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Abstract
This dissertation allowed the researcher to analyze 171 pieces of youth-created artwork
and narratives by children aged six to nine who took part in the peace education,
mentorship, and literacy program, READING PEACE PALS, implemented with an
underserved population at a Boys and Girls Club in the U.S. Qualitative content analysis
(Krippendorf, 1980; 2004) was used to analyze the artwork and narratives to gain insight
into children’s conceptualization of peace, violence, and bullying and their strategies for
addressing bullying and violence. The findings uncovered the myriad of unique ways
youth conceptualize and define peace and the strategies they employ to combat the
bullying and violence in their lives. Youth artwork demonstrated conceptions of positive
peace. However, youth narratives included more descriptions of negative peace. Youth
also addressed connection, empowerment, and their responsibility for creating peace.
Strategies to combat bullying and violence included bringing in an adult, power in
numbers, and ways to address the bully. In addition, the findings of this dissertation,
when triangulated with the findings previously found in Georgakopoulos, Duckworth,
Silverman, and Redfering (2017) in terms of student perceptions of affective, cognitive,
and behavioral learning and the social impact that the learning in the peace education
program had on them show similarities in terms of youth conceptions of peace and the
strategies they employ to combat violence and bullying in their lives. Conversely, the
artwork and narratives offered a unique lens and captured more vivid and detailed
expressions than the surveys were able to convey.

viii
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Chapter 1: Introduction to the study
Description of Research Problem
All too often, youth are left feeling powerless in the face of violence and bullying
despite the numerous outreach programs meant to address these issues. Youth are
plagued by media and technology (Giroux, 1996) that continues to distract through
instantaneous and copious amounts of television, movies, and video games that often
promote a narrative that suggests meeting violence with violence. In addition, the current
national narrative in the U.S. displaces the soft power of diplomacy for the hard power of
military buildup across many nations in the global war on terrorism and in the domestic
militarization of many local, city, and state police departments, through a constant state
of war and violence. These demonstrations and displays of violence, as well as the
current polarized political and social context where positioning and confrontation take
center stage, can negatively impact youths’ views of conflict, their communities, and the
world.
In addition, marginalized and disenfranchised youth are often relegated to the
outskirts of society in failing schools, gangs, or on the streets, and are taught that violence
is a way of life rather than an option. Therefore, it is imperative that peace grows and
develops with youth so that it may spread throughout society. Teaching youth conflict
resolution skills to positively address the conflicts in their lives is essential. In addition,
pairing youth with responsible community mentors can positively affect youth and their
communities as well as the world (Williams, 2011). Moreover, empowering youth by
integrating their voices into peace education programs has the potential to increase the
impact of these programs. Naturally, the voices of youth can only be amplified and
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utilized once we know what they are saying.
Justification and Rationale
The goal of this study is to add to the growing body of research that empowers
youth by giving them a voice by infusing the Arts and narratives in peace education
programs. It is imperative to be able to understand youth’s conceptualization of peace,
bullying, and violence in order to further develop youth centered programs that might aid
in creating a more peaceful world. All too often adult concerns and perceptions of
children’s conceptions and fears become the foundation on which programs are built.
However, peace education and art infused programs teach us to trust and incorporate the
views and opinions of youth. Therefore, the researcher utilized content analysis to
analyze youth’s conceptualization of peace, violence and bullying as expressed through
their artwork and narratives as a part of the READING PEACE PALS mentorship and
peace education program implemented at a Boys and Girls Club in the U.S.
It is the hope that this research will show us what peace means to our youth so
that we may build programs that utilize their views in order to amplify their needs.
Moreover, it is the hope that this research will be used to incorporate children’s strategies
for addressing bullying and violence into bullying prevention and violence prevention
programs. In short, this research hopes to amplify the voices of our youth in order to
allow them to guide and construct a more peaceful world.
Boys and Girls Club
Nationally, the Boys and Girls Club (2017a) has over 364,000 staff and volunteers
with 61,000 professional adult staff and 279,000 program volunteers. Girls make up 45%
and boys make up the other 55% of youth who attend Boys and Girls Clubs throughout
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the US. 4% are aged 5 and under, 37% are 6-9 years old, 30% are 10-12, 18% are 13-15,
11% are 16 and older. In addition, 29% are white, 27% are African American, 24% are
Hispanic or Latino, 6% are two or more races, 5% have unknown racial backgrounds, 3%
are Asian, 3% are American Indian or Alaskan Native, 2% are some other race, and 1%
are Native Hawaiian or Pacific Islander. On an average day, 433,000 youth attend a Boys
and Girls Club (2017a) and 56% of members qualify for a free or reduced priced school
lunch.
According to the Boys and Girls Club (2017b), “90% of Club ninth graders report
abstaining from drinking alcohol in the past 30 days, compared with 77% of ninth graders
nationally”. In addition, low-income, 12-17-year-olds, who regularly attend “outperform
their peers nationally on school grades” (Boys and Girls Club, 2017b). Moreover, almost
“three-quarters of these Club members report earning mostly As and Bs in school,
compared with 67% of youth nationally” (Boys and Girls Club, 2017b).
Every year, Boys and Girls Clubs (2016) serve almost 4 million youth in 4,300
clubs across the country. Of the clubs offered, 1,594 are school-based, 481 are youth
centers on U.S. military installations throughout the world. 990 clubs operate in rural
areas, 290 operate in public housing, and 175 clubs operate on Native land. The Boys and
Girls Club offers youth
Safe places to play, laugh, discover and learn during out-of-school time, including
the summer; Life-changing programs that help youth advance in three key
outcome areas: Academic Success, Good Character and Citizenship, and Healthy
Lifestyles; Opportunities to build new skills so that kids can succeed and receive
recognition for personal accomplishments; Ongoing, supportive relationships with
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caring adults and friends that foster a sense of belonging, responsibility, civility
and civic engagement (Boys & Girls Clubs of America, 2016, p. 6).
Reading Peace Pal Mentorship Program
Mentors worked with one or two community youth members on three activities:
Peace Artwork, or Peace Narratives (as expressed through writing poems, song lyrics, or
stories), and Peace Book Reading. For the first activity, the youth were asked to
contemplate diverse perspectives of peace and then asked to draw what peace looked like
to them. Upon completion of their art activity, youth were asked the importance of their
art and what their art meant to them. For the second activity, youth chose a topic on how
they could prevent or stop youth violence, such as a bullying incident they witnessed and
how they could have resolved the situation. Upon completion of their narratives, youth
were asked what they were thinking about when they were writing and how they could
apply the essay to their lives. In addition, they were asked their thoughts and feelings on
bullying. For the final activity, mentors aided the youth in reading a book that focused on
peace education. Upon completion of reading the book, mentors and youth discussed
what was learned from the book, and the connection between the reading and their
artwork and narratives. Youth were also asked what actions they could take to live more
peaceful lives and what they could do to aid in the promotion of peace in their families
and communities. Upon completion of the program, youth and mentors completed
questionnaires inquiring about their perceptions of affective, cognitive, and behavioral
learning and the perceived impact of the program on them and their communities.
Mentors asked youth specific questions and assisted them in competing evaluations of
their learning and their perceived impact of the program.
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Participants. 110 six-to-nine-year-olds from Boys and Girls Clubs took part in
the program. Youth were recruited by the director of the Boys and Girls Club. Consent
forms were completed by both the mentors and youth participants. Parental consent was
required for all minors prior to the beginning of the program. Mentors consisted of 65
community members, who were recruited via an email invitation sent out to the
community. Participant demographics are listed in table 1 below.
Table 1
Participant Demographics
Child Variable
Age
Grade
Sex
Race
Mentor Variable
Occupation

Sex
Race

Measure
6 – 7 Years Old
8 – 9 Years Old
Grades 1 - 2
Grades 3 - 4
Male
Female
African American
Other
Measure
Education
Mental Health
Social Science
Student
Other
Male
Female
African American
Hispanic
White
Other
No Response

Count (Percent)
42 (44.7%)
52 (55.3%)
65 (69.1%)
29 (30.9%)
49 (52.7%)
44 (47.3%)
70 (75.3%)
23 (24.7%)
Count (Percent)
18 (32.1%)
7 (12.5%)
6 (10.7%)
10 (17.9%)
15 (26.8%)
7 (13%)
48 (87%)
18(27.7%)
14(21.5%)
19(29.2%)
5(7.7%)
9(13.8%)

Note. Not all participants chose to respond to every demographic question.
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READING PEACE PALS Program Conceptualization and Learning
Constructs. The Reading Peace Pals Program, originated by Dr. Alexia Georgakopoulos,
is based on incorporating the Kirkpatrick Model of training evaluation (Kirkpatrick &
Kirkpatrick, 2016, 2006) with the learning constructs of affective learning, cognitive
learning, and behavioral learning, as well as the impact or results on society. These three
learning constructs coupled with the impact/result were integrated with the Kirkpatrick
and Kirkpatrick (2016, 2006) model of training evaluation to form the foundation for the
development of open-ended questionnaires and survey questions that were utilized to
assess for program effectiveness.
Kirkpatrick’s Model of Training Evaluation. The four levels of the Kirkpatrick
Model (Kirkpatrick & Kirkpatrick, 2016) are reaction, learning, behavior, and results.
The first level, reaction refers to “the degree to which participants find the training
favorable, engaging, and relevant (Kirkpatrick & Kirkpatrick, 2016, p. 10). Level two is
learning and refers to “the degree to which participants acquire the intended knowledge,
skills, attitude, confidence and commitment based on their participation” (Kirkpatrick &
Kirkpatrick, 2016, p. 10). The third level is behavior and refers to “the degree to which
participants apply what they learned” (Kirkpatrick & Kirkpatrick, 2016, p. 10). Finally,
the fourth level is results and refers to “the degree to which targeted outcomes occur”
(Kirkpatrick & Kirkpatrick, 2016, p. 10).
Affective Learning. Bloom (1956) defined affective learning as “objectives which
emphasize a feeling tone, an emotion, or a degree of acceptance or rejection” (p.7). He is
referring to the arousal of passions that are ignited during the process of learning.
Affective learning was measured by adapting Andersen’s (1979) original five factor
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affective learning measure, which utilized a seven-point Likert scale. This measure has
been used frequently with high reliability and validity. It was later modified by Kearney,
Plax, and Wendt-Wasco (1985) and has been confirmed in later studies (Rubin,
Palmgreen, & Sypher, 2004; LeFebvre & Allen, 2014). This measure was altered to
address youth and mentors.
Cognitive Learning. Allen, Witt, and Wheeless (2006) argue that an increase in
affective learning leads to an increase in cognitive learning. Cognitive learning denotes
the degree that understanding and knowledge are gained (Bloom, 1956). Accepted
measures of cognitive learning assessments have utilized student self-reports regarding
their own perceptions of learning (Richmond, McCroskey, Kearney, & Plax, 1987;
Rubin, Palmgreen, & Sypher, 2004; Kelley & Gorham, 1988). The READING PEACE
PALS program adapted the established measures to create Likert-scale survey questions.
Behavioral Learning. Skinner (1953) popularized behavioral learning and
addressed how learning impacts behavior. Behavioral learning has often measured
students’ desires to take more classes with the same teacher, to take similar courses, to
comply with behaviors taught in the course, and to comply with the overall behaviors
simulated by the instructor (Kelley & Gorham, 1988; McCroskey et al., 1996). The
READING PEACE PALS program developed Likert-scale survey questions based on
this conceptualization of behavioral learning.
Learning constructs and Kirkpatrick’s model applied to the overarching study.
The correlation between the four levels and affective, cognitive, and behavioral learning
as well as the impact on the community are listed below. The hope of the program was
based on the premise that if youth are given conflict resolution skills and taught
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alternatives to violence as they mature, they can spread this message and positively affect
their communities and the larger society. In order to fully understand the scope of this
potential impact on society, it is imperative to have a deep understanding of youth’s
conceptualization and understanding of peace, bullying, and other related forms of
violence that youth encounter in their homes, communities, and societies.
Table 2
Kirkpatrick and Kirkpatrick Model Application with Learning Constructs
Step 1: Reaction
Assessment
Step 2: Learning
Assessment
Step 3: Behavior
Assessment
Step 4: Results
Assessment

How well did the youth like the learning process? (Affective Learning)
What did youth learn? (Cognitive Learning)
What new skills resulted from the learning process for the youth?
(Behavioral Learning)
What are the results/impact of the learning process for the youth?
(Impact/Results of Learning)

Effectiveness Conceptualized in Term of Learning Outcomes. Kirkpatrick and
Kirkpatrick (2016) define effective training as “well-received training that provides
relevant knowledge and skills to the participants and the confidence to apply them …” (p.
5). In the learning environment, learning has popularly been connected and associated as
an outcome to effectiveness (Gibbons, McConkie, Seo, & Wiley, 2009; Honevein &
Honebein, 2015). However, learning outcomes are often caught up in the Instructional
Design Iron Triangle (Honebein & Honebein, 2015) of effectiveness, efficiency, and
appeal, where effectiveness measures student achievement, efficiency measures the cost
and/or student time, and appeal measures continuous student participation (Reigeluth,
1983). A successful instructional method “is defined as the achievement of learning goals
and instructional outcomes (effectiveness, efficiency, and appeal)” (Honebein &
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Honebein, 2015, p. 940). Peace education programs are often hindered by having to
measure costs with outcomes, the latter which often take years to see.
In addition, Thweatt and Wrench (2015) argue that “affectively learned content
should impact multiple aspects of an individual’s life, over time, and thus must be
measured in these terms” (p. 499). Additionally, Housley Gaffney and Dannels (2015)
argue that affective and cognitive learning should not be viewed as separate constructs
but rather should be viewed in tandem. They argue that “sophisticated and thoughtful
attention to affective learning could . . . teach students how to recognize, be aware of,
respond to, value and enact with the world around them” (p. 501). It seems clear from the
discussion that is to follow that for some of the youth participants in the Reading Peace
Pals program affective learning has translated into a recognition of the value of being
aware of, responding to and valuing their ability to interact with and impact the world in
which they reside.
Moreover, Mottet (2015) states that “cognitive and affective learning are so
closely connected and interdependent that separating them is an artificial bifurcation that
is no longer theoretically valid or empirically supported . . . researchers today strongly
suggest that cognition and emotion are ‘two sides of the same coin’” (p. 508).
Furthermore, Immordino-Yang and Damasio explain that “knowledge and reasoning
divorced from emotions and learning lack meaning and motivation and are of little use in
the real world. Simply having the knowledge does not imply that a student will be able to
use it advantageously outside of school (p. 5). Mottet (2015) concludes by arguing that
“new measures of learning should capture cognitive and emotional processes involved in
learning as well as how they interact to impact and are impacted by learning” (p. 509). In
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order to fully utilize the conclusions of Mottet (2015), a longitudinal study would need to
be done. Yet Lane (2015) reminds readers how these learning constructs can strengthen
research by arguing that
we have the opportunity to triangulate research methods to test and refine
instructional message theories that explain and ultimately predict student
transformational learning related to each of the three domains of learning . . .
Moreover, if we continue to incorporate advanced quantitative statistical
modeling techniques (i.e., hierarchical linear modeling and structural equation
modeling) that use nested designs to test our instructional theories, we will be
more confident in our results as we reduce random error as well as violations
associated with assumptions of independence that frequently occur when we
aggregate data across multiple instructors, types of courses, and class times (p.
514).
Reading Peace Pals Complementary Studies
Complementary Qualitative Study. In Georgakopoulos, Duckworth, Silverman,
& Redfering (2017), youth and mentors, who participated in the Reading Peace Pals
program, completed open-ended questionnaires designed to uncover youth’s and
mentor’s perceptions regarding affective learning, cognitive learning, behavioral
learning, and the impact/results of the program on society. Qualitative content analysis
resulted in the emergence of 18 categories and 36 subcategories with over 140 examples
from over 1,000 youth and mentor responses. The findings demonstrated that both youth
and mentors perceived that the program would make a positive impact on society.
Affective learning assessments resulted in youth learning and enjoying Mentor
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Support, Peace Conceptions, and Behaviors. Regarding cognitive learning, researchers
found that youth learned to Treat People Positively, Understand Vocabulary, and
Bullying Awareness. In assessments of behavioral learning, researchers found that youth
learned Proactive Behaviors, such as intervening appropriately in bullying situations,
Preventative Behaviors, and Spiritual Behaviors. Youth were also asked if what they
learned would impact their community, society, or the world and what actions they could
take. Researchers found that youth were impacted by Art Advocacy, Literacy Interest,
and a desire to be Peace Ambassadors. Additionally, responses indicated that youth had
undergone Internal and External Transformations, such as wanting to assist and have
empathy for others.
Mentor responses were analyzed regarding the four assessments based on their
perceptions of what youth learned from them and the program. In terms of affective
learning, mentor responses detailed what youth learned from them and the book. For
example, mentors expressed that the program strengthened youth confidence to speak up
when bullying occurs. Cognitive learning assessments revealed that mentors perceived
that youth learned Internal and External Techniques and Comprehension, demonstrating
that the program aided youth in reflecting on themselves and their surroundings.
Behavioral learning assessments of mentor responses demonstrated that youth learned
future Bullying Reduction Behaviors and ways to address bullying when it occurs.
Mentors also expressed their perceptions regarding what youth learned that valued their
community, society, and world; and several youths indicated a desire to be better
individuals who could help their community and environment. In addition, Short- and
Long-Term subcategories emerged indicating mentors’ perception of the longevity of the
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program’s lessons. Some believed that youth would continue to want to help others.
Others stated that daily reminders would be needed. Responses of long-term impact from
mentors were “I think they will learn that love is a form of peace”.
Complementary Quantitative Study. The quantitative component of the Reading
Peace Pals program consists of responses to survey questions designed to assess the three
areas of learning and to measure the impact of the program. The surveys were designed
by integrating Kirkpatrick and Kirkpatrick’s (2006) four step model on how to evaluate a
program with three areas of learning. Assessments were measured after having asked
youth to rate questions on a seven-point Likert scale with responses ranging from either
“bad” to “good” or “almost never” to “almost always”. Mentor’s assessments were
measured after having asked mentors to rate questions on a seven-point Likert scale with
responses ranging from “worthless” to “valuable”; “nothing” to “most you expected”;
“almost never” to “almost always” and “bad” to “good”.
The survey questions were divided into four assessment sections in order to
evaluate for affective learning, cognitive learning, behavioral learning, and the impact or
results. The first section evaluates the reaction of the participants and was assessed by
finding out how youth liked the learning process (affective learning). The second section
assesses for learning and was assessed by uncovering what youth learned (cognitive
learning). The third section assesses for behavior and was assessed by discovering if new
skills will be utilized resulting from the learning process (behavioral learning). The fourth
and concluding section assesses for impact/results and was assessed by discovering the
impact the learning process had on youth.
Mentors and youth, with mentor assistance, completed Likert-scale surveys in

13
order to assess the effectiveness of the program in terms of the impact the program would
have on society. Likert-scale surveys were designed based on the fusion of the
Kirkpatrick and Kirkpatrick (2016) training model with the learning constructs of
affective, cognitive, and behavioral learning along with the impact/results on society.
This component of the study utilized structural equation modeling of youth perceptions of
the program by measuring the latent variables of affective learning, cognitive learning,
and behavioral learning along with the participants’ demographic measures of age
gender, grade level, and race on the dependent variable “Do you think your learning from
the Reading Peace Pal program will impact positive results in your community, society,
or world?”. In addition, mentor perceptions were found by modeling the latent variables
of affective learning, cognitive learning, and behavioral learning along with the
demographic measures of age, gender, job, and race on the dependent variable “Do you
think your mentees learning from the Reading Peace Pal program will impact positive
results in your community, society, or world?”
The analysis utilized structural equation modeling, a more powerful alternative to
multiple regression (Arminger, Clogg, & Sober, 1995) because it includes more flexible
assumptions, uses multiple indicators per latent variable, affords the opportunity to test
models overall rather than coefficients individually, and offers the ability to test models
with multiple dependent variables. The findings demonstrate the youth responded
positively to all of the survey items, which demonstrates their satisfaction with the
program, that they gained knowledge from the program, and perceived that the learning
they gained would positively impact their communities.
The final SEM model demonstrated that the behavioral learning component was
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the most significant as evaluated by youth. In other words, the program had the largest
impact on addressing youth-perceived behavioral learning. The findings of this study
supported that youth are not just passive actors in their worlds, but they perceive that they
can affect change; thus, equipping youth with the skills to enable them to be agents of
positive change may very well be fundamental to creating a more peaceful society.
Therefore, it is imperative that youth are given the tools and the outlets to “comprehend
the problems they face, the reasons why they should invest themselves as agents of
change, and a willingness to move forward against the tide to construct practical,
sustainable systems for peace” (Williams, 2011, p. 57).
Mentor assessments demonstrated similar findings but were not as optimistic as
youth’s perceptions. Mentors perceived that the most valuable learning construct was the
cognitive measure. In other words, the more knowledge youth gained, the more mentors
perceived that the program will positively impact communities and societies.
Overview of Theoretical Framework
This study is founded in the theoretical framework of systems theory and social
construction theory. System’s theory argues “that the intricate relationship of parts cannot
be treated out of the context of the whole” (Ritzer, 2008, p. 192). Therefore, to fully
understand youth’s conceptions of peace and violence, one must take into account the
other systems in which youth operate. According to Ball (1978), “the individual and
society are treated equally, not as separate entities but as mutually constitutive fields,
related through various ‘feedback’ processes” (p. 68). System’s theory demonstrates the
interrelationship between consciousness and action, and argues that “consciousness is not
separated from action and interaction but rather is an integral part of both” (Ritzer, 2008,
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p. 195). Because “systems operate as an interdependent unit with no villains, heroes,
good or bad people, healthy or unhealthy members” (Hocker & Wilmot, 1985, p. 131),
the cycle of conflict “can be changed by any one person changing his or her behavior”
(Wilmot & Hocker, 2007, p. 181).
Peace education programs can impact individual participants, their perceptions of
learning, their schools, and the community in which they reside as well as the world.
Systems theory contributed to and informs this study by allowing an investigation into a
systems perspective by looking at peace education as broader than the individual and
demonstrates that youth are positively impacted by educational programs such as the
Reading Peace Pals, but that they are also subjected to influences from their family,
school, peers, religion, community, and the media that can reinforce or counter some of
those narratives.
Systems theory provides a holistic and global lens through which to view a
program designed to address bullying with youth. The researcher utilized systems theory
in three ways: 1) it guided the content analysis of youth’s conceptualizations of peace and
violence; 2) it revealed that the learning that occurs regarding peace education programs
does not operate in isolation, but rather is integrated with many overlapping systems; and
3) it recognized that the READING PEACE PALS program itself is a system as well as
the Boys and Girls Club and they both impacted the various yet overlapping systems that
youth operate in on a daily basis; such as their communities, schools, families, and peer
groups.
In addition, social construction theory explains how we know what we know and
when we know it. Dragonas, Gergen, McNamee, and Tseliou (2015) explore the
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intersection of social constructionism and education and trace the roots of social
construction theory to Berger and Luckman (1966) who “spoke of the individual’s
symbolic universe, or the way we subjectively understand the world. This universe
emerges through social interaction, and ultimately we come to see it as objectively true”
(p. x). In addition, social construction theory is rooted in the work of many other major
theorists. For example, John Dewey (1924) was a major contributor to education reform
and argued, “There is no such thing as genuine knowledge and fruitful understanding
except as the offspring of doing” (p. 321-322). For Dewey, social participation is when
understanding occurs and in fact, “all education proceeds by the participation of the
individual in the social consciousness.” (1897, p. 77).
Dewey along with Maria Montessori focused on reforming education, while Erik
Erikson focused on understanding the stages of development. In other words, they
focused on what children know and when (Mooney, 2013). However, Jean Piaget wanted
to know “how children arrive at what they know (Mooney, 2013, p. 77). Piaget “thought
that children’s interactions with their environment are what create learning. He claimed
that children construct their own knowledge by giving meaning to the people, places, and
things in their world” (Mooney, 2013, p. 79). However, it was Lev Vygotsky, who argued
that cognitive functioning originates in and is a product of social interaction (Mooney,
2013).
Woolfolk (2004) states that “A common question about knowledge is whether it is
constructed internally, depending on a situation in a point of time or generally and some
theorists claim that social constructivism and situated learning confirm Vygotsky’s notion
that learning is inherently social and embedded in a particular cultural setting” (p. 326).
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Similarly, Dhindsa and Emran (2006) argue that for students “knowledge is constructed
through observation, reflection and interaction with the surrounding environment such as
their peers, teachers or technology” (p. 176).
While constructivism and social constructionism are often used interchangeably,
constructivists believe reality is constructed in the mind and “is strongly psychological,
and in terms of education, is child centered” (Dragonas, Gergen, McNamee, Tseliou,
2015, p. xiii). However, social constructionists “view the site of reality making within
social process. In this sense, constructionism is neither child centered nor curriculum
centered, but is relational. Relational process is at the center of effective education”
(Dragonas, Gergen, McNamee, Tseliou, 2015, pp. xiii-xiv).
Johnson and Johnson (1999) argue that effective learning occurs by being
personally involved in the learning process. Vygotsky (1994) argued that learners
construct novel ideas and enhance their intellectual development through social
interaction. Constructivist approaches to learning offer students the opportunity for
collaborative and cooperative learning. Santmire, Giraud, and Grosskopf (1999)
compared learning achievement in elementary students and concluded that those who
learned with a social constructivist approach scored higher on standardized tests than
those who learned in a traditional classroom setting.
Social constructivism asserts that “knowledge evolves through the process of
social negotiation and evaluation of the viability of individual understanding (Lynch,
2016, p. 1).
For social constructionists all knowledge develops as a result of social interaction
and language use, and is therefore a shared, rather than an individual, experience.
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Knowledge is additionally not a result of observing the world, it results from
many social processes and interactions. We therefore find that constructivist
learning attaches as much meaning to the process of learning as it does to the
acquisition of new knowledge. In other words, the journey is just as important as
the destination (Lynch, 2016, p. 170).
In addition, “Dialogue within a community stimulates new ideas. All school stakeholders
should view the classroom as a community for discussion and exchange of ideas” where
“learning occurs not through hearing or seeing, but primarily through interpretation.
Interpretation is shaped by what’s already known, and is further developed through
discussion (Lynch, 2016, pp. 170-171).
Vygotsky (1926, 1978) viewed the “higher processes of mind as derivatives of
social process” and emphasized “the role of social interaction in fostering the child’s
development” (Dragonas, Gergen, McNamee, Tseliou, 2015, p. xiii). In addition, he
argued that the “personal and social experience cannot be separated. The world children
inhabit is shaped by their families, communities, socioeconomic status, education, and
culture. Their understanding of this world comes, in part, from the values and beliefs of
the adults and other children in their lives” (Mooney, 2013, pp. 100-101). Therefore, if
youth are taught conflict resolution and antibullying strategies as well as alternatives to
violence, according to social construction theory, the knowledge and skills gained can
become a part of their value system.
Social construction theory guided this dissertation in two ways: 1) if all
knowledge is socially constructed, then by working with peers and responsible adults
who facilitate the learning process the READING PEACE PALS program impacted their
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worldviews, thereby increasing their repertoire of how to deal with the bullying and
violence they encounter in their lives; and 2) youth created artwork and narratives
demonstrate how youth express their social reality; therefore, since all knowledge is
socially constructed, youth’s conceptions of peace, violence, and bullying are all valid
and therefore are represented as such.
In summary, systems theory illuminates the interconnectedness of the world and
social construction theory asserts that knowledge is gained through social interactions.
Therefore, the two theories together seek to demonstrate that youth operate in many
diverse systems that can affect the knowledge they gain and the manner in which they
gain that knowledge. If youth are plagued by violence, then it seems probable that their
propensity to violence will increase. Conversely, if youth are taught alternatives to
violence and are able to express themselves while interacting with responsible
community members and peers, who also have been taught conflict resolution skills, then
in theory, they will have a greater chance of living a peaceful life and can in turn spread
peace simply as a means of living peace.
Purpose Statement, Research Problem, and Questions
Due to the inherent challenges that plague modern education in relation to peace
education, the researcher of this dissertation was interested in uncovering youth’s
conceptualization of peace, bullying, and violence, as well as the strategies they employ
in addressing the violence and bullying they encounter in their daily lives. This study
includes a qualitative content analysis (Krippendorf, 1980; 2004) of youth-created
artwork and narratives to assess their knowledge of peace education related themes and
concepts, and triangulates those findings with the qualitative and quantitative findings of
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the perceptions of youth and mentors regarding the learning constructs of affective,
cognitive, and behavioral learning as well as the overall effectiveness of the READING
PEACE PALS program. The program was implemented at a U.S. Boys and Girls Club,
where 110 community youth members met with 65 mentors to address issues of peace,
conflict resolution, and literacy through artwork, narratives, and reading a peace themed
book.
The research questions guiding this study are:
RQ1) How did participants conceptualize peace through their artwork in the READING
PEACE PALS mentorship program?
RQ1a) What were the learning outcomes (affective, cognitive, and behavioral
learning) that emerged from youths’ conceptualizations of peace in their artwork?
RQ1b) How did youths’ expressions of peace address bullying or violence in their
artwork?
RQ1c) What impacts/results did youth express through their artwork?
-What systems emerged as important to youth as expressed through their
artwork?
-How is peace socially constructed by youth as expressed through their
artwork?
RQ2) How did participants conceptualize peace through their narratives in the
READING PEACE PALS mentorship program?
RQ2a) What were the learning outcomes (affective, cognitive, and behavioral
learning) that emerged from youths’ conceptualizations of peace in their
narratives?
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RQ2b) How did youths’ expressions of peace address bullying or violence in their
narratives?
RQ2c) What impacts/results did youth express through their narratives?
-What systems emerged as important to youth as expressed through their
narratives?
-How is peace socially constructed by youth as expressed through their
narratives?
RQ3) How do the findings of this study serve as a form of triangulation by supporting or
contradicting the two complementary studies (Georgakopoulos, et al., 2017;
Georgakopoulos, Goesel, and Hardigan, 2018) in terms of student perceptions of learning
outcomes and the overall effectiveness of the program?
Since, the arts (artwork and narratives) have the power to transform and empower
students (Williams, 2011), RQ1 and RQ2 sought to understand the ideas that youth
express through their art and narratives. Because youth are less apt to openly and
honestly discuss issues surrounding the themes of peace education and violence with
adults, art has the unique ability to allow youth to express their ideas free from judgement
(Barkhordari, Nasrabadi, Heidari, et al., 2016; Marie & Williams, 2008; Williams, 2011).
It is the hope that this study will add to the research concerning youth’s conceptualization
of peace and add to the growing research demonstrating the positive impacts that art can
have on conflict resolution. RQ3 serves as a form of triangulation for the previous two
studies (Georgakopoulos, et al., 2017; Georgakopuolos, Goesel, Hardigan, 2018), whose
findings are compared in relation and in contrast to the findings of this dissertation.
Georgakopoulos, et al. (2017) uncovered strategies that youth gained from affective,
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cognitive, and behavioral learning as well as impact/results of the program on society in
addressing bullying and violence in their lives. The researcher of this dissertation
demonstrates that these strategies are also expressed in their artwork and narratives. In
addition, Georgakopoulos, Goesel, and Hardigan (2018) found that the program had the
largest impact on addressing youth-perceived behavioral learning and that mentors
perceived that the most valuable learning construct was the cognitive measure. While
youth-created artwork and narratives addressed all of the learning constructs, they did not
specifically mention whether or not one construct had a larger impact than the others.
Therefore, while the program appeared to be effective from the point of view of
uncovering students’ conceptions of peace, violence, bullying and their strategies for
addressing the violence and bullying in their lives, a claim cannot be made to argue that
one learning construct was more valuable than the others. In addition, youth-created
artwork and narratives did not address the overall effectiveness of the program, though
overall based on their artwork and narratives youth did enjoy the first two activities,
learned some cognitive knowledge, heightened some new behavioral skills all of which
would seem to have a positive impact on their communities and lives.
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Chapter 2: Literature Review
Peace Education History, Purpose, and Definition
Peace education is rooted in religious and community traditions. The teachings of
Budda, Baha’u’llah, Jesus Christ, Mohammed, Moses, and Lao Tzu among others have a
history of promoting peace, despite often being coopted by those who seek to do harm
and gain power. Community-based peace education can be traced back to Comenius, who
was one of the first Europeans to advocate for the belief that widely shared knowledge
could lead to peace (Harris, 2008). Peace education grew in tandem with peace
movements. For example, the 19th century experienced two waves of peace movements.
After the Napoleonic wars, progressives argued against the accumulation of armaments.
The second wave was pushed by socialist groups prior to World War One (Harris, 2008).
However, as the world witnessed and discovered the atrocities of World War II, the field
of peace education began to emerge more fully. In addition, at the end of World War II,
research began to address the impact of war on children and the first studies were
undertaken that sought to reveal how children understood and defined war and peace.
Peace education seeks to engage students in becoming active rather than passive
participants in their worlds and communities, and encourages viewing the world through
a critical lens. According to Ian Harris (2008), “Peace education is the process of
teaching people about the threats of violence and strategies for peace” (p. 15). Peace
education is also tied to Galtung’s (1969) conception of structural violence, which
identifies positive and negative peace, where negative peace is the absence of war and
positive peace is the absence of war and structural inequalities. Peace education programs
have been implemented in diverse settings and contexts in order to deal with a diverse
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array of issues that might address the promotion of positive peace or seek to end violence
where it is occurring.
Peace educators have put forth a diverse array of overlapping definitions of peace
education. Harris (2008) defines peace education as a “process of teaching people about
the threats of violence and strategies for peace” (p. 15). Hilal and Denman (2013) explain
that peace education is a process of teaching the ideals, knowledge, and skills necessary
to change behavior to prevent violence. Harris and Morrison (2003) argue that peace
education is a progressive philosophy that teaches “listening, reflection, problem-solving,
cooperation and conflict resolution” (p. 9). Peace educators believe that though this
process of learning and utilizing skills, the world can be transformed. In addition, this
peace education “Philosophy teaches nonviolence, love, compassion and reverence for all
life. Peace education confronts indirectly the forms of violence that dominate society by
teaching about its causes and providing knowledge of alternatives” (Harris & Morrison,
2003, p. 9). For the purposes of this dissertation, the operational definition of peace
education is a two-way facilitated process between teachers and students where the roots
of conflict and the skills necessary for identifying and implementing alternatives to
violence are shared and discussed.
Salomon (2011) argues that for peace to flourish, a change in perceptions and
behavior must occur and ripple throughout society. This occurs when knowledge and
beliefs are spread through individual and intergroup contact from one to another and
permeate throughout society, thereby changing the perceptions of the conflict. Peace
education argues that the mainstream education system must go beyond teaching math,
reading, and writing and utilizing the traditional model of education, which often teaches

25
blind patriotism and the acceptance of the national narrative. All too often, schools teach
students to digest patriotic policies and history rather than critical thinking skills.
However, peace education values teaching students about the good and bad aspects of
one’s history. Harris (1988) posits that “societies are economically, socially, and
politically stratified, and that schools reproduce that stratification; so that schools, rather
than ameliorating the class divisions which cause structural violence, replicate and
reinforce those divisions” (Harris, 1988, p. 27). In addition, the system and structure of
traditional schools generate authoritarianism and competition.
Because knowledge is a source of power (Swain, 2005), the manner and content
of distributing that knowledge can suppress or empower students. For example, Paulo
Freire (1972) argues that education is a “liberating devise” that allows students to
transition from passive to active members of their communities (p. 2). Education has the
propensity to either perpetuate violence and social injustice and impede creative problem
solving or to strengthen the moral fiber of students by embracing critical thinking and
social justice. In addition, traditional education tends to create peer competition rather
than cooperation and collaboration. However, Majcherova, Hadjuova, ad Andrejkovic
(2014) argue that “The goal of education is to provide individuals with tools that lead to
coexistence and the creation of positive interpersonal relationships and solidarity in
society” (p. 463). In addition, “Schools should be a place where children feel safe and
comfortable” (Majcherova, Hadjuova, & Andrejkovic, 2014, p. 463).
Vriens (1999) argues that the aim of peace education “is to make young people
conscious of their own responsibility for peace” (p.29). However, in order to effectively
do this, the perspectives of youth must be acknowledged and considered. Vriens (1999)
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argues that peace educators and program designers must include the perception of
children; however, he also concedes that most programs “lack such a balanced strategy,
because of either a strong goal orientation or a lack of, empirical knowledge about
children’s lives and their perspectives about war and peace” (30). Today’s youth know
from television and the internet that conflicts are worldwide and occur daily, in school
they are taught that issues of war and peace have been occurring since the dawn of time,
yet they are taught that conflict is not allowed (Vriens, 1999). Issues concerning power
are also problematic. Today’s youth “experience power, violence and injustice daily, but
they are also taught that use of their own power is seldom allowed (Vriens, 1999, p. 30).
In addition, youth and in particular boys are given war toys as gifts and taught how to
express violence from very young ages. Our youth are taught from a very young age that
war and violence are a part of life. Therefore, a balanced concept of peace education must
integrate “the perspectives of young people with their future responsibility for peace”
(Vriens, 1999, p.30). In order to integrate these perspectives, we must first understand
them. Art and narratives allow youth to demonstrate those perspectives.
Youth Violence and Bullying
According to the Middle School Health Behavior Survey (MSHBS, 2013), 28.9%
were involved in a physical fight in 2013, down from 30.3% in 2011, and down from
34.1% in 2009. In 2013, 13.8% were involved in a physical fight on school property,
21.2% were electronically bullied, and 29.1% were bullied on school property. These
statistics demonstrate that despite the work being done to prevent youth violence, it is
still occurring at relatively high numbers across the state of Florida.
While bullying and violence in U.S. schools have been slowly declining (U.S.

27
Department of Education, 2015; Perlus, Brooks-Russell, Wang, & Iannotti, 2014),
National Voices for Equality, Education, and Enlightenment (NVEEE, 2016) report that
every 7 minutes, a child is bullied; and that adults intervene 4% of the time, peers
intervene 11% of the time and no intervention occurs 85% of the time. In addition,
according to the National Center for Education Statistics (2016), “In 2015, about 21
percent of students ages 12–18 reported being bullied at school during the school year”,
which is down from almost 32% in 2007. However, research shows that perpetuators and
victims of bullying have a greater chance of involvement in future violence (Ttofi,
Farrington, Lösel & Loeber, 2011).
In addition, it is not just violence that negatively impact youth, but also the threat
of violence, the fear of violence, or witnessing violence negatively impact the ability to
learn (Noddings, 2002). However, while exposure to violence does not always result in
psychological harm, “there is a clear enough risk that the traumatic effects of violence on
children have to be taken seriously” (Winslade & Williams, 2012, p. 4). Therefore, it is
imperative that youth are taught alternatives to meeting violence with violence when they
are young. The ability to effectively address violence and bullying at an early age has the
potential to free people from the tension, anxiety, and stress that are endemic of
aggression and bullying (Majcherova, Hadjuova, & Andrejkovic, 2014, p. 465).
Cyberbullying through social media, email, text, and chat messages, and picture
sharing sites and apps pose real threats to youth who are connected to smart phones and
online environments, especially since over 97% of U.S. youth have access to the Internet
(Tokunaga, 2010). Since, bullying occurs where respected adult presence is lacking
(Haber, & Daley, 2011), the influx of technology results in youth potentially being
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subjected to bullying even in the safety of their homes (Mustacchi, 2009). Bullies can
operate anonymously and cause greater psychological damage, while victims can feel
more alone and vulnerable. Therefore, we must provide youth with skills to manage their
emotions and social interactions and teach alternatives to the pattern of meeting violence
with violence when they are young
The ability to effectively address violence and bullying at a young age has the
potential to free people from the tension, anxiety, and stress that are endemic of
aggression and bullying (Majcherova, Hadjuova, & Andrejkovic, 2014, p. 465).
Salmivalli (2009) explains that “raising children’s awareness of the role they play in the
bullying process, as well as increasing their empathic understanding of the victim’s
plight, can reduce bullying” (118). Therefore, programs such as the READING PEACE
PALS program, are needed in order to uncover the effectiveness of bullying programs as
well as attempt to gain insight into children’s perceptions of peace and/or conflict
resolution programs.
According to some studies (McCallion & Feder, 2013) programs that seek to
prevent bullying have led to a decrease of 25%. Increasing children’s awareness of
bullying and the role they play and “increasing their empathic understanding of the
victim’s plight, can reduce bullying (Salmivalli, 2010, p. 118). Awareness raising is vital
because in some instances, bullied children do not report it (deLara, 2012). In fact,
according to one study, only 36% of victims reported the incidents (Petrosina et al.,
2010). Moreover, Hawkins et al. (2001) reports that over half of all bullying instances
(57%) end when someone intervenes. Therefore, peer mentorship offers a unique ability
to aid in the elimination of bullying.
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Mentorship
Mentoring programs are another way of addressing issues of social injustice by
offering youth the opportunity to observe alternatives by pairing them with older
responsible individuals or interacting more closely with their peers. However, there is
little “formal research on the impact of mentoring on involvement in bullying”
(Garringer, 2008, p. 2). Yet, according to the National Mentoring Resource Center (N.D.)
“there is some emerging evidence that mentoring can be an asset to both victims and
perpetrators of bullying”.
Studies show that mentorship programs result in an improvement in social
connectedness (King, Gipson, Arango, Foster, Clark, Ghaziuddin, & Stone, 2018), and
reduction in reports of victimization by peers (Elledge, Cavell, Ogle, Newgent, 2010). In
addition, studies on peer mentoring programs in school settings have demonstrated
behavioral and well-being improvements (Mentoring and Befriending, 2011). For
example, one study led to a 78% increase in bullying awareness among those mentored
with 65% learning how to effectively address bullying (Gladson, 2011). In another study,
physical violence reduced by one-third and positive peer relationships increased in
mentored youth after a 12-month follow up assessment (Tierney, Grossman & Resch,
1995). A meta-analysis comprising 39 programs demonstrated a moderate reduction in
aggression towards peers; however, the authors note that the scale of reduction matches
other intervention techniques (Tolan, Henry, Schoeny, Lovegrove, & Nichols, 2014).
Mentorship has also shown to decrease aggression towards teachers and parents (Cavell
and Hughes, 2000). Cavell and Henrie (2010) posit that this decrease in aggression may
stem from increasing positive social interactions learned from mentors. In addition, for
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victims of bullying and youth violence, mentorship programs may reduce peer
victimization by teaching adaptive coping skills (Troop-Gordon, Sugimura, & Rudolph,
2017); and mentors who are held in high esteem may result in increased social capital for
victimized youth (Elledge et al., 2010). However, just as there is no one perfect strategy
to reduce or eliminate violent conflict with adults, research shows that many programs
aimed at impacting all aspects of bullying are best suited to result in a reduction of
bullying and prevention of violence (Stagg, & Sheridan, 2010).
Violence Prevention Education
Violence prevention education teaches skills and creates climates for their
effective utilization. Institutional roles, including policies and laws as well as individual
practices at the school level, and the structural roles of violence in the larger context have
bearing on behavioral violence. One large study demonstrated an inverse relationship
between social class and household income, and the likelihood of a child, male or female,
committing violence (Triplett & Jarjoura, 1997). Welsh, Stokes, and Greene (2000) found
that poverty surrounding a school impacted student behavioral problems. However,
numerous variables are involved and therefore, simply being poor does not lead to
violence.
Kracke and Hahn (2008) found that for low income African American youth, 43%
had observed a murder and 56% had observed a stabbing, while respectively 1% and 9%
of upper middle-class youth had witnessed a murder and a stabbing. Englander (2003)
argues against the probability of separating children from their social class because “it
impacts the child’s health, schooling, neighborhood, and family environment” (p. 39).
While low socioeconomic status may increase the risk of children engaging in violence,
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research suggests that a well-functioning school environment can play a mitigating role
(Welsh, 2000). Yet, Winslade and Williams (2012) argue for the necessity of addressing
the effects of violence because effective learning occurs “in a context of emotional
calmness and enjoyment, not one dominated by anxiety, anger, or fear (Winslade &
Williams, 2012, p. 3).
Violence reduction at the school level often includes strategies such as metal
detectors, locked campuses, and police presence to control violence through suppression.
Other engaging methods teach students to resolve conflicts, express emotions, and learn
to effectively communicate; such as, bullying prevention, conflict resolution, peer
mediation, anger management, and crisis intervention. These areas address violence
preventatively by imparting the knowledge to foster attitudinal development such as
tolerance and empathy, and responsively by teaching skills to manage conflict and crisis
without violence. Because some approaches address conflict through different lenses, the
use of multiple programs is considered more comprehensive and better able to prevent
violence and build school cultures of peace.
In addition, research demonstrates that exposure to violence in the media effects
the behavior of youths (Morrison, 2002). While schools, classrooms, and teachers are
addressing these issues in the classroom and schools are adopting conflict resolution
programs and mediation, implementation often falls short (Quezada & Romo, 2005). In
fact, while peace education, conflict resolution, and mediation programs in schools are
growing to address issues of youth violence, “more research is needed regarding the
impact it has on elementary and secondary schools” (Quezada & Romo, 2005, p.3).
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Evaluation of Peace Education Programs
Evaluation “is natural for human beings. We do it all the time. We collect
information, we process it, we give it meaning and a value and we act or react according
to it” (Kloosterman, Giebel, & Senyuva, 2007, p. 7). Yet, the relationship between
evaluation and peace education has at times been as tumultuous as the relationship
between peace education’s place within the hierarchical and power structure of traditional
education. Some argue that if peace education enters the realm of general education, it
will undoubtedly lose its unique status as fighting for social justice and become a part of
the system of dominance and control (Haavelsrud, 1976; Burns, 1981; Galtung, 1985;
Jares, 1999). Others argue that peace education must become a part of the common
vernacular in order to make the greatest impact on the most people (Wintersteiner, 2015).
Similarly, there are those who argue that evaluation in general and evaluation of peace
education programs in particular have the potential to cause more harm than good
because they argue that the very nature of evaluation ultimately negates the very value
the program originally sought to overcome. However, if “transformative agency” inherent
in peace education (Bajaj & Brantmeier, 2011, p. 221) remains the focal point, peace
education programs and philosophy will maintain their fundamental and distinctive
features (Brahm, 2006).
While most scholarship has focused on understanding and defining what peace
education is and what it does, much less research has focused on evaluating programs
(Ashton, 2007; Nevo & Brem, 2002); and much evaluation has lacked consistency
(Ashton, 2007). Most of this is because the results of peace education and its
accompanying programs occur in a multitude of contexts and therefore have divergent
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goals and aspirations (Salomon, 2004). For example, a program designed to cease active
violence, might focus on a cessation of violence, where a program focused on embracing
new comers to a community, might be focused on reducing stereotypes and finding
commonality between others through dialogue. However, according to Thonon and
Ospina (2015), “. . . few peace education initiatives take into account, while defining
monitoring or evaluating, the context in which they are developed” (p. 243). Therefore, “.
. . evaluation needs to assess how the context (the whole) determines a peace education
project (the part), but also how a peace education project (the part), has an impact in its
context (the whole)” (Thonon & Ospina, 2015, p. 244).
Nevo & Brem (2002, p. 276) conducted a meta-analysis of research and
determined that 80-90% of the reviewed programs were effective or partially effective;
however, the rarity of delayed post test procedures leaves the durability of efforts unclear.
Salomon (2004) found that differences among individuals impact the effectiveness of
peace education. Moreover, peace education can affect participants’ attitudes and
perceptions by preventing them from deteriorating or becoming more averse to peace
later even when a program does not change them altogether. While this finding was
promising to peace efforts since attitudes and beliefs are keys to the perpetuation of
conflict, Rosen & Salomon (2011) found differences between convictions and beliefs and
the ability of peace education to meet with positive outcomes. Salomon (2006) suggests
that short-term, intensive peace education interventions may result in more observable
change in peripheral beliefs, while it is perhaps the long-term, extensive interventions
that create deeper, more persistent changes.
It is often difficult to evaluate the long-term impacts of peace education programs
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(Ashton, 2004; Harris, 2003). If the goal of a program is to transform the participants, is
the program efficacy called into question if a “transformed” individual commits an act of
violence in response to the political or structural reality on the ground? Similarly,
structural change often crawls at a snail’s pace, is hindered with starts and stops, and the
forward momentum is often subjected to slipping backwards. According to Lazarus
(2015), “Every evaluation process offers the opportunity to articulate a grounded vision
of a specific intervention, requiring practitioners to identify attainable goals, concrete
outcomes, meaningful indicators, and tangible results – intended and unexpected – of
their work” (pp. 163-164). However, most evaluation focuses on assessing interpersonal
change rather than assessing the structural effects of peace education programs (Thonon
& Ospina, 2015, p. 239).
In addition, pre- and post-tests can often capture knowledge and skills gained,
however it is more difficult to capture “the affective, dispositional, and behavioral
outcomes (Harris, 2003, p. 16). Moreover, peace educators must be aware of limitations
and of expecting instantaneous change, but to realize that the changes that peace
educators seek can take years and even decades to come to fruition (Harris, 2003 –
presentation at American Education Research Association Conference).
Evaluation of peace education programs is often burdensome to program
developers and educators (Felice, Karako, & Wisler, 2015) who often operate with low
budgets and in dangerous and difficult environments. In addition, many attempt to
implement evaluation standards typically utilized in traditional education environments
(Felice, Karako, & Wisler, 2015) or solely to satisfy donors who want to ensure return on
their investment (Armitage, 2015).
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Any program or organization must “define its own evaluation practice and tools,
respond to external demands, and be prepared to engage in constructive in-depth dialogue
about various visions of success” (Felice, Karako, & Wisler, 2015, p. xix). Moreover,
peace education and evaluation “must remain flexible in recognizing that there is not any
one-size-fits-all approach” (Williams, 2015, p. 16). Peace education must remain true to
its core principles and remember that “sustainable peace requires time, effort, and
patience” (Williams, 2015, p. 16). Peace education’s emphasis is “on connecting
knowledge and practice . . . As peace education professionals, we need to present a
compelling case for authentic assessments to foster reflective practice” (Srinivasan, 2015,
p. 127). In addition, the literature argues that evaluation should not only occur at the
culmination of a training, but should be a “continuous mechanism for educators to
evaluate themselves vis-à-vis their first assessment on attitudes, values, knowledge, and
behaviors” (Torres, 2015, p. 303). Similarly, the effectiveness of antibullying programs
appears to be strong despite the fact that “many programs appear to be ineffective”
(Evans, Fraser, & Cotter, 2014, p. 536). For example, one study found that gender and
age appear to result in divergent forms of bullying and therefore may require divergent
antibullying programs. In addition, Evans, Fraser, and Cotter (2014) argue that
homogeneous populations may be the cause of more successful antibullying programs. In
addition, there is little agreement about what quantifies a program as effective (Elliot,
2013).
While several models have been put worth to evaluate training programs, the
Kirkpatrick model (Kirkpatrick & Kirkpatrick, 2006) is commonly cited (Torres, 2015).
This model focuses on four levels of evaluation: reaction or satisfaction with the training
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and its relevance to their lives, learning or what the participants gained regarding the
acquisition of knowledge and skills, behavior or the application of the knowledge gained,
and results or whether the desired outcomes will occur as a result of the training
(Kirkpatrick & Kirkpatrick, 2006).
Antibullying program creators and practitioners, like peace education program
creators must be cognizant of the fact that changes might take years (Harris, 2003 –
presentation at American Education Research Association Conference) and that by their
very nature, these programs are often unpredictable and dynamic (Stave, 2011).
Therefore, program creators and organizations must define their “own evaluation practice
and tools, respond to external demands, and be prepared to engage in constructive indepth dialogue about various visions of success” (Felice, Karako, & Wisler, 2015, p. xix).
Art and Conflict Resolution
Philosopher, Rudolf Steiner had famously argued that the mass atrocities and
violence endemic in the 20th century occurred due to the inability of people to effectively
express themselves (Lachman, 2007). While art has been used negatively to engender
violence, promote intolerance, marshal troops, intimidate, torture and foment conflict
(Bergh & Sloboda, 2010), art also has the intrinsic ability to build bridges between real or
perceived conflict groups, reconcile, enlighten and transform perceptions of oneself and
the other as well as the conflict by broadening identities and perceptions, increase
cooperation, aid in negotiating power, treat trauma and heal, unite the real world with an
ideal one, lead to social reforms, and promote innovative and creative thinking. In
addition, the arts can transform and empower the creators and the active and passive
participants and increase empathy and perspective taking (Bang, 2016; Greene, 1995;
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Farahat, Goesel, Georgakopoulos, 2016). Moreover, art has “the potential for making
conflict rooted in diversity more constructive for learning” and “the power to make
psychological and societal boundaries more porous” (Hayes & Yorks, 2007, p. 92). The
arts often open the window to illuminate what needs to be done to improve our world
(Spangler, 1977).
Art releases the creative spirit and offers an outlet to express personal and often
difficult feelings and emotions. In fact, “art engages all of our senses, awakening our
imaginative and intellectual capabilities” (Lawrence, 2005, p. 8) thus allowing people to
view the world and any real or perceived conflicts more holistically. Moreover, art opens
the mind and allows for the creation and adoption of novel ideas, which of course is at the
heart of resolving conflict. Once we can begin to step outside of ourselves and our
positions, we can begin to work with our conflict partner to address the roots of the
conflict and ultimately develop win/ win solutions to what may have previously appeared
to be impossible problems.
While, many people may not associate the arts in the forms of dance, drama,
drawing, film, poetry, storytelling, and others “as conventional forms of conflict
resolution . . . They are indeed powerful platforms to promote peace, change and conflict
transformation” (Farahat, Goesel, & Georgakopoulos, 2016, p. 37). In fact, the literature
continues to blossom with those who promote and recognize the vital importance that art
brings to building a more peaceful world.
The utilization of art and arts-based approaches to resolve conflicts and promote
peace has been occurring in diverse settings and acknowledged by many practitioners
(Lederach, 1997, 2005; Bang, 2016, Farahat, et al., 2016) as a natural fit (Klink &
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Crawford, 1998; Williams, 2011). In fact, “the discipline of the arts has much to
contribute to the field of conflict resolution” because “artistic engagement facilitates
transformative learning and the development of skills and capacities for more
constructive engagement with conflict” (Bang, 2016, p. 355).
Artists themselves have the unique ability to “elevate our souls through their art
and promote our awareness. They also balance the false images created by public media”
(Barkhordari, et al., 2016, p. 226). As such, art can be utilized to counter the negative and
often violent images portrayed in the media and to teach communication, critical thinking
skills, and to stress the importance of cooperation and peaceful living (Barkhordari, et al.,
2016). In fact, artists themselves also have a role to play in increasing their tool kits to
include the promotion of conflict resolution (Bergh & Sloboda, 2010).
Utilization of Art with Youth
According to Laurie Marshall (2014), “our job as peace leaders is to communicate
love, inclusion, and appreciation on a daily basis to the staff, students, parents, and
community” (p. 41). In addition, art educators can “critique senseless violence –
mistreatment, exclusion, intimidation, bullying, violation, abuse, corruption, murder and
war – by unleashing the power of our student’s creativity” (Marshall, 2014, p. 37).
The utilization of art with children has a proven track record of success. Children
have the capacity to connect the stories and songs they hear to their lives and
surroundings (Barkhordari, et al., 2016; Michael & Rajuan, 2009; Michael & Rajuan,
2009). Art education with children has numerous benefits, such as nurturing children to
be more peaceful and humanitarian (Barkhordari, et al., 2016). Barkhordari et al. (2016),
in their literature review on the importance and use of arts-based curriculum in peace
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education, concluded that “Arts education through various methods including visual arts,
performing arts, cinema, and music provides different methods for revolutionizing the
mind” and that “art is a key to promoting peace in young learners and can facilitate this
promotion through emotional and communicative tools, methods, and contents” (p. 220).
While the research is limited on models for engaging and empowering youth
through the arts, they provide “a vehicle for learning that is fun and connects them to the
issues they face” (Williams, 2011, p. 23). Engaging in the arts provides “a momentary
space where children can act like children and build confidence through the refinement of
a skill such as drawing, writing, rapping, or dancing” (Marie & Williams, 2008, p. 8). In
addition,
One of the most powerful protective factors for youth is a caring, supportive
relationship with an adult. Trustful relationships with artists offer youth
opportunities to enliven hopes and dreams through art and to communicate their
fears, problems, and frustrations. CR processes help complex and challenging
youth-adult relationships to succeed (Klink & Crawford, 1998, p. 1).
Researchers are searching out ways to understand and give voice to children while also
engaging them in research. Prosser and Bruke (2008) argue that “This is achieved by
adopting child-sensitive research methods and by recognizing that children’s experience
and agency are important and worthy of study” (p.407). They continue to state that
“words are the domain of adult researchers and therefore can be disempowering to the
young. Images and their mode of production, on the other hand, are central to children’s
culture from a very early age and are therefore empowering. Put simply, children often
feel more confident in creating drawings, photographs, and videos than words” (p.407).
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Prosser and Burke (2008) argue that research must shift from research with children to
research by and for children (p.409).
Teri Williams (2011) evaluated a youth developed interdisciplinary program,
Expressions: Through the Eyes of Youth (ETEY), which was originally developed to
give youth an alternative to engaging in at risk behavior and to give them an outlet to
“express their social and personal concerns through art” (p. 11). She explains that “For
youth, there are often minimal constructive outlets for expressing concerns regarding
violence. Without channels for creative, constructive approaches to conflict issues, youth
are often ill-equipped to respond to violence” (p. 11).
The lasting effects of school violence have been well documented and effect
individuals into the adults lives as well as affect their future children. These effects
include depression, feeling alone, and difficulty adjusting (Crick & Bigbee, 1998; Crick
& Grotpeter, 1996; Nansel et al., 2001; Prinstein, Boergers, & Vernberg, 2001; Storch et
al., 2007). In addition, truancy rates are increased (Ringwalt, Ennett, & Johnson, et al.,
2003), academic achievement and performance is hindered (MacMillan & Haggan, 2004;
Wei & Williams, 2004), dropout rates are higher (Beauvais et al., 1996; MacMillan &
Hagan, 2004), and violent behaviors increase (Nansel et al., 2003). While the cycle of
violence facing youth has been well documented, “youth often do not have adequate
vehicles by which to respond to the violence they encounter. This disempowerment
continues to fuel the cycle of conflict” (Williams, 2011, p. 19). In fact, in many
communities and schools, the focus has steadily shifted away from the arts due to
dwindling budgets and a focus on academics and standardized tests. Many schools
attempt to deal with violence by increasing police presence, employing security guards,
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and investing in metal detectors as well as employing more punitive responses rather than
empowering youth.
If self-awareness and empowerment coupled with the knowledge that youth are
not just passive actors in their worlds, but can affect change, then equipping youth,
through art, with the ability to see themselves as agents of positive change is fundamental
to creating a more peaceful world. Therefore, it is imperative that youth are given the
tools and the outlet to “comprehend the problems they face, the reasons why they should
invest themselves as agents of change, and a willingness to move forward against the tide
to construct practical, sustainable systems for peace” (Williams, 2011, p. 57).
However, there are those (Bergh, 2007, 2008; Bergh & Sloboda, 2010) who warn
against being overly optimistic about the power of the arts to transform conflict, build
lasting relationships, address power issues, and ignore the larger context, as well as the
danger of reifying “the very boundaries and problems they seek to challenge” (Bergh &
Sloboda, 2010, p. 10). For example, research on the power of music to transform conflict
often reports successes based on interviews with artists and organizers, but rarely
evaluate participants (Bergh & Sloboda, 2010). However, it is important to note that
Bergh and Sloboda (2010) voice their concern not in the power of the arts to transform,
but in making hasty claims about their power to transform. They are calling for a more
exhaustive evaluation that includes more diverse variables.
Narratives and Conflict Resolution
The use of narratives for examining, guiding, and explaining human behavior is
perhaps as old as language. Stories have always been a tool to share knowledge and
information about ourselves and the world around us. The advantage of narratives in
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conflict resolution dates back to the inception of the field and particularly in the stories
used to frame the conflict and conflict partners (Winslade & Monk, 2000). According to
John Winslade and Sara Cobb (2013), the narrative perspective is not neutral, but rather
“is founded on a profound respect for persons and communities and for their right to have
a say in the shaping of their own lives” (p.1). Narratives allow for communicating lived
experiences (Riesman, 1993) and demonstrate the relationship between social interaction
and the larger social and cultural structure that form and are formed by experiences
(Ewick & Silbey, 1995).
Collective narratives are social constructions of a society’s collective experiences
(Bruner, 1990) and “represent the collective’s symbolically constructed shared identity”
(Biton & Salomon, 2006, p. 169). While collective narratives can advance and increase
negative stereotypes and serve to promote intolerance and violence (Bar-Tal, 2000;
Salomon, 2004; Biton & Salomon, 2006), narratives are also a tool for resolving conflict.
A successful resolution to conflict requires that all parties gain a deeper understanding of
the positions and interests of all involved, and through that understanding, the conflict
can be transformed. One way to gain a deeper understanding is through narratives.
Galtung (2002) (as cited in Senehi, 2002), argues for the necessity of raising the voices of
the unheard marginalized in order to fully understand their experiences. In fact,
understanding cultural production, assumptions, and justifications for violence is a
necessary step in the process of transforming conflicts (Boulding, 1990; Lederach, 1996,
1999; Galtung, 1990; Burton & Dukes, 1990).
The Utilization of Narratives with Youth
Senehi (2002), argues for the power of constructive storytelling in the expression
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of cultural production. Storytelling is a form of expressing a narrative (Senehi, 2002) and
can be expressed by youth as early as three-and-a-half years old (Peterson & McCabe,
1991). In fact, “children and youth may take part in crafting these stories themselves and
articulating their experiences of conflict as part of a process of healing and envisioning a
better future” (Senehi, 2002, p. 51).
Morrill, et al. (2000), argue that “youth narratives of conflict offer glimpses into
how young people make sense of conflict in their everyday lives” (p. 521). In addition,
they highlight the problem of framing youth devoid of “consideration of young people’s
voices or concerns” resulting in limiting “systemic knowledge about how youths define
and manage peer conflict” (p. 522). Narrative analysis allows for researchers to gain
insight into youth culture (Gaines, 1990; MacLeod, 1987), which “becomes an amalgam
of symbolic, material, and normative elements that are produced via local interaction but
that are tied into regional, national, and even global sociocultural and economic forces”
(Morril, et al., 2000, p. 527). Youth must have “the opportunity to narrate themselves, to
speak from the actual places where their experiences and daily lives are shaped and
mediated” (Giroux, 1996, p.31). This research on youth-created narratives allowed for a
unique view into how youth view bullying and allowed for some to express the impact
that bullying has had on them. The likelihood of a child expressing some of the deeply
held feelings concerning bullying that were expressed in some of the narratives is
unlikely.
Youth Conceptualization of Peace
Research on youth, war, and peace has grown substantially` since the second
world war. Prior to the turn of the century, and in some modern studies, the tendency has
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been for studies to be based on adult rather than children’s concerns and perspectives,
which Vriens (1999) argued led to “three types of research: research on children in a
situation of violence and political conflict, research on the influence of nuclear threat on
children, and research on children’s conceptions of war and peace” (p.31).
Post-World War II was a period where war and its impact on children began to
emerge and called for protecting children in war situations (Brosse, 1949, 1959; Central
Commission on Children and War, 1948; Jouhay & Shentoub, 1949; Macardle, 1949;
United Nations Relief and Rehabilitation Administration, 1945). Around this time, Piaget
and Weil (1951) sought to uncover developmental stages concerning children’s
conceptions of their home country and other countries through the use of drawings and
interviews. While conceptions of peace were not directly studied, they did illuminate
children’s conceptions of nationality. In addition, Piaget’s stages of development became
a mainstay of many studies thereafter.
Vriens (1999) reviewed 50 years of research on children, war and peace and
concludes that “children have their own interpretations of peace and war, and most of
them are somehow integrated into the children’s world” (p.43). He also affirms the
Piagetian stages of conceptual development regarding war and peace.
. . . children between the ages of six and twelve go through three consecutive
stages in determining their position on the subject of war and peace. For six-and
seven-year-olds, the notions of peace and war are relatively difficult to
understand. This situation changes rapidly from the ages of seven onward;
children develop more and more elaborated ideas about peace and war (Vriens,
1999, pp.43).
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As the field of peace studies began to emerge, researchers began to discover and
research children’s views and conceptions of war and peace (Vriens, 1999). For example,
Cooper (1965) used word associations and interviews with 300 five- to sixteen-year-old
English children and only word associations with 113 seven- to fourteen-year-old
Japanese children to conclude that by age six, children had “coherent utterances on the
subjects of war and peace” (Cooper, 1965, p.3) and by seven or eight, they “have fairly
well-defined ideas of what war and peace are” (p.3). Cooper (1965) concluded that
children in his study conceptualized peace as “(i) Inactivity, freedom from stimuli,
tranquility, relaxation, silence, etc. (ii) Respite and an end to hostile activity, a state of no
fighting, no war, (iii) Sociable activity, friendship, etc. (iv) Reconciliation from war, the
means of avoiding war and sustaining international goodwill” (p.4). Nonetheless, Cooper
(1965) also found that children had more responses for war than they did for peace and
that their ideas of peace “lag behind war in development” (p.4).
The topic of peace has often taken a back seat to the research devoted to children
and war. In a majority of studies, when children and peace is examined, peace is included
either after inquiring about war or the research occurs in a context where war or exposure
to violence was ongoing or had recently occurred (Alvik, 1968; Burns, 2009; Cooper,
1965; Haavelsrud, 1970, 1971; Hall, 1993; Jabbar & Betawi, 2018; Juhsaz & Palmer,
1991; McLernon & Cairns, 2001; Myers-Bowman, Walker, Myers-Walls, 2005; Rosell,
1968; Trebjesanin, Hana, & Kopunovic, 2000). This alone perhaps attunes children to
respond to conceptions of peace as an antonym to war. This focus on the duality of war
and peace perhaps colors children’s true unadulterated views regarding peace. In fact,
“The literature, overall, indicates that children define peace as the absence of war when
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asked to define both war and peace (Sunal, Kelley, & Sunal, 2011, p.2).
Most research on children’s conceptions of peace demonstrates that children
understand the concept of war before peace, “with the youngest children perceiving war
in concrete terms such as war activities, weapons, and soldiers, and all children able to
offer a definition of war, even those who could not define peace” (McLernon & Cairns,
2001, p.45-46). Yet, Bursterman (1973) found that most people have a vague conception
of peace; furthermore, peace is not often a behavioral goal in education. McLernon and
Cairns (2001) posit that “Unlike war, peace is not commonly defined in the child’s
environment. No clear explanation of the meaning of peace is given to children, but
instead children tend to draw their own conclusions regarding the concept of peace from
their environment” (p.46).
Alvik (1968) argued that the sources of children’s conceptions of war and peace
come from their parents, other children, newspapers, radio and TV (p.179). Furthermore,
he argues that children’s incomplete or passive conception of peace is a failure of society.
“Peace is commonly defined in such an empty way that the child sees no clear way of
how to obtain it. Likewise, when peace is eventually obtained, the child considers it as a
state of passivity more than as an ongoing process” (Alvik, 1968, p.173). Coles (1986)
demonstrated that adults project their own fears on children and others questioned if the
wording on certain questionnaires could result in increased psychological fears regarding
war; therefore, Van Kempen et al. (1986) and Vriens (1987) argue for stepping outside of
adult meaning and allowing the voices of youth to emerge.
Schwebel (2001) posits that children’s understanding of war and peace develops “through
a series of interchanges between the individual and the environment. These two feed on
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each other, suggesting that to change individual minds we must change the world they
live in; to change the world we must change minds” (p. 3).
In addition, a cohesive comparison of studies that address children’s conception
of peace is difficult due to the vast differences in the scope, methodology, context and
participant demographics. For example, participants have ranged from the age of three to
eighteen and have been drawn from diverse socioeconomic backgrounds and countries of
origin (Vriens, 1999). Data collection has ranged from one-on-one to small group
interviews, word associations, observations, drawings, writings, photographic
comparison, among others. In addition, there are vast discrepancies in the questions asked
and the interpretations of those results (Vriens, 1999). For an overview of the studies that
address children’s conception of peace, see table 1 below.
Table 3
Children's Conception of Peace Research Study Demographics, Methodology, and
Findings
Author

Age

Nationality

Date collection

Conception of peace

Alvik (1968)

8-12

Norwegian

Drawings, Word
Association,
Interviews

Inactivity, Passive State as
Opposed to Active State;
Negative Peace

Biton &
Salomon (2006)

15-16

Israeli;
Palestinian

Free Association
Questionnaires

Increase from Negative to
Positive Peace

Burns (2009)

6-7

US

Critical Literacy

Not Given

Cooper (1965)

5-16
7 -14

English
Japanese

Word
Association;
Interviews

Coughlin, et al.
(2009)

5-10

US
UAE

Interviews

Inactivity or Tranquility;
Negative Peace; Sociable
Activities; Reconciliation,
Sustaining International
Goodwill
Quiet, Tranquil
Environments (US);
Negative Peace (UAE)
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Covell, et al.
(1994)

7-18

Canadian

Questionnaires

Negative Peace, being
Nice, Sharing

Cretu (1988)

5-6

Romanian

Drawings

Media Images of Doves,
Olive Branches, Planet
Earth; Personal Direct
Meanings, Flowers,
Butterflies, Trees, Houses

Deng & Shih
(2009)

4-18

Taiwanese

Drawings;
Interviews

Haavelsrud
(1970)

10-17

Questionnaires

Haavelsrud
(1971)

10-18

German
(West
Berlin)
Canadian

Negative Peace, Prosocial
Behaviors, Positive
Emotions, Positive
Evaluations of Peace
Negative Peace,
Coexistence

Open Ended
Interviews

Not Given; Focus on
Sources of Knowledge

Hakvoort &
Hagglund
(2001)
Hakvoort &
Oppenheimer
(1993)

7-17

Dutch;
Swedish

Interview

8-16

Dutch

Questionnaire

Hall (1993)

4-16

Austrian

Questionnaires,
Interviews

Jabbar &
Betawi (2018)

4-12

Iraqi refugee
in Jordan

Drawings

Juhasz &
Palmer (1991)

13-14

Australian,
Canadian,
US

Questionnaires

McLernon &
Cairns (2001)

6-7

English;
Irish

Drawings,
Interviews

Negative Peace, Social
Activities, Friendship,
Social Relationships
Negative Peace, State Of
Stillness, Positive
Emotions; Universal
Rights
Tranquility, Quiet,
Solitude; Negative Peace;
Social Harmony
Peace as Religion,
Contentment and Serenity;
Peace as a Negative Space
Interpersonal
Relationships, Personal
Feelings, Behaviors,
Cooperation,
Communication, Problem
Solving, Sharing, Caring,
Understanding, Respect
Negative Peace, Nature,
Religious Imagery

Mercell (1974)

14-18

Scottish

Questionnaires

Positive Peace

MyersBowman, et al.
(2005)

3-12 (US);
US;
6-12
Yugoslavian
(Yugoslavia)

Interviews

Tranquil, Quiet, Positive
Emotions, Negative Peace

Oppenheimer &
Kuipers (2003)

10

Filipino

Semi-Structured
Interviews

Rosell (1968)

8-14

Swedish

Interviews

Material Related, Positive
Emotions, Negative Peace,
Human Attitudes
Negative Peace, Moral
Judgements
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Spielmann
(1986)

9-18

Jewish and
Arab Israelis

Free
Compositions

Natural, Unrealistic;
Active Rather than Passive

Sunal, et al.
(2012)

5-6

US

Targ (1970)

9-12

US

Physical
Demonstrations,
Drawings,
Writings
Questionnaires

Trebjesanin, et
al. (2000)

4-13

Serbian

Surveys

Enjoyable Activities,
Prosocial Behaviors,
Quietness, Calmness,
Privacy
Positive Association to
Peace
Negative Peace, Freedom
of Movement and
Decisions, Positive
Emotions, Happiness

50
Chapter 3: Research Method
Content Analysis
This dissertation incorporated a qualitative content analysis of youth created art.
Content analysis is utilized to make “inferences by objectively and systematically
identifying specified characteristics of messages" (Holsti, 1969, p. 14). Content analysis
may be utilized to code student artwork (Wheelock, Haney, & Bebell, 2000) and most
“content analysis research is motivated by the search for techniques to infer from
symbolic data what would be either too costly, no longer possible, or too obtrusive by the
use of other techniques" (Krippendorf, 1980, p. 51). For this dissertation, content analysis
allowed for the dissemination of youth created art in order to add to the research
concerning youth’s conceptions of peace, bullying, and violence as well as their strategies
for dealing with bullying and violence in their lives and communities. In addition, content
analysis of youth created art enabled a view into youth’s construction of knowledge and
into the systems that impact youth.
According to Hsieh and Shannon (2005), “Research using qualitative content
analysis focuses on the characteristics of language communication with attention to the
content or contextual meaning of the text . . . Qualitative content analysis goes beyond
merely counting words to examining language intensely for the purpose of classifying
large amounts of text into an efficient number of categories that represent similar
meaning” (p. 1278). Content analysis seeks “to provide knowledge and understanding of
the phenomenon under study (Downe-Wamboldt, 1992, p. 314).
Qualitative content analysis application falls under “three distinct approaches:
conventional, directed, or summative” (Hsieh & Shannon, 2005, p. 1277) with
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differences in “coding schemes, origins of codes, and threats to trustworthiness” (Hsieh
& Shannon, 2005, p. 1277). Codes are derived from text data in conventional content
analysis, theory or research findings guide the coding in the directed approach, and in
summative, “counting and comparisons, usually of keywords or content, followed by the
interpretation of the underlying context” (Hsieh & Shannon, 2005, p. 1277) occurs.
For this research, summative content analysis was the vehicle used to examine the
themes illustrated and expressed by youth through the art they created in the Reading
Peace Pals program. The summative approach to content analysis extends beyond simply
counting the frequency of specific words or content in youth created art and includes
latent content analysis, which is the process of interpreting content (Holsti, 1969) and
discovering the underlying meaning of the content. The specifics regarding the content
analysis process are expressed in detail below.
Participants
The data for this research was existing data compiled during the Reading Peace
Pals program. The only consent required was for access and use of the data which was
granted by Dr. Alexia Georgeakopoulos, the originator of the program. The participants
of the Reading Peace Pals program were 110 six-to-nine-year-olds from Boys and Girls
Clubs who took part in the program and completed consent forms when the original
research occurred. Parental consent was required for all minors prior to the beginning of
the program. Mentors consisted of 65 community members, who were recruited via an
email invitation sent out to the community. Participant demographics are listed in table 1.
Qualitative Content Analysis
The research questions: RQ1) How did participants conceptualize peace through
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their artwork in the READING PEACE PALS mentorship program; RQ1a) What were
the learning outcomes (affective, cognitive, and behavioral learning) that emerged from
youths’ conceptualizations of peace in their artwork; RQ1b) How did youths’ expressions
of peace address bullying or violence in their artwork; RQ1c) What impacts/results did
youth express through their artwork; What systems emerged as important to youth as
expressed through their artwork; How is peace socially constructed by youth as expressed
through their artwork; and RQ2) How did participants conceptualize peace through their
narratives in the READING PEACE PALS mentorship program; RQ2a) What were the
learning outcomes (affective, cognitive, and behavioral learning) that emerged from
youths’ conceptualizations of peace in their narratives; RQ2b) How did youths’
expressions of peace address bullying or violence in their narratives; RQ2c) What
impacts/results did youth express through their narratives; What systems emerged as
important to youth as expressed through their narratives; How is peace socially
constructed by youth as expressed through their narratives; were analyzed by conducting
a qualitative content and thematic analysis (Wheelock, Haney, & Bebell, 2000;
Krippendorf, 2013) on 181 pieces of youth created art, which included artwork and
narratives. The samples analyzed were the artwork and narratives created by the 110
participants of the Reading Peace Pals program. This artwork was analyzed through a
conflict analysis and resolution lens and contextualized with the aim of inferring youths’
conceptualizations of peace, bullying and violence and the strategies that youth employ to
combat bullying and violence. This conflict analysis and resolution lens along with the
context of the Reading Peace Pals program and the instructions that were given to the
participants of the program guided the inferences.
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Krippendorf (2013) states that “The first task in any empirical study is to decide
what is to be observed as well as how observations are to be recorded and thereafter
considered data” (p.98). Each of the 181 pieces of youth created artwork and narratives
were distinguished as distinct sampling units, which are “units that are distinguished for
selective inclusion in an analysis” (Krippendorf, 2013, p. 99). Defining sampling units is
necessary “so that (a) connections across sampling units, if they exist, do not bias the
analysis; and (b) all relevant information is contained in individual sampling units, or, it
is not, the omissions do not impoverish the analysis” (Krippendorf, 2013, p. 100). All of
the artwork and narratives were viewed and analyzed individually and not as a group;
therefore, each distinct piece of artwork or narrative was viewed distinctly and not as a
string of connections to each other.
Recording or coding units “are units that are distinguished for separate
descriptions, transcription, recording, or coding” (Krippendorf, 2013, p.100). The
recording/coding units are the idea(s) expressed in the artwork and narratives that address
youths’ ideas on peace, bullying, and violence, as well as the strategies for combatting
them. Context units “are units of textual matter that set limits on the information to be
considered in the description of recording units” (Krippendorf, 2013, p.101). The context
units for this research are the distinct ideas expressed in the artwork and narratives that
address youths’ ideas regarding peace, bullying, and violence and the strategies for
combatting them.
In analyzing youth created art through summative content analysis, data analysis
began with searches for occurrences of key themes that emerged from the program and
related to the learning constructs of affective, cognitive, and behavioral learning as well
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as the impact on society. In addition, key themes from the content of the program; such as
bullying, violence, and peace, as well as strategies to address bullying were identified.
Summative content analysis starts with keywords that are identified before and during the
analysis and are derived from researcher interest or the literature review (Hsieh, &
Shannon, 2005). Since the Reading Peace Pals program is focused on bullying, violence
prevention, and strategies to combat bullying and violence, as well as youth’s
conceptions of peace, these were the main themes that guided the initial analysis.
Inferences were made regarding youth artwork and narratives and each piece of artwork
was analyzed to discover the appropriate construct and subsequent category and subcategory as they emerged from the texts (youth created artwork). In addition, because of
the in-depth work that the researcher did on the two complimentary studies, those
categories guided placement after the initial analysis was completed.
Stages of Content Analysis
Stage 1: Decontextualization
During this stage, all of the artwork and narratives were viewed and read in order
“to obtain a sense of the whole” (Bengtsson, 2016, p. 11). Then, meaning units were
labeled with a code, which is referred to as the open coding process (Berg, 2001). The
coding process was abductive and, in a sense, both extant and emergent. Youth created
artwork and narratives were analyzed and coded as they emerged. However, the coding
process was undoubtedly shaped by previous work completed on the other two
complimentary studies (Georgakopoulos, Duckworth, Silverman, & Redfering, 2017;
Georgakopoulos, Goesel, & Hardigan, 2019) where the researcher played a major role in
the analysis and discussion of those studies. The coding process was performed
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repeatedly, starting with different artwork and narratives to increase reliability (DowneWambolt, 1992).
Emergent coding was utilized to analyze the data. First, the material was
reviewed, and a set of features were established to build a checklist of codes. Then, codes
were clustered “from the bottom up, by lumping together objects, attributes, concepts . . .
according to what they share, or . . . from the top down, by dividing sets of such entities
into classes whose boundaries reflect the more important differences between them
(Krippendorf, 2013, p.205). Finally, an established list of codes to apply to all of the
artwork and narratives was built, which included a list of codes, a brief description of the
code, a full description of the code, when to apply the code, when not to apply the code,
and examples of the code (Krippendorf, 2013) in order to add to the replicability of the
research.
Stage 2: Recontextualization
Once the meaning units were identified and coded, the content was checked to
ensure that all aspects had been covered (Burnard, 1991). Therefore, all the artwork and
narratives were viewed and read again along with the lists of meaning units. Any uncoded aspects were reviewed to uncover if they should be included in the analysis, if not
they were excluded (Burnard, 1991, 1995). The few exclusions are listed at the bottom of
the codebook under the code ‘other’ in table 4 and shown in the results chapter in figure
1, figure 2, and figure 3.
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Table 4
Codebook
Code

Brief
description
Emotions /
beliefs

Full
description
An emotional
state or
reaction / An
idea or belief

Bullying
advice
(Affectiv
e)

Advice that
relates to
the
emotional
aspects of
bullying

Peace
conceptio
ns
(Affectiv
e)

Conception
s of peace
in the
affective
domain

Symbols
(Affectiv
e)

Symbols
used to
express
conceptions
of peace in
the affective
domain

Acceptan
ce
(Affectiv
e)

Acceptance
of oneself
and others
in the

Advice that
relates to the
emotional
aspects of
bullying in
the affective
domain
(feelings,
values,
appreciation,
motivations,
attitudes)
Conceptions
of peace in
the affective
domain
(feelings,
values,
appreciation,
motivations,
attitudes)
Symbols used
to express
conceptions
of peace in
the affective
domain
(feelings,
values,
appreciation,
motivations,
attitudes)
Acceptance of
oneself and
others in the
affective

Feelings
(Affectiv
e)

When to apply
A depiction or
description of an
emotional
reaction or belief
relating to the
program or the
research
questions in the
domain of
affective learning
A depiction or
description of
advice that
relates to the
emotional
aspects of
bullying in the
affective domain
(feelings, values,
appreciation,
motivations,
attitudes)
A depiction or
description of
conceptions of
peace in the
affective domain
(feelings, values,
appreciation,
motivations,
attitudes)
A depiction or
description of a
symbol used to
express
conceptions of
peace in the
affective domain

A depiction or
description of
acceptance of
oneself or others

When not to
apply
The depiction or
description of an
emotional
reaction or belief
does not relate to
the domain of
affective learning

Examples

A depiction or
description of
advice that does
not relate to the
emotional
aspects of
bullying in the
affective domain

-Be a better
person
-Be nice to each
other
-Cheer them up
-Do not leave
anyone out

A depiction or
description of
conceptions of
peace that are not
in the affective
domain

-Relaxation
-Love
-Connection
-Looking at
clouds at a park
with friends

A depiction or
description of a
symbol that is
not used to
express
conceptions of
peace in the
affective domain

-Smiles
-Holding hands
-Rainbow
-Cross
-The moon is
peace

A depiction or
description of
acceptance of
oneself or others

-Stand up for
myself
-I don’t care
what they say

-Peace makes
you feel
wonderful
-Bullying hurts
people’s
feelings
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affective
domain

Behaviors
(Affectiv
e)

Behaviors
that result
in or are
taken
because of
the feelings
they evoke

Treating
people
positively
(Cognitiv
ely)

Treating
people
positively
in the
cognitive
domain

Understa
nding
Peace
(Cognitiv
ely)

Depictions
or
descriptions
demonstrati
ng a
cognitive
understandi
ng of peace

Bullying
awarenes
s
(Cognitiv
ely)

Depictions
or
descriptions
demonstrati
ng a
cognitive
understandi
ng of
bullying
awareness

domain
(feelings,
values,
appreciation,
motivations,
attitudes)
Behaviors that
result in or are
taken because
of the feelings
they evoke
(feelings,
values,
appreciation,
motivations,
attitudes)
Depictions of
treating
people
positively that
are active and
constructive
and
demonstrate
an effective
connection to
learning new
things
Depictions or
descriptions
demonstrating
a cognitive
understanding
of peace that
are active and
constructive
and
demonstrate
an effective
connection to
learning new
things
Depictions or
descriptions
demonstrating
a cognitive
understanding
of bullying
awareness
that are active
and
constructive
and

in the affective
domain (feelings,
values,
appreciation,
motivations,
attitudes)
A depiction or
description of
behaviors in the
affective domain
(feelings, values,
appreciation,
motivations,
attitudes)

is not displayed
or does not relate
to the affective
domain

-I like my
weight
-Don’t leave
anyone out

A depiction or
description of
behaviors not in
the affective
domain

-Educate
-Power in
numbers
-Spread peace
-Plant trees or
flowers
-Represent what
it means to be a
peaceful person

A depiction or
description of
treating people
positively in the
cognitive domain

A depiction or
description that
does not
demonstrate
treating people
positively in the
cognitive domain

-Be nice/ kind
-Help others
-Please
-Don’t talk back

A depiction or
description
demonstrating a
cognitive
understanding of
peace that is
active and
constructive and
demonstrate an
effective
connection to
learning new
things

A depiction or
description that
does not
demonstrate a
cognitive
understanding of
peace that are
active and
constructive and
demonstrate an
effective
connection to
learning new
things
A depiction or
description that
does not
demonstrate a
cognitive
understanding of
bullying
awareness

-Shared
symbols of
hearts or peace
signs
-Definitions of
peace
-Negative peace
-Peaceful
people
-Promotion of
peace

A depiction or
description
demonstrating a
cognitive
understanding of
bullying
awareness

-Definitions of
bullying
-Causes of
bullying
-Consequences
of bullying
-Bullying
prevention
-Bullying
intervention
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demonstrate
an effective
connection to
learning new
things
Behaviors that
depict or
describe
actively
taking action
to bring peace

Proactive
behaviors
(Behavior
al)

Behaviors
that depict
or describe
actively
taking
action

Preventati
ve
behaviors
(Behavior
al)

Behaviors
that depict
or describe
actions
taken to
prevent
bullying
situations
Behaviors
that depict
or describe
actions
taken to
intervene in
bullying
situations

Behaviors that
depict or
describe
actions taken
to prevent
bullying
situations
Behaviors that
depict or
describe
actions taken
to intervene in
bullying
situations

A depiction or
description of
behaviors that are
undertaken to
intervene in
bullying
situations

Behaviors
that depict
or describe
actions of a
spiritual
nature
The
depiction or
description
of peace
education

Behaviors that
depict or
describe
actions of a
spiritual
nature
Depictions or
descriptions
that address
the impact of
peace
education
Depictions or
descriptions
that address
transformatio
n

A depiction or
description of
behaviors that are
of a spiritual
nature

Depictions or
descriptions
that address
conceptual
results

Interventi
on
behaviors
(Behavior
al)

Spiritual
behaviors
(Behavior
al)

Peace
education
(Impact)

Transfor
mation
(Impact)

Conceptu
al results
(Impact)

The
depiction or
description
of
transformati
on
The
depiction or
description
of

A depiction or
description of
proactive
behaviors that
describe actively
taking action as
opposed to
reacting
A depiction or
description of
behaviors that are
undertaken to
prevent bullying
situations

-Give peace
concerts
-Give everyone
equal amounts
of money
-Celebrate
differences

A depiction or
description that
addresses the
impact of peace
education

A depiction or
description of
behaviors that are
either not
proactive or do
not demonstrate
behavioral
learning
A depiction or
description that
does not
demonstrate
behaviors
undertaken to
prevent bullying
situations
A depiction or
description that
does not
demonstrate
behaviors
undertaken to
intervene in
bullying
situations
A depiction or
description that
does not
demonstrate
behaviors of a
spiritual nature
A depiction or
description that
does not address
the impact of
peace education

A depiction or
description that
addresses
transformation

A depiction or
description that
does not address
transformation

A depiction or
description that
addresses
conceptual
results

A depiction or
description that
does not
addresses

-Peace starts at
home
-I will be a nice
friend
-Youth are the
future
-Peace makes
you a better
person
-A bully can
hurt others

-Take a break
-Don’t ignore
people trying to
tell you
something
-Make them
your friend
-Tell an adult
-Report it
-Tell them to
stop
-Walk away
-Block someone
from getting hit

-Do yoga
-Pray for the
bully
-Pray for those
being bullied
-Peace concerts
-Read
-Educate
-Represent
peace
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conceptual
results
The
depiction or
description
of ideas or
symbols
that do not
address the
research
questions

Other

The depiction
or description
of ideas or
symbols that
do not address
the research
questions in a
clear and
concise
manner

A depiction or
description that
does not address
the research
questions in a
clear and concise
manner

conceptual
results
A depiction or
description
addresses the
research
questions in a
clear and concise
manner

-Car
-Shoe
-Truck
-Submarine
-S sign
-No flex zone

Stage 3: Categorization
In this stage, meaning units were condensed and divided into domains or content
areas and themes and categories were identified. Then, categories were placed in
subcategories. Saturation was utilized to ensure that artwork was placed in the proper
extant categories of learning or impact/results by completing the coding process twice.
Double coding ensured consistency and trustworthiness in category placement. As per
Krippendorf (2004; 2013) double coding ensured reliability and agreement and
duplicated items or categories were omitted.
Stage 4: Compilation
At this stage, the collected data was viewed from a neutral and objective
perspective while identifying potential hidden meanings. For each category, meaning
units were presented as a summary of themes, categories, and subcategories in a table in
order to offer an overview of the results. In addition, a quantification where categories
and subcategories were counted occurred in order to illuminate youths’ conceptions of
peace and bullying.
Validity
Krippendorf (2013) defines validity as the “quality of research results that leads
us to accept them as true . . . A content analysis is valid if the inferences drawn from the
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available texts withstand the test of independently available evidence, of new
observations, of competing theories or interpretations, or of being able to inform
successful actions” (p.329). Validity was established by triangulating the research
findings with the results from the content analysis of the open-ended surveys
administered to youth in READING PEACE PALS program (Georgakopoulos,
Duckworth, Silverman, & Redfering, 2017) as well as a comparison to the wealth of
research on children’s conceptions of peace available in the literature. While a global
comparison between the studies that have included children’s conceptions of peace is
hindered by the time, data collection, methodology, and location there are some overall
comparisons that were found.
Triangulation
Creswell and Plano Clark (2007) explain that triangulation is used “when a
researcher wants to directly compare and contrast quantitative statistical results with
qualitative findings or to validate or expand quantitative results with qualitative data” (p.
62). The purpose of triangulation is to provide corroborating evidence (Creswell & Clark,
2007). The statistical analysis of the Likert-scale surveys were triangulated with the
qualitative findings outlined in Georgakopoulos, Duckworth, Redfering, and Silverman
(2017) to demonstrate the effectiveness of the Reading Peace Pals program in
Georgakopoulos, Goesel, and Hardigan (2019). The researcher’s analysis of youth
created art sought to discover how the results from this dissertation compared with the
results of Georgakopoulos, Duckworth, Silverman, & Redfering (2017) and
Georgakopoulos, Goesel, and Hardigan (2018).
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Chapter 4: Results
Participants in the Reading Peace Pals program conceptualized peace through
their artwork and narratives in a myriad of ways. In total, 16 categories and 60
subcategories emerged.
Overall, youth-created artwork reflected the vivid expressions and in-depth
conceptualizations of peace by participants in the program, while youth created narratives
provided insight into how participants viewed bullying, how they sought to combat
bullying and violence, and their ideas for promoting peace. Most submissions fit neatly
into either artwork or narratives; however, some pieces were artwork with an attached
caption or labels and others were mostly narrative with a little added flair or doodling. Of
the contributions that included captions some were clearly captioned by the originator of
the artwork and some were clearly added by the mentor to bring clarity to the ideas being
expressed by the mentee.
Overall, there were only a few contributions that did not offer usable data for the
study, which can be viewed in figures 1, 2 and 3. Figure 1 appears to be incomplete while
figure 2 appears to be objects that the child has mastered drawing, but do not appear to be
a vision for peace. Finally, figure 3 is an attempt to recreate a misogynistic song that
embraces class status symbols. Ironically, the song in and of itself can be viewed as a
form of bullying. However, it is unclear if the child who recreated these lyrics did so as
an example of bullying or simply as a recreation of a popular song or if there was a direct
attempt to make a statement regarding bullying.
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Figure 1. Incomplete

Figure 2. Random objects
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Figure 3. No Flex Zone
Art provided a unique lens into the perspectives of youth and their view of peace
by allowing them to freely express themselves. Overall, youth created artwork contained
a myriad of symbols that demonstrated their conceptions of peace. Out of 93 unique
pieces of artwork, an aspect of nature was found in 43, smiles were found in 42,
connection to family, friends, pets, or teachers was represented in 42 pieces of artwork.
Peace signs in 37 and hearts were found in 28. Youth expressed conceptions of peace
ranging from family and friends, connection, love, playing games, having fun, sharing,
helping, happiness, nature, animals, shared symbols, religious imagery, light, and home.
Due to the structure of the program, youth were first asked to draw what peace
meant to them, and then later asked to write about a specific bullying incident; therefore,
there were clear differences in youth created artwork versus youth created narratives. The
artwork focused mostly on conceptions of positive peace with a few exceptions which
included peace as the absence of bullying, fighting or violence. The artwork that did
include aspects of negative peace was only placed into this category because of the
captions that expressed the idea that peace means no fighting, bullying, or violence.
Youth created narratives however offered a more in-depth view into the thoughts
of youth regarding aspects of bullying, youth violence, and strategies for promoting peace
and stopping violence. While none of the artwork without captions depicted aspects of
negative peace, narratives included many aspects of negative peace such as no fighting,
no bullying, and no war. Asking youth to write about a bullying incident or strategies to
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combat bullying appear to have had an influence on the participants conceptions of peace.
When asked to draw peace, positive peace was illuminated; however, when asked to
contemplate and then write about bullying or strategies to reduce bullying and violence,
negative peace emerged as a dominant theme. Perhaps one could conclude that asking
youth to write about bullying introduces the idea of bullying and therefore influenced
youth’s views concerning peace. As where previously, youth were unrestricted in their
expressions of peace and free from other associations.
In the youth created artwork, bullying and violence were not evident or directly
addressed; however, depictions of positive peace such as playing nicely, sharing, and
including others were evident. In addition, captions sometimes brought clarity to the
conceptions of children. Sometimes these captions were included by children and other
times it was evident that they were added by mentors perhaps to bring clarity to the
conceptions and ideas that the children were trying to convey.
Affective Learning
Regarding affective learning, the categories of Feelings, Bullying Advice, Peace
Conceptions, Symbols, Acceptance, and Behaviors emerged from youth-created artwork
and narratives. Items were placed into the category of affective learning if they related to
an aspect of emotions or demonstrated that youth enjoyed the process or there were
feelings attached to the artwork or narrative. The following table outlines the diverse
array of youth generated ideas regarding conceptions of peace and ways to address
bullying under the domain of affective learning.
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Table 5
Affective Learning
Category

Subcategory

Example

Art

Feelings

Positive
feelings of
program

·Peace day is important

·N

·Peace day is fun

·N

·Boys and Girls Club is fun

·N

·I love Boys and Girls Club

·N

·“Peace Day” stars surrounding a heart

·A

·Peace makes you feel wonderful

·A/N

·Peace is happiness

·A/N

·Peace is fun

·A/N

·Peace is love

·A/N

·Peace is a feeling

·N

·Peace is amazing

·N

·Peace is thinking of someone you love so much

·N

·Peace is showing how much you care

·N

·Peace is making up after a fight

·N

·Peace is feeling happy playing with my brother

·N

·I love my brother because we play soccer and it
makes me feel happy. This is my peace
·My brother and I like to go to the beach. I feel
happy that we play together. Then I have peace
·Peace is appreciation

·N

·Feel bad

·A/N

·Feel sad

·N

·Feel mad

·N

·I hate bullying and will never be one

·N

·It hurts people’s feelings

·N

·Be kind

·A/N

·Be good

·N

·Be smart

·N

·Be brave

·N

·Be free

·N

·Do our part

·N

·Resolve problems

·N

Positive
feelings of
peace

Negative
feelings from
bullying or
violence

Bullying
advice

General
encouragement

·N
·N
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·Be peace

·N

·Give peace to everyone

·N

·Keep calm

·N

·Help your body be strong

·N

·Love your family

·N

·Make good choices

·N

·Make the bully your friend

·N

·Be a good role model

·N

·Be strong (I didn’t cry, I’m not a baby)

·N

Encouragement ·Don't bully
directed
·Don't fight
towards a bully
·Be nice to each other

Helping
victims of
bullying feel
better

Inclusion

Peace
Building Peace
Conceptions

·A/N
·A/N
·A/N

·Respect each other

·N

·Be a better person

·N

·Ask others not to bully

·N

·Stop and think

·N

·Stop saying mean or bad words

·N

·Say sorry

·N

·Help bullied people

·N

·If you give them something, they will appreciate
that
·Cheer them up

·N

·Friends feel grateful for the help

·N

·Make friends

·A/N

·Include others who are different or have
disabilities
·Share

·A/N

·Don't leave anyone out

·N

·World needs peace

·A

·Spread peace

·A

·Friendship

·A

·Sharing

·A

·Equality

·N

·Agreement

·N

·Connection

·N

·Togetherness

·N

·N

·A/N
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Relaxation

Love

General
definitions of
peace

Symbols

Connection

Happiness

·Belongingness

·N

·Sleeping

·A/N

·Quiet

·A/N

·Solitude

·A/N

·Resting

·A/N

·Watching the snow

·N

·Looking at clouds at park

·N

·Peace is keeping calm

·N

·Going to the beach

·N

·Reading a book

·N

·Hearts

·A

·I love you

·A/N

·I love peace

·A/N

·Be loving

·A/N

·Love your family

·A/N

·Love your friends

·A/N

·Love for the Boys and Girls Club

·N

·Peace is love

·N

·Hugging

·N

·Pets

·N

·Be nice/ be kind

·A/N

·Good

·A/N

·Cool

·A/N

·Thankful

·N

·Helpful

·N

·Giving

·N

·Peace is saying sorry and helping people

·N

·Family

·A/N

·Friendship

·A/N

·Playing games

·A/N

·Holding hands

·A

·Two or more people

·A

·Hugs

·N

·Smiles

·A

·Watching TV

·N
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·Playing with family

·N

·Playing with friends

·N

·Playing games

·N

·Water balloon fights

·N

·Play station

·N

·Going to the park

·N

·Beach

·A/N

·Grass

·A

·Trees

·A

·Flowers

·A

·Clouds

·A

·Blue sky

·A

·Sunshine

·A

·Rainbow

·A

·Ocean

·A

·Butterflies

·A

·Birds

·A

·Snails

·A

·Pets

·A/N

·Dogs

·A/N

·Cats

·A/N

Shared
symbols

·Peace signs

·A/N

·World / earth

·A/N

Religious
imagery

·Jesus

·A

·Cross

·A

·Heaven

·A

·Angels

·A

·God

·A

·Dove

·A

·Peace makes the light come out

·N

·The moon is peace

·N

·The moon gives you peace

·N

·Mornings are peace

·N

·Sun

·A

·Stars

·A

Nature

Animals

Light
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·Moon

·A

·Rainbow

·A

·Soccer

·A/N

·Beach

·A/N

·Xbox

·A/N

·Ball

·A

·Playing Games

·A

·Sports

·A

·Park

·A

·Jumping

·A

·Swinging

·A

·Balloons

·A

·Air rescue

·A

·Boat rescue

·A

·Help

·A/N

·Bow in hair

·A

·Fruit/vegetables

·A

·Table of food

·A

Home

·House

·A/N

Acceptance of
self

·Accepting myself, even if I am not perfect

·N

·Wearing different clothing

·N

·Be brave

·N

·Being free for who you are

·N

·Being who you want to be

·N

·Be yourself

·N

·I’m not a baby, I didn’t cry

·N

·I am smart, I like my weight

·N

·I don’t care what they say

·N

·Asking the disabled to play

·A

·Making new friends

·A

·Don’t leave anyone out

·N

·Share

·N

·Stand up for others

·N

·Talk it out

·N

·Share

·N

Games / Fun

Helping

Taking care of
yourself

Acceptance

Acceptance of
others

Behaviors

Bullying
Prevention
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Peaceful
behaviors

·Tell adults

·N

·Speak up

·N

·Power in numbers

·N

·Try to be nice maybe they will change

·N

·Ask them to stop nicely

·N

·Walk away

·N

·Spread peace

·A/N

·Help others

·A/N

·Make new friends

·N

·Represent what it means to be a peaceful person

·N

·Help neighbors

·N

·Plant trees and flowers

·N

·Practice good sportsmanship

·N

·Say sorry

·N

·Imagine peace

·N

·Do unto others as you would have they do unto
you
·Stop fighting

·N

·Stop saying mean or bad words

·N

·Help bullied people

·N

·No robbing/ stealing

·N

·Follow the law

·N

·No littering

·N

·Clean the community

·N

·N

Under the category of feelings, the subcategory of positive feelings of the program
emerged as demonstrated by the artwork in figure 4 and in the narratives as “Peace day is
important” and “Peace day is fun”.
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Figure 4. Positive Feelings of the Program
The subcategory, positive feelings of peace, also emerged under the category of
feelings and was demonstrated in artwork by figure 5 and as a narrative in figure 6.
Youth wrote about peace as “a feeling”, something that “makes you feel wonderful”,
“making up after a fight”, and “My brother and I like to go to the beach. I feel happy that
we play together. Then I have peace”.

Figure 5. Positive Feelings of Peace

72

Figure 6. Positive Feelings of Peace
Another subcategory that emerged under the category of feelings was negative
feelings from bullying or violence as demonstrated by figure 7. However, figure 7 was
the only piece of artwork that included negative feeling and it really was only the
addition of the words accompanying the artwork that made it clear. However, negative
feelings as a consequence of bullying or violence were addressed throughout the
narratives in statements such as bullying makes you “feel sad”, “feel mad” and causes
hurt feelings.

Figure 7. Feelings from Bullying or Violence
In addition, to the category of feelings, bullying advice also emerged as a
category with the subcategories of general encouragement, encouragement directed to the
bully, helping victims of bullying feel better, and inclusion. General encouragement
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regarding bullying advice under the affective learning construct was rarely depicted in the
artwork; however, figure 8 is an example. Through their narratives, youth expressed a
myriad of encouraging statements and advice for those who may have been subjected to
bullying. These statements appeared to be made in an attempt to make people feel better,
for example, youth expressed ideas such as be brave, be strong, and do our part.

Figure 8. General Encouragement
Encouragement directed to bullies emerged as another subcategory as
demonstrated by figure 9 This category was also mostly expressed in youth narratives as
statements to steer peers away from bullying with statements such as “respect each
other”, “be a better person, “stop and think” and other advice meant to encourage others
to be better such as to stop fighting, saying bad words, and to remind peers to say sorry.
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Figure 9. Encouragement Directed to Bullies
In addition, the subcategory of helping victims of bullying feel better, which was
not found in the artwork, was demonstrated in the narratives by statements calling for
peers to help those who are bullied, to cheer people up, and to remind peers that your
friends will feel grateful and appreciate if you check on them and help them feel better.
Inclusion was another subcategory that youth demonstrated in both artwork and
narratives. The participants in this study demonstrated numerous examples of ways to
include others and discussed the benefits of making new friends and inclusion as ways to
make everyone feel better and thereby reduce bullying as demonstrated in figure 10.
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Figure 10. Inclusion
In addition, the category of peace conceptions emerged under affective learning
with subcategories of building peace, relaxation love, and general definitions of peace.
Overall youth expressed peace as friendship, sharing, and connection in both artwork and
narratives as demonstrated by figure 11.

Figure 11. Building Peace
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Youth also conceived of peace as relaxation, which through narratives took
various forms such as sleeping, watching tv, solitude, watching the snow and reading a
book. The artwork demonstrated this conception of peace in figure 12.

Figure 12. Relaxation
In addition, love or the expression of love was another major category that was
depicted in both artwork and narratives. Youth wrote about loving their family members,
peace, friends, the Boys and Girls Club, their pets, and expressed demonstrations of love
such as holding hands, hugging. An example of peace as love is depicted in figure 13.
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Figure 13. Love
General definitions of peace was another category that emerged with youth
expressing a broad range of definitions of peace such as cool, nice, fun, family, saying
sorry, and looking at clouds in the park. Figure 14 is an example of a piece of artwork
that exemplifies a general definition of peace.

Figure 14. General Definition of Peace

78
Under the category of symbols, numerous subcategories emerged as demonstrated
in youth created artwork. For example, connection as shown in figure 15, happiness as
demonstrated by the number of smiles throughout a majority of the pieces of artwork,
nature as exhibited in figure 16, animals, the shared symbols of peace signs, hearts, and
the world or earth, religious imagery as demonstrated by figure 17, light as shown
through sun, moon, starts, and rainbows, and games or fun as shown in figure 18, helping
as demonstrated by figure 19, taking care of yourself as depicted in figure 20, and home
as demonstrated through many depictions of the outside of a house, family, and playing
or eating inside.

Figure 15. Connection
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Figure 16. Nature

Figure 17. Religious Imagery
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Figure 18. Games or Fun

Figure 19. Helping
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Figure 20. Taking care of yourself
Acceptance was another category that emerged with subcategories of acceptance
of self and acceptance of others. Acceptance of self was not clearly found in the artwork
perhaps because it would take a certain level of artistic ability to clearly depict accepting
oneself. However, it was demonstrated in the narratives and expressed as accepting
myself, even if I am not perfect, being free for who you are, and though figure 21.
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Figure 21. Acceptance of Self
Acceptance of others was expressed in the artwork and narratives by depictions of
making new friends, not leaving others out even if they were different and by sharing as
expressed in figure 22.
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Figure 22. Acceptance of Others
In addition, the category of behaviors emerged with subcategories of bullying
prevention and peaceful behaviors. The artwork depicted sharing but most of this
subcategory emerged from the narratives where youth expressed ideas such as “talk it
out”, speaking up, power in numbers, as well as walking away to prevent bullying.
Peaceful behaviors were found in both artwork and narratives and included diverse ideas
such as “spread peace”, help others, practice good sportsmanship, imagine peace, and do
unto others as you would have them do unto you.
Cognitive Learning
Regarding cognitive learning (Table 6), the categories that emerged from youth
art were Treating People Positively, Understanding Peace, and Bullying Awareness.
Items were placed under cognitive learning if the depiction or narrative appeared to
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address youth’s cognitive understanding of the category.
Table 6
Cognitive Learning
Category

Subcategory

Treating
People
Positively

Being kind

Being
respectful

Understan
ding
Peace

Shared symbols
Definitions of
peace

Negative peace

Example

Art

·Be nice/kind

·A/N

·Share

·A/N

·Love your family

·N

·Play nice

·N

·Help others (neighbors, friends,
community)
·Please

·N

·Thank you

·A

·Be helpful

·A

·Treat others how I want to be
treated
·Don’t talk back

·N

·Say sorry

·N

·Hearts

·A/N

·Peace signs

·A/N

·Connection

·A/N

·Love

·A/N

·Nature

·A/N

·People get along

·A/N

·Bravery

·A/N

·Empowerment

·A/N

·No peace could lead to many
conflicts
·Peace is the opposite of bullying

·N

·If there was more peace, then
students would not fight

·N

·No bullying

·N

·No fighting

·N

·No yelling

·N

·No hurting people

·N

·No war

·N

·A

·N

·N
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Peaceful people

Peace
Ambassador

Peace day

Promotion of
Peace

Bullying
Awarenes
s

Definition of
bullying

·No robbing / stealing

·N

·No littering

·N

·MLK story

·N

·Give peace to friendly people

·N

·Be peace

·N

·Be nice

·N

·Spread peace

·N

·Give peace concerts

·N

·Clean the community

·N

·Be a role model/example

·N

·Resolve problems

·N

·Not having problems with people

·N

·Upstander

·N

·Someone who stands up to a bully

·N

·Peace day can help a bully or
someone being bullied ask for help

·N

·Peace day is important

·N

·Peace day is fun

·N

·It’s wrong for people to fight

·N

·People should be nice to each other

·N

·No one should experience violence

·N

·Violence comes from hate

·N

·Educate

·N

·Spread peace

·N

·The world needs peace

·N

·Be kind to others

·N

·Make new friends

·N

·Be peace

·N

·Love your family

·N

·Someone who wants something
they can’t have

·N

·Not fair

·N

·Not fun

·N

·Wrong

·N

·Mean

·N

·Pushing on the ground

·N
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Causes of
bullying

Consequences
of bullying

Bullying
prevention

Bullying
intervention

·Not the law

·N

·Being mean to others

·N

·The bad images that you dream

·N

·Wanting something you can’t have

·N

·People who bully are being bullied

·N

·They think they are not good

·N

·They don’t like each other

·N

·Bullying has consequences

·N

·Feel sad

·N

·Feed bad

·N

·Timeout

·N

·Get in trouble

·N

·Stand up for others and ourselves

·N

·Do nice things for people

·N

·Include others

·N

·Be content

·N

·Put them in sports

·N

·Go places together

·N

·Talk with mom and dad

·N

·Talk it out

·N

·Take a break

·N

·Make posters

·N

·Imagine peace

·N

·Speak up

·N

·Stand up

·N

·Report it, don’t record it

·N

·Tell adults

·N

·Tell them to stop

·N

·Call the police

·N

·Walk away

·N

·Try to resolve the problem

·N

·Block someone from getting hit

·N

·Ask others not to bully

·N
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Under the category of Treating People Positively, two subcategories emerged,
which were being kind and being respectful. Youth expressed these ideas in their artwork
and narratives. For example, youth seemed to be cognitively aware that they should be
kind, share, love their family, place nice, and help others. In addition, youth demonstrated
through their artwork and narratives examples of being respectful, such as saying please
and sorry as well as “treating others the way I want to be treated” as shown in figure 23
and 24.

Figure 23. Treating People Positively
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Figure 23. Treating People Positively
Youth expressed a cognitive understanding of peace as demonstrated through the
subcategories of shared symbols, which were expressed mostly through hearts and peace
signs in both their artwork and narratives. Youth also expressed definitions of peace such
as connection, love, nature, getting along with others, bravery, and empowerment in both
their artwork and throughout their narratives. In addition, youth-created narratives led to
the emergence of subcategories of negative peace. Many narratives expressed the
cognitive notion that peace could be gained when fighting, bullying, yelling, hurting
people, stealing or robbing, littering, and war were stopped as demonstrated by figure 25.
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Figure 24. Negative Peace
In addition, youth expressed the idea of peaceful people in their narratives by
writing about Martin Luther King Jr. and encouraging others to “be peace” and to “give
peace to friendly people”. Moreover, youth expressed cognitive conceptions of what it
would mean to be a peace ambassador by imploring people to spread peace, resolve
problems, and to be a role model. Through their narratives, youth also expressed the
importance of peace day and that it is important because it can “help a bully or someone
being bullied ask for help”. Youth also wrote about ways to promote peace as
demonstrated by statements such as “violence comes from hate”, educate, spread peace,
and that the world needs peace.
The final category that emerged under cognitive learning was Bullying
Awareness, which was only found in youth narratives. Under the subcategory of
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definitions of bullying, youth stated that bullying was “not fair”, “not fun”, wrong, mean,
and that a bully was “someone who wants something they can’t have”. Youth wrote
about the causes of bullying as when people do not like each other, they think they are
not good, and that people who bully are being bullied. Youth also wrote about the
consequences of bullying as making someone feel sad or bad and punitively as
punishment and timeout.
Youth expressions concerning bullying prevention offered some interesting
insights as youth expressed ideas such as standing up for others and ourselves, doing nice
things for people, including others, and that ways to prevent bullying might be to put
them in sports and to have people go places together as well as to put up posters and to
talk with the bully and to parents. In addition, another subcategory that emerged was
bullying interventions such as tell adults, try to resolve the problem, and to report it, don’t
record it.
Behavioral Learning
Under the construct of behavioral learning the categories of Proactive Behaviors,
Preventative Behaviors, Intervention Behaviors, and Spiritual Behaviors emerged as
expressed in Table 7.
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Table 7
Behavioral Learning
Category
Proactive
Behaviors

Subcategory
Personal
assistance

Community
assistance

Defense

Preventative
Behaviors

Bullying
Reduction

Examples

Art

·Share

·A/N

·Help

·A/N

·Be kind

·N

·Cheer someone up

·N

·Check in on your friend if they get
bullied
·Listen

·N

·Ask about and care for a friend

·N

·Speak up

·N

·Stand up

·N

·Treating others how I want to be
treated
·Practice good sportsmanship

·N

·Help the disabled

·N

·Teach good values

·N

·Celebrate differences

·N

·Make new friends

·N

·Everyone should have a home

·N

·Give peace concerts

·N

·Give puppies

·N

·Give everyone equal amounts of
money
·Move so you don’t get hit fighting
in the street
·Tell adults

·N

·Talk it out

·N

·Talk back nicely

·N

·Stand up for yourself and others

·N

·Don’t fight

·N

·Talk about peace in school

·N

·Put up posters

·N

·Don’t use bad words

·N

·Give peace concerts

·N

·N

·N

·N
·N

92

Integrity

Altruism

Inclusion

·Don’t ignore people trying to tell
you something
·Have people go out to the park
together
·Take a break

·N

·Talk it out

·N

·Ignore them

·N

·Try to be nice, maybe they will
change
·Make them your friend

·N

·Write a letter to the principal or
teacher
·Talk with mom and dad

·N

·Put them in sports

·N

·Don't lie

·N

·Don't mess with other people

·N

·Do your work/homework

·N

·If someone doesn’t’ want to play
with you, ask someone else

·N

·Make the bully your friend

·N

·Be brave

·N

·Don’t talk back to the teacher

·N

·No saying bad words

·N

·No crying

·N

·No fighting

·N

·Say sorry

·N

·Give to others

·N

·Cheer others up

·N

·Be nice

·N

·Ask about and care for a friend

·N

·Give peace to a bully

·N

·Take personal responsibility to
reduce youth violence
·Make new friends

·N

·Play with the disabled

·A

·Ask other to play

·A

·Be a friend to be peace

·N

·Power in numbers

·N

·N
·N

·N

·N

·A
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Intervention
behaviors

Inform

Towards
bully

Personal
behaviors

Spiritual
Behaviors

Personal
Reflection

·Include others

·N

·Set them up and go to the park

·N

·Stop bullying and ask to be their
friend
·Don’t leave anyone left out

·N

·Don’t ignore anyone

·N

·Be friends, don’t fight

·N

·Tell the teacher, staff, adult,
principal, parents, siblings, family
member
·Call the police

·N

·Report it

·N

·Talk to the teacher

·N

·Write a letter

·N

·Speak up

·N

·Tell them to stop

·N

·Ask them to stop

·N

·Stand up to them

·N

·Rationalize with the bully

·N

·Avoid the bully

·N

·Ignore the bully

·N

·Stop the fight/ break it up

·N

·Walk way

·N

·Don’t’ be a bully, be a peaceful
person
·Block someone from getting hit

·N

·Try to resolve the problem

·N

·Ask others not to bully

·N

·Stand up for myself

·N

·Say sorry

·N

·Calm down

·N

·Don’t get involved

·N

·Prevent damage to that person

·N

·Move a fight out of the street

·N

·Pray for the bully

·N

·Pray for those being bullied

·N

·Yoga

·N

·N

·N

·N
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Proactive behaviors included the subcategories of personal assistance, community
assistance, and defense. Personal assistance was expressed as sharing, listening, and
treating others how you want to be treated. Community assistance was expressed as
helping the disabled, teaching good values, and ideas such as ensuring that everyone has
a home and giving everyone equal amounts of money as well as giving peace concerts
and everyone puppies. Defense was expressed in youth narratives as talking back nicely
and standing up for yourself and others.
Youth also expressed preventative behaviors with subcategories of bullying
reduction, integrity, altruism, and inclusion. Youth wrote about a myriad of ways to
reduce bullying; such as, talking about peace in schools, put up posters, giving peace
concerts, not ignoring others, talking with parents or other adults, and even to rationalize
with the bully. Youth also expressed the idea that having integrity could prevent bullying.
For example, youth wrote doing your homework, not messing with other people, not
saying bad words or talking back to the teacher, and saying sorry. Youth also expressed
notions of altruism in their narratives such as giving to others, being nice, asking about
and caring for a friend, giving peace to a bully, and taking personal responsibility to
reduce youth violence. In addition, youth expressed the idea that including others could
reduce bullying when they wrote about asking others to play, including others, and not
leaving anyone out.
Youth expressed intervention behaviors and the categories of inform, actions
directed to the bully, and personal behaviors in their narratives. For example, one of the
most common intervention behaviors was to tell an adult such as teachers, staff, principal,
parents, siblings, family members and even the police. Youth encouraged each other to
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report the incidents and to speak up. Under the subcategory of actions directed towards
the bully, youth narratives suggested asking them to stop, telling them to stop, avoiding
them, standing up to them, rationalizing and ignoring them. In addition, youth expressed
personal behaviors that youth could take to intervene in bullying situations such as
breaking up a fight, walking away, blocking someone, trying to resolve the problem and
calling on peers to say sorry, calm down and attempt to prevent damage to others. One
youth also suggested not getting involved. Spiritual behaviors were also a subcategory
that emerged with youth writing about praying for the bully and for those being bullied,
doing yoga, and to represent what it means to be a peaceful person.
Impact/Results
Under the construct of impact/results, the categories of Peace Education,
Transformation, and Conceptual Results emerged as shown in table 8.
Table 8
Impact/Results
Category

Peace
Education

Example

Art

·Listen/play music

·A/N

·Peace concerts

·N

Literacy
Interest

·Read

·A/N

·Poetry

·N

Peace
Ambassador

·Educate

·N

·Being role model /example

·N

·Talk it out

·N

·Think/be smart

·N

·Represent peace

·N

·Treat others as you want to be treated

·N

·Help keep the world in peace

·N

·Spread peace

·N

Subcategor
y
Art
Advocacy
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Transformat
ion

Internal
Transformat
ion

External
transformati
on

Empowerme
nt

Conceptual
results

Impact of
peace

Impact of
violence

·Peace starts at home

·N

·Respect everyone

·N

·Help others

·N

·Celebrate differences

·N

·I will be a nice friend

·N

·Imagine peace

·N

·Calm down

·N

·My responsibility to end youth violence

·N

·Stand up for others

·N

·Share

·N

·Others should help keep the world in
peace and harmony

·N

·Ask about and care for a friend

·N

·Prevent damage to a person if I bully them

·N

·Youth are the future

·N

·I could make people stop bullying

·N

·Peace is being free for who you are

·N

·Peace is being smart

·N

·Stop youth violence

·N

·Everyone is nice to each other

·N

·No robbing or stealing

·N

·No littering

·N

·Clean community

·N

·Appreciation

·N

·Peace makes you a better person

·N

·Peace helps your body be strong

·N

·Education

·N

·Peace can calm you down

·N

·Peace is when you could be free

·N

·Everyone has a home

·N

·Wear different clothes

·N

·Children dying from guns used by other
kids
·Drugs have killed children

·N

·Gangs have taken over communities

·N

·Bombs have been set off

·N

·N
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Impact of
bullying

·Normalizing violence in the media

·N

·A bully can hurt others

·N

·A bully can hurt their feelings

·N

·Feel sad / mad

·N

·A bully can get in trouble

·N

·A bully can get suspended

·N

Under peace education, the subcategories of art advocacy such as listening to or
playing music and giving peace concerts; literary interest, such as reading a book and
poetry; and peace ambassador such as educating, being a role model, representing peace,
and spreading peace as depicted in figure 26.

Figure 25. Peace Education
Transformations were expressed as internal and external transformations as well
as empowerment. Youth expressed internal transformations as peace starts at home,
respect everyone, celebrate differences, and being a nice friend as described in figure 27.
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Figure 26. Internal Transformation
External transformations were expressed with statements such as stand up for
others, share, clean the community, and youth are the future as described in figure 28. In
addition, empowerment was expressed with statements such as I could make people stop
bullying, peace is being free for who you are, and peace is being smart.

Figure 27. External Transformation
Conceptual results were expressed through the subcategories of impact of peace,
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impact of violence and impact of bullying. Youth narratives described the impact of
peace as “everyone is nice to each other”, “no littering or stealing”, having a clean
community, that peace makes you a better person, and helps your body be strong, and
that peace can calm you down as shown in figure 29, figure 30, and figure 31.

Figure 28. Impact of Peace

Figure 29. Impact of Peace
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Figure 30. Impact of Peace
Youth narratives also captured the impact of violence as children dying from
guns, gangs having overtaken neighborhoods, and the normalizing of violence in the
media. Finally, youth also wrote about the impact of bullying as feeling bad or mad, and
getting in trouble or suspended as shown in figure 32 and figure 33.

Figure 31. Impact of Youth Violence

101

Figure 32. Impact of Bullying
Systems
The systems that youth expressed through their artwork were first and foremost
friends and family (a majority of depictions of people were difficult to ascertain if they
were friends or family members), which is supported by the understanding of the
importance of the typical foundational sociological agents of youth as family as shown in
figure 35, figure 36, figure 37, and figure 38; and peers as shown in figure 34. Youth also
depicted school, home, community, and nature as systems that impacted and influenced
their understanding of peace, bullying, and violence.
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Figure 33. Peers

Figure 34. Family
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Figure 36. Family

Figure 37. Family
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Figure 35. Family
Youth created narratives were fairly evenly split between the power of the family
system and the budding peer network. Youth expressed the importance of making and
maintaining friendships as well as helping and sticking up for friends. However, youth
also wrote about the love they had for their families, ranging from parents to siblings and
other extended family. A majority of youth expressed the notion that friends were
important, but that they could depend on their family for safety and help regarding
solving bullying situations. In addition, youth wrote about the teachers and staff as adults
they could go to in order to resolve violence or bullying situations. In addition, a few
children even mentioned that the police could be reached out to for help in resolving
bullying or violence. In addition, youth expressed the necessity of taking care of and
caring for the community by not littering, making sure that everyone has a home, and
pursuing equality by giving equal amounts of money to everyone.
Social Construction
The social construction of peace is somewhat difficult to clearly conclude though
some observations can be made. The number of hearts and peace signs in youth created
artwork demonstrate that many children share this understanding of how to express
peace. In addition, smiles, sharing, and things that make one feel good appear to be
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shared constructions of peace. Some youth created artwork clearly demonstrated the
power of social construction. Many pieces carried similar themes, among them rainbows,
rainbow hair, and Spongebob. In addition, there were similarities between some of those
that were grouped together as demonstrated in the following figures.

Figure 39. Social Construction

Figure 36. Social Construction
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Figure 37. Social Construction

Figure 38. Social Construction
Finally, regarding artwork some children depicted the following symbol, which
appears to have no real meaning, though it has been attributed to gang affiliation,
superman, and just a symbol that youth learned to draw and pass on among their peers as
demonstrated in figure 43 and figure 44.
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Figure 39. S-sign

Figure 40. S-sign
Youth created artwork and narratives did not clearly mention sources of their
knowledge of peace, bullying, and violence. However, children did generally write and
depict watching tv, playing video games, family members, friends, and teachers when
expressing conceptions of peace and ways to combat bullying as demonstrated in figure
45, figure, 46, figure, 47, and figure 48.
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Figure 41. Social Construction

Figure 46. Social Construction
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Figure 42. Social Construction

Figure 43. Social Construction
Triangulation
Youth’s conceptualizations of peace, violence, and bullying as well as their
strategies for dealing with bullying and violence as expressed in their artwork and
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narratives address similar themes and bolstered the findings outlined in the qualitative
study, Georgakopoulos, Duckworth, Silverman, & Redfering (2017). Moreover, youthcreated artwork and narratives reveal the learning constructs: affective, cognitive,
behavioral and impact/results from the two complimentary studies, Georgakopoulos et al.
(2017, 2019). A comparison of the content analysis from Georgakopoulos et al. (2017)
and this research can be found below in table 6.
Table 9
Triangulation

Category
Feelings

Bullying
Advice

Peace
Conceptions

Symbols

Acceptance
Behaviors
Peace Pal
Mentor
Support

Affective Learning
Current Content Analysis Sub-categories
Positive feelings of program
Positive feelings of peace
Negative feelings from bullying or
violence
General encouragement
Encouragement directed towards a bully
Helping victims of bullying feel better
Inclusion
Building peace
Relaxation
Love
General definitions of peace
Connection
Happiness
Nature
Animals
Shared symbols
Religious imagery
Light
Games/fun
Helping
Taking care of yourself
Home
Acceptance of self
Acceptance of others
Bullying prevention
Peaceful behaviors
Not found
Mentioned, but not as mentor support
Mentioned, but not as mentor support

Complimentary Content
Analysis Sub-categories
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Building peace
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Bullying prevention
Not found or recorded
Advice
Reading
Writing
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Cognitive Learning
Treating
people
positively
Understanding
peace

Being kind
Being respectful

Shared symbols
Definitions of peace
Negative peace
Understanding Peaceful people
vocabulary in
Peace ambassador
complementary Peace day
study
Promotion of peace
Bullying
Definitions of bullying
awareness
Causes of bullying
Consequences of bullying
Bullying prevention
Bullying intervention
Behavioral Learning
Proactive
Personal assistance
behaviors
Community assistance
Defense
Preventative
Bullying reduction
behaviors
Integrity
Altruism
Inclusion
Intervention
Inform
behaviors
Towards bully
Personal behaviors
Spiritual
Personal reflection
behaviors
Impact/Results
Peace
Art advocacy
education
Literary interest
Peace ambassador
Transformation Internal transformation
External transformation
Empowerment
Conceptual
Impact of peace
results
Impact of violence
Impact of bullying

Being kind
Being respectful
Not found or recorded
Peace as a concept
Not found or recorded
Upstander
Peace ambassador
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded
Bullying prevention
Reacting to a bully
Assistance
Assistance
Defend
Bullying reduction
Not found or recorded
Not found or recorded
Inclusion
Not found or recorded
Not found or recorded
Not found or recorded
Personal reflection

Art advocacy
Literary interest
Peace ambassador
Internal transformation
External transformation
Not found or recorded
Not found or recorded
Not found or recorded
Not found or recorded

The content analysis that was employed by Georgakopoulos, et al. (2017) resulted
in the emergence of 18 categories and 36 subcategories with over 140 examples from
over 1,000 youth and mentor responses with some categories and subcategories emerging
in both the content analysis of the surveys and the content analysis of youth-created
artwork and narratives. The content analysis completed for this dissertation resulted 16
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categories and 60 subcategories with over 450 examples.
Feelings, bullying advice, and the diverse myriad of youth conceptualizations of
peace were not uncovered in the previous content analysis (Georgakopouos, et al., 2017).
In addition, aspects of mentor support from that previous study were not uncovered in
this research on artwork and narratives. However, where the survey questions and youthcreated artwork and narratives did align was with the categories and subcategories of
building peace, bullying prevention, and treating people positively by being kind and
respectful. In addition, there were some comparisons regarding conceptions of peace as
well as the use of vocabulary such as peace ambassador and upstander. Bullying
prevention and bullying intervention were both addressed extensively. Proactive
behaviors, bullying reduction, and spiritual behaviors of personal reflection were also
found in both studies. Finally, peace education and both internal and external
transformations were also uncovered in both content analysis studies.
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Chapter 5: Discussion, Conclusions, and Recommendations
Discussion
Significance and Utility of This Study and Overall Findings
The artwork and narratives from the Reading Peace Pals Program demonstrate the
rich tapestry of conceptions of peace from youth in the Reading Peace Pals program.
Vriens (1999) argued that “For six- and seven-year-olds, the notions of peace and war are
relatively difficult to understand” (p.43). While this study did not focus on differences in
age or gender, 38.2% of the participants were six to seven years old and the content
analysis uncovered fairly extensive notions of their conception of peace. The structure of
the program allowed for the emergence of their definitions of peace to shine without
being influenced by the drums of war that tend to accompany studies seeking to uncover
how children define peace. This study did inquire about bullying and youth violence, but
only after asking youth to draw what peace meant to them. Therefore, this study reveals
conceptions of peace that are unhinged from conceptions of war as depicted by the six- to
nine-year-olds who participated in the program.
Cooper (1965) found that youth conceptualized peace as inactivity and relaxation,
as well as sociable activity and friendship, which were all uncovered in the content
analysis of this study. Cooper also found that children conceived of peace as an end to
war and hostile activity as well as reconciliation from war. However, only a small
minority of the participants in this study depicted any form of negative peace in their
artwork. However, once they were asked to write about a bullying incident they
encountered or ways they would combat bullying, then youth began to express ideas of
negative peace that aligned with Cooper ‘s (1965) findings. In fact, a majority of the
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research that looks into youth’s conceptualization of peace, makes that inquiry only after
inquiring about their conception of war. Therefore, this research reveals that youth
responses regarding conceptions of peace as negative peace are not their own
conceptions, but rather are a product of the research that they have been subjected to.
This finding aligns with the work of Sunal, Kelley, and Sunal (2011) who write that “…
children define peace as the absence of war when asked to define both war and peace
(p.2).
Vriens (1999) posits that a true global comparison of the studies done regarding
youth’s conceptualization of peace is problematic due to national origin, the context of
violence, data collection, methodology, and the age of participants. However, the findings
regarding definitions of peace from all of the studies reviewed in the literature review
were discovered in one form or another in the content analysis of this study. In addition,
this study goes beyond the scope of previous studies in that it also incorporates bullying
and youth’s means to address violence and bullying in their lives; whereas previous
studies sought to uncover children’s conceptualization of war only. War is an adult
creation and while children may be victims and witnesses to the atrocities of war, they are
not the creators of it. This study did not merely seek to understand how children
understand violence and bullying, but rather it sought to uncover their strategies for
addressing bullying and violence through their conceptions of peace. Moreover, the
Reading Peace Pals program inquired about peace prior to inquiring about bullying and
violence. Therefore, children’s thinking and subsequent artwork depicting their
conceptions of peace were not impacted by the introduction of bullying or violence.
The Reading Peace Pals Program posits that mentors play vital roles in aiding
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youth in understanding and conceptualizing violence and empowering youth with the
knowledge that their actions and reactions to violence make their homes, schools, and
communities more peaceful. While it is difficult to ascertain with complete certainty from
the content analysis of youth-created art and narratives whether or not the program
helped youth build strategies for addressing bullying and violence or if they came into the
program with the knowledge, when all three studies are viewed together, it becomes clear
that youth do indeed have a repertoire of valuable skills that can aid them in interacting in
a more peaceful way.
Under the construct of affective learning, youth artwork and narratives expressed
their feelings concerning the program, peace, and bullying. In addition, they had a larger
array of advice regarding bullying to offer, which was expressed throughout their
narratives. Moreover, their conceptions of peace as expressed through their artwork and
narratives were immensely more detailed and offered a nuance that could not be garnered
from surveys. Understandably, symbols used to express peace were not found in the
surveys like they were in the array of myriad displays found in the artwork. The category
of Peace Pal Mentor Support was not found under the affective learning category;
however, youth did express the ideas of giving advice, reading, and writing, but they did
not clearly relate it to their mentors.
In regard to the triangulation, under the cognitive construct, youth narratives
offered much more expressive detail concerning how youth understood peace. It was
through the content analysis of youth artwork and narratives that the distinctions between
positive peace and negative peace were found. In addition, youth expressed much more
vivid detail of definitions of bullying, causes of bullying and consequences of bullying.
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Behavioral learning and impact/results; however, were areas where the results
from the surveys and the narratives mirrored each other relatively clearly. Perhaps this is
due to the fact that the narratives guided the surveys. However, the conclusion from
Georgakopoulos, Goesel, and Hardigan (2019) that the program was more effective in
terms of the behavioral construct could not be proven because effectiveness was neither
inquired about nor addressed in the artwork or the narratives. In addition, the artwork and
the narratives resulted in an arguably more detailed account of youth conceptions of
peace and the strategies they employ in combatting the bullying and violence in their
lives. Overall, the impact/results expressed in youth created artwork were spending time
in nature, playing with friends, sharing, and including others as expressions of peace and
therefore as ways of making the world a better more enjoyable place.
Overall, the categories found in other studies of sharing (Covell, et al., 1994)),
sociable activities (Cooper, 1965; Hakvoort & Hagglund, 2001), friendship (Hakvoort &
Hagglund, 2001), social harmony (Hall, 1993), coexistence (Havelsrud, 1970),
interpersonal relationships, cooperation (Juhasz & Palmer, 1991), and images of nature
(Cretu, 1988; McLernon & Cairns, 2001) can be compiled under the umbrella of
connection and belonging with family, peers, community, and nature. Connection is one
of the main findings uncovered as a conception of peace as depicted in youth-created
artwork in this study.
Youth created narratives demonstrate that children are impacted by violence and
bullying, and that youth have developed strategies for addressing the violence they
encounter in their lives. Youth expressed concrete steps and actions that could be taken to
prevent and intervene in bullying situations. In addition, they connected the realization
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that bullying and violence can be addressed by transforming themselves and their
communities. For example, the idea that a bully could be reasoned with or talked to as
well as realizing that peace starts with oneself and that peace can be built by standing up
for others, educating, protecting and caring for our environment and world as well as our
fellow human beings demonstrates that our youth are beacons of change. Moreover, this
research begs the question of not only what was uncovered in the content analysis, but
also what was not uncovered. It is noteworthy that in neither youth depictions of peace
nor in youth narratives on bullying and violence, what was not discussed. Youth
mentioned the role of the police in a handful of cases, but they did not mention metal
detectors, weapons, or violence as strategies for addressing the bullying and violence in
their lives. Rather they mentioned power in numbers and connection as strategies to
resolve conflicts.
If we truly want to uplift the voices of our youth and take their advice into our
creation of programs, then we cannot deny their request for building connection. This
connection can occur in the form of connection to nature. Our youth are telling us that
they want to feel more connected to nature. Perhaps we need to create programs that get
our children out of the classroom and into nature. Our programs should not be continually
focused on traditional instructional methods or the incorporation of new media, but rather
simply getting our children connected to nature, getting the sand and dirt between their
toes and the sunshine on their faces. In addition, youth realize and express the desire to
have meaningful connections to each other and to adults. We need to incorporate these
ideas into our programs. Focusing on individual responsibility while ignoring group
inclusion is in direct opposition to what are youth are saying as uncovered in this
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research.
Trustworthiness of this Research
As we tiptoe out of the positivist paradigm, art is gaining a rightful place as a
form of knowledge as well as a form of expression worthy of interpretation and
explanation despite the fact that the “arts traditionally have been regarded as ornamental
or emotional in character” (Knowles & Cole, 2008, p.3). The complication regarding art
and research lies in the interpretation. “Arts based research is an effort to extend beyond
the limiting constraints of discursive communication in order to express meanings that
otherwise would be ineffable” (Barone & Eisner, 2012, p.1). Furthermore, Barone and
Eisner (2012) posit that “humans have invented a variety of forms of representation to
describe and understand the world in as many ways as it can be represented” (p.164).
They continue to argue that if the word is really a construction, then the “forms of
representation we have access to plays a fundamental role in shaping that construction”
(p.164). This research and the use of
image-based research methods offer a powerful tool for realizing children’s way
of seeing the designed present and imaging the designed future, capturing the
visual culture of schools and other formal or informal edu-care environments in
which children are placed, communication to a wider audience the creative
capacities of children in informing from their own experience, and shifting
dominant paradigms of practice from research with children toward research by
and for children (Prosser & Bruke, 2008, p.409).
Overall this research is on par with the research done in similar studies as well as the
research done in the complementary study form the Reading Peace Pals program.
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Limitations of this Research
One of the limitations of this study is that it does not add to the literature of
children’s conceptions of peace in terms of differences in age, gender, and geographical
location as discussed above. The overarching complementary studies were focused on
integrating the Kirkpatrick and Kirkpatrick (2006, 2016) model of training with learning
constructs of affective, cognitive, and behavioral learning as well as the impact of the
program. In addition, the structure of the program was focused on creating and evaluating
the given program rather than solely attempting to uncover youth’s conceptions of peace.
Therefore, the initial data collection failed to accurately maintain the age and gender of
each piece of youth-created artwork and narrative. Future replication of this study could
include specific demographic information; such as age, race, and gender on the back of
youth created art.
In addition, it is unclear how much mentors influenced the participants throughout
the program. It is possible that some of the ideas depicted in the artwork and expressed in
the narratives were not solely the ideas of the participants but rather were influenced by
the mentors who viewed their role as guiding the youth towards understanding the
material presented in the program. However, one of the strengths of this research was that
conceptions of peace were asked for prior to asking about bullying and violence thereby
ensuring that youth’s conceptions of peace where not clouded by concepts of bullying
and violence.
Future Directions of Research
Future research on youth conceptualizations of peace should occur separate from a
mentorship program to uncover what role the program might have played in coloring
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youth ideas. Additionally, a pre- and post- test of sorts could be done where youth are
asked to draw their conceptions of peace at the beginning of the program and then again
at the conclusion of the program. This would give researchers a clear indication of the
what knowledge was gained. In addition, future research is needed to evaluate the
effectiveness of peace education programs whose effectiveness is often unclear due to the
dynamic nature and context of the programs. This study could be replicated with a larger
number of participants across several institutions of education and with a larger diversity
of students in terms of age, gender, class, as well as contexts of violence.
In addition, future research should take into account the vast methods that have
been utilized to collect and review data and work towards a method for highlighting the
voices of our young people free from the constraints of preconceived adult guidance.
While peace education and mentorship programs can be utilized to guide youth toward
finding peaceful ways of addressing the violence they encounter in their lives, that very
violence is also a product of our failures to create a violent free world. Perhaps, truly
relying on and amplifying youth’s voices could also teach us ways of increasing our
sense of connection to each other, our communities, and our world.
In addition, future research should amplify the voices of our youth by focusing
solely on their strategies for addressing bullying. This research demonstrates also clearly
indicates that youth focused anti-bullying and anti-violence programs need to incorporate
the arts to hear youth voices, but also need to get children out of the classroom and into
nature. Therefore, programs that include a more traditional anti-bullying program could
be analyzed along with those that also include a component where youth spend time
outdoors in nature in various capacities and settings.
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In addition, from a system’s informed perspective of the findings; family and
peers were uncovered as the most valuable systems that impact social construction.
Therefore, we need to support these findings by ensuring that our children have time
spent with family and friends. This perhaps includes a paradigm shift in the way that we
structure society. Future research therefore should review children’s conceptions of
peace, but also their understanding and strategies of bullying and violence in families
where maternal and paternal leave was given as well as between families that have been
able to spend differing amounts of quality time together regardless of socio-economic
status.
Connection to Conflict Resolution
This research has a clear connection to conflict resolution due to the fact that if
youth learn and incorporate alternatives to violence, they can become active peace
makers and agents of change in their families, schools, communities, and societies. If
violent responses to conflict are socially constructed, then by building and amplifying
alternatives to violence rooted in nonviolence and conflict resolution and incorporating
them into the systems upon which the social construction of ways and resources for
addressing conflict occurs, then these nonviolent forms of conflict resolution will become
natural alternatives for addressing violence. The content analysis of this research
uncovered that youth see themselves as agents of peace and seek to build connection.
While Jones (2007) argues that the “future of the conflict management field will depend
significantly on our ability to encourage conflict resolution education among our youth”
(p. 1), this research argues that youth voices also need to be included in the formation of
these programs. Our youth have capable conceptions and understandings, we must listen
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to them while simultaneously guiding those that need it towards finding solutions to
bullying and violence in ways that do not incorporate violence.
Conclusion
The preamble of UNESCO’s constitution states “Since wars begin in the minds of
people, it is in the minds of people that the defenses of peace have to be constructed”
(UNESCO, 1945). This dissertation has sought to uncover the minds of our youth who
demonstrate that they are ready to take up the mantle for peace. Prosser and Bruke (2008)
argue that
The long-held position that children should be viewed as being in a stage of
transition to adulthood and therefore lacking worthwhile cognitive skills is no
longer tenable. The current view is that children are active participants in their
own social worlds and, given the means, are able to articulate and construct their
own unique perspectives (p.408).
Those perspectives are that peace to our youth is connection. It is connection to family,
peers, community, and nature that can perhaps cure the epidemic of violence that has for
so long plagued our nation and communities. Once we begin to see the humanity in the
bully and the least among us, do we really begin to transform our worlds. This is what
our youth seem to be teaching us.
If according to Barone and Eisner (2012), “the purpose of arts based research is to
raise significant questions and engender conversations rather than to proffer final
meanings’ (p.166), then this dissertation begs the questions of whether we can
incorporate youth and their conceptions of peace into peace education programs that can
really transform our communities, culture and world. If we take youth’s offering that

123
connectedness leads to peace, how do we set the context to ensure that all children feel a
sense of connection to each other, to their community and to the world? Might this small
but powerful message hold keys for combating bullying and youth violence more than
metal detectors and arming teachers?
We can no longer afford to have the television, internet, and video games raising
our youth if we want to have a less violent world. We can incorporate maternal and
paternal time off work and pay for it now or pay for it later in the form of increased
violence and aggression. We must invest in parks and outdoor spaces. We must allow our
children to be children and free them from adult concerns and adult created problems and
violence. Mentors as encouragers and recipients of sharing. Youth voices are not calling
for more aggression in the forms of resource officers, metal detectors, police presence, or
military buildup. There conceptions of peace do not mention weapons of war as ways to
bring about peace, but rather connection to each other and their families and to the natural
elements of our world.
This research adds to the growing body of research that incorporates the use of the
Arts in the form of artwork and narratives in peace education and conflict resolution and
to the literature on youth’s conceptualization of peace and strategies for combatting youth
violence and bullying. Furthermore, this research adds to the literature on effective
bullying programs and specifically programs that incorporate community mentors.
Bullying, and in particular cyber bullying, are perhaps caused by the more harmful forms
of modernity and technology that brings new problems; however, with new problems
come new opportunities; such as the READING PEACE PALS mentorship program.
Peace education infused with the Arts and the utilization of narratives has the
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unique ability to stimulate and restore the creative spirit left dormant by modern popular
culture, media, and technology that often leave many distracted to the plight of social
injustice. This social injustice can occur on the micro level, and for youth manifests in the
forms of school violence, bullying, domestic violence, and other forms of youth violence.
On the meso level, this social injustice falls into the realm of community violence, racism
and discrimination, unequitable policing, and other forms of overt and structural violence.
On the macro level, social injustice accounts for the above, but also can include
environmental violence as well as national paradigms that often promote war and
violence over peaceful solutions to local and global problems.
The hope of this research is to demonstrate that youth absorbed alternatives to
violence by being empowered, by being given a voice to express their conceptualizations
of peace and violence, and by being partnered with responsible community members.
This dissertation has a clear connection to conflict resolution due to the fact that if youth
learn and incorporate alternatives to violence, they can begin to be active peace makers
and agents of change in their families, schools, communities, and societies. If peace can
blossom with youth, it can permeate throughout society and aid in creating a more
peaceful world.
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