny.org; 716-835-7807), and Child and Family 
Services (http://www.cfsbny.org; 716-842-2750). 

http://www.cfsbny.org
http://www.catswny.org
http://www.ccwny.org
http://www.ub-counseling.buffalo.edu
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Will being in this study help me in any way? 
We cannot promise any benefits to you or others from your taking part in this research. However, 
possible benefits include a fun and memorable winter camp experience for your child. 
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What happens to the information collected for the research? 
Efforts will be made to limit the use and disclosure of you or your child's personal information, 
including research study and medical or education records, to people who have a need to review 
this information. We cannot promise complete secrecy. Organizations that may inspect and copy 
your information include the IRB and other representatives of this organization. 

In addition, the State statue may require reporting of child abuse or neglect should the research 
team uncover such event. 

Can I be removed from the research without my OK? 
We will tell you about any new information that may affect your health, welfare, or choice to 
stay in the research. 
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Signature Block for Parental Permission 
Your signature documents your permission for the named child to take part in 
this research. By signing this form you are not waiving any of your legal rights, 
including the right to seek compensation for injury related to negligence or 
misconduct of those involved in the research. 

Printed name of child 

Signature of parent or individual legally authorized to Date 
consent to the child 's general medical care 

□ Parent 
D Individual legally 

Printed name ofparent or individual legally authorized authorized to consent to 
to consent to the child 's general medical care the child's general 

medical care (See note 
below) 

Note: Investigators are to ensure that individuals who are not parents can demonstrate their legal 
authority to consent to the child's general medical care. Contact legal counsel if any questions 
anse. 

D Child is birth-6 yrs. old - Assent is not required 
D Child is 7-17 yrs. old - A separate Assent Document is to be signed by the child 
D Assent will be obtained Verbally 
D Assent has been waived by the IRB 

I certify that the nature and purpose, the potential benefits and possible risks associated with 
participation in this research study have been explained to the above individual and that any 
questions about this information have been answered. A copy of this document will be given to 
the subject. 

Signature of person obtaining consent Date 

Printed name of person obtaining consent 
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T..:I:.. University at Buffalo 
~ 11,e State University ofNew York 

University at Buffalo Institutional Review Board (UBIRB) 

Office of Research Compliance I Clinical and Translational Research Center Room 5018 
875 Ellicott St. I Buffalo, NY 14203 

LEARNING BY PLAYING: THE EFFECT OF PLAYING ON CHILDREN'S 
LEARNING OUTCOMES 

Example Format for an Assent Document~ 3rd Grade Reading Level 

Assent to be in a Research Study - (for Children 7-13 yrs of age) 

Who are we? 

My name is Yishin(Vivian) Wu and I am a doctoral candidate at the University of Buffalo (or 
other location). I work in the Department of Communication . 

Why are we meeting with you? 

We want to tell you about a study that involves children like yourself. We want to see if you 
would like to be in this study too. 

Why are we doing this study? 

We want to know ifplaying can help children like you to learn better. 

What will happen to you if you are in the study? 

You will join us and other children in a 5-day Children Entertainment Education Program (from 
Decepmber 26th to 30th

) . During this 5 days, you will try out different ways ofplaying, like board 
games, arts and crafts, sports, and video games. 

What are the good things and bad things that may happen to you if you are in the study? 

You will be able to play many games with other children. There are no bad thing that may 
happen to you besides some scenes with people getting mad at each others or pusing other 
people from one ofthe video games we will try out. 

Do you have to be in the study? 
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No you don't. No one will get angry or upset with you if you don't want to do this. Just tell us if 
you don't want to be in the study. And remember, you can change your mind later if you decide 
you don't want to be in the study anymore. 

Do you have any questions? 

You can ask questions at any time. You can ask now. You can ask later. You can talk to me or you 
can talk to someone else at any time during the study. You can call: 

Name of contact person on the study: Yishin (Vivian) Wu 

Phone Number: 716-208-5535 

******************** 
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Signature Block for Assent of Child 

Your signature documents your permission to take part in this research. 

Signature of subject Date 

Printed name of subject 

I certify that the nature and purpose, the potential benefits and possible risks associated with 
participation in this research study have been explained to the above individual and that any 
questions about this information have been answered. A copy of this document will be given to 
the subject. 

Signature of person obtaining consent Date 

Printed name of person obtaining consent 

[When the IRB Requires- add the following block ifa witness will observe the assent process. e.g., short form ofconsent 
documentation or illiterate subjects.] 

My signature below documents that the information in the consent document and any other written information was 
accurately explained to, and apparently understood by, the subject, and that assent was freely given by the subject. 

Signature of witness to assent process Date 

Printed name of person witnessing assent process 
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APPENDIXE. 

INSTRUMENT 

Do you think the following behavior is bullying? 

1.1 was TEASED in nasty ways 

2.SECRETS were told about me to others to hurt me 

3.1 was hurt by someone trying to BREAK UP A FRIENDSHIP 

4.1 was MADE TO FEEL AFRAID by what someone said he/she 

would do to me 

5.1 was deliberately HURT PHYSICALLY by someone and/or by 

a group GANGING UP on me 

6.1 was CALLED NAMES in nasty ways 

7.Someone who is AS STRONG AS ME FIGHT with me 

8.My THINGS were deliberately DAMAGED, DESTROYED or 

STOLEN 

9.Others tried to hurt me by LEAVING ME OUT of a group or 

NOT TALKING TO ME 

10.1 was CALLED NAMES in friendly ways 

11.1 was hit by someone ONCE or TWICE 

12.Someone told me he/she WOULDN'T LIKE ME UNLESS I 

DID what he/she said 

13 .LIES were told and/or FALSE RUMOURS spread about me 

by someone, to make my friends or others NOT LIKE me 

14.1 was TEASED in friendly ways 

YES NO 
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RIGHT NOW, how sure are you that you can . . . 

A 
Not Little Somewh More Really 
Sure Sure at Sure Sure Sure 

1.Tell a bully to stop bullying 1 2 3 4 5 

2.Get help when you are bullied 1 2 3 4 5 

3 .Ignore a bully 1 2 3 4 5 

4.Get help from an adult when you are bullied 1 2 3 4 5 

5.Stand up to a bully 1 2 3 4 5 

6.Talk about your feelings with your friends about 
bullying 1 2 3 4 5 

7 .Ask a bully to stop bullying 1 2 3 4 5 

8.Tell a teacher you are being bullied 1 2 3 4 5 

9.Walk away from a bully 1 2 3 4 5 

IO.Get help from a teacher when you are bullied 1 2 3 4 5 

11.Talk to a bully 1 2 3 4 5 

12.Get help from a friend when you are bullied 1 2 3 4 5 

13.Confront a bully 1 2 3 4 5 

14,Tell an adult you are being bullied 1 2 3 4 5 

15.Tell a bully that you don't want to fight 1 2 3 4 5 

16Talk about your feelings with your teachers 
about bullying 1 2 3 4 5 
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Please think only about the avatar you just 
played, and indicate for each of the following 
statements how much you disagree or agree 
with each statement. 

This avatar is very special to me. 
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I don ' t really care about this avatar. 1 2 3 4 5 6 7 

I have no emotional connection to this avatar. 1 2 3 4 5 6 7 

I would be heartbroken ifl lost this avatar. 1 2 3 4 5 6 7 

I appreciate this avatar. 1 2 3 4 5 6 7 

I love this avatar. 1 2 3 4 5 6 7 

This avatar has its own thoughts and ideas. 1 2 3 4 5 6 7 

This avatar has its own feelings. 1 2 3 4 5 6 7 

This avatar has the freedom to act on its own. 1 2 3 4 5 6 7 

When I log out of the game, this avatar has its 
own life. 
I pay attention to things that are wrong or 
different in this avatar's world. 
It is important to find out things that are not the 
same in this avatar's game. 
I focus on things that are not the same in this 
avatar's story and the game story. 
This avatar does what I want. 
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I contro 1 this avatar. 1 2 3 4 5 6 7 



If yourself were bullied or you see someone were bullies, what would you do? List every reaction that 
goes through your mind. 

If you were bullied ... If you see someone were bullied ... 
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~0 .... 

0 ~ 
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Draw pictures of Hanna and Will to show how they might feel in this situation . Add a bubble to show 
what might be going through their minds. 

-...J'° 



Have you heard of "bullying"? Can you explain bully in your own word? 

'° 00 



'° '° 



Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

..... 
0 
0 



If yourself were bullied or you see someone were bullies, what would you do? List every reaction that 
goes through your mind. 

If you were bullied ... If you see someone were bullied ... 

..... 

..... 0 
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Think about Zak's opinion of Raina . Write a letter from 
Zak to Tai telling him why Raina should get to play on 
the team . 
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APPENDIXG. 

PARTICIPATORY SKETCHING OF BULLYING DEFINITION 

I Spy a Bully www.breeklPNoygame.com 

Draw a disrepectful behavior you have seen before. 

I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

www.breeklPNoygame.com
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I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

100 008 
I Spy a Bully 

Draw a dlsrepectful behavior you have seen before. 
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100009 
I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

I Spy a Bully 

Draw a dlsrepectful behavior you have seen before. 
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100 01 1 
I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

I Spy a Bully 

Draw a disrepectful behavior you hav en before. 
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I Spy a Bully 

. ctful behavior you avDraw a d1srepe h e seen before. 

I Spy a Bully 

Draw a disrepecrful behavior you have seen before. 

T 

fe:,stc} <;o"'"'=Oh~ kcctl.A.S"" he """- s 
be fter 1-h:x.V\_ 0;,,,.,_ 
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10 0 00 6 
I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

I Spy a Bully 

Draw a disrepectfut behavior you have seen before. 
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I Spy a Bully www.bl'eakawaygame.com 

Draw a dlsrepectful behavior you have seen before. 

I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

www.bl'eakawaygame.com
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"0 0 1111 
I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

I Spy a Bully www.breakawaygame.com 

Draw a disrepectfu1 behavior you have seen before. 

www.breakawaygame.com


111 

I Spy a Bully 'WWN.breakawaypme.com 

Draw a disrepectful behavior you have seen before. 

1uuuo 1 
I Spy a Bully 

Draw a disrepectful behavior you have seen before. 

https://WWN.breakawaypme.com
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APPENDIXH. 

PARTICIPATORY SKETCHING OF CHARACTERS' FEELING 

How Would They Feel? www.breakawaygame.com 

Draw pictures of Hanna and Will to show how they might feel in this situa,tion. Add a bubble to show 
what might be going through their minds. · 

I . 

How Would They Feel? www.breakawaygame.com 

Draw pictures of Hanna and WIii to show how they might feel in this situapon. Add a bubble to show 
what might be going through their minds. · 

H I . 

I 

sh~ {h, I\R 31r\5 J1rri /7)fJ ( 
(' c I 5occfr; 

I CA /1.;1.rr -Y . I 
{~ 

www.breakawaygame.com
www.breakawaygame.com
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100005 
How Would They Feel? www.breakaw~.com 

Draw pictures of Hanna and Will to show how they might feel in this situa,tion. Add a bubble to show 
what might be going through their minds. · 

llllU If 
How Would They Feel? www.breekawaygBme.com 

Draw pictures of Hanna and Will to show how they might feel in this sltua_tion . Add a bubble to show 
what might be going through their minds. · 

~ 
oO~ 

www.breekawaygBme.com
www.breakaw~.com
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1111111'07 

How Would They Feel7 www.breakawaygame.com 

Draw plctures of Hanna and Will to show how they might feel in this situa.tion . Add a bubble to show 
what might be going through their mln~s. · 

ltlllllli 
How Would They Feel? www.breakawaygame.com 

Draw pictures of Hanna and Will to show how they might feel in this situa.tion. Add a bubble to show 
what might be going through their minds. 

www.breakawaygame.com
www.breakawaygame.com
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lOUOt 
How Would They Feel? 

Draw pictures of Hanna and Will to show how they might feel In thls slt ua.tlon . Add a bubble rn show 
what might be going through their minds. · 

How Would They Feel? www.breekawayiame.com 

Draw pictures of Kanna and Will to show how they might feel in this sltua.non. Add a bubble to show 
what might be going through t heir minds. · 

www.breekawayiame.com
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tltlll 
How Would They Feel? www.breakawayiame.com 

Draw pictures of Hanna and Will to show how they might feel in this situa,tion . Add a bubble to show 
what might be going through their minds. · 

tOllll l 
How Would They Feel7 www.breakaww,tame.com 

Draw pictures of Hanna and Will to show how they might feel in this situa.rion. Add a bubble to show 
what might be going through their minds. · 

www.breakaww,tame.com
www.breakawayiame.com
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How Would They Feel? 

Draw pictures of Hanna and Will to show how they might feel in this situaPon. Add a bubble to show 
what might be going through their minds. · 

How Would They Feel? www.breakawaygame.com 

Draw pictures of Hanna and Will to show how they might feel in this situation. Add a bubble to show 
what might be going through their minds. · 

www.breakawaygame.com
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How Would They Feel? 

Draw pictu res of Hanna and Will to show how they might feel in this situa.tion. Add a bubble to show 
what might be going through their minds. 

7 

Ulttl 
How Would They Feel? www.breakawaygame.com 

Draw pictures o f Hanna and Will to show how they might feel in this situa.tion. Add a bubble to show 
what might be going through their minds · 

www.breakawaygame.com
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How Would They Feel ? www.bfea~.com 

Draw pictures of Hanna and Will to show how they might feel in this situation. Add u bubble to show 
what might be going through their minds. · 

~ 

How Would They Feel ? www.breakawaygame.com 

Draw pictures of Hanna and Will to show how they might reel in this situation. Add a bubble to show 
what might be going through their minds. 

Will iS, 

Mttt 

www.breakawaygame.com
www.bfea~.com
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APPENDIX I. 

PARTICIPATORY SKETCHING OF STANDING UP TOTAL 

Raina Stands Up to Tai www.breakawaygam&.com 

Draw a way or ways that Raina stands up to Tai or a const ructive way she could stand up 
to Tai. 

"'-' • d! 10 U t 1 
• Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

www.breakawaygam&.com
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Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands up to Ta i or a const ructive way she cou ld stand up 
to Tai. 

Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

www.breakawaygame.com
www.breakawaygame.com
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Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

IO oOo9 

~ 
Raina Stands Up to Tai www.breaka......aygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

Q 
t-
i\ 

www.breakawaygame.com
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Raina stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands_ up to Tai or a constructive way she could stand up 
to Tai . 

Raina Stands Up to Tai www.b<eakawaygame.com 

Draw a. way or ways that Raina stands.up to Tai or a constructive way she could stand up 
to Tai. 

91- r y~ niNJ o 

or s+ord 

www.b<eakawaygame.com
www.breakawaygame.com
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Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways t~at Raina stands up to Tai or a qonsvuctlve way she could stand up 
to Tai. · , Yle,ip f.., ) 

Raina Stands Up to Tai www.breakBwaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

www.breakBwaygame.com
www.breakawaygame.com
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Raina Stands Up to Tai 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

www.breakawaygame.com
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Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

ZOO O 0 
Raina Stands Up to Tai www.breakawaygame.com 

~ Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

www.breakawaygame.com
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Raina Stands Up to Tai www.bteakawaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

www.breakawaya:ame.com 

Draw a way or ways that Raina stands up to Tai or a const ructive way she could stand up 
to Tai. 

www.breakawaya:ame.com
www.bteakawaygame.com
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Raina Stands Up to Tai www.breakawaygame.com 

Draw a way or ways that Raina stands up to Tai or a constructive way she could stand up 
to Tai. 

www.breakawaygame.com
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