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Abstract 

Ontario’s Ministry of Education requires Character Development to be integrated into 

regular subject curricula (OME, 2008), yet the initiative is devoid of clearly defined research-

based strategies for implementation (Bajovic, Rizzo & Engemann, 2009). The purpose of this 

mixed-methods (QUAN + qual) study was to examine the effectiveness of an evidence-based 

multicomponent psycho-educational program: The EQUIP Approach: Teaching Adolescents to 

Think and Act Responsibly (DiBiase, Gibbs, Potter & Blount, 2012) as it was implemented 

through the pedagogical tool of Narrative filmmaking in a Technological Education course.   

A 2 x 2 Repeated Measures MANOVA was conducted in a sample of 102 students, aged 14-18 

years (M = 16.12), to address the research questions: 1) Is there a relationship between the three 

dependent psychometric measures, the How I Think (HIT) questionnaire, the Social Skills 

Improvement System - Rating Scale (SSIS-RS), and the Socio-moral Reflection Measure–Short 

Form (SRM-SF); and 2) Do the groups (i.e., the group receiving The EQUIP Approach (DiBiase 

et al., 2012) through the narrative filmmaking pedagogy (referred to as the EQUIP-NF Group) 

versus the group receiving the regular method of Character Education (referred to as the Control 

Group) differ across the HIT, the SSIS, and the SRM-SF from pre to post-test?  

Qualitative interviews were analyzed to address the supporting qualitative research question: 

How do the thoughts, feelings, perceptions, and insights of both groups (the EQUIP-NF Group 

and the Control Group) explain and/or expand on the experimental results? It was found that 

when delivered through the narrative filmmaking pedagogy, The EQUIP Approach (DiBiase et 

al., 2012) was an effective psychoeducational intervention, impacting the multi-component 

constructs of EQUIP (i.e., reducing students’ anger inducing cognitive distortions, developing 

students’ moral reasoning skills, and improving social skills), while concurrently satisfying 

Ontario’s mandate to integrate Character Development into regular subject curriculum. 
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CHAPTER ONE: INTRODUCTION TO THE STUDY 

The current research is a mixed-methods (QUAN + qual) effectiveness study of the 

EQUIP Approach (DiBiase et al., 2012) delivered via a narrative filmmaking pedagogy. This 

study examines Narrative Filmmaking as a pedagogical tool for implementing the original 

EQUIP program, Teaching Adolescents to Think and Act Responsibly: The EQUIP Approach 

(DiBiase et al., 2012). 

Outline of the Pedagogical Tool: A Narrative Filmmaking for Delivering  

The EQUIP Approach (DiBiase et al., 2012) 

The original EQUIP program is a multicomponent psycho-educational curriculum that 

consists of the three multicomponent features of “anger management, correction of self-centered 

thinking errors and social skills deficiencies” (DiBiase, 2010). The original EQUIP program 

implements structured lesson plans and objectives for instructors, through activity-based 

learning. In the current study, each of the three psycho-educational components of the original 

EQUIP Approach (DiBiase et al., 2012) were administered through the pedagogical tool of 

narrative filmmaking. This narrative filmmaking method of implementation is compatible with 

Ontario’s regular Technological Education curriculum, which introduces students to concepts 

and skills encompassing movie production. Thus, the EQUIP Approach implemented through a 

narrative filmmaking pedagogy is an integrated curriculum that aims to fulfill the learning 

expectations of both the regular Technical Education learning expectations and the Ministry of 

Ontario’s mandate to embed Character Development within regular subject curriculum. 

Ontario’s Character Development initiative acknowledges that student success is 

multidimensional. As such, the Ontario program does not conform to the traditional definition of 

“Character Education” that aims to inculcate specific behavioural habits and character virtues 

(Winton, 2012).  Instead, the Ontario program recognizes that, in addition to academic success, 
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students need to be equipped with self-management competencies encompassing the “cognitive, 

affective, attitudinal and behavioural” domains (Ontario Ministry of Education, 2008, p. 10). The 

learning expectations of Ontario’s mandate for Character Development align well with the 

objectives of the EQUIP Approach (DiBiase et al., 2012). The EQUIP Approach aims to 

cultivate cognitive social perspective-taking skills, which incorporate the affective skill of 

empathy. The EQUIP Approach (DiBiase et al., 2012) also addresses self-centered thinking 

errors (assuming the worst, blaming others, and minimizing/mislabeling one’s own problem 

behaviour), and builds constructive interpersonal behaviour through social skill development. 

 My interest in this research is situated on my experience teaching Technological 

Education and secondary school students in general, who demonstrate cognitive distortions. The 

EQUIP Approach (DiBiase et al., 2012) will not only prepare students with the ability to 

recognize thinking distortions but will teach them how to replace those distortions and negative 

self-talk to prevent self-centered attitudes and further problem behaviour.  

Moreover, my teaching experience has made me familiar with the challenge that 

confronts teachers as they attempt to fulfill the Ministry requirement for Character Development. 

The Ministry initiative does not include comprehensive instructional programs that integrate 

effectively within their regular curriculum (Berkowitz, Battistich, & Bier, 2014). In a review of 

33 programs only 14 claimed to integrate character education into the academic curriculum, yet 

closer examination revealed that “most [strategies] simply inserted character lessons between 

academic lessons” (Berkowitz, Battistich, & Bier, 2014, p. 427). Nonetheless, seamless 

integration is important because it allows teachers to cover their regular curriculum expectations 

within the time constraints of a semester framework. Integrating a narrative filmmaking 

pedagogy with the EQUIP Approach (DiBiase et al., 2012) maximizes time and student 

achievement as teachers are able to meet the expectations of Character Development (through 



 

 

3 

this psychoeducation curriculum), while simultaneously delivering regular course curriculum 

content in filmmaking. Another advantage of this integrated strategy is that the learning 

expectations of the regular curriculum, which require teachers to conduct performance 

assessment and summative evaluation, are easily distinguished from those of the EQUIP 

Approach, and therefore a rubric is able to target only the regular curriculum achievement 

outcomes, allowing for teachers to produce a summative grade. 

Outline of the Study 

 Creswell (2014) asserts that researchers need to reflect on the philosophical worldview 

assumptions they bring to a study and how these beliefs translate into practice. In my view, 

determining the effectiveness of an integrated program encompassing the cognitive, affective, 

attitudinal and behavioural domains is complex and requires different levels of analysis to 

examine efficacy. Thus, a mixed methods approach was used to address the research questions 

under investigation. This methodology aligns well with my philosophical assumptions regarding 

my experience as a teacher and my practice as a visual artist, which emphasize the importance of 

pragmatic approaches to addressing real life problems. As such, I recognize the limitations of 

mono methods of inquiry and instead prefer to adopt the paradigmatic assumptions of 

Unflattening; an “engagement of multiple vantage points from which to engender new ways of 

seeing” (Sousanis, 2015, p. 32). I will use mixed methods in an attempt to pair paradigm 

perspectives, much like the pairing of slightly displaced views of the left and right eyes produce 

parallax—enabling depth perception (Sousanis, 2015). This mixed methods approach is 

consistent with my pragmatic philosophical worldview as it values the bringing together of 

different points of view using creative and rigorous methods of inquiry. 

 I used purposive sampling to select Technological Education classrooms, which meet the 

predetermined criteria of this study. This study took place with Grade 10 students within two 
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secondary schools within a Catholic board of education in southern Ontario in a middle socio-

economic suburban setting.  

As illustrated in Figure 1, I used an embedded concurrent mixed method design in which 

qualitative data served a supportive role to help explain and understand the quantitative results. 

The stage of integration (or point of interface) of the quantitative and qualitative data occurred at 

the interpretation stage where qualitative and quantitative data were compared and contrasted.  

The quantitative data includes pre and post-test scores on the following psychometric 

measures: The How I Think (HIT) questionnaire, the Social Skills Improvement System - Rating 

Scale (SSIS-RS), and the Socio-moral Reflection Measure–Short Form (SRM-SF). The 

independent variables (IV) consist of time (pre and post intervention) and group (intervention 

and control). The dependent variables (DV) are HIT, SSIS-RS, and SRM-SF scores. A 

Multivariate analysis of variance (MANOVA) was calculated on the DVs, followed by 

significance tests involving each DVs separately. This analysis helped determine: a) whether 

changes in the IVs (time and group) had significant effects on the DVs; b) the nature of the 

relationships between the DVs; and c) what is the nature of the relationship between the IVs. 

The qualitative data consist of student interviews, which occurred after study completion, 

in both the control and intervention groups. A randomly selected sub-sample of 4 students (2 

from the Control Group and 2 from the EQUIP-NF Group) where interviewed individually by 

the researcher. This qualitative data helped explain the outcome of the results in more depth and 

chronicle the practical experiences, thoughts, feelings, and behaviours influencing the 

implementation effectiveness of the EQUIP Approach when implemented using the pedagogy of 

narrative filmmaking from these students’ perspectives. 
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Figure 1.  
 
Illustration of mixed methods design applied in present study 
 

 

Garchinski (2018a)  
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Definition of Terms 

 In the context of this proposed research study, pertinent terms are defined as: 

Moral Development refers to a broad concept that includes cognitive constructs (sociomoral 

reasoning and moral judgment) and emotional constructs (empathy, guilt, shame and remorse) 

that suppress antisocial, aggressive, and other harmful acting-out behaviour (Van Vugt, 2011). 

Character Development – is defined according to the definition in the Finding Common 

Ground: Character Development in Ontario Schools document, “Character Development in 

Ontario schools is about critical and analytical thinking, questioning, anticipating problems and 

contributing to solutions. [It] is about self-management, self-discipline and the development of 

interpersonal competencies” (Ontario Ministry of Education, 2008, p. 7). 

Psycho-educational curriculum - an evidence-based therapeutic program for “facilitation of 

more mature and accurate cognitive and behavioural skills” (DiBiase et. al., 2012). 

Multi-component nature of antisocial problem behaviour – Antisocial problem behaviour is 

multimodal since it involves deficiencies regarding social skills, ethical responsibility, anger 

management and social decision-making (Lane, Wehby, & Barton-Arwood, 2005). 

Thinking errors/Cognitive distortions - are anger-arousing thoughts (mind-activities) based on 

distorted thoughts and beliefs such as self-centered thinking, minimizing or mislabelling 

destructive behaviour, blaming others for one’s irresponsible behaviour, and assuming the worst 

about others’ intentions (DiBiase et. al., 2012). 

Self-serving cognitive distortions - are thinking errors that accord “status to one’s own views, 

expectations, needs, rights, immediate feelings, and desires to such an extent that the legitimate 

views, etc., of others (or even one’s own long-term best interest) are scarcely considered” 

(Gibbs, Potter, & Goldstein, 1995, p. 108). 
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Self-centered attitude - is a cognitive distortion in the form of egocentric bias that influences an 

individual to believe his/her own opinions and feelings are more important than those of other 

people (DiBiase et. al., 2012). 

Social skills deficiencies - are characterized by poor social skills that include deficiencies in 

managing anger, correcting self-serving biases and good decision-making (DiBiase et. al., 2012). 

Prosocial behaviors - are actions intended to benefit others such as sharing, comforting others, 

helping, and cooperating. (Carlo, 2006). 

Role-play - is a pretend play whereby the part of someone other than the self is acted out. Role 

play often results in a “perspectival shift” that may manifest shifts in mood, emotion, sensations 

and needs that are appropriate to the role the individual has temporarily immersed themselves in 

(Harris, 2000, p. 30). 

Moral narrative (filmmaking) - does not merely refer to a fictitious composition but rather, it 

refers to a theory of symbolic and sequenced actions that have meaning for those who create and 

interpret them. This paradigm “has relevance to real as well as fictive worlds, to stories of living 

and to stories of imagination” that involve concerns of right and wrong, codes of moral conduct, 

and dilemmas that involve the prevention of harm (Fisher, 1984, p. 2). 

Background to the Problem 

 Students’ success in school, and their life beyond it, depends on the acquisition of 

knowledge and skills that exceed academic competencies.  The deliberate fostering of social 

skills, and thoughtful decision-making are considered integral factors that help students develop 

a positive sense of self, mutually respectful relationships, and academic success. Moreover, 

schools are expected to focus on prevention in order to curb violence, social aggression, and 

other disruptive behaviours that jeopardize overall school climates (Gottfredson, Gottfredson, 

Payne & Gottfredson, 2005; Battistich, 2005; Lane, Carter, Jenkins, Dwiggins & Germer, 2015). 
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Concordant with these ideals, in 2008 the Ontario Ministry of Education initiated a 

mandate for Character Development in all publicly funded schools (Ontario Ministry of 

Education, 2008). The Finding Common Ground document directs teachers to “embed character 

development in their subject areas and in all classrooms” (Ontario Ministry of Education, 2008, 

p. 7). Ontario’s initiative aims to “address the cognitive, affective and behavioural domains” of 

character development and to help students gain a growing “depth of self-awareness” (Ontario 

Ministry of Education, 2008, p. 5). However, Ontario’s Character Development initiative has 

been criticized for being conceptually ambiguous and devoid of clearly defined research-based 

strategies for implementation (Bajovic, Rizzo & Engemann, 2009). Bajovic et al. (2009) warn 

that under these circumstances, teachers will be left to “trial-and-error attempts”, rendering 

success regarding Character Development implementation “random rather than intentional and 

reproducible” (p. 19). Winton (2010) is also skeptical about the ambiguous teaching strategies 

mentioned in the Character Development document, which include “adopting a value-of-the 

month approach in which a different value is highlighted each month” or requiring teachers to 

consciously model “desired behaviour” (p. 230). 

 Values-based education can be problematic in the context of Ontario’s secular education 

system which espouses democratic principles; thus, the purpose of Character Development is not 

simply to have students absorb a narrow set of values. For example, individuals need to consider 

what does the value of ‘honesty’ mean in moral terms? Does it mean always telling the truth, 

even if it extends to callous disregard of social context? With these types of nuances in mind, the 

initiative must incorporate a program that engages students beyond superficial value-of-the-

month techniques and endeavor to deepen critical reflection, and allow students consider the 

perspective of social context and role reversal. 

 In addition to these concerns regarding the Ontario initiative for developing moral 
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character in schools, esteemed scholars of Character Education, Berkowitz and Bier (2005) 

suggest that effective programs should be multi-faceted and impact a set of psychological 

components, including empathy, moral reasoning, and pro-social behaviour. While Ontario’s 

Character Development initiative mentions these attributes, it does not provide a comprehensive 

and theoretically coherent teaching program to foster their development in the regular 

curriculum.  Given the need to equip educators with effective, multi-component instructional 

programs for cognitive moral development that can be implemented within their regular 

curricula, research is needed to assess integrated programs that can fulfill the requirements of 

Character Education.  

 Finally, the task of implementing Character Development can be problematic for teachers 

who are required to cover vast regular curriculum expectations within the time restraints of a 

semester framework. Developing skills in moral reasoning, anger management, and pro-social 

behaviour takes time and teachers need effective, integrated programs that do not compete with 

or take time away from regular subject curricula but instead complement and integrate with it 

(Berkowitz, 2011).  

 Thus, there is a need to study the effectiveness of integrated programs designed to satisfy 

both regular subject curriculum expectations and the expectations of Ontario’s Character 

Development initiative via multimodal psycho-education that includes empathic perspective-

taking, moral reasoning, and social skills development. The “integrated” format of the EQUIP 

Approach implemented via the pedagogy of narrative filmmaking will enable teachers to 

dedicate considerable class time to the Character Development initiative (approximately three 

weeks) without displacing the regular course curriculum. More specifically, the EQUIP 

Approach (DiBiase et al., 2012) implemented via the pedagogy of narrative filmmaking will 

allow teachers to generate summative grades for the regular curriculum components (script 
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formatting, storyboarding, filming, editing), without a summative evaluation of the psycho-

educational components of EQUIP Approach (DiBiase et al., 2012). This design does not 

contradict the Growing Success policy concerning Ontario’s evaluation and assessment 

procedures, which require the evaluation of learning skills and character development (e.g., self-

regulation, making good decisions, collaborating, sharing, etc.) to not be considered in the 

determination of students’ summative grades (Ontario Ministry of Education, 2010). 

Statement of the Problem in the Context of the Study 

 Ontario’s Character Development initiative does not provide a comprehensive and 

theoretically coherent teaching program to address the multi-component structure of anti-social 

behaviour (consisting of anger inducing self-serving cognitive distortion, deficient social skills, 

and immature moral judgment) in a format that integrates with regular subject curriculum.  Thus, 

narrative filmmaking was used as a pedagogical tool for implementing the multicomponent, 

theoretically sound EQUIP Approach (DiBiase et al., 2012). While there is evidence to support 

the efficacy of the original the EQUIP Approach in its own right (DiBiase, 2010; Van der 

Velden, Brugman, Boom and Koops, 2010; Van der Meulen, Granizo, and del Barrio, 2010), the 

effectiveness of the delivering the EQUIP Approach (DiBiase et al., 2012) through a narrative 

filmmaking pedagogy has not been evaluated. As such, research is needed to evaluate the 

quantifiable effectiveness (in terms of developing constructive social behavioural skills, social-

moral decision making, and anger management in correcting self-serving cognitive distortions), 

and qualitative effectiveness (in terms of a sub-sample of students’ impressions of the program, 

in addition to their experiences, thoughts, feelings, and behaviours) of this integrated application. 

Purpose of the Study 

 The aim of this study was to examine the efficacy of a narrative pedagogy for delivering 

the EQUIP Approach (DiBiase et al., 2012) with respect to a) its ability to quantifiably develop 
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students’ skills in moral reasoning, anger management, and so cial skills (which are 

attributes that will satisfy the mandate of Ontario’s Character Education initiative) and b) 

qualitative interpretations of a sub-sample of students with regard to their experiences, thoughts, 

feelings, and behaviours. The intervention effectiveness was assessed as it was implemented 

within the context of a Technological Education course.  

Research Questions 

 The current mixed methods study addressed the following questions: 

Quantitative Questions 

1. Is there a relationship between the three dependent psychometric measures, the How I Think 

(HIT) questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the 

Socio-moral Reflection Measure–Short Form (SRM-SF)? 

2. Do the groups (EQUIP-NF Group and Control Group) differ across the HIT, the SSIS-RS, 

and the SRM-SF from pre-test to post-test? 

Qualitative Question 

1. How do the thoughts, feelings, perceptions, and insights of participants in the EQUIP-NF 

Group and the Control Group explain and/or expand on the experimental results? 

Significance of the Study 

 The current efficacy study of a narrative filmmaking pedagogy for delivering the EQUIP 

Approach (DiBiase et al., 2012) has the potential to contribute to the limited body of research 

studying integrated programs of moral development. Berkowitz (2002) acknowledged that the 

practice of Character Education is composed of an abundance of curricula but comparatively 

little research on its effectiveness. Furthermore, research has been challenged by the wide array 

of initiatives falling under the umbrella term, Character Education. While some initiatives are 

homegrown lessons for recognizing good character, others implement packaged curricula, which 
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may vary from a few short lessons to comprehensive school models (Berkowitz & Bier, 2004). 

This inconsistent approach is very relevant to the Ontario context that has been criticized for the 

ambiguous teaching strategies mentioned in the Character Development document and include 

“adopting a value-of-the month” or requiring teachers to consciously model “desired behaviour” 

(Winton, 2010, p. 230). Instead, efficacious programs of Character Development mirror 

educational pedagogy and reflect psychological theory that stresses the interchange between 

cognition, emotion and behaviour (Rizzo & Bajovic, 2016). The EQUIP Approach (DiBiase et 

al., 2012) satisfies these qualities as it is a multi-component cognitive-behavioural 

psychoeducational approach to the cognitive restructuring of thinking errors and the cultivation 

of social perspective-taking skills through the affective skill of empathy. Thus, the proposed 

efficacy study of a narrative pedagogy for delivering the EQUIP Approach (DiBiase et al., 2012) 

may be a valuable addition to the field of integrative moral education. 

 Moreover, unless character education is perceived by teachers as clear, effective, and 

applicable to the practice of teaching, the initiative may not meet its objective to develop 

students’ mature cognitive-emotional habits and behavioral skills. The need for instructional 

programs that integrate evidence-based moral development strategies with regular subject 

curriculum is of high importance. Given that the DiBiase et. al. (2012) EQUIP Approach is such 

an evidence-based program with a proven track record of effectiveness, it warrants further study 

of its implementation using narrative filmmaking as a pedagogical tool. Due to its integrated 

format, this approach may have potential to benefit educators and administrators challenged with 

implementing a character education program in the absence of theoretically coherent classroom-

tested programs for moral education.  
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Scope and Limitations of the Study 

 This embedded concurrent mixed method study examined the efficacy of a narrative 

pedagogy for delivering the EQUIP Approach (DiBiase et al., 2012) as it was implemented in 

the context of a Technological Education class.  Narrative filmmaking was used as a pedagogical 

tool for delivering the Teaching Adolescents to Think and Act Responsibly – The EQUIP 

Approach (DiBiase et. al., 2012). The study took place over 18 seventy-minute sessions. The 

study focused on changes that took place after the program in terms of anger inducing cognitive 

distortions, social skills and moral decision making. In addition, the study explored the anecdotal 

experiences of a sub-sample of students to chronicle any practical experiences, thoughts, 

feelings, and behaviours to gain further understanding of the results in more depth. 

 The following limitations may have impacted the generalizability of quantitative results: 

a) do to the nature of pre-existing intact classes, it was not feasible to randomly assign 

participants to groups; b) purposeful sampling was used and thus, results may not be applicable 

to other contexts; c) this investigation measured change over a relatively short time period of 

time (18 seventy-minute sessions) which will not account for longitudinal effects. 

Although the study had the potential to capture thick descriptions of the students’ 

experience with the narrative pedagogy for delivering the EQUIP Approach (DiBiase et al., 

2012), the results of the qualitative analysis may not reflect the interpretation of students in 

general. Moreover, human behaviour is notably influenced by the circumstances of the setting in 

which it occurs, thus the limitations of timing, overall school culture, and pre-existing teacher-

student rapport. 

Outline of the Remainder of the Document 

 This dissertation is separated into five chapters. Chapter One has provided a general 

outline of this study’s pedagogical tool, narrative filmmaking, for delivering the EQUIP 
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Approach (DiBiase et al., 2012), in addition to an overview of the research design. Next, Chapter 

Two places the present study within the context of a theoretical framework and situates the study 

within the context of the relevant empirical research. Given that Gibb’s (2014) co-primacy of 

moral development delimits the theoretical framework of this study, the Chapter Two literature 

review will include a description of Gibbs’ theory, which integrates cognitive-developmental 

theories concerning ideal justice and reciprocity with care-based theories that focus on intuitive 

responses and empathic emotions. Chapter Two will also explore the variety of approaches to 

moral education and delineate the experimental research of these programs. 

 Chapter Three outlines a rationale for applying a mixed method approach to this study in 

addition to providing a detailed description of the methods used in the quantitative and 

qualitative components of this study. Chapter Three explains the research purpose, restates the 

research questions, formulates the research design, identifies the quantitative psychometric and 

qualitative interview tools. In addition, Chapter Three describes the participants, and ethical 

considerations of this study. 

 Chapter Four presents the findings of quantitative and qualitative data analysis. The 

results section is the point of integration (or stage of interface) that provides a convergent 

interpretation of the mixed methods data sets.   

 Chapter Five includes a research summary and discusses the results in terms of practical 

implications, limitations of the research, and suggested recommendations for future research. 

Summary of Chapter One 

 Chapter One described Ontario’s character development initiative that has been 

implemented in publicly funded schools and its broad objectives to improve students’ cognitive, 

affective, and behavioural domains of moral development, including the prevention of antisocial 

behaviour before it begins (Ontario Ministry of Education, 2008). It was argued that the 
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character development initiative was conceptually ambiguous and lacked reference to specific 

integrated curricula that teachers could easily administer within their regular subject curriculum.  

 The chapter indicated that the purpose of the study was to examine the efficacy of a 

narrative pedagogy for delivering the EQUIP Approach (DiBiase et al., 2012)  with respect to a) 

its ability to quantifiably develop students’ skills in moral reasoning, anger management, and 

social skills (which are attributes that will satisfy the mandate of Ontario’s Character Education 

initiative) and b) qualitative interpretations of a sub-sample of students with regard to 

experiential, cognitive, affective and behavioural outcomes. It was explained that the 

intervention would be implemented within a Technological course.   

 Chapter one provided a rationale for a mixed methods approach to addressing the 

research questions. The chapter also presented the research questions as they relate to the 

quantitative and qualitative components of the study. Finally, the scope and limitations of the 

research were outlined. 
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CHAPTER TWO: REVIEW OF THE LITERATURE 

This review of the literature: a) presents the theoretical framework informing the 

research; b) provides the background to the research; c) orients the co-primacy theoretical 

framework developed by Gibbs (2014) within the field of moral education; d) delineates the 

empirical evidence supporting the use of the EQUIP Approach (Gibbs, Potter & Goldstein, 1995; 

DiBiase et al., 2012) and its narrative filmmaking pedagogical method; and e) it contrasts 

EQUIP with evidence regarding other methods focused on character/moral development. 

Theoretical Framework 

 Given that this study implements the original EQUIP Approach (DiBiase et al., 2012) for 

adolescents through the pedagogical tool of filmmaking, the current research was framed by 

Gibbs’ (2014) co-primacy theory (the conceptual framework which undergirds the original 

EQUIP program (Gibbs et al., 1995)). The framework of Gibbs’ (2014) moral-psychology 

theorizes that the incessantly dichotomized moral domains of cognitive vs. affective, justice vs. 

empathy, and right vs. good are in effect, co-primary. In other words, a comprehensive 

conceptualization of moral maturity does not conceptually prioritize one domain over another, 

but instead underscores the complementary relationship between the domains of cognitive-

development, concerning ideal justice and fair reciprocity, and of moral affect-development, 

focusing on empathic emotions and the benevolence of alleviating the suffering of others (Gibbs, 

2014). This framework positions justice and empathy as independently developing, constraining 

moral forces with the potential to balance concerns for fairness and individual rights, congruently 

with concerns for benevolence and what is good for all. The pivotal catalyst of this morally 

mature orientation centers on Gibbs (2014) concept of “decentration” and multidimensional 

thinking whereby one decenters from an egoistic perspective to a more accurate cognitive-

affective convention of social perspective taking (p. 51).   
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 Accordingly, the scope of the current mixed-methods study will focus on specific 

variables and data relevant to both cognitive and affective domains of moral development to 

address questions about the efficacy of a narrative filmmaking pedagogy for delivering the 

EQUIP Approach (DiBiase et al., 2012) program.  

Contextual Perspective: Issues Impacting the Study 

 Understanding that educators face a variety of challenges as they prepare students to 

become morally mature and responsible individuals in a multi-cultural pluralist society, I entered 

the doctoral program with the interest of studying moral education. In addition to addressing the 

moral development needs of young adolescents, I was interested in approaches that equip 

teachers and students with reliable methods for remedying the spectrum of problem behaviours 

ranging from simple Tier 1 surface level disruptiveness and interpersonal conflict to Tier 2 level 

fighting, violence, bullying, racism, antisocial behaviour, and substance abuse.  Addressing this 

challenge is important because, as the following research illustrates, problem behaviours 

interfere with learning, delay moral growth and may have long-term impacts on future life 

success.  

 This predictive relationship between problem behaviour and overall success and 

achievement has been well established. Controlling for socio-family adversity, Vitaro, Larocque, 

Janosz, and Tremblay (2001) found that disruptiveness was a significant predictor of school 

disengagement and drop out. Controlling for a variety of variables including familial factors and 

socio-economic status, Cornel, Gregory, Huang, and Fan (2013) found that the prevalence of 

peer victimization is an important factor in high school performance and dropout rates. Students 

that dropout of school are more likely to experience unemployment and low income later in life 

(Lehr, Johnson, Bremer, Cosio, & Thompson, 2004). In Canada, 62% of students who do not 

complete high school are unemployed (Statistics Canada, 2005). Moreover, those that dropout 
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experience higher than average rates of incarceration, substance abuse, and reliance on 

government social assistance programs (Lehr et al., 2004). Impaired school engagement is not 

only related to school dropout but also social maladjustment and psychopathology (Spence, 

2003; Hirschfield & Gasper, 2011). In the context of students identified with emotional and/or 

behavioural disorders, dropout rates have been found to be twice as likely than those without this 

identification (Lehr et al., 2004). Further, Kauffman, Davis, and James (2001) found that 

students with emotional and/or behavioural disorders have lower graduation rates, higher rates of 

course failure and higher rates of truancy. 

 The relationship between cognitive socio-emotional competence and states of physical 

and psychological wellbeing are also established in the literature. Findings have suggested a 

relationship between anger and risk taking behaviour in adolescents, such that children with poor 

emotional regulation were more likely to use hard drugs, have more sexual partners and have 

greater behavioural adjustment problems (Hessler & Katz, 2010). Youth with deficits in social 

competence evince difficulties in maintaining social acceptance by peers and teachers (Gresham, 

Elliott, Cook, Vance, & Kettler, 2010; Walker, Ramsay, & Gresham, 2004). It has been 

suggested that antisocial acts such as fighting are an early stage of the linear trajectory toward 

persistent delinquency. Retrospective accounts of 1459 not-at-risk, at-risk, and incarcerated 

adolescents showed fist fighting is one of the first antisocial activities that at-risk students were 

involved in before they progressed along the negative trajectory involving school vandalism, 

break-and-enters, engaging in violence for extortion purposes, and the use of hard drugs (Carroll, 

Houghton, Durkin, & Hattie, 2009).  

 In acknowledgement of the relationship between moral behaviour and overall proximate 

and longitudinal student success, the Ontario Ministry of Education developed a mandate of 

character development in all public schools outlined in Finding Common Ground: Character 
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Development in Ontario Schools, K-12 (Ontario Ministry of Education, 2008a), which can be 

understood as a proactive measure of prevention. The Ministry’s agenda aims to deliberately 

foster the social, emotional, cognitive-behavioural, and self-regulation skills that are 

foundational to students’ development of healthy relationships, a positive sense of self, and 

constructive civic character (Ontario Ministry of Education, 2008a). The Ministry mandate 

requires teachers to implement character development initiatives within their regular class 

curricula (Ontario Ministry of Education, 2008a). However, the Ministry does not suggest any 

particular programs of character development that have demonstrated effectiveness. Bajovic, 

Rizzo, and Engemann (2009) and Leinweber, Donlevy, Gereluk, Patterson, and Brar (2012) have 

identified several shortcomings of the Ontario’s character education initiative that can be divided 

into three main issues. First, the term character is obscured by conceptual ambiguities and lacks a 

clear definition. Next, the initiative neglects the significance of cognitive, emotional and social 

processes in moral development, and finally, effective instructional strategies for character 

development have not been specified (Bajovic et al., 2009; Leinweber, 2012). Bajovic et al. 

(2009) warn that without a common understanding of a clearly articulated theoretical framework, 

teachers would be left to “trial-and-error attempts, making success regarding character education 

implementation random rather than intentional and reproducible” (p. 19). 

 In February 2008, renowned character education researcher, Marvin Berkowitz provided 

an expert perspective on Ontario’s character education program, published in the Ministry’s 

Capacity Building Series, titled, Understanding Effective Character Education (Ontario Ministry 

of Education, 2008b). Within this document, Berkowitz provided a more comprehensive, “multi-

faceted” delineation of character education that defined it as a “diverse set of psychological 

components of character (such as conscience, empathy, moral reasoning, and values)” (Ontario 

Ministry of Education, 2008b, p. 2). 
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 In the context of Berkowitz’ (2008b) assertions in the Ministry’s expert perspective 

document, Ontario needs to strengthen its character development initiative by grounding the 

fragmented compilation of various theories within one coherent theoretical framework that 

accommodates the multifaceted description of character education described by Berkowitz 

(Ontario Ministry of Education, 2008c). In other words, the program must be defined according 

to a comprehensive understanding of the complex nature of moral formation. Berkowitz (2011) 

rebukes the “semantic morass” created by “competing scholarly arenas” that have 

“compartmentalized” the educational domain of character education (alternatively referred to as 

moral education) (p. 153). Berkowitz’s (2011) sentiments point to what Elias, Parker, Kash, 

Weissberg, and O’Brien (2014) refer to as a “long-overdue convergence,” “as moral and 

character education and social-emotional learning move toward” merging trajectories (p. 274). 

What Ontario’s character education initiative needs, is a coherent theoretical framework 

comprised of the essential components of moral reasoning (cognitive development), and social 

perspective taking (focused on affective empathy). Gibbs’ (2013) co-primacy theory of moral 

development presents precisely such a comprehensive framework as it equally appreciates the 

complementary roles of affective and rational processes in motivating moral pro-social 

behaviour. 

 Through the following literature review, outlining the broad field of moral cognition, I 

was convinced that Gibbs’ (2014) theory provides the most coherent theoretical framework for 

my doctoral research. The review delineates the field of moral cognition illustrating that Gibbs 

(2014) theory not only aligns with the objectives of Ontario’s character development initiative 

(fostering social, emotional, cognitive-behavioural, and self-regulation skills), it also corresponds 

to the orientations of my own rationalist worldview positionings (belief in universal reality, and 

constructivist epistemology). 
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Literature Review: The Field of Moral Cognition 

 The review process revealed a longstanding divide on the fundamental starting points of 

human morality (Smetana & Killen, 2008). In broad terms, the field is generally divided into 

emotionalists and rationalists. The emotionalists ascribe priority to affect as the foundation of 

moral judgment, whereas the rationalists emphasize cognitive reasoning.  

 Kohlberg’s (1963) rationalist cognitive theory of moral development dominated the field 

of moral psychology for much of the second half of the 20th century (Monin, Pizarro, & Beer, 

2007). Building on Piagetian stage theory, Kohlberg’s (1963) theory proposed that moral 

development is defined by a progression through culturally universal sequential stages toward a 

more mature understanding of what is fair and just as a child actively constructs knowledge 

about the world (Kohlberg & Turiel, 1971). According to Kohlberg (1963), moral education 

should avoid indoctrinating students into a collectivist ideology but rather it should consist of 

asking questions and pointing the way, not the giving of answers. In this regard, Kohlberg (1963) 

was positioning his theory in contrast to the “traditional character education” approach espoused 

by Durkheim (1925). In Durkheim’s (1925) traditional approach, moral virtues must be socially 

transmitted through instruction, explanation, role models and reinforcement to become moral 

habits. In contrast, Kohlberg’s (1970) notion of moral education consisted of “leading of men 

upward, not pulling into the mind of knowledge that was not there before” (1970, p. 58). 

However, while Kohlberg (1975) criticized the traditional “bag of virtues approach” (p. 673), his 

revised theory advised moral educators to expose students to modeling or role-taking 

opportunities in addition to challenging discussions about value-laden issues (Leming, 2011). In 

addition, Kohlberg (1973) believed that role taking (according to the principle of the Golden 

Rule) logically leads to reversible moral decision-making. This process first involves the 

individual in imagining various perspectives in a moral situation (including their own). 



 

 

22 

According to Kohlberg (1973), this act of perspective taking engages reflective imagination and 

causes the individual to consider the various desires, emotions, knowledge and understanding of 

the individuals involved in a given situation so that moral judgment is made on the grounds of 

reversibility.  

 The universal claim of Kohlberg’s theory has implications for how morality is interpreted 

across cultures. This universality claim prevents moral psychology from reducing moral 

principles to contextually relativistic assessments and subjective affects (Gibbs, 2014). Although 

some aspects of Kohlberg’s universality claims have been refuted (Snarey, 1985; Haidt, 2001), a 

literature review conducted by Gibbs, Basinger, Grime and Snarey (2007) supports Kohlberg’s 

conclusion, evincing the universality of moral judgment development, moral values and social 

perspective taking processes across cultures. 

 Amidst the enormous impact of Kohlberg’s (1963, 1970, 1973) theory, the feminist 

critique of Kohlberg’s research showed that moral cognition also involved moral emotions such 

as empathy and care (Gilligan, 1982; Noddings, 1984; Eisenberg & Miller, 1987). Hoffman 

(1987) proposed the need to correct the imbalance favoring rational judgment with an empathy-

based theory of affective-primacy. In other words, in Hoffman’s (1987) view, cognition is 

motivationally inert and does not impel behaviour; instead, it provides a mediating and guiding 

role to affectively based moral conduct. In addition, Hoffman (1977) embraced the idea that 

socialization was instrumental to a child’s acquisition of internally oriented moral motivations. 

For Hoffman (1977), morals have been internalized when a child is autonomously motivated 

toward pro-social behaviour. This principle of internalization intersects with Kolbergian theory 

in respect to the “end point” stage transition from the pre-conventional to the conventional stage 

of moral development (Kohlberg, 1963, p. 11).   
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 Hoffman’s (2000) affective-primacy model is also akin to the Kohlbergian model, in the 

sense that Hoffman postulated six stages of empathy development that progress from immature 

egocentric predispositions of empathy (stage 1-3) to mature perspective taking of other 

individuals and groups (stage 4-6).  According to Hoffman, parents can help their child progress 

from early non-moral scripts or schemas to more complex, affectively charged scripts or schemas 

through the use of inductive discipline. He suggests the “key intervention is inductive discipline, 

which both arouses empathic distress and makes the child aware of the harmful consequences of 

his or her action or contemplated action for others” (Hoffman, 2000, p. 192).  

 While the two sources of moral behavior, affective empathy and rational judgment, may 

be “mutually irreducible”, the complementary contributions of Kohlberg’s cognitive primacy 

and Hoffman’s affective primacy approach are “not mutually exclusive” (Gibbs, 2014b, p. 209). 

Gibbs’ (2014a) co-primacy approach contends that the primarily cognitive and the primarily 

affective theories of moral development are in fact “interdependent strands” that are functionally 

related to moral motivation (p. 237).  According to Gibbs (2014a), the cognitive concepts of 

justice, fairness and ideal reciprocity (the right), are complementary to the affective concepts of 

care and empathy (the good), since both are essential to a comprehensive moral theory. 

 More recently, research has shown that moral behaviour involves moral emotions in the 

primary form of moral intuitions (Haidt, 2001). In Haidt’s (2012) view, moral emotions and 

moral cognitions are separate processes, with each influencing moral motivation independently, 

and sometimes competing in this process.  The intuition approach draws on the evolutionary 

framework to establish the claim that morality emerges from intuitive foundations, which are 

influenced by cultural and environmental factors precipitating core adaptations in the human 

brain (Haidt, 2012). This social intuition model is presented as an alternative to the rationalist 

approach and Haidt’s (2001) appeal “to take another look at Hume’s perverse thesis: that moral 
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emotions and intuitions drive moral reasoning, just as surely as a dog wags its tail” (p. 830). 

Inspired by Damasio’s (1994) research showing rational morality was dependent on the 

development of normal emotional brain circuits in the prefrontal cortex, Haidt (2006) used the 

metaphor of an elephant and rider to explain his intuitive primacy view of morality. He proposed 

that the rider represented the neocortical brain structures responsible for rational cognition and 

the elephant portrayed the powerful automatic intuitive processes of the limbic system. Unlike 

Plato’s image of the charioteer that held the reins of rationality to control the emotions and 

bodily desires, Haidt’s rider (conscious reason), is limited by the elephant’s powerful stature, 

such that reason is simply the advisor and collaborator in moral processing (2012). Haidt (2006) 

theorizes that when the neocortex evolved, “the human brain was not reengineered to hand over 

the reins of power to the rider… the rider evolved to serve the elephant [original emphasis]” (p. 

16).  In other words, in Haidt’s (2006) view, individuals construct moral values and narratives in 

addition and subservient to the intuitive foundations of the limbic system processing.  

 Using “harmless” taboo violation vignettes that incite disgust (e.g., eating a family pet), 

Haidt (2006) concluded that moral discernment is driven by quick intuitions enmeshed with 

emotional responses, rather than slow deliberative reason. Likewise, the intuitionist approach 

proposes that biologically primed and culturally formed rapid pre-rational social intuitive 

feelings concerning sanctity, loyalty and authority can undermine empathic care and higher stage 

moral cognition.  Thus, for Haidt (2012), social intuition is the primary moral impetus, whereas 

moral reasoning is initiated post hoc, after the intuitive response, to justify and rationalize the 

initial intuitive moral motivation. Further Haidt (2012) proposed, “moral reasoning is not like 

[the reasoning] of an idealized scientist or judge seeking truth… [instead] it is like [the 

argumentation] of a lawyer or politician seeking whatever is useful, whether or not it is true” (p. 

999). In the intuitive primacy view, everyday moral reasoning is equated with doing what is 
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useful, such that “moral thinking is done in order to help the social agent succeed in the social 

order” (Haidt & Kesebir, 2010, p. 808). This understanding equates moral cognitive processes 

with thoughts of pragmatic persuasion and socially acceptable success, rather than necessarily 

discerning and doing what is authentically true or morally right. Finally, Haidt’s (2012) final 

principle of moral psychology is that morality binds and blinds because human nature is mostly 

selfish with a “groupish overlay” that “binds us to ideological teams” as we seek the benefits of 

in-group loyalty (p. 366). However, according to Haidt (2012), in-group membership often 

blinds individuals as they lose the ability to think clearly, producing “pious fantasies that don’t 

match reality” but instead simply align with in-group thinking (p. 34). 

 Gibbs (2014) has addressed the challenge of Haidt’s social intuitionist model on the basis 

of “three serious limitations” (p.33). Gibbs’ (2014) critique begins by acknowledging that 

Haidt’s work is a good reminder of humanity’s often less than exemplary rationalizing in 

everyday moral life. Further, Gibbs (2014) concedes that evolutionary biology has produced 

instinctual emotions emanating from the older regions in the neural circuitry of the brain, which 

are “more influential than we might wish to admit” (p. 32). Gibbs also appreciates the role of 

cultural diversity in shaping intuitive modules of loyalty, purity, authority, justice and care. 

However, Gibbs (2014) asserts that Haidt’s theory is first limited because it is descriptively 

inadequate. For example, in Gibbs (2014) view, Haidt overemphasizes inborn intuitions from 

evolution and thus, neglects the emergent quest to become self-actualized. The implication of a 

theory that does not acknowledge the human capacity for sapience (an essential property that 

bestows transcendent wisdom and intuitive knowing associated with attributes such as tolerance, 

compassion, humility and integrity) can become a self-fulfilling prophecy, in which we see 

ourselves as nothing but calculating opportunists. The second limitation of the intuitive primacy 

approach is that it is excessively descriptive of moral intuitions but lacking in prescriptive higher 
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ideals of morality. Gibbs (2014) suggests that Haidt’s (2012) description of the moral reasoning 

that is involved in self-serving fabrications should be seen as an opportunity to prescribe the 

principle of role reversing and moral reflection. Finally, Gibbs cautions that despite Haidt’s 

(2012) insistence that he is not a moral relativist, “we cannot afford a relativistic moral 

psychology whose functionalist evolutionary perspective encompasses pragmatic success, 

advantage, or utility, but not progress, consistency, or truth” (Gibbs, 2014, p. 37).  

 Overall, my review of the literature outlining the broad field of moral cognition 

demonstrated that Gibbs’ (2014) co-primacy theory is most compatible with my doctoral 

research. Firstly, Ontario’s policy for character development strives to foster “the development 

of critical and analytical thinking” and to “addresses the cognitive, affective and behavioural 

domains of learning”, (Ontario Ministry of Education, 2008a, p. 5). These objectives are 

comprehensively incorporated within Gibbs’ (2014) co-primacy theoretical framework that 

focuses on aspects of cognition and social emotional affect. Second, Gibbs’ theoretical 

framework aligns with my rationalist, universalist, constructivist philosophical assumptions. 

Gibb’s (2014a) theory is distinct from Haidt’s (2001) social intuitionist theory that adopts a more 

relativistic ontology and a functionalist epistemology. In contrast Gibb’s theory is based on a 

universal ontology and structural cognitivist epistemology (Barger, & Derryberry, 2013). Finally, 

Gibbs (2014) co-primacy theory is brought to life by his multicomponent EQUIP program 

(Gibbs et al., 1995) that combines a cognitive behavioural approach, which aims to restructure 

three self-serving cognitive distortions (assuming the worst, blaming others, and minimizing 

problem behaviour) with a mutual help approach that takes an interpersonal/relational view of 

learning (Gibbs, 2014a, p. 185). This psycho-education program would provide an effective 

curriculum to meet the objectives of Ontario’s character development program.  
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Evidence Supporting the Use of the EQUIP Psycho-education Curriculum  

to Fulfill the Mandate of Character Development 

First, it must be acknowledged that the two programs of EQUIP developed for the school 

context: EQUIP for Educators: Teaching Youth (Grades 5-8) to think and act responsibly 

(DiBiase, Gibbs, & Potter, 2005), and EQUIP Approach: Teaching adolescents to think and act 

responsibly (DiBiase et al., 2012) were not designed specifically for ‘character education’ per se, 

but rather as a comprehensive program aimed to meet the multi-dimensional primary and 

secondary needs of middle and high school students. Primary prevention meets the needs of most 

students (80%) who do not have serious behaviour problems but sometimes act-out, whereas 

secondary prevention is necessary for some students (15%) who are already exhibiting at-risk 

behavior, cognitions, and/or emotions (McGinnis, 2003; DiBiase et al., 2012). Essentially, these 

EQUIP programs (DiBiase et al., 2005; DiBiase et al., 2012) have been used as mainstream 

school-based curricula for developing a positive social climate and preventing at-risk attributes 

of distortional thoughts and behaviour from further developing. The EQUIP programs for school 

contexts have been implemented as a primary and secondary prevention in Canada (DiBiase, 

2010), the Netherlands (van der Velden, Brugman, Boom and Koops, 2010), and Spain (DiBiase, 

Gibbs, Potter, van der Meulen, Granizo & del Barrio, 2010).   

Given that DiBiase et al’s (2012) EQUIP Approach is in keeping with the multifaceted 

scope of the original Gibbs et al. (1995) program, it is coherent with the variety of learning 

expectations in Ontario’s character development initiative, which requires the following: 

Students will learn to demonstrate self-discipline, take responsibility for their own 

behaviour, acquire the knowledge and skills required for getting along with others both 

within and beyond school, and choose ways of interacting positively with others in a 

variety of situations. They will also learn about thoughtful and non-violent problem-
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resolution, social responsibility, working cooperatively with others, and caring about 

others (p. 7). 

Notably, these character education learning outcomes are vast, yet the Ministry of Ontario’s 

Character Development program does not provide a comprehensive and theoretically coherent 

teaching program (Bajovic et al., 2009). Thus, the current study proposes the use of the EQUIP 

Approach (DiBiase et al., 2012) to unite these congruous educational expectations within one 

comprehensive evidence-based program, which offers modules in anger management, strategies 

for correcting self-serving cognitive distortions, promoting mature moral judgment (social 

decision-making), and developing effective social skills.   

Origins of EQUIP 

The effectiveness of the EQUIP Approach (DiBiase et al., 2012) program for adolescents 

stems from the efficacy of the original EQUIP Approach treatment version for juvenile offenders 

(Gibbs, Potter & Goldstein, 1995). Gibbs et al. (1995) developed the original EQUIP Approach 

by augmenting the multimodal Aggression Replacement Training (ART) intervention (Goldstein, 

Sprafkin, Gershaw, & Klein, 1980) by combining it with the Positive Peer Culture (PPC) 

initiative (Vorrath & Brendtro, 1985).  

The ART intervention (Goldstein et al., 1980) is a “multimodal, psycho-educational 

intervention for hostile adolescents and children who pose severe, disruptive behaviours in 

communities” (p. 356). ART combines the techniques of cognitive therapy and behaviour therapy 

to moderate the three modes of aggression: a) the cognitive mode, addressed via moral reasoning 

training; b) the behavioral mode, addressed via skillstreaming to teach pro-social behaviour; and 

c) the affective mode, addressed via anger management training.  ART has been shown to 

promote social skills acquisition and performance, improve anger control, and decrease the 

frequency of acting-out behaviours (Goldstein & Glick, 1994). 
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The PPC initiative (Vorrath & Brendtro, 1985) employs an interpersonal approach of 

peer tutoring, social skills instruction, and cognitive restructuring to foster positive moral 

behaviour. PPC initiates adult-guided but youth-run culture building interventions, which 

emphasize the youth-group members’ ability to help one another rather than focusing on the 

groups’ limitations (Gibbs, 2013). Unlike other interventions, a PPC approach does not ask the 

individual if they want to receive help, but whether they are willing to give help (Vorrath & 

Brendtro, 1989). In this regard, the more the individual becomes helpful and valuable to the 

group, the more she/he feels deserving of acceptance and their sense of self-worth increases. This 

approach also values the authentic experiences of the group members, given that those who have 

encountered and overcome adversity first-hand may be well-positioned to understand and 

contribute solutions to others struggling with similar challenges (Vorrath & Brendtro, 1989).  

 As stand-alone interventions, both ART and PCC exhibit potential with some limitations. 

Several studies supported the use of ART for remediating aggressive adolescents’ knowledge and 

social-moral reasoning (Goldstein, Glick, Reiner, Zimmerman, & Coultry, 1986; Coleman, 

Pfeiffer, & Oakland, 1991; Goldstein & Glick, 1994). However, ART did not significantly 

improve actual overt behaviour (Goldstein et al., 1986; Coleman et al., 1991). And, while PPC 

has shown promise (Davis, Hoffman, & Quigley, 1988; Quigley & Steiner, 1996; McVicar, 

1991), one important limitation was identified as peer group contagion in which the program led 

to increased delinquency, substance use, and violent aggression (Dishion, McCord, & Poulin, 

1999). Cognizant of these strengths and limitations, a truly effective program must increase the 

effectiveness of peer-helping and translate anger management, moral reasoning and social skills 

knowledge to motivate overt behavioural actions.  

 Thus, to harness the power of mutual peer group helping processes and cognitive-

behavior psycho-education, Gibbs et al. (1995) cultivated a PCC approach to implementing the 
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multi-component ART intervention, which produced a synergistic program, called EQUIP. A 

preliminary efficacy evaluation of the EQUIP program within the context of a medium-security 

facility for juvenile offenders produced significant results showing fewer self-reported incidents 

of misconduct, fewer staff-filed incident reports and fewer unexcused absences from school 

(Leeman, Gibbs & Fuller, 1993). In addition, the EQUIP Group experienced significant gains in 

social skills compared to the control group. Furthermore, the recidivism rates of the EQUIP 

Group was significantly lower than the control group at 12 months following release, and post 

release misconduct improved, which suggests EQUIP maintains a stable effect after treatment 

(Leeman et al., 1993). 

Deconstruction of Key Evidence-based Research on EQUIP 

 The EQUIP program (Gibbs et al., 1995) was studied with a delinquent youth sample by 

Nas, Brugman and Koops (2005) to determine EQUIP’s effect on the “three Ds” (Delays in 

moral development, Distortions in social information processing, and Deficits in social skills). 

Pre-test/post-test ANCOVAs were conducted using the following measures: the Sociomoral 

Reflection Measure-Short Form (SRM-SF, Gibbs, Basinger, & Fuller, 2015), the How I Think 

(HIT) questionnaire (Barriga, Gibbs, Potter, & Liau, 2001), the Inventory of Adolescent 

Problems-Short Form (IAP-SF, Gibbs et al., 1995), the Attitudes Towards Delinquent Behaviour 

Questionnaire (Menard & Huizinga, 1994), and the Social Information Processing (SIP) scale of 

hypothetical videotaped vignettes developed for the purpose of the Nas et al. (2005) study. While 

no significant differences between groups were found, the experimental and control group 

differed significantly with regard to cognitive distortion scores from the HIT questionnaire. 

According to the sub-sections of the HIT, the experimental group scored lower than the control 

group with respect to “total cognitive distortions”, “covert behaviour”, “self-centered 

distortions”, “blaming others”, “minimizing/mislabeling”, “stealing”, and “lying” (Nas et al., 
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2005).  The EQUIP Group also showed more negative attitudes toward antisocial behaviour than 

the control group (Nas et al., 2005). 

 Grounded in the original EQUIP program of Gibbs et al. (1995), DiBiase et al. (2005) 

developed the EQUIP for Educators program, which was designed for practical application in 

the educational middle school (Grades 5-8) context, rather than the delinquent youth 

environment originally intended. Previous effectiveness studies of the original EQUIP program 

would apply to the DiBiase et al. (2005) EQUIP for Educators program. Still, there is evidence 

to support the effectiveness of the EQUIP for Educators program in its own right.  

In a sample of 45 Canadian 5th graders (22 treatment and 23 control), DiBiase (2010) 

investigated the program’s effectiveness as prevention that is either primary (80% of students 

who sometimes acting-out) and secondary (15% of students who already demonstrate at-risk 

behaviours). A 2 x 2 x 2 repeated measures MANOVA was conducted to examine the 

relationship among 3 dependent variables: Social Skills Rating System (SSRS, Gresham & Elliot, 

1990), Children’s Inventory of Anger (ChIA, Nelson & Finch, 2000), Sociomoral Reflection 

Measure-Short Form (SRM-SF, Gibbs et al., 2015); and 3 independent variables: Time (within-

subjects - Pre-test; Post-test), Educational program (between-subjects - EQUIP treatment group; 

Control group), and Achievement level (between-subjects – Average; Low) (DiBiase, 2010). 

No statistically significant multivariate effects were found for the Group x Time x 

Achievement interaction (2 x 2 x 2), nor the Time x Achievement interaction, nor the Group x 

Achievement interaction (DiBiase, 2010). However, the Time x Group interaction produced a 

statistically significant multivariate effect across the three dependent variables, F (1, 39) = 78.54, 

p <.001, η2 =.86. This result shows that the difference between the EQUIP for Educators group 

and the Control group at the time of post-test had changed from the difference between the 

EQUIP for Educators group and the Control group at the time of pre-test. Based on this 



 

 

32 

statistically significant multivariate Time x Group interaction, univariate ANOVAs were 

conducted on the three dependent variables (SSRS, ChIA, SRM-SF).  

The dependent variable of Social Skills (SSRS) produced a statistically significant 

univariate ANOVA result for the Time x Group interaction (F(1,41) = 35.004, p < .001, η2 = 

.461), suggesting that the difference between the EQUIP for Educators group and the Control 

group at the time of pre-test is different than at post-test, with Social Skills (SSRS) producing a 

small effect size accounting for 46% of the variance. Two follow-up one-way ANOVAs on the 

Time x Group interaction indicated that while no statistically significant differences were found 

between groups at pre-test, F (1, 43) = 1.64, p >.05, statistically significant differences were 

found between groups at post-test, F (1, 43) = 9.98, p <.01, η2 =.188.  A small effect size was 

found, in which 19% of the variance on the post-test could be accounted to the difference in 

groups (DiBiase, 2010). In practical terms, this suggests that the EQUIP for Educators group 

exhibited more positive Social Skills than the Control group at the time of post-test. This result 

coheres with the Leeman et al. (1993) finding of significant gains in social skills for the EQUIP 

treatment group, in a sample of anti-social youth. DiBiase (2010) explains that a socially 

incompetent child lacks the necessary skills to perform adequately on various social tasks, such 

as interacting with peers and teachers, and thus requires training to address the deficit. This 

finding on the two follow-up one-way ANOVAs on the Time x Group interaction supports the 

use of EQUIP for Educators as an effective tool for teaching constructive social skills techniques 

and providing students with opportunities to practice these skills in various contexts.   

The dependent variable of Anger (ChIA) produced a statistically significant univariate 

ANOVA result for the Time x Group interaction, suggesting that the difference between the 

EQUIP for Educators group and the Control group at the time of pre-test is different than at 

post-test, with Anger (ChIA) producing a medium effect size accounting for 60% of the variance 
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(DiBiase, 2010). Although two follow-up one-way ANOVAs on the Time x Group interaction 

found no significant results, the descriptive statistics are relevant to the results. While the means 

and standard deviations of both groups (the EQUIP for Educators group and the Control group) 

were spread out around their respective means in a similar distribution at the time of pre-test, at 

post-test the mean and standard deviation decreased for the EQUIP for Educators group (i.e., 

anger/frustration/aggression scores decreased, became more homogeneous and centered around 

the mean) yet increased for the Control group. Overall, this trend implies that, while the 

generalization of this finding is limited, the EQUIP for Educators group became more effective 

at anger management over time and the Control group became less effective (DiBiase, 2010). 

The dependent variable of Sociomoral Reasoning (SRM-SF) produced a statistically 

significant univariate ANOVA result for the Time x Group interaction, suggesting that the 

difference between the EQUIP for Educators group and the Control group at the time of pre-test 

is different than at post-test, with Sociomoral Reasoning (SRM-SF) producing a medium effect 

size accounting for 77% of the variance (DiBiase, 2010). Two follow-up one-way ANOVAs 

conducted to break down the significant univariate Time x Group interaction evinced no 

significant difference between groups at pre-test, but a statistically significant difference between 

groups on the post-test, with a small effect size accounting for 26% of the variance. These results 

demonstrate that the EQUIP for Educators group demonstrated more sophisticated Sociomoral 

Reasoning (moral judgment) skills than the Control group at the time of post-test. DiBiase 

(2010) discussed that, while her result was converse to the findings of Leeman et al.’s (1993) 

evaluation of the Gibbs et al. (1995) EQUIP program, which did not find significant gains for the 

sociomoral reasoning component of the program with antisocial children, she notes that Leeman 

et al. (1993) acknowledge that their finding opposes the extensive literature that supports the 

existence of sociomoral delay in antisocial children. According to DiBiase (2010), the 
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sociomoral reasoning component of EQUIP for Educators engages and facilitates children’s 

moral-cognitive development through group discussions centered on age-appropriate problem 

situations (sociomoral dilemmas) that enable social-perspective taking. DiBiase (2010) suggests 

that social-perspective taking opportunities (learning to take the perspective of others) helps 

children at-risk of antisocial behaviour by decentering them from egocentric bias (a perception of 

fairness orientated toward a self-serving perspective). However, DiBiase (2010) acknowledges 

Leeman et al.’s (1993) proposition that even when interventions do stimulate mature moral 

judgment, these results might not translate directly to actual behavioural change in terms of 

reducing antisocial conduct. Cognizant of that individuals may, in Kohlbergian terms, present 

Stage 3 moral judgment yet still engage in antisocial behaviour, DiBiase (2010) suggests that 

future research should attend not merely to moral judgment delays but more importantly to 

egocentric bias and secondary self-serving cognitive distortions.  

In addition to the statistically significant multivariate Time x Group interaction for Social 

Skills (SSRS), Anger (ChIA) and Sociomoral Reasoning (SRM-SF), a statistically significant 

multivariate main effect for Achievement was found across the three dependent variables F (3, 

39) = 16.41, p <.001, η2 =.56 (DiBiase, 2010). This result suggests that with pre-test and post-test 

scores averaged for each subject, behaviour (as measured by the SSRS, ChIA, and SRM-SF) 

behaviour was different for the Low Achievement group, as compared to the Average 

Achievement group. The practical significance is that the multivariate main effect of 

Achievement accounted for 56% of the variance across the three dependent variables, which is 

considered a medium effect (DiBiase, 2010).  

This significant multivariate main effect for Achievement warranted a univariate analysis 

of Achievement on each dependent variable. While no statistically significant results were found 

for the depended measure of Anger (ChIA), or Sociomoral Reasoning (SRM-SF), a significant 
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result was found on the dependent measure of Social Skills (SSRS), F (1, 41) = 50.326, p <.001, 

η2 =.55 (DiBiase, 2010).  This result indicates that when pre-test and post-test scores were 

averaged for each subject, Social Skills behaviour was different for the Low Achievement group, 

as compared to the High Achievement group. In terms of practical significance, the univariate 

main effect of Achievement accounts for 55% of the variance in the SSRS dependent variable, 

which is considered a medium effect (DiBiase, 2010). 

 In the Netherlands, van der Velden, Brugman, Boom and Koops (2010) studied the 

EQUIP for Educators program in a sample of 764 prevocational secondary school students, 

ranging from 12.9 to 16.3 years of age. van der Velden et al. (2010) used a pretest/posttest design 

to compare an experimental group to a control group with regard to: change in attitude toward 

Antisocial Behaviour, measured by a) the Antisocial Behaviour Questionnaire (Høst, Bregman, 

Tavecchio, & Beem, 1998; Leenders & Bregman, 2005) and b) the Teacher’s Report Form 

(Achenbach, 1991), change in the prevalence of Self-serving Cognitive Distortions, measured by 

the How I Think Questionnaire (HIT, Barriga et al., 2001), and change in the stage of Moral 

Judgment Development as defined by Kohlberg, measured by the Moral Judgment Rating Task 

(MJRT, Colby & Kohlberg, 1987). Insight into the teacher’s perspective was gained through 

semi-structured teacher interviews and further understanding of the student’s experience was 

attained through student evaluation forms. 

 Repeated measures showed that attitude toward antisocial behaviour decreased (i.e. the 

proclivity for antisocial behaviour decreased) in the EQUIP for Educators group compared to the 

control group, with a small effect size (partial eta square of .02) (van der Velden et al., 2010).  

 In addition, the level of Self-serving Cognitive Distortions decreased significantly in the EQUIP 

for Educators group compared to the control group, with a small effect size (partial eta square of 

.02). These findings correspond with previous research by Nas et al., (2005).  The assessment of 
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the Moral Judgment Development variable showed no significant change between the EQUIP for 

Educators group and the Control group (van der Velden et al., 2010). While this result is 

consistent with previous findings of Leeman et al. (1993) and Nas et al. (2005), it is contrary to 

the DiBiase (2010) study which demonstrated more sophisticated Sociomoral Reasoning (moral 

judgment) skills occurred in the EQUIP for Educators group than the Control group at the time 

of post-test. In general, the results of the Nas et al. (2005) study provide outcomes supporting the 

efficacy of the EQUIP for Educators program. 

 In Madrid, Spain, the EQUIP for Educators was studied for its effectiveness as a peer 

victimization prevention program in secondary school, which aimed to remediate thinking errors 

and bullying behaviour, and improve classroom climate (van der Meulen, Granizo, & del Barrio, 

2010). First, EQUIP for Educators was translated into Spanish, this translated version was 

entitled EQUIPAR (DiBiase, Gibbs, Potter van der Muelen, Granizo, & del Barro, 2010). The 

participants consisted of 90 students. Two classes comprised the treatment group, with one class 

of 24 students with a mean age of 14.2 years and another class of 15 students with a mean age of 

16.2 years. Two other classes comprised the control group, with 25 students in one class with a 

mean age of 14.0 and a second class of 25 students with a mean age of 14.4 years (van der 

Meulen et al., 2010). 

Three questionnaires were used to evaluate the effects of the EQUIPAR program: 1. a 

Spanish translation of the How I Think (HIT) questionnaire (Barriga et al., 2001) was used to 

assesses self-centered cognitive distortions; 2. the School Bullying and Social Exclusion 

questionnaire (Defensor del Pueblo [Spanish Ombudsman], 2000) was used to measure peer 

victimization incidents and perceptions; and 3. The Classroom Climate Scale, created by the 

authors (van der Meulen et al., 2010) was used to test the sense of wellbeing/security and group 

cohesion in the classroom.  
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ANOVA testing found a significant HIT x School x Group interaction (F (1,46) = 6.1 1, p 

< .05, eta = .117). The results of two ANOVAs (one for each school) showed a statistically 

significant HIT x Group interaction in school two but not school one (possibly because school 

one had a lower number of participants in the sample) (van der Meulen et al., 2010). Follow-up 

univariate ANOVAs for simple effects of the HIT x Group interaction for school two indicated a 

significant deference between pre-test and post-tests times in both the EQUIPAR experimental 

group and the Control group, although these differences occurred in opposite directions. The 

EQUIPAR experimental group showed significantly less self-centered thinking errors at post-

test, in contrast to the Control group that demonstrated an increased number of self-centered 

distortions at post-test (van der Meulen et al., 2010). These results indicate improvements in 

moral thinking in the EQUIP intervention group (van der Meulen et al., 2010). In the discussion 

of the results, provided by van der Meulen et al. (2010), the authors referred to the EQUIP for 

Educators’ instructor report, which indicated that this instructor found it more challenging to 

implement the program activities with the smaller group of 15 students (school one) as opposed 

to the larger group of 25 students (school two). Moreover, relationship issues existed between the 

regular classroom teacher and the students in school one, while a positive relationship existed 

between the teacher and students in school two. van der Meulen et al. (2010) acknowledge that 

differences in these interpersonal relationships may be linked to students’ level of motivation and 

engagement with the program. Thus, class size and positive teacher/student relationship are two 

issues to bear in mind for future research. 

 Statistical tests were not run on the School Bullying and Social Exclusion data measuring 

Peer Victimization due to missing data/low number of participants. However, comparisons were 

made between groups and measurement times and applied to the interpretations with a degree of 

caution (van der Meulen et al., 2010). Unexpectedly, school one found a small increase in 
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victimization/bullying/social exclusion behavior in both the experimental and control groups 

from pre-test to post-test. van der Meulen et al. (2010) propose that one interpretation of this 

increase in both groups might be due to increased awareness of the various victimization, 

bullying, and social aggression situations that occur in secondary schools.   

Conversely to school one, school two found that the overall percentage of victimization 

behaviour decreased in the EQUIPAR group overtime. More specifically, in the EQUIPAR 

experimental group of second school, six types of victimization/bullying behaviour (ignoring, 

insulting, talking behind someone’s back, stealing things, hitting, threatening to scare someone) 

were observed by less students, while four other types (not allowing someone to join in, hiding 

things, breaking things, sexual harassment) were observed by more students at post-test (van der 

Meulen et al., 2010).  In the Control group of the second school, three types of 

victimization/bullying behaviour (ignoring, insulting, hitting) were observed by fewer students 

and five types by more students (not allowing someone to join in, calling nasty names, breaking 

things, stealing things, sexual harassment, threatening with weapons) and five other types by 

relatively the same number of students (talking behind someone’s back, calling nasty names, 

hiding things, obliging by means of threat, threatening to scare someone) at the time of post-test.  

van der Meulen et al. (2010) observe that overall, a slight decrease in the observation of 

victimization behaviour had occurred in the EQUIPAR experimental group, while the Control 

group shows a small increase. A noteworthy remark by van der Meulen et al. (2010), indicates 

that to begin with, at the time of pre-test before the intervention, the percentages of victimization 

in the EQUIPAR experimental group were lower in the experimental group, yet the EQUIPAR 

experimental group still experienced a slight decrease in the overall percentage of victimization 

behaviours at post-test, compares to the Control group, whose percentages of victimization 

behaviours showed a small increase. 
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The sense of wellbeing/security and group cohesion in the classroom, as measured by the 

Classroom Climate Scale (van der Meulen et al., 2010), was examined with two ANOVAs. A 

significant Group Cohesion x School x Group interaction was found and two further ANOVAs 

(one for each school) were conducted to examine this interaction further. A statistically 

significant Group Cohesion x School interaction was found for school two, but not for school 

one. Follow-up univariate ANOVAs for investigating simple effects of this Group Cohesion x 

School interaction for school two showed significant differences in Group Cohesion between the 

time of pre-test and post-test in the EQUIPAR experimental group but not the Control group. In 

other words, the school two class was perceived as more united after the EQUIPAR program than 

it did before the EQUIPAR program, while the control group did not show any change (van der 

Meulen et al., 2010). 

 The results of these studies, conducted in Canada (DiBiase, 2010), the Netherlands (van 

der Velden et al., 2010), and Spain (van der Meulen et al., 2010) generally indicate that, in its 

teacher friendly format, EQUIP for Educators provides a valuable tool to help teachers prevent 

and remediate social skills deficiencies, cognitive distortions, moral judgment delay and to help 

students constructively manage their anger. Since these positive results align with the learning 

expectations of Ontario’s Character Development initiative, it merits further research of the 

EQUIP Approach (DiBiase et al., 2012) delivered through a narrative filmmaking pedagogy to 

concurrently meet the learning expectations of Ontario Technological Education curriculum. 

Review of the Multi-Component Tiered Structure of the EQUIP Approach: for adolescents  

The EQUIP Approach (DiBiase et al., 2012) is reinforced by its mutual help approach. 

Gibbs’ (2014) asserts that there is synergy between the mutual help and the multi-modal 

cognitive behavioural components of the EQUIP program. From one perspective, it is possible 

that the mutual help approach can enhance the effectiveness of the cognitive behavioural 
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approach by presenting the curriculum in a relational format that cultivates the receptiveness of 

the group. Riessman’s (1990) explanation for possible positive synergy is that traditional 

cognitive behavioural programs may unintentionally stigmatize the learner as dependent or 

incompetent and thus rouse defensiveness and resistance to the program. Likewise, the sense of 

self-efficacy fostered by the mutual help approach has been associated with interpersonal gains 

of empathy, emotional information, experiential knowledge, and practical information that is not 

replicable in a professional-client relational structure (Munn-Giddings & McVicar, 2006). From 

the converse perspective, the positive synergy may be bi-directional, such that the cognitive 

behavioural approach can foster the success of the mutual help approach. For example, students 

may be encouraged to become more proficient in the knowledge and skills offered by the 

program in order to fulfill a drive to help the members of the peer group more effectively. 

 An additional advantage to the EQUIP Approach (DiBiase et al., 2012) is that it uses a 

tiered response framework that corresponds to Ontario’s Learning for All document, which 

promotes differentiated instruction and a tier approach to accommodate all learners (Ontario 

Ministry of Education, 2013). A tiered response framework is often used in the school context to 

meet a spectrum of students’ cognitive behavioural needs ranging from simple Tier 1 surface 

level disruptiveness and interpersonal conflict to Tier 2 fighting, violence, bullying, racism, 

antisocial behaviour, and substance abuse. A typical tiered response framework consists of three 

tiers: Tier 1 - Universal (general education and core curriculum), Tier 2 – Targeted (interventions 

for at-risk students, and Tier 3 - Intensive (interventions for students with the greatest emotional 

and behavioural needs), each designed to decrease problem behaviour and increase desired social 

skills and moral reasoning (Albrecht, Mathur, Jones, & Alazemi, 2015). However, in the Ontario 

context, despite the embrace of differentiated instruction and the “tiered approach” to providing 

precise support for students’ needs, which has been detailed in the Learning for All document 
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(Ontario Ministry of Education, 2013, p. 24), the Finding Common Ground: Character 

Development in Ontario Schools, K-12  (Ontario Ministry of Education, 2008a) document does 

not mention the need to differentiate or use a “tiered approach” to character development. 

 Furthermore, the Learning for All document specifically indicates that the tiered approach 

can be used to address behavioural needs “providing high-quality, evidence-based… instruction 

and appropriate interventions that respond to students’ individual needs” (Ontario Ministry of 

Education, 2013, p. 24). Thus, there is a clear overlap between the Finding Common Ground 

‘character development’ initiative, which intends to improve self-discipline and pro-social 

behaviour, and the Learning for All ‘tiered approach’, which intends to differentiate instruction 

according to behavioural needs.  

 With this tiered approach to behavioural intervention in mind, it makes sense for schools 

to eradicate the duality between ‘character education’ versus the ‘tiered approach’ to emotional 

and behavioural interventions and instead implement a comprehensive multicomponent initiative 

that satisfies the needs of both mandates concurrently. The EQUIP Approach (DiBiase et al., 

2012) satisfies this specification explicitly. While the original Gibbs, Potter, and Goldstein 

(1995) EQUIP program was designed for Tier 3 Intensive treatment for students with the most 

emotional and behavioural needs, DiBiase et al. (2012) adapted the EQUIP program into a 

prevention curriculum for Tier 1 Universal and Tier 2 Targeted needs within the regular school 

environment. In this sense, the EQUIP Approach uses a tiered response framework dedicated to 

95% of the school population that has either Tier 1 surface level occasional acting out behaviour 

(80% of students) and Tier 2 at-risk behaviour (15%) (DiBiase et al., 2012). In the interest of 

implementing a coherent tiered response framework, schools could implement the Tier 3 

intensive intervention program for the remaining 5% of students identified with special 

behavioural and emotional needs. 
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Evidence Supporting Narrative Filmmaking as a  

Pedagogical Tool for Moral Development 

 The rationale for using narrative as a pedagogical tool concerns the nature of narrative 

stories, which have an inherent ability to provide a means for humans to organize and make 

meaning of knowledge. According to Vitz (1990) narrative structures should be harnessed for 

educational purposes so that teachers can “view narratives as the laboratory of moral life” (p. 

718). Basourakos (1999) has used dramatic narratives in Junior to Senior high school to engage 

students emotionally as they think and reason about moral situations. According to Basourakos 

(1999), dramatic narratives allow students to identify with the story’s moral agents and 

internalize the emotionally complex, real-life moral dilemmas. Teachers can use pre and post 

moral narrative performances as discussion opportunities whereby students reflect on the moral 

dilemmas encountered by the various characters (Basourakos, 1999). Bouchard (2002) suggests 

that when students act in a dramatic narrative through role-play, empathic connections to the 

story characters are intensified. Day (2002) developed a theatre workshop to help his students 

think reflectively about the plight of refugees and homeless people. Day (2002) found he was 

able to engage his students empathically when they acted out the roles and wrote the contents of 

the script. Script writing fostered connection with the refugee/homeless experience when the 

language of the narrative had personal meaning for them (Day, 2002).  

 The rationale for using filmmaking as a pedagogical tool for delivering the EQUIP 

Approach (DiBiase et al., 2012) concerns the power of psychocinematic techniques to instigate 

cognitive and emotional affect and arouse the moral sympathies of audiences. Hollywood studios 

established a set of structured standardized editing practices that ensure audiences can follow the 

plot by first introducing the narrative’s spatiotemporal context through an establishing shot (a 

long shot) to set the scene (Shimamura, 2013). Once a scene is established, the following camera 
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shot will move closer with long shots that introduce the audience to the various characters in the 

scene. Medium shots then provide more narrative context related to each character. Close up 

shots during dialogue allow the audience to closely observe a character’s mouth, brows and eyes, 

which convey thoughts and emotions (Shimamura, 2013). The use of this filmmaking editing 

structure can foster students’ perspective-taking through theory of mind (i.e. developing an 

awareness of the emotions, beliefs, motivations, and knowledge limitations of other individuals 

in a given situation (Levin, Hymel & Baker, 2013). 

 Cognitive film theory explains that the principles of continuity editing in filmmaking 

organize narrative content much the same way that the human mind structures the real world. 

Both generate mental schema of situational phenomena by structuring and focusing attention, by 

attending to convergent simultaneously occurring events, and by harnessing memory, flashbacks, 

visions and fantasies (Anderson, 2013). The filmmaker uses camera shots and editing techniques 

to illustrate how characters progress from immediate goals, trials and tribulations to future 

outcomes (Oatley, 2013). This is an exercise of perspective-taking, which according to Gibbs 

(2014) may be “rationalization-busting” as it provides the student with a “reciprocal influence” 

between the social and the individual reasoning processes (p. 66). In this sense, omnipotent 

bird’s eye social-perspective-taking is provided to the student filmmaker as they illustrate their 

character’s action in accordance with false beliefs (cognitive distortions) with a simultaneous 

awareness of the minds and hearts of other characters and their circumstances. This skill as 

practical application to empathic development and thus, moral education curriculum.  

Empirical Intervention Studies Regarding Alternative  

Psycho-educational Programs 

 EQUIP Approach for adolescents (DiBiase et al., 2012) has been previously shown to be 

an effective method for teaching students the techniques of anger management, social 



 

 

44 

perspective-taking, social skills development and the correction of self-serving cognitive 

distortions. In combination, these learning outcomes parallel the established goals of Ontario’s 

character development initiative.  To situate the current study within the larger context of other 

relevant empirical literature, evidence-based intervention programs will be examined. These 

interventions generally divide into sections of: a) programs designed as Character Development; 

and b) programs designed for teaching cognitive behavioural strategies. 

Programs Designed for Character Development 

The varieties of character education programs do not correspond to a large body of 

research (Berkowitz, 2002), and program have only been sporadically studied scientifically in 

terms of its effectiveness over the last 35 years (Berkowitz & Bier, 2007).  To determine “what 

works”, Berkowitz and Bier (2007) conducted a systematic review of 109 studies and five 

focused program assessments (p. 29). First, Berkowitz and Bier (2007) defined the domain of 

character education as “a complex set of psychological characteristics”, which  

“enable and motivate the individual to be a moral agent (i.e., to engage in systematic, 

intentional prosocial behaviour). Such developmental outcomes include moral values 

(e.g., prosocial attitudes and motives) socio-moral reasoning competencies (e.g., 

perspective-taking, moral reasoning) knowledge of ethical issues and considerations, 

moral emotional competencies (e.g., empathy, sympathy), a prosocial self-system (e.g., 

moral identity, conscience), relevant behaviour competencies (e.g., ability to disagree 

respectfully, conflict resolution skills), and a set of characteristics that support the 

enactment of such prosocial motives and inclinations (e.g., perseverance, courage) (p. 

30). 

This complex definition was applied to the approach of inclusion and exclusion criteria for this 

study, such that all educational initiatives that targeted some of the set of possible character 
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outcomes, rather than explicitly self-identified programs of character education were considered 

for review (Berkowitz & Bier, 2007). 

 In total, 109 studies and five focused program reviews were identified at fitting the 

complex domain definition. First, each study was examined for scientific rigor according to the 

following criteria: a) a comparison group was included; b) a pre- and post-design was used, or a 

control group was incorporated; c) statistical tests of significance were reported; d) the study 

used random or matched comparison and program groups; e) post-tests were delayed; f) study 

was published in a peer-reviewed journal; and g) an assessment of program implementation was 

included (Berkowitz & Bier, 2007). Of the original 109 studies, 73 met the inclusion criteria for 

rigor. Next, the studies were examined for program effectiveness according to the following 

point system: a) two points for significant positive effect; b) zero points for a non-significant 

effect; c) minus three points for a significant negative effect. These points were tallied for each 

study and then divided by the total number of statistical tests in the study. The cutoff score was 

.40 for effectiveness. All studies for each program were combined using the same formula for 

determining program effectiveness, but if a program had more than one study then the results 

were combined and the same cutoff score (.40) was used to determine program effectiveness. 

Thirty programs were found to be effective based on their cumulative 64 studies and five meta-

analyses (Berkowitz & Bier, 2007). Of these 30 programs, seven were curricula intended for the 

secondary school context, which is the population under study in the current research.  

The seven programs (and their associated effectiveness research studies) are: Just 

Communities, Lions Quest, the Moral Dilemma Discussion, Positive Action Through Holistic 

Education, Social Decision Making and Problem Solving, Teaching Students to be Peacemakers, 

and Teen Outreach. The first program listed was the Just Communities program, which was first 

developed by Kohlberg (1985). According to Berkowitz and Bier (2007), the study conducted by 
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Power, Higgins, and Kohlberg (1989) fulfills their criteria for rigor and program effectiveness 

with regard to enhancing moral decision making through dilemma discussions, which encourage 

a sense of justice, fairness, care, and social belonging. The Lions Quest program, developed by 

Quest International (n.d. a) as a tool for general life skills development with a dedicated drug 

education unit, was classified by Berkowitz and Bier (2007) as fulfilling their standards for rigor 

and program effectiveness as indicated by the research of Eisen, Zellman, Massett, and Murray 

(2002). Berkowitz and Bier (2007), cite Lockwood (1978), Enright et al. (1983), Rest and Thoma 

(1986), and Lind (2002) as rigorous studies supporting the program effectiveness of the Moral 

Dilemma Discussion. This program was developed by Blatt and Kohlberg (1975), which, as 

suggested by its title, presents moral dilemmas and guides students through teacher-facilitated 

discussion of these scenarios. However, despite its impact on students’ ability for moral 

reasoning, the program has attracted criticism for its teacher-centered approach, as problems 

have been reported with regard to keeping students’ attention (Lind, 2006). Berkowitz and Bier 

(2007), identify Positive Action Through Holistic Education (PATHE), as a program which met 

their rigor and program effectiveness criteria. PATHE is a federally-funded delinquency 

prevention project developed by the Charleston County public school system and assessed by 

Gottfredson (1986). The PATHE program implements academic skills (study skills, reading 

experience, test-taking practice, etc.), school climate interventions (a school pride campaign, 

extra-curricular activities), and career-oriented interventions (career exploration, and job-seeking 

skills) (Gottfredson, 1986). The Social Decision Making and Problem Solving (SDM/PS) 

program, developed by Elias and Butler (1986) was also identified as having program 

effectiveness and adequate rigorous study (Elias et al., 1986; Elias, Gara, Schuyler, Branden-

Muller, & Sayette, 1991; Gottfredson, Jones, & Gore, 2002) as determined by the criteria set out 

by Berkowitz and Bier (2007). The main format of the SDM/PS program (Elias & Butler, 1986) 
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is an eight-step procedure for the development of sets of social skills including “interpersonal 

sensitivity – focusing on one’s feelings in problem situations, putting those feelings into words”, 

“means-end thinking - considering alternative ways to reach one's goal and multiple 

consequences for each alternative”, and “planning and anticipation - developing specific ideas 

for carrying out one's chosen solution… reconsidering what happened for use in future 

situations” (p. 261). Next, Berkowitz and Bier (2007) recognize the efficacy of the Teaching 

Students to be Peacemakers program, developed by Johnson and Johnson (1995). The studies 

including in the Berkowitz and Beir (2007) review of the literature were Johnson and Johnson, 

2000a and 2000b. These studies suggest the Teaching Students to be Peacemakers program’s 

efficacy with regard to teaching students to be peacemakers in five steps: “learning what is and 

what is not a conflict; negotiating integrative agreements to conflicts; mediating classmates' 

conflicts; implementing the program; and receiving ongoing training” (p.2). Finally, the 

Berkowitz and Bier (2007) analysis concludes that Teen Outreach (Allen, Philliber, & Hoggson, 

1990) is an adequate program aimed at preventing teen pregnancy and school failure. While the 

program seeks to foster self-empowerment by enhancing student autonomy, peer, facilitator and 

other adult supports are provided. 

 Similar results to the Berkowitz and Bier (2007) review of the literature using the broad 

definition of character education were achieved in an early review of the literature by Berkowitz 

and Bier (2005), which approached the review with a narrower definition of character education. 

Instead of producing seven programs intended for use with secondary school populations, the 

earlier Berkowitz and Beir (2005) review produced five programs. The definition of character 

education used to direct their review included “proactive effort by schools… to instill… values 

such as caring, honesty, fairness, responsibility, and respect for self and others” (p. 2), but also 

included “drug and alcohol prevention, violence prevention, service learning, and social 
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emotional learning, all of which feature initiatives that fit some or all of the definitions above” 

(p. 3). Initially 109 research studies were collected (the same number as the Berkowitz and Beir 

(2007) study) and of those, 69 studies were determined to fit the definition of character education 

under study in the Berkowitz and Beir (2005) study (whereas the Berkowitz and Beir (2007) 

study, with the wider definition, found that 73 studies met their inclusion criteria). The next step 

was to determine which studies “worked” based on “scientifically acceptable research 

conclusions in accordance with the standards for research in No Child Left Behind” (p. 4). 

According to this criteria, 33 scientifically supported character education programs were 

analyzed in the Berkowitz and Biers (2005) report. 

Given that, of those 33 programs, only five were used to support the secondary school 

population, which is the population emphasized in the current study, the following overview of 

the Berkowitz and Bier (2005) systematic analysis centers on the results of the five programs 

intended for the secondary school population. It is also noteworthy that these five programs were 

included within the seven programs identified later in the Berkowitz and Bier (2007) review.  In 

the Berkowitz and Bier (2005) review the intervention programs were analyzed according to 

three main criteria: to what extend did they address risk behaviour and prosocial competencies; 

school-based outcome expectations; and general social-emotional competencies. These 

categories were further divided according to 19 sub-categories. Here, Berkowitz and Bier’s 

(2005) review of the five programs relevant to this study are discussed.  

 The Just Communities (Kohlberg, 1985) approach is rooted in cognitive-developmental 

theory, which involved Kohlberg’s attempt to create school environments that engage democratic 

governance of real-life school related predicaments rather than hypothetical dilemmas alone. Just 

Communities showed support of the Socio Moral Cognition, Personal Morality sub-categories of 

the Prosocial Competencies but did not address Risk Behaviour, School-based Expectations nor 
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Social-Emotional expectations (Berkowitz & Bier, 2005). The Just Communities initiative only 

addressed two, out of 19, character education imperatives. 

 The Lions Quest: Skills for Adolescents program (Quest International, n.d. a) is a general 

life skills education program with a dedicated drug education unit. The Berkowitz and Bier 

(2005) analysis showed support regarding the Knowledge and Beliefs about Risks, School 

Behaviour, Academic Achievement and Emotional Competencies sub-categories. However, 

Lions Quest was ineffective at addressing the Drug Use subcategory and was not designed to 

address any of the seven Prosocial Competencies sub-categories (Berkowitz & Bier, 2005).  In 

essence, Lions Quest only addressed four, out of 19, character education imperatives. 

 The Positive Action Through Holistic Education: PATHE (Gottfredson, 1986) program 

sought to diminish the frequency of delinquent behavior, and to improve academic and 

occupational achievement by changing school climate, preparing students with academic 

strategies and career training. Support was found for the subcategories of Knowledge and Beliefs 

about Risks, School Behaviour, Attitudes Toward School, Academic Achievement, Self-

Concept, and Coping (Berkowitz & Bier, 2005).  While PATHE appeared to cover a broader 

scope than the Just Communities and Lions Quest initiatives, it still only addressed six, out of 19, 

character education imperatives. 

 The Teaching Students to be Peacemakers (Johnson and Johnson, 1995) program is a 

conflict resolution initiative. It involved communication and negotiation skills training. The 

program did not attempt to address any of the “Risk Behaviours”, the “Prosocial Competencies”, 

or the “Social-Emotional Competencies” criteria. However, strong levels of support were found 

for the “Academic Achievement” sub-category (Berkowitz & Bier, 2005). Thus, the Teaching 

Students to be Peacemakers initiative addressed one out of 19 potential character education 

imperatives. 
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 The final high school character education program evaluated in the Berkowitz and Bier 

(2005) review was Teen Outreach (Allen et al., 1990) which is a teen pregnancy and school 

failure prevention program. While the program seeks to foster self-empowerment by enhancing 

student autonomy, students continue to receive peer, facilitator and other adult supports. 

According to the results of the Berkowitz and Bier (2005) analysis, Teen Outreach addressed one 

of the six sub-categories of the “Risk Behaviors” criteria related to its intention to reduce teen 

pregnancy and a high degree of support for the Sexual Behavior sub-category. While Teen 

Outreach did not address “Prosocial Competencies” or “Social-Emotional Competencies”, strong 

support was noted for the “School Behaviour” and the “Academic Achievement” sub-categories 

(Berkowitz & Bier, 2005). Thus, the Teen Outreach initiative only addressed three, out of 19, 

character education imperatives. 

 Given that the current study is focused on the Ontario secondary school context of 

character development, the efficacy of the programs identified by Berkowitz and Bier (2005, 

2007) (Just Communities, Lions Quest, the Moral Dilemma Discussion, Positive Action Through 

Holistic Education, Social Decision Making and Problem Solving, Teaching Students to be 

Peacemakers) must be considered for their ability to address the broad range of learning 

outcomes identified by the Ontario initiative (Ontario Ministry of Education, 2008). Antisocial 

problem behaviour is complex and multi-faceted in its manifestation, and thus, effective 

character education programs must also take a multi-component/multi-strategy approach (Lane et 

al., 2005, Berkowitz & Bier, 2005). The Berkowitz and Bier (2005, 2007) reviews indicate that 

while only the Moral Dilemma Discussion approach is a single-strategy program, as stand-alone 

curricula none of the seven programs identified as effective holistically satisfy the complex 

nature of antisocial behavioural problems, which requires the synergistic unification components 

of social skill development, socio-moral reasoning competencies (social perspective-taking to 
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address egocentric bias), strategies for anger management, and a “mutual help” approach that 

harnesses the potential for genuine perspective-taking and for the individual to “create his own 

proof of worthiness” (Gibbs, 2014, p. 183; DiBiase, 2010). Thus, this proposed study will 

implement the multi-component EQUIP Approach for adolescents (DiBiase et al., 2012) that has 

evinced efficacy in remediating deficiencies regarding social skills, ethical responsibility, anger 

management and social decision-making and is implemented through a peer-help approach 

(DiBiase, 2010; van der Velden et al., 2010; Van der Meulen et al., 2010). 

Programs Designed for Teaching Cognitive Behavioural Strategies 

The underlying assumption of cognitive strategies is that students can develop cognitive 

skills to manage their own emotions, problem-solving and pro-social moral behaviour (Webber 

& Magg, 1997). The following discussion outlines an array of cognitive strategies and 

interventions. The Rational Emotive Behaviour Therapy (REBT) is the first form of clinical 

cognitive behaviour therapy (CBT) created by Ellis (1958) according to the “ABCDE” model. 

According to the model, individuals experience undesirable activating events: A) about which 

they have rational and irrational beliefs, B) beliefs lead to emotional, cognitive, and behavioral 

consequences (rational beliefs lead to functional consequences, while irrational beliefs lead to 

dysfunctional consequences), C) once generated consequences can become activating events 

(that can then produce secondary meta-emotions through rational or irrational beliefs, D) therapy 

encourages individuals to restructure their irrational beliefs according to E) adaptive rational 

beliefs that have positive impacts on emotional, cognitive, and behavioural responses (Ellis, 

1962). Quantitative meta-analyses exploring REBT support its basic theory and efficacy (Engles, 

Garnefsky, & Diekstra, 1993; Lyons & Woods, 1991); however, a more resent evaluation 

concludes that, although effective, about 30-40% of people are still non-responsive to this 

intervention approach (David, Szentagotai, Eva, & Macavei, 2005). Cognitive restructuring 
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techniques are included in the EQUIP Approach. Moreover, the EQUIP Approach (DiBiase et 

al., 2012) is strengthened by its peer-based, mutual help approach (Riessman, 1990). With regard 

to the narrative filmmaking pedagogical technique, REBT does not align to a narrative structure 

and thus would not permit such pedagogical tool.   

 The Behaviour Education Program (BEP) (Crone, Horner, & Hawken, 2004) is a 

modified check-in, check-out system that provides feedback and prompts for acceptable behavior 

through a Tier 2 – Targeted intervention for students who are at risk for more severe problem 

behaviours (Hawken, MacLeod, & Rawlings, 2007). Research suggests support for the 

effectiveness of BEP (Hawkin & Horner, 2003; Hawkin, 2006). However, it was not found to 

benefit all students. The BEP evinces least effectiveness with students who do not benefit from 

reinforcement by adult attention (March & Horner, 2002). This adult-based approach is in 

contrast to EQUIP Approach peer-based, mutual help approach which provides a sense of self-

efficacy associated with interpersonal gains of empathy, emotional information, experiential 

knowledge, and practical information that is not replicable in a professional-client relational 

structure (Munn-Giddings & McVicar, 2006). 

 The Schoolwide Positive Behavioural Interventions and Supports (SWPBIS) is a Tier 1 – 

Universal general education model (Bradshaw, Mitchell, & Leaf, 2010). The program attempts to 

improve systems (disciplinary, reinforcement, and data management) and procedures (office 

referral, training, leadership) that promote positive change in staff behaviours to subsequently 

alter student behaviours (Bradshaw et al., 2010). Results from nonrandomized studies have 

shown promise for the SWPBIS model with regard to school disciplinary practice and reduction 

in office referrals (Barrett, Bradshaw, & Lewis-Palmer, 2008; Taylor-Green et al., 1997). 

Because the SWPBIS is a separate “systems” approach program, it is not suitable for 

pedagogical integration with regular subject curriculum. Overall, the most efficacious aspects of 
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the cognitive behavioural approach are covered by the multi-component EQUIP Approach 

(DiBiase et al., 2012). Moreover, the format of the EQUIP Approach avails itself to seamless 

integration within the context of narrative filmmaking. 

Summary of Chapter Two 

  This chapter situated this study within the theoretical framework of Gibbs’ (2014) co-

primacy theory. Gibbs’ (2014) theory is central to the conceptual underpinnings of the EQUIP 

Approach (DiBiase et al., 2012). The interests of the researcher and an overview of the 

contextual aspects of this study were provided. Educational issues, including the relationship 

between problem behaviour and overall life success was established. In addition, the Ontario 

initiative for character development was described and critiqued. Chapter two provided a review 

of the relevant literature, beginning with an overview of the field of moral education. Evidence 

supporting the use of the EQUIP Approach (DiBiase et al., 2012) was specified beginning with 

an explication of the origins of EQUIP, followed by a deconstruction of key evidence-based 

studies on the various versions of EQUIP. The multi-component tiered structure of the EQUIP 

Approach (DiBiase et al., 2012) in terms of its compatibility with the Ontario character education 

initiative. In addition, the use of narrative as a pedagogical tool was discussed. Finally, an 

overview of the empirical research was outlined, which defined strengths and challenges of other 

intervention programs according to the divisions of character development programs and 

cognitive behavioural strategies. 
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CHAPTER THREE: METHODOLGY AND RESEARCH DESIGN 

  This methodology chapter provides a composite definition of the mixed methods 

research design used in the current study. The chapter positions the research approach within the 

philosophical foundations undergirding the objective and subjective objectives of the current 

inquiry. The purpose of the study is explained, and a comprehensive compendium of the research 

design and instrumentation materials are expounded. The chapter also identifies the participants, 

the research setting, and my role as researcher. Further, a procedural description of data 

collection and analysis (both quantitative and qualitative) is provided. Ethical considerations and 

study limitations are discussed. The final two sections restate the area of study and summarize 

Chapter Three. 

Definition of Mixed Methods Research 

A mixed methods design will be used to evaluate the efficacy of a narrative pedagogy for 

delivering the EQUIP Approach (DiBiase et al., 2012) using both quantitative data (valid 

measures on all three psycho-educational components: social skills, anger management, and 

social decision-making) and qualitative data (student interview data). While there are numerous 

definitions of mixed methods research, Creswell (2014) has provided a comprehensive set of six 

core characteristics that define mixed methods research. First, mixed methods research involves 

the collection of both qualitative (open-ended) and quantitative (closed-ended) data in response 

to research questions (Creswell, 2014). Second, data analysis includes both quantitative and 

qualitative components. Third, investigative rigor is required in both the qualitative and 

quantitative elements of data collection and analysis (i.e., adequate sampling, valid 

instrumentation, thorough analysis). Fourth, qualitative and quantitative data must be integrated 

at some point within the research design (merged, connected, or embedded) (Creswell, 2014).  

Fifth, the researcher must specify the timing of data collection (concurrent or sequential) and the 
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emphasis (equal or unequal) for the quantitative and qualitative elements. Finally, the procedures 

may be informed by philosophical orientations (Creswell, 2014). Combined, these approaches 

provide thick, detailed data through qualitative methods, and statistical outcomes that may be 

generalizable through quantitative methods. 

A mixed methods approach brings valuable flexibility to the process of addressing 

research problems and is becoming the third leading research model, along with quantitative and 

qualitative research (Johnson, Onwuegbuzie, & Turner, 2007). However, methodologically it is 

philosophically complex. 

Philosophical Foundations 

Recent philosophical debates pertaining to research methodology (paradigm standards for 

pursuing and justifying “knowledge”) can be traced back to the deliberations of ancient Western 

philosophy. The crux of the discussion lies amid the extreme positions between a) Plato’s 

quantitative, positivist paradigm (universal ideals through which to view the world); b) the 

Sophists, qualitative, interpretivist paradigm (a complexity view in which meanings are 

subjective, varied and multiple); versus c) Aristotle’s principle of the “golden mean” (a workable 

middle, respecting the value of both quantitative and qualitative viewpoints) (Tran, 2016, p. 1). 

Concordant with these early philosophical positions, the current domain renders three-paradigm 

methodological domains of quantitative, qualitative, and mixed methods. Mixed methods 

research has evolved into a valid and widely accepted approach that attempts to consider 

multiple viewpoints, perspectives, and positions by drawing from the positive aspects of both 

quantitative and qualitative research paradigms (Baran, 2016). 

The philosophical assumptions of the researcher may affect the practice of research and 

thus, these assumptions should be combatable with the research paradigm (Creswell, 2014; 

Neuman, 2011). For the purpose of this efficacy study, my assumptions align with the classical 
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pragmatism espoused by William James, and John Dewey, which is arguably the most useful 

philosophy for supporting mixed methods research because it offers a workable solution to the 

paradigm dualisms debated by purists (Johnson & Onwuegbuzie, 2004). In a description of 

pragmatism, James (1907/1975) states “her only test of probable truth is what works best in the 

way of leading us, what fits every part of life best and combines with the collectivity of 

experience’s demands” (p. 44). According to James (1907/1975), “philosophical disputes 

collapse into insignificance the moment you subject them to [the] test of tracing a concrete 

consequence” (p. 30). In other words, what is true must actually hold up in practice. Dewey 

(1908) expands upon William James, maintaining that pragmatism satisfies the “double urgency” 

requirement; accounting for the essential subjective and objective demands of inquiry (p. 96).  

In addition, my philosophical assumptions are cognizant of the limitations of mono 

methods of inquiry and as such, include the assumptions of Unflattening (Sousanis, 2015). An 

‘unflattened’ perspective requires multiple vantage points to generate new ways of seeing 

(Sousanis, 2015). My use of a mixed methods approach will allow me to pair paradigm 

perspectives, akin to the pairing of slightly displaced left eye and right eye views of sight, which 

produce parallax and enable depth perception (Sousanis, 2015). Hence, according to the theory 

of pragmatism espoused by James (1907/1975) and Dewey (1908), and the assumptions of 

Unflattening illustrated by Sousanis (2015), a mixed methods approach is consistent with my 

pragmatic philosophical worldview, which permitted different points of view to be brought 

together to test whether effectiveness outcomes of the EQUIP Approach (DiBiase et al., 2012) 

delivered through the pedagogical tool of narrative filmmaking holds up in practice. 

Pragmatic research is driven by anticipated applied outcomes in educational practice 

rather than theories and explanations (Cherryholmes, 1992). Given the practical value of 

consulting multiple perspectives in the evaluation of educational program effectiveness, the 
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pragmatic approach is recommended by Reichardt and Cook (1979) who suggest comprehensive 

evaluations should be “outcome oriented, exploratory as well as confirmatory” (p. 18). Given 

this research was a study of the efficacy outcomes regarding the EQUIP Approach (DiBiase et 

al., 2012) delivered through the pedagogical tool of narrative filmmaking, a pragmatic approach 

was concordant with both the study purpose and the mixed methods approach. 

The practice of using mixed methods was introduced in social science methodological 

literature by Campbell and Fiske (1959) who espoused the use of multiple research methods for 

construct validation through convergent results. Denzin (1979) contended that by using between-

method triangulation, bias inherent in any particular data source or method would be cancelled 

out through the elucidation of three elements: convergence, consistency, and/or contradiction. 

These elements provided the current study with a degree of insight to the quantitative findings 

and validity to the qualitative outcomes. 

Purpose of the Study 

The intention of this mixed methods study was to examine the efficacy of a narrative 

filmmaking pedagogy for delivering the EQUIP Approach (DiBiase et al., 2012) with respect to: 

a) its ability to quantifiably develop students’ skills in moral reasoning, anger management, and 

social skills (which are attributes that will satisfy the mandate of Ontario’s Character Education 

initiative);  and b) qualitative interpretations of a sub-sample of students’ with regard to their 

experiences, thoughts, feelings, and behaviours. Intervention effectiveness was assessed as it was 

implemented within the context of a Technological Education course. 

 The EQUIP Approach (DiBiase et al., 2012) delivered via a narrative filmmaking 

pedagogy addresses the Ministry’s expectations of the Character Development initiative through 

a psycho-educational curriculum that prepares students to correct cognitive distortions (anger 

management), balance social behaviour (social skills), and make mature moral judgements 
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(social decision-making) (DiBiase et al., 2012). Thus, this study quantitatively assessed student 

changes in each of these psycho-educational components, while also exploring qualitative 

interpretations of a sub-sample of students with regard to their experiences, thoughts, feelings, 

and behaviours. 

Research Questions 

The current mixed methods study addressed the following questions: 

Quantitative Questions 

1. Is there a relationship between the three dependent psychometric measures, the How I 

Think (HIT) questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-

RS), and the Socio-moral Reflection Measure–Short Form (SRM-SF)? 

2. Do the groups (EQUIP- NF Group and Control Group) differ across the HIT, the SSIS-

RS, and the SRM-SF from pre-test to post-test? 

Please note, the quantitative research variables are outlined in Table 1. 

Qualitative Question 

1. How do the thoughts, feelings, perceptions, and insights of participants in the EQUIP-NF 

Group and the Control Group explain and/or expand on the experimental results? 
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Table 1 
 
 Quantitative Research Variables 

 
 
  

 

Independent Variables and Levels 
 

   IV 1: Educational Program 

 

Level 1: EQUIP-NF Group (Treatment Group) 
 

Level 2: Regular method of character education (Control Group) 
 
 

   IV 2: Time 
 

Level 1: Pre-test 
 

Level 2: Post-test 
 

 
Dependent Variables  

 

 DV (1):  How I Think (HIT) questionnaire 

 DV (2):  Social Skills Improvement System - Rating Scale (SSIS-RS) 

 DV (3):  Socio-moral Reflection Measure - Short Form (SRM-SF) 
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Sampling Method 

A purposive, convenience sampling method was used to select the sample. Maxwell 

(1997) defines purposive sampling as a type of sampling in which, ‘‘particular settings, persons, 

or events are deliberately selected for the important information they can provide that cannot be 

gotten as well from other choices’’ (p. 8). The participating educators were selected based on 

specific criteria: 1) they were teaching Technological Education courses, which typically include 

a unit on filmmaking technology that is fundamental to the moral narrative filmmaking aspect of 

this study; 2) they had experience implementing character education as required by the Ontario 

Ministry of Education; 3) they had experience teaching and working with emotionally and 

behaviorally at-risk students in the classroom. The Control group teacher was female and had 16 

years of experience teaching, and the Experimental group teacher was male and had 10 years of 

experience. The student participants were also selected based on a set of criteria: 1) they were 

enrolled in the Technological Education course of the participating teacher; 2) they were within 

the range of 14-18 years of age, which was appropriate for the secondary school population 

intended by DiBiase et al.’s (2012) EQUIP Approach program for adolescents; 3) they classified 

under the prevention levels of either primary (the universal intervention needs of the majority, 

80%, that do not have serious behaviour problems, yet under certain circumstances may 

sometimes act out) or secondary (the needs of some students, 15%, who already exhibit at-risk 

behaviours). 

 A large enough sample size of 102 was recruited for the quantitative portion of this study 

to ensure significant statistical power according to central limit theorem (Howell, 2012). As 

shown in Figure 2, the power analysis and sample size calculation (as generated by G*Power 

free, open source software) the study required a total sample size of 32 participants to achieve  
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Figure 2.  

 
A priori sample size power analysis for MANOVA repeated measures (within-between) 
 
 

 
Note. The graph indicates a total sample size of 32 participants is required to achieve the 90% (d 
= .90) convention of statistical power and an effect size of .6 (to detect a medium effect size).  
Generated by G*Power analysis. 
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the 90% (d = .90) convention of statistical power and an effect size of .6, which is considered 

medium according to Cohen (1977).  

Participants 

 The student participant sample consisted of 102 participants, with 55 in the EQUIP-NF 

Group and 47 in the Control group.  The sample was distinguished by the following 

characteristics: both male (57) and female  (45) students enrolled in a Technological Education 

class with a mean age of 16.2 and age range from 14 to 18, who were enrolled in one secondary 

school within one Catholic board of education in the southern Ontario region of Canada; the 

school was located in an inner city location of middle to low socio-economic status, which over 

the last few years has experienced a large demographic shift to now include a large immigrant 

population and visible minorities. Socio-economic status was not specifically measured for each 

student. The specific schools were determined by the recommendation of the school board’s 

research ethics advisors. However, the school board was asked to choose teachers that have 

interest and experience delivering initiatives of Character Development to accommodate the 

purposeful sampling methods that distinguished this study design. Treatment and control group 

teachers were recruited through letters invitation based on the recommendations of the school 

board that gives consent.  The first two teachers to contact the researcher were chosen to 

participate and a coin toss randomly assigned classes to control or intervention groups. At study 

completion the Control Group was offered the EQUIP-NF Group. 

Research Design 

 Within the field of mixed methods research, many design models have been advanced in 

the literature (Creswell, 2012). According to Creswell (1998), a research design systematically 

connects the empirical data to the research questions to ensure the study consummates in 

findings and conclusions that accurately address the purpose of the inquiry. To ensure this 
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criterion of methodical connection between data sources and research questions, these 

relationships were confirmed in Table 2. 

 Creswell (2012) outlines four criteria for determining the type of research design a mixed 

methods study assumes. These four conditions were used to identify the design of the current 

study. First, the priority or weight given to the quantitative and qualitative portions of this 

study’s data collection was determined (Creswell, 2012). Given that the primary purpose of the 

research was to examine the examine the efficacy of a narrative filmmaking pedagogy for 

delivering the EQUIP Approach (DiBiase et al., 2012) with respect to its ability to quantifiably 

change students’ skills in moral reasoning, anger management, and social skills (which are 

attributes that will satisfy the mandate of Ontario’s Character Education initiative), with a 

secondary purpose of providing qualitative interpretations of a sub-sample of students’ with 

regard to their experiences, thoughts, feelings, and behaviours, an emphasis was placed on 

quantitative data. Thus, this study employed a nested (or embedded) qualitative component, 

which evaluated program effectiveness according to the interpretations of a sub-sample of 

students with regard to their experiences, thoughts, feelings, and behaviours, as means to explain 

and further understand the quantitative student outcomes component that was given priority. 

According to Creswell, Plano Clark, Gutmann, and Hanson (2003), a nested design allows 

researchers to gain broader perspectives by using different methods, as opposed to one 

predominate method, within one coherent study. According to Creswell et al. (2003), a  
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Table 2 
 
Research Questions in Relation to Data Sources 

 
  

Research Question Data Source 

Quantitative Questions 
 

 

1. Is there a relationship between the three 
dependent psychometric measures, the 
(HIT), the (SSIS-RS), and the (SRM-SF)? 

 

• Three Dependent Psychometric Measures: 
1. Children’s Inventory of Anger (HIT) 
2. Social Skills Improvement System -     

Rating Scale (SSIS-RS) 
3. Socio-moral Reflection Measure -         

Short Form (SRM-SF) 

 

2. Do the groups differ across the HIT, the 
SSIS-RS, and the SRM-SF from pre-test 
to post-test? 

 

 

• Groups (Independent Variable) 
1. Intervention Group: 

o EQUIP Approach (DiBiase et al., 2012) 
delivered via Narrative Filmmaking 

2. Control Group:  
o Regular Character Education Program  

• Time (Independent Variable) 
1. Time 1: 

o Pre-test 
2. Time 2:  

o Post-test 
• Three Dependent Psychometric Measures: 

1. Children’s Inventory of Anger (HIT) 
2. Social Skills Improvement System -     

Rating Scale (SSIS-RS) 
3. Socio-moral Reflection Measure -         

Short Form (SRM-SF) 

Qualitative Questions  
 

1. How do the thoughts, feelings, 
perceptions, and insights of 
participants in the EQUIP-NF 
Group and the Control Group 
explain and/or expand on the 
experimental results? 

 
 

 

• Student Interviews  
o Treatment Group 
o EQUIP Approach (DiBiase et al., 2012) 

delivered via Narrative Filmmaking 
o Control Group 

o After Reg. Character Ed. 
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primarily quantitative design could embed some qualitative data to describe some aspects of the 

study that are not quantifiable. In accord, the current study evaluated students quantitatively 

according to scores on the three psychometric measures and interviewed a randomly selected 

sub-sample of 10 EQUIP-NF Group and 10 Control Group participants qualitatively to allow the 

researcher to explore students’ experiences, thoughts, feelings, and behaviours as they “speak in 

their own voice and express their own thoughts and feelings” (Alshenqeeti, 2014, p. 35). 

 Second, the sequence of collecting the quantitative and qualitative data was delineated 

(Creswell, 2012). The quantitative data (from students) was collected at two time points (before 

the study and after study completion), from two different groups (EQUIP – NF Group and 

Control Group), whereas the qualitative data (from the randomly selected sub-sample of 

students) was collected at the point of study completion.  The two data sets tackle different 

research questions. The quantitative data addresses whether the intervention had an impact on 

student outcomes, whereas the qualitative data addresses questions regarding the students’ 

experiences, thoughts, feelings, and behaviours for the purpose of furthered explanation of the 

quantitative outcomes or other disclosed recommendations for strengthening the program 

implementation procedure. 

 The third criteria for determining a research design type in a mixed methods study 

concerns the point of data integration (Creswell, 2012). The stage of integration (or point of 

interface) of this study’s quantitative and qualitative data occurred at the interpretation stage 

where qualitative and quantitative data were compared and contrasted. Data analyses of each 

data set were conducted separately. The degree of integration was delimited according to 

Creswell’s (2012) fourth criteria. Once the results of the data analyses of each data set were 

reported, they were interpreted together to establish degrees of a) convergence and 

corroboration; b) enhancement; c) inconsistency and contradiction in the results (Denzin, 1979). 
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The interpretation of the qualitative data contributed to the interpretation, clarification, and 

potentially the validation of the quantitative results (Johnson, Onwuegbuzie, & Turner, 2007). In 

turn, interpretations quantitative data helped substantiate qualitative findings and facilitate the 

assessment of generalizability of qualitative results (Johnson, Onwuegbuzie, & Turner, 2007). 

Creswell (2012) suggests that researchers present figures in their studies to illustrate study design 

and the general components of the research. In accordance, Figure 3 illustrates the research 

design of the current study. 
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Figure 3. 
 
Conceptual model of this study’s concurrent embedded research design 
 

 

(Garchinski, 2018b) 
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Methodological Procedures 

Establishing Contact 

Creswell (2014) discussed the importance of seeking the approval of “gatekeepers” who 

provide access to the study site and permit the research to be done. First, ethics approval was 

received from Brock’s Research Ethics Board (file # 18-122 – DiBiase). Before this study began, 

approval was secured from the particular mid-sized Catholic board of education in the region of 

southern Ontario. The school board reviewed the research proposal and granted permission to 

approach two particular secondary school principals. The principal received a letter of invitation 

and once they agreed and signed a consent form, the particular Technological Education teacher 

was approached and provided with the letter of invitation. Before the study began, the researcher 

provided student participants and their parents/guardians with letters of invitation and informed 

parental/guardian consent and student assent forms. 

Description of the EQUIP-NF Group Agenda 

The 18 session curriculum agenda implemented in the EQUIP-NF Group (as outlined in 

Table 3), uses narrative filmmaking as a pedagogical tool for administering the components of 

the EQUIP Approach (DiBiase et al., 2012).  The EQUIP Approach (DiBiase et al., 2012) is a 

cognitive behavioural mutual help curriculum designed to prevent and remedy antisocial 

behaviour (Gibbs, 2014). The program is grounded in the philosophical foundations of the 

mutual help approach (the motivator) and cognitive behavioural approaches (the skills and tools), 

which presumes the a priori positive potential of youths for motivating, helping, and holding 

each other accountable for self-centered attitude and conduct (DiBiases et al., 2012;  
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Table 3 
 

18 Session Curriculum Agenda for the EQUIP-NF Group 
 

Session 1 (70 min) 
• Introduction to the program 
• Working Agreements for conduct  
• Scott’s problem situation - Value: Affiliation - school A (self-centered) or school B 

(prosocial) 
• Anatomy of Anger (p. 4-6) 
• Primary and Secondary Thinking Errors (p. 7-10) 
• Types of Problem Behaviour (p. 10-13) 
 

 

Session 2 (70 min) 
• Review (Anatomy of Anger, Primary and Secondary Thinking Errors, Problem 

Behaviour) 
• Anger Management Techniques: 
• A. Relaxation Techniques (p. 15-16) 
• B. Self-talk Techniques (p. 17-18) 
• Performance Activity - In groups (of 5-6) students begin the Performance Activity for 

this unit – they are expected to construct story outlines (e.g., Appendix A – Handbook p. 
25) for the narrative films that illustrate the Anatomy of Anger through the distorted 
lens’ of the secondary thinking errors (group choice: blaming others, assuming the 
worst, minimizing mislabeling). 

 

 
Session 3 (70 min) 
• Review (Anatomy of Anger – Thinking errors) 
• Anger Management Techniques (continued): 
• C. Techniques for Achieving Constructive Consequences (p. 19-20) 
• Demonstration of types of camera shots (e.g., Appendix A – Handbook pp. 28-30) 

(Technological Education curriculum) 
• Performance Activity – continue working on story outline and begin illustrating story 

boards 
 
 

 

Session 4 (70 min) 
• Review (Anatomy of Anger – Thinking errors) 
• Anger Management Techniques (continued): 
• D. Self-evaluation (p. 20) 
• E. Reversing & Building Awareness of Victims vs Victimizers 
• Demonstration of Storyboarding (e.g., Appendix A – Handbook pp. 31-32) 

(Technological Education curriculum) 
• Performance Activity – Continue illustrating story boards 
 
 

Table continues 
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Session 5 (70 min) 
• Four phases of Social Skills 

o showing (modeling), practicing (enacting), feedback (improving), refinement 
(consolidating) 

• Social Skills - Expressing a complaint constructively (identify problem, think ahead, 
state your complaint in calm friendly manner, make a constructive suggestion) 

• Performance Activity – continue illustrating story boards 
 
 

Session 6 (70 min) 
 

• Social Skills - Dealing constructively with Negative Peer Pressure (Think why, think 
ahead, plan what to do, tell what you decided, suggest something else to do) 

• Demonstration of Hollywood Script Writing Format (e.g., Appendix A – Handbook p. 
27) (Technological Education curriculum) 

• Performance Activity – finish illustrating story boards – begin script writing 
 
 

Session 7 (70 min) 
• Socio-moral Decision Making – Angelo’s Problem Situation (Value: Honesty & Respect 

for Property) 
• Performance Activity – continue script writing 
   
 

Session 8 (70 min) 
• Social Skills - Keeping out of fights (Think why, think ahead, think of alternatives) 
• Socio-moral Decision Making – Sabrina’s Problem (Value: Honesty & Respect for 

Property) 
• Performance Activity – continue script writing 
 
 

Session 9 (70 min) 
• Social Skills - Preparing for stressful conversations (perspective take – role reverse – 

what would the other person think, plan what to say 
• Socio-moral Decision Making – Greg’s Problem Situation (Value: Quality of Life; Life) 
• Demonstration of proper video camera operation (Technological Education curriculum) 
• Performance Activity – script writing – begin videoing 
  
 

Session 10 (70 min) 
• Social Skills - Dealing constructively with someone angry with you (listen openly, tell 

the person you understand, and they have a right to be upset, apologize and explain, 
make constructive suggestion to resolve the problem) 

• Socio-moral Decision Making – Lamar’s Problem Situation (Value: Quality of Life; 
Life) 

• Performance Activity – continue videoing 
 
 

 Table continues 
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Session 11 (70 min) 
• Social Skills - Dealing constructively with someone accusing you of something (think 

“how do I feel”, “what are they accusing me of and are they right to accuse me?”, If 
accuser is right, apologize calmly, if the accuser is wrong, explain why the accuser 
misunderstood). 

• Socio-moral Decision Making – Duane’s Problem Situation (Value: Quality of Life) 
• Performance Activity – continue videoing    
 

Session 12 (70 min) 
• Socio-moral Decision Making – Joe’s Problem Situation (Value: Life) 
• Performance Activity – continue videoing 
 
 

Session 13 (70 min) 
• Socio-moral Decision Making – Katie’s Problem Situation (Value: Honesty & Respect 

for Property) 
• Demonstration of digital video editing techniques (Technological Education curriculum) 
• Performance Activity – finish up videoing – begin video editing 
 
 

Session 14 (70 min) 
• Socio-moral Decision Making – James’s Problem Situation (Value: Honesty) 
• Performance Activity – continue video editing  
 
 

Session 15 (70 min) 
• Socio-moral Decision Making – Stephanie’s Problem Situation (Value: Quality of Life 

& Truth) 
• Performance Activity – continue video editing 
   
 

Session 16 (70 min) 
• Performance Activity – Whole class devoted to finishing up video editing 
 
 

Session 17 (70 min) 
• Session 1: Screening projects – each video screening is deconstructed according to all 

three components of the EQUIP Approach: thinking errors as they interrelate with anger 
management, social skills, and socio-moral decision making (perspective taking). 

  
 

Session 18 (70 min) 
• Session 1: Screening projects – each video screening is deconstructed according to all 

three components of the EQUIP Approach: thinking errors as they interrelate with anger 
management, social skills, and socio-moral decision making (perspective taking). 
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Gibbs, 2014). Included in its basic tenets, EQUIP Approach (DiBiase et al., 2012) acknowledges 

that in order to help effectively, students need “equipment” (i.e., skills and tools) for resolving 

the three main components of antisocial behaviour, referred to by Gibbs (2014) as the three Ds. 

The three Ds include: Distorted Cognitions interrelated with Anger, Deficient Social 

Skills, and Delayed Socio-moral Judgment (Gibbs, 2014, p. 184). Thus, as illustrated in Figure 4, 

the conceptually interrelated core components of the EQUIP Approach program for adolescents 

(DiBiase et al., 2012) are: 1) Equipping with skills reduce distorted self-centered thinking errors 

that arouse anger; 2) Equipping to increase Constructive Social Skills; and 3) Equipping to 

increase the sophistication/maturity of Socio-Moral Reasoning.   

Equipping with Skills to Manage Anger Arousing Self-Centered Thinking Errors 

The focus of this component is to address the first “D”, distorted cognitions interrelated 

with anger management. Cognitive distortions are inaccurate defensive rationalizations used for 

interpreting situations, protecting one’s self from blame, and justifying one’s own antisocial 

behaviour (Beck, 1976; Ellis, 1977; Gibbs, 2014; Gibbs et al., 1996). The egocentric and fragile 

defensiveness, which is typical of a self-centered schema network tends to become aggression-

prone or at-risk for antisocial behaviour (Beck, 1976, Gibbs, 2014).  

The primary cognitive distortion, self-centered attitude, is egocentric bias characterized 

by an “I should get it because I want to have it” temporal centration (Gibbs, Potter, Barriga, & 

Liau, 1996, p. 287). This self-centered centration can later evolve into a distorted self-skewed 

worldview schema that guide an individual’s approach to life, including their perceptions and 

explanations of events. A self-centered schema network orients the individual “according to 

one’s own views, expectations, needs, rights, immediate feelings, and desires to such an extent 

that the legitimate views, etc., of others (or even one’s own long-term best interest) are scarcely  

 



 

 

73 

Figure 4. 
 
Antisocial behaviour and the interrelations of the ‘Three Ds’ 
 

 

 
(Garchinski, 2018c)  
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considered or are disregarded altogether” (Gibbs, 2014, p. 156). Consequently, the individual’s 

sense of entitlement becomes inflated and grandiose, and they become more predisposed to 

misperceptions that others are wronging, insulting, or threatening them. These distorted 

appraisals of others’ motives incite aggression-prone social behaviour (Gibbs et al., 1996, Gibbs, 

2014, DiBiase, 2012). Moreover, anger arousal is formed, maintained, and mediated by the 

cognitive self-talk that occurs during provocative situations (Novaco, 1975). Skewed orientation 

further manifests in defensive rationalizations that aim to maintain the primary cognitive 

distortion of self-centeredness. These protective rationalizations are referred to as secondary 

cognitive distortions. 

Gibbs and Potter’s (1992) secondary thinking error categories are Assuming the Worst, 

Blaming Others, and Minimizing/Mislabeling. The first secondary cognitive distortion, 

Assuming the Worst, includes the misattribution of hostile intentions to others when they were, 

in fact, ambiguous (Gibbs et al., 1996). For example, presuming someone that deliberately 

bumped into you in the hall, when in fact, it was an accident (DiBiase, 2010). Assuming the 

Worst distortions can also emerge in defensive overgeneralizations such as “everyone steals—

you might as well get your share” (Gibbs et al., 1996). Assuming the Worst readily leads to 

Blaming Others, the second secondary cognitive distortion (Gibbs et al., 1996). Blaming Others 

is both a misattribution and externalization of responsibility for one’s own problem behaviour to 

outside sources, such as another person, a group, or a momentary aberration (Gibbs, 2014). For 

example, a student who steals an electronic device rationalizes it because someone else stole 

their device a few days prior, or an aggressive outburst may be attributed to being in a bad mood.  

Moreover, Blaming Others extends to thinking a victim is in some way blameworthy and, 

therefore, a legitimate target for victimization. Gibbs et al. (1996) cite the example of several 

attackers of the Central Park jogger, who blamed the assault on her foolishness for being there 
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alone at night. The functional value of the Blaming Others distortion is its ability to neutralize 

empathy-based guilt and spare the ego of aversive affect, hurt, or humiliation (Gibbs, 2014). 

Neutralizing and inhibiting factors, such as empathy-based guilt, can be defended not only by 

Blaming Others, but also by minimizing the victimization (Gibbs, 2014). The final secondary 

cognitive distortion, Minimizing/Mislabeling, portrays antisocial behaviour as not as harmful as 

it actually, or as acceptable, or even as admirable by putting a label on it to make it sound good 

(DiBiase et al., 2012). For example, vandalism is sometimes labelled as a prank or dehumanizing 

and derogatory labels are used by gangs so that harm done to other gang members will be easier. 

To equip students with skills to manage anger and correct self-centered thinking errors 

the first introductory session, students engaged the questions: “what are the advantages and 

disadvantages of anger?” and “What are some benefits of controlling angry feelings?”. Students 

learned about activating events and discussed situations that can potentially make a person angry. 

Students were introduced to the structure of the anatomy of anger (Figure 5) and were led in a 

discussion about the role played by “mind activity” and “body reactions” during the escalation 

(or rising action) of anger (DiBiase et al., 2012; DiBiase 2010). In addition, students learned that 

body reactions are useful warning signs that can alert us to intensifying anger. The class was 

asked “What are some of the things you notice happening in your body when you get angry?”. 

We considered how noticing our body reactions, such as clenched teeth, sweating, or a furrowed 

brow might help us recognize we are getting angry before we actually have an angry outburst 

(turning point, or climax of the “story”). The class was asked “What are some things you might 

think to yourself (self-talk) when you encounter an activating event?”. Students provided 

examples of (positive and negative) of mind activities (i.e., self-talk) that may either intensify or  
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Figure 5. 
 
The anatomy of anger plotted on the traditional story line 
 

 

 
 
 

Note. Adapted from Colvin and Scott’s (2014) phase model for managing acting out behaviour. 
 
  



 

 

77 

deescalate the trajectory of anger in various contexts (as noted in pp. 5-6 of the handbook located 

in Appendix A). We discussed the primary thinking error, self-centeredness, and its role in 

escalating anger rather than alleviating it. Next, students were presented with, and to give 

examples that illustrate the concepts of secondary thinking errors (Blaming others, Assuming the 

worst, and Minimising/mislabeling problem behaviour). The second through fourth sessions 

(shown in Table 3 and represented in pp. 15-20 of the handbook in Appendix A), equip students 

with techniques for addressing anger arousing cognitive distortions such as: relaxation 

techniques, self-talk techniques, strategies for achieving constructive consequences, self-

evaluation, reversing, and building awareness of victims versus victimizers. 

Equipping with Constructive Social Skills 

This component addresses the second “D”, deficient social skills. Social skills refer to 

competent, well-adjusted interpersonal behaviour, which overrides destructive impertinent 

reactions with constructive, courteous, and thoughtful responses (Gibbs et al., 1996). Social 

skills are distinct from anger management in that anger management largely consists of cognitive 

self-talk, whereas social skills are overtly performative. Thus, practical social skills training 

helps individuals break down the steps in potentially antagonistic interpersonal encounters. There 

are typically four phases of social skills learning, showing (modeling), practicing (enacting), 

feedback (improving), and refinement (consolidating) of the habits of constructive interpersonal 

behaviour (DiBiase et al., 2012). These four phases are covered in session five of the Curriculum 

Agenda for the EQUIP-NF Group (as indicated in Table 3). Students also engage in practice 

sessions that teach students to work through the steps in planning and performing constructive 

social interactions in the following scenarios: a) dealing constructively with peer pressure 

(session 6), keeping out of fights (session 7), preparing for stressful conversations (session 8), 

preparing for stressful conversations (session 9), dealing constructively with someone angry with 
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you (session 10), and dealing constructively with someone accusing you of something (session 

11). 

Equipping with Socio-Moral Reasoning 

This component helps to improve the third “D”, delayed socio-moral judgment. 

Cognitive-development theory (Kohlberg, 1973) emphasises the role of cognition and maturation 

in the substructure of moral or antisocial behaviour. In a neo-Kohlbergian sense, Sociomoral 

delay in adolescents is characterized by the persistence beyond childhood of a) superficial moral 

justifications (i.e. immature stages of “power”—punishment is thought to be what makes 

something wrong, or “deals”—exchanges of either favors or offences, as opposed to mature 

stages of “need for mutual trust” and “cooperating and contributing for the sake of society”); and 

b) pronounced egocentric bias (DiBiase et al., 2012). Compared with non-delinquent 

adolescents, youths exhibiting antisocial behaviour make more frequent self-references but 

respond less frequently and less intensely to others empathic ways (Gibbs, 2014). Education to 

reform socio-moral judgment must promote a positive youth climate in accord with the 

principles of justice (the right and the fair) and principles of care (the good and the empathic). 

Accordingly, the socio-moral judgment component of the EQUIP Approach (DiBiase et al., 

2012) provides perspective-taking opportunities through social problem situations in the contexts 

of school, work, home, and other contexts. The mutual-help format stimulates class members to 

develop and refine moral reasons as the group probes and questions the variety of rationales for 

moral decisions such as telling the truth, keeping promises, not stealing or cheating, resisting 

peer-pressure, etc. During the perspective-taking socio-moral situations (sessions 7-15 as 

outlined in curriculum agenda in Table 3), discussion format proceeded through the four phases 

of 1) Introducing the problem situation, 2) Cultivating mature morality, 3) Peer-help cultural 

remediation of developmental delay, 4) Consensus concerning decisions and reasons to 
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consolidate mature morality (DiBiase et al., 2012; Gibbs, 2014, p. 193).   

Treatment Protocol for the EQUIP–NF Group  

A handbook was developed to help implement the treatment protocol (available in 

Appendix A). First, the regular classroom teacher introduced the researcher, who would be 

leading the students through the unit of The EQUIP Approach (DiBiase et al., 2012) via the 

narrative filmmaking pedagogy. To generate motivation, a discussion was initiated to establish 

what types of behaviours are vital to a positive learning environment. As a whole class, students 

were introduced to the main components of The EQUIP Approach (DiBiase et. al., 2012), which 

include techniques for confronting self-centered thinking errors, self-managing anger, practicing 

pro-social behaviour, and developing more mature moral judgment through perspective-taking 

opportunities (DiBiase et. al., 2012). Next, students demonstrated their learning by illustrating 

the three components of The EQUIP Approach within moral narrative films. In groups of 4 or 5 

the students were invited to complete a performance task, which required students to illustrate 

storyboards, write scripts, illustrate storyboards, dramatize, film and digitally edit scenarios that 

depict the anatomy of anger, as illustrated previously in Figure 5. Each group developed a moral 

narrative relevant to one of self-centered cognitive distortions (either: minimizing mislabelling 

one’s own problem behaviour, blaming others, or assuming the worst). Part one of their film 

illustrated negative consequences associated with reacting to an aggravating event with 

uncontrolled self-centered thinking. In part two, the students created an alternate ending by going 

back to the point just before the climax so that their protagonist can implement the EQUIP 

Approach’s (DiBiase et al., 2012) self-talk techniques for decentering distorted cognitions and 

anger management, engage social skills, and socio-moral decision making (social perspective-

taking strategies) to achieve a more positive outcome for all individuals involved.  

Participating in the intervention program provided the students with an opportunity to 
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vicariously engage with the perspective of their story’s protagonist as he/she reacts to an 

aggravating situation. Given that, according to Gibbs (2014), even reading about another 

person’s situation in a fictional novel can evoke empathic reactions in the reader, I hypothesize 

that the intervention protocol of the proposed study will foster students’ social perspective 

taking/ role-reversing skills that can have positive implications for character development. 

Quantitative Data Sources 

The quantitative data includes dependent measures consisting of three psychometric tests 

examining the three domains of the EQUIP Approach (DiBiase et al., 2012) measured at pre and 

post-test. 

How I Think (HIT) Questionnaire 

The HIT (Gibbs, Barriga, & Potter, 2001) measures the EQUIP Approach’s (DiBiase et 

al., 2012) four categories of self-serving cognitive distortions (thinking errors): Self-centered, 

Blaming others, Assuming the worst, and Minimizing/mislabeling. The items also apply to four 

referents for antisocial behaviour subscales: Physical aggression, Lying, Stealing, and 

Opposition-defiance. The measure contains 54 items (39 items apply to the four cognitive 

distortions and the four referents of antisocial behaviour, 8 items are anomalous responding 

items (used to screen for socially desirable, inaccurate or otherwise suspect responding), and 7 

items are filler items). Subject’s responses are marked on a 6-point Likert-type scale from agree 

strongly to disagree strongly. The overall HIT score is the mean response to the 39 items. The 

questionnaire is typically completed in 5 to 15 minutes and only requires a fourth-grade reading 

level. The HIT has exhibited good validity (Barriga, Gibbs, Potter, & Liau, 2001) and high test-

retest reliability (r - .91), good internal consistency (ranged from .92 to .96 across four validation 

samples), and overall good construct validity, content validity, and factor-analytic validity 

(Barriga & Gibbs, 1996, Barriga et al., 2001).  
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Social Skills Improvement System - Rating Scales (SSIS-RS) 

Students’ social skills was measured by the SSIS-RS (Gresham & Elliott, 2008). The 

SSIS-RS replaces the Social Skills Rating System (SSRS; Gresham & Elliott, 1990) and offers 

improved psychometric properties and new subscales.  The SSIS-RS is an assessment of students’ 

social behaviours that can affect teacher-student relations, peer acceptance and academic 

performance (DiBiase, 2010). The seven social skills sub-scales include: communication, 

cooperation, assertion, responsibility, empathy, engagement and self-control. The adolescent 

SSIS-RS scale for 13-18-year-olds consists of 46 questions related to social skills and takes 

approximately 15 minutes to complete. The tool is designed for use among educators with a 

bachelor’s degree in education or qualified psychologists but it does not require special training 

to administer or score (Gresham & Elliott, 2008). Students rate how true a statement is by rating 

the item on a four-point scale of Not True (N), A Little True (L), A Lot True (A), and Very True 

(V). In addition, students rate how important they think the social skill item is based on a three-

point scale of Not Important (N), Important (I), and Critical (C). The SSIS-RS evinces good 

internal consistency (with coefficient alphas in the low .90s) (Gresham & Elliott, 2008) and test-

retest reliability (with coefficients in the low .80s) (Gresham, Elliot, Cook, Vance, & Kettler, 

2010).  

Sociomoral Reflection Measure–Short Form (SRM-SF) 

Students’ social-decision making was measured by the Sociomoral Reflection Measure–

Short Form (SRM-SF) questionnaire (Gibbs et al., 2015). The SRM-SF contains 11 items 

assessing different values. Items 1-4 regard truth and contract; items 5- 6 regard affiliation; items 

7-8 regard life; item 9-10 regard property and law; and item 11 regards legal justice. This 

instrument can be administered easily and quickly (approximately 10-15 minutes). The SRM-SF 

shows acceptable levels of test-retest reliability and internal consistency (Basinger, 1990). 
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 It is important to note that the narrative films produced by the EQUIP-NF Group (i.e., the 

scripts, storyboards, and films) were not used as a data source. Narrative filmmaking was not 

used as a narrative research methodology, but rather as a pedagogical tool to bring the EQUIP 

Approach (DiBiase et al., 2012) program to life.  

Qualitative Data Sources 

  Creswell (2014) recommends that researchers should employ an interview protocol for 

asking questions during a qualitative interview. A typical interview protocol includes four or five 

scripted questions that relate to the overall research questions, with scripted probes that prompt 

the interviewee to explain their ideas in more detail (Creswell, 2014). A general interview guide 

(see Appendix B) structured my interviews with scripted questions designed to produce open-

ended answers, nevertheless, this protocol method still provided enough flexibility to adapt the 

questions if I needed to explore unexpected concepts emerging spontaneously during the 

interview (Turner, 2010). Individual interviews took place with 20 students (10 from the Control 

Group and 10 from the EQUIP-NF Group) at the end of the study in a small private office space 

adjoining the main classroom during regular class time. The student interview guide is available 

in Appendix B. 

Data Collection and Procedures  

Students in the Treatment and Control Group(s) 

Over the course of 18 seventy-minute class sessions, the treatment group received the 

EQUIP Approach (DiBiase et al., 2012) for adolescents program, which delivered the psycho-

education curriculum concurrently with the regular Technological Education course curriculum 

components related to narrative filmmaking (consisting of script writing, storyboarding, filming 

and editing skills). Over the same time period, 18 seventy-minute class sessions, the Control 

group received the Technological Education curriculum components related to narrative 
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filmmaking (consisting of script writing, storyboarding, filming and video editing) while 

receiving the teacher’s usual strategy for covering the Ministry mandate for fostering Character 

Development. 

Dependent Measures and Instrumentation 

Prior to the implementation of the study the researcher implemented the three 

psychometric instruments (the How I Think (HIT) questionnaire, the Social Skills Improvement 

System - Rating Scales (SSIS-RS), and the Sociomoral Reflection Measure–Short Form (SRM-

SF)) before the intervention programs were delivered (i.e., the EQUIP-NF Group program and 

the Control Group program). To facilitate the matching of pre and post-tests of individual 

participants, the questionnaires were coded with randomly generated identity numbers to protect 

the students’ confidentiality. The identity numbers were attached to a master list of participants, 

which were kept in a locked cabinet in the researcher’s private office. To provide consistent 

testing conditions, the researcher administered one test per day for three days in a row (i.e., HIT 

on the first day, the SSIS-RS on the second day and the SRM-SF third day), in the same order to 

both the treatment and control groups. Once the three pre-tests were completed, the regular 

classroom teachers delivered the programs (the Control Group program and EQUIP-NF Group 

program). In order to ensure treatment fidelity, the EQUIP Approach (DiBiase et al., 2012) 

program for adolescents was guided by the researcher, who had training and experience 

delivering the EQUIP program. After the intervention programs were completed, the 

psychometric measures were repeated as post-tests. To ensure testing consistency, the post-test 

was administered on three separate days in the same format of delivery as the pre-test. Each class 

(treatment and control) was debriefed regarding the study objective and the key components of 

the EQUIP Approach (DiBiase et al., 2012) program. The teacher of the Control Group was 

offered the opportunity to have the EQUIP Approach program implemented in their classroom 
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after study debriefing as a sign of reciprocity for their valued contributions to the research. 

Qualitative Interviews in the Treatment and Control Group(s) 

At the point of study completion, 20 students (10 from the Control Group and 10 from 

the EQUIP-NF Group) were randomly selected by choosing every third student on the list until a 

total of 10 students in each group consented to participate. This sub-sample of students was 

interviewed according to the items within the interview guideline (available in Appendix B). The 

experiences, thoughts, feelings, and behaviours were garnered from this student sub-sample to 

help explain and/or expand on the experimental results in a manner that honored the participants’ 

own voice and expression of the meaning and knowledge acquired during their respective 

program proficiencies. 

Data Analysis 

Quantitative Statistical Analysis 

The statistical analysis began with a correlation analysis of pre-test scores to ensure that 

the three dependent variables (the HIT, SSIS, and SRM-SF) are only moderately correlated (r > 

0.3, r < 0.7), which warrants multivariate analysis.  Once this criterion is established, a 2 x 2 

repeated measures Multivariate Analysis of Variance (MANOVA) was conducted. The study 

explored whether there was a statistically significant time x group multivariate interaction. A 

statistically significant result would indicate that at the time of the pre-test, the difference 

between the EQUIP-NF Group and the Control Group was different than the difference between 

the EQUIP-NF Group and the Control Group at the time of post-test. At this multivariate 

analysis level, we can only determine whether there is a difference, but not where the difference 

occurred. 

 Thus, if the multivariate 2 x 2 (time x group) is effective (statistically significant), it 

permits univariate analysis of variance (ANOVA) tests for each of the 3 Dependent Variables 
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separately; one analysis for the 2 x 2 (time x group) on HIT, one on the SSIS, and another on the 

SRM-SF. These univariate analyses test the statistical significance of whether changes in the 

adolescent students’ social skills, anger, and moral decision making differs by group (treatment 

vs. control). Specifically, it explores which Dependent Variable contributes most to group 

separation and evaluates the contribution of that Dependent Variable. 

 The Simple Effects can be run as follow-up tests only on the significant univariate 2 x 2 

analysis for each Dependent Variable. At this point of the statistical analysis, the results can be 

stated in plain language. For example, it would allow the researcher to report whether or not the 

EQUIP-NF Group exhibited less anger and frustration at the post-test level, etc.  

Qualitative Data Analysis 

First, I transcribed the raw .mp3 audio data from the interviews into a Word document 

using Dragon Dictate speech-to-text software for Mac so that I could avoid the arduous task of 

typing all of the student interview material (Moylan, Derr & Lindhorst, 2013, p.8). Instead of 

tackling data coding manually, I used NVivo software to code the data. This study used the 

hybrid deductive/inductive thematic coding approach of qualitative methods, which was 

implemented by Fereday and Muir-Cochrane (2006) to study the role of performance feedback in 

the self-assessment if nursing practice. The methodological approach integrated data-driven 

codes (termed inductive) with theory-driven codes (termed deductive). According to (Joffe, 

2012), dual deductive/inductive sets of themes are used in high-quality qualitative work because 

“while theoretically derived themes allow researchers to extend existing studies… there is little 

point in conducting qualitative work if one does not want to draw on the naturalistically 

occurring themes evident in the data itself” (p. 210). Thematic analysis is not bound by any 

particular epistemological approach, yet it is well matched to a weak constructionist approach 

that assumes that how individuals engage with a particular issue is socially constructed, yet the 
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issue itself has a material basis (Lupton, 1999). Coding began by developing a coding frame 

(coding book) to guide the thematic analysis, initially driven by deductive theoretically driven 

codes and further augmented with inductive codes that emerged from the data (Joffe, 2012). In 

this sense, sections of text were categorized and labelled with codes, which were tallied 

according to how many times it occurred, and systematically analyzed for patterns in the codes, 

links between codes, co-occurrence and sequencing of codes (Joffe, 2012). This analysis 

produces themes that can be explored across groups (intervention versus control group students). 

Rigor, as defined by Anfara, Brown, and Mangione (2002) is the attempt to make data sources, 

collection, analysis and explanatory schemes as replicable as possible.  

 Anfara et al. (2002) assert that it is not acceptable for qualitative researcher’s to merely 

state that “themes emerged” without defending the credibility of the methods used to generate 

the thematic interpretations.  Themes emerged in this study according to the theory driven 

deductive codes regarding the three psychometric measures (the Children’s Inventory of Anger 

(HIT), the Social Skills Improvement System - Rating Scales (SSIS-RS), and the Sociomoral 

Reflection Measure–Short Form (SRM-SF)). For example, accepting responsibility, keeping 

promises, self-regulating emotions, being honest/telling the truth, helping others, respecting life, 

stealing, obeying or breaking rules, empathic concern, thoughts about consequences, anger 

management, social skills, communication ability, thinking ahead to consequences, social 

perspective taking, egocentric motive/decentration, and self-serving cognitive distortions: 

assuming the worst, blaming others, and minimizing/mislabeling problem behaviour. Themes 

also emerged through inductive analysis advancing from the particular, the experiential, the 

circumstantial, and the phenomenological observations that occurred.     

Role of the Researcher 

According to Yin (1989), researchers must become knowledgeable about the theoretical, 
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policy-oriented, and pedagogical aspects of the problems being studied. As a result of my 

literature review, I have become well acquainted with the theoretical perspectives that comprise 

the field of moral cognition and affect, and character education. Moreover, I have become 

familiar with the current Ministry of Ontario policy regarding its character education initiative. 

With regard to the pedagogical aspects of the problems being studied, I am a certified teacher 

with the Ontario College of Teachers (OCT) in the communications technology teachable 

domain. Thus, I understand the educational learning goals of the Technological Education 

curriculum, in addition to the learning outcomes expected of the character development 

initiative. 

Creswell (2014) suggests that researchers should provide commentary regarding the 

researcher’s relationship to the participants and research site that my unduly influence the 

researcher’s interpretations and create an imbalance of power between the researcher and the 

participants. This is commonly referred to as “backyard’ research (Creswell, 2014, p. 188). 

Given that I did not conduct the research in my own immediate work setting, this work was not 

backyard research and therefore was not at increased risk for the compromising or biasing of 

data. Moreover, none of the participants were known to the researcher before commencing the 

research. 

Creswell and Plano Clark (2007) suggest that the “researcher should review the basics of 

quantitative and qualitative methods, as both will be included in the mixed methods study” (p. 

35). Awareness of both paradigms properly prepares the researcher to combine empirical 

precision with descriptive precision (Onwuegbuzie, 2003). In accordance with these 

expectations, the I have taken a graduate level two semester Psychology course in multivariate 

statistics, a doctoral course in Quantitative Research Methods in Educational Studies, a one 
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semester graduate level course in qualitative methods for educational studies, in addition to a 

doctoral course in qualitative research methods. 

Given that the qualitative research approach requires the researcher to play the role of 

“inquirer” and act as a research instrument, researchers should declare any experiences or 

assumptions that may shape their interpretations with regard to code and theme development 

(Creswell & Plano Clark, 2007, p. 31). Thus, it bears repeating that I believe that educators face 

a variety of challenges as they prepare students to become morally mature and responsible 

individuals and because of this, I entered this doctoral program in Educational Studies with the 

interest of studying moral education. Accordingly, my assumptions include the belief that 

teachers and students need to be equipped with reliable methods for teaching adolescents to think 

and act responsibly, preventing problem behaviours that interfere with learning, and impeded 

future life success, while also being easily integrated with the attainment of regular subject 

curricula. The value of having background knowledge and an understanding of the theoretical 

framework supporting the study needs to be balanced with the importance of avoiding bias and 

presumptions about predicted outcomes. To mitigate any undue influence or bias of the 

researcher, I did not share my beliefs and assumptions with participants to limit the potential of 

social desirability bias. In addition, the qualitative component consisting of student interviews 

included member checking to ensure that any misconceptions or misrepresentations of 

participants were corrected to represent their true meanings and intentions. Finally, to avoid the 

possibility of confirmation bias, I ensured all data, which both confirms and refutes my 

hypotheses and assumptions were reported. 

In the quantitative approach the researcher plays the role of impartial “investigator” 

(Creswell & Plano Clark, 2007, p. 31). In accordance, I administered the quantitative 

psychometric measures in manner to be perceived as respectful, yet neutral and dispassionate. I 
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reminded student participants that their responses were coded and therefore they were not 

identifiable in the analysis and that they were being asked to respond honestly. To ensure testing 

consistency, the pre and post-tests was administered on three separate days in the same format of 

delivery to both the Experimental and Control group. Finally, all psychometric measures were 

administered, scored and interpreted according to the specific instructions of each instrument. 

Ethical Considerations: Protection of Human Subjects 

Informed Consent and Child Assent 

All participants and the participating school and school board were informed of the 

research study purpose.  Given that Canada has not established a legally fixed age at which youth 

are deemed capable of providing informed consent to participate in research, this study 

considered the age of majority (18) to be a relevant marker (McGinn, 2013). Most student 

participants in this study were under the age of 18, therefore parents or guardians were asked to 

provide informed consent on behalf of their adolescent child. The order of permission began with 

the school principals.  A letter of invitation was sent to each school principal in order to receive 

permission to complete the research at his/her school.  Once interest in the project was secured 

from the teacher gatekeepers (Control Group and EQUIP-NF Group), the researcher informed 

students about the research and provided student and parent/guardian letters of invitation, student 

ascent forms, and parent/guardian consent forms. 

The letter of invitation and the informed consent forms explained that parents/guardians 

and students were free to choose to, or not to participate in the research and this choice would 

not influence the student’s evaluation in the course. The forms also clarified that any responses 

on questionnaires and/or interviews were confidential; no names appeared on the questionnaire 

responses that were submitted for data analysis. Once parental consent was received, students 

were asked to provide assent via the student assent form for minors.  
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Confidentiality and Anonymity 

Before commencing fieldwork at the research site, the researcher preserved the 

confidentiality and anonymity of the teacher gatekeepers and student participants, and the 

identity of the particular school where the study took place.  None of the data collection material 

included school, student or teacher names. The psychometric dependent measures completed by 

student participants were first coded with arbitrary numbers that will not be associated with their 

name to increase the level of anonymity of their responses but still allow comparison of 

individual student scores. Any future publications will only refer to aggregate statistical results 

from student participants and interviewed students will only be referred to using pseudonyms. 

Consent forms were distributed by the researcher in each class (Experimental and 

Control). To ensure confidentiality, all returned forms were submitted through a letter slot in a 

locked return box, which when outside of class hours during the week of collecting consent 

forms, was kept in a locked cupboard until all forms were submitted before commencing with the 

research. At this point, all returned consent forms were kept in a secure home office in a locked 

cabinet that only the researcher and Faculty advisor had access to. The psychometric dependent 

measure questionnaires were administered and collected by the researcher. All physical paper 

copies of these questionnaires were stored in a secure home office in a locked cabinet that only 

the researcher and Faculty advisor had access to. Digital data obtained from the psychometric 

measures and all statistical analyses using SPSS software was secured on a password protected 

computer of the researcher.  

Reciprocity and Executive Summary 

The researcher greatly appreciated the participation of the students and teacher gatekeepers that 

took part in this study. As such, the researcher offered the Control Group teacher the opportunity 

to receive the EQUIP Approach (DiBiase et al., 2012) program, by providing them with the copy 
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of the program handbook (Appendix A). The researcher also returned to the classroom after the 

results were gathered to provide the class with a brief executive summary report of the study 

findings. In addition, the researcher thanked the student participants (in both the Experimental 

and Control groups) for their valuable contributions to the research with a pizza lunch at the 

point of study completion. The 4 students participating in the interviews (2 from Experimental 

and 2 from Control group(s)) were each compensated with a $10 Tim Hortons gift card to show 

appreciation for their contributions. These reasonable compensation amounts were chosen 

precisely to represent the intention of reciprocity rather than coercion, to ensure that participation 

remained free and fully voluntary. 

Study Limitations 

 This embedded concurrent mixed method study (QUAN + qual) examined the efficacy of 

the EQUIP Approach (DiBiase et al., 2012) as it was implemented through the pedagogy of 

narrative filmmaking in the context of a Technological Education class.  The study took place 

over an 18-day time period. The quantitative portion of the study focused on changes that take 

place after the program in terms of affective anger management, cognitive social skills and moral 

decision making. In addition, the study explored the anecdotal experiences of a sub-sample of 4 

students (2 from the intervention and 2 from the control group) to examine their experiences, 

thoughts, feelings, and behaviours to gain further understanding of the results in more depth. 

 The study acknowledged the limitations that may impact the generalizability of the 

quantitative results. a) Due to the nature of pre-existing intact classes, it was not feasible to 

randomly select participants from the general adolescent population due to the necessity of 

meeting the inclusion criteria of a Technological Education classroom context, and of selecting 

teachers with experience in character education. Thus, the results may not be applicable to other 

contexts. b) instrument validity of the dependent measures may be threatened by the unintended 
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effect of social desirability response bias in which participants respond to questionnaire items in 

a manner that present a favourable image of themselves. The social desirability effect is most 

likely to occur in responses to socially sensitive questions (King & Brunner, 2000) and thus, 

social desirability bias may have been a factor in achieving veridical data in this study. c) The 

current study measured change over a relatively short time period of time (18 seventy-minute 

class periods), which will not account for longitudinal effects. 

Although the study had the potential to capture thick descriptions of the students’ 

experiences, thoughts, feelings, and behaviour, the results of the qualitative analysis may not 

reflect the interpretation of other students. Moreover, human behaviour is notably influenced by 

the circumstances of the setting in which it occurs, thus the limitations of timing, overall school 

culture, and pre-existing teacher-student rapport. 

Summary of Chapter Three 

  This methodology chapter defined the scope of the mixed methods research implemented 

in the current study. Philosophical foundations were established, and the purpose of the study 

was reiterated. The chapter stated the quantitative and qualitative research questions under 

investigation. Student participants were described, and the sampling method was discussed. The 

methods of establishing contact were provided. The EQUIP Approach (DiBiase et al., 2012) 

psycho-educational curriculum was described, including its philosophy, core constructs, and the 

procedure used for its implementation in the current study. The chapter provided details about 

the about the treatment protocol and pedagogical approach under study. A tabulated list of the 

dependent and independent variables and levels was outlined. In addition, Table 2 was provided 

to connect the research questions with their corresponding data sources. Within the methodology 

chapter, a visual representation of the concurrent embedded design employed by this study was 

illustrated. The quantitative and qualitative data collection procedures were detailed. In addition, 
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characteristics of the quantitative psychometric dependent measures were provided along with a 

description of the qualitative interview data sources. The methods of data analyses were 

provided. The statistical method of quantitative data analysis was provided in detail along with 

the coding procedures for qualitative analysis. The chapter closed with ethical considerations, 

and an account of the study limitations.  
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CHAPTER FOUR:  QUANTITATIVE AND QUALITATIVE  

ANALYSIS, RESULTS, AND DISCUSSION 

This chapter presents the quantitative and qualitative data analysis findings of this study 

which addressed the two types of research questions of this study:  

Quantitative Questions 

1. Is there a relationship between the three dependent psychometric measures, the How I Think 

(HIT) questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the 

Socio-moral Reflection Measure–Short Form (SRM-SF)? 

• Statistical test: Pearson Correlation Analysis 

2. Do the groups (EQUIP- NF Group and Control Group) differ across the HIT, the SSIS-RS, 

and the SRM-SF from pre-test to post-test? 

• Statistical test: Multivariate Analysis of Variance (MANOVA) 

Qualitative Questions 
1. How do the thoughts, feelings, perceptions, and insights of participants in the EQUIP-NF 

Group and the Control Group explain and/or expand on the experimental results? 

• Qualitative data source and analysis: hybrid deductive/inductive thematic coding 

approach to coding participant interview data 

Given that the research design of this mixed methods study gives priority to quantitative over 

qualitative results (QUAN + qual), quantitative results are provided first. These results begin 

with an itemization of the procedures for data cleaning, and an analysis of the assumptions of 

MANOVA. Next, the correlational analysis, multivariate and follow-up univariate analysis, and 

simple effects are reported and discussed in relation to quantitative research questions #1 and #2.  

After the quantitative results, the qualitative analysis of the interview data is provided. These 

findings address qualitative research question #1. Table 4 outlines the research design. 
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Table 4 
 
Outline of Quantitative Research Design 
 

Quantitative 
Research 
Variables 

 
Dependent Variables: 
 
4. HIT - How I Think Questionnaire  
 
5. SSIS-RS - Social Skills Improvement System - Rating Scale 

 
6. SRM-SF - Socio-moral Reflection Measure - Short Form 

 
 
Independent Variables: 
 
FACTOR 1 (Between Subjects): Education Program Variables 
• Level 1: Treatment Group (EQUIP-NF Group)   
• Level 2: Control Group (teacher’s regular method of character 

development) 
 
FACTOR 2 (Within Subjects):  Time 
• Level 1: Pre-test  
• Level 2: Post-test 

 

Quantitative 
Data Analysis 

 
Correlation analysis of pre-test scores to ensure that the three dependent 
variables (the HIT, SSIS, and SRM-SF) are not more than moderately 
correlated (r < 0.7), which warrants multivariate analysis.   
  
Once this criterion was established, a 2 x 2 repeated measures 
Multivariate Analysis of Variance (MANOVA) was be conducted. 
 

Qualitative 
Data Source 

 
Participant Interviews: 
 
• EQUIP-NF Group: 10 participants   
• Control Group: 10 participants 

Qualitative 
Analysis 

 
 
• Hybrid deductive/inductive thematic coding approach to coding 

participant interview data 

 
  



 

 

96 

Quantitative Results 

The study participants included 102 secondary school students, ranging in age from 14 to 

18, with a mean age of 16.12. Overall, 45 participants identified as female and 57 participants 

identified as male. The Control group consisted of 21 females and 26 males, whereas the 

EQUIP-NF Group consisted of 24 females and 31 males. Overall, the participant sample was 

ethnically diverse.   

Data Screening Prior to Analysis 

Prior to correlational and multivariate analysis, the variables HIT, SRM-SF, and SSIS 

were screened for suitability for testing, whereby the accuracy of data entry was appraised (i.e., 

ensuring scores were within range and had plausible minimum and maximum scores) and the 

data set was checked for plausible means, and missing values as per the data screening checklist 

recommended by Tabachnick and Fidell (2013). Given that one of the assumptions of MANOVA 

requires the influence from any outliers to be only minimal, an analysis for extreme outliers was 

conducted and discussed within this data screening section (Tabachnick & Fidell, 2013). 

Examination of Data Entry for Accuracy 

The accuracy of data entry was assessed for extreme values through minimum and 

maximum values of the HIT, SRM-SF, and SSIS dependent variables. Given that the HIT is on a 

6-point scale, the “Descriptives” table provided in the SPSS output was examined to ensure 

minimum and maximum scores remained between 1 and 6. It was detected that participant #9 

had a maximum score of 7 on the Pre-HIT item #15 (MIN = 1, MAX = 7, SD = 1.27). This score 

was corrected to reflect the appropriate maximum of 6. The SSIS has a 4-point scale (0 to 3) and 

the “Descriptives” table was assessed to ensure scores remained between 0 and 3. Participant #4 

had a maximum score of 5 on the Post-SSIS item #6 (MIN = 2, MAX = 5, SD = .75).  This score 

was corrected to reflect the appropriate maximum of 3. All scores on the SRM-SF were within 
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the appropriate range (1-4), which indicates proper data entry and thus, no further corrections 

were necessary. 

Checking for Missing Values 

The questionnaire manuals for the HIT, SRM-SF, and SSIS were consulted to determine 

thresholds for missing data on each measure. According to the manuals for the Socio-moral 

Reflection Measure – Short Form (SRM-SF) (Gibbs, Basinger, & Fuller, 2013), and the Social 

Skills Improvement System (SSIS) (Gresham & Elliott, 2008), participants with greater than 4 

missing items do not result in reliable protocol scores. The manual for the How I Think 

Questionnaire (HIT) (Gibbs, Barriga, & Potter, 2001) indicates that if five responses are missing 

the protocol is considered invalid. As per these recommendations, the researcher removed data 

for participants that exceeded these maximum thresholds for missing data.  More specifically, 3 

participants were removed from the EQUIP-NF Group and 5 participants were removed from the 

Control Group based on the threshold requirements for missing data. 

Missing values analyses were conducted for each dependent variable (SSIS, SRM-SF, and 

HIT). The EM Estimated Statistics table provided in the output from SPSS indicted a significant 

Chi-Square result (x2 = .000), which suggests that solutions for random missing data were 

required. Any questionnaire item that did have missing data did not surpass the threshold 

limitations specified in the respective manuals and there were no detectible patterns (i.e., missing 

items were random across the questionnaires). Although the amount of missing data would likely 

be inconsequential to the statistical results, the significant Chi-Square indicates that the missing 

items needed to be addressed.  

The method for managing missing data in the Social Skills Improvement Scale (SSIS) 

dependent variable was specified explicitly in the SSIS manual. Instructions for manual hand 

calculations were as follows: the maximum allowance for missing data on the Social Skills scale 
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of the SSIS was 4 items per participant. The formula multiplied the number of missing items on 

the subscale by two. To illustrate with an example, if the participant had 1 missing item in the 

Social Skills scale, the formula would be 2 x 1 = 2. Therefore, the number 2 would be manually 

plugged into the missing items in SPSS. Table 5 indicates the results of missing data calculations 

on the SSIS. 
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Table 5 
 
Missing Data Calculations for the SSIS 
 

Participant # Missing Items Calculations 

#72 

 

Pre-test Items:  
#6 = 2; #40 = 2 
 
Post-test Items: 
#7 = 2; #22 = 2; #23 = 2 

#56 
 
Pre-test Items:  
#7 = 2; #35 = 2 
 

#97 
 
Pre-test Items:  
#25 = 2 
 

#102 

 
Pre-test Items:  
#36 = 2; #37 = 2 
 

#65 

 
Pre-test Items:  
#39 = 2; #43 = 2 
 

#45 

 
Pre-test Items:  
#39 = 2 
 

#101 

 
Pre-test Items:  
#43 = 2 
 

#57 

 
Pre-test Items:  
#45 = 2 
  

#82 

 
Pre-test Items:  
#62 = 2 
 

#58 

 
Pre-test Items:  
#63 = 2 
 

 

Table continues 
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#51 

 
Pre-test Items:  
#67 = 2 
 

#100 

 
Post-test Items:  
#20 = 2; #22 = 2 
 

#64 

 
Post-test Items:  
#21 = 2 
 

#49 

 
Post-test Items:  
#23 = 2 
 

#73 

 
Post-test Items:  
#24 = 2 
 

#46 

 
Post-test Items:  
#33 = 2 
 

#64 

 
Post-test Items:  
#46 = 2 
 

#59 

 
Post-test Items:  
#50 = 2; #67 = 2 
 

 

Legend: 

Right Column of Table 5 

• #__ - refers to the SSIS question number with missing data. 

• = __ - refers to the score that was manually inputted into the missing item in SPSS  
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Once the missing data for the SSIS was addressed, there were two possible options to manage 

the missing values for participants with less than 4 missing items on the How I Think 

Questionnaire (HIT), and the Socio-moral Reflection Measure – Short Form (SRM-SF). The first 

potential solution is Mean Substitution, which is a method in which missing observations for a 

certain variable are replaced by the average of observed data for that variable in other 

participants (Tabachnick & Fidell, 2013). While mean substitution has been a very “popular” 

method for estimating missing values, a more “acceptable” method is Multiple Imputation 

(Tabachnick & Fidell, 2013, p. 67). For this reason, Multiple Imputation was the method applied 

to missing data. Multiple Imputation is a simulation-based statistical technique in which 5 data 

sets were randomly created with slightly different values for the imputed data and these sets are 

combined to complete the missing data. The results of all statistical analysis create an output in 

SPSS that first indicate the results of un-imputed original data followed by the 5 sets of imputed 

data results. The researcher notes that in all cases results from the original data was not 

statistically different than the results any of the other 5 sets of imputed data results. Hence, all 

results in this dissertation report the results of the original un-imputed data.  

Detecting Outliers 

The initial assessment to detect outliers began with a visual examination of the boxplot graphs, 

which indicated there were a small number of outliers. In response to this visual assessment, 

standardized values were saved as variables in SPSS, which presented the dependent variables in 

the form of z-scores. Z-scores, also known as standardized scores, are linearly transformed data 

values that are expressed in standard deviation units where values have a mean of zero and a 

standard deviation of 1 (Field, 2009). Z-scores were calculated by taking the observed figure, 

subtracting from it the mean of all observations, and dividing the result by the standard deviation 

of all observations (Field, 2009). According to the Descriptive Statistics table in the SPSS 



 

 

102 

output, only participant 46 on the Pre-test SSIS was outside of range, with extreme outlier scores 

exceeding the standard +/- 3.29 cut-off point. Extreme outliers such as this are typically treated 

in one of the following ways: 1) eliminate the outlier; 2) keep the outlier with no-adjustment; 3) 

Winsorize the outlier (i.e. modify its value so it is closer to the other samples); 4) regression on 

ranks; 5) nonlinear regression; and 6) piecewise linear regression (Kennedy, Lakonishok, & 

Shaw, 1992). The procedure of Winsorizing has been shown to fit the data well and haw a low 

level of prediction error, and the Winsorizing method offers a “more accurate control of Type I 

error rates than the nonparametric test” Liao, Li, & Brooks, 2016).  Hence, the Winsorization 

method was applied to the extreme outliers, in which is a statistical transformation allows the 

preservation of extreme values in the data without allowing those outliers to disproportionally 

influence the statistics. The procedure of Winsorizing assigned a limit value of +/-3.29 (the 

standard cut-off at 5%) in the normal distribution, whereby anything beyond this point of the 

distribution is in the tails and considered an extreme outlier. The justification for Winsorizing 

single outliers is that extreme scores are likely to yield the highest measurement error, and thus, 

it would be preferable to weigh an outlier less at a lower but more reliable score (Tabachnick and 

Fidell, 2013).  The Winsorizing calculation was accomplished using an on-line z-score to raw 

score calculator to run the following formula (raw score = mean + (z-score) (standard deviation). 

Table 6 indicates how participant 46 on the Pre-test SSIS was transformed to limit the influence 

of outliers. 
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Table 6 
 
Addressing Extreme Outliers with the Winsorization Calculation Method 

 

  

Variable  Mean  SD  
Targe
t Raw 
Score 

 
Participant Identified with  
Raw Score above or below  

the Target Raw Score 

Z-score (Pre-SSIS-
SocSkill) 

 

84.75 

 

19.17 

 

21.68 

 Participant #46 
Changed from RS of 20.00 to 
21.67 



 

 

104 

Assessing Reliability / Internal Consistency of Dependent Measures 

Reliability refers to the extent to which the HIT, SRM-SF, and SSIS are consistent 

measures of their respective psychometric constructs: anger inducing cognitive distortions, 

socio-moral reasoning, and social skills. Cronbach’s alpha (α) is a common test reliability 

technique for assessing a measure’s internal consistency. The resulting α coefficients of 

reliability can range from 0 to 1, where values closer to 1 represent greater internal consistency 

among the items in the scale (Gliem, & Gliem, 2003). The standards for what qualify as a “good” 

Cronbach’s α coefficient are somewhat arbitrary (and depend on theoretical knowledge of the 

given scale in question). However, many methodologists suggest that a Cronbach’s α coefficient 

of 0.8 is good, an α coefficient between 0.65 and 0.8 is acceptable, and Cronbach’s α coefficients 

that are less than 0.5 are usually unacceptable, especially for scales purporting to be 

unidimensional (Gliem, & Gliem, 2003). 

According to the results presented in Table 7, the Cronbach’s α coefficient for the HIT 

and the SSIS at pre-test and post-test are above the 0.8 α criterion, which indicates good 

reliability/internal consistency. While the SRM-SF at both pre-test (α = .596) and post-test (α = 

.591) does not meet the 0.65 α criterion, it does not fall into the range of unacceptable (i.e., not 

below the 0.5 α criterion). Given that none of the Cronbach’s α coefficient results were below the 

0.5 α criterion, MANOVA’s assumption of reliability/internal consistency was not violated. 
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Table 7 
 
Reliability assessment – Cronbach’s α Coefficient (SSIS, SRM-SF, and HIT) 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
  

 
Dependent 
Measure 

 
Pre-Test 

α 

 
Post-Test 

α 

 
  

 
SRM-SF 

 
  

 .596  .591  

HIT 

 
 

 .938  .960  

SSIS 

 
 .929  .934  
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Creating Composite Scores 

Composite scores were calculated from the raw data for the HIT, SRM-SF, and SSIS 

dependent measures. The methods for creating composite scores were determined by consulting 

the manual for each measure. The protocol for scoring the SSIS requires the calculation of sums 

of the subscales and creating a composite sum. The SSIS has seven sub-scales of social skills 

which include: communication (6 questions x 3 potential points on the scale = 18 max. score), 

cooperation (7 questions x 3 potential points on the scale = 21 max. score), assertion (7 questions 

x 3 potential points on the scale = 21 max. score), responsibility (7 questions x 3 potential points 

on the scale = 21 max. score), empathy (6 questions x 3 potential points on the scale = 18 max. 

score), engagement (7 questions x 3 potential points on the scale = 21 max. score), and self-

control (6 questions x 3 potential points on the scale = 18 max. score). Therefore, the total 

composite score on the SSIS has a potential range from 0-138 (Gresham & Elliott, 2008). 

The composite scores were created for the HIT through the following protocol defined in 

the manual. First, Anomalous Responding (AR) items were examined to ensure scores were less 

that 4.25. No AR surpassed the 4.25 marker. Next, Likert scores for each of the four cognitive 

distortions (Self-Centered, Blaming Others, Minimizing/Mislabelling, Assuming the worst) and 

four behavioural referent scales (Oppositional Defiant, Physical Aggression, Lying, Stealing) 

were summed and then divided by the number of items in each scale. Means were then rounded 

to the nearest second decimal place (Gibbs, Barriga, & Potter, 2001). 

The SRM-SF composite scores were calculated by generating mean standard scores and 

multiplying by 100 as per instructions in the SRM-SF manual (Gibbs, Basinger, & Fuller, 2015) 

All of these calculations were performed using the SPSS statistical software package, version 26. 
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Assessing Intra-Class Correlation (Nested Data Design Effect) 
 

Typical to educational studies conducted within the environment schools, the design of 

this study is limited by the assignment of students to the conditions of the group variable 

(Control Group vs. EQUIP-NF Group). Intact classrooms (pre-determined by the school) were 

assigned to the experimental conditions, rather than individuals being randomly assigned. As a 

result, this study needs to account for nesting effects, whereby students in the same classroom 

tend to be more similar to each other than students from different classrooms. Consequently, if 

students within a clustered classroom are more similar, this has implications for the assumptions 

of statistical tests that assume independence of the data (Foy, Rust, & Schleicher, 1996). Given 

that the quantitative method of this study employs MANOVA, which includes independence as 

one of its assumptions, the effect of nested classrooms needs to be accounted for in this study.  

To account for the effect of nested classrooms, methodologists contend that intra-class 

correlations (ICC) should be calculated for each dependent scale (Lohr, Schochet, & Sanders, 

2014). ICCs measures the degree of similarity among students in the same nested classroom by 

dividing the Intercept (Nested Class) Variance by the Residual Variance plus the Intercept 

(Nested Class) Variance. ICCs were calculated on the pre-test of each scale, and all were below 

the .1 cut-off for ICC (ICC for the SRM = .21; ICC for the SSIS = .024; and the ICC for the HIT 

= .009). Therefore, no further mixed model analysis was required. Because the ICC for the SRM 

surpassed the .1 cut-off, a multi-level mixed model analysis was conducted on the SRM.  

The multi-level mixed model analysis of the SRM resulted in a significant effect of pre-

test (t = 7.44, p < .000). However, there was no significant main effect of Group (t = -1.50, p < 

.136), and the interaction was not significant (t = .745, p = .458). Overall, pre-test scores were 

related to post-test scores. 
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The results of this analysis elucidate the nested classroom design effects. While the data 

structure does not need to be further addressed, caution should be applied to the results, which 

may experience some influence of nested classroom effects because participants were not 

randomly assigned to classrooms. 

Pearson Product-Moment Correlation Coefficient (PPMCC) Test Results  

A correlation analysis was conducted to address the first quantitative research question:  

1. Is there a relationship between the three dependent psychometric measures, the How I Think 

(HIT) questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the 

Socio-moral Reflection Measure–Short Form (SRM-SF)? 

This study implemented the most commonly used measure of correlation, the Pearson product-

moment correlation coefficient (rxy), which is used to describe the strength and direction of the 

linear relationship between two quantitative variables (Kranzler, 2011). Greater correlation 

coefficient numbers (i.e. numbers closer to + or - 1) indicate a small scatter around a hypothetical 

straight best-fitting line through the middle of the scatter plot. Perfect correlations of -1.00 to 

+1.00 fall directly on that straight line and correlations of zero mean no linear relationship 

(Kranzler, 2011). Table 8 indicates the accepted “rule of thumb” for interpreting the strength of 

correlation coefficients (Book, 2014). 
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Table 8 
 
Interpretations of the Strength of Correlation Coefficients 
 

Magnitude of r Interpretation 
+/-   .00 - .20 Very weak to weak 
+/-   .20 - .40 Weak to Moderate 
+/-   .40 - .60 Medium to Substantial 
+/-   .60 - .80 Very Strong 
+/-   .80 – 1.00 Extremely Strong 
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The direction of the linear relationship can be characterized by a positive relationship (as 

one variable increases, so does the other), or by a negative relationship (as one variable 

increases, the other decreases). Thus, the + or – sign reflects the direction of the relationship. 

When interpreting correlations, it is important not to confuse correlation with causation. First, a 

correlation does not imply a cause-and-effect relationship between to variables (Kranzler, 2011). 

Second, causality between two variables cannot be assumed because other unmeasured variables 

may have an influence that is unaccounted for (Field, 2009). Moreover, although correlation 

coefficients do indicate the direction of linear relationships, they do not indicate the direction in 

which causality operates (Field, 2009). 

The rationale behind this initial quantitative research question is that it addresses an issue 

pertaining to the ability of the MANOVA to show effects on the independent variables (Time 

and Group) if the dependent variables are theoretically related to the extent that they are not 

statistically distinct constructs (Tabachnick & Fidell, 2013). The constructs of anger inducing 

cognitive distortions, social skills, and socio-moral reasoning (as measured by the HIT, SSIS, and 

the SRM-SF) have been identified as conceptually related (DiBiase et al., 2012, Gibbs, 2014). 

According to Tabachnick and Fidell (2013), dependent variables included in a MANOVA should 

not be too highly correlated with each other (in either direction), because they would essentially 

be measuring the same construct. However, Tabachnick and Fidell (2013) also indicate that 

MANOVA is wasteful when dependent variables are uncorrelated. In addition, Cole, Maxwell, 

Arvey, and Salas (1994) suggest that researchers should consider not just the intercorrelation 

significance, but also the effect size.  

Thus, a Pearson product-moment correlation was conducted on the pre-test scores of the 

three dependent variables in this study (HIT, SSIS, SRM-SF) to assure acceptable correlation 

between dependent variables. Table 9 provides the correlation coefficient matrix and indicates 
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the statistical significance and direction of the relationships among the constructs of the HIT, the 

SRM-SF, and the SSIS at pre-test. 
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Table 9 
 
Correlation for Three Dependent Variables at Pre-test (SSIS, SRM-SF, and HIT), N = 102 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

        
** indicates correlation is significant at p < .001 (2-tailed) 
* indicates correlation is significant at p < .05 (2-tailed) 
  

 
 
    Measure 

 
SRM-SF 

 
HIT 

 
  

SSIS 

 
 

1. 
SRM-SF 

 
  

 _____  - .256**  .269** 

2. 
HIT 

 
 

   _____  - .417** 

3. 
SSIS 

 

     _____ 
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At the time of pre-test, results of the Pearson product-moment correlation analysis 

indicate significant correlations on all levels of variables in the matrix. The SRM-SF (the 

measure of socio-moral reasoning, with higher scores representing more mature levels of moral 

reasoning) demonstrated a statistically significant correlation with the HIT (the measure of anger 

inducing cognitive distortions, with higher scores representing an increase in self-centered 

thinking errors) (r = - .256, p < .001). A correlation coefficient of .256 is considered small 

according to the accepted rule of thumb interpretations (Book, 2014). In addition to assessing the 

strength of the relationship, it is important to note that the result indicates a negatively directed 

correlation in which increases on the SRM (i.e., more mature moral reasoning) is associated with 

lower scores on the HIT (i.e., lower scores indicate less adherence to self-serving cognitive 

distortions). Although we cannot make direct cause-and-effect conclusions from a correlation, 

the Pearson correlation coefficient squared (r2) (i.e., the coefficient of determination) indicates 

the proportion of variance in one variable as explained by the other (Field, 2009). Thus, if r = 

.256, then r2 = .066. This indicates that 6.6% of the variability in the SRM-SF is explained by the 

HIT and vice versa. 

The SRM-SF had a weak to moderate statistically significant positive correlation with the 

SSIS (the measure of social skills, with higher scores representing greater social skills) (r = .269, 

p < .001). This means that as scores on the SRM-SF increased, scores on the SSIS increased. In 

this case, r2 = .072, and thus, 7.2% of the variability in one of the variables can be explained by 

the other. 

The HIT had a medium to substantial statistically significant negative correlation with the 

SSIS (r = - .417, p < .001). This means that as scores on the HIT decreased (higher scores 

represent increased anger inducing self-centered cognitive distortion), scores on the SSIS (social 
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skills) increased. In this case, r2 = .174, and thus, 17.4% of the variability in one of these 

variables can be explained by the other. 

According to the results of this Pearson product-moment correlation analysis on the pre-

test scores of the three dependent variables in this study (HIT, SSIS, SRM-SF), the statistical 

results satisfy the condition proposed by Tabachnick and Fidell (2013), which requires assurance 

that the three dependent variables are not too highly correlated as to be measuring the same 

construct. Conversely, Tabachnick and Fidell (2013) indicate that MANOVA is wasteful when 

dependent variables are completely uncorrelated. The crux is that MANOVA is not intended to 

run just any dependent variables; only theoretically meaningful dependent variables should be 

included. Thus, the pre-test correlation results of the three dependent variables in this analysis 

(HIT, SRM, and SSIS), in combination with established theoretical associations (Gibbs, 2014) 

between anger inducing cognitive distortions, socio-moral reasoning, and social skills, warrants 

the further analysis through MANOVA. 

Multivariate Analysis of Variance (MANOVA): An Overview 

A 2 x 2 repeated measures MANOVA was conducted to address the second quantitative 

research question #2. Do the groups (EQUIP-NF Group and Control Group) differ across the 

HIT, the SSIS-RS, and the SRM-SF from pre-test to post-test?  This was a mixed design with 

between subjects (whereby participants are divided between either the Control or EQUIP-NF 

Group) and within subjects (in which all participants are included within the repeated measures 

(pre-test and post-test) of the time factor).  

 MANOVA is a multivariate procedure for analyzing multiple dependent variables 

simultaneously (Howell, 2012). The goal of MANOVA is to maximally discriminate mean 

differences between two or more distinct groups on a multivariate composite of three or more 
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quantitative variables (Grince & Iwasaki, 2007). MANOVA is a generalization of ANOVA (a 

univariate F value, which is used to examine differences in group means on a single, continuous 

variable) to studies that include several dependent variables. MANOVA determines mean 

differences, statistical significance and produces a multivariate F value (Wilks' λ) (Tabachnick & 

Fidell, 2012). A smaller Wilks' λ indicates greater group differences (Book, 2014).  While 

ANOVA tests whether mean differences among groups on a single dependent variable are likely 

due to chance, MANOVA generates a new dependent variable (a composite variable) from the 

combination of the study’s set of dependent variables to determine whether mean differences on 

the combined dependent variables is statistically significant (Tabachnick & Fidell, 2012).  

 MANOVA has several advantages over the option of conducting individual ANOVAs on 

each dependent variable separately. First, the more tests conducted on the same data set, the 

more familywise error rate is inflated, which increases the probability of making a Type 1 error 

(rejecting the null hypothesis, when the hypothesis is true, i.e., a false positive) (Field, 2009). 

MANOVA also has the advantage of providing more information than ANOVA. Separate 

ANOVAs for each dependent variable do not account for the relationship between the dependent 

variables, whereas MANOVA takes account of those relationships between the dependent 

variables (Field, 2009). MANOVA has greater power to detect effect (i.e. discover what changes 

as a result of treatment conditions, times and their interactions) because it can determine whether 

groups differ along the combination of variables (Tabachnick & Fidell, 2012). For these reasons, 

MANOVA was the preferable option over separate ANOVAs for each dependent variable. 

 The MANOVA procedure is a two-stage test that begins with a multivariate test. This 

multivariate test is an omnibus test, which means it computes one composite variable from the 

combined dependent variables. Because the multivariate test runs a composite dependent 
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variable, it can only determine whether there is a statistically significant mean difference 

between at least two of the related groups, but it cannot indicate where the difference(s) occurred 

between the dependent variables. If the repeated measures MANOVA is statistically significant 

at either the independent variable of Time, Group, and/or the Time x Group interactions, this 

suggests that there is a difference between the dependent variables, and therefore follow-up tests 

are required at stage two of the MANOVA to determine where those differences occurred.  

Follow-up Univariate Post hoc ANOVA tests must be analyzed to determine whether 

mean differences among groups on each single dependent variable (as opposed to the omnibus 

composite variable of the HIT, SRM, and SSIS together) are statistically different (i.e. not likely 

to have occurred by chance) (Tabachnick & Fidell, 2012). The univariate tests provide statistics 

about the individual main effects of each variable separately and the interactions among the 

independent variables (Howell, 2012).  In the case of the current study, this refers to the main 

effect of Time (pre-test and post-test) on each dependent variable (HIT, SRM, SSIS), the main 

effect of Group (Control Group and EQUIP-NF Group) on each dependent variable, and the 

interaction of Time x Group on each dependent variable. Table 10 provides a synopsis of the 

MANOVA results in terms of both the multivariate results and the univariate results, which will 

be probed further in respective sections for these components of the analysis. 
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Table 10 
 
Summary: Source Table for 2 x 2 Repeated Measures MANOVA for the HIT, SRM, and SSIS, and Univariate F- Statistics 
 

   Multivariate Results  Univariate Results 

  
Λ         F               df h2 

 HIT  SRM  SSIS 

MAIN EFFECTS:   F df  F df  F df 

Source of Variation  
 

• Group 

 
 

.930 
 

2.455  
 

3,98 
 

.070 

 
6.176* 1,100 

 
2.516 1,100 

 
1.986 1,100 

• Time 
 

.619 20.103** 3,98 .381 
 

32.594** 1,100 
 

12.627** 1,100 
 

32.057** 1,100 

 

INTERACTION 
EFFECT: 

 

• Time x Group 

  

 
.500 

 

 
32.608** 

 
3,98 

 
 
 

.500 

 

 
50.116** 

 
1,100 

 

27.59** 1,100 

 

46.849** 1,100 

 
*Indicates significance at the < .05 level 
**Indicates significance at the < .001 level 
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It is important to note that there are two possible types of interactions. The first are 

ordinal interactions in which significant interaction effects are found but the slope of lines in the 

graphed interaction do not cross (but are also not completely parallel). In the case of ordinal 

interactions, main effects can be interpreted if they are statistically significant (Stevens, 1999). 

The second type are dis-ordinal interactions in which significant interaction effects are found and 

the slope of the lines in the graphed interaction do cross each other. As a general rule, main 

effects in the presence of a significant dis-ordinal interaction should not be interpreted or further 

discussed (Stevens, 1999). If there is a significant dis-ordinal interaction between the 

independent variables, further simple effects analyses are required because it is an indicator that 

the interpretation of the main effects may be incomplete or misleading, and thus require further 

analysis to further break down the interaction effect into its component parts (Stevens, 1999).  

Simple effects analyses explore the nature of the interaction by examining the difference 

between one independent variable within one level of another independent variable (Field, 2009). 

In a simple effect analysis, one independent variable is held constant at a particular level (e.g. a 

particular group) while mean differences are examined on the levels of the other independent 

variable (e.g. the levels of pre-test and post-test on the Time variable) (Tabachnick & Fidell, 

2012).  In the context of the current study, if there was a significant interaction between Time x 

Group, a simple effects test would be required for each dependent variable (SRM-SF, HIT, and 

SSIS) to reveal a) whether the Control Group had a statistically significant change across Time 

(Pre-test to Post-test) and whether the EQUIP-NF Group had a statistically significant change 

across Time (Pre-test to Post-test); and b) whether there was a statistical difference between 

Control Group and in the EQUIP-NF Group at the Time of Pre-test and whether there was a 
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statistical difference between Control Group and in the EQUIP-NF Group at the Time of Post-

test. 

Assumptions of MANOVA 

While MANOVA is a powerful and efficient research design, it is a complicated analysis 

with several important assumptions to consider (Tabachnick & Fidell, 2012). The following 

assumptions of MANOVA were tested.  

Assumption 1: Independence of Observations 

The first assumption is that observations should be statistically independent. There should 

be no relationship between the observations in each group or between the groups themselves. 

While this is more of a study design issue than something you can test for, it is an important 

assumption of MANOVA that should be confirmed. In a repeated-measures design like the 

current study (where the same participants are measured in different experimental group 

conditions at two time points), scores in the experimental conditions are expected to be non-

independent for a given participant, whereas behaviour between different participants should be 

independent (Field, 2009).  While intra-class nesting violates the assumption of independence, 

this was accounted for in the intra-class correlation (ICC) analyses that were calculated on the 

pre-test of each dependent measure, which assured that all were below the .1 cut-off for ICC. 

Assumption 2: Categorical Independent Variables 

MANOVA assumes independent variables are categorical. A categorical variable is one 

that names distinct entities or classifications (Field, 2009).  Categorical variables include 

classifications such as group variables (i.e., Control Group and EQUIP Group) and time 

variables (i.e., Pre-test and Post-test) Thus, the current study does not violate the assumption of 

categorical independent variables. 
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Assumption 3: Two or More Continuous (Interval or Ratio) Dependent Variables 

In the current study there are three dependent variables (HIT, SRM, and SSIS), which are 

continuous variables of the interval type. Continuous variables are measured numerically 

whereby each participant can take on any value on the employed measurement scale, and interval 

type means that the measurement scale has equal and meaningful units to represent equal 

differences in the construct being quantified (Field, 2009).  The HIT uses a 6-point interval scale, 

the SSIS uses a 4-point interval scale, and the SRM-SF uses a 7-point interval scale. Therefore, 

the assumption of interval type dependent variables has not been violated. 

Assumption 4: Normal Distribution 

The MANOVA analysis assumes normality, which is characterized by a bell-shaped 

curve in which the majority of scores plot around the center of the distribution (Field, 2009).  

Normal distribution can be tested both statistically and graphically. The assumptions of 

normality were first tested statistically on the HIT, SSIS, and SRM variables using the 

Kolmogorov-Smirnov Test of Normality. In practice, a statistically significant test result (p < 

.01) indicates a violation of the assumption of normality. Table 11 indicates that for the Control 

group at both pre and post-test, the distributions of the HIT, SSIS, and the SRM do not violate the 

assumption of normality because the Kolmogorov-Smirnov test results are non-significant. For 

the EQUIP-NF Group, Table 12 indicates the distributions of the HIT, SSIS, and the SRM, at 

both pre and post-test, do not violate the assumption of normality (i.e., all results are non-

significant). Further visual inspection of the box plots residuals and the histograms of each 

variable confirmed the statistical results indicating normal distributions. Given that the no 

distribution violates the assumption of normality, no transformations to the data were performed. 
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Table 11 
 
Assumption of Normal Distribution for the Control Group at Pre & Post Test (SRM, HIT, SSIS) 

 

Table 12 
 
Assumption of Normal Distribution for EQUIP-NF Group at Pre & Post Test (SRM, HIT, SSIS) 

 
 
 
 

Dependent  
Measure 

            Kolmogorov-Smirnov 
 D df p 

    
SRM-SF – pre-test  .109 47 .200 

SRM-SF – post-test  .082 47 .200 

HIT – pre-test 
 

 .119 47 .095 

HIT – post-test 
 

 .080 47 .200 

SSIS – pre-test 
 

 .080 47 .200 

SSIS – post-test 
 

 .087 47 .200 

Dependent  
Measure 

            Kolmogorov-Smirnov 
 D df p 

    
SRM-SF – pre-test  .105 55 .195 

SRM-SF – post-test  .059 55 .200 

HIT – pre-test 
 

 .104 55 .200 

HIT – post-test 
 

 .082 55 .200 

SSIS – pre-test 
 

 .130 55 .200 

SSIS – post-test 
 

 .093 55 .200 
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Assumption 5: Sphericity  

Mauchly’s Test of Sphericity is a common method for testing MANOVA’s assumption of 

sphericity. Simply explained, sphericity occurs when the level of dependence between 

experimental conditions is approximately equal (Field, 2009).  Mauchly’s Test tests the null 

hypothesis that the variances of the differences between conditions are equal. Hence, if this test 

is not statistically significant (i.e., p > .05), the null hypothesis is true, and it can be concluded 

that the variances of differences are approximately equal (the condition of sphericity has been 

met). In the current study, the Mauchly’s Test results show no values of statistical difference 

because there are only 2 levels of repeated measures (pre and post-test), which means there is 

only one set of difference scores and thus, there is nothing to compare the difference scores 

against to indicate the condition of sphericity. The assumption of sphericity would only be 

relevant to this study if it was designed with three, rather than 2, time points. 

Assumption 6: Absence of Univariate and Multivariate Outliers 

MANOVA assumes the absence of univariate and multivariate outliers. Univariate 

outliers are often referred to simply as outliers, whereas multivariate outliers are cases which 

have an unusual combination of scores on the dependent variables. The data screening section of 

the results provided a detailed account of how univariate outliers were dealt with. In essence, the 

data screening section explains that after an inspection of boxplots and the creation of 

standardized z-scores, eight variables were identified as exceeding the standard +/- 3.29 cut-off 

point. The Winsorization method was used on those cases to statistically transform them in such 

a manner that preserved them as extreme without allowing them to disproportionally influence 

the statistics (Tabachnick and Fidell, 2013).  The assumption of absence of multivariate outliers 

was assessed using the statistic of Mahalanobis distance, which is a statistical measure of the 
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extent to which cases are multivariate outliers using the critical chi-square value (p < .001), with 

the number of dependent variables being the degrees of freedom. Given this study has three 

dependent variables, df = 3; Critical Value = 16.27. To conduct this analysis, the data file was 

first split between the two independent variables (Time vs. Group) and a linear regression 

procedure was run to calculate Mahalanobis distance for the dependent variables. According to 

the procedures outlined by Tabachnick and Fidell (2013), the new MAH-1 (pre-test) and MAH-2 

(post-test) variables were consulted in descending order and compared to the chi criterion in 

which the largest value should be 16.27 and an alpha of .001. There were no multivariate outliers 

in the data as assessed by Mahalanobis distance (Pre-test: Max. = 14.33; Post-test: Max. = 10.65; 

p > .001).   

Assumption 7: Multicollinearity/Singularity 

MANOVA’s final assumption is multicollinearity/ singularity. Multicollinearity and 

singularity are problems with a correlation matrix in instances where variables are too highly 

correlated. In the case of multicollinearity, variables are very highly correlated (i.e. .90 or above) 

and in the case of singularity, the variables are redundant because one variable is a combination 

of the other variables (Tabachnick & Fidell, 2012). This is especially relevant to MANOVA, 

which requires at least three distinct dependent variables. 

Multicollinearity/singularity was assessed by running a bivariate correlation to compute a 

Pearson’s correlation with a split data set for the predictors (Time vs. Group). While statistical 

significance is not relevant to this assessment, the coefficient statistic should not exceed 0.9 

(Field, 2009).  Table 13 presents the correlations for Pre-test in the Control Group, Table 14 

presents the correlations for Pre-test in the EQUIP-NF Group; Table 15 presents the correlations 

for Post-test in the Control Group, and Table 16 presents the correlations for Post-test in the 



 

 

124 

 

EQUIP-NF Group. There was no evidence of multicollinearity, as assessed by Pearson 

correlation (r < 0.9). 
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Table 13 
 
Pearson Correlation Statistic for Pre-test in the Control Group 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

              * indicates correlation is significant at p < .05 (2-tailed) 
 

 

Table 14 
 
Pearson Correlation Statistic for Pre-test in the EQUIP-NF Group 

 

 

 

 

  

 
 
 
 
 

* indicates correlation is significant at p < .05 (2-tailed) 
* indicates correlation is significant at p < .001 (2-tailed) 
 

 
 
    Measure 

 1. 
SRM-SF 

 2. 
HIT 

 
  3. 

SSIS 

 
 

1. 
SRM-SF 

  

 _____           -.181  .174 

2. 
HIT 

   _____  -.340* 

3. 
SSIS 

 

     _____ 

 
 
    Measure 

 1. 
SRM-SF 

 2. 
HIT 

 
  3. 

SSIS 

 
 

1. 
SRM-SF 

  

 _____  -.121  .333* 

2. 
HIT 

   _____  -.470** 

3. 
SSIS 

 

     _____ 
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Table 15 
 
Pearson Correlation Statistic for Post-test in the Control Group 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

* indicates correlation is significant at p < .05 (2-tailed) 
 

 

 

Table 16 
 
Pearson Correlation Statistic for Post-test in the EQUIP-NF Group 

  

 

 

 

  

 
 
 
 
 
*  

** indicates correlation is significant at p < .01 (2-tailed) 
 
 
  

 
Measure 

 1. 
SRM-SF 

 2. 
HIT 

 
  3. 

SSIS 

 
1. 

SRM-SF 

  
 _____  -.252      .289* 

2. 
HIT 

   _____  -.353* 

3. 
SSIS 

 

     _____ 

 
Measure 

 1. 
SRM-SF 

 2. 
HIT 

 
  3. 

SSIS 

 
1. 

SRM-SF 

  
 _____  -.165  .239 

2. 
HIT 

   _____  -.501** 

3. 
SSIS 

 

     _____ 
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Assumption 8: Homoscedasticity 

MANOVA’s assumption of homoscedasticity (equality of variances and covariances 

matrices) of experimental errors (residuals) was assessed. The Levene’s Test of Equality of Error 

Variances was used to assess equality of variances. Table 17 indicates the results were not 

statistically significant (p > .001) for all three dependent variables.  Equality of covariance 

matrices was evaluated using Box’s M test of Equality of Covariance Matrices, employing p < 

.001 as a criterion. Results indicate non-significance (Box’s M (20.749), p = .559). This result 

assures that there are no significant differences between covariance matrices, the assumption of 

homoscedasticity is not violated, and thus, Wilk’s λ is an appropriate test to use for the 

MANOVA. 
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Table 17 
 
Levene’s Test of Equality of Error Variances 
 

Variable  Levene’s Statistic P-Value 

Pre-test HIT 
 

F = 1.13 (1,100) p = .291 

Post-test HIT 
 

F = .385 (1,100) p = .536 

Pre-test SRM-SF 
 

F = .806 (1,100) p = .371 

Post-test SRM-SF 
 

F = 1.184 (1,100) p = .279 

Pre-test SSIS 
 

F = .021 (1,100) p = .886 

Post-test SSIS 
 

F = .023 (1,100) p = .880 
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MANOVA Results 

The omnibus MANOVA null hypothesis posits that the EQUIP-NF Group and Control 

Group have equal mean differences on the multivariate composite of the HIT, SRM-SF, and SSIS. 

This hypothesis was tested using SPSS for Mac and the General Linear Model (GLM) procedure 

to conduct a 2 x 2 repeated measures MANOVA to determine whether the groups (EQUIP- NF 

Group and Control Group) differed across the HIT, the SSIS-RS, and the SRM-SF from pre-test to 

post-test?  Wilk’s lambda was used to evaluate the multivariate effects using a significance level 

set at .05.  

This was a mixed design with between subjects (whereby participants are divided 

between either the Control Group or EQUIP-NF Group) and within subjects (in which all 

participants are included within the repeated measures (pre-test and post-test) of the time factor). 

The researcher reports that all assumptions of MANOVA were satisfied.  

Descriptive Statistics 

Table 18 provides the descriptive statistics of each dependent variable (HIT, SRM, SSIS) 

by Group (EQUIP-NF Group and Control Group) and Time (Pre-test and Post-test).  
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Table 18 
 
Descriptive Statistics for EQUIP-NF Group and Control Group (Means and Standard Deviations) 
 for the HIT, SRM-SF, and SSIS at Time of Pre-test and Post-test 

 

 EQUIP-NF Group 
(n = 55) 

 Control Group 
(n = 47) 

 Total 
(n = 102) 

  
M  

 
SD 

  
M  

 
SD 

  
M  

 
SD 

         
HIT                            

Pre-test 2.55 .73  2.62 .60  2.59 .67 

Post-test 2.10 .69  2.67 .64  2.36 .72 

SRM-SF         
Pre-test 212.82 33.79  216.14 27.89  214.35 31.11 

Post-test 233.25 31.68  212.22 27.02  223.56 31.31 

SSIS         
Pre-test 84.79 19.82  84.72 18.47  84.76 19.12 

Post-test 94.02 18.80  83.85 17.22  89.33 18.70 
 
 



 131 

When interpreting the data, it is important to consider the potential range of scores set up 

by the original psychometric measures. The HIT (Gibbs, Barriga, & Potter, 2001) consists of 54-

items measuring the EQUIP Approach’s (DiBiase et al., 2012) four categories of anger inducing 

self-serving cognitive distortions (thinking errors) on a 6-point Likert-type scale from agree 

strongly (6) to disagree strongly (1), whereby higher scores represent stronger adherence to self-

serving cognitive distortions. Thus, the HIT has a potential range of scores from 1-6, with the 

average score being 2.36. Scores over 2.98 are classified as clinical levels of self-serving 

cognitive distortions, scores between 2.77 and 2.98 are classified as borderline-clinical, and 

scores below 2.73 are classified as non-clinical. In the current study, total mean scores on the 

HIT are within the non-clinical category (M = 2.59 at pre-test, and M = 2.36 at post-test). On the 

HIT for the EQUIP-NF Group, mean scores decreased from pre-test to post-test, respectively (M 

= 2.55, SD = .73; M = 2.10, SD = .69). Conversely, Control Group mean scores increased from 

pre-test to post-test, respectively (M = 2.62, SD = .60; M = 2.67, SD = .64). Overall Total mean 

scores for the HIT increased from pre-test to post-test, respectively (M = 2.59, SD = .67; M = 

2.36, SD = .73).   

When reviewing the descriptive statistics results for the HIT dependent variable, it is also 

relevant to note the standard deviation statistics to further conceptualize the dispersion of data 

points relative to the mean. Standard deviation is a measure of how much variation or dispersion 

exists from the average (the mean) score. Lower standard deviation indicates that data points are 

closer to the mean (more homogenously scattered around the mean) than higher standard 

deviation, where data points are spread out over a larger range. Standard deviation for the HIT in 

the EQUIP-NF Group became more homogenous from pre-test to post-test, respectively (SD = 

.73; SD = .69), whereas standard deviation in the Control Group became more spread out around 
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the mean (SD = .60; SD = .64). However, despite the decreases in standard deviation from pre-

test to post-test for the EQUIP-NF Group, it is important to note that standard deviation in the 

EQUIP-NF Group was higher than in the Control group at pretest, respectively (SD = .73; SD = 

.60) and at post-test, respectively (SD = .69; SD = .64). 

The SSIS (Gresham & Elliott, 2008) is a 46-item assessment of students’ social 

behaviours ranging from 0 (Not True), 1 (A Little True), 2 (A Lot True), and 3 (Very True).  The 

protocol for scoring the SSIS requires the calculation of sums of the subscales and creating a 

composite sum. The SSIS has a potential range from 0-138. For participants ages 13-18, scores 

that range from 0 to 63 imply below average social skills acquisition, whereas ranges between 70 

to 111 imply average social skills acquisition, and ranges between 126-138 imply above average 

social skills acquisition (Gresham & Elliott, 2008). Therefore, in the current study mean scores 

of social skills (SSIS) fall within the range of average (M = 84.76 at pre-test, and M = 89.33 at 

post-test). Mean scores increased for the EQUIP-NF Group on the SSIS from pre-test to post-test, 

respectively (M = 84.79, SD = 19.82; M = 94.02, SD = 18.80). Conversely, Control Group mean 

scores decreased from pre-test to post-test, respectively (M = 84.72, SD = 18.47; M = 83.85, SD 

= 17.22). Overall Total mean scores for the SSIS increased from pre-test to post-test, respectively 

(M = 84.76, SD = 19.12; M = 89.33, SD = 18.71).   

The standard deviation statistics for the SSIS help to further conceptualize the dispersion 

of data points relative to the mean in the different groups and times. Standard deviation for the 

SSIS in the EQUIP-NF Group decreased from pre-test to post-test, respectively (SD = 19.82; SD 

= 18.80), as did standard deviation in the Control Group (SD = 18.47; SD = 17.22). Hence, SSIS 

scores became more closely scattered around their respective means in both the EQUIP-NF 

Group and the Control Group from pre-test to post-test. However, standard deviation in the SSIS 
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for the EQUIP-NF Group was higher than in the Control Group at both pretest (SD = 19.82; SD 

= 18.47) and post-test (SD = 18.80; SD = 17.22), respectively. 

The SRM-SF (Gibbs et al., 2015) contains 11 items rated from 1-4. For data analytic 

purposes, authors of the SRM-SF (Gibbs et al., 2015) suggest multiplying the mean by 100. 

Therefore, the SRM has the potential to yield a range of scores from 100-400. Scores on the SRM 

correspond to Gibbs et al. (2015) Global Stages of Moral Reasoning. A score of 100 indicates 

Stage 1 moral reasoning, whereas a score of 400 reflects Stage 4 moral reasoning. Hence, higher 

scores reflect higher stages of moral reasoning. Total mean scores on SRM in the current study 

indicate participants’ average stage of socio-moral reasoning was between Stage 2 and Stage 3 

(M = 214.35 at pre-test, and M = 223.56 at post-test). Mean scores increased for the EQUIP-NF 

Group on the SRM from pre-test to post-test, respectively (M = 212.82, SD = 33.79; M = 233.35, 

SD = 31.68). Conversely, Control Group mean scores decreased from pre-test to post-test, 

respectively (M = 216.14, SD = 27.89; M = 212.22, SD = 27.02). Overall Total mean scores for 

the SRM increased from pre-test to post-test, respectively (M = 214.35, SD = 31.11; M = 223.56, 

SD = 31.31).   

Descriptive statistics for the SRM include an exploration of standard deviation results. 

Standard deviation for the SRM in the EQUIP-NF Group decreased from pre-test to post-test, 

respectively (SD = 33.79; SD = 27.89), as did standard deviation in the Control Group (SD = 

31.68; SD = 27.02). In other words, SRM scores became more closely scattered around their 

respective means in both the EQUIP-NF Group and the Control Group from pre-test to post-test. 

However, standard deviation in the EQUIP-NF Group was higher (less homogenous) than in the 

Control group at both pretest (SD = 33.79; SD = 31.68) and post-test (SD = 27.89; SD = 27.02), 

respectively. 
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Multivariate Analysis of Variance (Omnibus Test) 

Table 19 provides the multivariate results from the 2 x 2 repeated measures MANOVA.  

This test runs the dependent variables (HIT, SRM-SF, SSIS) as an omnibus composite variable to 

compute the main effects for Group and Time, and the interaction effect of Time x Group and the 

associated source variation statistics of Wilk’s Lambda (λ), the F-statistic for Wilk’s Lambda 

(F), Multivariate Degrees of Freedom (df), Eta Squared (h2), and the statistical significance 

statistic (p).  
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Table 19 
 
Multivariate Results from the HIT, SRM, and SSIS Omnibus Test 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Source of Variation  
    λ F df h2 p 

Observed  
Power 

MAIN EFFECTS: 
 

• Group 

 
 
 

.930 

 

 
2.455 

 

 
 

3,98 

 
 

.070 

 
 

.068 

 
 

.595 

• Time 

 
 

.619 
 

20.103** 
 

 

3,98 
 

.381 
 

< .001 
 

1.00 

 
 

INTERACTION 
EFFECT: 

 

• Time x Group 

 
 
 
 

.500 

 
32.608** 

 
 
 

3,98 

 

 
.500 

 

 
< .001 

 

 
1.00 
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Table 19 indicates the multivariate effect for the Time x Group (2 x 2) interaction was 

statistically significant (F (3,98) = 32.608, p < .001, h2 = .500, Wilk’s λ = .500). Thus, across the 

3 dependent variables, the difference between the EQUIP-NF Group and Control Group at the 

time of pre-test was different from the difference between the EQUIP-NF Group and Control 

Group at the time of post-test. The multivariate effect size for the Time x Group interaction is 

calculated using the following equation Multivariate η2 = 1 - Wilk’s λ (to the power of 1/s), in 

which s is equal to the number of levels of the factor minus 1 or the number of dependent 

variables, whichever is smaller (Green & Salkind, 2003). In the context of the current study, the 

number of levels of the factor is 2, therefore the equation is: Multivariate η2 = 1 - .5 (to the 

power of 1/ (2-1)), which equals .5. Thus, Multivariate η2 accounts for 50% of the variance 

across the three dependent variables. The practical significance of the .5 effect size can be 

interpreted using Cohen’s (1988) well established set of conventions. The general conventions 

for interpreting small, medium, or large effect sizes using η2 have been proposed by Cohen 

(1988) are provided in Table 20.  
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Table 20 
 

Eta Square (h2) Conventions for Effect Size Interpretations 
 

Effect Size Conventional Interpretation 
 

.01 Small  

.06 Medium  

.14 Large  

In Cohen (1988) 
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A Multivariate η2 can range from 0 to 1 and should be interpreted similar to Univariate 

η2. An η2 of 0 indicates no relationship between the factor and the dependent variable, while a 1 

indicates the strongest possible relationship (Leech, Barrett, & Morgan, 2005). It is important to 

note that Cohen’s conventions were established as a rule of thumb for interpreting effect size 

with regard to the η2 statistic, and thus the literature should be consulted to assist in its 

interpretation relative to the field of study (Leech, Barrett, & Morgan, 2005). 

In the context of the current study, Cohen’s (1988) conventional interpretation would 

suggest the Time x Group effect size of .5 is a large. This result is indicative of a practically 

meaningful difference in outcome in terms of the HIT, SRM, SSIS composite variable. 

Given the statistically significant multivariate Time x Group interaction across the 

omnibus depended variables (HIT, SRM, SSIS), further interpretation of the multivariate main 

effects of time and of group (as results indicate in Table 19) was not warranted (Stevens, 1999). 

However, the statistically significant multivariate Time x Group interaction does permit further 

post hoc univariate analyses to determine where the differences occurred between the individual 

dependent variables (HIT, SRM, SSIS) (Stevens, 1999). 

Univariate Analysis of Variance (Post Hoc Tests) 

Due to the statistically significant multivariate Time x Group interaction, further post hoc 

univariate analyses were conducted for each of the three dependent variables separately with 

follow-up ANOVAs. Table 21 shows the univariate post hoc test results, which test the 

significance of whether changes in participant’s anger inducing cognitive distortions (HIT), 

socio-moral decision making (SRM-SF), and social skills (SSIS) differed across the within-

subjects variable of Time (pre-test to post-test) between the between-subjects effect of Group 

(EQUIP-NF Group versus the Control Group). The univariate analyses consisted of two one-way 
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ANOVAs (one for the pre-test data and one for the post-test data) for the three dependent 

variables. The last column indicates the univariate ANOVA for the Time x Group interaction, 

which was statistically significant (p < .001) for all three dependent variables: Anger Inducing 

Cognitive Distortions (HIT), Social Skills (SSIS), and Socio-moral Reasoning (SRM-SF). 
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Table 21 
 
Univariate Post Hoc Test Results for the HIT, SRM, and SSIS 
 

 Between Subjects  
Main Effect: GROUP 

 Within Subjects 
Main Effect: TIME 

Interaction: 
Time x Group 

 
MS F df h2 p  MS F df h2 p  MS F df h2 p 

HIT 
 

5.22 6.176* 1,100 .058 .015  2.07 32.594** 1,100 .246 .001  3.18 50.116** 1,100 .334 .001 

SRM 

 

3976.09 2.516 1,100 .025 .116  3452.65 12.627** 1,100 .112 .001  7516.95 27.59** 1,100 .216 .001 

SSIS 

 

1328.12 1.986 1,100 .019 .162  883.88 32.057** 1,100 .243 .001  1291.74 46.849** 1,100 .319 .001 

 
*Indicates significance at the < .05 level 
**Indicates significance at the < .001 level 
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How I Think (HIT) Questionnaire: Univariate Results. More specifically, Table 21 

shows a statistically significant interaction between Time and Group was found for the HIT (F 

(1,100) = 50.12, p < .001, h2 = .334). The effect size, measured by the partial eta squared (h2), 

accounted for 33.4% of the variability associated with anger inducing cognitive distortions that 

was attributed to the Time by Group interaction.  According to Cohen’s (1988) conventions of 

interpretation, the practical significance of an effect size of .334 is considered large, and thus the 

treatment (i.e., the EQUIP Approach (DiBiase et al., 2012) delivered through the narrative 

filmmaking pedagogy) has produced a practically meaningful difference in outcome related to 

anger inducing self-serving cognitive distortions. Figure 6 further illustrates the Time x Group 

interaction for the HIT.  
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Figure 6. 
 
Plot of the HIT dependent variable, Time x Group interaction 
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Socio-moral Refection Measure-Short Form (SRM-SF): Univariate Results. The last 

column of Table 21 denotes a statistically significant interaction between Time and Group for the 

SRM-SF (F (1,100) = 27.59, p < .001, h2 = .216). The effect size accounted for 21.6% of the 

variability associated with socio-moral reasoning that was attributed to the Time by Group 

interaction.  Cohen’s (1988) conventions of interpretation suggest the practical significance of an 

effect size of 21.6 is large. Hence, the treatment (i.e., the EQUIP Approach (DiBiase et al., 2012) 

delivered through the narrative filmmaking pedagogy) has produced a meaningful difference in 

outcome related to socio-moral reasoning. Figure 7 further illustrates the Time x Group 

interaction for the SRM. This finding expands upon the differences in means provided in the 

Table 18 Descriptive Statistics, in which EQUIP-NF Group scores for the SRM increased from 

212.82 to 233.25 and Control Group scores decreased slightly from 216.14 to 212.22. 
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Figure 7. 
 
Plot of the SRM-SF dependent variable, Time x Group interaction 
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Social Skills Improvement System (SSIS): Univariate Results. The final row of the last 

column in Table 21 denotes a statistically significant interaction between Time and Group for the 

SSIS (F (1,100) = 46.849, p < .001, h2 = .319). The effect size accounted for 31.9% of the 

variability associated with social skills that was attributed to the Time by Group interaction.  

According to Cohen’s (1988) conventions of interpretation, the practical significance of an effect 

size of 31.9 is considered large. Therefore, the treatment (i.e., the EQUIP Approach (DiBiase et 

al., 2012) delivered through the narrative filmmaking pedagogy) has produced a meaningful 

improvement in social skills. Figure 8 further illustrates the Time x Group interaction for the 

SSIS. This finding expands upon the differences in means provided in the Table 18 Descriptive 

Statistics, in which EQUIP-NF Group scores for the SSIS increased from 84.79 to 94.02 and 

Control Group scores decreased slightly from 84.72 to 83.85. 
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Figure 8. 
 
Plot of the SSIS dependent variable, Time x Group interaction 
 

 

 

 

 

 

  



 

 

147 

 

As a general rule, main effects, in the presence of a significant dis-ordinal interaction (as 

were noted in the interaction plots of the current study), should not be interpreted or further 

discussed (Stevens, 1999). Hence, further discussion of the significant between-subjects main 

effect of Group for the HIT, and the significant within-subjects main effect of Time for all three 

dependent variables (HIT, SRM, SSIS), as indicated in Table 21 showing the univariate results, is 

not warranted.  

It is also important to note that while the univariate post hoc ANOVAs for each 

dependent variable (HIT, SRM, and SSIS) indicates a significant difference occurred in the Time 

x Group interaction, it does not have the capacity to specify whether both groups (Control Group 

and EQUIP-NF Group) were statistically equivalent or different at pre-test, or whether both 

groups (Control Group and EQUIP-NF Group) were statistically equivalent or different at post-

test. In addition, the univariate ANOVA does not provide results in terms of whether the Control 

group and the EQUIP-NF Group experienced statistically significant change over time (from 

pre-test to post-test). Hence, due to the significant dis-ordinal Time x Group interaction for the 

three dependent variables, further simple effects analyses were required to further break down 

the interaction effect into its component parts (Stevens, 1999).  

Simple Effects 

Due to the significant Time x Group interactions in the ANOVA results for each 

dependent variable (HIT, SRM, and SSIS), simple effects analyses were needed to break down 

the nature of the interaction term to determine a) whether the Control Group had a statistically 

significant change across Time (Pre-test to Post-test) and whether the EQUIP-NF Group had a 

statistically significant change across Time (Pre-test to Post-test); and b) whether there was a 

statistical difference between Control Group and in the EQUIP-NF Group at the Time of Pre-test 
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and whether there was a statistical difference between Control Group and in the EQUIP-NF 

Group at the Time of Post-test. 

To obtain the simple effects test it requires the use of SPSS command syntax code. 

Hence, according to the recommendations by Tabachnick and Fidell (2012, p. 336), the 

MANOVA syntax command was used to run all simple effects at once. The syntax code is 

provided in Table 22. 
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Table 22 
 
 SPSS Syntax Code for Simple Effects of Time and of Group 

 

  

  

Simple Effect  SPSS Syntax Code 

Simple Effect of: 
Time 

  

MANOVA Pre_HIT_TOT Post_HIT_TOT BY 
Group (1, 2) 
/WSFACTORS=Time(2) 
/DESIGN=MWITHIN Group(1) MWITHIN 
Group(2). 
MANOVA Pre_HIT_TOT Post_HIT_TOT BY 
Group (1, 2) 
/WSFACTORS=Time(2) 
/WSDESIGN=MWITHIN Time(1) MWITHIN 
Time(2) 
/DESIGN. 

 

Simple Effect of: 
Group 

  
MANOVA 
Time1 Time2 BY Group (1 2) 
/WSFACTORS Time (2) 
/WSDESIGN = MWITHIN Time(1) MWITHIN 
Time(2)  
/DESIGN. 
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Table 23 indicates the simple effects analyses of Time ‘across’ Group and Time ‘within’ 

Group for each dependent variable. Time ‘across’ Group simple effects examine change across 

Groups (EQUIP-NF Group and Control Group) at the same Time point for each dependent 

variable separately (i.e., the difference between the Control Group and EQUIP-NF Group at pre-

test and the difference between the Control Group and EQUIP-NF Group at post-test for each 

dependent variable). Conversely, Time ‘within’ Group simple effects examine change from pre-

test to post-test within the same group (i.e., the change that occurred for the Control group from 

the pre-test to the post-test for each dependent variable and the change that occurred for the 

EQUIP-NF Group from the pre-test to the post-test for each dependent variable).   
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Table 23 
 
Simple Effects Test Results for the HIT, SRM, and SSIS 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

*Indicates significance at the < .05 level 
**Indicates significance at the < .001 level 
  

 
 Group ‘across’ Time  Time ‘within’ Group 

Pre-Test  
 Post-test  Control  

Group 
 EQUIP-NF  

Group  
 

 
 F df p   F df p   F df p   F df p  

HIT 
 

.28 1,100 .601  18.32** 1,100 <.001  .87 1,100 .353  88.73** 1,100 <.001 
 

SRM 
 

.29 1,100 .593  12.77** 1,100 <.001  1.33 1,100 .252  42.13** 1,100 <.001 
 

SSIS 
 

.00 1,100 .985  8.01* 1,100 .006  .65 1,100 .423  84.86** 1,100 <.001 
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How I Think (HIT) Questionnaire: Simple Effects. Time ‘across’ Group simple effects 

results for the HIT dependent measure indicate that the Control Group and the EQUIP-NF Group 

were not significantly different in terms of anger inducing cognitive distortions at the time of 

pre-test (F = .28, p = .601). This finding provides a statistical interpretation of the mean scores 

provided in the Table 18 Descriptive Statistics, confirming that the Control Group at pre-test (M 

= 2.62), was not statistically different than the EQUIP-NF Group at pre-test (M = 2.55).  

Conversely, simple effects results for the HIT dependent measure indicate that the Control Group 

and the EQUIP-NF Group were significantly different in terms of anger inducing cognitive 

distortions at the time of post-test (F = 18.32, p < .001). This finding expands upon the 

respective descriptive statistics means, which were higher in the Control Group than in the 

EQUIP-NF Group (Control Group at post-test M = 2.67; EQUIP-NF Group at post-test M = 

2.10).  Figure 9 further illustrates the HIT Time ‘across’ Group simple effects findings.  

Moreover, simple effects analyses of Time ‘within’ Group for the HIT dependent 

measure indicate that no statistically significant change occurred in anger inducing cognitive 

distortions from the time of pre-test to the time of post-test for the Control group (F = .87, p 

.353). This finding expands upon the differences in means provided in the Table 18 Descriptive 

Statistics, in which Control Group scores for the HIT increased slightly from M = 2.62 to M = 

2.67.  In contrast, the EQUIP-NF Group experienced a statistically different change in anger 

inducing cognitive distortions from the time of pre-test to the time of post-test (F = 88.73, p < 

.001). This finding expands upon the differences in means provided in the Table 18 Descriptive 

Statistics, in which EQUIP-NF Group scores for the HIT decreased from M = 2.55 to M = 2.10.  

Figure 10 further illustrates these Time ‘within’ Group simple effects findings for the HIT. 
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Figure 9. 
 
Time ‘Across’ Group findings of the Simple Effects analysis of the HIT, SRM, and SSIS 
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Figure 10. 
 
Time ‘Within’ Group findings of the Simple Effects analysis of the HIT, SRM, and SSIS 
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Socio-moral Refection Measure-Short Form (SRM-SF): Simple Effects. Table 23 has 

also provided the simple effects analyses of Time ‘across’ Group for the SRM-SF dependent 

measure. Results indicate the Control group was not significantly different than the EQUIP-NF 

Group in terms of socio-moral reasoning at the time of pre-test (F = .29, p = .593). This finding 

provides a statistical interpretation of the mean scores provided in the Table 18 Descriptive 

Statistics, which indicated that at pre-test, the Control group had a mean of 216.14 and the 

EQUIP-NF Group had a mean of 212.82.  Conversely, simple effects results for the SRM-SF 

dependent measure indicate that the Control Group and the EQUIP-NF Group were significantly 

different in terms of socio-moral reasoning at the time of post-test (F = 12.77, p < .001). This 

finding expands upon the respective descriptive statistics means, which were lower in the 

Control group than in the EQUIP-NF Group (Control group at post-test M = 212.22; EQUIP-NF 

Group at post-test M = 233.25).  Figure 9 further illustrated these Time ‘across’ Group simple 

effects findings for the SRM. 

Moreover, simple effects analyses of Time ‘within’ Group for the SRM-SF dependent 

measure indicate that no statistically significant change occurred in socio-moral reasoning from 

the time of pre-test to the time of post-test for the Control group (F = 1.33, p = .252). This 

finding expands upon the differences in mean scores provided in the Table 18 Descriptive 

Statistics, in which Control group scores for the SRM decreased slightly from M = 216.14 to M = 

212.22.  In contrast, the EQUIP-NF Group experienced a statistically different change in socio-

moral reasoning from the time of pre-test to the time of post-test (F = 42.13, p < .001). This 

finding provides a statistical interpretation of the mean scores provided in the Table 18 

Descriptive Statistics, which showed that EQUIP-NF Group scores for the SRM increased from 
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M = 212.82 to M = 233.25.  Figure 10 further illustrates these Time ‘within’ Group simple 

effects findings for the SRM. 

Social Skills Improvement System (SSIS): Simple Effects. Finally, Table 23 provided 

the simple effects analyses of Time ‘across’ Group for the SSIS dependent measure, which 

indicates that the Control Group and the EQUIP-NF Group were not significantly different in 

terms of social skills at the time of pre-test (F = .00, p = .985). This finding provides a statistical 

interpretation of the mean scores provided in the Table 18 Descriptive Statistics, which indicated 

that at pre-test, the Control group had a mean of 84.72 and the EQUIP-NF Group had a mean of 

84.79.  Conversely, simple effects results for the SSIS dependent measure indicate that the 

Control Group and the EQUIP-NF Group were significantly different in terms of social skills at 

the time of post-test (F = 8.01, p = .006). This finding expands upon the respective descriptive 

statistics means, which were lower in the Control Group than in the EQUIP-NF Group (Control 

Group at post-test M = 83.85; EQUIP-NF Group at post-test M = 94.02). Figure 9 further 

illustrated these Time ‘across’ Group simple effects findings for the SSIS. 

The simple effects analyses of Time ‘within’ Group for the SSIS dependent measure 

indicate that social skills experienced no statistically significant change from the time of pre-test 

to post-test for the Control Group (F = .65, p = .423). This finding expands upon the differences 

in mean scores, in which Control Group scores for the SSIS decreased slightly from M = 84.72 at 

pre-test to M = 83.85 at post-test.  In contrast, the EQUIP-NF Group experienced a statistically 

different change in social skills from the time of pre-test to the time of post-test (F = 84.86, p < 

.001). This finding provides a statistical interpretation of the mean scores, in which EQUIP-NF 

Group scores for the SSIS increased from M = 84.79 at pre-test to M = 94.02 at post-test.  Figure 

10 further illustrates these Time ‘within’ Group simple effects findings for the SSIS. 
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Discussion of Quantitative Results 

The quantitative aspect of the current mixed-methods study aimed to examine the 

efficacy of a narrative pedagogy for delivering the EQUIP Approach (DiBiase et al., 2012) in 

terms of reducing students’ anger inducing cognitive distortions, for developing students’ moral 

reasoning skills, and for improving social skills (i.e., to study the multi-component attributes of 

EQUIP Approach (DiBiase et al., 2012) when delivered through the pedagogical tool of 

narrative filmmaking to satisfy Ontario’s mandate to integrate Character Development into 

regular subject curriculum). To address this purpose, the initial quantitative research question 

was: Is there a relationship between the three dependent psychometric measures, the How I 

Think (HIT) questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and 

the Socio-moral Reflection Measure–Short Form (SRM-SF)? This initial question was followed 

up by the main quantitative question asking: Do the groups (EQUIP- NF Group and Control 

Group) differ across the HIT, the SSIS-RS, and the SRM-SF from pre-test to post-test? The 

preceding quantitative results sections reported the statistical results addressing this study’s 

research questions. This succeeding discussion section provides interpretations of those 

statistical results through a comparative synthesis with the findings from the existing body of 

research germane to the current study’s research questions. 

The current study’s intervention program was based on DiBiase et al.’s (2012) EQUIP 

for Adolescents program, which is a multi-component school-based prevention program that has 

its origins in Gibbs et al.’s (1995) original EQUIP Approach treatment version for juvenile 

offenders. Given that these formats of EQUIP are broadly divided by two main target 

populations (i.e., treatment of juvenile offenders, and school-based prevention), the discussion of 

the current study’s results will be placed in juxtaposition with results from studies evaluating 
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EQUIP in both treatment-based and prevention-based settings. Moreover, the discussion will 

delineate an appraisal the effectiveness of the current study’s intervention (i.e., the EQUIP 

Approach (DiBiase et al., 2012) delivered via the pedagogy of narrative filmmaking) in terms of 

its three main objectives: a) to reduce students anger inducing cognitive distortions; b) to foster 

students’ moral reasoning skills; and c) to develop students’ social skills. 

The original EQUIP Approach intervention-based version for juvenile offenders (Gibbs 

et al., 1995) has been implemented in a variety of treatment settings for individuals with 

antisocial behaviour problems. Five main evaluative studies of the EQUIP Approach 

intervention-based program will be evaluated for comparison to the current study’s quantitative 

results including research conducted by Leeman et al. (1993), Liau et al. (2004), Nas et al. 

(2005), Bregman and Bink (2010), and Devlin and Gibbs (2010). 

The two school-based EQUIP programs, one for Grades 5-8 (DiBiase et al., 2005) and 

one for adolescents (DiBiase et al., 2012) have been used as mainstream school-based curricula 

for developing a positive social climate and preventing at-risk attributes of distortional thoughts 

and behaviour from further developing. The EQUIP Approach program for school contexts has 

been implemented and evaluated as a primary and secondary prevention in Canada (DiBiase, 

2010), the Netherlands (van der Velden, Brugman, Boom and Koops, 2010), and Spain (van der 

Meulen, Granizo & del Barrio, 2010; van der Meulen, Granizo, del Barrio, de Dios, 2019).  

These studies of the EQUIP school-based approach, in combination with the main studies of the 

EQUIP treatment-based approach will be discussed in relation to the quantitative results of the 

current study with regard to considerations of a) anger inducing cognitive distortions; b) moral 

reasoning skills; and c) social skills. In this sense, the subsequent discussion of the quantitative 

results will describe the significance of this study’s findings in light of what has already been 
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determined according to the existing body of research to further address this study’s research 

question.  

Pearson Product-Moment Correlation Coefficient (PPMCC) 

A correlation analysis was conducted to address the first quantitative research question: Is 

there a relationship between the three dependent psychometric measures, the How I Think (HIT) 

questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the Socio-

moral Reflection Measure–Short Form (SRM-SF)? 

The rationale behind this initial quantitative research question pertains to the ability of 

the MANOVA to show effects on the independent variables (Time and Group) if the dependent 

variables are theoretically related to the extent that they are not statistically distinct constructs 

(Tabachnick & Fidell, 2013). The constructs of anger inducing cognitive distortions, social skills, 

and socio-moral reasoning (as measured by the HIT, SSIS, and the SRM-SF) have been identified 

as conceptually related (DiBiase et al., 2012; Gibbs, 2014). According to Tabachnick and Fidell 

(2013), dependent variables included in a MANOVA should not be too highly correlated with 

each other (in either direction), because they would essentially be measuring the same construct. 

However, Tabachnick and Fidell (2013) also indicate that MANOVA is wasteful when 

dependent variables are uncorrelated.  

The present study implemented the Pearson product-moment correlation coefficient (rxy) 

on the pre-test scores of the three dependent variables in this study (HIT, SSIS, SRM-SF) to 

describe the statistical significance, the strength, and the direction of  the linear relationship 

between those dependent variables in order to assure they are statistically distinct constructs. At 

the time of pre-test, results of the correlation analysis indicated significant correlations on all 

levels of variables in the matrix (p < .001). The strength of these correlations ranged from small 
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to medium (HIT with SRM-SF r = - .256; SRM-SF with SSIS r = .269; SSIS with HIT r = - .417). 

The directions of these correlations were concordant with the directionality of their respective 

psychometric scales. More specifically, the correlation between the HIT and the SRM-SF 

demonstrated a negative relationship in which increases in the SRM (i.e., increases indicating 

more mature moral reasoning) is associated with lower scores in the HIT (i.e., decreases 

indicating less adherence to distorted self-centered cognition). Likewise, the correlation between 

the HIT and the SSIS demonstrated a negative relationship in which increases in the SSIS (i.e., 

increases indicating more proficient social skills) is associated with lower scores in the HIT (i.e., 

decreases indicating less adherence to distorted self-centered cognition). In contrast, the 

correlation between the SSIS and the SRM demonstrated a positive relationship in which 

increases in the SSIS (i.e., increases indicating more proficient social skills) is associated with 

higher scores in the SRM (i.e., increases indicating more mature moral reasoning). 

According to the results of the correlation analysis on the pre-test scores of the three 

dependent variables in this study (HIT, SSIS, SRM-SF), the statistical results satisfy the condition 

proposed by Tabachnick and Fidell (2013), which requires assurance that the three dependent 

variables are not too highly correlated as to be measuring the same construct. The central point is 

that MANOVA is intended only for theoretically meaningful interrelated dependent variables 

that still must be conceptually distinct psychological constructs. Thus, the statistical findings for 

the statistically significant correlation findings for the HIT, SRM, and SSIS, in combination with 

established theoretical associations between anger inducing cognitive distortions, socio-moral 

reasoning, and social skills (Gibbs, 2014), warranted further analysis through MANOVA. 

Pattern in the Descriptive Statistic Results 

While descriptive statistics do not permit the drawing of conclusions beyond the 
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particular data set and sample under study (in contrast to inferential statistics), descriptive 

statistics are useful for representing data in a meaningful manner that permits an analysis of 

patterns. One such interesting pattern in the data of the current study concerned differences in 

frequency distributions between the EQUIP-NF Group and the Control Group. Frequency 

distribution, as represented by the ‘mean’ as a measure of central tendency, demonstrated a 

pattern in which means in the EQUIP-NF Group increased from pre-test to post-test, whereas 

means in the Control group decreased slightly from pre-test to post-test. While it is crucial to 

acknowledge that these differences in central tendency are simply trends that do not represent 

statistically significant differences as was determined by the simple effect inferential statistics, it 

is still a trending pattern that warrants further exploration. 

The following descriptive statistics of the current study demonstrate this pattern of mean 

score differences between the EQUIP-NF Group and the Control Group. On the HIT for the 

EQUIP-NF Group, mean scores decreased from pre-test to post-test, respectively (M = 2.55, SD 

= .73; M = 2.10, SD = .69). Conversely, Control Group mean scores increased from pre-test to 

post-test, respectively (M = 2.62, SD = .60; M = 2.67, SD = .64). These mean scores indicate a 

non-statically significant increase in cognitive distortion in the Control Group. In keeping with 

this pattern, mean scores increased for the EQUIP-NF Group on the SSIS from pre-test to post-

test, respectively (M = 84.79, SD = 19.82; M = 94.02, SD = 18.80), whereas Control Group mean 

scores decreased from pre-test to post-test, respectively (M = 84.72, SD = 18.47; M = 83.85, SD 

= 17.22). These mean scores indicate a non-statistically significant decrease in social skills for 

the Control Group. Similarly, mean scores increased for the EQUIP-NF Group on the SRM from 

pre-test to post-test, respectively (M = 212.82, SD = 33.79; M = 233.35, SD = 31.68), whereas 

Control Group mean scores decreased from pre-test to post-test, respectively (M = 216.14, SD = 
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27.89; M = 212.22, SD = 27.02). That is, the Control Group experienced a non-statistically 

significant trend all three dependent variables (i.e., increase in cognitive distortion and decreases 

in moral maturity and social skills). 

Notably, this pattern of means demonstrating gains in the EQUIP Group and decreases in 

the Control Group can be found in other studies of the EQUIP program. For example, Leeman et 

al.’s (1993) study of Gibbs’ (1987) original EQUIP intervention-based program in a sample of 

juvenile offenders demonstrated mean scores, representing less frequent misconduct for the 

EQUIP Group at post-test (M = 14.5) than at pre-test (M = 16.1), while mean scores for the 

Control Group demonstrated more frequent misconduct at post-test (M = 19.4) than at pre-test 

(M = 18.5). However, this pattern in means did not emerge in terms of social skills (as measured 

by the HIT) in the Leeman et al. (1993) study. Likewise, the descriptive statistics results reported 

by Nas et al. (2005) and Bregman and Bink (2010) in their studies of Gibbs’ (1987) original 

EQUIP program in juvenile delinquent samples, did not demonstrate this trend. 

In DiBiase’s (2010) study of the effectiveness of the school-based prevention program, 

EQUIP for Educators (DiBiase, 2005), in a sample of Grade 5 students, mean scores in anger (as 

measured by the Children’s Inventory of Anger (ChIA) demonstrated the pattern whereby the 

EQUIP Group mean score decreased from pre-test to post-test (M = 112.45; M = 106.77, 

respectively) yet Control Group mean scores increased (M = 113.09; M = 116.26). In keeping 

with the results of the current study, these mean scores indicate a non-statically significant 

increase in anger inducing cognitive distortion in the Control Group from pre-test to post-test. 

However, this pattern in means did not result in the distribution frequencies pertaining to social 

skills (as measured by the SSRS) nor to moral reasoning (as measured by the SRM-SF) in the 

DiBiase (2010) study. 
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In the van der Velden et al. (2010) study of the effectiveness of the school-based 

prevention program, EQUIP for Educators (DiBiase, 2005), in a large sample of 764 secondary 

students in the Netherland, mean scores in occurrences of antisocial behaviour (as measured by 

the Antisocial Behavior Questionnaire - ABQ) demonstrated the pattern whereby the EQUIP 

Group mean score decreased from pre-test to post-test (M = 1.89; M = 1.80, respectively), 

suggesting less antisocial behaviour at post-test, while the Control Group mean scores increased 

(M = 1.80; M = 1.86), suggesting a trend toward more antisocial behaviour. This pattern was also 

found in the descriptive statistics of mean scores for the HIT whereby the EQUIP Group mean 

score decreased from pre-test to post-test (M = 2.52; M = 2.44, respectively), suggesting less 

cognitive distortion at post-test for the EQUIP Group, while the Control Group mean scores 

increased (M = 2.44; M = 2.53), suggesting a trend toward more cognitively distorted 

perceptions. In addition, this pattern was found in the descriptive statistics of mean scores of 

moral judgment (as measured by the Moral Judgment Rating Task – MJRT) in the ethnic 

minority portion of the sample, whereby the EQUIP Group mean scores increased from pre-test 

to post-test (M = 2.01; M = 2.03, respectively), suggesting slightly more mature moral 

judgement, while the Control Group mean scores decreased (M = 2.13; M = 2.05), suggesting a 

trend toward somewhat less mature moral judgment. 

In addition, the van der Meulen et al. (2010) study of the effectiveness of the school-

based prevention program, EQUIP for Educators (DiBiase, 2005), conducted with two samples 

of secondary students in Spain, demonstrated this pattern in mean scores in anger inducing 

cognitive distortions (as measured by the HIT) whereby the EQUIP Group mean scores 

decreased from pre-test to post-test (M = 3.03; M = 2.42, respectively) while the Control group 

mean scores increased (M = 2.54; M = 2.83) in one of the schools under study. Interestingly, the 
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other school, which reported many challenges with the implementation of the EQUIP program, 

experienced increases in anger inducing cognitive distortions from pre-test to post-test in both 

the EQUIP Group (M = 3.03; M = 2.42, respectively) and the Control Group (M = 2.54; M = 

2.83, respectively), although this did not amount to a statistically significant difference as 

determined by their simple effects analysis (van der Meulen et al., 2010). 

Overall, this trending pattern in which Control Group means experience a non-

statistically significant decline in means from pre-test to post-test is somewhat common. In her 

discussion of descriptive statistics DiBiase (2010) observed this pattern pertaining to the ChIA 

measure of anger inducing cognitive distortion. DiBiase (2010) noted that while the descriptive 

statistics only provided a delineation of a trend, and caution must be exercised when interpreting 

the mean reductions in anger in the EQUIP Group versus the mean increases in anger in the 

Control Group, “such a trend suggests that the treatment appeared to have facilitated more 

competent anger management; and it may have prevented a decline in functioning level” (pp. 44-

45).  According to this observation, the trend toward non-statistically significant decline in the 

Control Group, as evinced in several studies of EQUIP, may represent a small decline in 

functioning. However, caution should be applied to any interpretation of these descriptive 

statistic findings. 

Multivariate Analysis of Variance (MANOVA) 

The 2 x 2 repeated measures (on the time factor) mixed design (between subjects: group; 

and within subjects: time) MANVOA was conducted to address the second quantitative research 

question: Do the groups (EQUIP-NF Group and Control Group) differ across the HIT, the SSIS-

RS, and the SRM-SF from pre-test to post-test? First, all assumptions of MANOVA were tested 

and it was reported that all assumptions were satisfied. 
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The multivariate results demonstrated a statistically significant multivariate effect for the 

Time x Group (2 x 2) interaction (F (3,98) = 32.608, p < .001, h2 = .500, Wilk’s λ = .500). Thus, 

across the 3 dependent variables, the difference between the EQUIP-NF Group and Control 

group at the time of pre-test was different from the difference between the EQUIP-NF Group 

and Control group at the time of post-test. The effect size suggests that the Time x Group 

interaction accounts for 50% of the variance across the three dependent variables, which is 

considered a large, practically meaningful effect (Cohen, 1988).  

It is important to note that due to the statistically significant multivariate Time x Group 

interaction across the omnibus depended variables (HIT, SRM, SSIS), further interpretation of the 

multivariate main effects of time and group was not warranted (Stevens, 1999). However, the 

statistically significant multivariate Time x Group interaction required further post hoc univariate 

analyses to determine where the differences occurred between the individual dependent variables 

(HIT, SRM, SSIS) (Stevens, 1999). 

The significance of this multivariate analysis finding was compared to the existing body 

of research. It was determined that, of all the previous research on the EQUIP program (both the 

treatment and school-based prevention versions), only the DiBiase (2010) study employed a 

repeated measures MANOVA. The study design was a 2 x 2 x 2 repeated measures MANOVA, 

which included independent variables of Time (pre-test and post-test) x Group (EQUIP Group 

and Control Group) x Achievement (low and average). The dependent variables included anger 

inducing cognitive distortions (measured by the ChIA), socio-moral reasoning (measured by the 

SRM-SF), and social skills (measured by the SSRS). While the results did not demonstrate a 

statistically significant multivariate effect across the three dependent variables for the Group x 

Time x Achievement interaction, nor the Time x Achievement interaction, nor the Group x 
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Achievement interaction, a statistically significant multivariate effect was found for the Time x 

Group interaction (F(1,39) = 78.54, p < .001, h2 = .86). That is, the difference between the two 

groups (EQUIP for Educators Group and the Control Group) at pre-test was significantly 

different from the difference between the two groups (EQUIP for Educators Group and the 

Control Group) at post-test (DiBiase, 2010). The effect size of this Time x Group interaction 

accounted for 86% of the variance across the three dependent variables, which is considered a 

large effect. This result warranted further post hoc univariate analysis to determine where the 

differences occurred between the three dependent variables individually. 

This statistically significant Time x Group interaction result from the DiBiase (2010) 

study is consistent with the significant Time x Group interaction result in the current study. Both 

studies were measuring the three complementary components of EQUIP; although, DiBiase 

(2010) used the ChIA to measure anger inducing cognitive distortion with children in Grade 5, 

and she used the older version of the SSIS (i.e. the SSRS). Comparably, while the Time x Group 

interaction in the current study accounted for 50% of the variance across the three dependent 

variables (i.e., a medium effect), the Time x Group interaction in the DiBiase (2010) study 

accounted for 86% of the variance across the three dependent variables (i.e., a large effect in 

both studies). Given that the effect size is the quantitative measure of the magnitude of the 

EQUIP treatment effect on anger inducing cognitive distortions, social skills, and socio-moral 

reasoning, the difference in effect size results between these two studies suggests that the Time x 

Group interaction had a stronger effect on the composite variable (the combined three dependent 

variables) in DiBiase’s study of students with a mean age of 10.9. 

Univariate Analysis of Variance (ANOVA Post Hoc Tests) 

 Further post hoc univariate analyses were conducted in the current study for each of the 
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three dependent variables separately with follow-up ANOVAs to further break down the 

statistically significant multivariate Time x Group interaction. A statistically significant Time x 

Group interaction was found for the HIT (F (1,100) = 50.12, p < .001, h2 = .334). The effect size 

accounted for 33.4% of the variability associated with anger inducing cognitive distortions 

attributed to the Time x Group interaction, and thus the EQUIP-NF Group treatment has 

produced a large effect in outcome related to anger inducing self-serving cognitive distortions. A 

statistically significant Time x Group interaction was also found for the SRM-SF (F (1,100) = 

27.59, p < .001, h2 = .216). The effect size accounted for 21.6% of the variability associated with 

socio-moral reasoning that was attributed to the Time x Group interaction, hence, the EQUIP-NF 

Group treatment produced a large effect in terms of outcome related to socio-moral reasoning. A 

statistically significant Time x Group interaction was found for the SSIS (F (1,100) = 46.849, p < 

.001, h2 = .319). The effect size accounted for 31.9% of the variability associated with social 

skills that was attributed to the Time x Group interaction, therefore, the EQUIP-NF Group 

treatment has produced a large effect in terms of outcome related to social skills. In all, the 

univariate ANOVA results indicate a significant Time x Group interaction for each dependent 

variable independently (i.e., HIT, SRM-SF, and SSIS).  

Notably, the statistically significant Time x Group interactions of each univariate post 

hoc ANOVA for each dependent variable (HIT, SRM, and SSIS) does not have the capacity to 

specify additional information to break down the interaction effect of Time x Group on that 

particular dependent variable. More specifically, the ANOVA results cannot specify a) whether 

both groups (Control Group and EQUIP-NF Group) were statistically equivalent or different at 

pre-test versus whether both groups (Control Group and EQUIP-NF Group) were statistically 

equivalent or different at post-test; and b) whether the Control group and the EQUIP-NF Group 
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experienced statistically significant change over time (from pre-test to post-test) for the given 

dependent variable. Therefore, due to the significant dis-ordinal Time x Group interaction for the 

three dependent variables, further simple effects analyses were required to further break down 

the interaction effect into its component parts (Stevens, 1999).  

For the purpose of comparison to these statistically significant univariate results found in 

the current study, the DiBiase (2010) study will be examined with regard to univariate follow up 

ANOVAs for each dependent variable (i.e., ChIA, SSRS, and SRM-SF). A statistically significant 

univariate Time x Group interaction was found for the ChIA (1,41) = 60.110, p < .001, h2 = 

.595), which produced a large effect size accounting for 60% of the variance in anger inducing 

cognitive distortions associated with the Time x Group interaction. In contrast with the results of 

the current study, the HIT produced a large effect size, which accounted for 33.4% of the 

variability associated with anger inducing cognitive distortions attributed to the Time x Group 

interaction. Therefore, the current study produced a large, yet comparably smaller effect with 

regard to reducing anger inducing cognitive distortion than the previous DiBiase (2010) study. 

In terms of social skills, results from the DiBiase (2010) study evinced a statistically 

significant univariate Time x Group interaction for the SSRS (1,41) = 35.004, p < .001, h2 = 

.461), which produced a large effect size accounting for 46% of the variance in social skills 

associated with the Time x Group interaction. By comparison, the findings of the current study 

show the SSIS produced a large effect, which accounted for 31.9% of the variability associated 

with social skills that was attributed to the Time x Group interaction. Therefore, the EQUIP-NF 

Group treatment has produced a large, yet marginally smaller Time x Group effect related to 

social skills, than the previous DiBiase (2010) study. 
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Results associated with moral reasoning in the DiBiase (2010) study demonstrated a 

statistically significant univariate Time x Group interaction for the SRM (1,41) = 133.859, p < 

.001, h2 = .766), which produced a large effect size accounting for 77% of the variance in socio-

moral reasoning associated with the Time x Group interaction. In contrast, the current study 

showed that the SRM produced a large effect size, which accounted for 21.6% of the variability 

associated with socio-moral reasoning that was attributed to the Time x Group. Thus, the 

EQUIP-NF Group treatment has produced large, yet comparably smaller Time x Group effect 

related to socio-moral reasoning, than the previous DiBiase (2010) study. 

By comparative synthesis with the results of the current study, the univariate ANOVA 

results in the DiBiase (2010) study evinced a significant Time x Group interaction for each 

dependent variable independently (i.e., ChIA, SSRS, and SRM-SF) as did the Time x Group 

interaction for each dependent variable in the current study (i.e., HIT, SSIS, and SRM-SF). 

Notably, effect sizes were considerably higher in the DiBiase (2010) study as compared to the 

current study. While all dependent measures produced large effect sizes in the current study, in 

the DiBiase (2010) study, the measurement of anger inducing cognitive distortion produced a 

larger effect, the measurement of social skills produced a larger effect size, and the measurement 

of socio-moral reasoning produced a larger effect size. One explanation for this result is 

confirmed by the literature, which suggests that the EQUIP program is most effective for 

younger rather than older adolescents (Gibbs, 2014; DiBiase, 2010; Bullis, Walker, & Sprague, 

2001). Therefore, the Grade 5 students in the DiBiase (2010) study were younger (average age of 

10.95) than the students in the current study (average age of 16.12), suggesting the EQUIP 

program had the potential to make a greater impact on the younger group. 
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Simple Effects 

This succeeding section summarizes the simple effects results of the current study. 

Following this summary, a comparative synthesis will be provided whereby the findings from the 

existing body of research germane to the three complementary components of EQUIP will be 

discussed in terms of each outcome variable: a) anger inducing cognitive distortion; b) social 

skills; and c) socio-moral reasoning. 

A. Anger Inducing Cognitive Distortions 

The EQUIP-NF Group treatment program began with learning sessions for equipping 

students with skills to manage anger and correct self-centered thinking errors. For example, 

students learned the key role of mind activity in terms of how self-serving thinking errors 

(cognitive distortions) such as assuming the worst, blaming others, and minimizing/mislabeling 

problem behaviour can distort perceptions and escalate anger and aggression. Students are 

introduced to relaxation strategies and self-talk techniques for cognitively reframing self-

centered thinking errors. Students then demonstrate their knowledge of anger inducing cognitive 

distortion by creating Part 1 of their moral narrative film to depict distorted thought and angry 

body reactions, followed by Part 2 which implements relaxation techniques and self-talk 

reframing. 

Time ‘across’ Group simple effects results for the HIT dependent measure indicate that at 

the time of pre-test, the Control Group was not significantly different than the EQUIP-NF Group 

in terms of anger inducing cognitive distortions (F = .28, p = .601). Descriptive statistics means 

scores further elucidate this result (i.e., Control Group at pre-test (M = 2.62) was not 

significantly different than EQUIP-NF Group at pre-test (M = 2.55)).  Conversely, simple effects 

results for the HIT dependent measure indicate that by the time of the post-test, the Control 
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Group was statistically significantly different than the EQUIP-NF Group in terms of anger 

inducing cognitive distortions (F = 18.32, p < .001). Descriptive statistics means expand on this 

understanding (i.e., Control Group at post-test (M = 2.67) was statistically significantly different 

than the EQUIP-NF Group at post-test (M = 2.10)), with the EQUIP-NF Group evincing less 

anger inducing cognitive distortion than the Control Group.   

Moreover, simple effects analyses of Time ‘within’ Group for the HIT indicate that no 

statistically significant change occurred in anger inducing cognitive distortions from the time of 

pre-test to the time of post-test for the Control group (F = .87, p = .353). This finding expands 

upon the descriptive statistic mean scores, in which Control group scores for the HIT were not 

significantly different from pre-test to post-test (M = 2.62 to M = 2.67), yet anger inducing 

cognitive distortions experienced a trend toward increase from pre-test to post-test.  In contrast, 

the EQUIP-NF Group experienced a statistically significant different change in anger inducing 

cognitive distortions from the time of pre-test to the time of post-test (F = 88.73, p < .001). The 

descriptive statistics mean scores provide further insight, showing that the EQUIP-NF Group 

scores for the HIT decreased from M = 2.55 to M = 2.10, indicating that anger inducing cognitive 

distortions decreased after completion of the treatment program. 

By comparison, simple effects analysis in the DiBiase (2010) study in the Grade 5 

participant sample did not produce statistically significant results for the ChIA measurement of 

anger inducing cognitive distortions (F (1, 43) = 3.69, p = .06). However, it noteworthy that this 

result approximated, though did not reach statistical significance, which may have been due to 

the limited sample size (N = 45). Further examination of the descriptive statistics broadens the 

understanding of a trend suggesting the EQUIP program appeared to have facilitated more 

competent anger management and therefore less anger inducing cognitive distortions as mean 
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scores decreased in the EQUIP Group from pre-test (M = 112.45) to post test (M = 106.77), 

while mean scores increases in the Control Group from pre-test (M = 113.09) to post test (M = 

116.26). DiBiase (2010) advises the exercise of caution when interpreting these descriptive 

statistic findings, given that the inferential statistics were non-significant and thus 

generalizability is limited. 

In keeping with the results of the analysis on the HIT in the current study, the large study 

of 764 participants (average age of 14.7) in a prevocational secondary school in the Netherlands 

produced statistically significant results for the HIT (F (1,610) = 9.05, h2 = .334, p < .05) (van 

der Velden et al., 2010). This result demonstrates that the level of anger inducing self-serving 

cognitive distortions decreased significantly in the EQUIP Group as compared to the Control 

Group. However, the effect size of .02 was small. Due to the large sample size, van der Velden et 

al. (2010) were able to detect this relatively small effect size, which underscores the importance 

of having adequate power such that a small effect may be inadvertently masked by randomness 

within the sample.   

Conflicting results for the HIT were produced by the van der Meulen (2010) study of two 

schools in Spain (49 participants in School #1, mean age = 14.2) and 40 participants in School 

#2, mean age = 16.2). School #1, which experienced difficulty with the EQUIP program 

implementation, did not experience statistically significant difference between the EQUIP Group 

and the Control group. Conversely, results of a one-way ANOVA demonstrated that School #2 

experienced significant Time x Group interaction effect (F (1, 22) = 11.44, p <.01). Follow-up 

simple effects analysis indicated that while no statistically significant change occurred from pre-

test to post-test in the Control Group (F (1, 14) = 2.98, p =.1), a statistically significant change 

was demonstrated from pre-test to post-test in the EQUIP Group (F (1, 8) = 9.78, p < .05). 
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Therefore, the EQUIP program facilitated more competent anger management and reduced 

cognitive distortion in School #2. 

For a comprehensive comparative account, the remainder of this sub-section discussion 

of anger inducing cognitive distortion results will examine the two studies of the original 

treatment version of EQUIP for young offenders that implemented the HIT. In a pre-test, post-

test study evaluating the effectiveness of EQUIP in a sample of 56 young offenders in the 

Netherlands, ranging in age from 12 to 18 years, an analysis of covariance was conducted on the 

post-test scores with the pre-test scores as covariates (Nas et al., 2005). Results from this analysis 

on the HIT variable indicated greater reduction of self-centered anger inducing cognitive 

distortion in the EQUIP Group as compared to the Control Group (F (1,52) = 4.95, p = .015). 

In a sample of 316 participants (aged 18-61; mean age 29.9), Liau et al. (2004) conducted 

repeated-measures analysis with time, group, and gender to determine the effect of the EQUIP 

program. While overall, female participants experienced a significant reduction in the level of 

cognitive distortion (F (1,219) = 5.62, h2 = .025, p < .05), the reduction did not differ 

significantly between treatment and comparison groups. Moreover, the reduction in cognitive 

distortion was not significant for the male portion of the sample. Liau et al. (2004) also used a 

regression model to determine whether levels of cognitive distortion were associated with rates 

of institutional violations. Results indicated that in both the male and female portions of the 

sample, reductions in self-centered cognitive distortion were related significantly to fewer 

serious institutional violations. 

Taken together, this existing body of research demonstrates the EQUIP program’s 

effectiveness in reducing self-centered, anger inducing cognitive distortions, as was observed in 

one of two schools under study by van der Meulen et al. (2010), by van der Velden et al. (2010), 
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and in a sample of young offenders by Nas et al. (2005). A trend in descriptive statistical means 

in the DiBiase (2010) study also pointed toward EQUIP’s effectiveness in reducing aggression 

and anger inducing cognitive distortions, although the inferential statistics were non-significant 

and thus generalizability is limited, and this result should be interpreted with caution (DiBiase, 

2010). In addition to these findings of efficacy, the older sample of incarcerated offenders in the 

Liau (2004) study did not experience a statistically significant reduction in cognitive distortion. 

In sum, the results of the current study indicate that the EQUIP program can be effectively 

integrated and delivered concurrently within a unit of narrative filmmaking and still evince an 

effect that decreases self-serving anger inducing cognitive distortions. 

B. Social Skills 

The EQUIP-NF Group treatment program provided a social skills practical training 

component that facilitated modeling and practice in operationalizing perspective-taking when 

solving social problems and perceiving social feedback. The program broke the components of 

responsible social interaction into concrete manageable steps. For example, managing an 

interpersonal situation that requires constructive expression of a complaint includes such steps as 

planning ahead, stating issues constructively (acknowledging responsibility, not blaming), and 

making practical alternate suggestions. Students then implemented these steps for responsible 

social interaction into their moral narrative films as part of the Part 2 flashback scene that re-

authored the initial story. 

 Time ‘across’ Group simple effects results for the SSIS dependent measure indicate that 

at the time of pre-test, the Control Group was not significantly different than the EQUIP-NF 

Group in terms of social skills (F = .00, p = .985). Descriptive statistics means scores further 

elucidate this result (i.e., Control group at pre-test (M = 84.72) was not significantly different 
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than EQUIP-NF Group at pre-test (M = 84.79)).  Conversely, simple effects results for the SSIS 

dependent measure indicate that by the time of the post-test, the Control Group was statistically 

significantly different than the EQUIP-NF Group in terms of social skills (F = 8.01, p = .006). 

Descriptive statistics means expand on this understanding (i.e., Control Group at post-test (M = 

83.85) was statistically significantly different than the EQUIP-NF Group at post-test (M = 

94.02)), with the EQUIP-NF Group evincing more constructive social interaction skills than the 

Control group.   

Moreover, simple effects analyses of Time ‘within’ Group for the SSIS indicate that no 

statistically significant change occurred in social skills from the time of pre-test to the time of 

post-test for the Control group (F = .65, p = .423). This finding expands upon the descriptive 

statistic mean scores, in which Control group scores for the SSIS were not significantly different 

from pre-test to post-test (M = 84.72 to M = 83.85), yet these means indicate a small trend 

whereby social interaction skills experienced a slight decrease from pre-test to post-test.  In 

contrast, the EQUIP-NF Group experienced a statistically significant different change in social 

skills from the time of pre-test to post-test (F = 84.86, p < .001). The descriptive statistics mean 

scores provide further insight, showing that the EQUIP-NF Group scores for the SSIS increased 

from M = 84.79 to M = 94.02, indicating that the EQUIP-NF Group treatment program 

facilitated more constructive social skills. 

Comparably, while van der Meulen (2010) and van der Velden (2010) did not measure 

social skills within their studies, results from the DiBiase (2010) study demonstrated that EQUIP 

for educators was an effective tool for teaching effective social skill techniques. More 

specifically, results on the measure of social skills (i.e., the SSRS) showed that while the EQUIP 

and Control groups were not statistically significantly different at pre-test (F (1, 43) = 1.64, p > 
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.05), the EQUIP for Educators group exhibited more constructive social interaction skills than 

the Control group at post-test (F (1, 43) = 9.98, h2 = .188, p < .01). While statistical significance 

was found, the effect size was small, whereby 18% of the variance on the post-test can be 

accounted to the difference in groups. 

The results from the current study and DiBiase’s (2010) study correspond with Leeman et 

al.’s (1993) results. In a sample of juvenile delinquents and youth with antisocial conduct 

disorders, Leeman et al. (1993) found significant gains in social skills for the EQUIP treatment 

group. In contrast to the gains in social skills found in the current study, and by DiBiase (2010), 

and Leeman et al. (1993), Nas et al. (2005) found no statistically significant difference between 

the EQUIP Group as compared to the Control Group in terms of social skills (as measured by the 

Inventory of Adolescent Problems-Short Form, IAP-SF) in a sample of 56 young offenders in the 

Netherlands. 

C. Moral Reasoning Skills 

The EQUIP Approach (DiBiase et al., 2012) understands that, in combination with 

decentering self-serving cognitive distortions, managing angry emotions, and equipping students 

with constructive social skills, balanced and constructive social behaviour includes moral 

maturity in terms of care, respect, trust, and ideal reciprocity (Gibbs, 2014; DiBiase 2012). 

Therefore, the EQUIP-NF Group treatment program introduced students to a variety of problem 

situations to stimulate perspective taking and sought consensus on pro-social reasoning decenters 

self-serving orientations. Essential understandings from the equipping with moral 

reasoning/social decision-making component of the EQUIP Approach program was then 

implemented into the Part 2 flashback scene of students’ moral narrative films. 
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Time ‘across’ Group simple effects results for the SRM-SF dependent measure indicate 

that at the time of pre-test, the Control Group was not significantly different than the EQUIP-NF 

Group in terms of socio-moral reasoning (F = .29, p = .593). Descriptive statistics means scores 

further elucidate this result (i.e., Control Group at pre-test (M = 216.14) was not significantly 

different than EQUIP-NF Group at pre-test (M = 212.82)).  Conversely, simple effects results for 

the SRM-SF dependent measure indicate that by the time of the post-test, the Control Group was 

statistically significantly different than the EQUIP-NF Group in terms of socio-moral reasoning 

(F = 12.77, p < .001). Descriptive statistics means expand on this understanding (i.e., Control 

Group at post-test (M = 212.22) was statistically significantly different than the EQUIP-NF 

Group at post-test (M = 233.25), with the EQUIP-NF Group evincing more mature socio-moral 

reasoning than the Control Group.   

Moreover, simple effects analyses of Time ‘within’ Group for the SRM-SF indicate that 

no statistically significant change occurred in socio-moral reasoning from the time of pre-test to 

the time of post-test for the Control group (F = 1.33, p = .252). This finding expands upon the 

descriptive statistic mean scores, in which Control group scores for the SRM-SF were not 

significantly different from pre-test to post-test (M = 216.14 to M = 212.22), yet these means 

indicate a small trend whereby socio-moral reasoning experienced a slight decrease from pre-test 

to post-test.  In contrast, the EQUIP-NF Group experienced a statistically significant different 

change in socio-moral reasoning from the time of pre-test to post-test (F = 42.13, p < .001). The 

descriptive statistics mean scores provide further insight, showing that the EQUIP-NF Group 

scores for the SRM-SF increased from M = 212.82 to M = 233.25, indicating that the EQUIP-NF 

Group treatment program facilitated participants’ moral-cognitive development. 
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Likewise, results from the DiBiase (2010) study demonstrated EQUIP’s efficacy on 

socio-moral reasoning as measured by the SRM-SF. More specifically, results showed that while 

the EQUIP and Control Groups were not statistically significantly different at pre-test (F (1, 43) 

= 1.808, p = .186), the EQUIP for Educators Group exhibited more sophisticated socio-moral 

reasoning than the Control Group at post-test (F (1, 43) = 15.404, h2 = .026, p < .001). While 

statistical significance was found, the effect size was small, whereby 26% of the variance on the 

post-test can be accounted to the difference in groups. 

In contrast to these results demonstrating moral judgment gains, van der Velden et al.’s 

(2010) repeated measures analysis on the dependent measure of the Moral Judgment Rating Task 

(MJRT) did not produce statistical significance (F (1, 609) = .21, p = .65). Therefore, moral 

judgment maturity in the EQUIP Group did not differ from moral judgment maturity in the 

Control Group at post-test. Likewise, previous finding from studies in samples of delinquent 

youth did not find statistically significant gains in socio-mora decision making (Leeman et al., 

1993; Nas et al., 2005). The relevance of moral development is nonetheless established by 

Leeman et al.’s (1993) noteworthy results demonstrating that gains in moral judgment within the 

EQUIP Group were inversely correlated with recidivism at 12 months (i.e., a whole year later). 

Thus, van der Velden et al. (2010) postulate that although they did not establish an immediate 

effect on moral judgment at the point of EQUIP program completion, the impact of EQUIP may 

result from a more gradual process.  

Overall, this existing body of research demonstrates varied results in terms of the EQUIP 

program’s effectiveness in facilitating more mature cognitive moral reasoning. While no 

statistical difference in socio-moral reasoning were found at post-test in the studies by van der 

Velden et al. (2010), Nas et al. (2005), and Leeman et al. (1993), statistically significant 
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differences were found in both the current study and in the DiBiase (2010) study of EQUIP. 

Thus, it is crucial to acknowledge that moral judgment intervention, which facilitate perspective-

taking opportunities is targeting basic, long-term developmental processes (Gibbs, 2014). In 

other words, it takes time before mutual moral understandings based on ideal reciprocity begin to 

displace more immature, superficial and egocentrically biased moral orientations. Leeman et al. 

(1993) have proposed the potential for a ‘sleeper’ effect, meaning that EQUIP’s effect on socio-

moral decision making may become more observable and effective after a longer period of time. 

These results point to the importance of longitudinal studies to further investigate the potential 

impact of EQUIP on slower developmental processes over the long term. 

Summary of Quantitative Discussion 

This discussion of quantitative results section provided interpretations of the statistical 

results through a comparative synthesis with findings from the existing body of research. Three 

main studies of the EQUIP school-based prevention approach (i.e., DiBiase, 2010, van der 

Meulen et al., 2010, van der Velden et al., 2010), in combination with the five main studies of 

the EQUIP treatment-based approach (Leeman et al. 1993, Liau et al. 2004, Nas et al. 2005, 

Bregman and Bink 2010, and Devlin and Gibbs, 2010) were discussed in relation to the 

quantitative results of the current study with regard to considerations of a) anger inducing 

cognitive distortions; b) moral reasoning skills; and c) social skills. In this sense, the discussion 

of the quantitative results described the significance of this study’s findings in light of what has 

already been determined according to the existing body of research. 

The findings evinced the efficacy of narrative filmmaking as a pedagogical tool for 

implementing the EQUIP Approach (DiBiase et al., 2012) with respect to its ability to reduce 

students anger inducing cognitive distortions, to develop students’ moral reasoning skills, and to 
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improve social skills. More germane to the larger contextual background to the problem 

delimiting the current study, the results suggest that, when delivered through the pedagogical 

tool of narrative filmmaking, the EQUIP Approach (DiBiase et al., 2012) program can 

effectively implement the multi-component attributes of EQUIP and concurrently satisfy 

Ontario’s mandate to integrate Character Development into regular subject curriculum. 

Summary of Quantitative Results 

The summary provides a synopsis of the Quantitative Results section of this chapter. 

Correlation Analysis 

The correlation analysis was conducted to address the first research question: Is there a 

relationship between the three dependent psychometric measures, the How I Think (HIT) 

questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the Socio-

moral Reflection Measure–Short Form (SRM-SF)? Results of the Pearson correlation analysis 

confirmed acceptable levels correlations between dependent variables was confirmed (i.e. not too 

highly correlated but not unrelated theoretically), which warranted further Multivariate Analysis 

of Variance (MANOVA). 

Multivariate Analysis of Variance 

A 2 x 2 repeated measures MANOVA was conducted to address the second research 

question: Do the groups (EQUIP-NF Group and Control Group) differ across the HIT, the SSIS-

RS, and the SRM-SF from pre-test to post-test? This was a mixed design with between subjects 

(i.e. Control Group or EQUIP-NF Group) and within subjects (i.e. pre-test and post-test of the 

Time factor). The researcher reports that all assumptions of MANOVA were satisfied (i.e. 

independence, categorical interval dependent variables, normal distribution, homoscedasticity, 

sphericity, absence of univariate and multivariate outliers, multicollinearity and singularity).  
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The multivariate results from the HIT, SRM-SF, SSIS omnibus test indicate the 

multivariate effect for the Time x Group interaction was statistically significant (F (3,98) = 

32.608, p < .001, h2 = .500, Wilk’s λ = .500). Thus, across the 3 dependent variables, the 

difference between the EQUIP-NF Group and Control Group at the time of pre-test was different 

from the difference between the EQUIP-NF Group and Control Group at the time of post-test. 

The practical significance, as interpreted using Cohen’s (1988) conventions, suggests an effect 

size of .500 is large. Given the statistically significant multivariate Time x Group interaction, 

further post hoc univariate analyses were warranted to further assess the individual dependent 

variables (HIT, SRM, SSIS). It is noted that multivariate main effects were not interpreted 

because there was a significant multivariate Time x Group interaction. 

Univariate Analysis of Variance 

Univariate post hoc tests were conducted to determine which of the single effects of each 

dependent variable are statistically significant through follow-up ANOVAs. The univariate 

ANOVA for the Time x Group interaction was statistically significant (p < .001) for all three 

dependent variables. More specifically, a statistically significant interaction between Time and 

Group was found for the HIT (F (1,100) = 50.116, p < .001, h2 = .334). That is, the difference 

between the EQUIP-NF Group and the Control Group at pre-test was different than at post-test 

for the HIT variable. Cohen’s (1988) conventions of interpretation suggest the practical 

significance of the effect size of .33 is considered large. A statistically significant interaction was 

found between Time and Group for the SRM-SF (F (1,100) = 27.59, p < .001, h2 = .216). 

Therefore, the difference between the EQUIP-NF Group and the Control Group at pre-test was 

different than at post-test for the SRM-SF variable. The practical significance of an effect size of 

.216 is considered large. A statistically significant interaction between Time and Group for the 
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SSIS was found (F (1,100) = 46.849, p < .001, h2 = .319). Therefore, the difference between the 

EQUIP-NF Group and the Control Group at pre-test was different than at post-test for the SSIS 

variable. The practical significance of an effect size of .32 is considered large. It is noted that 

univariate main effects were not interpreted because there was a significant univariate Time x 

Group interaction for each dependent variable. 

Due to the significant Time x Group interactions in the ANOVA results for each 

dependent variable (HIT, SRM, and SSIS), simple effects analyses were needed to break down 

the nature of the interaction term to assess a) changes across Time (Pre-test to Post-test) for the 

EQUIP-NF Group and the Control Group; and b) whether there was a statistical difference 

between the Control Group and the EQUIP-NF Group at pre-test and at post-test. 

Simple Effects 

A summary of the simple effects results shown in Table 23 are succinctly expressed as 

follows. Simple effects analyses of Time ‘across’ Group indicate that at the time of pre-test the 

Control and the EQUIP-NF Groups were not significantly different in terms of a) HIT anger 

inducing cognitive distortions (F = .28, p = .601); b) SRM-SF socio-moral reasoning (F = .29, p 

= .593); and c) SSIS social skills (F = .00, p = .985). Conversely, simple effects results indicate 

that at the time of post-test the Control and the EQUIP-NF Groups were significantly different 

in terms of: a) HIT anger inducing cognitive distortions (F = 18.32, p < .001); b) SRM-SF socio-

moral reasoning (F = 12.77, p < .001); and c) SSIS social skills (F = 8.01, p = .006). 

Simple effects analyses of Time ‘within’ Group indicate that no statistically significant 

change occurred from the time of pre-test to the time of post-test for the Control group in terms 

of: a) HIT anger inducing cognitive distortions (F = .87 p = .353); b) SRM-SF socio-moral 

reasoning (F = 1.33, p = .252); and c) SSIS social skills (F = .65, p = .423). Conversely, the 
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EQUIP-NF Group experienced a statistically different change from the time of pre-test to the 

time of post-test in terms of: a) HIT anger inducing cognitive distortions (F = 88.73, p < .001); 

b) SRM-SF socio-moral reasoning (F = 42.13, p < .001); and c) SSIS social skills (F = 84.86, p 

< .001). 

Discussion of Quantitative Results 

The discussion section provided interpretations of the statistical results through a comparative 

synthesis with findings from the existing body of research. Three main studies of the EQUIP 

school-based prevention approach (i.e., DiBiase, 2010, van der Meulen et al., 2010, van der 

Velden et al., 2010), in combination with the five main studies of the EQUIP treatment-based 

approach (Leeman et al. 1993, Liau et al. 2004, Nas et al. 2005, Bregman and Bink 2010, and 

Devlin and Gibbs, 2010) were discussed in relation to the quantitative results of the current study 

with regard to considerations of a) anger inducing cognitive distortions; b) moral reasoning 

skills; and c) social skills. In this sense, the discussion of the quantitative results described the 

significance of this study’s findings in light of what has already been determined according to 

the existing body of research. 

Qualitative Results 

The research design of this mixed methods study gave priority to quantitative over 

qualitative results (QUAN + qual).  Therefore, the quantitative results were provided first, 

followed by the supporting qualitative results provided in this section. These findings address the 

qualitative research question, how do the thoughts, feelings, perceptions, and insights of both the 

EQUIP-NF Group and the Control Group explain and/or expand on the experimental results?  

Table 24 provides an outline to demonstrate how the qualitative research question is related to 

the interview questions. 
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Table 24 
 
Outline of Qualitative Research Question in Relation to Interview Questions 

Qualitative  
Research Question: Qualitative Data Source: Qualitative 

Analysis: 

 
 
How do the 
thoughts, feelings, 
perceptions, and 
insights of 
participants in both 
the EQUIP-NF 
Group and the 
Control Group 
explain and/or 
expand on the 
experimental 
results? 

Participant Interviews:  
Hybrid 
deductive/inductive 
thematic coding 
approach to coding 
participant 
interview data 

 
1. EQUIP-NF Group: 10 participants 

o Interview Questions: 
§ Process Assessment 

• Q2 (integration) 
• Q3 (clarity) 

§ Outcomes Assessment 
• Q4 (Anger) 
• Q5 (Cognitive Distortion) 
• Q6 (Social Skills) 
• Q7 (Socio-Moral 

Decision Making) 
§ Impact Assessment 

• Q8 
(importance/applicability 
to life) 

• Q9 (behaviour) 
 
 

 
• Control Group: 10 participants 

o Interview Questions: 
§ Orienting Question to 

determine regular teacher’s 
form of Character 
Development 
• Q1 (strategy) 

§ Outcomes Assessment 
• Q4 (Anger) 
• Q5 (Cognitive Distortion) 
• Q6 (Social Skills) 
• Q7 (Socio-Moral 

Decision Making) 
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At the point of study completion, 20 students (10 from the Control group and 10 from the 

EQUIP-NF Group) were randomly selected by choosing every third student on the list until a 

total of 10 students in each group consented to participate. This sub-sample of students was 

interviewed according to the items within the interview guideline (available in Appendix B). 

These interviews were conducted in a quiet office space adjoining the main classroom during 

regular class time. Each interview took approximately 10-15 minutes. The experiences, thoughts, 

feelings, and planned behaviours were garnered from this student sub-sample to help explain 

and/or expand on the experimental results in a manner that honored the participants’ own voice, 

expressing of the meaning and knowledge that they acquired during their respective programs. 

Participants were informed that their interviews were confidential (their names would not 

be recorded), that they were free to terminate the interview at any time and that they could 

decline to answer any question posed by the researcher. The researcher clearly explained that 

there were no right or wrong answers and that the researcher was interested only in their 

experiences, thoughts, feelings, and perceptions. Permission for audio recording the interview 

was granted by each participant. Once interview data was transcribed, each participant completed 

a member check of their transcribed interview for respondent validation to assure accuracy and 

resonance with the participants’ intentions and experiences. No revisions were requested.  

Qualitative data analysis consisted of a hybrid deductive/inductive thematic coding 

approach to cataloguing participant interview data. This methodological approach integrated 

data-driven codes (inductively derived from interview data) with theory-driven codes 

(deductively derived from Gibbs’ theory of moral development). Coding began with an iterative 

development of a coding framework (coding book) to guide the thematic analysis, which was 

initially driven by deductive theoretically driven codes from Gibbs’ theory of moral development 
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and further augmented with inductive codes that emerged from the data. More specifically, 

sections of interview data were categorized and labelled with codes, which were tallied 

according to how many times it occurred, and systematically analyzed for patterns in the codes. 

This analysis produced themes that can be explored across groups (EQUIP-NF Group versus 

Control Group).  

Rigor, as defined by Anfara et al. (2002) is the attempt to make data sources, data 

collection, analysis and explanatory schemes as replicable as possible rather than merely stating 

that “themes emerged”.  In accordance with the Anfara et al. call for analytic openness, the 

researcher has presented: a) the interview guide (provided in Appendix B), b) the coding 

framework, c) the code map, and d) the matrix of quantitative and qualitative findings in separate 

documentational tables. Tables 25, 26, and 27 present the initial coding framework that guided 

the development of the hybrid deductive/inductive thematic analysis.  Each table includes a 

numbered set of all instances of participant quotations that contribute to the understanding of the 

respective theme, which aligns with and addresses the qualitative research question.  

Coding Framework 

Coding Framework for “Assessment of Program Implementation Process” 

Table 25 presents the coding framework for components of the “Assessment of Program 

Implementation Process” portion of the qualitative interview guide. For the Control Group, the 

interview questions attempted to orient the quantitative results by determining what methods or 

strategies of character development were implemented in the Control Group for comparison with 

the EQUIP-NF Group. The EQUIP-NF Group interview questions inquired about participants 

thoughts on how well the EQUIP Approach (DiBiase et al., 2012) integrated with the regular 

Technology curriculum through narrative filmmaking.  
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Table 25 
 
Coding Framework for the Assessment of Program Implementation Process  

 

Code Name Definition of Code Examples 

EQUIP Approach 
Integration of 
program with 
regular Tech. 
Curriculum 

Statements about how 
the EQUIP Approach 
integrated with the 
regular Communication 
Technology curriculum 

 

1. Ease / Clarity 
of Integration 

The EQUIP Approach 
integrated easily with 
the regular 
Communication 
Technology curriculum 
related to filmmaking 

1. I think that it was very easy for me to 
integrate what we learned about the 
EQUIP program and the regular course 
work… Like, I was able to think of “what 
if” and “if-then” situations and create a 
scene, a movie that showed how EQUIP 
can be used. 

2. The program integrated pretty well with 
making movies.  

3. It was clear in how the program was 
structured. 

4. Like the things that we were taught, when 
we made our little videos, where we play 
roles, we learned to think about how the 
character is thinking. Like, if they are 
mad at someone, you can think, well okay 
they are thinking selfishly, and there are 
things they can do to combat it. And I 
think it was a good way to think about 
how behaviour works and how you have 
to think about those things in your 
filmmaking.  

5. I thought the concepts of the program 
integrated well with our films, especially 
as they followed the storyline guideline 
that we were given to plan the different 
parts of our films. 

6. The program integrated effectively. Not 
only were we learning how to use iMovie 
we were also learning about real-life stuff, 
like, how to deal with different problem 
situations. 
 

 

Table continues 
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Code Name Definition of Code Examples 

2. Some Initial 
reluctance to 
engage the 
EQUIP 
Approach 
program 
dissipated as 
engagement 
increased 

Some participants 
experience initial 
reluctance to engage 
the EQUIP Approach 
program, but this was 
overcome once they go 
into the work.  

1. To be honest, at first, I was kind of 
reluctant to take it all in but as we went on 
with it I felt like I could see how it related 
to my everyday life and then it was more 
interesting to learn about the more anger 
management parts we covered rather than 
just about our regular movie skills stuff.   

2. I’ll be honest. When we first started, I 
didn’t know what was going on but then it 
made sense… we were integrating this 
moral or character stuff with movie 
making.  

 
3. Enjoyment of 

the EQUIP 
Approach 
integrated with 
Narrative 
Filmmaking 
 

Experiences of 
enjoyment with the 
EQUIP Approach 
program as it was 
integrated with 
filmmaking curriculum 

4. I did enjoy the work and showing how 
EQUIP works through a story in a movie, 
in my own work. 

5. I liked it because you learn to think about 
thinking, what your character is thinking 
– what other characters are thinking and 
interacting and how all that fits onto a 
regular story line with the rising action 
that can lead to a fight or whatever. 

 
4. Critique of the 

EQUIP 
Approach 
integrated with 
Narrative 
Filmmaking 

Critique regarding the 
EQUIP Approach 
program integrated 
through Narrative 
Filmmaking 

1. I think it was a little bit lengthy. I did 
enjoy the program… I just thought it took 
a long time. 

2. The program was clear… I understood 
what I needed to do. If I could change 
something it would be that you allow us 
to make the script a little bit longer. 
Because, like everything needs to be 
mapped out around the climax and stuff 
and I feel like it’s important to have a 
script that’s very solid and long enough to 
include all the techniques we learned. 
Because if the script is short you could 
miss some relaxation techniques or how 
you show the mind activity. And then 
you’d watch the film back and be like, ah! 
We should have added this or that other 
technique. 
 

 

Table continues 
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Code Name Definition of Code Examples 

Control Group: 
approach to 
Character 
Development was 
integrated 
through attempts 
at fostering moral 
values  

Statements about how 
the approach to 
Character Development 
was integrated through 
attempts at fostering 
moral values 

 

1. Fostering the 
value of 
responsibility 

Descriptions of 
Character Development 
approaches that foster 
the value of 
“Responsibility” 

1. Our teacher has been pushing us to be 
more responsible with our work, having 
things done before out due date and stuff 
like that. And it’s helpful to have 
someone tell you that there are 
consequences to your actions, like if you 
don’t get the right average to get into 
school later, that’s on you. So, it’s 
important having someone be clear about 
that with you, motivating you to do your 
work more.  
 

2. Fostering 
classroom 
rules 

Descriptions of 
Character Development 
approaches that foster 
internalizing classroom 
rules 

1. I think it’s good that in my teacher’s class 
we have rules about acceptable behaviour 
but really, we already know how we 
should behave so there aren’t really any 
big issues. 

2. During the first class our teacher went 
over the class rules. 

3. The teacher laid down some rules just 
generally. 
 

3. Fostering the 
value of 
respect 

Descriptions of 
Character Development 
approaches that foster 
the moral value of 
“Respect” 

1. We’re taught respect. Respect for her [the 
teacher] and for our classmates. 

4. Fostering the 
value of 
compassion 

Descriptions of 
Character Development 
approaches that foster 
the value of 
“Compassion” 

1. Our teacher tries to help us develop 
empathy by thinking about our privilege. 
Like, how in our industry we can go to 
work where there is a concern for safety 
but in other countries some people do 
unsafe work. 

2. …basically, [we are reminded to] think 
about others before doing things. 
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5. Fostering the 
value of 
honesty 

Descriptions of 
Character Development 
approaches that foster 
the value of “Honesty” 

1. The teacher also tries to help us value 
honesty. Like we were all sharing work 
on an individual assignment and so we 
had a discussion about how dishonesty get 
people in trouble. Because even the 
people who did their work, they didn’t 
copy but they shared their work and that’s 
dishonesty. And we talked about how this 
will have bigger consequences when we 
get to university where you could actually 
get expelled or suspended. And so, if you 
do have questions, be honest. See the 
teacher so you can still work 
independently and don’t ask your friends 
to share their work dishonestly. 

 
6. Fostering the 

value of 
patience 

Descriptions of 
Character Development 
approaches that foster 
the value of “Patience” 

1. At lot of the time, we are reminded to be 
patient. Like, be patient with your work, 
don’t try to rush it, ‘cause patience is a 
virtue.  

 

7. Fostering 
Character 
Development 
using “Angel 
Said” cards 

Descriptions of 
Character Development 
approaches that use 
“Angel Said” cards 

1. My teacher used these “Angel Said” cards 
that are these little quotes that help you 
learn right from wrong and helps with 
some things that was like, very helpful.  

2. My teacher uses these “Angel Said” cards 
and I think that plays a role in having 
students feel sympathy an all.  She’s 
doing a good job with them. 
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Coding Framework for “Assessment of Program Outcomes” 

Table 26 presents the coding framework for components of the “Assessment of Program 

Outcomes” portion of the qualitative interview guide. For both the EQUIP-NF Group and the 

Control Group, the “outcomes” portion of the interview guide was oriented by a problem 

situation that was read aloud to the participant by the researcher during the interview. The 

questions addressed the components of the Ministry of Education’s Character Development 

initiative (which aims to “address the cognitive, affective and behavioural domains” of Character 

Development) as they align with the EQUIP Approach (DiBiase et al., 2012) program’s 3D’s 

(Distorted Cognitions that induce anger, Deficient Social Skills, and Delayed socio-moral 

development).  
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Table 26 
 
Coding Framework for the Assessment of Outcomes  
(Anger management and Cognitive Distortions; Social Skills; Moral Decision-making)   

 

Code Name Definition of Code Examples 

EQUIP-NF GROUP 
ANGER 
MANAGEMENT 
Proposed effective 
pro-active emotion 
regulation 
strategies & 
personal agency 

Actionable plans for 
how to manage anger. 

 

1. Breathing 
Exercises 

References to breathing 
exercises as a method 
to manage anger. 

1. I know something I definitely use myself 
now, is breathing. Taking a step back 
and breathing.  

2. Carmen could calm herself down with 
breathing technique, meditation, and then 
she could follow through with a 
conversation and talking it out. 

3. Carmen could walk away and do some 
breathing exercises. 

 

2. Breathing 
Exercises AND 
Counting 
Backwards  

References to both 
breathing exercises and 
counting backwards 
strategy 

1. Carmen could calm herself down by 
breathing and counting backwards from 
say, 10. 

3. Breathing 
Exercises AND 
Counting 
Backwards  
AND Invoking 
Peaceful 
Imagery 

References to invoking 
peaceful imagery to 
calm down 

1. Some relaxation techniques could help. 
So, first I would say like breathing, like 4 
seconds of breathing in, 4 seconds of 
breathing out. If that doesn’t work, 
Carmen could count backwards from 10. 
And then, if both of those things didn’t 
work, she should think of something that 
makes her happy, like positive imagery. 

 

4. Breathing 
exercises AND 
Self-talk  

References to both 
breathing exercises and 
a self-talk technique 

1. Carmen needs to take some deep breaths 
and like, think to himself about how it 
may be a misunderstanding instead of 
right away blaming the other person.  

2. Carmen could calm down with some 
breathing exercises to relax himself. He 
can also think, like think how the other 
person might doing it by accident.  
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5. Self-talk – 
Perspective-
taking (self-
awareness – all 
behaviour has 
an influence on 
outcome) 

References of self-
awareness – that all 
behaviour has 
influence on outcome. 

1. [after breathing to calm down] you have 
to think to yourself ‘getting angry won’t 
help… it’s not going to solve the 
situation. I’m going to step back and let 
the tension cool down.  
 

6. Self-talk – 
Perspective-
taking 
(thinking of the 
other person’s 
point of view, 
needs, feelings) 

References to reversing 
– thinking of the other 
person’s needs, 
feelings 

1. She could try to get to know this other 
girl a little better before judging. 

2. Carmen could think of the other person. 
Like they are playing soccer and it’s a 
big field with a lot happening. So she can 
consider that the other student might not 
be doing it on purpose. Maybe she 
doesn’t know where she is going… she’s 
a new student too so Carmen should 
think of that. 
 

7. Self-talk – 
Perspective-
taking (think 
“why”) 

References to thinking 
about why the person is 
doing or saying what 
they are 

1. Carmen should take a step back and 
think about the situation and think “why” 
and try to see the other person’s 
perspective in terms of what she’s trying 
to accomplish.  

2. She could also think “why” – why would 
this girl deliberately stomp on her foot if 
she doesn’t even know her? Like, this 
girl is a new student. So ya, I think 
Carmen just needs to take a second to 
rethink everything and then she’ll see 
more clearly. 

3. Carmen could put himself in his 
teammates shoes and think through, like 
think why this might be happening.  

8. Self-talk – 
Perspective-
taking (victim 
vs victimizer 

References to thinking 
about the victim vs. the 
victimizer is  

1. She needs to take a second and actually 
think about that other girl – about who is 
the victim or the victimizer if she 
retaliates. 
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Control Group: 
Outcomes 
ANGER 
MANAGEMENT 
Proposed limited 
self-regulation and 
avoidance 
strategies 

General unactionable 
plans for how to 
manage anger. 

 

1. Self-talk – 
Perspective-
taking 
(thinking ahead 
to the 
consequences 
for self) 

References to 
perceptive thinking 
(thinking ahead to 
consequences) 

1. Carmen could think about the 
consequences that would come to her if 
she stepped back on this student’s foot. I 
feel like he will realize it won’t really 
help him if he does step on the foot, it 
will just escalate the situation, which 
probably isn’t what he wants. He needs 
to calm down and think of other 
solutions.  

2. Self-talk – 
Perspective-
taking (think 
“why”) 

References to 
perceptive thinking 
(think ‘why’) 

1. One of the most important things to do is 
to look at it from both perspectives. 
From the other girl’s point of view, she 
might just be a really clumsy person. She 
also might be new at playing soccer so 
maybe she’s just trying to hit the ball and 
not Carmen.  

2. I personally just think, why are they 
doing that, what do they have to gain 
from it? And what would happen if I did 
this thing back to them? Because if you 
answer all those questions and they are 
all negative then you have your answer.  
 

3. Tell someone 
else 
(coach/teacher) 
so they can 
handle it 

References to telling 
someone else so they 
can handle the problem 

1. I think that she just has be focussed on 
her own needs, and she will have to tell 
somebody – maybe the coach – the 
teacher – maybe even her parents so they 
can handle it. 

2. Tell someone like the coach so they can 
deal with it 
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4. Suggest 
confrontation 

References to 
confronting the other 
student without 
calming down first 

1. Carmen could confront the girl to see if 
she is doing it deliberately. 

2. Carmen could confront the girl and ask 
why she is constantly doing this and ask 
her why she is doing it on purpose, 
because nobody could do that multiple 
times without it being on purpose. And 
both of them should have a reasonable 
argument – no fights no nothing – and in 
the end they both just go in their own 
separate ways. 
 

5. Suggest 
avoidance and 
general 
instruction not 
let it bother you 

References to avoiding 
the other student in the 
future 

1. Carmen could just avoid the girl and just 
not stress, just not let it bother her and be 
positive. 
 

EQUIP-NF GROUP 
Outcomes 
SELF-CENTERED 
COGNITIVE 
DISTORTION 
perception of 
ambiguity 
(potential for)  

Perception and/or 
naming of potential 
cognitive 
distortion/thinking 
error. 

 

1. Perceives 
potential 
‘assuming the 
worst’ self-
centered 
cognitive 
distortion 

Perception and/or 
naming of potential 
‘Assuming the worst’ 
cognitive 
distortion/thinking 
error 

1. She’s probably assuming the worse, like, 
this student probably wasn’t deliberately 
trying to hurt her – this is a new student 
– she’s new to the soccer team so she’s 
probably not used to running around with 
this big group of people. And! She might 
be clumsy too! That’s another thing 
Carmen should think of. 

2. Yes. Possibly [she’s misinterpreting]. If 
she is thinking of lashing out on the 
girl… and if she blames the other girl for 
what might just be an accident. 

3. Carmen might be thinking that this other 
player is just out to get her or trying to 
bother her, but she needs to first step 
back to see the other person’s 
perspective, because something else 
might be the reason. 
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  4. Carmen is probably assuming the worst, 
right, because he assumes the other kid is 
doing this on purpose.  

5. I believe that Carmen is assuming the 
worst because he jumps right away to 
thinking it’s not an accident, he thinks 
his teammate is doing it, stepping on his 
foot purposely. Carmen might be just 
wrongly assuming the other kid doesn’t 
like him. 

6. Carmen could be misinterpreting and 
assuming the worst. But it’s happened a 
few times and she’s getting annoyed with 
it but it’s possible the other girl might 
just be really bad on her feet. 

 

2. Perceives 
potential 
‘assuming the 
worst’ self-
centered 
cognitive 
distortion with 
contextual 
caveat  

Perception of 
‘Assuming the worst’ 
cognitive 
distortion/thinking 
error with contextual 
caveat 

1. It is possible that Carmen is assuming 
the worst [emphasis marking original 
emphasis in speech]. Accept I think it’s 
probably happening on purpose. It’s 
soccer… have you ever been stepped on 
with cleats? It sucks! And three times! 
Soccer is not a game where you are 
together that often. And if that person is 
still apologizing after three times… that 
person has a bigger problem than 
Carmen can handle. So, Carmen should 
tell the coach… get her some help. 

2. Carmen seems to be assuming the worst 
here. This other person probably isn’t 
doing it purposely, especially if it’s a 
contact sport like soccer, you step on 
people’s feet often. But maybe if Carmen 
really does feel that it’s more deliberate, 
she could ask this new student why this 
keeps happening… maybe that would 
clear things up. Maybe the other person 
is just trying to joke around.   
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Control Group 
Outcomes - 
COGNITIVE 
DISTORTION 
limited perception 
of ambiguity (or 
potential for 
assuming worst)  

Perception and/or 
naming of potential 
cognitive 
distortion/thinking 
error. 

 

1. Sees no 
ambiguity in 
the problem 
scenario – 
agrees with the 
potential 
assuming the 
worst cognitive 
distortion 

Statements that 
perceive no ambiguity 
and/or full agreement 
with cognitive 
distortion 

1. If it’s about to happen again, a pattern is 
occurring, so I don’t think Carmen is 
misinterpreting. The other student is 
trying to harm him.  

2. I think that if someone kicks you in the 
foot during soccer once, and then 
apologies, that’s fine. But if they do it 
more times, that intentional.   

3. The girl is trying to step on her foot 
deliberately. She’s not misinterpreting.   

4. I personally don’t think it’s accidental. 
You don’t accidentally do something like 
that more than once to the same person. 

5. I don’t think Carmen is misinterpreting 
because the girl did it too many times. 
The girl is probably trying to show 
people she’s tough, you know, because 
she’s in a new school. 
 

2. Sees ambiguity 
but assumes the 
person it is 
doing it 
intentionally 

Statements that 
perceive some 
ambiguity but still 
agree with cognitive 
distortion 

1. The girl could just be clumsy, but it’s 
probably on purpose.  
 

3. Sees ambiguity Statements that 
perceive some 
ambiguity  

1. Unless she confronts the girl, she won’t 
know so she needs to confront the girl to 
find out what’s going on. 

EQUIP-NF GROUP 
Outcomes – 
SOCIAL SKILLS 
suggestions specific 
& actionable 

References to specific 
actionable social skills 

 

1. Plan ahead for 
the stressful 
conversation 

Considers when is a 
good time to talk about 
the issue (now or later,  

1. She could calm down and plan to speak 
to the girl calmly. She could also reach 
out to the coach for help or someone else  

Table continues 
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 after they are calmed 
and had time to plan) 

who is close to this other girl to see if 
she’s okay. 

2. He might try to resolve it by preparing 
himself for a stressful conversation. And, 
if it keeps on happening, he could tell the 
coach asking the coach for help because 
if it were to continue, he might not be 
able to play in the game if his foot gets 
really hurt by this other player. 

 

2. State issue 
calmly 

Considers the 
importance of speaking 
calmly / friendly tone 

1. Carmen could calmly ask the teammate, 
like why, “is this on purpose or are they 
not paying attention to their 
surroundings” 
 

3. Take time out if 
you need it 

Plans to take a time out 
if needed 

1. Carmen should first try to cool off, take a 
second, do some breathing. Maybe go off 
on the sideline and sit for a second and 
try to regain her composure.  

2. Carmen could just think deeply about 
whether this was just a mistake or maybe 
it was on purpose. But the important part 
is to take a step back from the situation 
maybe taking some time away from the 
soccer game – taking a few breaths - so 
she can think about it clearly – not 
automatically assuming the worst thing 
and then just acting violently. 
 

4. Use “I” instead 
of “You” 
statements 

Plans to use “I” instead 
of “you” statements to 
de-escalate and avoid 
accusatory assertions 

1. Carmen might be assuming the worst. 
But the other student is constantly 
stepping on her foot, so she probably 
needs to say something to the girl, like, 
maybe use “I” rather than “You” 
statements when addressing it, like, to 
the students face. So deal with it directly 
but in a positive way.   

2. Carmen could approach this other 
student respectfully, say something like 
“I’m not trying to blame you, I’m not 
mad, I’m just trying to understand… a 
few times you’ve stepped on my foot. 
Maybe it was just an accident. Maybe  
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  you thought I was going to move in a 
different direction. Can we talk so it 
doesn't happen again?” 

4. He first needs to breath get calm and 
then go talk it out because if he confronts 
while he’s angry it probably won't end 
well. But when he is calm, he could use 
those “I” versus “You” words. Like, 
instead of “You stepped on my foot; You 
did this, and You did that, in way that’s 
like blaming, he could say like, “Hey, I 
noticed you’ve been stepping on my 
foot. I’m getting hurt here. I’m not sure 
what's happening. Can you tell me 
what’s up with this?” Ya. He could say 
something like that so you don’t start it 
out where your like, blaming them as 
much. 

5. First, before 
acting think 
ahead to the 
consequences  

Plans to think ahead to 
the consequences 
before acting 

1. First, she should consider the 
consequences of her actions and then 
after she realizes that if she does stomp 
back on the girl’s foot and hurt her 
that… she’s going to escalate it and there 
will be consequences. 
 

6. Make a 
constructive 
alternative 
suggestion 

Plans to make a 
constructive alternative 
suggestion 

1. But if this girl really is deliberately 
trying to hurt her then Carmen needs to 
talk to her when she’s calm. She can’t do 
it when she’s angry ‘cause she could be 
impulsive and she might hurt her. So 
she’s going to need to be calm and 
something like “oh, I noticed you keep 
stepping on my foot and I don’t know if 
you are doing this on purpose or if it’s an 
accident but maybe we need to get some 
space on the field between us – haha – 
maybe that would be good. 
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7. Overall 
willingness to 
tell the coach 

Statements that 
indicate a general 
willingness to tell the 
coach if needed 

1. I don’t think it would be harmful to tell 
the coach. 

2. Or even if it seems like it gets sorted out 
between you but other things continue 
later on, that’s when you would need to 
tell the coach. 

3. She could talk to the coach and try to see 
what the coach could do to help. 

4. If it continues, then I would go to the 
coach to explain what’s happening. 

5. I think Carmen should tell the coach 
because if it’s going to lead to something 
that could be a problem for either one of 
them then she should just tell the coach. 
Even if the coach just keeps an eye on it 
and if it keeps happening the coach could 
talk to the student after. 

6. It might be helpful to tell the coach just 
for seeking guidance, not to deliberately 
get the other student in trouble for 
Carmen’s own revenge.   

7. Try reasoning it out yourself, but if it 
gets too severe then talk to the coach. 
Always know your limits haha. 

8. He should tell the coach if he can’t sort 
it. 

9. Probably she should tell the coach – it 
would involve a third party and the 
coach could help  

10. She should tell the coach because she 
may need help 

Control Group: 
Outcomes – 
SOCIAL SKILLS 
made general 
unmethodical 
suggestions or 
confrontation 

General unactionable 
plans for enacting 
social skills. 

 

1. Suggests 
“confronting” 

Plans to confront the 
other student (without 
any indication of 
calming down first) 

1. If I was in Carmen’s shoes, I would 
definitely confront the person and ask 
why they are trying to harm them. If that 
doesn't work, go to a higher power, like  
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  the coach, a teacher to see if they can 
help with the issue. 

2. Carmen could confront the girl to see if 
she is doing it deliberately. 

3. Carmen needs to confront her and find 
out what the problem is 

 

2. Blaming Statements that blame 
and don’t take any 
responsibility in the 
interaction 

1. Carmen has to think that this is not her 
own fault, the other girl has a problem 
with her, it’s the other girl’s fault. 
 

3. Try to talk it 
out but if that 
doesn’t work, 
get angry/get 
even. 

Statements about trying 
to talk it out but if it 
doesn’t work, getting 
angry 

1. I think first dialogue. But, if the girl hurts 
her again… maybe Carman will just get 
mad. That’s normal right. She’s doing it 
on purpose. You should show her you 
aren’t going to just take it. 
 

4. Condones an 
angry response 

Statements that 
condone angry 
response 

1. If Carmen finds out the girl was doing it 
on purpose, she could try to get revenge. 
It might not be the best idea, but it might 
be what happens if she’s hurt and angry. 

2. I would get really mad if someone 
stepped on me for no reason. Like, 
Carmen’s done nothing to her, so she has 
every right to be angry.  
 

5. Vague 
suggestion to 
resolve 
situation 

Statements that 
vaguely suggest the 
student should try to 
resolve the situation 
but don’t provide any 
specific strategy to 
resolve things 
 

1. She needs to ask if it’s on purpose and 
then if it is, they should try to find a 
solution somehow 

6. Involve other 
students 

Statements that suggest 
the student should get 
other students involved 
in getting the student to 
stop 

1. Carmen should ask someone else on the 
team to find out why the other student is 
doing it because if he could figure out 
why then he could figure out a way to 
stop them from doing it. 
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7. Resign the 
responsibility to 
the coach 
(teacher) 

Statements that suggest 
it's the coach’s 
responsibility to fix the 
problem 

1. Carmen should report it to an authority, 
she shouldn't have to deal with this kind 
of thing. The school has rules. 
 

8. Suggest 
avoidance – 
don’t talk to the 
other person 

Statements that 
suggesting avoiding the 
other student and not 
talking to them 

1. So, Carmen should just avoid the girl, 
don’t talk to her. 
 

9. Overall 
willingness to 
tell the coach 

Statements that 
indicate a general 
willingness to tell the 
coach 

1. I don’t think Carmen should tell the 
coach because she might get labelled for 
telling on the girl. So, no. Don’t tell the 
coach. 

 

EQUIP-NF GROUP 
Outcomes – aspects 
of Moral 
Development 
Stages 

References to different 
aspects of Moral 
Development Stages 

 

1. Prosocial 
(concern re: 
harm / 
wellbeing of 
others) 

Statements that are 
prosocial (indicate 
concern regarding the 
harm and or wellbeing 
of others) 

1. I don’t think it would be harmful to tell 
the coach. It could be beneficial to the 
other girl to find out what’s going on 
with her. 

2. She shouldn’t try to get even. It’s not 
going to help, and it will probably even 
make Carmen look bad as a player, it’s 
un-sportsmanship. It could also even 
affect the whole team if she escalated 
things with this teammate. 

3. I don’t think Carmen should retaliate 
with violence. I don’t think anyone 
should retaliate with violence because 
for one, there might be consequences if 
this other student was to say, tell on 
Carmen, like tell a coach or a teacher or 
something. Then, Carmen would be the 
one getting in trouble.  

4. There may be a good excuse or reason 
why the other player is stepping on his 
foot so if he assumes the worst and 
retaliates, then Carmen would end up 
being the one in the wrong if he hurt the 
other kid. 
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2. Empathic 
Concern 

Statements that refer to 
empathy or compassion 
for the other student 

1. It would be even more important to 
speak to the coach if the new girl was a 
victim of bullying in the past. The girl 
might need some help dealing with what 
was done to her. 

2. If she was bullied at her old school, it 
would be good to tell the coach and then 
maybe try to get all the other team 
members to try to make her feel more 
welcome. 

3. You said in the scenario that Carmen is 
popular, so maybe try to be this girl’s 
friend first. And then if it continues, then 
I would go to the coach to explain what’s 
happening. 

4. She shouldn’t try to get even because it 
would only escalate the problem, 
probably cause trouble for herself and 
even for this other student who is new.  

5. If the other student has been bullied at 
their previous school Carmen should tell 
the coach about what is going on now 
because maybe this is a pattern the girl 
has picked up and may continue to do for 
like, years, which is definitely not okay. 
So she may need help to stop the 
problem. And maybe even a friendship 
could come if this because if Carmen 
knows the situation about past bullying, 
she could even try and help the girl now. 

6. It might be helpful to tell the coach just 
for seeking guidance, not to deliberately 
get the other student in trouble for 
Carmen’s own revenge.   

7. If this other student had bullying happen 
to him in the past, he might need help so 
the coach could get involved to help him 
get the help he needs so this doesn't keep 
happening in his future.  

8. She should tell the coach because [the 
other girl] may need help if she’s been 
mistreated at the other school   
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3. Concern for 
consequences to 
self 

Statements that are 
mainly concerned with 
consequences to self 

1. If Carmen tries to get even, the other 
student could tell the coach and then it 
would be Carmen who gets cut from the 
team and we don’t want that.   

2. If Carmen retaliated, she might get 
herself in trouble. 

3. I don’t think Carmen should tell the 
coach because she might get labelled for 
telling on the girl. So, no. Don’t tell the 
coach. 
 

Control Group 
Outcomes – aspects 
of Moral 
Development 
Stages 

References to different 
aspects of Moral 
Development Stages 

 

1. Rights/rules – 
lack of empathy 

Statements that appeal 
to rules with a lack of 
empathy or compassion 

1. If the student was bullied somewhere 
else or not, that doesn’t matter. They 
have no right to hurt someone else (Stage 
1 – Immature level) 

2. If the other girl was bullied before or 
whatever, that wouldn’t change anything 
for me. I’d still be mad if she was out to 
get me on purpose and ya, I’d tell the 
coach to deal with her. (Stage 1 – 
Immature level) 

 

2. Appeal to rules Statements that appeal 
to rules 

1. But if it keeps happening then she knows 
the other girl is out to get her. Then she 
should report it to an authority because 
you are in a school game. School has 
rules, so you shouldn’t retaliate. (Stage 1) 

3. Ya. I was in this kind of situation before 
where I was sure this girl was out to get 
me. And my friends were saying you 
should do something about this… but I 
was a new student and I wasn’t sure 
about the rules at this school, but I 
decided to take it to the vice principal. 
The other girl got in trouble but at least I 
didn’t get in trouble. (Stage 1 – 
Immature level) 
 

 

Table continues 
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Code Name Definition of Code Examples 

3. Concern for self 
(getting in 
trouble) 

Statements that show a 
concern for personal 
consequences and 
wanting to avoid 
getting in trouble 

1. Probably not because then Carmen might 
get in trouble. (Stage 1 – Immature level) 
 

4. Conscience 
emerging as 
annoyance 
(protecting own 
reputation) 

 1. Plus, you said Carmen is popular, she 
has a reputation to protect. (Stage 1(2) – 
Transitioning out of Immature level) 

 

5. Critique of 
moral 
exchanges 

Statements that critique 
moral exchanges 

1. It goes along with that quote… well 
everyone says, I’m pretty sure it goes “an 
eye for an eye and the whole world goes 
blind” so ya. (Stage 3 – Mature level – 
morality beyond mere exchanges/beyond 
an eye for an eye approach) 

6. Empathic 
concern 

Statements that show 
empathy and 
compassion 

1. I would tell the coach if they were 
bullied in the past or were still being 
bullied because it can be that they’re the 
nicest person but then after being bullied 
they just 180. So definitely tell the 
coach. (Stage 3 – Mature level – 
empathy) 

2. If she told the coach about the bullying 
the coach might understand more. So ya. 
That’s it I guess... (Stage 3 – Mature 
level – empathy) 

3. She might want to tell the coach if the 
girl was bullied because the girl has 
probably been through a lot and this 
changes her mentality looking at people. 
Like it could make her act like in an odd 
way. . (Stage 3 – Mature level – 
empathy) 
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Coding Framework for “Assessment of Program Impact” 

Table 27 presents the coding framework for components of the “Assessment of Program 

Impact” portion of the qualitative interview guide. This portion of the guide was designed to 

determine the impact of the EQUIP Approach (DiBiase et al., 2012) program when delivered 

through the pedagogical tool of narrative filmmaking with regard to aspects of their everyday life 

or everyday behaviour. 
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Table 27 
 
Coding Framework for the Assessment of Impact 

 

Code Name Definition of Code Examples 

EQUIP-NF Group: 
Relevance to 
Future Career 
Goals 

Statements about how 
EQUIP-NF Group’s 
experience was relevant 
to future career goals 

  

1. Mind activity 
and script 
writing ties into 
filmmaking 
related career 
aspirations  

See connection between 
understanding a 
characters’ mind activity 
(self-talk) and the need 
for script writing for 
future career aspirations 
related to filmmaking. 

1. It’s good especially because I want to 
go into the field of media, it’s helpful 
to see how this [mind activity and self-
talk] can all tie into movie making. 

2. I thought the script writing was very 
interesting to learn and I would like to 
apply that to other projects especially 
because I’d like to go into script 
writing in the future and learn more 
about that. 
 

EQUIP-NF Group: 
Relevance to 
Future Educational 
Projects 

Statements about how 
the EQUIP-NF Group’s 
experience was relevant 
to future Communication 
Technology projects in 
movie making 

 

1. Mind activity 
was relevant to 
future 
Communication 
Technology 
classes in 
filmmaking  

Statements about how 
the Mind Activity was 
relevant to deciding on 
Shot type (e.g., Close ups 
to show emotion) 

1. What I found most important mostly 
pertains to film, like there were a lot of 
tools, techniques that were given to us 
that are part of the program you taught 
us that work will in film. Like, “mind 
activity” and this is where you would 
want to get a good close-up shot of 
someone’s eyes to show emotion and 
then have a voice over talking in their 
head and stuff like that. So, this is how 
I would use it future film projects. 

2. I would use the story telling 
components we learned in this unit – 
that films have rising action – climax 
and an end.  

3. In terms of in school, I would use the 
video planning tools again in the 
future. It made the filming process and  
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Code Name Definition of Code Examples 

  editing very easy because it was 
already planned. It made the work very 
easy. 

4. The iMovie was really good. Because 
back in elementary school we did it, 
but the movie editing was done by the 
students who already knew how to do 
it. But here we all learned how it 
worked and I learned how to make 
stuff. And we worked it out in groups, 
so that was good.  

 

2. Cross-
curricular 
connections  

Statements about cross-
curricular connections 
(e.g. Script writing skills 
are relevant in Drama 
Class) 

1. For script writing, like, I take drama 
and for our culminating task we have 
to write plays, so like now I’m going to 
know how to actually format a script 
properly and to clearly write 
instructions for what I want to happen 
in the scene. So, I think that was what I 
found most helpful. 

2. I thought it was important that we 
learned how to make these videos 
because maybe in a future class, a 
future project we may need to make a 
video. So, we can use these skills we 
learned, like editing to create the video 
an make it look somewhat professional 
at least.  
 

EQUIP-NF Group: 
Relevance to 
everyday 
behaviour and 
interpersonal 
interaction 

Statements about how 
the EQUIP-NF Group’s 
experience was relevant 
to everyday behaviour 
and or interpersonal 
interaction 

 

1. Anger 
Management 
and Social 
Skills relevant / 
helpful to home 
life 

Indicated that the anger 
management techniques 
and social skills were 
relevant to home life 

1. The most important thing I learned 
from this unit was how to take these 
lessons and integrate it into my 
everyday life, my everyday problems 
and now I can definitely see what I’m 
doing. So now like, if something is 
going wrong between me and my 
friends, I think hey, maybe I’m  

Table continues 
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Code Name Definition of Code Examples 

  assuming the worst, and definitely, 
before this, I wouldn’t have done that. I 
probably would have just got mad right 
away.  

2. From what we learned, just like the 
counting backwards from 10 to 1, that 
was really helpful. Cause ya, whenever 
I get mad at my parents, cause eh, 
that’s like a teenager thing, I know 
now I can just go up to my room, sit 
down on my bed, count down, breath 
and eventually I’ll relax, like chill a bit. 
Then I can go down and talk it out 
more calmly and it’s probably going 
end better that way. 

3. What we learned here has been very 
helpful in my home life. I’m the type 
of person to get very angry very easily 
what that type of situation arises. I’ve 
used the technique for breathing, 
putting that into effect more into my 
life. I know I first need to calm down 
before saying or acting. 

4. I basically have a problem with anger, 
but I’ve learned there are ways that I 
can control it better. In my home 
situation, it’s important because I can 
see we might be misunderstanding 
each other’s intention and a big 
argument can happen just because 
everybody is making assumptions and 
not communicating.  

5. There were a lot of tools we learned 
that I could apply in my life for de-
escalation – like breathing techniques 
which really does tend to calm people 
down.  

6. I thought the thinking errors and even 
the self-talk was interesting to learn 
about because a few months ago I was 
in a big conflict and like, I was the 
person who was assuming the worst. It  
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Code Name Definition of Code Examples 

  was very climactic and so now I can 
see, if I could go back, I would do the 
“I” over “You” statements for sure 
instead of just assuming the worst. 

7. What I found helpful was relaxation 
techniques because if like, I ever do get 
mad, I’ll know how to calm myself 
down. I’ll know to breath… to think of 
peaceful stuff 

8. I what I learned will affect my 
behaviour in the future – definitely – 
because everyone gets mad, and 
everyone can act on impulse. So, rather 
than doing that, for me, I would think it 
over. Like, I would think about the 
consequences, I would think about why 
something is happening before getting 
angry, you know… I would try to calm 
down using all the stuff we were taught 
because like, it makes sense! And like 
EVERYONE gets mad.   

9. In terms of out of school situations, the 
stuff we learned can help you avoid a 
lot of issues in the real world.   

 

2. Learned 
importance of 
decentering and 
perspective 
taking 

Statements that refer to 
the importance of 
decentering and 
perspective taking 

1. The program has helped me to think 
about being more empathetic to other 
people and not to just think only about 
myself and the personal benefits that I 
want to get out of something… like, 
what are other people’s needs, feelings. 

2. The most important thing I learned in 
this unit was how to cope with difficult 
situations. Like, sometimes at home, 
with my brothers we blame each other 
even they didn’t do anything or assume 
the worst even if something was done 
by accident. The stuff we learned can 
help me see that thinking. And then I 
can try to see it a different way. 

3. I’ve noticed some of these things that 
we’ve learned in my everyday live, I 
guess what I’ve learned is that we  
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Code Name Definition of Code Examples 

  shouldn't be self-centered. We should 
think of other people and their 
perspective and not just so much of 
yourself. 

4. It helped me think from the other 
person’s viewpoint instead of my own. 

 
3. Observed 

connection 
between script 
writing and 
planning ahead 
for what to say 
in a difficult 
conversation. 

Statements that observed 
a connection between 
scrip writing and 
planning what to say in a 
difficult conversation. 

1. I’ve also seen how having a script 
helps you plan ahead for what your 
characters will say in your movie but 
like, we talked about, how sometimes 
we can almost like, script what we are 
going to say in to get around an 
argument, you know, so it’s not just an 
outburst that you haven’t thought about 
at all, you just snap out angry words 
with no thinking. But you’d have to 
calm down first so you think about 
what you could say instead. 
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Code Map 

Anfara et al (2002) advises researchers to present the reader with a “consolidated picture” 

of the patterns and order that emerged from the analysis. Code mapping is a method of managing 

and representing the complexities of multiple pages of interview data into a systematized index 

that presents a viable interpretation of the data collected.  Tables 28-32 present the coding maps 

of the current study, which outline the major thematic qualitative findings regarding participants 

experiences, interpretations, thoughts, feelings, perceptions, and insights that can help explain 

and/or expand on the experimental quantitative results. More specifically, Table 28 presents the 

code map for assessment of the Program Implementation Process, Table 29 presents the code 

map for the assessment of Outcomes re: Anger Inducing Cognitive Distortions, Table 30 presents 

the code map for the assessment of Outcomes re: Social Skills, Table 31 presents the code map 

for the assessment of Outcomes re: Socio-moral Decision Making, and Table 32 presents the 

code map for assessment of: Impact of the intervention program. 

Code Map for Assessment of: The Program Implementation Process 

 Table 28 presents the code map for assessment of the Program Implementation Process. It 

refines the major thematic qualitative findings emerging from the coding framework with labels 

and tabulated frequencies. 
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Table 28 
 
Code Map for Assessment of: Program Implementation Process 

 

  

Research 
Group Theme and Respective Codes Frequency of Code  

EQUIP-NF 
Group 
 

1. Effective integration of EQUIP Approach 
program with regular Tech. Ed. Curriculum  

A. Ease/Clarity of Integration  6 

B. Some initial reluctance, which dissipated as 
engagement increased  2 

C. EQUIP Approach program was enjoyable  2 

D. Critique EQUIP Approach program when 
integrated with filmmaking – length:  

i. too long, versus  
ii. more time for script writing  

 
 
1 
 
1 

Control 
Group 
 

2. Control Group teacher’s approach:  
• Fostering a variety of moral values 

 

A. Fostering the value of responsibility  1 

B. Fostering classroom rules  3 

C. Fostering the value of respect  1 

D. Fostering the value of compassion  2 

E. Fostering the value of honesty  1 

F. Fostering the value of patience  1 

G. Fostering Character Development using 
“Angel Said” cards  2 
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Code Map for Assessment of: Outcomes re: Anger Inducing Cognitive Distortions 

 Table 29 presents the code map for assessment of outcomes re: anger inducing cognitive 

distortions. It refines the major thematic qualitative findings emerging from the coding 

framework with labels and tabulated frequencies. 
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Table 29 
 
Code Map for Assessment of: Outcomes re: Anger Inducing Cognitive Distortions 
 

Research 
Group 
& Character 
Education 
Outcome 

Theme and Respective Codes Frequency of Code  

EQUIP-NF 
Group: 
 
Anger 
Management 

3. Proposed effective pro-active emotion-
regulation strategies / suggested personal 
agency and forethought for responsibly 
managing behaviour in problem scenario 

 

A. Variety of effective Relaxation 
Exercises  
 

i. Breathing Exercises  
 

ii. Breathing Exercises & Counting 
Backwards  

 
iii. Breathing Exercises & Counting 

Backwards & Invoking Peaceful 
Imagery  

 
iv. Breathing Exercises & Self-talk 

 

 
 

Total: 7 
 
3 
 
 
1 
 
 
1 
 
 
2 

B. Variety of effective Self-talk 
strategies for perspective-taking  
 

i. Self-awareness – all behaviour has 
an influence on outcome) 
 

ii. Reversing view of needs, feelings  
 

iii. Think “why”  
 

iv. Considering who is the victim vs 
victimizer  

 
 

Total: 7 
 
1 
 
 
2 

 
3 

 
1 
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Research 
Group 
& Character 
Education 
Outcome 

Theme and Respective Codes Frequency of Code  

Control 
Group: 
 
Anger 
Management 
 

4. Proposed limited self-regulation strategies 
and avoidant or confrontational strategies to 
deal with the problem scenario 

 

A. Limited Suggestions for Self-Talk  
 

i. Thinking ahead to the 
consequences for self  

 
ii. Think “why”  

Total: 7 
 
1 
 
2 

B. Suggested avoidant strategies or 
“confrontation” (5 Total) 
 
i. Tell someone else (coach) so they 

can handle it  
 

ii. Suggest “confrontation”  
 

iii. Suggest avoidance and general 
instruction to not let it bother you  

 
Total: 5 

 
2 
 
2 
 
1 

EQUIP-NF 
Group: 
 
Cognitive 
Distortions 
 

5. Majority perceived ambiguity in problem 
scenario (and mention the cognitive 
distortion)  

 

A. Perceived potential for the ‘assuming 
the worst’ self-centered cognitive 
distortion  

6 

B. Perceived potential for the ‘assuming 
the worst’ self-centered cognitive 
distortion with a contextual caveat  

2 
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Research 
Group 
& Character 
Education 
Outcome 

Theme and Respective Codes Frequency of Code  

Control 
Group: 
 
Cognitive 
Distortions 

6. Variation in perceptions of ambiguity in 
problem scenario (no mention of cognitive 
distortion)  

 

A. Does not perceive ambiguity in the 
problem scenario – agrees with the 
potential ‘assuming the worst’ 
cognitive distortion 

5 

B. Perceives ambiguity but still assumes 
intentionally (assumes the worst) 1 

C. Perceives ambiguity 1 

 

  



 

 

218 

 

Code Map for Assessment of: Outcomes re: Social Skills 

 Table 30 presents the code map for assessment of outcomes re: social skills. It refines the 

major thematic qualitative findings emerging from the coding framework with labels and 

tabulated frequencies. 
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Table 30 
 
Code Map for Assessment of: Outcomes re: Social Skills 

  

Research 
Group Theme and Respective Codes Frequency of Code  

EQUIP-NF 
Group: 
 
Social Skills 

7. Proposed specific, operative Social Skills  

A. Plan ahead for the stressful conversation 2 

B. State issue calmly 1 

C. Take time out if you need it 2 

D. Use “I” instead of “You” statements 3 

E. First, before acting, think ahead to the 
consequences 1 

F. Make a constructive alternate suggestion 1 

G. In General: Overall willingness to tell the 
coach if can’t resolve on own 10 

Control 
Group: 
 
Social Skills 
 

8. Proposed general, unmethodical Social Skills 
or “Confrontation” 

 

A. Suggests “confronting” 3 

B. Blame the other person 1 

C. Try to talk it out but if that doesn’t work, 
get angry/get even 1 

D. Condones angry response 2 

E. Vague suggestion to resolve the situation  1 

F. Involve other students 1 

G. Resign responsibility to the coach (teacher) 1 

H. Suggest avoidance: don’t talk to the other 
person 1 

I. Unwillingness to tell the coach 1 
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Code Map for Assessment of: Outcomes re: Socio-Moral Decision Making 

 Table 31 presents the code map for assessment of outcomes re: socio-moral decision 

making. It refines the major thematic qualitative findings emerging from the coding framework 

with labels and tabulated frequencies. 
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Table 31 
 
 Code Map for Assessment of: Outcomes re: Socio-moral Decision Making 

 

Research 
Group Theme and Respective Codes Frequency of Code  

EQUIP-NF 
Group: 
 
Socio-moral 
Decision 
Making 

9. Stage 1(2) - Immature transitional Level – 
Concern with Personal Consequences  

A. Concern for consequences to self 3 

10. Stage 3 - Mature Level – Prosocial 
Intentions  

A. Concern re: harm/wellbeing of others 4 

B. Empathic concern (especially for 
scenario of potential previous bully of 
the other student) 

8 

Control 
Group: 
 
Socio-moral 
Decision 
Making  

11. Stage 1 – Immature Level – Concern with 
rules, authority 

 

A. Rights/Rules 2 

B. Appeal to authority/status 2 

12. Stage 1(2) – Immature transitional Level – 
Concern with Personal Consequences  

A. Concern for getting in “trouble” 1 

13. Stage 1(2) –Transitional Out of Immature 
Level – Conscience emerges as annoyance  

A. Concern for getting a bad reputation 1 

14. Stage 3 - Mature Level – Prosocial 
Intentions  

A. Appeal for morality beyond mere 
exchanges – beyond eye for an eye 1 

B. Empathic concern 3 
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Code Map for Assessment of: Impact of Intervention Program 

 Table 32 presents the code map for assessment of: Impact of the intervention program. It 

refines the major thematic qualitative findings emerging from the coding framework with labels 

and tabulated frequencies. 
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Table 32 
 
 Code Map for Assessment of: Impact of the Intervention Program 

 
 
  

Research 
Group Theme and Respective Codes Frequency of Code  

EQUIP-NF 
Group: 
 
Impact 

15. Relevance to future goals  

A. Mind activity and script writing ties into 
filmmaking related to future career 
aspirations 

2 

16. Relevance to future educational projects  

A. Mind activity was relevant to future 
Communication Technology classes in 
filmmaking 

4 

B. Cross-curricular connections 2 

17. Relevance to everyday behaviour and 
interpersonal interactions  

A. Anger Management and Social Skills 
relevant to home life 9 

B. Learned importance of decentering and 
perspective-taking 4 

C. Observed connection between script 
writing and planning ahead for what to 
say in a difficult conversation 

1 
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Matrix of Quantitative and Qualitative (Mixed Methods) Findings 

Anfara et al. (2002) stress the importance of overtly illustrating the matrix of the results. 

In other words, they suggest the researcher should demonstrate the way in which multiple 

sources of data triangulate to address the qualitative research question. In the context of the 

current study, the triangulated data sources include the quantitative results of the three dependent 

measures (i.e., the HIT, SRM, and the SSIS) and the qualitative results of the participant 

interviews. Tables 33-37 exhibit how the major thematic qualitative findings regarding 

participants experiences, interpretations, thoughts, feelings, perceptions, and insights support and 

expand the understanding of the experimental quantitative results.  

Process of Program Implementation Context: Control Group versus EQUIP-NF Group 

Table 33 orients the differences between participant experiences related to character 

development in the Control group versus the EQUIP-NF Group.  
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Table 33 
 
Process of Program Implementation Context: Control Group versus EQUIP-NF Group 

 
 
  

Process of Program Implementation 
Major Findings: 

EQUIP-NF Group 
Process: Original EQUIP Approach (DiBiase 
et al., 2012) program for adolescent students 
integrated with unit of narrative filmmaking 

1. Notably, the majority of participants 
reported the EQUIP Approach program 
integrated easily within the regular unit 
of filmmaking and was a generally 
enjoyable learning experience 
(especially once they got into it) 

2. Some conflicting critique suggesting: 
a. the program may be too long (1 

participant thought the program 
could be condensed) and conversely,  

b. the script-writing component should 
be expanded (1 student suggested 
this required more attention to 
ensure the quality of the succeeding 
components of filming and editing). 

 
 
Control Group  
Process: Control Group experienced regular 
teacher’s chosen methods of Character 
Education 

1. Implicitly delivered through 
informal values education. 
• For example, responsibility, 

honesty, respect for rules, 
compassion. 
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Matrix of Mixed-Methods Results: Variances in Outcomes re:  

Anger Inducing Cognitive Distortions 

Table 34 synthesizes the major findings (quantitative and qualitative) regarding anger 

inducing cognitive distortions.  
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Table 34 
 
Matrix of Quantitative Results in Concert with Qualitative Results:  
Variances in Outcomes re: Anger Inducing Cognitive Distortions 

 
 

Synopsis of 
Quantitative Findings 

Synopsis of 
Qualitative Findings 

MANOVA Outcomes: EQUIP-NF Group Outcomes: Control Group 

Time x Group interaction was 
statistically significant, which 
warranted further post hoc analysis 

 
ANGER MANAGEMENT: 
Participants proposed 
effective pro-active emotion-
regulation strategies and 
suggested personal agency 
and forethought for 
responsibly managing 
behaviour in given problem 
scenario, such as: 
a) Variety of effective 

Relaxation Exercises 
(7x) 

b) Variety of effective Self-
Talk strategies of 
perspective-taking to de-
escalate anger (7x) 

 

 
ANGER MANAGEMENT: 
Participants proposed 
limited self-regulation and 
avoidant or confrontational 
strategies to deal with 
problem scenario, such as: 

a) Limited  
self-talk (3x) 

b) Avoidant strategies 
or “confrontation” 
(5x) 

 

Univariate Analysis - HIT (measure 
of anger inducing cognitive 
distortions) 

Time x Group interaction was 
statistically significant (p < .001) for 
Anger Inducing Cognitive 
Distortions (HIT) 
 
F (1,100) = 50.12, p < .001, h2 = .334 
 
Effect size (33.4%) small-medium 

Simple Effects - HIT  

 
Time ‘across’ Group: 
• PRE-TEST Groups were not 

significantly different  
(F = .28, p = .601). 

• POST-TEST Groups were 
significantly different  
(F = 18.32, p < .001). 

 
Time ‘within Group: 
• CONTROL Group no 

statistically significant change 
from pre-test to post-test  
(F = .87, p .353).  

• EQUIP-NF Group a 
statistically significant change 
from pre-test to post-test  
(F = 88.73, p < .001) 
 

 
COGNITIVE DISTORTION: 
Majority of participants 
perceived ambiguity in the 
problem scenario (i.e. 
mentioned potential of 
cognitive distortion) 
a) Perceived potential for 

the ‘assuming the worst’ 
self-centered cognitive 
distortion (6x) 

b) Mentioned a contextual 
caveat when referring to 
the potential for an 
‘assuming the worst’ 
cognitive distortion (2x) 

 

 
COGNITIVE DISTORTION: 
Variation in perception of 
ambiguity in problem 
solving scenario (little 
mention of distorted view / 
misunderstanding) 

a) Did not perceive 
ambiguity in problem 
scenario – agreed with the 
potential ‘assuming the 
worst’ cognitive distortion 
(5x) 

b) Perceived ambiguity but 
sill assumed intentionality 
(assumed the worst) (1x) 

c) Perceived and referred to 
ambiguity (1x) 
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Matrix of Mixed-Methods Results: Variances in Outcomes re: Social Skills 

Table 35 amalgamates the major findings (quantitative and qualitative) regarding social 

skills.  
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Table 35 
 
Matrix of Quantitative Results in Concert with Qualitative Results:  
Variances in Outcomes re: Social Skills 

 

Synopsis of 
Quantitative Findings 

Synopsis of 
Qualitative Findings 

MANOVA Outcomes: EQUIP-NF Group Outcomes: Control Group 

Time x Group interaction was 
statistically significant, which 
warranted further post hoc analysis 

 
SOCIAL SKILLS: 
Participants proposed specific, 
operable social skills, such as: 
a) Plan ahead for stressful 

conversation (2x) 
b) State issue calmly (1x) 
c) Take time out if you 

need it (2x) 
d) Use “I” instead of “You” 

statements (3x) 
e) First, before acting, think 

ahead to the 
consequences (1x) 

f) Make a constructive 
alternate suggestion (1x) 

g) Overall willingness to 
tell the coach if couldn’t 
resolve scenario on their 
own (10x) 

 
 

 
SOCIAL SKILLS: 
Participants proposed 
general, unmethodical social 
skills or “confrontation”, 
such as: 

a) Suggested 
“confronting” (3x) 

b) Blame the other 
person (1x) 

c) Try to talk it out but if 
that doesn’t work, get 
angry/get even (1x) 

d) Condones angry 
response (2x) 

e) Vague suggestion to 
resolve the situation 
(1x) 

f) Involve other students 
to deal with the 
dispute (1x) 

g) Resign the 
responsibility to the 
coach/teacher (1x) 

h) Suggested avoidance 
– don’t talk to the 
other person (1x) 

i) Unwillingness to tell 
the coach (1x) 

 
 

Univariate Analysis – SSIS 
(measure of Social Skills) 

Time x Group interaction was 
statistically significant (p < .001) for 
Social Skills (SSIS) 
 
F (1,100) = 46.849, p < .001, h2 = .319 
 
Effect size (31.9%) small 

Simple Effects - SSIS  

 
Time ‘across’ Group: 
• PRE-TEST Groups were not 

significantly different  
(F = .00, p = .985). 

• POST-TEST Groups were 
significantly different  
(F = 8.01, p < .006). 

 
Time ‘within Group: 
• CONTROL Group no 

statistically significant change 
from pre-test to post-test  
(F = .65, p .423).  

• EQUIP-NF Group a 
statistically significant change 
from pre-test to post-test  
(F = 84.86, p < .001) 
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Matrix of Mixed-Methods Results: Variances in Outcomes re: Socio-Moral Reasoning 

Table 36 provides a synthesis of the major findings (quantitative and qualitative) 

regarding socio-moral reasoning. 
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Table 36 
 
Matrix of Quantitative Results in Concert with Qualitative Results:  
Variances in Outcomes re: Socio-moral Reasoning 

 

Synopsis of 
Quantitative Findings 

Synopsis of 
Qualitative Findings 

MANOVA Outcomes: EQUIP-NF Group Outcomes: Control Group 

Time x Group interaction was 
statistically significant, which 
warranted further post hoc analysis 

 
SOCIO-MORAL 
REASONING: 
Participants were averaging 
Stage 3 Mature Moral 
Reasoning in their qualitative 
interview responses: 

• Stage 1(2): Immature 
Transitional Level – 
Concern with personal 
consequences 
• Concern with 

consequences to self (3x) 
• Stage 3: Mature Level – 

Prosocial Intentions: 
• Concern re: 

harm/wellbeing of others 
(4x) 

• Empathic concern 
(especially for scenario 
of potential previous 
bullying of the other 
student) (8x) 

 
 

 
SOCIO-MORAL 
REASONING: 
Participants evinced broad 
variation across Stage 1: 
Immature through Stage 3 
Mature levels: 

• Stage 1: Immature 
Level – Concern with 
rules/authority 
• Rules (2x) 
• Appeal to 

authority/status (2x) 
• Stage 1(2): Immature 

Transitional Level – 
Concern with personal 
consequences 
• Concern for getting 

into ‘trouble’(1x) 
• Stage 2(3): Transition 

Out of Immature Level 
– Conscience emerges as 
annoyance 
• Concern for getting a 

bad reputation (1x) 
• Stage 3: Mature Level – 

Prosocial Intentions: 
• Appeal for morality 

beyond mere 
exchanges – beyond 
eye for an eye (1x) 

• Empathic concern (3x) 
 

 

Univariate Analysis – SRM-SF 
(measure of Social Skills) 

Time x Group interaction was 
statistically significant (p < .001) for 
Social Skills (SSIS) 
 
F (1,100) = 27.59, p < .001, h2 = .216 
 
Effect size (21.6%) small 

Simple Effects – SRM-SF 

 
Time ‘across’ Group: 
• PRE-TEST Groups were not 

significantly different  
(F = .29, p = .593). 

• POST-TEST Groups were 
significantly different  
(F = 12.77, p < .001). 

 
Time ‘within Group: 
• CONTROL Group no 

statistically significant change 
from pre-test to post-test  
(F = 1.33, p .252).  

• EQUIP-NF Group a 
statistically significant change 
from pre-test to post-test  
(F = 42.13, p < .001) 
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Practical Impacts of the Intervention Program 

Table 37 postulates the practical impacts of the EQUIP Approach (DiBiase et al., 2012) 

program when implemented through the pedagogical tool of narrative filmmaking on students in 

this study. 
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Table 37 
 

 Impact of the Intervention Program: Qualitative Expanding of Quantitative Results 

Synopsis of 
Quantitative Findings 

Synopsis of 
Qualitative Findings 

MANOVA Overall Impact: EQUIP-NF Group 

Time x Group interaction was statistically significant - 
warranted further post hoc analysis 

 
 

1. Relevance to future career goals  
a. Mind activity and script writing 

ties into filmmaking related career 
aspirations (2x) 

 
2. Relevance to future educational 

projects  
a. Mind activity was relevant to 

future Communication Tech. 
classes/filmmaking (4x) 

b. Cross-curricular connections (2x) 
 
3. Relevance to everyday behaviour 

and interpersonal interactions  
a. Anger Management and Social 

Skills relevant / helpful to home 
life (9x) 

b. Learned importance of 
decentering and perspective 
taking (4x) 

c. Observed connection between 
script writing and planning ahead 
for what to say in a difficult 
conversation (1x) 

 
 

 
 

Univariate Analysis  

Time x Group interaction was statistically significant 
(p < .001) for all three dependent variables: 
 
HIT: F (1,100) = 50.12, p < .001, h2 = .334  
Effect size (33.4%) small-medium 
 
SSIS: F (1,100) = 27.59, p < .001, h2 = .216 
Effect size (21.6%) small 
 
SRM-SF: F (1,100) = 27.59, p < .001, h2 = .216 
Effect size (21.6%) small 

Simple Effects - SSIS 

 
Time ‘across’ Group: 
• PRE-TEST - Groups were not significantly different  

• HIT: F = .28, p = .601 
• SRM: F = .29, p = .593 
• SSIS: F = .00, p = .985 

• POST-TEST - Groups were significantly different  
• HIT: F = 18.32, p < .001 
• SRM: F = 12.77, p < .001 
• SSIS: F = 8.01, p < .006 

 
Time ‘within Group: 
• CONTROL Group  

• no statistically significant change pre- to post-test  
• HIT: F = .87, p = .353 
• SRM: F = 1.33, p = .252 
• SSIS: F = .65, p = .423 

• EQUIP-NF Group  
• statistically significant change pre-test to post-test  

• HIT: F = 88.73, p < .001 
• SRM: F = 42.13, p < .001 
• SSIS: F = 84.86, p < .001 
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Discussion of Qualitative Results 

The major qualitative findings have been substantiated with the thematic catalogs 

specified in the previous tables. Those findings address the research question, how do the 

thoughts, feelings, perceptions, and insights of both the student’s exposed to the EQUIP 

Approach through the pedagogy of narrative filmmaking and those exposed to the regular 

method of Character Education explain and/or expand on the experimental results?  To 

supplement perceptual acuity, the following discussion will substantiate an understanding of the 

EQUIP-NF Group results in terms of its statistically determined effectiveness (i.e. ability to 

develop constructive social behavioural skills, more mature social-moral reasoning, and anger 

management skills for correcting self-serving cognitive distortions) by comparing those 

statistical results with participants qualitative experiences, thoughts, feelings, and behaviours that 

comprise a matrix of the mixed-methods findings, what was detailed in the previous tables 

(Tables 33-37). 

Theme 1: Process of Program Implementation – Control Group – Implicit and Informal 

Values Education Approach   

The first interview question posed to the qualitative research participants in the Control 

group inquired about how character development was taught or encouraged within their class. 

This question was proposed to orient all other study results with an understanding of the ways in 

which experiences differed between the context of the EQUIP-NF Group and the Control Group. 

This was an important foundation to establish because, while the Ontario Ministry of Education 

has embraced a policy that mandates the implementation of character development within the 

regular curriculum of publicly funded K-12 schools, individual school boards and different 

schools within various boards have adopted vastly differing approaches with different underlying 
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assumptions and strategies (Winton, 2012). Hence, it was important to establish what the 

students in the Control Group were experiencing in order to compare and contrast that with the 

EQUIP-NF Group.  

The results indicate that students in the Control group experienced a form of implicit and 

informal values education. Based on participants’ interview responses, there was no evidence to 

suggest that the Control group teacher was implementing any formal program of character 

development or moral education. Instead, participants referred to general or in-practice 

references to the values of responsibility, honesty, respect for rules, and compassion. For 

example, when asked to describe how their teacher integrated character development in the 

classroom, one participant responded “Our teacher has been pushing us to be more responsible 

with our work, having things done before our due date and stuff like that. And it’s helpful to 

have someone tell you that there are consequences to your actions, like if you don’t get the right 

average to get into school later, that’s on you. So, it’s important having someone be clear about 

that with you, motivating you to do your work more”. In a response from a different participant, 

it was revealed that the teacher “used these ‘Angel Said’ cards that are these little quotes that 

help you learn right from wrong and helps with some things that was like, very helpful”. In 

general, the participant responses indicate an informal approach to character development that 

could generally be described as values education. 

Although this was an informal approach, it does align somewhat with Durkheim’s (1925) 

traditional character education approach, which espouses that moral virtues are socially 

transmitted through the teaching of core ethical values with the intent that they become moral 

habits. In defense of character education, Ryan (1989) explains that character education is 

concerned with social virtues that are essential to a good society. In essence, the traditional 
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character development approach gives priority to the practice of such virtuous acts such as 

responsibility, honesty, consideration of others and the belief that reflection on such practices in 

the context of community will generate moral development. However, as demonstrated decades 

ago by Hartshorne and May’s (1930) research on character traits such as honesty and altruism, 

the moral behaviour of an individual may be discordant with their declared values because 

behaviour is often situation dependent (Power, Higgins & Kohlberg, 1989). Influenced by the 

study of Hartshorne and May (1930), Kohlberg (1963) positioned his theory in contrast to 

traditional character education and used the findings from his own early research to reject what 

he referred to as a “bag of virtues approach” (p. 673).  

While contemporary proponents of the character education approach still emphasize the 

cultivation of core ethical values, they typically expand the definition of character to include 

components of thinking, feeling, and behaviour (Lickona, 1996). It is thus important to be 

mindful that the Control group participants in the current study experienced an implicit and 

informal, yet more narrowly defined values-based approach to character development that did 

not expand into the component features of cognition, socio-emotional, or behavioral functioning. 

The significance of this insight is demonstrated by Berkowitz and Bier’s (2005) review of 108 

research studies concerning character education outcomes, which identified the following 

common features of effective character education programs including: multi-faceted initiatives 

that impact a set of psychological components including empathy, moral reasoning, and pro-

social behaivour, and professional development for teachers to enable the application of effective 

methods of character education. In addition, Berkowitz, Battistich, and Bier (2014) were critical 

of programs that “simply inserted character lessons between academic lessons” (p. 427).  
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In contrast to the singular focus on values education that was experienced in the Control 

group, the EQUIP-NF Group received a multicomponent approach that includes social skills 

training and anger management instruction for reducing cognitive distortions, in addition to 

moral reasoning training. This moral reasoning training can be understood as the ‘values’ 

component of EQUIP (Gibbs, 2004). While the Control Group received informal and implicit 

values education, the EQUIP-NF Group methodically engaged the values component by giving 

students opportunities to take the perspective of others, which affirms the importance of values 

such as keeping promises (responsibility, compassion), telling the truth (honesty), helping others 

(cooperation), valuing life (respect for life), not stealing (respect for property, rights, and 

freedoms), and obeying the law (justice, reciprocity and respect for autonomy) (Gibbs, 2004). 

Therefore, the Control group experienced a limited version of values education, which by 

contrast, was formally supplemented with moral reasoning training in the EQUIP-NF Group, in 

addition to the integral components of social skills training and anger management instruction 

for reducing cognitive distortions. 

This qualitative finding, which orients our understanding of the process of character 

education that was implemented in the Control group (i.e. the limited provision of an implicit 

and informal values-based approach), provides insight into the quantitative results. It clarifies 

that Control group participants did not receive any formal method of character education and that 

the initiative they did receive was unidimensional and did not encompass the complexities of 

moral behaviour beyond the realm of values inculcation.   

Theme 2: Process of Program Implementation – EQUIP-NF Group – Generally Enjoyable 

and Smooth Integration with Regular Subject Curriculum with Limited Critique 
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The first interview question posed to the qualitative research participants in the EQUIP-

NF Group (i.e., interview question numbers 2 and 3) queried their experiences with the the 

treatment program (the EQUIP Approach implemented through the narrative filmmaking 

pedagogy) in their Technological Education program and whether any aspect of the integrated 

program seemed unclear. Participant responses to these questions shed light on students’ 

interpretations of the process of program integration with the regular curriculum, which helped 

explain and further understand the quantitative experimental results. 

Notably, the majority of interview participants reported that the treatment program 

integrated well within the regular unit of filmmaking. For example, one participant believed “the 

program integrated effectively. Not only were we learning how to use iMovie we were also 

learning about real-life stuff, like, how to deal with different problem situations”. Another 

participant referred to the importance of character development in terms of how a character’s 

thoughts influence their behaviour and how this is an essential feature in filmmaking. In the 

words of the participant they said, “when we made our little videos, where we play roles, we 

learned to think about how the character is thinking. Like, if they are mad at someone, you can 

think, well okay they are thinking selfishly, and there are things they can do to combat it. And I 

think it was a good way to think about how behaviour works and how you have to think about 

those things in your filmmaking”. Participants also referred to the usefulness of the Storyline 

Guideline (Appendix C), for example, “I thought the concepts of the program integrated well 

with our films, especially as they followed the storyline guideline that we were given to plan the 

different parts of our films”. During the implementation of the integrated program, students 

required the support of this storyline guideline to plan the main components of their moral 

narratives before they could begin drawing their story boards and planning their scripts. These 
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qualitative finding suggest that, overall, the students thought the EQUIP Approach integrated 

quite seamlessly within the regular unit of filmmaking and no student reported any difficulty. 

In addition to the ease of integration, participants largely found the integrated program to 

be an enjoyable learning experience. For example, one respondent said, “I did enjoy the work 

and showing how EQUIP works through a story in a movie, in my own work”. Another 

participant mentioned that they “liked it because you learn to think about thinking, what your 

character is thinking - what other characters are thinking and interacting and how all that fits 

onto a regular story line with the rising action that can lead to a fight or whatever”. Although, 

once they got into the work, students reported enjoying the integrated program, some students 

referred to an initial reluctance. For example, one student disclosed, “to be honest, at first I was 

kind of reluctant to take it all in but as we went on with it, I felt like I could see how it related to 

my everyday life and then it was more interesting to learn about the more anger management 

parts we covered rather than just about our regular movie skills stuff”. Another student admitted, 

“I’ll be honest. When we first started, I didn’t know what was going on but then it made sense… 

we were integrating this moral or character stuff with movie making”. Vorrath and Brendtro 

(1985) report that an encounter with at least some initial resistance, as reported by these 

participants, can be expected as an early phase of group development.  

While most students did not report any critique of the integrated program there were two 

conflicting recommendations: one to shorten the program and one to allow additional time to 

lengthen the script. More specifically, one student thought “it was a little bit lengthy. I did enjoy 

the program, I just thought it took a long time”. In contrast, the other student thought “the 

program was clear… I understood what I needed to do. If I could change something it would be 

that you allow us to make the script a little bit longer. Because, like everything needs to be 
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mapped out around the climax and stuff and I feel like it’s important to have a script that’s very 

solid and long enough to include all the techniques we learned. Because if the script is short you 

could miss some relaxation techniques or how you show the mind activity. And then you’d 

watch the film back and be like, ah! We should have added this or that other technique”.  

This thematic result suggesting that overall, students largely found the program clear, 

comprehensible, and generally enjoyable, are comparable to qualitative results found in a large 

study of 764 participants in the Netherlands conducted by van der Velden et al. (2010). In the 

qualitative interview component of their study, most teachers (85%) evaluated the 

implementation of the EQUIP program favorably. These teachers reported that the EQUIP 

program for adolescents was successful in influencing students’ thinking and behavior (van der 

Velden et al., 2010). Similarly, students generally reported more prosocial orientations in their 

thinking after completion of the EQUIP program. Interestingly, an evaluative study of the 

EQUIP program for adolescents conducted in Spain by van der Meulen et al. (2010) found 

conflicting results pertaining to the implementation of the program. In the van der Meulen et al. 

(2010) study, two different schools participated. While the EQUIP program was implemented 

successfully in one of the schools, the other school reported difficulty in terms of motivating 

students and this resulted in conflicts among students, and between teachers and students, given 

that they had little interest in the program activities. This inconsistent qualitative result points the 

importance of motivation and ease of program implementation because there were unfavorable 

implications for the quantitative results in that school that experienced difficulty. While students 

who experienced the EQUIP program in the school reporting successful implementation of the 

program exhibited a statistically significant reduction in self-serving cognitive distortions, the 

school reporting implementation challenges did not experience the same improvement. 
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Therefore, a qualitative assessment of the program implementation experience can help to 

explain potential variations in study results. 

Overall, Theme 2’s qualitative finding provided insight into students’ interpretations of 

the process of the EQUIP Approach program integration with the regular curriculum. The 

understanding that students largely found the program clear, comprehensible, and generally 

enjoyable, helped to explain the quantitative experimental results. More specifically, if students 

indicated they did not understand elements of the program or struggled with particular parts of 

the learning activity (i.e., making the 2-part film with the flashback), this could have had 

implications for the quantitative results. Students’ cognitive load and working memory could 

have been overburdened with thinking processes directed toward filmmaking, which may have 

impeded their ability to process the components of the EQUIP program. Sweller (2010), 

indicates that working memory has a limited capacity and that instructional methods should 

avoid overburdening the system with extraneous cognitive load so that the learner can focus on 

what is germane and essential to the task or learning material. Given that students did not 

struggle to comprehend the program, there is little concern that issues of cognitive load had any 

negative influence on the quantitative study results. 

Theme 3: Outcomes re: Anger Management (EQUIP-NF Group Proposed Effective Pro-

active Emotion Regulation Strategies and Personal Agency, Whereas the Control Group 

Proposed Limited Self-Regulation and Avoidance Strategies 

The fourth interview question, posed to the qualitative research participants in both the 

EQUIP-NF Group and the Control Group, was oriented around a problem situation (adapted 

from DiBiase et al., 2012, p. 199), which presented an ambiguous scenario that could induce an 

assuming the worst cognitive distortion. In synopsis, the scenario depicts a situation taking place 
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on a soccer field where one new student steps on their teammate’s (Carme’s) foot several times 

during a warmup practice. The ambiguity concerns the uncertainty regarding the intentionality of 

the new student and whether there is an assumption that the new student is doing it to 

deliberately to instigate a confrontation. Once the orienting problem situation was established, 

this fourth interview question probed outcomes with regard to participant’s strategies for 

managing emotions and anger that may emerge in this scenario. Responses to this question 

contributed to the breadth of understanding and interpretation of the quantitative results 

pertaining to the How I Think (HIT) questionnaire. 

In the EQUIP-NF Group, interview coding results indicated that participants provided 

effective pro-active emotion regulation strategies and demonstrated personal agency. Self-talk 

and breathing techniques were the most commonly recommended strategies for managing anger 

in the ambiguous problem situation in the EQUIP-NF Group. There were seven suggestions for 

breathing (some of these were in combination with other strategies such as counting backwards, 

invoking peaceful imagery or self-talk strategies) and self-talk perspective-taking was 

recommended nine times. For example, when making a suggestion for how Carmen could 

manage anger in the situation, one respondent explained, “I know something I definitely use 

myself now, is breathing. Taking a step back and breathing”. This particular example is notable 

because it indicates that the breathing technique is something “[they] use now”, as in, they have 

adopted breathing relaxation exercises into their own repertoire of skills for managing angry 

emotions and/or aggression and that they did not engage this practice before the program.  

Most of the interviewed participants in the EQUIP-NF Group suggested self-talk 

perspective-taking strategies as a supplementary approach to managing emotions. These 

strategies would help the individual to genuinely ‘see’ the other person and potentially empathize 
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with their perspective.  For example, one participant suggested that “Carmen could think of the 

other person. Like they are playing soccer and it’s a big field with a lot happening. So, she can 

consider that the other student might not be doing it on purpose. Maybe she doesn’t know where 

she is going… she’s a new student too so Carmen should think of that”. The detail that Carmen 

was a ‘new’ student was only mentioned once at the beginning of the problem scenario, but it is 

a relevant consideration for participants demonstrating a decentered social orientation.  

In contrast, in the Control group interview coding results demonstrated participant 

proposals of a limited number of self-regulation strategies in addition to avoidant or 

confrontation strategies. Those three Control group participants who did referred to self-talk 

techniques were very thorough when recommending those effective strategies. For example, one 

participant suggested self-talk that involved thinking ahead to the consequences, as in “Carmen 

could think about the consequences that would come to her if she stepped back on this student’s 

foot. I feel like he will realize it won’t really help him if he does step on the foot, it will just 

escalate the situation, which probably isn’t what he wants. He needs to calm down and think of 

other solutions”. While this example does exhibit an effective example of perspective-taking 

self-talk, it is mainly concerned with consequences to self, rather than truly prosocial or empathic 

consideration. Another example of self-talk perspective-taking in the Control group 

demonstrated a clearer example of empathic concern, stating “one of the most important things 

to do is to look at it from both perspectives. From the other girl’s point of view, she might just be 

a really clumsy person. She also might be new at playing soccer so maybe she’s just trying to hit 

the ball and not Carmen”. This example from the Control group shows a decentered perspective, 

in that there is an awareness and compassionate acknowledgement that the student is new and 

may just be a clumsy person.  
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Despite the three self-talk recommendations in the Control group, other participants 

referred to avoidant strategies and confrontation. Two examples demonstrate a deferral of 

responsibility, in which one respondent suggests, “tell someone like the coach so they can deal 

with it” and other suggests “I think that she just has to be focussed on her own needs, and she 

will have to tell somebody – maybe the coach – the teacher – maybe even her parents so they can 

handle it”. Beyond deferring responsibility, one participant recommended an avoidant strategy 

whereby “Carmen could just avoid the girl and just not stress, just not let it bother her and be 

positive”. Finally, there were also suggestions that Carmen could manage anger by 

“Confront[ing] the girl to see if she is doing it deliberately” or that “Carmen could confront the 

girl and ask why she is constantly doing this and ask her why she is doing it on purpose, because 

nobody could do that multiple times without it being on purpose. And both of them should have 

a reasonable argument – no fights no nothing – and in the end they both just go in their own 

separate ways”. It appeared that while participants in the Control group had good intentions for 

effectively address the problem without escalating it, most of them lacked the skills to 

accomplish those intentions effectively. 

These qualitative interview results contribute to the interpretation of the statistical 

findings pertaining to the How I Think (HIT) questionnaire, in which Time ‘across’ Groups 

simple effects analyses evinced no statistically significant difference in anger inducing cognitive 

distortions between the Control Group and EQUIP-NF Group at the time of pre-test (F = .28, p = 

.601) but a statistically significant difference was found at post-test (F = 18.32, p < .001). In 

addition, Time ‘within’ Group simple effects analysis demonstrated no statistically significant 

difference from pre-test to post-test in the Control group (F = .87, p = .353) but a statistically 

significant difference was found from pre-test to post-test in the EQUIP-NF Group (F = 88.73, p 
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< .001). In practical terms, these statistical findings suggest that participants anger inducing 

cognitive distortions decreased after completion of EQUIP-NF Group treatment, whereas the 

Control Group did not experience change.  The qualitative interviews corroborate the statistical 

results, in that participants in the EQUIP-NF Group provided ample effective pro-active emotion 

regulation strategies and demonstrated personal agency, whereas the Control Group proposed 

limited self-regulation and some avoidance strategies.   

Theme 4: Outcomes re: Cognitive Distortions (EQUIP-NF Group Largely Perceived 

Ambiguity in the Problem Scenario and Avoided the Assuming the Worst Cognitive 

Distortion, Whereas the Control Group Generally Did Not Perceive Ambiguity and Often 

Agreed with the Potential Cognitive Distortion) 

The fifth interview question, posed to the qualitative research participants in both the 

EQUIP-NF Group and the Control Group, was oriented around the same problem situation 

(adapted from DiBiase et al., 2012, p. 199) as was previously outlined in Theme 3, which 

presented an ambiguous scenario that could induce an assuming the worst cognitive distortion. 

The fifth interview question probes outcomes regarding whether participants think Carmen could 

be misinterpreting the intentionality of the new student’s recurring incidence of stepping on 

Carmen’s foot. In combination with Theme 4 (regarding emotion management strategies) this 

question contributes to the understanding and interpretation of the quantitative results pertaining 

to the How I Think (HIT) questionnaire. 

In the EQUIP-NF Group, interview coding results indicate that participants generally 

perceived ambiguity in the problem scenario and avoided the assuming the worst cognitive 

distortion. More specifically, six interview participants in the EQUIP-NF Group referred directly 

to the potential for an “assuming the worst” self-centered cognitive distortion. One respondent 
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provided a particularly decentered and empathic observation that “she’s probably assuming the 

worse, like, this student probably wasn’t deliberately trying to hurt her – this is a new student – 

she’s new to the soccer team so she’s probably not used to running around with this big group of 

people. And! She might be clumsy too! That’s another thing Carmen should think of”. While 

most interview participants in the EQUIP-NF Group referred to the assuming the worst thinking 

error explicitly, two students put forward a conditional caveat to stress that while it was 

“possible” that Carmen could be assuming the worst, they thought that might be unlikely given 

that the foot stepping incident had happened several times. For example, one respondent 

indicated that “It is possible that Carmen is assuming the worst [italics marking original 

emphasis in speech]. Accept I think it’s probably happening on purpose. It’s soccer… have you 

ever been stepped on with cleats? It sucks! And three times! Soccer is not a game where you are 

together that often. And if that person is still apologizing after three times… that person has a 

bigger problem than Carmen can handle. So, Carmen should tell the coach… get her some help”. 

Overall, no student in the EQUIP-NF Group failed to see some ambiguity in the problem 

scenario and most took a decentered perspective and perceived potential for a self-serving 

assuming the worst cognitive distortion.  

In contrast, participants in the Control Group generally did not perceive ambiguity and 

often agreed with the potential cognitive distortion. Results of the qualitative analysis 

demonstrate that five participants in the Control group reported no observation of ambiguity in 

the problem scenario. One response in particular demonstrates how a lack of uncertainty when 

estimating the intentionality of another person’s intentions can lead to an outright assuming the 

worst cognitive distortion. In this case, the respondent indicates that they “don’t think Carmen is 

misinterpreting because the girl did it too many times. The girl is probably trying to show people 
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she’s tough, you know, because she’s in a new school”. In this incident, the participant shows an 

awareness that the student is new, but rather than empathizing that the student may not yet grasp 

the soccer play or may have never played on a soccer team before, the participant instead 

assumes the worst about the new student in that she is trying to prove “she’s tough”. Despite the 

majority of participants in the Control group who did not perceive ambiguity in the situation nor 

potential for distorted thinking, two participants did report observing some ambiguity. One 

response stated that “unless she confronts the girl, she won’t know [whether the foot stepping 

was intentional] so she needs to confront the girl to find out what’s going on” and the other 

acknowledged potential that “the girl could just be clumsy, but it’s probably on purpose”.  

In combination with the qualitative interview results pertaining to emotion management 

strategies these interview results regarding participants perceptions for potential cognitive 

distortion contribute to the interpretation of the statistical findings pertaining to the How I Think 

(HIT) questionnaire. As explained in detail in Theme 3, the statistical findings from the Time 

‘across’ Groups and Time ‘within’ Group simple effects analyses suggest that participants anger 

inducing cognitive distortions decreased after completion of the EQUIP-NF Group treatment 

program, whereas the Control group did not experience change.  The qualitative interviews 

corroborate the statistical results, in that participants in the EQUIP-NF Group largely perceived 

ambiguity in the problem scenario and avoided the assuming the worst cognitive distortion, 

whereas the Control Group generally did not perceive ambiguity and somewhat agreed with the 

potential cognitive distortion.   

Theme 5: Outcomes re: Social Skills (EQUIP-NF Group Largely Suggested Specific and 

Operable Social Skills, Whereas the Control Group Tended to Propose General, 

Unmethodical Social Skills or “Confrontation”)  
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The sixth interview question posed to the qualitative research participants in both the 

EQUIP-NF Group and the Control Group was oriented around the same problem situation 

(adapted from DiBiase et al., 2012, p. 199) as outlined in Theme 3, which presented an 

ambiguous scenario that could induce an assuming the worst cognitive distortion. The sixth 

interview question asks participants to suggest social skills strategies that might help Carmen 

deal with the problem scenario in a more constructive manner. Participant responses to this 

question contribute to the understanding and interpretation of the quantitative results pertaining 

to the Social Skills Improvement System (SSIS) questionnaire.  

In the EQUIP-NF Group, interview coding results indicate that participants generally 

suggested specific and operable social skills. Suggestions were comprised of a wide variety of 

strategies including: Planning ahead for stressful conversation (suggested 2x); State the issue 

calmly (suggested 1x); Take a time-out if you need it (suggested 2x); Use “I” instead of “You” 

statements (suggested 3x); First, before acting, think ahead to the consequences (suggested 1x); 

and Make a constructive alternate suggestion (suggested 1x). For example, one of the 

respondents suggesting a time-out stated that “Carmen could just think deeply about whether this 

was just a mistake or maybe it was on purpose. But the important part is to take a step back from 

the situation maybe taking some time away from the soccer game – taking a few breaths - so she 

can think about it clearly – not automatically assuming the worst thing and then just acting 

violently”.  

Another participant response representing Theme 5: Outcomes re: operable and specific 

Social Skills for the EQUIP-NF Group illustrated the use of an “I” instead of “You” statements 

strategy. This participant provided the sequence of steps for effectively managing difficult 

conversations. Their advice for Carmen was that “he first needs to breath, get calm and then go 
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talk it out because if he confronts while he’s angry it probably won't end well. But when he is 

calm, he could use those “I” versus “You” words. Like, instead of “You stepped on my foot; You 

did this, and You did that”, in way that’s like blaming, he could say like, “Hey, I noticed you’ve 

been stepping on my foot. I’m getting hurt here. I’m not sure what's happening. Can you tell me 

what’s up with this?” Ya. He could say something like that, so you don’t start it out where your 

like, blaming them as much”. 

An additional qualitative finding for social skills outcomes was the overall willingness to 

tell the coach if they couldn’t resolve scenario on their own (suggested 10 times). In these cases, 

they were not deferring responsibility to the coach entirely but were instead open to requesting 

assistance if the problem situation continued despite their attempts to resolve it. For example, 

one participant acknowledged that “it might be helpful to tell the coach just for seeking guidance, 

not to deliberately get the other student in trouble for Carmen’s own revenge”.  Overall, 

qualitative findings regarding social skills outcomes in the EQUIP-NF Group evince specific and 

operable strategy suggestions. 

By comparison, participants in the Control Group tended to propose general, 

unmethodical social skills or “confrontation”. These responses covered a variety of suggestions 

including: Recommend “confronting” (suggested 3x); Blame the other person (suggested 1x); 

Try to talk it out but if that doesn’t work, get angry/get even (suggested 1x); Condones angry 

response (proposed 2x); Vague advice to resolve the situation (suggested 1x); Involve other 

students to deal with the dispute (suggested 1x); Resign the responsibility to the coach/teacher 

(suggested 1x); and Proposing avoidance – don’t talk to the other person (suggested 1x).  

An example illustrating the recommended tactic of confronting suggests that “Carmen 

needs to confront her and find out what the problem is”. The participant did not include any 
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advice to first calm down before this confrontation. The “blaming” proposition suggested that 

“Carmen has to think that this is not her own fault, the other girl has a problem with her, it’s the 

other girl’s fault”. While this type of blaming is an unproductive social skills strategy, it also 

represents a self-centered cognitive distortion given that the participant automatically assumes 

that the other person “has a problem with her” and the entire situation is the other person’s fault.  

In another Control group example demonstrating the social skills outcomes, a participant 

exhibits an initial good intention followed by an endorsement of anger and condonement of 

potentially getting even. In this case, the respondent suggests “I think first dialogue. But if the 

girl hurts her again… maybe Carman will just get mad. That’s normal right. She’s doing it on 

purpose. You should show her you aren’t going to just take it”. In another two responses, 

participants condoned an angry response outright. For example, “I would get really mad if 

someone stepped on me for no reason. Like, Carmen’s done nothing to her, so she has every 

right to be angry” and “if Carmen finds out the girl was doing it on purpose, she could try to get 

revenge. It might not be the best idea, but it might be what happens if she’s hurt and angry”. In 

essence, these examples demonstrate that the qualitative findings in the Control group regarding 

social skills outcomes evince general, unmethodical (and likely ineffective) social skills or vague 

suggestions for confrontation that could potentially escalate the situation, even if only 

unintentionally. 

These qualitative interview results contribute to the interpretation of the statistical 

findings pertaining to the Social Skills Improvement System (SSIS) questionnaire, in which Time 

‘across’ Groups simple effects analyses evinced no statistically significant difference in anger 

inducing cognitive distortions between the Control and EQUIP-NF Groups at the time of pre-test 

(F = .00, p = .985) but a statistically significant difference was found at post-test (F = 8.01, p < 
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.006). In addition, Time ‘within’ Group simple effects analysis demonstrated no statistically 

significant difference from pre-test to post-test in the Control group (F = .65, p = .423) but a 

statistically significant difference was found from pre-test to post-test in the EQUIP-NF Group 

(F = 84.86, p < .001). In practical terms, these statistical findings suggest that participants social 

skills acquisition improved after the completion of the EQUIP-NF Group treatment program, 

whereas the Control group did not experience change in social skills proficiencies.  The 

qualitative interviews corroborate the statistical results, in that participants in the EQUIP-NF 

Group largely suggested specific and operable social skills, whereas the Control Group tended to 

propose general, unmethodical social skills or vague suggestions for confrontation. 

Theme 6: Outcomes re: Socio-Moral Reasoning (EQUIP-NF Group Participants Were 

Averaging Stage 3 Mature Moral Reasoning Whereas the Control Group Evinced a Broad 

Variation Spanning from Stage 1 Immature to Stage 3 Mature Moral Reasoning) 

The seventh interview question, presented to the qualitative research participants in both 

the EQUIP-NF Group and the Control Group, was oriented around the same problem situation 

(adapted from DiBiase et al., 2012, p. 199) as outlined in Theme 3, which illustrated an 

ambiguous scenario that could induce an assuming the worst cognitive distortion. The seventh 

set of interview questions probed participants socio-moral decision-making outcomes. 

Participant responses to this question contribute to the understanding and interpretation of the 

quantitative outcomes pertaining to the Socio-moral Reflection Measure – Short Form (SRM-SF) 

questionnaire.  

In the EQUIP-NF Group, interview coding results indicate that participants were 

averaging a Stage 3 – Mature Moral Reasoning level in their responses. More specifically, eight 

responses evinced a Stage 3 Mature level, indicative of prosocial intentions. Of these, four 
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statements demonstrated concern in regard to harm/wellbeing of the other person. For example, 

one respondent expressed concern for the consequences to the entire team in the statement that 

“[Carmen] shouldn’t try to get even. It’s not going to help, and it will probably even make 

Carmen look bad as a player, it’s un-sportsmanship. It could also even affect the whole team if 

she escalated things with this teammate”. The other examples demonstrated the Stage 3 Mature 

level through empathic concern such as; “if the other student has been bullied at their previous 

school, Carmen should tell the coach about what is going on now because maybe this is a pattern 

the girl has picked up and may continue to do for like, years, which is definitely not okay. So, 

she may need help to stop the problem. And maybe even a friendship could come of this because 

if Carmen knows the situation about past bullying, she could even try and help the girl now”. 

While the EQUIP-NF Group interview participants were averaging a Stage 3 – Mature 

Moral Reasoning, there were three participants that provided responses coded at the Stage 1(2) 

Transitional Level, which the intermediary phase between Stage 1 immaturity and Stage 2 

reasoning related to instrumental exchanges. This transitional stage is typified by concern 

regarding consequences that may result for themselves. For example, one responded was 

concerned that “if Carmen tries to get even, the other student could tell the coach and then it 

would be Carmen who gets cut from the team and we don’t want that”.  With the 

acknowledgement of these three responses coded at the Stage 1(2) transitional level, the 

qualitative findings regarding socio-moral reasoning outcomes in the EQUIP-NF Group evinced 

a majority of Stage 3 Mature Moral Reasoning level responses. 

In contrast, participants in the Control Group demonstrated a broad variation ranging 

from the Stage 1: Immature level through to the Stage 3: Mature level. More specifically, there 

were four responses coded as Stage 1: Immature Level (demonstrating concern with 
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rules/authority), one response coded at Stage 1(2): Immature Transitional Level (demonstrating 

concern with personal consequences), one response coded at Stage 2(3): Transition out of 

Immature Level (demonstrating conscience emerging as annoyance), and three responses coded 

at Stage 3: Mature Level (demonstrating prosocial intentions). Stage 1: Immature level responses 

demonstrate a concern for rules and authority, for example “if it keeps happening then she knows 

the other girl is out to get her. Then she should report it to an authority because you are in a 

school game. School has rules”. The Stage 1(2) Transition level characterized by reasoning 

related to instrumental exchanges, is exhibited in responses concerned with personal 

consequences, for example “plus, you said Carmen is popular, she has a reputation to protect”. 

Stage 3 Mature Level responses are illustrated by responses demonstrating prosocial intentions, 

for example, appeals for morality beyond mere eye-for-an-eye exchanges. An example 

representing the Stage 3 Mature Level in the Control group is exhibited by the following 

responded who posited that “it goes along with that quote… well everyone says, I’m pretty sure 

it goes ‘an eye for an eye and the whole world goes blind’ so ya”. Overall, these examples 

demonstrate that the qualitative findings in the Control group regarding socio-moral reasoning 

outcomes expand a broad variation, ranging from the Stage 1: Immature level through to the 

Stage 3: Mature level. 

These qualitative interview results contribute to the interpretation of the statistical 

findings pertaining to the Socio-moral Reflection Measure – Short Form (SRM-SF) 

questionnaire, in which Time ‘across’ Groups simple effects analyses evinced no statistically 

significant difference in anger inducing cognitive distortions between the Control and EQUIP-

NF Groups at the time of pre-test (F = .29, p = .593) but a statistically significant difference was 

found at post-test (F = 12.77, p < .001). In addition, Time ‘within’ Group simple effects analysis 
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demonstrated no statistically significant difference from pre-test to post-test in the Control group 

(F = 1.33, p = .252) but a statistically significant difference was found from pre-test to post-test 

in the EQUIP-NF Group (F = 42.13, p < .001). In practical terms, these statistical findings 

suggest that participants socio-moral reasoning was more mature after the completion of the 

EQUIP-NF Group treatment program, whereas the Control Group did not experience change in 

socio-moral reasoning.   

More germane to the qualitative socio-moral reasoning stage ranges (i.e. with the Control 

group ranging from Stage 1 to 3 and the EQUIP-NF Group demonstrating less range with most 

participants evincing the Stage 3 level), are the descriptive statistics results for the SRM-SF. It 

noteworthy to compare and contrast this qualitative finding with the quantitative statistics. The 

statistical results indicate that at the time of post-test, standard deviation in the EQUIP-NF 

Group and the Control Group was very similar at the time of post-test (SD = 27.89; SD = 27.02), 

respectively. In other words, there both groups’ scores scattered around their respective means 

with similar variance. It is plausible to assume that the EQUIP-NF Group’s emersion in 

perspective-taking opportunities had consistently instilled the values of keeping promises 

(responsibility, compassion), telling the truth (honesty), helping others (cooperation), valuing life 

(respect for life), not stealing (respect for property, rights, and freedoms), and obeying the law 

(justice, reciprocity and respect for autonomy) and that these exercises resulted in participants 

ability to provide more consistent Stage 3 Mature responses. 

Theme 7: Impact of EQUIP-NF Group Treatment Program on Participants in the 

Experimental Condition Includes Relevance to Future Career Goals and Educational 

Projects; and Impact on Everyday Behaviour and Interpersonal Interactions re: Anger 
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Management, Decentering/Perspective-Taking, and Planning Ahead for Difficult 

Conversations 

The eighth and ninth interview questions, posed to the qualitative research participants in 

the EQUIP-NF Group, asked participants about the impact the program had on their everyday 

life and whether the knowledge and skills covered during the unit had any effect on their routine 

behaviour. The role of these questions is to help postulate the practical impacts of the integrated 

treatment program on students in this study, which may further explain and/or expand beyond 

the limits of the quantitative experimental results. 

The qualitative analysis produced three sub-codes within Theme 7: Impact of treatment 

program (EQUIP Approach delivered through a Narrative Filmmaking Pedagogy). These sub-

codes include a) relevance to career future goals; b) relevance to future educational projects; c) 

impact on everyday behaviour and interpersonal interactions (in terms of anger management, 

decentering/perspective-taking, and planning ahead for difficult conversations).  More precisely, 

two respondents referred to the integrated treatment program’s relevance to their future career 

goals in the communication technology/media field. For example, one participant thought that 

“it’s good especially because I want to go into the field of media so it’s helpful to see how this 

[mind activity and self-talk] can all tie into movie making” while the other participant “thought 

the script writing was very interesting to learn and [they] would like to apply that to other 

projects especially because [they would] like to go into script writing in the future and learn 

more about that”.  

Not only did participants find the integrated program relevant to future career goals, they 

also suggested it was relevant to future educational projects in their Technological Education 

courses. For example, one respondent declared “what I found most important mostly pertains to 



 

 

256 

 

film, like there were a lot of tools, techniques that were given to us that are part of the program 

you taught us that work will in film. Like, “mind activity” and this is where you would want to 

get a good close-up shot of someone’s eyes to show emotion and then have a voice over talking 

in their head and stuff like that. So, this is how I would use it future film projects”.  Another 

participant referred to the balance between working on film editing independently but being able 

to draw on other group members for support. They asserted that “the iMovie was really good. 

Because back in elementary school we did it, but the movie editing was done by the students 

who already knew how to do it. But here we all learned how it worked and I learned how to 

make stuff. And we worked it out in groups, so that was good”. In this sense, the collaborative 

component of group work experienced in the EQUIP-NF Group was recognized as beneficial. In 

addition to these references to the integrated program’s relevance to future educational projects 

within the Technological Education field, two participants cited cross-curricular connections. For 

example, one participant referred to drama class, stating that “for script writing, like, I take 

drama and for our culminating task we have to write plays, so like now I’m going to know how 

to actually format a script properly and to clearly write instructions for what I want to happen in 

the scene. So, I think that was what I found most helpful”. The other participant referred to cross-

curricular application in the context of making a video for any future class in general. This 

participant “thought it was important that we learned how to make these videos because maybe 

in a future class, a future project we may need to make a video. So, we can use these skills we 

learned, like editing to create the video an make it look somewhat professional at least”. 

The majority of respondents referred to the programs’ impact on their everyday 

behaviour and interpersonal interactions. More precisely, nine respondents referred to an impact 

on their own anger management and social skills with practical implications for their homelife. 
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For example, this participant notes a change in their ability to identify and contend with anger 

inducing cognitive distortions as they indicate that “the most important thing I learned from this 

unit was how to take these lessons and integrate it into my everyday life, my everyday problems 

and now I can definitely see what I’m doing. So now like, if something is going wrong between 

me and my friends, I think hey, maybe I’m assuming the worst, and definitely, before this, I 

wouldn’t have done that. I probably would have just got mad right away”. Another student 

humbly admitted that “I basically have a problem with anger, but I’ve learned there are ways that 

I can control it better. In my home situation, it’s important because I can see we might be 

misunderstanding each other’s intention and a big argument can happen just because everybody 

is making assumptions and not communicating”.  In a different example, one respondent refers to 

a specific personal incident, which they would retrospectively manage differently. They explain 

“I thought the thinking errors and even the self-talk was interesting to learn about because a few 

months ago I was in a big conflict and like, I was the person who was assuming the worst. It was 

very climactic and so now I can see, if I could go back, I would do the “I” over “You” statements 

for sure instead of just assuming the worst”. 

Four participants also referred to the impact on their ability to decenter and perspective-

take. For example, one respondent declared that “the most important thing I learned in this unit 

was how to cope with difficult situations. Like, sometimes at home, with my brothers we blame 

each other even they didn’t do anything or assume the worst even if something was done by 

accident. The stuff we learned can help me see that thinking. And then I can try to see it a 

different way”. In a separate example, the respondent maintained that “the program has helped 

me to think about being more empathetic to other people and not to just think only about myself 
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and the personal benefits that I want to get out of something… like, what are other people’s 

needs, feelings”. 

One particularly interesting finding was the connection that one participant drew between 

script writing and planning ahead for what to say in a difficult conversation. They explained that 

“I’ve also seen how having a script helps you plan ahead for what your characters will say in 

your movie but like, we talked about, how sometimes we can almost like, script what we are 

going to say in to get around an argument, you know, so it’s not just an outburst that you haven’t 

thought about at all, you just snap out angry words with no thinking. But you’d have to calm 

down first so you think about what you could say instead”. This finding suggests that it may not 

have occurred to some students, prior to the intervention, that it is important to pre-plan difficult 

conversations. 

Theme 7, regarding the impact of treatment program (i.e., the EQUIP Approach delivered 

through a Narrative Filmmaking Pedagogy), helped to elucidate the practical impacts of the 

program in a manner that further explains and expands upon the outcomes of the quantitative 

experimental results. From these qualitative findings it was determined that the integrated 

program impacted students in a manner that included and exceeded the results pertaining to the 

improvement of the 3Ds (distorted anger inducing cognitions, deficient social skills, and delayed 

socio-moral reasoning). These additional impacts included future career goals and educational 

projects, impacts on everyday behaviour and strategies for planning ahead for difficult 

conversations with scripted preparation. 

Summary of Qualitative Results 

The qualitative research findings addressed the third research question, how do the 

thoughts, feelings, perceptions, and insights of both the student in the EQUIP-NF Group 
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treatment program and those in the Control Group experiencing the regular method of Character 

Education explain and/or expand on the experimental results? In accordance with the Anfara et 

al. recommendation for analytic openness, the researcher presented the details of the coding 

framework, the code map, and the matrix of quantitative and qualitative findings in separate 

documentational tables. The major qualitative findings revealed the following seven themes: 

Theme 1: Process of program implementation – the Control Group experienced an 

implicit and informal values education approach.   

Theme 2: Process of program implementation – the EQUIP-NF Group reported an 

enjoyable experience with the program and a smooth integration of the EQUIP Approach as it 

was delivered through narrative filmmaking, with limited critique.   

Theme 3: Outcomes re: Anger Management – the EQUIP-NF Group proposed 

effective pro-active emotion regulation strategies and personal agency, whereas the Control 

Group proposed limited self-regulation and avoidance strategies.   

Theme 4: Outcomes re: Cognitive Distortions – the EQUIP-NF Group largely 

perceived ambiguity in the problem scenario and avoided the assuming the worst cognitive 

distortion, whereas the Control Group generally did not perceive ambiguity and often agreed 

with the potential cognitive distortion.   

Theme 5: Outcomes re: Social Skills – the EQUIP-NF Group largely suggested specific 

and operable social skills, whereas the Control Group tended to propose general, unmethodical 

social skills or ‘confrontation’.   

Theme 6: Outcomes re: Socio-Moral Reasoning – the EQUIP-NF Group participants 

were averaging Stage 3 Mature Moral Reasoning, whereas the Control Group evinced a broad 

variation spanning from State 1 Immature to Stage 3 Mature Moral Reasoning.   



 

 

260 

 

Theme 7: Impact of the treatment program (i.e., the EQUIP Approach delivered 

through a Narrative Filmmaking Pedagogy) - the participants in the experimental condition 

reported the program’s relevance to their future career goals and educational projects, a 

constructive impact on their everyday behaviour and their interpersonal interactions regarding 

anger management, decentering/perspective-taking, and planning ahead for difficult 

conversations.   

Summary of Chapter Four 

This chapter presented the quantitative and qualitative data analysis findings which 

addressed the two research questions of this study:  

Quantitative Questions 

1. Is there a relationship between the three dependent psychometric measures, the How I 

Think (HIT) questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-

RS), and the Socio-moral Reflection Measure–Short Form (SRM-SF)? 

• Statistical test: Pearson Correlation Analysis 

2. Do the groups (EQUIP-NF Group and Control Group) differ across the HIT, the SSIS-RS, 

and the SRM-SF from pre-test to post-test? 

• Statistical test: Multivariate Analysis of Variance (MANOVA) 

Qualitative Questions 

1. How do the thoughts, feelings, perceptions, and insights of participants in the EQUIP-NF 

Group and the Control Group explain and/or expand on the experimental results? 

• Qualitative data source and analysis: hybrid deductive/inductive thematic coding 

approach to coding participant interview data 

Summary of Quantitative Findings 
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Given that the research design of this mixed methods study gave priority to quantitative 

over qualitative results (QUAN + qual), quantitative results were provided first. These results 

described the procedures for data cleaning, the analysis of the assumptions of MANOVA, the 

correlational analysis results, multivariate analysis, follow-up univariate analysis, and simple 

effects were reported and discussed in relation to the quantitative research questions #1 and #2. 

The following synopsis outlines the major quantitative findings.  

Correlation Analysis 

The correlation analysis was conducted to address the first research question: Is there a 

relationship between the three dependent psychometric measures, the How I Think (HIT) 

questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the Socio-

moral Reflection Measure–Short Form (SRM-SF)? Results of the Pearson correlation analysis 

confirmed acceptable levels correlations between dependent variables was confirmed (i.e. not too 

highly correlated but not unrelated theoretically), which warranted further Multivariate Analysis 

of Variance (MANOVA). 

Multivariate Analysis of Variance 

A 2 x 2 repeated measures MANOVA was conducted to address the second research 

question: Do the groups (EQUIP-NF Group and Control Group) differ across the HIT, the SSIS-

RS, and the SRM-SF from pre-test to post-test? This was a mixed design with between subjects 

(i.e., Control or EQUIP-NF Group) and within subjects (i.e., pre-test and post-test of the Time 

factor). The researcher reports that all assumptions of MANOVA were satisfied (i.e., 

independence, categorical interval dependent variables, normal distribution, homoscedasticity, 

sphericity, absence of univariate and multivariate outliers, multicollinearity and singularity).  
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The multivariate results from the HIT, SRM-SF, SSIS omnibus test indicate the 

multivariate effect for the Time x Group interaction was statistically significant (F (3,98) = 

32.608, p < .001, h2 = .500, Wilk’s λ = .500). Thus, across the 3 dependent variables, the 

difference between the EQUIP-NF Group and Control Group at the time of pre-test was different 

from the difference between the EQUIP-NF Group and Control Group at the time of post-test. 

The practical significance, as interpreted using Cohen’s (1988) conventions, suggests an effect 

size of .500 is medium. Given the statistically significant multivariate Time x Group interaction, 

further post hoc univariate analyses were warranted to further assess the individual dependent 

variables (HIT, SRM, SSIS). It is noted that multivariate main effects were not interpreted 

because there was a significant multivariate Time x Group interaction. 

Univariate Analysis of Variance 

Univariate post hoc tests were conducted to determine which of the single effects of each 

dependent variable are statistically significant through follow-up ANOVAs. The univariate 

ANOVA for the Time x Group interaction was statistically significant (p < .001) for all three 

dependent variables. More specifically, a statistically significant interaction between Time and 

Group was found for the HIT (F (1,100) = 50.116, p < .001, h2 = .334). That is, the difference 

between the EQUIP-NF Group and the Control Group at pre-test was different than at post-test 

for the HIT variable. Cohen’s (1988) conventions of interpretation suggest the practical 

significance of the effect size of 33.4 is considered small to medium. A statistically significant 

interaction was found between Time and Group for the SRM-SF (F (1,100) = 27.59, p < .001, h2 

= .216). Therefore, the difference between the EQUIP-NF Group and the Control Group at pre-

test was different than at post-test for the SRM-SF variable. The practical significance of an 

effect size of 21.6 is considered small. A statistically significant interaction between Time and 
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Group for the SSIS (F (1,100) = 46.849, p < .001, h2 = .319). Therefore, the difference between 

the EQUIP-NF Group and the Control Group at pre-test was different than at post-test for the 

SSIS variable. The practical significance of an effect size of 31.9 is considered small. It is noted 

that univariate main effects were not interpreted because there was a significant univariate Time 

x Group interaction for each dependent variable. 

Due to the significant Time x Group interactions in the ANOVA results for each 

dependent variable (HIT, SRM, and SSIS), simple effects analyses were needed to break down 

the nature of the interaction term to assess a) changes across Time (Pre-test to Post-test) for the 

EQUIP-NF Group and the Control Group; and b) whether there was a statistical difference 

between Control Group and in the EQUIP-NF Group at pre-test and at post-test. 

Simple Effects 

A summary of the simple effects results shown in Table 23 are succinctly expressed as 

follows. Simple effects analyses of Time ‘across’ Group indicate that at the time of pre-test the 

Control and the EQUIP-NF Groups were not significantly different in terms of a) HIT anger 

inducing cognitive distortions (F = .28, p = .601); b) SRM-SF socio-moral reasoning (F = .29, p 

= .593); and c) SSIS social skills (F = .00, p = .985). Conversely, simple effects results indicate 

that at the time of post-test the Control and the EQUIP-NF Groups were significantly different 

in terms of: a) HIT anger inducing cognitive distortions (F = 18.32, p < .001); b) SRM-SF socio-

moral reasoning (F = 12.77, p < .001); and c) SSIS social skills (F = 8.01, p = .006). 

Simple effects analyses of Time ‘within’ Group indicate that no statistically significant 

change occurred from the time of pre-test to the time of post-test for the Control group in terms 

of: a) HIT anger inducing cognitive distortions (F = .87 p = .353); b) SRM-SF socio-moral 

reasoning (F = 1.33, p = .252); and c) SSIS social skills (F = .65, p = .423). Conversely, the 
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EQUIP-NF Group experienced a statistically different change from the time of pre-test to the 

time of post-test in terms of: a) HIT anger inducing cognitive distortions (F = 88.73, p < .001); 

b) SRM-SF socio-moral reasoning (F = 42.13, p < .001); and c) SSIS social skills (F = 84.86, p 

< .001). 

Summary of Qualitative Findings 

After the quantitative results, the qualitative analysis of the interview data is provided. The 

qualitative research findings addressed the third research question, how do the thoughts, feelings, 

perceptions, and insights of both the student’s in the EQUIP-NF Group and Control Group 

experiencing regular method of Character Education explain and/or expand on the experimental 

results? In accordance with the Anfara et al. recommendation for analytic openness, the 

researcher presented the details of the coding framework, the code map, and the matrix of 

quantitative and qualitative findings in separate documentational tables. The major qualitative 

findings revealed the following seven themes: 

Theme 1: Process of program implementation – the Control Group experienced an 

implicit and informal values education approach.   

Theme 2: Process of program implementation – the EQUIP-NF Group reported an 

enjoyable experience with the program and a smooth integration of the EQUIP Approach 

delivered within the regular subject curriculum through filmmaking, with limited critique.   

Theme 3: Outcomes re: Anger Management – the EQUIP-NF Group proposed 

effective pro-active emotion regulation strategies and personal agency, whereas the Control 

Group proposed limited self-regulation and avoidance strategies.   

Theme 4: Outcomes re: Cognitive Distortions – the EQUIP-NF Group largely 

perceived ambiguity in the problem scenario and avoided the assuming the worst cognitive 
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distortion, whereas the Control Group generally did not perceive ambiguity and often agreed 

with the potential cognitive distortion.   

Theme 5: Outcomes re: Social Skills – the EQUIP-NF Group largely suggested specific 

and operable social skills, whereas the Control Group tended to propose general, unmethodical 

social skills or ‘confrontation’.   

Theme 6: Outcomes re: Socio-Moral Reasoning – the EQUIP-NF Group participants 

were averaging Stage 3 Mature Moral Reasoning, whereas the Control Group evinced a broad 

variation spanning from State 1 Immature to Stage 3 Mature Moral Reasoning.   

Theme 7: Impact of the treatment program (i.e., the EQUIP Approach delivered 

through a Narrative Filmmaking Pedagogy) – the participants in the experimental condition 

reported the program’s relevance to their future career goals and educational projects, a 

constructive impact on their everyday behaviour and their interpersonal interactions regarding 

anger management, decentering/perspective-taking, and planning ahead for difficult 

conversations.   
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CHAPTER FIVE:  SUMMARY, LIMITATIONS, IMPLICATIONS,  

AND RECOMMENDATIONS 

The foregoing chapter provided the results of this mixed-methods study, which addressed 

the following quantitative research questions: 1) Is there a relationship between the three 

dependent psychometric measures, the How I Think (HIT) questionnaire, the Social Skills 

Improvement System - Rating Scale (SSIS-RS), and the Socio-moral Reflection Measure–Short 

Form (SRM-SF)? and 2) Do the groups (EQUIP-NF Group and Control Group) differ across the 

HIT, the SSIS-RS, and the SRM-SF from pre-test to post-test? In addition, the following 

qualitative research question was addressed: 3) How do the thoughts, feelings, perceptions, and 

insights of both the students in the EQUIP-NF Group and those in the Control Group 

experiencing the regular method of Character Education explain and/or expand on the 

experimental results? Following the results, a discussion of the quantitative results, qualitative 

results and integrated matrix of mixed methods results interpreted and described the significance 

of those findings in light of what has already been determined by previous research.  

The subsequent sections of Chapter 5 seek to draw out new understandings and insights 

that address this study’s research questions and the overall background problem that delimited 

the boundaries of current study. This discussion will first survey the research design and major 

findings of the mixed-method results. The remainder of Chapter 5 will provide an account of the 

limitations of the research, implications for theory, implications for practice, and 

recommendations for future research. In this sense, this section will not only explain how the 

current study filled a gap in terms of elucidating how the multi-component EQUIP Approach 

(DiBiase et al., 2012) program can be implemented as an effective, integrated means of 
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Character Education, but also reveal new gaps and how these overtures may be explored through 

future research. 

Survey of the Research Design and Major Findings of the Quantitative  

and Qualitative Results 

 This summative survey of the current study provides a précis of: a) the background to the 

research problem, b) the study problem in context, c) the purpose of the study, d) the theoretical 

framework, e) the three research questions and associated data sources, f) main quantitative 

findings, and g) main qualitative findings. 

Background to the Research Problem 

The larger context of the research problem concerns an area of teaching practice that 

points to a need for further investigation. More specifically, Ontario’s Ministry of Education’s 

Character Development initiative, requires teachers to embed Character Development within 

their regular subject areas. This initiative covers a broad range of learning objectives which 

include outcomes that “address the cognitive, affective and behavioural domains” of Character 

Development to help students develop a sense of “care,” “a depth of self-awareness,” “non-

violent problem resolution,” and “social responsibility”. Due to these broad range of goals, the 

Character Education program has been rebuked for being conceptually ambiguous, and lacking 

research-based strategies for implementation (Bajovic et. al., 2009). The concern is that an 

ambiguous program leaves the teacher to “trial-and-error attempts”, which renders the success of 

Character Development implementation “random rather than intentional and reproducible” 

(Bajovic et. al., 2009). Rather than being conceptually ambiguous, or unidimensional, effective 

programs are multi-faceted such that they impact a set of psychological components including 

empathy, moral reasoning, and pro-social behaviour (Berkowitz & Bier, 2005). 
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Therefore, there is a need to examine empirically, a coherent multicomponent psycho-

educational programs, which can be integrated into regular curricula in order that the program 

satisfies the regular subject learning expectations concurrently with the expectations of Ontario’s 

Character Development initiative (i.e., addressing “the cognitive, affective and behavioural 

domains” as well as helping students develop a “depth of self-awareness”). The EQUIP 

Approach (DiBiase et al., 2012) is a psycho-educational program that concentrates on each of 

those domains identified in the Character Development initiative. The current study used 

narrative filmmaking as a pedagogical tool for implementing the EQUIP Approach. While there 

is evidence to support the efficacy of the EQUIP Approach in its own right (DiBiase, 2010; Van 

der Velden, Brugman, Boom & Koops, 2010; Van der Meulen, Granizo, and del Barrio, 2010), 

the effectiveness of using narrative filmmaking as a pedagogy for implementing the program has 

not been evaluated. 

Problem Statement 

Research was needed to examine the efficacy of narrative pedagogy for delivering the 

EQUIP Approach (DiBiase et al., 2012) as means of developing constructive social behavioural 

skills, social-moral decision making, and anger management in correcting self-serving cognitive 

distortions, and its qualitative effectiveness (in terms of a sub-sample of students’ impressions of 

the program, in addition to their experiences, thoughts, feelings, and behaviours). 

Research Purpose 

The aim of this study was to examine the efficacy of narrative pedagogy for delivering 

the EQUIP Approach with respect to a) its ability to quantifiably develop students’ skills in 

moral reasoning, anger management, and social skills (which are attributes that will satisfy the 

mandate of Ontario’s Character Education initiative), and b) qualitative interpretations of a sub-
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sample of students with regard to their experiences, thoughts, feelings, and behaviours. The 

integrated program’s effectiveness was assessed as it was implemented within the context of a 

Technological Education course. 

Theoretical Framework 

The research was grounded in the theoretical framework of Gibbs’ (2014) neo-

Kohlbergian moral co-primacy theory, which interprets the moral domain as a dual-process 

composite of the two synergistic, complementary but irreducible elements of a) the Cognitive (as 

in, the “justice” concerned rational aspect), and b) the Affective (as in, the “good”, concerned 

with the emotional care-based aspect). Gibbs’ (2014) body of work is concerned with addressing 

the multi-components of anti-social behaviour and moral development. These components 

include the “3 Ds”: 1) Distorted Cognition (which involves the ability to manage anger inducing 

self-serving thinking error orientations of blaming others, assuming the worst, and 

minimizing/mislabeling problem behaviour, 2) Deficient Social Skills (which involves the ability 

to effectively communicate to resolve problems), and 3) Delayed Socio-Moral Reasoning (which 

involves the ability to reverse perspectives with others, to empathize, and to feel concern 

regarding harm and care). 

Quantitative Research Questions 

The current study addressed the following two quantitative research questions: 1) Is there a 

relationship between the three dependent psychometric measures, the How I Think (HIT) 

questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the Socio-

moral Reflection Measure–Short Form (SRM-SF)? The Statistical test associated with this 

question was the Pearson Correlation Analysis. The second quantitative question was: 2) Do the 

groups (EQUIP-NF Group and Control Group) differ across the HIT, the SSIS-RS, and the SRM-
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SF from pre-test to post-test? The statistical test associated with this second research question 

was Multivariate Analysis of Variance (MANOVA). 

 

Qualitative Research Questions 

 The study then addressed the following qualitative research question: 3. How do the 

thoughts, feelings, perceptions, and insights of participants in the EQUIP-NF Group (treatment 

program) and those in the Control Group (regular method of Character Education) explain and/or 

expand on the experimental results? The qualitative data source and analysis associated with this 

research question was hybrid deductive/inductive thematic coding approach to coding participant 

interview data. 

Synopsis of Quantitative Findings 

The initial correlation analysis was conducted to address the first research question: Is 

there a relationship between the three dependent psychometric measures, the How I Think (HIT) 

questionnaire, the Social Skills Improvement System - Rating Scale (SSIS-RS), and the Socio-

moral Reflection Measure–Short Form (SRM-SF)? Results of the Pearson correlation analysis 

confirmed acceptable levels correlations between dependent variables was confirmed (i.e., not 

too highly correlated but not unrelated theoretically), which warranted further Multivariate 

Analysis of Variance (MANOVA). 

A 2 x 2 repeated measures MANOVA was conducted to address the second research 

question: Do the groups (EQUIP-NF Group and Control Group) differ across the HIT, the SSIS-

RS, and the SRM-SF from pre-test to post-test? This was a mixed design with between subjects 

(i.e., Control Group or EQUIP-NF Group) and within subjects (i.e., pre-test and post-test of the 

Time factor). The researcher reports that all assumptions of MANOVA were satisfied (i.e., 
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independence, categorical interval dependent variables, normal distribution, homoscedasticity, 

sphericity, absence of univariate and multivariate outliers, multicollinearity and singularity).  

The multivariate results from the HIT, SRM-SF, SSIS omnibus test indicate the 

multivariate effect for the Time x Group interaction was statistically significant. Thus, across the 

three dependent variables, the difference between the EQUIP-NF Group and Control Group at 

the time of pre-test was different from the difference between the EQUIP-NF Group and Control 

Group at the time of post-test. The practical significance suggests that the effect size was large. 

Given the statistically significant multivariate Time x Group interaction, further post hoc 

univariate analyses were warranted to further assess the individual dependent variables (HIT, 

SRM, SSIS). It is noted that multivariate main effects were not interpreted because there was a 

significant multivariate Time x Group interaction. 

Univariate post hoc tests were conducted to determine which of the single effects of each 

dependent variable are statistically significant through follow-up ANOVAs. The univariate 

ANOVA for the Time x Group interaction was statistically significant (p < .001) for all three 

dependent variables. More specifically, a statistically significant interaction between Time and 

Group was found for the HIT. That is, the difference between the EQUIP-NF Group and the 

Control Group at pre-test was different than at post-test for the HIT variable. The practical 

significance of the effect size was considered large. A statistically significant interaction was 

found between Time and Group for the SRM-SF. Therefore, the difference between the EQUIP-

NF Group and the Control Group at pre-test was different than at post-test for the SRM-SF 

variable. The practical significance of the effect size was considered large. A statistically 

significant interaction between Time and Group for the SSIS was found. Therefore, the 

difference between the EQUIP-NF Group and the Control Group at pre-test was different than at 
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post-test for the SSIS variable. The practical significance of the effect size was considered large. 

It is noted that univariate main effects were not interpreted because there was a significant 

univariate Time x Group interaction for each dependent variable. 

Due to the significant Time x Group interactions in the ANOVA results for each 

dependent variable (HIT, SRM, and SSIS), simple effects analyses were needed to break down 

the nature of the interaction term to assess a) changes across Time (Pre-test to Post-test) for the 

EQUIP-NF Group and the Control Group; and b) whether there was a statistical difference 

between Control Group and in the EQUIP-NF Group at pre-test and at post-test. 

A summary of the simple effects results is succinctly expressed as follows. Simple effects 

analyses of Time ‘across’ Group indicate that at the time of pre-test the Control and the EQUIP-

NF Groups were not significantly different in terms of a) HIT anger inducing cognitive 

distortions, b) SRM-SF socio-moral reasoning, and c) SSIS social skills. Conversely, simple 

effects results indicate that at the time of post-test the Control and the EQUIP-NF Groups were 

significantly different in terms of a) HIT anger inducing cognitive distortions, b) SRM-SF socio-

moral reasoning, and c) SSIS social skills. 

Simple effects analyses of Time ‘within’ Group indicate that no statistically significant 

change occurred from the time of pre-test to the time of post-test for the Control group in terms 

of a) HIT anger inducing cognitive distortions, b) SRM-SF socio-moral reasoning, and c) SSIS 

social skills. Conversely, the EQUIP-NF Group experienced a statistically different change from 

the time of pre-test to the time of post-test in terms of a) HIT anger inducing cognitive 

distortions, b) SRM-SF socio-moral reasoning, and c) SSIS social skills. 

Synopsis of Qualitative Findings 

The qualitative research findings addressed the third research question, how do the 
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thoughts, feelings, perceptions, and insights of participants in the EQUIP-NF Group and those in 

the Control Group (receiving the regular method of Character Education) explain and/or expand 

on the experimental results? In accordance with the Anfara et al. recommendation for ‘analytic 

openness’, the researcher presented the details of the coding framework, the code map, and the 

matrix of quantitative and qualitative findings in separate documentational tables. Table 38 

summarizes the seven major qualitative findings that emerged from those analyses. 
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Table 38 
 
Seven Main Qualitative Findings 
  

Qualitative Theme Qualitative Theme Operationalized 

THEME 1: 
Process of Program Implementation  
(Control Group) 

• the Control Group experienced an implicit and 
informal values education approach.   

THEME 2: 
Process of Program Implementation 
(EQUIP-NF Group) 

• the EQUIP-NF Group reported an enjoyable 
experience with the program and a smooth 
integration of the program concurrently 
delivered within the regular subject curriculum, 
with limited critique.   

THEME 3: 
Outcomes re: Anger Management 

• the EQUIP-NF Group proposed effective pro-
active emotion regulation strategies and 
personal agency, whereas the Control Group 
proposed limited self-regulation and avoidance 
strategies.   

THEME 4: 
Outcomes re: Cognitive Distortions 

• the EQUIP-NF Group largely perceived 
ambiguity in the problem scenario and avoided 
the assuming the worst cognitive distortion, 
whereas the Control Group generally did not 
perceive ambiguity and often agreed with the 
potential cognitive distortion.   

THEME 5: 
Outcomes re: Social Skills 

• the EQUIP-NF Group largely suggested 
specific and operable social skills, whereas the 
Control Group tended to propose general, 
unmethodical social skills or ‘confrontation’.   

THEME 6: 
Outcomes re: Socio-Moral Reasoning 

• the EQUIP-NF Group participants were 
averaging Stage 3 Mature Moral Reasoning, 
whereas the Control Group evinced a broad 
variation spanning from State 1 Immature to 
Stage 3 Mature Moral Reasoning.   

THEME 7: 
Impact of treatment program (EQUIP 
Approach delivered through a 
Narrative Filmmaking Pedagogy) 

• the participants in the experimental condition 
reported the program’s relevance to their future 
career goals and educational projects, a 
constructive impact on their everyday 
behaviour and their interpersonal interactions 
regarding anger management, 
decentering/perspective-taking, and planning 
ahead for difficult conversations.   
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Significance of the Mixed-Methods Findings 

The quantitative findings evince the effectiveness of the treatment in the EQUIP-NF 

Group with respect to its ability to reduce students’ anger inducing cognitive distortions, to 

develop students’ moral reasoning skills, and to improve social skills. The qualitative findings 

maintain the quantitative results demonstrating the effectiveness of the treatment experienced by 

the EQUIP-NF Group. Moreover, the qualitative findings expand upon the quantitative results by 

revealing the ease of integration with the regular Technological Education curriculum related to 

the unit of filmmaking, students’ demonstrable strategies for managing anger inducing cognitive 

distortions, operable social skills, and incremental progress toward stage 3 mature moral 

reasoning. 

More germane to the larger contextual background to the problem delimiting the study, 

the results suggest that, when delivered through the pedagogical tool of narrative filmmaking, the 

EQUIP Approach can effectively implement the multi-component attributes of EQUIP (moral 

cognition/empathy, social skills, anger management) and concurrently satisfy Ontario’s mandate 

to integrate Character Development into regular subject curriculum. 

Limitations to the Study 

This embedded concurrent (QUAN + qual) mixed method study examined the efficacy of 

a narrative pedagogy for delivering the EQUIP Approach as it was implemented within a unit of 

narrative filmmaking to fulfill the curriculum expectations of a Technological Education course.  

Narrative filmmaking was used as a pedagogical tool for delivering the Teaching Adolescents to 

Think and Act Responsibly – The EQUIP Approach (DiBiase et. al., 2012). The study focused on 

changes between pre-test and post-test in terms of anger inducing cognitive distortions, social 

skills and moral decision making. In addition, the study explored the anecdotal qualitative 
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experiences of a sub-sample of students to chronicle any practical experiences, thoughts, 

feelings, and behaviours to gain further understanding of the results in more depth. Although 

overall, the results suggest that the integrated program is an effective tool for developing 

students’ social skills, de-centering anger management abilities, and moral reasoning while 

concurrently satisfying Ontario’s mandate to integrate Character Development into regular 

subject curriculum, some limitations and constraints on generalizability of the findings should be 

noted. 

 The following limitations include threats to validity, which refers to statistical and study 

design issues that can influence the experiment such that conclusions drawn from the results may 

provide false conclusions about probable causality (i.e., the relationship between the treatment 

and the outcome) (DiBiase, 2020). The validity of a study includes two domains: internal validity 

and external validity. The forthcoming sub-sections expand on the potential influence of these 

limitations. 

Threats to External Validity 

External validity refers to the extent to which the cause-and-effect relationship can be 

generalized to other persons, settings, treatment variables, and measures outside the context of a 

particular experiment (Creswell, 2012). 

Purposeful Sampling 

Given that purposeful sampling was used, and participants were not randomly selected 

from the overall population, results may not be applicable to other contexts. Notably, research in 

educational contexts is often bound by the nature of pre-existing intact classes and thus, it is not 

feasible to randomly assign participants to groups. 
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Nested Classrooms 

The design of this study is limited by the assignment of students to the conditions of the 

group variable (Control Group vs. EQUIP-NF Group) and thus, this study is limited by potential 

nesting effects. Because students in the same classroom tend to be more similar to each other 

than students from different classrooms, sampling effects due to intra-class correlations are of 

concern. If students within a clustered classroom are more similar, this has implications for the 

assumptions of statistical tests such as MANOVA, that assumes independence of the data (Foy, 

Rust, & Schleicher, 1996).  

To account for the effect of nested classrooms, intra-class correlations (ICCs) were 

calculated for each dependent scale. These ICCs measured the degree of similarity among 

students in the same nested classroom by dividing the Intercept (Nested Class) Variance by the 

Residual Variance plus the Intercept (Nested Class) Variance. While the results of these ICC 

calculations suggest the structure of the data did not need to be further addressed, caution should 

be applied to the results, which may experience some influence of nested classroom effects 

because participants were not randomly assigned to classrooms. 

Reactive Arrangements 

Reactive arrangements are considered a threat to the validity of a research design because 

elements within the experimental context can cause subjects to react to the experimental 

arrangements and subjects’ knowledge that they are participating in an experiment, rather than to 

the experimental variables in and of themselves. These reactive arrangements are associated with 

the Hawthorne Effect and Social Desirability Bias (DiBiase, 2020). 
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For example, participants (particularly in the EQUIP-NF Group who received program 

instruction by the researcher to ensure treatment fidelity and accurate implementation of the 

EQUIP Approach) may have modified their questionnaire and interview responses because they 

were aware that they were being studied. This potential bias, known as the Hawthorne Effect, 

can have implications for the validity of the research (Merrett, 2006) 

In addition, participants may have been responding to questionnaire items in a manner 

which they felt the researcher desired. While it should be noted that the HIT anomalous response 

items were used to detect and remove participants demonstrating high levels of social desirability 

effects, and the researcher encouraged participants to respond honestly, ensuring that there were 

no right or wrong responses, and reminded participants not to write their names on the 

questionnaires, and that their data would be kept confidential, the study design may still be 

vulnerable to the Social Desirability Bias. Participants may have felt an unintended pressure to 

represent themselves in a favorable manner. However, research has shown that not all student 

self-report responses are influenced by social desirability (Miller, 2012) and thus this threat to 

validity may be minimal. 

Experimenter Effects 

One example of this effect is known as the Rosenthal Effect, whereby the experimenter 

or treatment-giver may unconsciously put greater expectations or extra care to the participants 

(Rosenthal & Jacobson, 1968). Simply put, the Rosenthal effect is a self-fulfilling prophesy that 

may be embedded in the experimenter’s expectations. Given that the researcher served as the 

treatment-giver in the current study to ensure EQUIP Approach (DiBiase et al., 2012) treatment 

fidelity, an influence of the Rosenthal Effect may inadvertently be present in the current study. 
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In addition, there may be experimenter effects related to directional hypotheses (Laerd, 

2012). The researcher’s predictions about the outcomes of the experiment may cause an 

unconscious form of bias that may have an influence on the performance of the participants. This 

can create a threat to internal validity, which should be openly acknowledged. 

Teacher Effects 

Caution should be exercised with regard to potential teacher effects. More specifically, 

there may be potential for what Chetty, Friedman and Rockoff (2014a) refer to as “value-added” 

teacher effects, which refers to the consistent teaching efficacy of some teachers in comparison 

to others. This teacher effect has been shown to have effects beyond teaching to the test, in that 

the beneficial effects are persistent and pervasive with small but discernable improvements in 

their students’ lives (2014b). More relevant to the current study, teacher effects may be 

compounded in terms of how “value-added” teachers are assigned students with particular 

characteristics (e.g. behavioural issues) (Chetty, Friedman & Rockoff, 2014a). It is thus possible 

that there may have been discrepancies between student characteristics in treatment versus the 

control group While some of these concerns would have been addressed with the intra-class 

correlation analysis, it is still critical to acknowledge the potential implications of teacher effects. 

Threats to Internal Validity 

In contrast to internal validity, internal validity refers to the extent to which we can have 

confidence in the cause-and-effect relationship between the independent and dependent variables 

(Creswell, 2012). Threats to internal validity include problems associated with experimental 

procedures or the experiences of the participants (DiBiase, 2020).  
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Testing Effects 

The internal validity of the current study may be limited by testing effects, also known as 

order effects or pre-test/post-test sensitization, given that the participants responded to the same 

three psychometric questionnaires twice (at pre-test and post-test) (DiBiase, 2020). It is 

conceivable that the pre-test could have influenced their responses on the post-test. Testing 

effects, such as sensitization, my enable some participants to develop a strategy or approach to 

do better or worse in the experiment based on what they may have learned about the experiment 

purpose and/or format in order to moderate their outcome (Laerd, 2012).  

Maturation Effects 

In addition, maturation effects, which include experimental fatigue, is a study design 

characteristic that may limit the internal validity of the current study. This occurs when the 

experimental procedure leads to physical or mental fatigue. In the context of the current study, 

where participants completed the same three psychometric questionnaires twice (at pre-test and 

post-test), some participants expressed frustration that they were being asked the same questions 

again. An anecdotal observation noted by the researcher was that these comments were more 

common in the Control group. It may be the case that their frustration had an influence on their 

responses (which demonstrated a non-statistically significant decline from pre-test to post-test on 

all three dependent measures). This effect may also be known as resentful demoralization that is 

more common in participants assigned to the control group as opposed to the treatment group 

(Laerd, 2012). However, since being assigned to the control group was not associated with truly 

negative outcomes, the effect of demoralization may be minimal (Laerd, 2012). 

An additional maturation effect is related to unaccounted for longitudinal effects. This 

investigation measured change over a relatively short time period of time (18 seventy-minute 
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sessions) which will not account for longitudinal effects. In the context of comparing the current 

study with the existing body of research studying the effectiveness of EQUIP in various settings, 

the results show mixed results with regard to outcomes in socio-moral reasoning at the time post-

test immediately following treatment completion. More specifically, while no statistical 

difference in socio-moral reasoning were found at post-test in the studies by van der Velden et al. 

(2010), Nas et al. (2005), and Leeman et al. (1993), statistically significant differences were 

found, in both the current study and in the DiBiase (2010) study of EQUIP for Educators. Thus, 

it is important to acknowledge that moral judgment component of EQUIP, which facilitate 

perspective-taking opportunities is targeting basic, long-term developmental processes (Gibbs, 

2014). Leeman et al. (1993) have proposed the potential for a ‘sleeper’ effect, meaning that 

EQUIP’s effect on socio-moral decision making may become for observable and effective after a 

longer period of time. These results point to the importance of longitudinal studies to further 

investigate the potential impact of EQUIP on slower developmental processes over the long 

term.	

Limited Generalizability of Qualitative Findings 

Although the qualitative portion of the study had the potential to capture thick 

descriptions of the participants’ experiences with the program, and nuanced interpretations in 

relation to an ambiguous problem scenario, the results of the qualitative analysis may not reflect 

the interpretation of students in general. Moreover, human behaviour is notably influenced by the 

circumstances of the setting in which it occurs, thus the limitations of the overall school culture, 

and pre-existing teacher-student rapport. With regard to the participant interviews, the presence 

of the researcher may have inadvertently affected participant responses. Furthermore, it is 

plausible that the qualitative data analysis was influenced by the researcher’s preconceived 
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notions of the psycho-educational properties of EQUIP (the 3 D’s) and that these biases may 

have affect the researcher’s interpretations of participant interview responses. 

Implications for Theory 

The current study was fundamentally framed by Gibbs’ (2014) co-primacy theory, which 

integrates cognitive-developmental principles that involve ideal justice and reciprocity (the right) 

with care-based principles that involve empathic emotions (the good). Gibbs (2014) asserts that 

while the categories of moral cognition (the right) and moral empathy (the good) are 

“fundamentally distinct” and not “integrable,” they do “intimately interrelate and complement 

each other” and need to be taken together for a comprehensive understanding of moral 

development (p. 248).  

In this study, EQUIP-NF Group participants were emerged in a filmmaking unit in their 

regular Technology Education class in which they created moral narrative films that engaged 

cinematic techniques. These techniques include psycho-cinematic skills designed to arouse moral 

sympathies and facilitate perspective-taking (i.e., the perspectives of their protagonist, other 

characters in their story, and their audience). I speculate that these tasks engaged both the 

primarily cognitive and the primarily affective faculties of moral orientation. Gibbs (2014) refers 

to these “interlocking cognitive-affective representations” not as a narrative construct, but instead 

as an orienting schema (p. 77). According to Gibbs (2014) schemas “are frameworks for 

meaningful experience that can be activated in imagination” and can help individuals to 

categorize and process knowledge (p. 77).  

The Role of Psycho-dramatic “Play” in the Theory of Moral Behaviour 

I speculatively propose that the technical construction of moral-proto-narratives can help 

students construct moral cognitive-affective orienting schemas through ‘play’. While ‘play-
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based’ pedagogy is generally understood in terms of early childhood and young children’s 

learning (Bruce, 2001; Wood, 2009), play in the form of role-play, scripting, and creating 

morally relevant problem scenario films may help adolescent students develop cognitive-

affective schemas that mentally represents this set of knowledge. In other words, the psycho-

developmental nature of play in the form of role-play and narrative filmmaking may facilitate 

adolescent moral development in terms of empathic perspective-taking and practicing social 

competencies relevant to moral behaviour. 

In his theory of moral cognition, Piaget (1932/1997) observed and analyzed children’s 

cognitive representations that are constructed during play. In The Moral Judgment of the Child 

(1932/1997), Piaget refers to games as “admirable social institutions” (p. 13). Piaget (1951) 

classified play into three categories, a) practice play, most relevant to the sensorimotor stage 

(birth to age 2); b) symbolic play, associated with the preoperational stage (ages 2-7); and c) 

games with rules, which emerge during the concrete operational stage (ages 7-11). Within this 

categorical system, and most relevant to the current study, is ‘sociodramatic play’, which is the 

most highly developed form of play in the symbolic category (Christie, 1982). Sociodramatic 

play occurs when two or more children assume roles and attempt to imitate or recreate a real-life 

situation (Christie, 1982). The dynamics of sociodramatic play fosters the understanding of 

others’ intents, sophisticated language constructions, and the creation of novel and sometimes 

intricate story lines that serve as a vehicle for children to negotiate appropriate behaviour (Smith 

& Pellegrini, 2008). In this sense, sociodramatic play develops the conventions of daily social 

and emotional experience in a manner that is expressed in narrative, dramatic form. 

While it is generally an accepted truth that children learn by playing, the question more 

relevant to the population in this study is, does this form of learning continue into adolescence 
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and early adulthood? Adolescence is a period where individuals are navigating the transition 

between child-like and adult-like ways of thinking and behaving. Cossa (2003) advocates for a 

“rehearsal period” or role-training that allows adolescents to practice the behaviours that can lead 

their successful transition into the adult world. Moreover, Cossa (2003) suggests that 

psychodrama (akin to sociodramatic play described previously) provides youth with the 

opportunity to experiment safely (i.e. in the realm of simulation rather than in real life) in a peer 

negotiated environment, to develop “enactment” knowledge for the practice of socio-moral 

activities and interpersonal skills. Developing this set of enactment knowledge helps adolescents 

become more conscious of the narratives they are playing out, both in simulation and in real life. 

This metaknowledge bring students into the realm of understanding how what is real can be 

manifested by projecting what is make-believe (or mentally pre-planned) through the 

psychological processes of cognitive, affective, and social converge into an interpersonal schema 

(i.e. a script) that negotiations their actions in the world. 

However, it is important to differentiate children’s sociodramatic play from 

psychodrama. Psycho-drama is not a play game per se, but rather a sophisticated therapeutic 

modality that requires the facilitator to have training and experience in leading these types of 

sessions. However, Cossa (2003) explains that there are certain psycho-dramatic techniques that 

can be used by group leaders who are not trained psycho-dramatists. Cossa (2003) refers to such 

examples as decision making in ambivalent situations, strengthening and taming/calming 

cognitions to help negotiate interpersonal relationships, role-reversing to allow perspective-

taking, and for rehearsing a future conversation. Many of these examples were present in the 

narrative films developed by students in the EQUIP-NF Group in the current study.  
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In fact, one interviewed participant from the EQUIP-NF Group referred to this 

observation explicitly in their response to the interview question regarding the overall impact of 

the integrated program. They said, “I’ve also seen how having a script helps you plan ahead for 

what your characters will say in your movie but like, we talked about, how sometimes we can 

almost like, script what we are going to say in to get around an argument, you know, so it’s not 

just an outburst that you haven’t thought about at all, you just snap out angry words with no 

thinking. But you’d have to calm down first so you think about what you could say instead”. In 

this sense, the nature of psycho-dramatic play becomes a setting for moral development and the 

acquisition of constructive communication skills. 

Students in the EQUIP-NF Group also referred to the experience as being enjoyable, and 

from simple anecdotal observation, the researcher noticed that students appeared to have fun 

making the films and that humor was evident in both the process of making the films and in the 

product of many of the students’ films. From this perspective, students were able to sample 

morally and ethically charged situations that were life-like and involved real feelings, through an 

experience of simulation (fiction) that allowed them to retreat into the safety of humour or 

projection as needed. Feeling real emotions over fictional stories in this sense can prepare 

adolescents in a simulation setting where lessons can be learned but no one gets hurt. The 

narrative films may serve as an outlet where students can examine and enact patterns of 

aggression, cognitive reframing (decentering and perspective-taking), practice communication 

skills and the acquisition of moral insight as they identify with the protagonist to transfer or 

project their own cognitions and emotions into the simulated conflict and resolution.  

In this way, representational narrative schemas provide students with “third-person, 

observer constructs, as forms for epistemically appropriating external events” and for 
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empathizing with “the fate of the ‘other’ narrated” individuals (Bernstein, 2005, p. 68). If 

psycho-dramatic play can help adolescents to engage in an imaginative rehearsal for potential 

real-life moral situations, then teachers may benefit from psycho-dramatic play training. While 

play training has received very little attention for secondary teachers working with adolescent 

populations, the effect of sociodramatic play training has received some attention in the field of 

childhood education. Early studies by investigators have assessed the effects of sociodramatic 

play training on the cognitive performance of children from low-income demographics. Results 

demonstrated that play training led to statistically significant improvements in creative thinking 

(Feitelson and Ross, 1976), social-role conservation (Fink, 1976), and group problem-solving 

ability (Rosen 1974). In a study of pre-school children with and without disabilities, Goldstein, 

Wickstrom, Hoyson, and Jamieson (1988) found that sociodramatic play “scripts” can enhance 

social and communicative interaction in structured free play. Given the dearth of research in the 

related field of psycho-dramatic play for adolescents, future research is required to probe the 

speculative notion that psycho-dramatic play (and professional development training for 

secondary school teachers) may have benefits for adolescents’ ability for cognitive reframing 

(decentering and perspective-taking), and their acquisition of moral insights. 

The Role of Narrative Re-Authoring in the Theory of Moral Behaviour 

In a related but separate theoretical standpoint, the theory of moral development includes 

the conceptual knowledge granted from the field of narrative theory. The narrative approach 

proposes that morality is expressed in action and can only be understood through narrative 

stories as opposed to abstract moral principles (Vitz, 1990).  Polkinghorne (1991) defined 

narrative as a “cognitive process that gives meaning to temporal events by identifying them as 

parts of a plot” (p. 136). These events may consist of public or personal stories but regardless of 
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their public or personal nature, all narratives relate particular circumstances to the plot’s 

conceptual whole. Narratives begin with a particular setting, introduce characters, and proceed 

from beginning events and develop toward goal driven outcomes that coheres into one whole 

story (Polkinghorne, 1991). 

This temporal, chronological nature of narrative corresponds with the juxtaposition 

asserted by Soren Kierkegaard’s famous quote, “life can only be understood backwards, but it 

must be lived forwards” (Carlisle, 2019).  Taking these two contrasting points together, temporal 

(chronological) life cannot be understood very well because the complete context has yet to 

unfold; however, mindful reflection on the past may help the individual make productive 

predictions and reasonable prejudgements as they live life “forwards”. In this sense, the 

individual has control over the authorship of the next chapter because they are participating in 

the story as it plays out. This is relevant to the “flashback” format of the story structure, in which 

students “reauthor” the story based on the insights gleaned from the EQUIP Approach 

(relaxation techniques and cognitive-reframing self-talk, perspective-taking, planning ahead, pre-

scripting communication for difficult conversations, etc.).  

This variant on the traditional temporal story arc can have implications for moral theory. 

According to educational researchers, Clandinin and Connelly (1991), “deliberately storying and 

restorying one’s life” is a “fundamental method of personal (and social) growth: it is a 

fundamental quality of education” (p. 259). Similarly, Sarbin (2004) has suggested that this type 

of ‘re-storying’ involves psychological processes that intervene between the story and the 

storyteller. Because narrative is the organizing mechanism by which we link aspects of 

experience through time, the narrative structure thus affords an understanding of change 

occurring across the temporal dimensions of beginnings and endings. Yet stories, by nature, 
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present a world of possibilities, ambiguities, and imagination rather than absolute certainties. 

Taken together then, narrative provides both ‘structure’ (i.e., for developing schematic 

representation) and ‘potential’ (i.e., opportunity for deconstructing and re-authoring).  

The ‘potential’ aspect of narrative that is associated with possibility and imagination 

provides a point-of-entry for re-authoring. Seminal work by White and Epston (1990) sought to 

empower individuals by examining habits of self-narration and exploring possibilities for telling 

new stories. In this sense, the person enters into a story imaginatively to explore alternative ways 

of understanding problem scenarios and difficult relationships. According to White (2011), when 

individuals enter into a story imaginatively “they find that they have available to them options 

for action that would not have otherwise been imaginable” (p. 5). Thus, narrative presents a 

point-of-entry that allows the individual to explore and expand their “options for action”, which 

can in turn help them to re-author their story. 

This re-authoring narrative structure is precisely the format that was used to implement 

the EQUIP Approach (DiBiase et al., 2012) in the current study.  The “flashback” narrative 

format of the story structure presented the point-of-entry through which students’ were able to 

“reauthor” the moral story drawing on their acquired knowledge of alternative “options for 

action” (i.e. the powerful multicomponent tools of EQUIP including relaxation techniques and 

cognitive-reframing self-talk, perspective-taking, planning ahead, pre-scripting communication 

for difficult conversations, etc.). This experience with re-authoring moral narrative demonstrates 

to students that our lives are multi-storied, and each new interaction presents a blank page with 

the opportunity to begin a counter-narrative, enacting unique behaviours that can lead to unique 

outcomes. 
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The EQUIP Approach (DiBiase et al., 2012) lends itself well to the format of narrative 

re-authoring due to the structure of a) the “anatomy of anger” and b) the sequential steps for 

implementing socio-moral skills. For example, the anatomy of anger plots onto the structure of 

the traditional story arc (i.e. the ‘beginning’ of the problem scenario that leads to the ‘activating 

event’, the ‘rising action’ that includes mind-activity and body reactions (self-centred cognitive 

distortions), the ‘climax’ (outburst of anger/frustration/aggression), ‘falling action’, and ‘end’ 

(consequences). The opportunity for re-authoring (i.e., flashback) is afforded by the reflective 

components of the sequential steps for implementing the social perspective-taking equipment. 

More specifically, these steps include “ask yourself why”, “think about what you could do 

differently next time”, “decide if you want to try again”, “if appropriate, make a plan to try 

again” (DiBiase et al., 2012, p. 118). It is these questions that create a point-of-entry for the 

flashback or re-authoring. 

These narrative elements may have implications for the co-primacy theory of moral 

behaviour, which posits a dual-process composite model of the Cognitive (justice/rational 

aspect), and the Affective (emotional care-based aspect). While acknowledging that Gibbs 

(2014) refers to these interlocking cognitive-affective representations not as a ‘narrative 

construct’, but instead as an orienting schema for conceptualizing meaningful experience 

activated by emotion and imagination, the research posits that narrative theory may indeed play a 

mediating role between the primarily cognitive and the primarily affective aspects of human 

morality. For example, Bruner (1986) has suggested that a discourse between the logical and 

narrative modes has enabled us to “perceive, feel and think at once,” in a situated, cultural 

context (p. 69). In this respect, narratives act as “a structure for organizing our knowledge, and as 

a vehicle in the process of education” (Bruner, 1996, p. 119). Thus, future research is needed to 
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explore the potential intermediary role of narrative between the cognitive-affective theoretical 

components of co-primacy moral theory. 

The Role of Problem Externalization in the Theory of Moral Behaviour 

The role of problem externalization may have implications for the theory of moral 

behaviour. Problem externalization is an approach in which the individual is encouraged to 

objectify problem situations as separate entities, that are external to the individual experiencing 

those problems (White, 1989). This externalization is intended to open the individual up to new, 

non-problem-saturated perspectives and enable the formulation of an alternative story. The 

practice of externalization is thought to free the individual to take a lighter, calmer approach to 

the problem situation (White, 1989).  It is also intended to decrease unproductive conflict, pave 

the way for co-operation, and open new possibilities for implementing alternative options to deal 

with the problem.  

In the current study, participants in the EQUIP-NF Group created moral narrative films, 

which may be considered a vehicle for problem externalization, distancing the individual from 

the transgressive behaviour depicted in the story. DiBiase (2010) describes how the school-based 

EQUIP for Educators (2005) curriculum is designed to become more direct and specific as the 

sessions progress, whereby “the early sessions provide students with the opportunity to step back 

and learn about anger and aggression ‘from a distance’… [and] each week, as students become 

less defensive, the teaching applies more specifically to their own aggressive behaviour and its 

consequences” (p. 28). In the context of the EQUIP-NF Group, the pedagogical tool of narrative 

filmmaking further serves this purpose of “distancing” or problem externalization and once 

comfortable, students are encouraged to consider how self-centered distorted thinking is relevant 

to their own interpersonal experiences. 
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In more recent work, White (2007) refers to Vygotskian concepts to describe the 

transition between problem externalization and personal agency. The microprocesses of 

scaffolding provoke small, content-specific changes in the development of the individual’s 

abstract thinking which advance and engender new awareness of the problem and strategies that 

can be used to address it as the individual arrives at newfound personal agency. The process of 

problem externalization is stepped upward from low level: characterizing the problem as 

external; medium level: exploring connections between problems and consequences; 

medium/high level: evaluating and reflecting on consequences; high level: abstracting 

realizations to intentions for action; very high level: expanding intentions into specific plans for 

action (Ramey, Tarulli, Frijters, & Fisher, 2009).  The effectiveness of the externalizing process 

has some support, mainly from qualitative research findings (Weber et al., 2006; Kogan and 

Gale, 1997; Muntigl, 2004, and Ramey et al., 2009).  

In this study, the integrated program facilitated students’ reflection on morally charged 

scenarios, which were distanced from their own personal infractions through the externalizing 

dynamic of narrative. This distance (i.e., problem externalization) served to insulate them from 

any totalizing effects of a problem-dominated story, which can be demoralizing and 

discouraging. The problem externalization through a narrative filmmaking pedagogical approach 

may of particular importance in the context of at-risk students demonstrating inflated self-

esteem. High self-esteem is relatively secure and able to withstand reality-based self-appraisal, 

whereas an inflated egocentrically biased self-esteem tends to be unrealistic, fragile, and 

defensive (Thomaes, Brummelman, Reijntjes, & Bushman, 2013). For the student with inflated 

self-esteem, discussing personal moral transgressions directly may contradict their “good-person 

presentation to self and others” and generate stress associated with cognitive inconsistency, 
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cognitive dissonance, and the preservation of their sense of moral integrity (Valdesolo & 

DeSteno, 2008; Monin & Merritt, 2012). The narrative filmmaking pedagogy may help students 

ease into the EQUIP Approach program through the mediating role of problem externalization 

and projection into narrative. Thus, the utility of externalization may have implications for the 

theory of moral behaviour and future work should aim to examine its potential mediating role.  

Implications for Practice 

The results of the current study evince the efficacy of narrative pedagogy for delivering 

the EQUIP Approach with respect to outcomes associated with reductions in students’ anger 

inducing cognitive distortions, development of students’ moral reasoning skills, and 

improvement in social skills. The qualitative findings maintained the quantitative results and 

confirmed the ease of the EQUIP Approach integration with the unit of filmmaking and 

demonstrated students’ operable strategies for managing anger inducing cognitive distortions, 

constructive social skills, and incremental progress toward stage 3 mature moral reasoning. 

These results affirm that, when delivered through the pedagogical tool of narrative filmmaking, 

the EQUIP Approach can effectively implement the multi-component attributes of EQUIP and 

concurrently satisfy Ontario’s mandate to integrate Character Development into regular subject 

curriculum. 

It is crucial to note however, that the qualitative results revealed the use of the implicit 

and informal values-based approach to character development that was used with the Control 

group. Despite this, values-based education can be problematic in the context of Ontario’s 

secular education system which espouses democratic principles and thus, the purpose of 

Character Development is not simply to have students absorb a narrow set of values (Winton, 

2010). To achieve the aims of the ministry’s Character Development agenda, which aims to 
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“address the cognitive, affective and behavioural domains” of Character Development, to help 

students develop a sense of “care” and “social responsibility”, “a depth of self-awareness,” and 

to acquire strategies for “non-violent problem resolution,” the initiative must incorporate a 

program that engages students beyond superficial value-of-the-month techniques and endeavor to 

deepen critical reflection, and allow students consider the perspective of social context and role 

reversal perspective-taking. This variety of character development outcomes goals are precisely 

embraced within the theoretically coherent multi-component EQUIP Approach (DiBiase et al., 

2012). It would thus be beneficial for teachers to relinquish the use of the informal values-based 

approach in favor of the more comprehensive, evidence-based program of EQUIP, which the 

current research shows student enjoy. 

Moreover, this study evinces the role of narrative filmmaking as an effective pedagogical 

tool for integrating the EQUIP Approach seamlessly into the regular Technological Education 

curriculum within a unit of filmmaking. In addition, teachers in other subject disciples may 

choose to experiment with the “narrative” format, whereby they use the anatomy of anger as it 

maps onto the traditional story arc to deliver the EQUIP Approach (DiBiase et al., 2012) for 

character development in their classrooms. For example, in the secondary school context, the 

narrative format may integrate well in a Drama class, English class, or the Psychology 

curriculum portion of a Social Sciences class. Further research could be conducted to assess the 

implementation of the EQUIP Approach using narrative in these secondary school contexts. 

Recommendations for Future Research 

With consideration of the results of the current study, which in general indicated a 

decline in students’ proclivity towards self-serving thinking errors, and increases in socio-moral 

reasoning, and social skills, future research should be considered from a variety of perspectives. 
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Train the Teacher 

In an effort to limit the influence of Social Desirability and Hawthorne Effect biases, 

future research should evaluate program efficacy via study designs in which the regular teacher 

implements the program. In order to maintain EQUIP Approach treatment fidelity, the teacher(s) 

would need to receive appropriate training from a qualified EQUIP trainer. Any future research 

exploring the implementation of the EQUIP Approach program with newly trained teachers 

would need to ensure program accountability because EQUIP’s effectiveness is dependent on the 

accuracy and integrity of the original program (DiBiase et al., 2012). 

Longitudinal Effects 

There is evidence that specific training in moral reasoning through perspective-taking 

opportunities does motivate improvement in in the long run. For example, research has found a 

remarkable “sleeper effect” in an incarcerated participant sample, whereby participants who 

experienced the largest gains in moral reasoning development were less likely to recidivate 12 

months after release from their program (Leeman, Gibbs, & Fuller, 1993).  

Overall, this existing body of research demonstrates varied results in terms of the EQUIP 

program’s effectiveness in facilitating more mature cognitive moral reasoning. While statistically 

significant differences were found in both the current study and in the DiBiase (2010) study of 

EQUIP, no statistical difference in socio-moral reasoning were found at post-test in the studies 

by van der Velden et al. (2010), Nas et al. (2005), and Leeman et al. (1993). Thus, it is necessary 

to acknowledge that socio-moral reasoning interventions, which facilitate perspective-taking 

opportunities, are targeting fundamentally long-term developmental processes (Gibbs, 2014). 

Therefore, it is reasonable to expect that it will take time before moral maturation and 

orientations toward ideal reciprocity begin to displace superficial and more egocentrically biased 
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moral cognition. Leeman et al. (1993) have proposed the potential for a ‘sleeper’ effect, meaning 

that EQUIP’s effect on socio-moral decision making may become more observable and effective 

after a longer period of time. These results indicate the importance of longitudinal studies to 

further investigate the potential impact of EQUIP on slower developmental processes over the 

long term. 

Qualitative Research Examining the Relationship Between the Dramatized Narrative 

Stories and Application to Real-Life Problem Scenarios Emerging in the Classroom 

The current research provides self-report data evincing the efficacy of the narrative 

filmmaking pedagogy for delivering the EQUIP Approach in terms of reducing students’ 

proclivity towards self-serving thinking errors, fostering the development of students’ socio-

moral reasoning, and improving social skills. Questions remain with regard to how likely 

students are to implement the components of the EQUIP Approach independently to self-

regulate their behavior in an organically emerging real-life problem situation in the classroom. In 

addition, it would be helpful to determine whether teachers find it effective to refer back to the 

components and vocabulary of EQUIP when contending with real-life problem scenarios and 

interpersonal conflict as part of their approach to classroom management. A longitudinal, post-

intervention, study design would be necessary to explore these secondary questions related to the 

efficacy of the integrated program in situ. 

Effects on Class Social Climate and Peer Victimization 

Beyond the level of individual students, it would be interesting to explore the effects of 

the EQUIP Approach delivered through narrative filmmaking on class social climate, and 

incidences of bullying or peer victimization. While this area of outcome has been explored by 

van der Meulen et al. (2010) in two secondary school in Spain, School #1 was impacted by 
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motivational difficulties. The descriptive results showed that students in School #2 (where 

EQUIP was implemented without difficulty) demonstrated a slight decrease in the observation of 

victimization situations in the EQUIP treatment group (van der Meulen et al., 2010). 

Furthermore, results of the study on classroom climate in School #2 suggested that while 

students did not experience a change in their sense of wellbeing or sense of security, the class 

was perceived as more united and cohesive after the completion of the EQUIP program. 

 Summary of Chapter Five 

 Chapter Five summarized the results of this mixed methods (QUAN + qual) 

efficacy study. This initial discussion surveyed the research design and major findings of both 

the qualitative and quantitative results. Following the research summary, the limitations of the 

research were delineated. The limitations regarding purposeful sampling, nested classrooms, 

reactive arrangements, experimenter effects, teacher effects, testing and timing effects, 

unaccounted for longitudinal effects, and the limited generalizability of qualitative results were 

discussed in some detail.  

The implications for moral theory were discussed with specific considerations to the role 

of psycho-dramatic play, narrative reauthoring, and problem externalization. Supplementary 

consideration was given to the implications for the practice of teaching Character Development. 

More specifically, it was espoused that a narrative filmmaking pedagogy can effectively be used 

to implement the multi-component attributes of the EQUIP Approach (DiBiase et al., 2012) and 

concurrently satisfy Ontario’s mandate to integrate Character Development into regular subject 

curriculum. In addition, it was suggested that the unimodal values-based approach to Character 

Development should be exchanged for multi-component evidence-based programs such as 
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EQUIP, and that the narrative format may have application in other curriculum subjects such as 

Drama, English, or a Psychology component of a Social Studies course.  

Finally, recommendations for future research were presented. These options included 

future research evaluating the implementation of the program when delivered by regular 

classroom teachers who have received specialized training the in the EQUIP Approach. The 

suggestion was made for future longitudinal studies to examine the slower developmental aspects 

of socio-moral reasoning. A suggestion was also made for qualitative research examining the 

relationship between the moral narratives created by participants and their application to real-life 

problem scenarios emerging in the classroom, and to examine the effects of the integrated 

program on class social climate and peer victimization. In all, this final chapter explained how 

the current study filled a gap in terms of the theory and practice of character development 

initiatives, while also revealing gaps in the field of knowledge and how those concerns may be 

explored through future research. 
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Appendix A 
 

Handbook for Implementing The EQUIP Approach (DiBiase et al., 2012)  
Through a Narrative Filmmaking Pedagogy 
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Appendix B 
 

Student Interview Guide 
(At Study Completion) 

 
Process Assessment (both groups):  
 
Additional Orienting Question (for Control Group Students only):  
 
1. Please describe how character development was taught or encouraged within your class? 

(Was it a particular program/have a particular name? What did you do during class that 
helped you develop your moral character? Do you remember any of the key concepts?). 

 
Process assessment question (EQUIP-NF-Group only):  
 
2. How effectively do you think the EQUIP-NF Group or Control Group character education 

intervention) integrated with your regular Technological Education curriculum? (In other 
words, were you able to apply your learning about video making at the same time as thinking 
about self-centered thinking errors, anger management techniques, social skills, and moral 
decision making?) 

 
3. Did any aspect of the program seem unclear? 
 

 
Outcomes Assessment (both groups):  
 
I am going to provide you read you a situation and then ask you a few questions about your 
thoughts and feelings about it. 
Just remember, there are no right or wrong answers to this. I’m only interested in your 
interpretations. 
 
Orienting Problem Situation (adapted from DiBiase et at., 2012. p. 199) – read aloud and 
provided to student in writing during the interview to situate the context of the following set of 
Outcome questions. 

 
Carmen is on the soccer team at school. Carmen is quite popular and usually doesn’t have 

problems meeting new people. About three weeks into the season, the team is at an away 
game. 

During practice, one of the team members, a new student at the school, steps on 
Carmen’s foot quite hard and then apologises. After the third time this happens, Carmen 
decides that this teammate is doing it deliberately. The next time the new student moves 
toward Carmen’s foot, Carmen steps back as the new student stomps on the ground beside 
Carmen. As a result, the new students hurt their own ankle. 

At first, Carmen feels like, in return, stepping hard on the new student’s foot, but then 
thinks about what to do.  
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4. Anger Management Question 
• What could Carmen do to help keep calm and manage anger? 

 
5. Self-serving Cognitive Distortions Question 

• Is it possible that Carmen might be experiencing a thinking error or misinterpreting what 
is going on? And if so, how might Carmen be misinterpreting and what should Carmen 
do or think instead? 
 

6. Social Skills Outcome Question  
• Can you provide some social skills for dealing with problem situation? What could 

Carmen do to deal with this situation in a positive or helpful way? 
 
7. Socio-Moral Decision-Making Outcome Question  

• Should Carmen get back at the student by stepping on their foot? Why? 
• Should Carmen tell the coach what is happening? 
• What if Carmen finds out this student has been a victim of bullying and is only doing 

what others have done to them? Now should Carmen tell the coach? 
 
Impact Assessment (EQUIP-NF Group only):  
 
8. What was the most important thing you learned during this unit that you have found helpful 

in your everyday life? Can you describe how it helped you? 
 
9. Do you think you will use any of the knowledge and skills covered in this unit in your 

everyday behaviour? If yes, can you explain? 
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Appendix C 
Storyline Guideline 
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