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Abstract 

This study explores the effect of group simulations on 

teacher-trainees in comparison to case study groups in 

dealing with ethical dilemmas in school bullying. 

Simulations (role-playing) are defined as models of 

reality that provide learners with the opportunity to play 

the roles of different figures involved in situations under 

discussion. When faced with similar events in real-life 

experiences, teacher-trainees can extract from memory 

information and strategies learned from these 

simulations as if they really occurred.  

The population of the study comprised 90 teacher-

trainees in their third year of majoring in primary 

school education. Two experimental groups - a team-

based simulation (TBS) and a case-study group had a 

meeting of 3.5 hours each month during 10-month 

period (10 meetings in total), in which they analyzed the 

same bullying scenarios that were based on the 

participants’ real-life experiences. While both 

experimental groups discussed ethical dilemmas that 

arose in the scenarios, the TBS group engaged in role-

playing simulations and the case study group did not 

use role-playing simulations. An additional control 

group only completed the same psychological 

empowerment questionnaires filled out by both other 

experimental groups.  

The results, based on a mixed-methods approach, 

showed that the simulation group demonstrated 

significantly higher psychological empowerment in self-

confidence and decision-making when dealing with 

ethical dilemmas around bullying at school.  

This study offers an innovative approach for training 

educators to confront bullying-related ethical dilemmas 

in daily school life in an active and empowering way. 

1. Introduction

 Bullying is a worldwide scourge in schools that 

negatively impacts educational activities. It includes 

antisocial behaviors with physical, emotional, social and 

academic consequences that cause many students to 

perceive school as an unsafe environment [10], [18]. 

According to large-scale OECD social surveys and 

educational studies, bullying in schools is a dangerous 

problem, whose consequences are serious enough to 

threaten the future of the global society [10].  

    Many teachers feel helpless in dealing with bullying-

related ethical dilemmas, and have little or no support 

from the system. They report a desperate need for tools 

to cope with the problem [11]. However, studies show 

that although the acute need is projected from the field,  

most teachers have not received any form of bullying 

prevention training as teacher trainees [25]. 

This study’s goal was to examine the effect of 

simulations (role-playing) on the psychological 

empowerment of teacher trainees, in comparison to 

discussing case studies while confronting bullying-

related ethical dilemmas based on school scenarios. 

Psychological empowerment is the relationship between 

individuals' beliefs, values and standards, and their 

professional functioning in tasks. Highly 

psychologically empowered teachers tend to feel that 

they have the skills and knowledge necessary to 

improve their actions and solve complex issues 

effectively [20], [27]. 

The choice of using simulations for this study is 

based on previous studies indicating that simulations 

entail the rehearsal of teaching skills, leading to a 

qualitative experiential and applicative transfer of 

operative memory [7], [20], [29].   

    Simulations are a source from which internalized 

insights and strategies can be accessed when similar 

events occur in real time. Moreover, simulations 

represent an enjoyable and experiential means of study 

that motivates engaged learning. They promote a sense 

of psychological empowerment in coping with 

dilemmas in the workplace and encourage cooperation 

and reflective, operative group thinking [20], [29]. 

    Therefore, we were interested in studying how the 

use of team-based-simulations (TBS) in comparison to 

case-study training affects the teacher trainees' 

psychological empowerment when confronting 

bullying-related ethical dilemmas at school. We 

additionally used a control group that did not participate 

in the intervention process (simulation/case study 

groups) and only filled out the same psychological 

empowerment questionnaires at similar points of time as 

the experimental groups. 

    In line with the above, we discuss the following 

research questions:  

(a) What are the characteristics of the ethical dilemmas

raised by the two experimental groups (the TBS group

and the case-study group)?

(b) What psychological empowerment changes occur in

the experimental groups and the control group during

the study?

    The sections below provides an overview of the 

following subjects: bullying in schools, ethical 

dilemmas in dealing with bullying, training by group 

simulations and case studies, and finally, psychological 

empowerment when dealing with school bullying. All 

these subjects are relevant to the main goal of the study, 
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exploring the effect of group simulations on teacher-

trainees in comparison to case studies in dealing with 

ethical dilemmas of school bullying. 
 

2. Theoretical background 
 

2.1. Bullying in schools and its consequences  
 

      According to research, "school bullying" refers to 

any directed behavior intended to emotionally or 

physically harm other people, their property, or school 

property. It is characterized by hostile intent and 

repetition, including physical and verbal violence, and 

social bullying [13]. Bullied students experience 

anxiety, lack of protection, dissatisfaction with life, and 

high levels of depression, including suicidal thoughts. 

Therefore, school bullying is a problem that threatens 

the education system [9]. 

 

2.2. Teachers' perceptions of their training to 

deal with bullying 

 
      Various studies show that most teachers are 

disappointed by the lack of attention that dealing with 

bullying receives in teacher training curricula. In their 

view, bullying is considered a low-priority item 

compared to teaching theoretical content and absorbing 

academic teaching-learning strategies [16], [25], [26].  

       Teacher trainees feel professionally inadequate and 

powerless when dealing with ethical dilemmas related 

to bullying scenarios, and they have limited means of 

action [22], [25]. In resolving ethical dilemmas 

concerning bullying and their professional inadequacy, 

trainees tend to depend on colleagues’ help [25]. These 

findings led us to investigate the concept of 

psychological empowerment to help deal with ethical 

dilemmas related to school bullying.  

       Studies indicate that to adequately train both 

teachers and teacher trainees, practice is needed along 

with applying a variety of alternative coping methods 

for bullying in a supportive environment. This includes 

opportunities to exchange experiences, ideas and 

opinions about the difficulties encountered [5], [6], [16], 

[25]. 

 

2.3. Ethical dilemmas in dealing with bullying 

 
Ethical dilemmas in bullying are described as 

complex situations that usually entail ethical conflicts. 

Society expects teachers to be guided by ethical 

principles in dealing with bullying. Teachers are 

perceived as professionals who help shape society and 

therefore, should be capable of making ethical decisions 

for the general good and for shaping the coming 

generations of citizens [1], [8].  

     Studies indicate that challenging teachers with 

ethical dilemmas helps them develop emotionally, 

morally and operatively. Emotionally, dealing with 

ethical dilemmas arouses feelings of empathy, the 

recognition of feelings of others and their existential 

state, as well as concerns for assuring their dignity and 

welfare [1]. Morally, by engaging in such dilemmas, 

teachers elevate the importance of basic human values, 

egalitarianism and moral judgment based on concepts of 

universal human rights. Operatively, studies show that 

familiarity with a variety of ethical dilemmas and 

ethical principles assist teachers in constructing a 

professional and efficient toolbox [1], [8]. 

 

2.4. Group simulation training  

 
Simulations are defined as models of reality that 

include elements of play involving thinking and acting 

[7], [29]. The simulation process includes two stages: 

the internal and external stages. (a) The internal stage is 

a process of self-examination which creates an internal 

representation in the brain of similar situations. This 

arouses motivational processes that include 

internalization in long-term memory as well as thinking 

and planning for the future. (b) The external stage 

entails processes of expectation and prediction, which 

constitute possible practical projections for the brain to 

utilize in future relevantly similar situations [4]. 

According to previous studies, simulations focus on the 

main aspects that affect the outcomes of the event. 

These effective methods remain in the participants’ 

memory when being exposed to future scenarios [4], 

[29].  

      Simulations provide learners with the opportunity to 

"step into the shoes" of figures involved in the situations 

under discussion. When faced with similar events in real 

life, individuals can extract information stored in their 

memory as if from a library of past experiences. These 

scenarios may serve to neutralise cognitive disturbances 

caused by the element of surprise and unfamiliarity, 

which may evince discomfort and overprotectiveness 

[4], [7]. 

      Previous studies indicate that simulations increase 

psychological empowerment when learners prepare for 

implementation. They also develop emotional abilities, 

such as empathy [7], [5]. Simulations also increase the 

brain’s ability to imagine possible future real-life 

scenarios [7]. Moreover, through team-based 

simulations, participants develop a sense of mutual 

assistance, and become willing to share their difficulties 

and weaknesses with other team members [5].   

       Studies that support videotaping the simulation 

workshops, suggest that learning occurs not only when 

engaged in role-playing, but continues and deepens 

during the debriefing stage. In this second stage, the 

participants analyze and discuss the events by watching 
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videos of the role-playing. Additionally, the use of 

videotaping improves practical thinking about 

pedagogical strategies and increases participants' 

psychological empowerment [6], [23]. 

 

2.5. Training by case studies  
 

       The case study approach focuses on a single or a 

small number of cases, to shed light on a larger number 

of similar cases. Using case studies, learners analyze 

many similar cases to consciously shift the focus from 

specific cases to a general principle-based thinking 

structure [17]. 

        In teacher training, the case study approach is a 

common method used for analyzing types of daily 

classroom events that require elucidation. The process 

includes confronting complex situations from the real 

world, gathering relevant information about its 

components and analysing this information considering 

existing professional knowledge [21].     

        Part of the analysis process includes discussing 

various hypothetical solutions that are raised, and their 

possible short and long-term effects. According to 

professional case study literature, the greater the number 

of case studies, and the closer they are to the subject, the 

more possible it is to make practical projections from 

specific cases to reality [17], [21]. 

       The case study approach has been shown to 

contribute to a wider trainee awareness of effective 

strategic management of bullying events in schools. 

Discussions within the process also contribute to 

heightening reflective-insightful discourse between the 

student groups. This experience can increase their 

psychological empowerment [6]. 

 

2.6. Psychological empowerment of educators in 

dealing with bullying  
 

        Psychological empowerment is defined as 

"intrinsic motivation reflecting a sense of self-control in 

relation to one's work and an active involvement with 

one's work role" [24]. Psychological empowerment in 

performing tasks is the relationship between individuals' 

beliefs, values and standards, and their professional 

functioning. Teachers with high psychological 

empowerment tend to feel that they have the skills and 

knowledge necessary to improve their actions and solve 

problems effectively.  

       Generally, they see themselves as efficacious, free 

to make decisions, influential in terms of applying 

strategies and empowered by the organization to 

introduce change. Greater psychological empowerment 

in teachers corresponds to greater commitments to work 

and better performances in dealing with student bullying 

[20], [24], [27]. 

       Various factors facilitate higher teacher 

empowerment: a climate of sharing and inclusion, 

teamwork, good communication with superiors, clearly 

defined organizational positions and roles, decentralized 

management which enables them to deal with ethical 

events including student bullying, and active decision-

making pertaining to their work [20], [27]. 

3. Method 

3.1. Participants and ethical guidelines 
   
      The study sample included students at a teachers’ 

training college, located in central Israel, who agreed to 

participate in the study. The sample included 90 

teacher-trainees: 88 women and two men, between the 

ages of 22 and 38 years old in their third year of 

training, majoring in both primary school teaching and 

their area of specialization (e.g., mathematics, history, 

sciences, literature, language or English). The sample’s 

gender gap is not much larger than the OECD's gap: 

approximately 90% women and 10% men in primary 

educational studies [12].   

        The study process was conducted according to the 

rules of the Ethical Principles of Psychologists and 

Code of Conduct (2002). Participants received 

information about the aims and procedures of the study. 

The workshops were conducted outside college course 

curriculum hours, and the participants received no 

grades or credit points for the study. Their motivation to 

participate in the study was their desire to engage in a 

unique learning experience and to acquire tools for 

effectively dealing with bullying in school.  

       The participants were asked to sign a consent form 

to participate in the study. They were promised 

anonymity and permission to leave the study at any 

point. 

 

3.2. Division of the sample into three groups 
 

       The 90 teacher trainees participating in the study 

were divided randomly into three groups of 30 

participants each: two experimental groups and a 

control group. Participants of the experimental groups 

were randomly divided into three groups of ten 

participants each. 

       The teacher trainees in the TBS groups engaged in 

role-playing simulations, combined with reflective 

discussions. They analyzed and resolved ethical 

dilemmas that they identified while reviewing scenarios 

related to bullying. The case study groups went through 

the same analytical processes without the role-playing 

simulation procedure. The mentors of the two 

experimental groups had a Master's degree in mentoring 

and over six years of experience mentoring groups. 
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The control group did not have any intervention at 

all. They served as a baseline comparison group to 

determine what changes, if any, occurred in the personal 

attitudes of the experimental groups. This was examined 

using psychological empowerment questionnaires 

identical to those completed by the experimental groups 

at the same time-points.  

     The researcher's role was to advise the mentors of the 

two experimental groups, to inform the teacher-trainees 

about the process, and to organize the pedagogical 

process for these groups.  

 

3.3. Research tools 

 
3.3.1. Bullying scenarios. The teacher trainees in the 

experimental groups were first asked to write a case of 

bullying that they had encountered which entailed 

ethical dilemmas.  This step was requested because 

previous studies have shown that scenarios resembling 

real-life situations are more effective [4], [7]. 

Six representatives from each experimental group 

(twelve in total) randomly selected ten bullying 

scenarios to be used in the study. The choice of 

scenarios was varied to ensure that they represented 

situations that the participants would very likely 

encounter as teachers. 

 

3.3.2. The psychological empowerment 

questionnaire. We used Sprietzer's questionnaire for 

the quantitative analyses of the teacher-trainees' 

psychological empowerment. This questionnaire 

examines how well-equipped individuals perceive 

themselves to be for successfully functioning at work. 

The overall reliability of the original questionnaire is a 

= .84.  [20], [27].  

       The original statements were adapted to address 

participants' attitudes about their ability to deal with 

school bullying-related ethical dilemmas. The 

questionnaire relates to two main dimensions of 

psychological empowerment relevant to the present 

study: 

a. Self-confidence and decision-making - Individuals' 

perceptions of possessing the necessary tools to choose, 

initiate and implement programs, based on assessing 

and making decisions in bullying-related situations in 

school. For example, items included: "I am confident 

about my ability to do my job related to dealing with 

bullying" (a = .76).  

b. Meaning of work in relation of dealing with bullying - 

Individuals' perceptions of the correspondence between 

the importance of their work in dealing with bullying 

and their ideas and standards, e.g., "The work I do 

related to bullying in school is very important to me"  

(a = .80).  

We used a five-point Likert response scale, ranges from 

1 (not confident at all) to 5 (very confident). The overall 

reliability of the questionnaire was a = .78. 

  

3.3.3. Group reflective debriefing reports. During the 

workshops' reflective discussions, each subgroup of the 

two experimental groups was asked to fill out group 

reflective debriefing reports in which they described the 

ethical dilemmas and the different possible solutions 

that were raised by the members for the dilemmas 

raised. 

 

3.4. The intervention procedure 

 
3.4.1. The team-based simulation (TBS) group.         

The participants in the TBS group attended ten meetings 

of 3.5 hours each. The meetings were held once every 

month over ten months in total. At the first meeting, the 

students completed psychological empowerment 

questionnaires and engaged in group discussions of 

bullying ethical dilemmas.  

Each of the following workshops included a full 

class discourse about bullying as it pertained to the 

scenario being analyzed at that meeting. Following the 

discourse, the teacher-trainees worked in permanent 

groups of ten participants each. There, they delved more 

deeply into the case and the backgrounds of those 

involved. They initially dealt with the ethical dilemmas 

that arose from the scenario. They then chose and role-

played 2-3 of the solutions that they raised to these 

bullying-related ethical dilemmas. The simulations were 

video recorded and then uploaded to a shared drive for 

all participants to access and watch.  

While some team members simulated alternative 

solutions in a separate room that imitates a real-life 

discourse environment (to give the participants an 

atmosphere and experience that matches the one they 

will encounter in a similar situation in reality), the rest 

of the group observed the filmed simulations live on a 

screen, noting moments they perceived as influential 

and meaningful. They then all watched these 

interactions on video and reflected on the different 

responses. In the end of each meeting, they summarized 

their conclusions in the group reflective debriefing 

reports.  

To summarize, each teacher-trainee participated in 

10 meetings of 3.5 hours each (35 hours in total) 

throughout ten months in ten monthly meetings and 

actively participated in 2 to 3 simulations during each 

meeting. 

A year after the conclusion of the intervention 

procedure, the students again completed the same 

psychological empowerment questionnaire they had 

filled out before beginning the intervention. The 

intention was to examine what changes, if any, had 

occurred in their perceptions of various aspects of 
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psychological empowerment over time as a result of the 

simulation intervention. 

 

3.4.2. The case study group. The procedure for the 

case study group was similar to the TBS group. The 

only difference was that this group did not engage in 

role-playing simulations. 

 

3.4.3. The control group. The 30 teacher-trainees in the 

control group completed both psychological 

empowerment questionnaires about dealing with school 

bullying, and on the same dates as the experiential 

groups did. However, this group did not undergo any 

interventions. 

 

3.5. Data Analysis 
 

     Data analysis was longitudinal research based. The 

results are based on 60 group reflective the debriefing 

reports from the two experimental groups (3 sub-groups 

in each experimental group X 10 meetings in each 

experimental group X 2 experimental groups = 60), 73 

role playing simulations (each sub-group conducted 

several role playing simulations in every meeting), and 

180 psychological empowerment questionnaires filled 

out by the experimental groups and the control group 

during two time-points: 90 questionnaires before the 

intervention process and 90 questionnaires a year after 

the end of this process.  

 

3.5.1. Qualitative analysis. The qualitative 

methodology included transcribing of the simulations 

done by the TBS group and the analysis of 60 group 

reflective debriefing reports from the two experimental 

groups (30 from each group). The ethical dilemmas 

raised by the participants regarding the bullying events 

were analyzed by means of free coding [14]. This was 

determined by the repetition of basic concepts, 

statements and phrases and overt behaviors of the 

participants. The data were initially analyzed separately 

by each author. In the second stage, the authors met and 

reached an agreement about the findings and their 

division into categories, sub-categories and dimensions. 

 

3.5.2. Quantitative analysis. The quantitative 

methodology focused on deductive statistics based on 

data processing of the psychological empowerment 

questionnaire regarding the perceived ability to deal 

with bullying in schools on two dimensions: (a) Self-

confidence and decision-making and (b) Meaning of 

work in relation to dealing with bullying. 

The data analysis was based on a 3x2 study design, 

in which 3 represented the three research groups (TBS, 

case studies, control), and 2 represented the two time 

points in which the questionnaire was completed, as 

previously mentioned. This procedure was used to 

ascertain if the intervention affected the students' 

perceptions a year after the end of the intervention. 

Analysis of the quantitative data included: (a) 

exploratory analysis to identify questionnaire variables 

and dimensions; (b) analysis of two-factor variance 

repeated measures (ANOVA between-subjects factor); 

(c) post hoc changes in questionnaire values over the 

study period; (d) correlations between study variables.  

 

4. Results  
 

4.1. The main ethical dilemmas cited by the 

experimental groups  
 

Four central ethical dilemmas appeared in the 

written summaries of both experimental groups and in 

the simulations:  

 

(1) Loyalty to the educational agenda versus parental 

involvement. For example, based on the TBS group's 

reflective debriefing reports in a case of parents' 

complaints against a homeroom teacher concerning their 

ostracized child who was being physically bullied by 

classmates: 

 

 "We know that this mother is very assertive and 

overprotective, in ways that are not always situation 

appropriate… what do we do when a parent expresses 

opposition to a teacher's professional decisions and 

accuses her of discriminating against their child? We 

cannot give in on our educational and professional 

ideals…" 

 

 (2) Protecting student victims versus the desire to 

educate the bully. For example, based on a simulated 

conversation by the TBS group around a case of verbal 

and physical bullying of an Ethiopian child, using racial 

epithets - Counsellor:  

 

"We must be careful not to cause unnecessary harm to 

the child who used racist epithets and think of how to 

emphasise the general social value of accepting 

others…."  

Teacher A: "But his behavior was racist!"  

Teacher B: "Maybe we should recruit the bully for a 

positive action. Let him lead an activity about accepting 

others who are different."  

Counsellor: "Good idea … First, the teacher will lead 

the activity, and after the student undergoes a process, 

he can lead a similar activity in the other classes with 

the teacher's supervision." 

 

(3) Loyalty to professional conduct versus concern for 

professional status. For example, based on the 

reflective debriefing reports of both experimental 

groups around a case of online bullying:  
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"We don't know what our obligation is… We have no 

idea if there are specific rules about our 

responsibility…"   

"Parents can claim why are you intervening? It's not 

your business; it happened after school hours…We 

think it is right to intervene… It doesn't seem right to 

limit our actions to those that affect the school and only 

during work hours..." 

 

(4) Loyalty to professional values versus loyalty among 

team members. For example, based on the case-study 

group's reflective debriefing reports around a teacher's 

inability to handle bullying in the lesson:  

 

"On the one hand, we don't want to upset relations with 

a colleague. On the other hand, it's very hard for us to 

stand by and see such inappropriate dealings toward a 

student and not report it to the management…". 

 

Conceptual similarities were found among the 

experimental groups (TBS, case study) in terms of the 

main ethical dilemmas highlighted by the participants. 

Both groups proposed dilemmas that could be 

categorized into four domains: teacher-student relations; 

teacher-parent relations; teacher-peer relations and 

teacher-management relations.  

     Figure 1 presents explanations and examples of the 

dilemmas and their dimensions in the findings, 

reflecting a multifaceted structure of ethical dilemmas.  

 

 
Figure 1. Main ethical dilemmas of the experiential 

groups 

 

4.2. Results of the quantitative analysis  
  

A 3x2 (research groups: TBS, case study, and 

control group; time – before and one year after the 

intervention) ANOVA with repeated measures on the 

last variables was used to analyze the data. The means 

and standard deviations of 'self-confidence and 

decision-making in relation to dealing with bullying' is 

summarized in Table 1. The means and standard 

deviations of 'meaning of work in relation to dealing 

with bullying' is summarized in Table 2. 

 

4.2.1. Self-confidence and decision-making. A 

significant interaction effect (see Figure 2) between 

group type and time of measurement was found 

[F(2,174)=10.64, MSE (mean square error)=.341, p 

<.001, ηp2=.21].  

 

Table 1. Means for 'self-confidence and decision 

making' in relation to dealing with bullying' 

 

Groups   
Self Confidence & 

Decision Making 

 N  Before After 

TBS 
30  3.59 3.98 

  (0.57) (0.43) 

     

Case Study 
30  3.57 2.98 

  (0.80) (0.48) 

     

Control 
30  3.58 3.58 

  (0.58) (0.57) 

          

Note: The numbers in parenthesis are standard deviations 

 

 

 
Figure 2. The interaction between time and 'self-

confidence and decision making 
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In other words, 21% of the variance of 'self-confidence 

and decision-making' is explained by the interaction. 

Simple effect tests indicated that over time, in the 

simulation group, 'self-confidence and decision-making' 

increased significantly [from M=3.59, SD=.57 to 

M=3.98, SD=.43; F(1,174)=6.46, MSE=.341, p <.01, 

ηp2=.26]. That is, 26% of the variance of 'self-

confidence and decision-making' is explained by the 

interaction. However, the case study group 

demonstrated a significant decrease in self-confidence 

and decision-making [from M=3.57, SD=.80 to 

(M=2.98, SD=.48). No significant difference was found 

for the control group over time (F> 1, ns.).  

 

4.2.2. Meaning of work in dealing with bullying. A 

significant interaction effect (see Figure 3) between 

group type and time measurement was found 

[F(2,174)=4.25,  mean square error (MSE)=.348, p 

<.01, ηp2=.25]. In other words, 25% of the variance of 

'meaning of work' is explained by the interaction. 

Simple effect tests indicated that the case study group 

significantly decreased over time in their perception of 

'meaning of work' in relation to dealing with bullying 

[from M=4.42, SD=.53 to (M=4.07, SD=.63), 

F(1,174)=5.442, MSE=.341, p<.05, ηp2=.23]. That is, 

23% of the variance of 'meaning of work' is explained 

by the interaction. No significant changes over time 

were found for the simulation group or for the control 

group (F> 1, ns.). 
 

Table 2. Means for 'meaning of work in relation to 

dealing with bullying' 

 

Groups   Meaning of Work 

 N  Before After 

TBS 
30  4.57 4.44 

  (0.59) (0.51) 

     

Case Study 
30  4.42 4.07 

  (0.53) (0.63) 

     

Control 
30  4.47 4.73 

  (0.73) (0.52) 

          

Note: The numbers in parenthesis are standard deviations 

 

 

 
Figure 3. The interaction between time and 'meaning of 

work' in relation to dealing with bullying' 

 

5. Discussion 
 
This study explored the psychological empowerment 

of teacher trainees following the use of simulations and 

case study training methods to deal with bullying events 

that raise ethical dilemmas in school. Careful 

examination of the scientific and professional literature 

in these domains revealed that this is the first study to 

test TBS as a training model for teacher-trainees to deal 

with school bullying. Despite the high incidence of 

school bullying, most teachers and teacher trainees have 

not participated in bullying prevention training 

programs [5]. Furthermore, there is almost no research 

on teachers’ psychological empowerment in dealing 

with bullying. 

The findings of the study confirm the relevancy of 

conducting simulation workshops similar to those 

proposed in the present study. These simulations have 

the potential to provide psychological empowerment 

that enhances the self-confidence needed to make 

insightful decisions.  

The findings considering the first research question, 

which focused on the characteristics of the ethical 

dilemmas raised by the two experimental groups, 

showed conceptual similarities among the experimental 

groups. Both groups proposed dilemmas that could be 

categorized into four domains: teacher-student relations; 

teacher-parent relations; teacher-peer and teacher-

management relations. These domains are similar to 

those noted in studies dealing with ethical dilemmas that 

engage educators [8]. 

The ethical dilemmas raised by the teacher-trainees 

around teacher-student relations focused on the 

participants’ perceptions about the educational 
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processes that they are obligated to follow with all 

students involved in bullying. Similar to studies that 

have explored appropriate ways to deal with bullying at 

school [28], the participants in both experimental groups 

held a caring approach to social values against bullying. 

According to their perceptions, both sides need support 

and inclusion. This viewpoint corresponds to findings in 

previous studies of school bullying that advocate a 

caring approach toward both bullies and their victims 

[25]. 

For those who bully, educational efforts should be 

made to reveal the motivations of their actions and to 

learn how their negative behaviors can be eliminated or 

prevented in the future. For those who are bullied, 

efforts should be focused on empowering their straights 

and creating a positive cooperation between both parties 

[13].  The teacher-trainees understood that without an 

educational process, bullies tend to become more 

threatening and dangerous over time to those around 

them and the victims tend to suffer from continual 

reduction in their self-esteem and social skills. These 

feelings elicited the insight that in sensitive situations, 

the best way to obtain positive results is through calm, 

pleasant and inclusive discourse, with no accusations or 

punishment. Such discussions should also clearly define 

the boundaries for physical and emotional safety and 

promote cooperation [9].    

The ethical dilemmas dealing with teacher-parent 

relations focused on staff adherence to their educational 

path versus possible objections from parents. Analysis 

of the findings shows that the teacher trainees perceive 

such relations as highly complex, confusing and 

frustrating. The main cause of these negative feelings is 

a lack of knowledge about the boundaries of their 

responsibility and uncertainty about the rules of 

engagement when dealing with bullying. The teacher 

trainees view some teacher-parent relations as clashes of 

values that require creative, structured thinking leading 

to a fruitful cooperation.    

In their summary reports, the trainees demonstrated 

their understanding that parents instinctively protect 

their children. However, teachers must stand strong 

against parents' objections and create a learning 

environment free of bullying. According to the teacher 

trainees' perceptions, parents should not call into 

question the teacher’s authority. This approach is 

supported by other studies, which argue that parents are 

an essential resource that can provide teachers with 

assistance and support [15].  

Another central ethical dilemma related to dealing 

with school bullying was teacher loyalty to professional 

values versus loyalty among team members. The study 

findings indicate that teacher trainees perceive such 

situations as difficult, embarrassing and potentially 

harmful to interpersonal staff relations. This situation is 

additionally potentially harmful for their future 

employment opportunities, especially when the problem 

involves a powerful senior colleague. Furthermore, they 

fear being perceived by other peers as "informers" 

which would undermine their social and personal status 

in the school. This could happen even in cases where 

reporting improper behavior by a peer to management 

contributes to the students’ welfare.  

Previous studies [5] indicate that teacher trainees 

believe in the importance of standing up for their 

colleagues, but not at the expense of their students' well-

being. In our study, despite their fear of personal 

consequences, most of the respondents preferred to 

report peer problems to the administration, if they were 

unable to deal with the problems themselves.  

As part of dealing with complex issues and ethical 

dilemmas that have also been discussed in previous 

studies [9], our study found that the teacher-trainees 

believe that the school administration must provide 

teachers with support and instruction. They believe that 

educational leadership supporting teachers encourages 

reflective thinking in teams and provides guidelines, 

benefits the school and increases the teachers’ feelings 

of self-competence when dealing with bullying. 

 This study also focused on comparing the effects of 

TBS to case study training methods on the participants' 

psychological empowerment to deal with bullying-

related ethical dilemmas in school.  

As expected, both groups reported that handling 

bullying events was difficult. For most of them, this was 

their first exposure to discussions and dealings with 

bullying scenarios. Moreover, they were not in any 

position to influence the school or the classes in which 

they practice-taught. Therefore, it was expected that in 

an encounter with the bullying scenarios, both 

experimental groups would raise concerns about the 

extent of their competence to deal with such situations 

in the future. 

     The second research question deals with the changes 

occurring in the psychological empowerment of the 

experimental groups and the control group during the 

study. As noted, the two main dimensions of 

psychological empowerment that were examined were 

'self-confidence and decision-making' and 'meaning of 

work'. The first dimension, self-confidence and 

decision-making, referred to the individuals' feelings of 

having a choice whether to initiate and direct actions 

based on informed decisions as well as the tools to 

decide for themselves how to act with confidence [20], 

[27]. 

The study findings indicate a significant increase in 

the TBS group and a significant decline in the case 

study group in this dimension. These findings are 

consistent with previous studies [19], [27] which show 

that active learning enhance participants' capability to 

deal with ethical dilemmas in daily functioning. Thus, 

participants gain greater self-confidence and feelings of 
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control in their decision-making and consequently have 

greater self-confidence and feelings of control in their 

environment. 

In contrast, we found that when teacher trainees were 

only exposed to bullying situations without participating 

in the role-playing and the video-based analysis, 

feelings of insecurity and lack of control increased. 

Also, their ability to make independent decisions in 

such situations declined. These findings led us to the 

understanding that training processes for dealing with 

school bullying should be interactive and highly 

participatory and should not only include case study 

analysis as more commonly done [29]. 

The second dimension, 'meaning of work', refers to 

perceptions of correspondence between the importance 

of the aims of their work (dealing with bullying), and 

their personal ideals and standards as employees. The 

findings for this dimension showed that while the TBS 

groups maintained its perception over time, the case 

study groups demonstrated a significant decrease 

concerning this aspect over time. The explanation for 

this result is similar to the explanation concerning what 

occurred in terms of self-confidence and decision-

making, regarding the frustration that members of the 

case study group felt when exposed to the bullying 

scenarios without the buffering effect of simulations. 

Thus, it can be said that despite the difficulty entailed in 

dealing with bullying-related dilemmas in school, the 

simulation methodology helped the TBS group to 

maintain their feelings of the meaningfulness of the 

process.  

To summarize, the similarity between the ethical 

dilemmas raised by the two experimental groups, 

compared with the significant difference in their 

psychological empowerment to cope with bullying in 

school, shows that participation in simulations does not 

alter the nature of what constitutes an ethical dilemma. 

However, it does affect the individuals' perceptions of 

their ability to deal with such ethical dilemmas. This 

interesting finding demonstrates the importance of using 

simulations as a tool for dealing with ethical dilemmas 

related to bullying.  

According to the trainees who participated in the 

simulations, stepping into the shoes' of the various 

figures in the simulations enabled them to experience a 

range of emotions such as insult, physical fear and 

emotional anxiety, both from the viewpoint of the 

bullies and of the bullied.   

Our study emphasizes that when using simulations, 

participants maintain a consistent understanding of the 

substantive ethical dilemmas, while at the same time, 

their perceptions of self-empowerment are enhanced 

even a year after the end of the intervention. This 

enhancement will ultimately motivate them to feel safe 

and be more effective in dealing with bullying, hence 

actually making these teachers more competent.   

6. Conclusions 
 

This study is the first of its kind to explore how TBS 

and case study interactions can influence, even a year 

after the end of the intervention, teacher-trainees' 

psychological empowerment and their perceptions of 

their ability to deal with bullying-related ethical 

dilemmas in schools.  

The quantitative findings of the study provide 

important conclusions about the contribution of the use 

of simulations to the psychological empowerment of 

teacher-trainees in terms of their self-confidence and 

decision-making in dealing with real bullying situations. 

According to previous research, the rise in 

psychological empowerment has a positive influence on 

workers' operational capabilities and contributes to the 

organization by raising workers’ efficiency, freedom to 

make decisions, and influence regarding applying 

strategies. It also enhances their commitment to work. 

Simulations may also help reduce teacher trainees' 

feelings of helplessness in various bullying situations 

encountered in their practice. In contrast, the case study 

training had the opposite result. There was a significant 

decline in psychological empowerment. The important 

conclusion is that to greatly reduce teachers’ and 

teacher-trainees’ frustration when dealing with bullying, 

training procedures should employ mediating 

experiential methodologies, such as simulations, and 

avoid solely depending on the traditional case studies 

approach. This approach will lead to less frustration and 

greater self-confidence. 

 

7. Limitations and additional research  

 
One limitation of this study is that the research and 

workshops were directed to teacher trainees. Therefore, 

it is recommended for future studies to examine how 

simulations for teachers affect school students over 

time, as well as the level of bullying in school. It will 

also be advantageous to conduct a study on teachers and 

not trainees and see the impact of TBS training on their 

self-efficacy to deal with bullying at school and on the 

level of bullying at school. 

An additional limitation is that this study focused on 

a population of students training in teaching in 

elementary schools. In order to generalize the findings 

and learn more broadly about the effects of simulations 

on learning, it is recommended to conduct similar 

studies among other student populations (for example - 

high schools / special education) and other disciplines 

(for example - engineering students/entrepreneurs). 

Expanding this research to other disciplines is extremely 

important since according previous studies (e.g., [2]), 

there is a growing need for students in different 

disciplines to include experiential learning in their 
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qualification processes in universities to better prepare 

them in dealing with ethical dilemmas and challenges 

they are likely encounter in real life. 
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