
UNIVERSIIY OF ALBERTA 

THE EXPERIENCE OF BElNG BULLIED DURING 

CHILDHOOO AND/OR ADOLESCENCE 

DEVEDA LYNN MAH 

SUBMITTED TO THE FACULTY OF GRADUATE STUDIES AND RESEARCH 

IN PARTIAL FULFlLLMENT OF THE REQUIREMENTS FOR THE DEGREE OF 

DOCTOR OF PHILOSOPHY 

COUNSELLING PSYCHOLOGY 

DEPARTMENT OF EDUCATIONAL PSYCHOLOGY 

EDMONTON, ALBERTA 

SPRING, 2000 



National Libraiy Bibliothèque nationale 
du Canada 

uisin'ons and Acquisitions et 
~ i b  iographi setvices sewices bibrbgraphiques "E 

The author has granted a non- 
exclrisive licence allowing the 
National Li'brary of Canada to 
reproduce, Ioan, di~bn'bute or sen 
copies of this thesis in microform, 
paper or electronic formats. 

The author retains ownership of the 
copyright in this thesis. Neither the 
thesis nor substantial extracts fiom it 
may be prhted or othenivise 
reproduced without the author's 
permission. 

L'auteur a accordé une licence non 
exchisive permettant a la 
BLbliothèque nationale du Canada de 
reproduire, prêter, distriiuer ou 
vendre des copies de cette thèse sous 
la forme de microfiche/fih, de 
reproduction sur papier ou sur format 
6lectronique. 

L'auteur conserve la propriété du 
droit d'auteur qui protège cette thèse. 
Ni la thèse ni des extraits substantiels 
de celle-ci ne doivent être imprimés 
ou autrement reproduits sans son 
autorisation. 



To my wonderful father, Dong, my spedacular brother, David, and the loving 
memory of my mother, May, ail of who fiIl my life with inspiration and joy. 



ABSTRACT 

This study examined the experience of being bullied in childhood andior 

adolescence. Ninety-five junior high school students contributed 91 statements 

about being bullied. Twenty-two ind~duals sorted these statements into 

thematic groups. Utilizing multidimensional scaling and cluster analysis, a 

concept map of 91 statements was developed. Seven themes emerged from 

this process: Ways of Being Bullied, Social Isolation, Losses, Emotional 

Paralysis, Alienation, Desires to Cope, and Tactics for Dealing with Being 

8ullied. 

Four hundred and forty (440) junior high school students at six schools 

located in western Canada were administered a survey that was developed, in 

part, out of the 91 statements. The objective, at that point, was to determine if 

other children had similar experiences of what it was like to be bullied. Survey 

data indicated that 86% of junior high school students indicated they had been 

bullied. The most common form of bullying was name-calling, the second, 

physical assaults. The reaction to being bullied was most frequently anger, 

followed by revenge. Statistically significant ciifferences were also found 

between gender, grade level, birth order, and cultural background. Differences 

were also found for other variables, 

The thernes could seive as a basis for Uie development of counselling- 

based intervention programs for children who are bullied. 
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CHAPTER 1 : INTRODUCTION 

Staternent of the Problem 

Bullying is not new; it is a centuries old phenornenon and has existed in 

schools for many years. Many people, however, believe that bullying does not 

cause serious hann, that it is a natural part of growinÿ up, that it helps to 

toughen up children, and that it prepares them for adult life (Barone, 1997; 

Cartwright, 1995). A marked shift in attitude, however, took place in Norway in 

1982, when three 10 to 14-year-old boys committed suicide, partly as a 

consequence of severe bullying by peers (Barone, 1997; Olweus, 1993). In 

Japan, a child's parents sued the Tokyo govemment for 22 million yen, claiming 

that bullying caused their 13-year-old son's suicide. The parents reported that 

the principal and teachen not only failed to intervene to stop the harassment, but 

that they assisted the bullies in their harassment. The boy had hung himself and 

left a note naming two classrnates as the cause of his torment (Barone, 1997). 

There is also a recent Canadian example in which a 14-year-old boy in Surrey, 

British Columbia committed suicide by jumping off a bridge. He also left a note 

indicating he was no longer able to tolerate being bullied at school (Papple, 

Roberts, Keating, & Fraser, 2000). 

Tragic incidents are not limited to those that involve suicide. On April20, 

1999, two students who had previously been victimized by bullies, walked into 

Columbine High School in Columbine, Colorado, and fired shots from a multi-gun 

arsenal, killing Welve students and one teacher. The two students, previously 

described as outcasts, then committed suicide by tuming the guns on 

themsekes (Adams & Russakoff, 1999). Many similar incidents have ocwrred 

in Atlanta and in other areas of the United States. Violent incidents are not new 



phenomena. ln Detroit, for example, a young teenager who was victimized by 

an older teenager reacted to being shoved by shwting and killing the bully 

(Gteenbaum, 1987). There are also recent Canadian examples: In Taber, 

Alberta, a 17-yearold student was shot and killed by a 14-year-old boy, a 

previous victirn of bullying (Cunen, 1999). In Victoria, British Columbia, a 14- 

year-old girl died when she was thrown into a lake and left to drown. Her peers 

had broken her am. neck, and back before throwing her into the water. The 

police were not aware of the incident; yet many teenagers at her school knew of 

her death. It was also possible that certain students at her school knew there 

was going to be a confrontation well before it took place, but chose not to inform 

officiais (Simpson, 1 997). 

Prior to the occurrence of high profile incidents, little research was done 

on the so-called *garden-variety hamless bullying". Much research, however, 

has been produced in the area of aggression and violence that occurs in other 

facets of Iife, such as at home, work, or with gangs at school. 

It is interesting to note that, despite the amount of research that has been 

done in the above areas, there is disagreement as to how bullying is defined. 

Although people have clear ideas about the subject, there is considerable 

disparity. Generally, people believe that it is sufficient to define it by merely 

listing behaviours that are of concem. For exarnple, bullying has been described 

in the following ways: 

"Cs when the kids block rny path and make me walk on the toad". 
&At work. i fs when the manager ridicules me in front of other peoplen. 
"Ifs when I get stuffed in the garbage cann. 

None of the above descriptions actually &tes what bullying is, only how R is 

manifestad. Researchers also define bullying in different ways: 



'Bu l 'ng  is a fom of aggression in which one student, or a 
group of students, physicaly or psychologicaIl~~ abuses a victim 
over a period of time. The action is unprovoked and repeated; 
it is not a one-trine act" (Olweus, 1978). 

"Builying can be describeci as the systematlc abuse of powef 
(Smith & Sharp, 1994). 

'BuIIying is repeated aggression, verbal, psychological or 
physicai, conducted by an individual or group against others* 
(Guidelines on Comtering Buliying Behaviour in Pnmary and 
Post- Primary schooIsl 1993). 

Randall (1997), however, believes that an important ingradient is missing in the 

above definitions - the intention to ham factor. He offers an alternative 

definition: 

"BuIlying is the aggressive behaviour ansing from the deliberate 
in tent to cause physical or psychological distress to others" 
(Randall, 1997. p. 4). 

Unlike the previous definitions, Randallis definition emphasizes the issues of 

aggression and intent, rather than frequency or repetition. This is because 

Randall believes that aggressive behaviour does not have to be regular or 

repeated for it to be bullying behaviour. Besag (1 989) combines the above 

definitions: 

"Bullying is repeated attacks, - physicel. psychological, social 
or verbal - by those in a position of power, which is formal& 

or situationally defined, on those who are powerless to resist, 
with the intention of causing distress for their own gain or 
gratification" (p. 4). 

Bullying, therefore. is highly cornplex; no cuvent definition encompasses al1 of 

the aspects of this behaviour. 

It is also important, according to Olweus (1 997), to decipher the 

diÏerence between bullying and playful teasing. Some types of social 

interactions between inc~duafs invobe a playful and friendly form of teasing, 

and for the most part, are not considered to be bullying. If the teasing is cleariy 



degrading and offensive and is causing distress to the recipient, it is considered 

to be bullying. The line between these two types of behaviour, is not always 

clear. 

Regardless of which definition one chmes to ~~tilize. researchers 

generally agree that children victimized by bullies experience greater levels of 

fear, anxiety, guilt, shame, helplessness, and depression than children who were 

not bullied (Barone, 1997; Bernstein & Watson, 1997; Boulton & Underwood, 

1982; Hoover, Oliver, & Thomson, 1993; Randall, 1997, Whitney & Smith, 1993). 

They would wait for hirn on the way home from school. They 
would emerge suddenly from the shadows, block any escape 
route, then take him down an alley where they would start hitting 
him. Although the students were allowed to sit anywhere at lunch 
time, no one would ever sit near him. When he went ta the toilet, 
somebody would spread the word. His classrnates would gather in 
the lavatory and stand on each other's shoulders to peek in on hirn. 
He would retum to the classroorn only to find his desk and chair had 
Been dragged out in the hall. Trying to keep back the tears, he 
would take the desk back to its place. not a sou1 offering to help" 
(Yoshio, 1985). 

This incident occuned. in Japan, where #me, meaning "bullyingnt was also 

not taken seriously. Because of recent suicides of victims and murders of 

bullies, govemments in Japan have now begun to address bullying by 

acknowledging that a problem exists. 

Here is another powerful incident that took place in South Boston. Kiang 

and Kaplan (1 994) chose to describe the incident as pertaining to racial conflict; 

the incident, tharefore, was not labelled as bullyng 

"OK, I tell you this problern ... l went to the bathroom and there was 
a lot of girls sitting there ... in the lav ... they cal1 it ulavatory". And I went 
in and they were sitting al1 over the place. And I didn't have any room 
to walk over. So theregs some of them saying, 'You need to use the 
bathroom?" So I just Say, "Yes." And then, othen. they yell, uOh my Godl 
There's a Chinese in the lavl...Oh my gosh, there's a .... Chink girl in the 
bathroorn! I can't believe itl l've never seen one before". And they were 
yelling, and my instincts told me that there was something wrong 



about it, but I didn't walk out. I just walk in to use the bathroom. 
And I went in, and there was this girl, she was black. She said, 
'Excuse me". She had to get something in ütere. She got out a 
rnop. And I just, 1 thought she just wanted to get a mop out. 

And then I went in. 1 close the dwr. And white I was inside, 
she throw a mop over my head. With al1 water ... And then I said, 
What are you doinglr" And I still use the bathroom, and they was 
just al1 laughing. And then I didn't even have a chance to pull up 
my pants, and they just open the door. And lucky that day, I Wear 
a coat. So I like I was huny pull up my pant, and then they were 
just laughing. And then, when I walk out, try to walk out the door, 
they lock me...one was pushing me, and the other was push me 
this way, and they try to make fun of me, and they were laughing. 
And they try to lock the door, even letang me out, I don7 know. for 
a few minutes ... they were pulling my hair and al1 this stuff. And 
then I was about to cry, and then I got so mad, so scratch some 
tu the girls, one of the girl in there. And she was yelling out loud, 
she said, "Oh my God, she scratched mer And then I try to push 
myself out of the door, and at last I was released and I went out t 
he door. 

And I was just crying, and al1 my head was wet. And then I was 
standing there, and then Ky was there too. And he went to cal1 
one of the people that discipline ... And she told me, try to point out 
some girls. I didn't, I rnean, I can't remember al1 of them" (Kiang & 
Kaplan, 1994, p. 106-107). 

This student never used the bathroom at the school again. nor did she tell her 

teachers or any friends about the incident. This incident is a powerful description 

of one teenager's experience of what it was like to be bullied at school. 

The affects of bullying are far reaching. Apart from being physically 

injured, many victims lose their self-esteem and experience emotional and social 

diffi~culties (Craig, 1998; Olweus, 1978, Slee & Rigby, 1993a; TrRt & Duncan, 

In the short-terni, victims typically suffer from physical as well as 

psychological distress, have difficulties concentrating, and fear going to school 

(Besag, 1989; Kumpulainen, Rasanen, Henttonen, Almquist, Kresanov, Linna, 

Muilanen, Piha, Puura, & Tamminen, 1998; Olweus, 1993, Rigby, 1998a). 



Olweus (1 993) discovered that boys who were victimized between Grades 6 to 9 

had higher levels of depression and low self-esteem when they were 23 years of 

age. This occurred even though these young men were no longer victims of 

direct or indirect forms of bullying. These results may suggest that these victims 

may have intemalized the bullies' negative evaluations of themselves from their 

childhood. 

The relationship, however, behnreen these traits and behaviours is still 

unclear. Did these victims exhibit low seif-esteem before they became victims, 

meaning that it was not a consequence of being victimized? Although this rnay 

be possible, it is still not clear why victims tended to exhibit higher levels of 

depression. No studies have been done that demonstrate whether children who 

become victims were initially more depressad than their non-victim peers. 

Very little academic research has been done to determine long-term 

affects of being bullied, other than a study conducted by Famngton in 1991, who 

found that men who had been victims as young teenagers were more likely to 

have children who were also victims, as compared to men who were not 

victimized as children. 

Pumose of the Study 

It is important to know more about the experience of being buliied in 

childhood. Such knowledge will give counsellors, schod officiais, and parents 

better insight on victimization. The purpose of this study, therefore, is to gain a 

deeper and richer understanding of the experience of being bullied in one's 

childhood or adolescence. A Concept Mapping approach was used to collect as 

well as to analyze the data. The intent of this study was to obtain, as much as 



possible, unconstrainad descriptions of peoples' experiences about being bullied, 

without the intrusion of the researcher's own preconcehred ideas. Knowledge 

about these experiences will help researchers, counsellors, and teachers to 

develop and assess prevention andor intervention programs. 

Another objective was to determine to what extent other children had 

similar experiences of being bullied. ln order to do this, the above data was 

incorporated into a survey and administered to a larger sample of children. 

Overview of the Conce~t M a ~ ~ i n a  A~~roac t i  

In order to gain a deeper and richer understanding of the experience of 

being bullied during one's childhood or adolescence, a qualitative study utilizing 

stmctured conceptualization procedures (also known as concept mapping) was 

used in this study. 

Concept mapping is a research method that combines qualitative and 

quantitative approaches. Phenomenological methods cari be utilized to obtain 

data; quantitative strategies are Vien utilized to analyze and evaluate the data. 

Concept mapping, also referred to as stmctured conceptualization was orÎginally 

developed for groups in planning and evaluation (Trochim, 1989). Concept 

mapping is basically a set of statistical rnethods that is utilized to cluster 

variables into their underlying themes. Various researchers such as Daughtry 

and Kunkel(1993) as well as Trochim, Cook, and Setze (1 994) have utilized 

concept mapping methods to achieve a greater understanding of psychological 

disorders. 

Daughtry and Kunkel(1993) also contend that the concept mapping 

approach provides objecüvity to qualitative data. Concept mapping provides for 



the understanding of psychological issues and constructs as they are seen 

t h u g h  the eyes of the participants, rather than as defined by the researcher. 

For example, the researcher typically begins a qualitative study by asking an 

open question or by asking the participant to write statements about the 

particular phenornenon. Once this is done, quantitative approaches come into 

play - multi-dimensional analyses of the data. The combination of qualitative 

and quantitative analyses allows greater confidence in the obtained results. 

Concept mapping involves three steps: i) indhriduals to generate ideas, 

thoughts, or experiences about a specific question or topic, ii) sorters to group 

together relationships between ideas or experiences by utilizing an unstnictured 

sort procedure, and iii) a statistical analysis of results of the card sort to 

determine underlying categories or thernes and to depict the results in the form 

of a pictorial map (Trochim, 1989, Miller, 1996). 

No research to date has utilized concept mapping to explore the 

experience of being bullied during one's childhood or adolescence. This study, 

therefore, utilized concept mapping to explore what it was like to be bullied. 

Results from this research approach provided rich qualitative information that 

was missing from current existing research. 

A frequency study was then carried out to detemine to what axtent other 

children perceived similar experiences of what it is like to be bullied. To 

accomplish this, data obtained from Phase One was incorporated into a survey 

and administered to a larger sample of children. 



Assum~tions and Limitations 

One limitation concems the validity of Vie written reports as data. In this 

study, participants were asked to reflect on their experiences of being bullied. 

There were many issues which contribute to questioning the validity of this 

approach, including recall ability, and the degree to which participants censored 

or altered their recall. Also, the study was based exclusively on self-reports, 

which may have been affected by a person's level of awareness and their 

willingness to write about their personal experiences. 

Conclusion 

This study was designed to seek a better understanding of the 

experience of being bullied in childhood andor adolescence. The results from 

this study can be used to highlight the importance of the issue and bring it out 

into the open. In addition, knowledge about the experience rnight heip 

researchers, counsellors, teachers and parents to better understand the issue 

and provide guidance to children who have been bullied. 

To accomplish these objectives, the study is organized as follows: 

Chapter 2 is a review of the literature and provides information on theories of 

aggression, prevalence rates of bullying , effects of victimization, personality 

characteristics of victims and bullies, family variables of victims and bullies, and 

descriptions of intervention programs. It further describes an oveMew of the 

concept mapping methodology that was utiüzed. Chapter 3 describes the 

rnethodology in more detail. Results of the study are then presented in Chapter 

4. Chapter 5 sumrnafizes and disaisses the major aspects of the study. 

Implications for practice and future research directions are also outlined. 



CHAPTER 2: LlTERArURE REViEW 

*For two years, Johnny, a quiet 13-year old, was a human 
plaything for some of his classrnates. The teenagers badgered 
Johnny for money, forced him to swallow weeds and drink milk 
mixed with detergent, beat him up in the rest room and tied a 
string around his neck, leading hirn around as a ve r .  When 
Johnny's torturers were interrogated about the bullying, they said 
they pursued their victim because it was 'funm (Olweus, 1993, p.7) 

Such an incident reminds us of Our expenences as children, either 

through Our own experience or those of others. Despite the fact that school 

bullying is a very old phenornenon, until fairly recently bullying has received little 

professional attention, particularly in North America. In fact, much of the 

research that has been completed on bullying tended to be opinion pieces rather 

than empirical research (Hoover & Hazler, 1991 ; Tritt and Duncan, 1997). As 

stated in Chapter One, a resurgence of interest in this area came about partly as 

a result of high profile incidents. 

The following literature review endeavours to cover what is known to the 

present time. It begins with a general discussion about the theories of 

aggression, and is foiiowed by a review of the literature as it relates to bullying. 

Information as to the prevalence andlor frequency of bullying is provided. A 

discussion about how bullies and victims diier in ternis of personality 

characteristics and family backgrounds is then outlinad. A review of what is 

known about the effects of victimization follows. Intewention programs will then 

be discussed. The final section introduces the concept mapping methodology 

utilized in this study. 



lheories of Aaaression 

As rnentioned in Chapter One, disagreement exists in ternis of how 

bullying is defined. Most researchers, however, would probably agree that 

bullying constitutes a fonn of aggression. In fact, in much of the existing 

literature, the ternis bullying and aggression are often used synonyrnously. It 

would be important, therefore, to explore what is rneant by the term aggression. 

Aggression has been defined as "any form of behaviour directed toward the goal 

of harming or injuring another living being who is motivated to avoid such 

treatment" (Baron and Richardson, 1994, p.5). Four social psychological 

theories that explore the nature of aggression include the following: a) 

frustration-aggression hypothesis, b) social-learning theory, c) social 

information processing theory, and d) coercive family interaction model. 

a) Frustration-Agciression Hwothesis 

The frustration-aggression hypothesis as described by Dollard (1 939), 

depicts aggression as the result of frustration that results whenever the 

attainrnent of a wanted goal is blocked. The purpose of the aggressive 

behaviour, therefore, is to remove the frustrating block. If it cannot be disposed 

of, aggression might then be displaced on to another object. 

A simple causal relationship between frustration and aggression, 

however, does not always exist. As more research emerged, it became evident 

that the frustration-aggression theory, unmodifred, was not adequate to explain 

al1 aspects of aggression. Because of this, a modification to the original 

frustration-aggression hypothesis was proposed by Berkowitz in 1971, who 

clairned that frustration created a state of readiness for aggression (Le. anger 



arousal), but that whether actual aggression occuned or not was dependent on 

the presence or absence of extemal cues in the person's environment at that 

time. 

Since then, Berkowitz has further refined his theory, now known as 

cognitive neo-associafionism. He has proposed that frustration is only one of a 

number of conditions that could produce negative effects, which in tum, could 

then lead to either an aggressive act or an escape/avoidance response. 

Furthermore, which response a person chooses to undertake depends on his or 

her genetic make-up, prior leaming, and recognition of the elements or triggers 

in the situation that facilitate or inhibit aggression (Berkowitz, 1993; Eron, 1994; 

Association for Advanced Training, 1 999). 

b) Social Leamina Theorv 

According to social leaming theory, aggressive behaviour is the result of 

observational leaming (Bandura, 1983). Bandura had children observe a 

confederate (unbeknownst to the children) acting aggressively toward an 

inflatable 'Bobon doll. When the children were later left alone wiai the doll, they 

displayed aggressive behaviours that were similarly exhibited by the confederate. 

Bandura had argued that obse~*ng the confederate was sufficient for social 

learning to occur. It was discovered, however, that imitation of the model was 

more likely to generate aggressive behaviour when certain conditions were 

present: imitation was more likely to occur when the model was seen as 

powerful. successful, liked andor familiar to the child; when the model was of the 

same gender as the child; and when the model was rewarded for acting 

aggressively. For example, in one of Bandura's studies, the mode1 received 



either punishment, a reward, or no-wnsequence aftet acting aggressively. It 

was discovered that children in the reward and no-consequence groups were 

more likely to imitate the modal's behaviour than children in the punishment 

group. However, when children were subsequently offered an incentive for 

acting aggressively, group differences did not exist and it was found that al1 

children had leamed the aggressive behaviour by obsenring the model (Bandura. 

1 983). 

Studies on observational leaming have also added controversy to the 

effects of television violence and how it relates to the expression of aggression. 

Although rnuch of the research has not been consistent, it has most often 

supported the view that viewing violence increases aggressiveness. Huesmann 

and Eron (1 986), for example, suggest that the amount of aggression viewed by 

children at age ten predicts aggression level at age thirty. Singer and Singer 

(1981), however, disagree, suggesting that the relationship between media 

violence and aggression could be bi-directional, that violent shows could 

increase aggressiveness, but that highly aggressive children might also prefer to 

watch violent shows. 

The relationship. therefore, between these two factors, is complex. 

Horton and Santogrossi (1 978) for example, discovered that imitative aggression 

was less likely to occur if children viewed violence in the presence of an adult 

who condernned it. Furthemore, earîier studies have shown that children who 

were initially high in aggressiveness were more likely to exhibit increased 

aggressiveness after viewing media violence Vian children who exhibited low 

levels of aggressivaness (Friedrich and Stein, 1973). 



Despite the complexity of this issue, researchers at Brown University 

conducted a more recent study, confinning earlier findings, that young people 

who reported bullying other children on a frequent basis also reported that they 

viewed high levels of television violence (Brown University Child & Adolescent 

Behavior Letter, 1996). 

c) Social-Information Processina Theoly 

According to social-information processing theory proposed by Crick and 

Dodge (1 994), aggression results when processing of information as it relates to 

social cues goes awry. Maladaptive processing could occur at any of the 

following stages: encoding, interpretation, clarification of the goals of the 

interaction, identifying alternative responses, selecüng a response, and enacting 

a chosen response. An example of this might be that highly aggressive children 

could interpret a petson's intentions as hostile even when they were actually 

benign and, as a result, might generate aggressive solutions to a problem. This 

provides support for what has been descnbed as the well-known hostile 

a Rribution bias (Slaby and Guerra, 1 988). Subsequent research that has been 

done in the area of bullying has provided support for this finding (Bernstein & 

Watson, 1997; Dodge, 1986; Dodge and Somberg, 1987). 

d) Coercive Familv Interaction Model 

According to Patterson, DeBarysche, and Ramsey (1 989), 

aggressiveness in children could be attributed to certain coercive parent-child 

interactions. These researchers postulated that children leam aggressive 

behaviours from their parents or caregivers who rnodel aggression through their 



use of harsh parenting andor who ignore or reinforce their children's 

aggressiveness in some way. Recent research that has been done in the area 

of family backgrounds of bullies hns provided support for this view and will be 

described later in this review (Duncan, 1999; Schwartz, Dodge, Pettit, & Bates, 

1997; Bowers, Smith, & Binney, 1992; Oliver, Oaks, & Hoover, 1994). 

Conclusion 

There appears to be evidence that leaming has an important role in the 

development of aggressive and violent behaviour in children and adults. This 

does not mean, however, that leaming by itself can account for the incidence of 

such behaviour in the world. Aggressive behaviour is determined by many 

factors: genetics, neuroanatomy, endocrinology, drug use, community 

influences, etc. No one of these factors by itself can explain violent behaviour as 

it exists today, much less predict who might engage in such behaviour. It is only 

when a number of variables converge that they provide the possibility that 

aggression may occur. Even such a convergence does not always predict 

occurrences of aggression. This is because so much remains to be known 

about how a person will respond with his given genetic endowments and 

previous learning experiences (Eron, 1994). Much more research is needed in 

this area. 

P revalence Studies 

Much of the research published in the area of bullying has been in the 

forrn of opinion pieces, commentaries, andor summaries (Batsche and Knoff, 

1994; Hoover and JuuI, 1993; McClure and Shirataki, 1989; O'Moore, 1990; 

Prewitt, 1988; Slee and Rigby. 1994; Wetherall, 1985; Yoshio, 1985). Vary little 



actual empirïcal research has been accomplished. Of this, much has been in the 

fom of suivey research. 

Olweus (1 978), a pioneer in the area of bullying, conducted the first 

extensive empirical study and developed a questionnaire that addressed the 

effects of bullying. He distributed the questionnaire, on a national basis, to 

schools in Norway. Between 25,000 to 50,000 students were eventually 

surveyed. He found that 15% of students reported either being a bully or being a 

victim 'now and then", or more frequently. Of the 15% that were involved, 9% 

were victims and 7% were bullies. Using a stricter cnterion of "once a week" or 

more, these numbers dropped to 3% reporting they were victims and 2% 

reporüng they were bullies. Olweus' questionnaire (or its modified versions) 

continues to be widely used today. 

Boulton and Underwood (1 W2), for example, administered Olweus' self- 

report "bullying inventory" to 296 children from 3 urban middle schools in the 

United Kingdom. About 21% of the children reported being bullied, and about 

17% reported bullying others "sometimesn, or more often. Reports of both 

bullying and being bullied were more prevalent among boys than among girls, 

and more prevalent among the younger group than the older group. The two 

most common forms of bullying were reported to be teasing and hitting/kicking. 

Most boys were bullied by other boys only, whereas girls were more likely to be 

bullied by children of either gender. Children also reported being bullied on the 

way to and from school, as well as at school. The major@ of children who 

reported that they were bullied had not spoken about it either to parents or 

school officiais. Children who had been bullied were more likely to report feeling 

unhappy, lonely, and to have fewer gwd friends. 



Whitney and Smith (1 993) also conducted a suivey about bullying in the 

United Kingdom. Questionnaires were given to 6,758 students at 24 schools. 

The questionnaire closely followed the design used by Olweus (1 Wl), but some 

changes were made to suit the British context and language. Twenty-seven 

percent (27%) of students reported being bullied at least usometimes" during the 

terrn and 10% said bullying was happening at least once a week. Reports of 

bullying others were also about as high in juniorlrniddle as compared to 

secondary schools. 

Branwhite (1 994) administered a survey to 836 adolescent students in the 

UK, who were enrolled in their first year of senior high school. He wanted to 

discover whether prevalence rates of bullying differed during the stresçful 

transitional period that existed between primary and secondary school levels. 

Results indicated that 61.9% of the students reported having experienced 

repeated verbal andor physical abuse frorn their peers after their first year of 

secondary school. In addition. much more peer abuse was reported at the 

secondary level than what had occurred at the prirnary level. 

Rigby and Slee (1991) conducted a sunrey to detenine the extent of 

bullying among 685 Australian school children between the ages of 6 and 16 

years. Results indicated that 1 child in 10 was subjected to peer group bullying. 

Boys reported being bullied more often than girls. Attitudes toward victirns were 

also examined in detail by using a 20-item Likert scale. Factor analyses of the 

responses resulted in three factors: negative attitudes towards victims of bullies, 

admiration for school bullies; and sympathylsupport towards victims. 

The nature and extent of bullyîng among primary school children and 

their self-appraisals of peer relations were also investigated in a separate study 



conducted by the same researchers. In 1993a, Slee and Rigby adrninistered a 

survey to 41 2 primary school children between the ages of 7 and 13 years. It 

was found that 10% of boys and 6% of girls admitted to being bullied and that 

8% of those who were bullied reported that the episodes lasted 6 months or 

longer. 

Results also confirmed the hypothesis that vidims perceived thamselves 

to have fewer friends, to be less popular, and to feel less happy while at school. 

A positive correlation was also obtained between the tendency to bully and 

friendship and popularity with peers, while a significant negative correlation was 

obtained with popularity with teachers (Slee and Rigby, 1993a). 

OINer, Hoover, and Hazler (1 994) administered a survey to middle and 

high school students in small-town rnidwestern schools in the U.S. regarding 

factors that motivate and sustain bullying. Results indicated that participants 

tended to believe that victims of bullies were partiy to blame for their own 

victimization. About 61 % also believed that bullying made victims tougher. 80th 

boys and girls tended to agree that bullies enjoyed higher social status than did 

victims. 

A national suwey on student victimization was conducted in the U.S. in 

1993 by Westat for the national Center of Education Statistics (Nolin and Davies, 

1996). Rasearchers wanted to discover the extent of victimization in U.S. 

schools as perceived by students. A total of 6,504 students in grades 6 to 12 

were intervieweci by telephone. Results indicated that 71 % of students reported 

that bullying, physical attack. or robbery had happened at their schools; about 

25% of students said they worried about becorning victims of crime andlor 

threats at their school; and about one student in eight was vicümized at school. 



Exposure to dangerous or threatening behaviour at school was the most 

common fear for students attending middle or junior high schools. students 

attending public schools, and students at larger schools (Nolin and Davies, 

1 996). 

Charach, Pepler, and Ziegler (1 995) surveyed schools in Toronto, 

utilizing similar questionnaires to those used in other countries, and discovered 

that 20% of children reported being bullied once or twice per tenn, and 8% 

reported being bullied regularly. These rates were similar to the rates of bullying 

in Great Britain, and hnnce those reported in Norway. 

Other similar studies have also been completed in Norway, Sweden, and 

other parts of the United Kingdom to measure the rate of bully-victim problems. 

Great Bntain had the highest rates of bully/victim problems, Sweden came in 

second. with Norway being third. Larger samples, however, are needed to draw 

any firm conclusions. What is clear is that bullying in schools is too high, and 

further information on causes, correlates of bullying and ways of reducing it is 

urgently needed (Whitney 8 Smith, 1993). 

Characte ristics of Victirns 

Rasearchers have suggested that certain victims display a particular 

pattern of characteristics and behaviours mat diier from non-victims (Batsche 

and Knoff, 1 994; Besag, 1989; Bernstein and Watson. 1997; Craig, 1998; Egan 

and Perry, 1998; Hoover and Hazier 1991 ; Home and Sochaman, 1996; Mynard 

and Joseph, 1997; Olweus, i9W; Perry, Willard, and Peny, 1990). Two different 

types of victims exist. The fimt type is extremely passive and never behaves 

aggressively. They tend to be seen by others as insecure, do not defend 



themselves, and are rejected by peers. The label that is typically applied to 

these children is that of passive victr'ms or low aggression victims (Bemstein & 

Watson, 1997; Peny, Kusel, & Perry, 1988). The second type describes a child 

who is highly aggressive and tends to provoke the attack that is perpetrated by 

peers. The label that is typically applied to this group is provocative victims or 

high-aggressive vicths (Olweus, 1991; Peny et al., 1988). 

Phvsical Characte ristics of Victims 

One would expect that victirns and non-victirns might ciiffer in terms of 

their physical characteristics. This, however, has not been found to be the case; 

victims were surprisingly similar to non-victims (Bernstein & Watson, 1997). 

Besag (1 989) discovered that victims had a tendency to be more clumsy and 

exhibited poor motor coordination; differences in terms of physical appearance 

or dress were not found. The only characteristics that were found to be 

associated with victimization was that victims tended to be smaller and weaker 

than th& counterparts. 

Personalitv, Intellectual. and Social-Coûnitive Characteristics of Wctims 

Bolh passive and aggressive vicüms have been described as being 

anxious and insecure and having low self-esteem. They also tend to withdraw 

more easily. as well as be socially isolated (Olweus, 1991). Aggressive victims 

are described as hyperactive and hot-tempered, whereas passive victims tend to 

be sensitive, cauüous, and unassertive (Bernstein & Watson, 1997; Oheus, 

1 991). In addiion, both kinds of victims tend to be less able to control their 

feelings and are more attention-seeking than non-vicüms (Lowenstein. 1978). 



personality characteristics may be associated with temperamental and/or 

biological differences. Olweus (1993) also discovered that victims who were 

bullied over a long period of tirne tended to have high levels of the stress 

hormone adrenaline. This difference, according to Bernstein and Watson (1 997) 

may be the result of being traumatized over a long period of time, rather than 

being a contributing factor. 

It is not ctear whether victims differ from other children in terms of 

intelligence. Roland (1989) has suggested that victims were less intelligent than 

non-victims. Although not al1 researchen agree with Roland's citation, some 

studies have shown that victims did tend to have lower grades in school (Olweus, 

1991). Poor performance in school, however, rnay be due to the effects of being 

bullied. According to Farrington (1991) and Bernstein and Watson (1997), it is 

not uncornmon for victims to be afraid of going to school, and that even if they do 

attend, concentration and subsequent performance could be aff ected. 

Children who display victim characteristics also, according to Bernstein 

and Watson (1 997), display various patterns of behaviours. When observed at 

play, they were seen to be passive and rarely initiated prosocial behaviour. Troy 

and Sroufe (1987) found that victims appeared to long for approval even when 

they were rejected, and would often continue to make ineffective attempts to 

interact with the vicümizer. When they were hurt, passive victims would rarely 

fight back. Instead, they sought to continue the relationship. Thus, victirns 

appeared to retum again and again for wntinued abuse. 

Characteristics such as low self-esteem, insecurity, and anxiousness may 

be the result of being bullied, rather than causing one to become bullied. 

Olweus (1 978), however, disagreed: contending that these characteristics exist 



in children before they become vidims. In interviews with parents he found that 

boys who were victims were often described as cautious and sensitive during 

infancy. 

Rigby and Slee (1993a) also investigated if self-esteem, level of 

happiness, and liking for school were related to victimization or bullying 

behaviour. Results were as predicted. that low levels of sebesteern were found 

among children who reported being victirnized. The tendency to bully others was 

correlated negatively with happiness and liking school, but no relationship was 

found between bullying others and low self-esteem. 

Egan and Peny (1998) conducted a short-ten longitudinal study to test 

two hypotheses concerning this issue: i) whether low self-regard contributed to 

being victimized by peers, and ii) whether behavioural vulnerabilities (Le. physical 

weakness, manifest anxiety, poor social skills) were more likely to lead to being 

bullied at times when children had low self-regard than when they did not. Two 

sets of questionnaires were administered to 189 boys and girls enrollad in 

Grades 3 to 7 in the fall of the school year (November), and again in the spring 

(April - May). The first set of measures was self-concept measures; the second 

set were reports of victimization and behavioural risk factors. Both hypotheses 

were supported, especially when self-regard was assessed in relation to self- 

perceived social competence. Furthemore, according to Egan and Perry 

(1 998), the experience of being victimized over a perîod of time also led to 

diminished self-regard. Poor self-concept, then, may play an important role that 

displays itseif in a vicious cycle seMng to perpetuate andlor solidify a child's 

statuç as a victim of peer abuse. 



Other factors, however, might also affect one's self-perceived peer social 

competence. First, according to attachment theory and selfwerificaüon theory, 

certain children with low self-esteem seek out social interactions with their 

attackerç to confirm their low sense of selfinrorth (Bowlby, 1973; Egan & Perry, 

1998; Swann, 1990). Troy and Sroufe (1 987), for example, reported that some 

victimized children aven invited a bully to aggress (Le. "Aren't you going to tease 

me today? I promise I won't get mad"). The bulk of the research, however, does 

not support this finding. Although it rnay be true that certain individuals with low 

self-esteem rnay be prone to expect to be abused, they rarely actively seek out 

derogation (Egan & Perry, 1998). 

Second, according to much of the research, children with low self-esteem 

rnay contribute to their own victimization by failing to assert themselves during 

conflict, or by exhibiting selfdeprecating behaviour that bullies might interpret as 

an invitation to aggress. In other words, signs of sadness, fear, and social 

withdrawal might invite bullying (Bernstein & Watson, 1997; Egan and Perry, 

1 998; Perry et al., 1 988). 

Third, low self-perceived peer social competence rnay predict 

victimization, not because it encourages bullying behaviour on the part of the 

child, but because it is associated with an absence of friends or low popularity in 

one's own peer group; social status factors, then, rnay contribute to being 

victimized. Bullies, therefore, rnay target children who lack friends or who are 

seen to be unpopular (and who have low levels of self-perceived social 

competence), because such children might lack friends who might protect thern 

from hami (Egan & Perry, 1998). 



Perry et al. (1988) also conducted research in the area of peer rejection 

and peer victimization. To assess children's victimization and aggression, a 

modified version of the Peer Nomination lnventory was adrninistered to 165 boys 

and girls in the third through to sixth grades. Results indicated that about 10% of 

the children were classified as extremely victimized. Aga and gender diff erences 

were not found to be significant. Children's victimization scores, however, were 

found to be negatively correlated with peer acceptance and positively correlated 

with peer rejection. Victimization scores were found to be uncorrelated with 

agg ression scores. 

An interesting finding from this study was that soma of the victims who 

were categorized as having been severely bullied also received numerous peer 

nominations as being the most aggressive. These children often got other 

people into trouble; they picked fights, assaulted and pushed others around, 

were easily angered, etc. Other extreme victirns, however, were depicted as 

being the opposite; passive, anxious, and insecure. This finding provided 

support for Olweus' (1978) contention that two distinct types of victims exist: 

passive victims and provocative victirns (also known as bully-victims). 

What was also interesting was that Peny et al. (1 988) discovered that 

provocaüve vicüms were found to be the most disliked and rejected of the entire 

peer group. Such children, according to Perry et. al (1 998). exhibited a greater 

risk of developing later behavioural problems than that of passive victims. 

Further support for this distinctive category was provided by a study that 

was completed by Mynard and Joseph (1 997) who hvestigated personality traits 

of victims, bullies. and provocative victims (also described as bully-victims). 

One hundred and seventy-nine children (179) ranging in age from 8 to 13 years 



of age who were attending schools in the UK completed the Builying-Behaviour 

Scale and Peer-Vicl*mkation Scale, Seif-Perception Profile for Children, and the 

Junior Eysenck Personality Questionnarie. Results indicated that 1 1 % were 

classified as bullies, 20% as victims, and 18% as bully-vicüms. Bullies scored 

lower on the lie scale, victims scored lower on the extraversion scale, and bully- 

victims scored higher on the neuroticisrn and psychotism scales than children 

who were not involved in bullying. These data further provide support that bully- 

victims are a distinct group, separate frorn that of bullies andor victims, and that 

they also differ in tens  of their personality characteristics. 

In terms of victimization, there is also a group of children that appears to 

be consistently bullied over long periods of time. and that this occurs even when 

they switch classes andor schools, and are thus interacting with a diierent 

group of peers (Bernstein & Watson, 1997). In Perry et ale's (1 988) longitudinal 

study, for example, it was found that children who were victimized in Grade 3 

were also victimized in Grade 6. Olweus also found similar results in an earlier 

study, that boys who were victims in Grade 6 still remained victims 3 years later 

in Grade 9. 

It has also been found that bullies seern to be able to distinguish between 

children who are potential victims and those who are not, and that they view 

these children differently (Bernstein & Watson, 1997). Peny et al. (1 990) 

administered surveys to children enrolled in Grades 4 to 7. They were asked to 

imagine the consequences of various hypothetical aggressive situations. 

Results showed that aggressive children viewed victims as being more likely to 

provide rewards for aggression that were framed in signs of suffering and lack of 

retaiiation. Taking lunch money from a vicbm was viewed as more rewarding 



than taking the same item from a non-victim. This pattern of having a different 

view of victims and non-victims is not lirnited to children who bully others. Those 

who do not bully others also have similar attitudes about victims. Although they 

displayed low levels of overall aggression, aie aggression they do display is 

targeted against vicüms (Perry et. al., IWO). 

Summarv 

The research seems to indicate that victims of bullies display certain 

characteristics and behaviours. Children who are victims typically display 

personality characteristics of being anxious and insecure, which may provide a 

signal to others that they are targets. Other common features of victims include 

having an insecure attachrnent pattem, being withdrawn. and behaving passively 

andor submissively. In terrns of physical features, much of the research had 

suggested that victims do not reliably differentiate from non-victims. The only 

exception is the finding that victims appear to be smaller and weaker than that of 

non-victims. Victimization also appears to be a stable feature, as it is not 

uncornmon for children who were vicürnized during childhood to be victimized 

during their adolescence. Fïnally, the existence of a victim pattern is also 

supported by the fact that victims are easily identifiable by others. 60th bullies 

and non-bullies were accurate in recognizing which children were potential 

victims (Bernstein & Watson, 1997). 

To conclude, an exarnple of a typical victim might be described in the 

'He or she generally plays alone at recess and is tentative in 
approaching other children but desperately wants to please others 
and be included. The child cries easiiy and is reluctant to fight 
back when being harassed. Yet, this child may continue to 



attempt to please a bulfy even after being victimized. Because 
of his or her low self-esteem. the child may even believe that 
being the target of harassrnent and social isolation is inevitablen 
(Bernstein & Watson, 1997; p.490). 

The research presented thus far has provided evidence that certain children who 

are victims have certain personality characteristics that distinguish them from 

other children. This is also true for those who have been described as bullies. 

In order to explore these patterns further and to determine how bullies might 

relate to others, it is important to explore the personality characteristics of such 

individuals. 

Characteristics of Bullies 

Bullying has been viewed as a component of an antisocial and rule- 

breaking (conduct-disordered) behaviour pattern (Olweus, 1997). Given this 

perspective, predictions have been made that young people who bully others run 

a greater risk of criminality andior substance abuse (Batsche & Knoff, 1994; 

Loeber & Dishion, 1 983; Olweus, 1997). According to Olweus (1 997), follow-up 

studies with bullies provide support for this viewpoint. Approximately 60% of 

boys who were classified as bullies during grades 6 - 9 had been convicted of at 

least one crime by the age of 24. Even more telling, 35 - 40% of boys that had 

bullied others had three or more convictions by this age. while this was true for 

only 10% of boys who were neither bullies nor victims during the same stated 

grades. Boys who were classified as bullies, therefore, had a fourfold increase 

in the level of serious as well as repeat offenses (Oheus, 1997). Children who 

were classified as victims, on the other hand, had an average or somewhat 

below average level of cnminality during their young adulthood years (Batsche & 

K M ,  1994; Olweus, 1997). 



According to Olweus (1 993) and Bemstein and Watson (1 997), about 7% 

of children in elementary and junior high school regularly bully other children. 

Just as there are two types of victims. there are also two types of bullies: active 

bullies and passive bullies. Active bullies, for the most part. initiate aggression. 

Passive bullies are usually participators (sometimes described as the bully's 

henchmen) with active bullies, but for the most part do not initiate aggression. 

Passive bullies have also been referred to as anxjous buiijes, because they 

have been known to be more insecure and unpopular. 

Personalitv Characte ristics of Bullies 

Active bullies typically display characteristics that are opposite of victims. 

They are generally older children. According to Bernstein and Watson (1 997), 

bulbes tend to display littie empathy for peers. They have also been known to 

positively value violence and have histories of being aggressive towards 

teachers, parents, and siblings. Olwew (1 993) also found that they exhibited 

high levels of impulsiveness and high needs for domination. 

In contrast to victirns. according to Olweus (1993) and Bernstein and 

Watson (1997), bullies exhibit very little anxiety and insecurity. This was a 

surprising finding for most reseatchers, since it goes against a commonly held 

belief that bullies have low self-esteem. This may be due to the fact that builies 

often report that they enjoy being a bully and perceive their actions as justified 

(Batsche & Knoff, 1994; Greenbaum, 1987). They receive both reinforcement 

(goal attainment) and negaüve reinforcement (removal of thieat). It may also be 

that bullies feel more secuie because builying others provides them with a sense 

of control (Batsche 8 Knoff, 1 994). 



Olweus (1 978) conducted a number of studies in this area and concluded 

that bullies were similar to well-adjusted children in ternis of levels of self- 

esteem. He did say, however, that it may still be possible that bullies were 

hsecure, but that their "Iack of security laid so deep that neither the bullies 

themselves, their mothen, nor their teachers seemed to notice if' (Olweus, 1978, 

p. 1 16). He further contendad that even if the bullies did exhibit low self-esteem, 

that it may be of a different quality from that of victims. Researchers have 

studied this and have obtained inconsistent results. 

Slee and Rigby (1 993b) for example, examined Eysenck's factors of 

extraversion, psychoticism, and neuroticism, with reference to self-esteem in 

relation to bullying or victimization. The Junior Eysenck Personality lnventory 

and Coopersmith Self-Esteem lnventory were administered to 87 children (aged 

10) enrolled in elementary school. Tendencies to bully andor be victimized were 

assessed by questionnaire and nomination by teachers. Results indicated that 

the tendency to bully was associated with psychoticisrn white the tendency to be 

victimized was significantly associated with introversion and low self-esteem. 

The bully's self-esteem, on the other hand, was found to be sirnilar to that of 

normal children and, according to the above researchen, is maintained by the 

sense of power they gain through dominating and hurniliating those who were 

deemed to be weaker than themselves. The clinically significant results obtained 

in reference to the psychoticism scale confirms earlier findings that the 

personality make-up of the bully often reflects a sensation-seeking, insensitive 

and uncaring individual who holds a positive attitude towards violence and violent 

means (Olweus, 1997; Slee & Rigby, 1993b). 



A different investigation was conducted three years later, resulting in 

slightly diierent findings. Rigby and Cox (1 996) administered questionnaires to 

763 students between the ages of 13 and 17 yean of age attending high school 

in Australia. Anonymous answers were provided on the following measures: i) 

the extent to which they bullied others while at school, ii) their level of self- 

esteem, and iii) how often they engaged in delinquent activities. Results 

indicated that girls reported less delinquent behaviour than boys. In reference to 

self-esteem, it was found that among girls, but not boys, low levels of self- 

esteem were associated with reported bullying behaviour. This may be due to 

the fact that a higher level of approval for bullies exists among boys, but not girls. 

Other results showed that those who reported committing delinquent acts also 

reported low self-esteem. 

A very recent study conducted in Finland by Salmivalli and Kaukiainen 

(1 999) offered a different but interesting perspective on this issue. They 

hypothesized that there was more than one type of high self-esteem, the healthy 

type and the unhealthy type. A healthy self-esteem was described as "one's 

ove rall acceptance of oneself and feelings of worthiness and self-confidence" (p. 

1268). Unhealthy or false (although seemingly high) self-esteem, on the other 

hand, was descnbed as an "aggrandizing, narcissistic view of self' (p. 1268). 

This type of self-en hancement (operationalized as a tendency to evaluate 

oneself in an overly positive light) was related to maladjustment, poor social 

skills, and hostility (Colvin, Block & Funder, 1995). 

Baumeister, Smart, and Boden (1 996) described this as the "dark side of 

high self-esteemn. According to these researchen, aggression andlor bullying 

could be a result of Wreatened egotismn - that is, when a person's highly 



favourable views of self were threatened or challenged by others. lnflated 

beliefs of one's superiority, then, rather than high self-esteem per se, might be 

prone to threats, and as a result, lead to aggression. 

In order to explore this issue, SaIrnivaIli and Kaukiainen (1 999) 

administered questionnaires to 31 6 students enrolled in grade 8. Three 

dimensions of self-esteem were measured: self-evaluated self-esteem, peer- 

evaluated self-esteem, and defensive egotism. Results indicated that the three 

measures were, indeed, three separate entities. Results obtained for active 

bullies did not indicate they experienced either high or low seif-esteem. It was 

defensive egotism, however, that differentiated them from passive bullies as well 

as other non-aggressive children. Both self and peer-evaluated self-esteern 

measures showed that active bullies tended to exhibit narcissistic as well as self- 

aggrandizing tendencies. Other results indicated that children who defended 

victirns of bullying manifested the healthiest levels of self-esteem. Expected 

results were found for victims: that students with low self-esteern (those who 

scored lowest on al1 three dimensions) reported being victimized the most. 

The relationship between self-esteem and bullying behaviour still remains 

unresolved. Much more research, thetefore, needs to be wnducted, in terms of 

how seFesteern is defined and how it may be related to bullying ancilor other 

types of aggressive behaviour. 

Social-Coanitiie Skills and Behaviour Patterns of BuIlies 

As noted previously, bullies may also d i e r  in terms of how they process 

information, particularly on a social level. Dodge (1986) conducted research in 

the area of children's processing styles and resurting behaviours as it pertained 



to a group task and an ambiguous provocation scenario. Children who were 

previously rated by teachers andlor peers as being aggressive were compared to 

non-aggressive children in ternis of how they responded to questions conceming 

situations depicted on a video. Each child also participated in a group task and 

situation that invohred a contrived ambiguous provocation by a peer. Results 

showed that aggressive children exhibited a hostile attribution bias when they 

were involved in interactions with others, and also interpreted ambiguous events 

as being intentionally harmful (Dodge, 1986; Bernstein & Watson, 1997). This 

provided support for Deluty's (1 981) study, where he discovered that aggressive 

children were just as able to generate alternative solutions to interpersonal 

dilemmas as other children, but that the majority of these solutions tended to be 

aggressive in nature. 

Based on the above findings, Dodge and Somberg (1987) conducted 

further studies to explore whether these hostile attribution biases and cue 

interpretation deficits would be exaggerated under conditions of social anxiety 

and threat. A number of standardized, video-recorded vignettes depicting 

various situations were administered to aggressive and non-aggressive boys to 

determine attributional tendencies and social cue interpretation skills. Results 

indicated that, compared to non-aggressive boys. aggressive boys exhibited a 

bias towards attributhg hostile intentions to peers, a deficit in accurately 

interpreting other people's intentions, and a deficit in linking interpretations to 

behavioural responses. 

Slee (1 993) obtained similar results on social cognition and bullying. 

Results indicated that bullies, victirns, and nonnals diered in their attribution for 

control for explanations of bullying behaviour. Both bullies and vicths produced 



fewer solutions to hypothetical aggressive ads against themselves than did the 

normal children, although the results were not statistiically significant. Results, 

however, were still consistent with previous results done in this area, that both 

bullies and victims have fewer options in temis of responding to aggressive 

behaviour as compared to other children. 

Differences were found when bullies, victims, and normal children were 

asked to select solutions about what they would do if they were bullied. Although 

al1 children chose a socially approved non-aggressive solution as their first 

choice of what to do, bullies were significantly more likely than victims or normal 

children to choose an aggressive response as their second choice. This finding 

was consistent with research that was previously conducted (Dodge, 1986; 

Dodge & Somberg, 1987; Deluty, 1981). It appears, therefore, that under ideal 

situations, al1 children will opt for a non-aggressive response to provocation, bu! 

if the circumstances are l e s  than ideal, bullies are more likely to choose an 

aggressive response. 

Results also indicated that bullies and victims diiered in their beliefs 

about the consequences of responding to conflict with aggression. Bullies 

believed that doing so would "get them into troublen, whereas victirns believed 

aggressive responses oniy encouraged retaliatory action, that it would escalate 

the conflict (Slee, 1993). This finding was consistent with findings by Perry et al. 

(1990), that victimized children provide their attackers with tangible rewards and 

signs of distress. If victims back down or submit in the face of aggression they 

will, according to Slee and Rigby (1 993a), be rewarding their aggressors as well 

as enwuraging further victi*mization. 



A study investigating self-reported coopetativeness and its telationship to 

peer abuse at school was conducted by Rigby, Cox, and Black (1997). A 

questionnaire was administered to 763 high school students enrolied in two 

schools in Australia. As expected, cottelations and multiple regresçion analyses 

supported the hypothesis that low levels of cooperativeness were characteristic 

of both boys and girls who indicated that they bullied others. Low levels of 

cooperativeness, though to a lesser extent, were also found among those who 

were frequently bullied. 

Cooperativeness was defined in this study as being able to act in a 

coordinated way at work. leisure, or in social relationships (Rigby et al., 1997). 

According to these researchers, bullies and victims may share the tendency to 

be uncooperative, that bullies prefer to dominate rather than cooperate, and that 

victims lacked basic skills that were associated with being cooperative, such as 

being able to make friends. They also stated that children's unwillingness or 

incapacity to cooperate invited aggression from others, that they lacked the 

social support necessary to deter bullies. They also agree, however, that being 

bullied repeatedly contributes to loss of self-esteern and increased isolation and 

that it is more d'i~cult, if not impossible, to cooperate with others when one is 

being attacked. Victims should not be blamed for their victimization; caution, 

therefore, needs to be exercised when drawing conclusions from the above 

findings (Rigby et al., 1997). 

The research described so far has shown that certain chiidren who have 

been described as either vicüms or bullies have certain personal0Q 

characteristics that do, in essence, set them apart from other children. In order 

to fumer explain this phenornenon, it would be important to examine to what 



extent family background might also contribute to the experience of being 

builied. 

Familv Backarounds of Victims and Bullies 

Bowers, Smith, and Binney (1992) conducted a study to determine 

whether the dimensions of parental power and cohesion, as perceived by 

children, were related to their bullyhictirn status at school. A sample of 20 

bullies, 20 victims, 20 bully-victims, and 20 control children completad a version 

of the Family System Test (FAST) to establish how they perceived their families 

on the dimensions of power and cohesion. 

Materials used in this study consisted of a wooden board, eight larger 

wooden figures (4 representing adult men and 4 representing adult women), and 

12 smaller wooden figures (six representing girls and six representing boys) and 

some cyîindrical blocks, varying in height. Each child was intewiewed 

individually, and asked to place wooden figures on the board to make a picture 

of their family. They were told to make a picture that showed how close 

everyone felt to each other. Family portrayals were then documented on 

recording sheets. 

Results indicated that victims displayed plots that did not show separation 

of figures, indicating the possibility of enmeshment in terms of their family 

structure. Their mean cohesion scores, however, did not differ from those of 

control children, but their patteming showed some difference in that control 

children allowed for more separation for some family members. It was also 

found that victirns showed their fathers to be in a more powerful position than 



their mothers. but like controls, did not see siblings or others in parücularly 

powerful positions. 

Bullies, on the other hand, showed low cohesion scores, perceiving their 

families as spread out, with one or more members oftan in a corner of the plot. 

Children in these families tended to have biological fathers who did not live in the 

home (50% compared to 15% of control children). Such results, according to 

these researchers, suggest a disengaged family structure. Like victirns, these 

children perceived their fathers (% they had contact with them) as more powerful 

than their mothers, but unlike victims. they saw their siblings and other people in 

their lives as more powerful than themselves. 

The cohesion scores for bully-victims, on the other hand. were not as low 

as those found for buIlies, but were similar to bullies in that these children 

relegated many family members to the sides or corners of the plot. When the 

father was present, he was seen as more powerful than the mother, but neither 

parent was seen as powerful in companng either one of them to himselfherself. 

Bully-victims, therefore, showed the highest power scores for self, when 

compared to victims, bullies, and controls. Other family mernbers (but not 

siblings) were seen as weak or powerful. 

To surnmarize, reçults from the above shrdy indicated that vicürns came 

from familias that were perceived as over-indusie (but not lacking in warmth), 

while buIlies have families that were perceived as Iess wam with more 

stnictured hierarchical power relations. Bully-victÎms also showed similar results 

to those found in bullies. There was soma evidence of perceived marginalization 

of soma family mernbers, but with less powerful parental and especially mother 

figures. Bully-victims showed more in common with bullies than with victims, and 



displayed characteristics that cleariy distinguished them from pure victims or 

pure bullies. More extensive research, however, is needed to be done with the 

FAST, in order to detemine how family factors interact with child personality 

factors in ternis of their contribution to bullyhnctim problems. 

Oliver, Oaks, and Hoover (1 994) discussed family themes and patterns in 

their study and agree with the above researchers that victims came from families 

that were overly involved or enmeshed. It is still not clear, however, whether 

closer relations with parents precedes, follows, or both precedes and follows 

victim status. Findings by Olweus (1 993) showed that victimized boys tended to 

have closer relationships with their mothers than non-victimized boys. These 

mothers also tended to treat their sons as younger than their age. It is also 

interesting that the parenting styles for these children were also seen to be 

controlling and restrictive. Fathers of these boys were described as being hostile 

andlor indifferent. 

Troy and Sroufe (1 987) also found that victims tended to have insecure 

parenvchild attachment patterns. In their relationships with their parents, victims 

experienced inconsistency that hvolved a pattern of responsiveness and 

rejection. The responsiveness kept them from gMng up on relating to Vieir 

parents; the rejection taught them to how to be vicüms. 

As part of a longitudinal study of children's social development, Schwartz. 

Dodge, Petat, and Bates (1 997) conductad a prospective investigation of early 

family experiences of boys who later emerged as provocative victims (bully- 

victims) during their middle childhood years. The researchers hypothesized that 

a history of abuse imposed by parents andor caregivers lad to emotional 

dysregulation that then resulted in aggressive behaviour as well as victirnizatbn 



by peers. lnteMews were conducted with mothers of 198 fve-year-old boys in 

the surnmer before the children began kindergarten. The interview consisted of 

open-ended questions regarding the child's devalopmental history, socialization, 

and family background. The mother was also asked to respond to questions 

regarding the type of discipline strategies that she used, how often she utilized a 

particular type of discipline, and the severity of punishment of the child. Next, 

the mother was asked to respond to items that assessed the child's exposure to 

conflict, violence, and/or stress in the home andlor neighbourhood. The 

interviewer also rated the degree of conflict between the rnother and her 

husband/partner. The probability that the child had experienced any form of 

physical maltreatrnent was also rated. 

During the home visit, the interviewer obsewed mother-child interactions. 

The intetviewer, for example recorded whether a specific behaviour occurred, 

such as "shouts at chiIdn, 'tells child to pay attention", "expresses overt hostility 

towards child", etc. Maternal warmth was also rated in a similar manner. 

Examples include: "Speaks to child in positive tonew, "initiates positive contact 

with childn, etc. In order to increase inter-rater reliability, a second inteMewer 

accompanied the primary intewiewer for 56 of the 198 interviews. The children 

were then followed for 5 years with a variety of measures obtained each year. 

Four to five years after aie initial interviews were conducted, aggressive 

behaviour and peer victimimtion were açseçsed in the school classroom by 

using sociometnc interviews with the parücular child's classrnates. Each child in 

the class was given a copy of the class list and asked to nominate 3 peers who 

fi three particular victirnimtion descriptors (Le. gets picked on", "gets teased", 

and ugets hit or pushed") and each of three aggressive behaviour descripton 



(Le. "starts fights", "says mean things", and gets mad easily"). The children also 

nominated "Iiked" and "disliked" peers. 

A victimization score and aggression score was then caiculated for each 

child, as well as the total numbers of received liked and disliked nominations. 

Based on these data, children were classified as aggressive victims (provocative 

victims), passive victims, bullies (aggressive non-victirns), and normative 

contrasts. Early experiences of 16 provocative victims were then contrasted with 

those of 21 passive victims, 33 bullies, and 128 normative boys. Results 

indicated that the provocative victim group experienced more punitive, hostile, 

and abusive family treatment than the other groups. In other words, boys who 

emerged as provocative victims in Grades 3 and 4 were found to have had pre- 

school histories of harsh, disorganized, and potentially abusive environments. 

Mother/child interactions in these homes were described as hostile and 

restrictive or overly punitive. Conflict was also present in the interactions 

between the mothers and their spousedpartners. 

In contrast, the non-victimized aggressive group (bullies) experienced 

greater exposure to adult aggression role models and parental conflict, but did 

not experience victimization or abuse. 

No differences were also found between the early family experiences of 

passive victims and normative boys. Results did indicate, however, that passive 

victims had Iimited exposure to aggressogenic socializaüon type experiences. 

Contrary to their hypotheses, the researchers did not find evidence that the 

parents of these boys were overly controlling or restrictive. 

Due to limitations, this study provided only Iimited information on the 

socialization processes that could lead to submissivelpassive or aggressive 



tendencies. More work in this area is needed. For example. it would have been 

interesting if the researchers had been able to assess the presence of 

overprotective parenting andor enmeshment as part of their original interviews 

since these aspects of farnily experience may predict later passive victim status 

(Bowers, Smith, & Binney, 1994; Olweus, 1993; Schwartz et al. 1997). 

Duncan (1 999) also conducted a study to determine whether there was a 

link between childhood abuse and bullying. In this retrospective study, 21 0- 

collage freshrnan completed questionnaires that assessed childhood abuse and 

childhood peer victimization. Results indicated that apptoximately half of the 

college freshman questioned had been victims of bullying at some point in their 

childhood. Males and females were equally likely to report having been bullied, 

with participants reporting Grade 7 as the worst grade for bully victimization. 

Forty-seven percent (47%) of the victims also stated that they avoided places or 

acüvities where they believed they would encounter the bullieç. Forty-six percent 

(46%) of those questioned also stated that. as young adults, they still continued 

to think about the bullying, despite being away from the persons involved 

(Duncan, 1999). It was also discoverad that those who were bullied at school, in 

addition, experienced higher rates of emotional and physiwl abuse by parents 

(particularly by the mother) than those who were not bullied. These findings may 

provide sorne support to the research conducted by Olweus (1 993) and Rigby 

(1993) in which poor family funcüoning, negative attitudes toward their mothers, 

and p w r  family communication were reported by vicüms of bullying. 

Because this study was retrospective, it was important to consider 

limitations when interpreting the results. As a correlational study, it did not allow 

for the detemination of a causai relationship between childhood abuse 



experienced during childhood and later victirnization or later emotional distress. 

It is possible that being abused makes a child more winerable to bully 

vidmization or vice versa. Furaiemore, there may be other variables to 

consider, such as temperament, which makes a child more wlnerable to both 

types of childhood victirnization. Unknown third variables, therefore, may be at 

play in studies such as these (Duncan, 1999). 

Rigby, Slee, and Cunningham (1 999) also conducted a study to 

determine if parental characteristics were related to their children's peer 

relations. The Parental Bondhg Instrument (PM) and Bui/'yp Victim, and Pro- 

Social subscales were administered to children and their parents. Results were 

as expected: that over-protection, on the part of parents, was associated with 

being bullied at school. Findings were consistent with an earlier study that was 

conducted by Bowers et al. (1 992). 

Much of the research that has been done suggests that children who 

become bullies have been raised in an environment in which parents or 

caregivers were either hostile or uninvolved (Bernstein & Watson, 1997). 

According to Olweus (1 991)' three parental qualities contribute to bullying 

behaviour in boys. The first is negativity imposed by parents during the first five 

yean of life. Parents who were rated as hostile and rejecting, or cold and 

indifferent were found to have children who were more likely to exhibit bullying 

behaviour against peers andor teachers. The second quality was found to be 

parental tolerance of aggression. Parents who were tolerant of their children's 

aggressive behaviour, or who did not set ckar boundaries of what was 

appropriate, also had children who tended to exhibit aggresçive behaviair. The 

third quality was that parents of aggressive children tended to utilize power- 



assertive methods of discipline. Boys who were subjected to physical forms of 

punishrnent, threats, andor violent outbursts were more likely to be aggressive. 

It rnay not be uncommon, therefore, for such children to either feel rejected or to 

modal what they have leamed by abusing others (Bemstein & Watson, 1997; 

Home & Socherman, 1996; Olweus, 1996). 

It is not surprising, therefore, to discover that bullies generally have an 

anxious-avoidant attachment pattem (Troy & Sroufe, 1987). As stated earlier in 

this chapter, certain victims also display an anxious-avoidant attachment pattern. 

As yet, it is not possible to determine in a precise manner who will display bully 

or victim behaviours. Some researchers believe that a child's physical and 

psychological traits are important determinants (Bernstein & Watson, 1997; 

Home & Socherman, 1996; Troy & Sroufe, 1987). Family problems, conflicts 

between parents, divorce, psychiatrie illness, substance abuse problems, etc., 

also contribute to children becoming bullies (Bemstein & Watson, 1997; Home & 

Socherman, 1996; Olweus, 1993; Troy & Sroufe, 1987). 

To summarke, there appears to be some evidence that bullying is 

"intergenerational", in that a bully at school is often a victim of bullying at home 

(Batsche & Knoff, 1994; Greenbaum, 1 987; Olweus, 1997; Troy & Scroufe, 

1987). Bullies come frorn homes where parents prefer physical means of 

discipline (authoritarian), are either hostile and rejecting, or hostile and 

permissive, have poor problem-solving skills, and often teach their children to 

fight back when they are provoked (Batsche & Knoff, 1994; Fioyd, 1985; 

Greenbaum, 1987; Loeber & Dishion, 1984). Bullying behaviour at school, 

therefore, may be viewed as a potential waming that family problems may be in 

existence and action may need to be taken to address these issues. 



Effects of Victimization 

Effects on Psvcholoaical Health 

In the short-terni, vidims typically suffer from physical as well as 

psychological distress, have diiculties concentrating. and typically fear going to 

school (Olweus, 1993. Besag, 1989). Olweus (1993) discovered that boys who 

were victimized between Grades 6 to 9 had higher levels of depression and low 

self-esteem when they were 23 years of age than those who had not been 

bullied. This occurred even though these young men were no longer victims of 

direct or indirect forms of bullying. These results may suggest that these victims 

may have internalized the bullies' negative evaluations of themselves from their 

childhood. 

The relationship between these traits and behaviours, however, is still 

unclear. Did these victims exhibit low self-esteem before they became victims, 

meaning that it was not a consequence of being victimized? Although this rnay 

be possible, it is still not dear why victims tended to exhibit higher levels of 

depression, as indicated above. No studies have been done that demonstrate 

whether children who become vidims were initially more depressecl than their 

non-victim peers. 

Neary and Joseph (1 994), for example, assessed peer victimization and 

its relationship to self-concept and depression. A questionnaire was 

administered to 60 girls attending a convent school in Ireland. Results indicated 

that those who indicated they were frequently bullied also reported Iower levels 

of self-esteem as well as higher levels of depression. 

Slee (1995) also assessed various aspects of peer relations and 

depression by administering questionnaires to 353 children enrolled in 



elementary school. As predicted, the tendency to be vîcthnized was found to be 

significantly related to feelings of depression. This finding supports other studies 

that have been done (Boulton & Undetwood, 1992; Hoover & Hazler, 1991 ; 

Olweus, 1993), suggesting that psychologically damaging effects may exist for 

those children that are b6ing bullied over a long period of tirne. Results, 

however, also indicated a signifiant relationship between depression and the 

tendency to bully. 

Rigby and Slee (1 999) recently conducted a study to assess relationships 

between suicide ideation and involvernent in bully-victirn problems at school. 

Questionnaires were administered to Australian high school students between 

the ages of 12 and 16. Results indicated that those who were frequently bullied 

at school and felt unsupported by othen when they had a problem were more 

likely to experience suicidal ideation than those who were not bullied. It was 

also discovered that those who bullied others were also at risk of more than 

average levels of suicida1 ideation, but this applied to boys only. 

The results of this study were consistent with earlier studies that low 

psychological well-being, of which suicidal ideation is an extreme manifestation, 

is commonly viewed. at least by students, as a consequence of being bullied. 

This study also indicated that low social support may be a significant contributor 

to suicidal ideation for both boys and girls. Longitudinal studies in this area are 

needed in order to determine which, if any, of the psychosocial factors 

associated with being bullied have a causal influence. Earlier studies, for 

example, have suggested that family dysfunction or strained relationships with 

parents were also implicated in the development of bully-victim problems and 

suicidal ideation (Olweus, 1 993; Rigby, 1 993; 1994). Furthemore, the 



implications of the present research suggest that implementing or improving 

social support systems may be useful in reducing suicidal ideation. Lewinsohn, 

Rohde and Seeley (1993), however, have argued that suicide is a function of 

multiple risk factors. Adverse peer relations, especially in situations where social 

support is lacking, could be considered as such a risk factor. 

Kaltiala-Heino. Rimpela. MaMunen, Rimpela. and Rantanen (1 999) also 

discovered an increased incidence of depression and severe suicidal ideation 

among both those who were bullied and those who were bullies. A modified 

version of the Beck Depression lnventory as well as two questions assessing 

whether they bullied others or were bullied was distributed in the form of a survey 

to 16,410 students in two regions in Finland. Results indicated that depression 

and severe suicidal ideation were more common among those who indicated 

they were being bullied and among those who indicated that they bullied others. 

The highest risk for suicidal ideation, however, existed for those who indicated 

they were both bullies and victims. These rasearchers also discovered that even 

infrequent or occasional involvement in either being bullied or bullying others 

increased the likelihood of suicidal ideation that was independent of depression. 

Being chronically bullied, then, according to Kaltiala-Heino et al. (1 999), is likely 

to contribute to high levels of stress andor depression, which in tum, could also 

attract further negative attention and rejection. Depression, then, can be both a 

result of, as well as a reason for being bullied. As stated previously, longitudinal 

studies are needed to study causality. 

Craig (1 998) also conducted a study in this area and discovered that 

victims not only reported higher levels of anxiety and depressive syrnptoms than 

that of bullies, but that the level of anxiety of victims increased with each attack. 



The anticipation of another attack by a peer, therefore, could contribute to 

continued feelings of anxiety, depression, andor helplessness. 

Sharp (1 995) also conducted a study to evaluate how stressful students 

found Sullying to be and how children coped with being bullied. A questionnaire 

addressing this issue was administered to 723 high school students in the United 

Kingdom. Results indicated that 11% of adolescents who were bullied found the 

experience to be extremely stressful. Most students reported feeling irritable as 

a result of being bullied, but approximately one-third indicated they continued to 

feel panicky or nervous while at school, had difficulties with concentration and 

experienced recuning mernories of the incident. Over haif of those who were 

surveyed indicated they utilized coping strategies when they were being bullied, 

while the other half indicated they did not know what to do. 

The effects of this stress on those who are bullied, therefore, are evident. 

Students who were anxious, who exhibited difficulties with concentration, or who 

were worried about when and where they might encounter their next attack, were 

less likely, according to Sharp (1 995) to achieve their full potential academically 

or socially. Sharp (1995). however, also states that individuals who 

experienced high levels of stress when they were bullied might also have 

experienced high levels of stress generally. Whether or not this is true, the 

important issue is that intervention is cleariy needed to deal with this vulnerable 

group. 

Effects on Phvsical Health 

Forero, McLellan, Rissel, & Baurnan (1999) also conducted a recent 

study to determine if thete was a relationship between bullying and psychoiogical 



andlor physical health. Surveys were administered to 3,918 students attending 

schools in Australia. Results indicated that 24% of students reported they bullied 

other students, 12.7% were bullied, 21.5% reported they were both bullied and 

bullied others, and 42.4% reported they were neither bullied or bullied others. 

More boys than girls reported bullying others as well as being bullied. As 

expected, being bullied was found to be associated with increased 

psychosomatic symptoms, such as headaches, stomach aches, backaches, 

dininess, feelings of sadness or imtability, anxiety, and sleep difficulties. 

Results also showed a statistically significant relationship between bullying 

behaviour and psychosornatic symptoms and smoking, with those students who 

both bullied and were bullied reporüng the highest frequency of symptoms. 

Overall, bullies reported they disliked school; victims, however, reported they 

Iiked school, but felt alone. Those who were both bullied and who builied others 

(bully-victims) exhibited both characteristics, that they disliked school as well as 

felt alone. This group, as previously stated, when compared to the other two 

groups, exhibited the most psychological and psychosomatic symptoms. 

Williams, Chambers, Logan, and Robinson (1 996) also conducted a 

similar study to explore the relationship between common health symptoms and 

the experience of being bullied. School nurses conducted inte~ews with 2,962 

primary school children as to their experience of being bullied as well as 

symptoms of ill-health. Questions from a stnictured questionnaire were read out 

to the children. Results indicated a strong relationship between being bullied 

and having physical symptoms. Those who reported being bullied, for example, 

reported having headaches, turnmy aches, sleep problems, and incidents of bed- 

wetting . 



Rigby (1 998a) also explored the relationship between health and 

involvement in bullyMctim problems. An anonymous questionnaire was 

administered to 81 9 Australian high school students. Results indicated that girls 

who were victimized reported having the highest levels of emotional distress and 

adverse health effects. Compared to those who were not bullied, victims of both 

genders indicated significantly worse mental and physical health. Among boys 

only, bullies reported experiencing poorer health. As in previous studies in this 

area (Forero et al., 1999; Kaltiala-Heino et al., 1999; Rigby, 1998b; Williams et. 

al, 1996) victimized boys who were bullied reported a higher incidence of 

headaches. In addition, both boys and girls who were bullied reported a higher 

incidence of mouth sores, possibly induced by stress. 

Consistent with earlier studies, however, emotional reactions differ 

arnongst girls and boys, with boys frequently teporting they were not bothered by 

being bullied and that they did not feel sad as a result. Girls, however, were 

more likely to report that their health had been affected by their experience of 

being bullied. One possible reason for this may be that boys may need to 

display a socially desirable "macho image" of themselves and may, as a result, 

deny the hurt they rnay actualiy be experiencing. Results from this study, 

however, did not support the generally found view that bully-victims suffered the 

highest level of il1 health (Rigby, 1998a). 

Since al1 of the above health-syrnptomology studies utilized cross- 

sectional research designs in their investigations, inferences regarding the 

direction of causality cannot be made. It is unclear, for example, from many of 

the above studies as to wheaier having pwr  health leads to being bullied, or 

whether being bullied leads to poor health. It is possible that either or both of 



these factors are at worîc. Previous research, however, that has utilized 

longitudinal research designs has show that vidnnization does, indeed, have 

adverse effects on the mental health of children. OIweus (1997), for example, 

found that being bullied during primary school had long-term negative 

consequences on adolescent seif-esteem. 

Kochendetfer and Ladd (1996) also conducted a short-term longitudinal 

study and concluded that being bullied led to maladjustment, and not the other 

way around. Of those who indicated they were bullied weekly, 62% of boys and 

76% of girls reported they felt angry or sad as a result of being bullied, and 16% 

of boys and 31 % of girls reported they stayed away from school because of 

being bullied. 

To sumrnarize, the view that being butlied could affect a child's mental 

and physical well being is consistent with what has been found in previous 

studies (Dawkins, 1995; Dawkins 8 Hill, 1995; Williams et al., 1996), as well as 

recent studies (Forero et al., 1999; Kaltiala-Heino et al., 1999; Rigby, l998a). 

Very few would argue that being bullied is a stressful exparience. 

Very little academic research, however, has been conducted to determine 

long temi outcomes of being bullied, other than earlier studies done by Olweus 

(1 978) and Fanington (1 991), who found that men who had been victims as 

young teenagers were more likely to have children who were also victims, as 

compared to other men who were not victimized as children. Further research in 

this area, therefore, is definitely needed. 



Intervention Strateaies 

Traditional advice given to chüdren who were bullied was that they should 

either walk away and ignore it, or that they should stand up to their attackers by 

fighting them. Much more, however, needs to done in this area. It is difficult, for 

example, for certain children to be assertive; for them, avoidance or running 

away from the bully is easier. Above all, children who are bullied need 

assistance to deal with the issue. Children who bully others need assistance as 

well, and the cost of not inteivening may be greater than suspected. According 

to Saunders (1 997). children who were bullies grew up to have more arrests for 

drunk driving, spousal abuse, and child abuse than did other children. Early 

intervention into the lives of bullies, therefore, is crucial to helping them deal with 

aggressive impulses. 

Barone (1 997) asked school personnel to name three ways that could 

help solve the bullying problem. Staff members named tougher disciphe (41 %), 

better supervision (34%), and more counselling (1 7%). Students, in contrast, 

mentioned more counselling (43%), tougher discipline (26%), and better 

supervision (22%). Tougher discipline is typically utilized by school personnel to 

help bullies take responsibility for their behaviour. Both children and school 

personnel, however, agree that supmision efforts need to be improved as well. 

lncreased supewision, for example, is definitely needed at playgrounds, locker 

areas, classrooms, and hallways. Counselling programs also need to be 

implemented for children who are bullied as well as for those who bully others. 

Some schools in Britain have established "bully courts" to deal with 

bullying. A school administrator and several students meet weekly to investigate 

incidents and to mete out discipline. 



The first step in dealing with the problem, therefore, is for schools to 

acknowledge that the problem does indeed exist, and that it hurts students. 

Second, bullying needs to be unequivocally condernned, othewise victims will 

not corne fomard. Third, parents, teacherç, and students, al1 need to be 

involved in helping to formulate an anti-bullying policy in order to make it work 

(Barone, 1 997). 

Com~rehensive Whole School Intervention Procirams 

Olweus (1 993) developed aie first comprehensive intervention program to 

deal with school bullying, outlined below: 

i) a school and home environment characterizad by warmth, positive 

interest, and involvement by adults 

ii) f i n  Iimits to be placed on behaviour deemed to be unacceptable 

iii) non-hostile and non-physical sanctions to be applied if niles are violated 

iv) adults to act as authorities at both the school and home (Olweus, 1993; 

The above principles were subsequently woven into the following core program: 

Ovendew of Olweus' Core Prouram 11 997. o. 5051 

General Pre-requisites 
++ Awareness and involvement on the part of adults 

Measures at the School Level 
++ Questionnaire survey 
++ School conferance day 
++ Better supe~sion during break and lunch times 
+ Formation of coordinating group 

Measures at the Clas level 
++ Class rules against bullying 
++ Regular class meetings with students 
+ Class PTA meetings 



Measures at the Indiviüual Level 
++ Serious talks with bullies and victims 
tt Serious talks with parents of invohred students 
+ Teacher and parent use of imagination 

- - 

Note: ++ core component 
+ hig hly desirable component 

Schwl administrators, teachers, counsetlors, parents, and students, 

tharefore, al1 need to be involved in order for the above prograrn to work. This 

anti-bullying program, according to Olweus (1997) has been implemented in a 

nurnber of schools in Europe and the United States. Few ernpirical studies, 

however, have been done to evaluate the effects of this program. 

Cartwright (1 995) developed a comprehensive anti-bullying program for 

her school in the United Kingdom. The program is described as follows: 

AII students are required to sign the following anti-bullying contract. 

"1 will treat al1 my fellow pupils with respect. 
I will not humiliate or hurt any other pupil physicaliy or verbaily. 

1 will do the best 1 can to help any pupil who is obviously upset or 
hutt by one or more other pupils" (Cartwright, 1995, p. 350). 

Guidelines for student behaviour are posted throughout the school. 

Clear procedures are outlined as to what to do when bullying occurs. 

Support systems are available for victims of bullying, either through 
the school counsellor or peer counselling senrice 

Student peer helpers are trained in basic listening and counselling 
skills 

Sanctions and counselling are available to bullies as well 

Non-aggressive behaviour is rewarded 

Physical environment of the school is designed to minimize bullying 
episodes 

Entire team at school to be invohred (non-teaching staff. teachers, 
counsellors, administrators) as well as parents and students 
themselves (Cartwright, 1 995). 



According to Cartwright (1 995). bullying is now talked about openly and 

regularly, that everyone is informed about what constiMes bullying, and that it is 

not acceptable. 

The Sheffield Project, developed by Sharp and Smith (1 991), also 

suggested a whole-school approach. It is similar to the Olweus approach in that 

they also began their intervention program by the administration of a survey. 

Interventions, however, were based on ideas developed in the United Kingdom. 

The core intervention also involved establishing a whole school policy sirnilar to 

the one stated above. Strategies unique to this program involve: 

1) tackling bullying throughout the curriculum 

stimulate discussion by using videos. role-plays, books 

ii) involving pupils in developing their own solutions to bullying 

utilizing Quality Circles to identify problems, discuss strategies, 
etc. 

utilizing bully courts or a school tribunal comprising of students 
and staff (who are elected by students) to respond to bullying 
situations reported to them. The "court" gathers information 
from people involved in or who witnessed the incident. A 
response is then formulated and discussed by school 
management. This method has been advocated for use in 
Brîtain by Kidscape, an organization that offers advice and 
training for schools concemed with bullying . 

iii) working directly with pupils in bullying incidents 

assertiveness training and support groups for victirns to teach 
techniques on how to say "no", handling criticism, name-calling, 
asserthg a view or desire, gMng/receMng compliments, and 
resolving conflict. 

counselling for bullies and victims: discussions about how 
bullies and victirns can "live togethet' within the same school. 
Bullies to come to an agreement that the victim is having 
difficulties; bullies are encouraged to suggest ways of helping 
out the victim, 



iv) playground supervision 

training for teachers and supe~sory staff about how to promote 
cooperative behaviour, enhancing quality of pupil play, etc. 

v) working with the environment 

ensuring that the design of the playground is more engaging in 
nature 

Arora (1994) conducted a two-year followvp study to evaluate the 

effectiveness of various whole-school anti-bullying intervention programs. 

Results for the Sheffield Project f ieen months after implementation suggested a 

decline in frequency rates in primary but not secondary schools. Results 

obtained for another UK based program, known as the Safer Cities Project, also 

showed only a slight decline in bullying behaviour. An explanation offered for 

these findings, according to Smith and Sharp (1 994), Olweus (1 993), and Arora 

(1994) is that substantial reductions in bullying rnay not take place until two years 

after implementation. In addition, lack of reduction in frequency rates may be 

due to increased awareness and possibly an increased level of reporting of 

bullying incidents. Despite the above findings, according to Smith and Sharp 

(1 994) and Arora (1 994), 70% of children reported an improvement in school 

atmosphere, and more children were more prepared to tell both teachers and 

parents about bullying incidents. 

Eslea and Smith (1998) also conducted a study to determine the long- 

term effectiveness of anti-bullying projects in primary schools in various parts of 

the United Kingdom. Results indicated that most schools had continuad wiai 

environmental improvements after the initial project was over, but few had used 

the rnethods for dealing with bullies and vicüms. Two schools had a consistent 

decline in reported bullying, one reported a consistent rise, and another an initial 



decline and subsequent rise. All four schools reported that bullying declined 

among boys, but three schools reported a rise in bullying behaviour among girls. 

Reasons for increased rates, according to these researchers, may be due to 

increased awareness about the issue. For example, girls in Viese schools 

leamed that indirect social foms of bullying constituted bullying behaviour as 

well, hence the higher rates. 

Results also indicated that many victims still chose not to tell when they 

were being bullied. despite being encouraged to do so. About 16% of those who 

were victimized indicated that they had told no one, either at school or at home, 

again at the same rate as reported in previous surveys (Eslea & Smith, 1998). 

Students, did, however, recognize that efforts had been made to curb bullying. 

Pepler, Craig, Ziegler, and Charach (1 994) also conducted a study to 

evaluate an anti-bullying program implemented at four schools eighteen months 

earlier. Results indicated that bullying continues to be a pervasive problem. 

Quantitative analyses, however, did show improvements at the individual, peer, 

school, and parent levels. 

At the indidual level, for example, there was an 18% decline in the 

number of children who reported that they had been bullied in the past 5 days. 

There was, however, an increase in the number of children who reported being 

victimized because of their race, as well as an increase in the number of children 

who admitted to bullying others. 

At the peer level, there was a 17% decline in the proportion of children 

who said they would join in a bullying episode, but no increase in the percentage 

of children who reported feeling uncornfortable about watching a bullying 



incident. There was also no change in the reporüng of incidents either by victims 

or peers. 

At the school level, there was an increase in the frequency of teacher 

intervention: a higher percentage of bullies, for example, reported that teachers 

had talked to them about their behaviour. About the same percentage of victims 

had talked to their teachers prior to and following the 18 months of intervention. 

There was also no reported change in the number of children who reported that 

their parents had talked to them about their bullying or victimization experiences 

(Pepler et al., 1994). 

Again, an explanation offered for the increased frequency of bullying was 

that it stemmed from an increased awareness about the issue. This pattern of 

results reflects the challenges related to implementing interventions to combat 

bullying and harassment at school. 

Despite these dismal results. researchers al1 agree that it is important not 

to give up. The problem of bullying is complex, and represents part of a large? 

problem of violence in our society. Programs such as the ones discussed above, 

whether in Norway. United Kingdom, or Canada. al1 indicate a potential to reduce 

bullying. thereby improving relationships within the school system as well as the 

cornmunit- at large. 

Most children will experience being bullied at some time in their lives; they 

may be the victim, the bully, or a witness of bullying behaviour. It is not a 

passing phase. Therefore, it W important, to irnplement anti-bullying work on a 

long-terrn continuous basis. 



Strateaies for Teachers 

While 25% of teachers have indicated it is helpful to ignore bullying when 

it occurs, the majority of children look to teachen to act (Lane, 1989; Hazler, 

1994; Stephenson & Smith, 1989). Given the suffering that many thousands of 

children are likely to experience when they are being bullied, teachers cannot 

afford to stay silent on the issue. 

Hazler (1994) states that a proactive stance needs to be taken and has 

developed strategies for teachers to help them deal with bullying at their schools. 

Here is what they can do: 

1. Don? look the other way. 

e Recognize that bullying is a serious problem. 

2. Deal directly with the problem. 

* Take immediate action. By doing this you will show 
students you do not tolerate bullying in your classroom, 
that you will not allow students to be mistreated. 

3. Get parents involved. 

* Talk to your students' parents. Inform them you will not 
tolerate harassrnent or bullying. 

4. Create appropriate activities. 

* Encourage students to explore their own experiences and 
those of others through discussion, writing, drawing, role- 
playing, acting, etc. in order to understand the situation. 
Have students role-play bullies, victirns, and witnesses in 
order to help them recognize how each group feels. 

5. Develop a classroom action plan. 

Discuss with students what they can do to lessen 
problems in their class or school. 

6. Hold regular discussions with your students. 

t Let your students know you are available to discuss their 
situations privately with you. 



Also, discuss examples of bullying from history andlor 
current events. 

7. Teach cooperation. 

Encourage group work. Give students opportunities to 
work on projects where cooperation, rather than individual 
skill, is needed for success. 

Teach students assertiveness skills. 

8. Provide professional counselling when needed. 

Strateaies for Counsellors 

Children and adolescents who are victimized by bullying view their school 

experiences more negatively and with greater levels of fear than those who were 

not bullied (Roberts & Coursol, 1996). Other behaviours believed to be related 

to being bullied include absenteeism from school, reduced academic 

performance, lowered self-esteem, increased apprehension, loneliness. and 

abandonment by peers (Clarke & Kiselica, 1997: Olweus, 1997; Roberts & 

Coursol, 1996). lncreased pressures from being repeatedly bullied have also, as 

previously stated, b e n  linked to incidents of suicide (Olweus, 1997; Roberts & 

Coursol, 1 996). 

School counsellors, therefore, have an important role to play in ternis of 

providing assistance to victims as well as bullies. Most school counsellors, 

however, have often indicated they were either ill-prepared to deal with such 

situations because of their lack of training in this area. or that they were too busy 

with career and educational counselling to becorne invohmd (Roberts & Coursol, 

1996). Obtaining assistance to deal with being victimitad is just as important. if 

not more important, than providing a child with career wunselling. Strategies 

that were suggested by Roberts and Coursol (1 996) include: i) assessrnent of 



the magnitude of the problem, ii) immediate response to the victim, iii) Iistening 

approaches, N) reintegration and skill-building, v) adult involvement, and vi) 

long-term commitment to the victirn. 

Assessment of the Magnitude of the Problem 

obtain a needs analysis by conducting a survey 

lmmediate Response to the Victim 

crisis intervention counselling to ensure health and safety of the 

victim 

Listening approaches 

indMdual counselling sessions with victims 

* victims must be heard and given a chance to tell their storïes; 
doing this will increase the opportunity to bolster self-esteem 
and to reduce a sense of powerlessness. 

utilize empathy, to understand the problem from the victim's 
point of view 

assess affective, cognitive. and behavioural states 

identify major factors in the student's world that may contribute 
to making the individual more wlnerable in the school 
environment 

* identify social supports 

Re-lntegration and Skill Building 

assertiveness training, role playhg 

Adult Involvement 

intervene on behalf of the vicüm; provide tools of empowenent 

* parents' involvement important and necassary 

' teachen to utilize increased vigilance dunng class ürnes, lunch. 
recess 

Long-term Commitment to the Victim 



* constructive and supportive interventions 

long-term counselling may be needed to deal with 
consequences of being bullied 

School counsellors, therefore, have an important role in ternis of helping 

children who are bullied. Counsellors, teachers, as well as other school 

personnel would benefit from becoming informed about the effects of being 

bullied. Further training in crisis intervention as well as empathetic listening 

skills, may also be in order. Children have the right to live without fear. It is 

important, therefore, for school personnel at al1 levels to be involved in solving 

this problem. 

Overview of the Concept Ma~~incr A~proach 

An oveMew of the concept mapping methodology is given in this section. 

Concept mapping has been shown to be useful in clarifying particular domains. 

elements, or underlying structure of a particular phenomenon (Kunkel, 1991 ; 

Trochim, 1989). Concept mapping techniques were used in the first two parts of 

this study to explore the experience of being bullied during childhood andor 

adolescence. Part 3 involved the design and administration of a survey based 

on these data. 

Background 

Concept mapping is a research method that combines qualitative and 

quantitative approaches. Phenomenological methods w n  be utilized to obtain 

data; quantitative strategies are then utilized to analyze and evaluate the data. 

Concept mapping, also refened to as stmctured concepluaiatiun, was originally 

developed for groups in planning and evaluation (Trochim, 1989). Concept 



mapping is basically a set of statistical methods that are utitized to cluster 

variables into their underlying thernes. Various researchers such as Daughtry 

and Kunkel(1993) as well as Trochim, Cook, and Setze (1 994) have utilized 

concept mapping methods to achieve a greater understanding of psychological 

disorders. It appears well suited, therefore, for explorhg the issues and themes 

that relates to the experience of being bullied during childhood andor 

adolescence. 

Method 

Concept mapping, according to Trochim (1 989), is a structured 

conceptualization process that consists of three components. To begin the 

process, a group of participants generates ideas or statements about a particular 

research question. Relationships that exist between ideas or statements are 

then sorted into sets that contain a common theme. Statistical analysis of the 

card sort data is conducted to determine underlying thernes. These thernes are 

then illustrated in the form of a pictorial map that represents the particular area 

of interest (Trochim, 1 989). 

Analyzing qualitative data in this way adds objecthiity to the rnethodology 

in that it provides for the understanding of psychological issues and constructs 

as they are seen through the eyes of the participants, rather than as defined by 

the researcher. For example, the researcher typically begins their qualitative 

study by asking an open question, or by asking the participant to write 

statements about the particular phenornenon. Once this is done, quantitative 

approaches corne into play - multidimensional analyses of the data. Because 



of this combination, one could conceivably be more confident in the obtained 

results. 

Although this approach was initially ut'lized for program planning and 

evaluation, it has been applied to different areas of psychology. Examples 

include utilizing it to explore the experience of living with the chronic pain of 

rheumatoid arthritis (Roy, 1997), wives' adaptation to husbands' with brain 

injuries (Lacbne, 1996)' vocational stress in Protestant clergy (Miller. 1 W6), and 

depression in college students (Daughtry 8 Kunkel, 1 993). 

Another advantage of this approach is that the data that is sorted by 

many individuals. This reduces the potential for bias or subjectivity that could 

occur if the sorting was done only by the researcher. Concept rnapping also 

displays results in a pictorial manner that organizes the data in a clear and 

concise manner. Furthemiore, concept maps c m  provide new directions for 

further research. 

Collecting the data through anonymously wntten statements was also 

thought to be an appropriate procedure for this study. Participants, for example, 

could feel more cornfortable disclosing their experience of being bullied if they 

are writing about their experience anonymously, rather than being intewiewed by 

a researcher. Being bullied is a traumatic experience; disclosing may be viewed 

as being a taule-tale, finkor rat Other reasons for not telling rnay be due to 

fears that retaliation will occur, the fear that something worse will happen to them 

if they tell. 

Rigby (1 995) conductecl a study on this issue by distnbutÎng an 

anonymous questionnaire to adolescents and asking whether they would be 

interested in talking about the problem of bullying at school with other students. 



to see what could be done to stop it. Eleven percent (1 1%) of the males 

answered yes, 40% indicated they were not sure, and 49% answered no. 

Twenty-one percent of the females (21 %) answered yes, 54% said not sure, and 

25% said no. These findings show that for whatever reason. only a minority of 

young adolescents appears willing to discuss the issue in public. 

Because of this reluctance, inteiviewing young adolescents about their 

experience may not yield the much-needed information valuable for this study. 

Rather, it is important not to increase fear and anxiety in these adolescents. The 

research environment should be anonyrnous and safe. Having students write 

statements about their experience (anonymously) may lessen any fear andor 

anxiety. 

Concept mapping has been shown to have statistical rigor because it 

adds objectivity and validity to the interpretation of the experiences of 

participants. This approach, therefore, is well suited to exploring the experiences 

of those who have been bullied during aieir childhood andor adolescence. 

According to Trochim (1989), six steps are involved in the development of 

concept maps: i) preparation (selecting participants, deciding on the aim of the 

study), ii) generation of statements, iii) structuring of statements, iv) representing 

the statements in the fom of a concept map, v) interpretation of the map, and 

vi) utilkation of the map. 

i) Pre~aration 

Two steps are required in this process: deciding who the participants will 

be and deciding on a particular focus for the conceptualition process (Trochim, 

1989). Concept maps have been developed with a wide varÏety of participants 



from different backgrounds with varyÏng issues of interest There is no limit on 

how many indiduals can participate. Ten to 20 people, however, were invoived 

in Trochim's (1 989) studies. Once the participants have been selected, the next 

step would be to define the focus of the study by carefully wording the research 

question for the parücular population of interest. 

ii) Generation of Statements 

Once the participants and the focus have been decided, the concept 

mapping process can begin to generate statements or ideas about the particular 

research question. Statements are generated by the particular participants. 

This can be accomplished by i )  a brainstorming group process, ii) qualitative 

inte~ewing, or an open-ended questionnaire (Grant, 1997; Miller, 1996; Roy, 

1997; Trochim, 1989). 

Statements obtained from each participant are collected and combined 

and any redundancies eliminated. Statements that represent unique ideas 

andlor capture the essence of the particular phemenon are placed on a 

master list. The master list is further reviewed and, if necessary, additional 

redundancies removed. A maximum of 100 statements is typically retained, 

because statements exceeding this number are extremely diicult to sort (Grant, 

1997; Miller, 1996; Roy, 1997; Trochim, 1989). 

iii) Cateaorimtion of Statements 

Once t has been deterinined that all of the statements represent unique 

ideas, and the statements have been edited, information about relationships 

between statements is then obtained through the use of a card sorting 



procedure. To begin this process, each statement is placed on an individual 

index card. A group of participants is asked to sort the set of statements into 

groups that they believe go together, in ways that make sense to them. Even 

thcugh there are no restrictions on the number of groups or number of 

statements that can be placed in any one group, several general restrictions do 

exist: each statement can only be placed in one pile; there must be more than 

one single pile. and there must be more than one statement per pile (Trochim, 

1 989). 

Statistical analysis that utilizes multidimensional scaling (MDS) is then 

performed on the card-sort data. This process helps to determine the 

relationships between the statements in a statistical and visual manner. Cluster 

analysis is then performed to identify similar groups of sorted items (Miller, 1996; 

Trochim, 1 989). 

iv) Representation of Statements 

To begin this process, the card sort of each participant is keyed into a 

space matrix composed of as rnany rows and columns as there are statements. 

Values on this matrix are either zero or one. Individual sort matrices are then 

combined into a group similarity rnatrix which has as many rows and columns as 

there are statements. fhe final similarity matrix is then considered the relational 

structure of the particular concept, because it provides information about how the 

statements were grouped by the participants who sorted the statements ( Miller. 

1 996; Trochirn, 1 989). 

Multi-dimensional scaling techniques utilking a non-rnetnc two- 

dimensional solution is then applied to the similarity ma& Three steps are 



involved: i) an analysis is first done to determine where each statement is 

located as a separate point on a rnap (i.e. point rnap), ii) statements on this rnap 

are then grouped into clusters (Le. cluster map) that represent higher order 

concepts or groupings, and iii) average ratings for each statement and/or cluster 

are computed. 

v) Intemretation of M a ~ s  

Each group or theme that was obtained from the statistical analysis is 

then visually inspected and given a title that best describes the contents of the 

particular group. This can be done by the original sorters or by the researcher 

(Trochim, 1989). Once the themes are provided with titles, a visual 

representation in the fom of a concept rnap can be constructed. The resulting 

map will be a visual representation of the concepts that were previously 

developed in the analysis. Clusters of statements closer together on the cluster 

map are deemed to be more conceptually similar than clusters that are further 

apart. This final map, according to Trochim (1 989), provides a concise summary 

of the conceptualization process. 

vi) Uülization of M a ~ s  

Results of this process can be used to plan or evaluate intervention 

programs andlor to provide an understanding of parücular issues of interest from 

the viewpoint of particular participants. Each individual thematic grouping can 

be used as a measurement construct that can be utked in future research. The 

pictorial aspect of the concept rnap helps people to remember as well as 

understand the essential ideas. 



A~~licat ion to Cunent Research 

The six steps involved in the conceptwlization proces were applied in 

this research and were as follows: i) participants were 95 junior high students 

who had indicated they had been bullied during their childhooâ andlor 

adolescence, and the focus was their perception of what it was like to be bullied; 

ii) perceptual statements were obtained by their completion of a form that asked 

about their experience, iii) staternents were sorted into themes by 22 ind9Mduals, 

iv) concept maps were generated by using the concept map software program 

that was developed by Trochim (1989). v) concept maps were interpreted, vi) 

utility of maps was discussed. 

Summarv and Conclusion 

In summary, as indicated in the review of the literature, bullying is a 

serious and parvasive problem that deserves attention. Potentîally serious 

consequences can occur for victims as well as bullies if action is not taken to 

alleviate the problem. 

Prevalence rates diier from country to country, but al1 researchers agree 

that the rates are too high. It has also been found that both victims and bullies 

tend to display particular patterns of behaviour. Wctims, for the most part, 

typically present themselves as being anxious and insecure, while bullies present 

themselves as domineering and powerful. While it is generally agreed that 

victims typically suffer from low self-esteem. it is not clear whether being bullied 

leads to low feelings of seif-esteem, or whether the child entes school with low 

self-esteem. Much of the cuvent research has suggested it is due to both 

phenornena Victims tend to corne from family backgrounds that are 



overprotective andor enmeshed. Bullies, on the other hand, tend to come from 

families where there are low levels of warmth, high levels of chaos, inconsistent 

levels of discipline, and high levels of punitive corporal punishment. 

Interesting studies have also been done in the area of self-esteem as it 

relates to the bully. Previous research has indicated that bullies do not suffer 

from low self-esteem, but that they actually have either normal self-estearn or 

high self-esteem. Recent studies, however, have indicated that the high self- 

esteem experienced by bullies actually represents the dark side of high self- 

esteem, that the self-esteem that they experience is self-aggrandizing and 

narcissistic in nature, and thus, is an unhealthy type of high self-esteem. 

Victims, as a result of being buliled, typically experience psychological 

distress as well as health-related symptoms. Many children report feeling 

scared, depressed, anxious, and lonely. Many also report being scared to go to 

school. For those that do attend, many report diiculties in concentration. Tbey 

also report having stomach aches, dininess, headaches, mouth sores, sleep 

problems, etc. Being bullied, therefore, can affect mental as well as physical 

well-being. 

A number of whole-school intervention approaches have been 

implemented in various schools around the worid. lndiidual strategies for 

teachen, counsellors, and parents also need to be in place to help combat 

school bullying. lndiidualized programs also need to be implemented for both 

victims and bullies. 

It is clear, then, that being bullied can lead to serious consequences. It 

was important, therefore, to gain a deeper and richer understanding of what it is 

like to be bullied, fmm the chilci's point of view. Much of previous empirical 



research has been in the form of surveys designed from the perspective of the 

researcher. Very few studies have been qualitative in nature. 

However, as stated earlier, a phenomenological qualitative research 

approach may not be appropriate because of the nature of the topic. Many 

children rnay hesihte to disclose about their experiences during a qualitative 

interview, especially to a stranger. Concept mapping, therefore, was a 

qualitative approach that allowed the child to provide answen in an anonymous 

rnanner, and thus, was an ideal way for obtaining the data needed. 

More importantly, it allowed the child to generate, from his or her 

perspective, what it is like to be bullied. It also produced a thernatic 

categonzation of the experience of being bullied. Once these themes had been 

identified, frequency rates of these perceptions were then evaluated through the 

form of a questionnaire. No oaier research studies on school bullying have 

utilized concept mapping to explore the experience of being bullied, nor has this 

method been used to determine underlying themes as it relates to the 

experience. 

The purpose of this study was to attempt to answer the following 

questions: i) What is it like to be bullied at school? ii) What are the themes of 

this experience? iii) What is the actual prevalence of this experience? 

The intent was to obtain unconstrained descriptions of children's 

experiences of being bullied, without the intrusion of the researcher's pre- 

conceived ideas. It is hoped that this knowledge Ml help researchers and 

counsellon to better understand the problem, as well as be more able to provide 

assistance to those who are being bullied. 



CHAPTER 3 
METHODOLOGY 

A review of the literature as it relates to bullying has shown a need to 

examine the experience of being bullied during childhood and/or adolescence 

from the viewpoint of the children themselves. Such an approach complements 

previous studies done in this area. This study was undertaken to gain a better 

understanding of what it is like to be bullied. Specifically, the objectives were: i) 

to identify important issues, ii) to detemine and identify themes specific to what 

it is like to be bullied, and iii) to determine the frequency of this experience 

among children andor adolescents. 

In order to accomplish these objectives, this study was conducted in 

three parts. Part One involved collecting and organizing experiential data as 

reported by children and adolescents. Part Two required stnicturing the 

obtained statements into themes, depicted through concept maps. Part Three 

involved conducting a frequency study to determine to what extent other children 

and/or adolescents believed the identified experience was true for them. It is 

hoped that results of this study can help researchers, counsellors, teachers, and 

parents to better understand these issues and enable them to provide guidance 

to children who are being bullied. 

Part One: Generation of Statements 

Statements about the experience of being bullied were generated by 

students enrolled in Grades 7,8,  and 9 at a junior high school located in a small 

rural community situated near an urban city in western Canada. A detailed 

explanation as to how this was accomplished is outlined below. 



Partici~ants 

In order to obtain participants for this study, a professor at the University 

of Alberta referred the researcher to a principal at a junior high school located in 

this small community. Contact was established and approval was obtained to 

conduct the study at this school. See Appendices A and B. Participants in Part 

One, and throughout the study, were junior high school students enrolled in 

Grades 7.8, and 9. 

Part One of the study required students to generate statements about 

their experience as to what it was like to be bullied. 

Procedures 

One hundred and nine (109) junior high school students in Grades 7.8, 

and 9 that attend this particular junior high school were asked to participate in 

the study. Recruitment letters to parents explaining the purpose of the study as 

well as research procedures were given to each student (See Appendix C). A 

parental consent forrn was also attached (See Appendix D). The letter also 

indicated to the child as well as to the parents that the decision to be involved 

was completely voluntary. Parents were also inforrrted that, should their child 

decide to participate. responses would be provided anonymously. 

Ninety-eight (98) children retumed the foms indicating parental consent 

for participation. EIeven (1 1) f o n s  that were retumed did not indicate consent 

for participation. Of the 98 students that agreed to participate, 95 were actually 

present the day the study took place (3 were absent for various reasons). 

Response forms outlining the research questions were provided to junior 

high teachers. who distributed the response foms to students to complete as a 



classroom activity. An introduction sheet outlining procedures for teachers was 

also provided to each teacher involved. 

An open-ended questionnaire was utilized to generate responses about 

what it was like to be bullied. The question that appeared on the response 

sheet was: 

What Is it like being bullied? 

(Use words that describe your reactions: feelings, thoughts, behaviours, 

actions) 

Junior high school students who have been bullied were asked to record their 

responses to the above question (See Appendix E). If the child indicated he or 

she had not been bullied, or perhaps chose not to answer the question, he or 

she was instructed to answer question two: 

What is it like to watch someone else being bullied? 

(Use words thet describe your reactions: feelings, thoughts, behaviours, 

actions) 

Eighty-two percent (82%) of the students indicated they had been bullied 

by their completion of question one; 17.8% indicated they had not been bullied 

and either left question one blank or cornpleted question two. 

The response form was initially piloted on 6 junior high students (3 males 

and 3 fernales) to ensure the question was framed in a manner that was easily 

understood by this age group. The advantage of uüiing an open-ended 

questionnaire method instead of interviews is that participants may have felt 

more cornfortable expressing themselvas in a neutrat and anonymous manner. 

Potential interviewer bias may also have been reduced (Kidder, 1981). 



Once the foms were returned, descriptive statistics on the 95 participants 

were computed and are summarized below. Information collected included 

gender, age, and grade level. 

Table 1 
Characteristics of Partici~ants' Statement Generation 

i) Gender Characteristics 

ii) Age Characteristics 

Gendet 
male 

female 

Mean Age: 13.4 years of age 

Frequency 
40 
55 

Age of Child 
12 
13 

iii) Grade Level Characteristics 

Percent 
42.1 
57.8 

Frequency 
14 
35 

Fort- (40) males and 55 females attending junior high school at this small 

1 

Percent 
14.7 ! 

36.8 

Grade 
7 
8 

community participated in this part of the study. The mean age of the 

participants was 13.4 years with a range in age of 12 to 16 years. 

Frequency 
33 
36 

Approxirnately 34.7% of the students were in grade 7,37.8% in grade 8, and 

Percent 
34.7 
37.8 

27.3% in grade 9. These demographic characteristics indicated that the 

statements of the experience of being bullied were received from a fairiy 

adequate sample of junior high school students, increasing the probability that 

the domain of the experience of being bullied would be represented. 



After dernographic statistics were calculated, a master list of Vie 

statements about being bullied was compiled by the researcher. A total of 104 

statements were generated from 95 participants. The statement list was then 

edited, which involved removing references to names, correcting spelling errors, 

removing statements deemed not relevant to the research question, and splitting 

up statements that contained more than one idea The essential meaning of 

each staternent was retained during the editing process. The purpose of this 

process was to ensure the participants' statements were clear and concise. The 

statement list contained 94 statements after the first edit was cornpleted. 

A second edit was then conducted on the statements to remove further 

redundancies. The list was reviewed again and any duplicata statements or 

those deemed to be sirnilar to ones on the list were removed. After the second 

edit was completed, 68 statements remained on the kt. 

Three more edits were conducted on the statements, repeating oie above 

process. At this stage, certain statements that were elirninated earlier were re- 

inserted into the statement list, while others were either removed or re-worded 

for clarity. At the end of the fifth and final edit, the list of what constituted the 

experience of being bullied was comptete. The final list contained 91 statements 

(See Appendix F). 

The original master list and results of the first two edis were evaluated by 

two individuals, both of who had masters' s degrees in wunselling psychology as 

well as research experience with the concept mapping methodology. The 

purpose of this evaluation was to increase the acairacy of the editing process. 

They were asked to ensure that the edited statements retained their original 

meaning. They were also asked for ideas that could fumer simplify andlor 



clarify statements. A third ind~dual, a doctoral student in educational 

psychology, was asked to examine the 5th edit Recommended changes were 

considered and incorporated into the final list- 

The second question, What is it like watching someone else being 

bullied?" generated a total of only 26 usable statements once redundancies were 

removed. Because of the small nurnber of statements involved with this 

question, a decision was made not to concept map this question, since it would 

not likeiy generate enough data to support themes (See Appendix O). 

Part Two: Structurina of Statements 

Once the statements about the experience of what it was like to be 

bullied were compiled into a master Iist, the second research objective, grouping 

the statements into themes. was addressed. This objective involves i) sorting 

statements into distinct categories, and ii) analyzing thematic groupings to 

develop a concept map of the categories. 

The sorting task was completed by 22 individuals from varying 

backgrounds and educational levels. It was not necessary, according to Trochim 

(1989), for the same participants to be involved in al1 parts of the concept 

mapping procedure. 

Characteristics of the Sarn~le of Sorters 

Twenty-two sorters were asked to participate in the sorting task All of 

the sorts were retumed within a 4 week period. Dernographic information that 

was collected included: gender, aga, marital status, and occupation. 

Characteristics of the 22 sorters were as foltows: 



Table 2 
Characteristics of the Sample of Sorters 

i) Gender Characteristics of the Sorters 

ii) Marital Status Characteristics of the Sorters 

Gender 
male 

Frequency 
9 

Marital %tus 
Never Manied 

iii) Age Characteristics of the Sorters 

Percent 
41 

Fernale 1 13 

Common-Law 
Married 
Divo rced 

Remarried 

59 

Frequency 
7 

iv. Occupation Characteristics of the Sorters 

-- 

Percent 
31 -8 

5 
7 
2 
1 

Range: 

22.7 
31.8 , 

9.0 
4.5 

16 - 56 years 
; Mean: 33.5 years 

Occupation 
Graduate Student in 
Educational Psychology 
Undergraduate Student 
High School Student 
Architect 
Teacher 

As noted above, 41 % of the sorters were male and 59% were female. In 

Frequency 
8 

2 
1 

Cornputer Programmer 
Financial Planner 
Insurance Broker 
Speech Language 
Pathologist 
Library Technician 

terms of marital status, 31.8% were manied, 22.7% were cornmon-law, 31.8% 

Percent 
36.3 

9.0 
4.5 1 

2 
2 

were never martied, 9% were ciiiorced, and 4.5% were remarried. Agas of the 

9.0 4 

9.0 
2 
1 
1 
1 

1 

sorters ranged frorn 16 to 56. with a mean of 33.5 years. Occupational status of 

9.0 , 

4.5 
4.5 
4.5 

4.5 
SC~OOI Counsellor I t 4.5 



the sorters included students, architeds, teachers. cornputer prograrnrners, a 

financial planner, an insurance broker, a speech language pathologist, a library 

technician, and a school counsellor. Sorne sorters were aquainted with the 

researcher, other sorters were not, but were aquainted wiai other sorters. 

Sortina Task 

To begin this task, the twenty-two sorters were asked to sort the 

generated statements developed in Part One into theme groups. Each 

staternent was typed on a small piece of paper. Each set, therefore, contained 

91 statements. A complete set of statements and a covering letter (indicating 

instructions for them to sort the statements into common themes or ideas) was 

given to each sorter (Sae Appendix H & 1). Sorne packages were mailed to the 

sorters in another city, other packages were hand delivered to sorters in the city 

where the study was conducted. Sorters were asked to sort each statement into 

groups that made sense to them. based on similarity of content andor meaning. 

The goal was for them to group the statements into categories or themes. 

A cover letter was utilized to inform them about the purpose of the 

research. lt also indicated that their retum of the sorts would serve as an 

indication of consent to participate. They were advised they could withdraw their 

participation at any tirne. They were advised they could create as many 

grwpings or piles of statements as they wished, and that statements could be 

kept separate if they were deemed not to M into a particular group. They were 

also told not to place al1 of the statements into one major pile or to have piles 

containing only one statement They were also encouraged to provide a label or 

name for each group. They were inforniad that the sorting task would take 



approximately 45 minutes to complete. They were also advised not to place their 

names on the sheet of paper, thus ensuring anonymity. All sorts were returned 

to the researcher within one rnonth of delivery. 

Data Analvsis and Maopina of Concepts 

The data analysis of the experience of being bullied was based on the 

methodology outlined by Trochim (1 989). and was accomplished by uti'lizing 

Trochim's (1 993) Concept Mapping computer software program. 

These sorted piles were analyzed by using staüstical techniques that 

involve multi-dimensional scaling (MDS) and a cluster analysis technique. 

Cluster maps of the data were also generated with the assistance of Trochirn's 

(1 993) Concept Mapping computer software program. Themes, then, were 

generated from this process. The detailed process was as follows: the results of 

the individual piles sorted by each participant were placed into a square table or 

binary similarity matrix. Once this was done, individual matrices for each 

participant were combined into a group similarity matrix that was composed of as 

many rows and columns as there were statements. This matrix therefore, 

provided information about how al1 of the statements were grouped by the 

participants (Trochim, 1 989). 

Multi-dimensional scaling (MDS) was then applied to the similarity mat* 

A nonmetric No-dimensional solution was utilized to locate each statement as a 

separate point on a map. A point map representing an X-Y coordinate for each 

statement was generated from this procedure. Statements that were closer to 

each other on the point map (distance-wise) indicated they were more likely to 



have been sorted together. It also meant they were also more likely to be 

related to each other in a particular way. 

The bridging index was utilized to detenine whether a particular item on 

a concept map was a good representation of the space in which it was located 

(Trochim, 1989). An item with a higher bridge value usually indicated that the 

item was more likely to have been sorted with statements that were further away 

from each other; a low bridge value indicated that the item was more likely sorted 

with other statements that were closer together. Average bridging indexes can 

also be calculated for each cluster. According to Trochim (1 989), low bridging 

values usually represent a more coherent set of statements. 

Statements were then grouped into clusters that represented higher order 

thematic groups, ultimately resulting in the creation of cluster maps. Cluster 

analysis was conducted on the data that was generated from the MDS similarity 

matrices. The goal was to group the sorted items into clusters that were 

intemally consistent. Although any number of cluster solutions can be 

superimposed on the MDS point map to partition the clusters, the goal was to 

choose the number of clusters that best maintained the integrity of the MDS 

results by ensuring there was no overlap between clusters (Miller, 1996: 

Trochim, Cook. & Setze, 1994). Once the MDS and cluster analysis was done, a 

point and cluster map was formuleted. Each cluster (Le. groups of statements or 

themes) derived from the statistical analysis was then given a title that described 

its contents. 



Part Three: Freauencv Study 

The objective for Part 3 of this study was to determine to what extent 

other children perceived sirnilar experiences of what it was like to be bullied. In 

order tu accomplish this, statements that were identified in Part One were 

incorporated into a survey and administered to a larger sample of junior high 

students. The characteristics of the sample and the procedure followed to obtain 

the frequency data are outlined below. 

Characteristics of the Sam~le 

In order to increase the likelihood that junior high school students were 

represented fairiy in the sample in proportion to their representation in the 

population, a stratified sampling technique was utilized (Borg & Gall, 1989; 

Miller, 1996). One class representing each grade level (grades 7.8, and 9) from 

six junior high schools in a city situated in western Canada participated in this 

part of the study, representing a total of 440 students. 

All principals at the six schools agreed to participate in this part of the 

study. Although covering letters as well as parent/guardian consent forms were 

provided to al1 of the schools, 5 out of 6 schools opted not to distribute the letters 

and consent fons. The school principals indicated that they were unnecessary 

since the suiveys were going to be completed anonymously (See Appendices J 

and K). ParentaVguardian consent, however. was obtained at one school. 

Sixty-one (61) students out of the 440 students indicated that they had 

not been bullied, and thus had been instnicted that they did not have to continue 

with the rest of the survey. 



Four surveys were considered spoiled since they were not cornpleted 

adequately enough to allow for data analysis. One participant. for example, 

provided multiple answers for a majority of the questions, even when 

instructions asked for one answer. Another participant responded to only two 

questions out of the entire survey. The actual sample included in the data 

analysis consisted of 379 indMduals, representing a 98.9% retum rate. 

Descriptive siatistics on the survey participants were calculated and 

surnmarized below. Demographic information collecied included: gender, age, 

grade, birth order, and cultural background (optional question). 

Table 3 

Descriptive Statistics of Particbants in Freauencv Studx 

i) Gender Characteristics 

Missing Data 5 1.3 
. Totai 379 100 

Gender 
Male 

ii) Aae Characteristics 

Frequency 
184 

16 2 .5 
Missing Data 24 6.3 

Total 379 100 
Mean aga: 13.3 Standard Deviation: -9937 

Percent 
48.5 

Aqe 
11 
12 
13 

Frequency 
1 

88 
Ill 

Percent 
.3 

23.2 
29-3 



Table 3 - Descriptive Statfstics of Participants .... continued 

iii) Grade Level Characteristics 

iv) Birth Order Characteristics 

Grade Level 
Grade 7 
Grade 8 
Grade 9 

Special Education (Grade 7) 
Special Education (Grade 8) 
Special Education (Grade 9) 

Total 

Frequency 
118 
136 
114 
4 
4 
3 

379 

Birth Order 
First Born 

1 Total 1 379 1 1 O0 1 

Percent 
31 .l 
35.9 
30.1 
1.1 
1.1 
0.8 
100 

Middle (2nd, 3rd, etc.) 
Youngest 
Only Child 

-- -- - - - - . - -. 

v) Cultural Background Characteristics 

I 

Frequency 
150 

Percent 
39 .6 

! 

86 
116 
27 

22.7 
30.6 
7.1 

Cultural Background 
Caucasian-Canadian 

, First-Nations Canadian 
I ndo-Canadian 

Asian-Canadian 

Forty-eight point fie (48.5%) of Vie survey participants were male and 

50.1 % female. The average age of the participants was 13.3 years of age with 

an age range of 11 to 16. Thirty-one point one percent (31 -1 %) were in grade 

seven, 35.9% in grade eight, 30.1% in grade nine, and 3% in special education. 

In terms of birth order, 7.1% were only children, 39.6% of respondents were fnst 

bom, 22.7% were middle children, and 30.6% were youngest children. In tamis 

of cultural background, 58.0% indicated they were Caucasian-Canadian, 5% 

Af rican-Canadian 
Other 

Missing Data 
Total 

Frequency 
220 
19 
13 
85 

Percent 
58 
5 

3.4 
22.4 

4 1 1.1 
19 5 
19 

379 
5 

100 



First Nations Canadian, 3.4% IndeCanadian, 22.4% Asian-Canadian, 1 -1 % 

African-Canadian, and 5.0% other. These demographic characteristics have 

demonstrated an increased likelihood that participants are representative of 

other junior high school students lMng in this city in western Canada. 

Measures 

In order to obtain data and make group comparisons, a two-part survey 

was developed (see Appendix L). The researcher distributed the surveys at two 

out of the six junior high schools. The principals at the other four junior high 

schools expressed a preference to have their own teachers distribute the 

surveys in their own time. 

At the two schools where the researcher distributed the surveys. the 

participants were inforrned that their participation was voluntary, that they were 

free to withdraw at any time. They were also advised not to place their names 

on the questionnaires so that their responses could remain anonymous. 

Teachers who distributed the surveys at their schools were advised to 

infom the students that participation was voluntary, and that they were free to 

withdraw at any time, without prejudice. For the student, this might mean that 

choosing not to volunteer would not affect their school grades. They were also 

advised to inform students not to place their names on the questionnaires so 

responses could rernain anonyrnous. 

A two-section questionnaire was developed. The introductory section 

began with a reminder that students were not to place their names on the form. 

A definition of what constituted bullying was also printed at the top. The 

definition that was provided was: 



A person is being bullied when another person or group of 
pesons tease him or her in a mean way, or say bad things 
about him or her. It is also bullying when a person is hit, 
kicked, threatened, locked inside a room, and things like that 
When things like that happen, it is hard for the person defend 
hirnset or herself. But it is NOT bullying when two people who 
are about the same size and strength are arguing or fighting 
(Olweus, 1989; Pepler et al., 1994; Rigby & Slee, 1993b). 

This definition was chosen for its cornprehensiveness. Parts of the definition 

were modified in terms of language usage, in order to ensure most junior high 

school students would understand it. 

The participants were then asked the following question: Have you ever 

been bullied? If they answered ÿesn, they were instructed to answer the rest 

of the questions. If they answered "non, they were told they did not have to 

continue with the rest of the suwey. 

The first part of the survey consisted of questions reiated to 

demographics, such as information about the participant's gender, age, grade 

b e l ,  birth order, and cultural background. This data was utilized to provide 

information about the sarnple as well as to determine possible differences 

between groups based on certain variables. 

General questions about the experience of being bullied were then posed 

to the participant. Information was obtained about how frequently they were 

being bullied, what they said teachers chose to do, how safe they felt, whether 

they told anyone about their experience, whether they chose to stay away from 

school, whether boys or gids bullied them, how many individuals bullied them. 

where bullying occurred (Le. school yard, classrooms, bathrooms, gym. 

hallways, etc.), wllen bullying occurred, and what types of bullying they 

experienced (being caîled names. being assaulted, being threatened, being 

excluded, etc.). 



Twenty-nine statements obtained in the concept map part of the study 

made up section two of the survey. Some words in certain statements were 

modified due to the use of fou1 language that was originally utilized by certain 

students. Informed conjecture was employed to select statements for the survey 

instrument. Statements with low bridging values were given first priority for 

selection. since they provided clearer descriptions of the particular theme. 

Statements with higher bridging values were given the next consideration. 

Efforts were also made to ensure that each cluster theme was adequately 

represented. Participants in this section were asked to rate the extent to which 

they experienced a particular statement. A four-point Likert scale was utilized 

ranging from "never" to "very often". This measure was designed to explore the 

frequency levels of staternents that were obtained from the concept mapping 

part of the study. 

Data Analvsis 

Descriptive statistics were then conducted on the demographic variables 

obtained in section one of the survey. A frequency count was then conducted on 

al1 of the questions in order to determine the extent to which the reactions to 

being bullied were experienced by other junior high students. The ratîngs of the 

importance of each statement were analyzed to determine which statement 

themes were deemed important to participants. In addition, group cornparisons 

were done based on the demographic variables that were provided (gender, age, 

grade, birth order, cultural background), and reactions to being bullied. 



Conclusion 

The structural conceptualization method, also known as concept 

mapping, was utilized in the first part of this study. Concept mapping is a 

process that combines qualitative and quantitative approaches. This process 

consists of three components. First, stataments were generated by a group of 

junior high students about their experience of being bullied. Second, the 

statements were analyzed and sorted into themes indicating possible inter- 

relationships between statements. Third, Trochim's (1 989) concept mapping 

software was then utilized to apply multivanate techniques to this information to 

determine underlying thernes or categories. Finally, concepts were depicted in 

the fom of a pictorial map that represented the sorters' conceptualization of the 

original statements and thernes. A frequency study was then conducted to 

determine the extent other children had similar experiences of what it was like to 

be buflied. 



CHAPTER 4: RESULTS 

The primary purpose of the study was to gain an understanding of the 

experience of being bullied during childhood andlor adolescence. Themes 

underlying the experience of what it was like to be bullied were obtained from the 

point of view of children who were bullied. A second purpose was to detemine 

to what extent other children had similar experiences when they were bullied. 

The specific aims of this study were to obtain answers to the following questions: 

i) What is it like to be bullied during one's childhood andlor adolescence? ii) 

What are the themes surrounding this experience? iii) Do other children have 

similar experiences, and if so, to what extent? Research findings that 

correspond to the above questions will be reviewed in this chapter. 

Phase One: Generation of Staternents 

In Phase One written staternents were obtained from children who 

indicated they had been bullied. As discussed in Methodology, chapter 3, an 

open-ended response form was utilized to obtain responses about what it was 

like to be bullied. Eight-two percent (82%) of the students in this part of the 

study had reported being bullied. 

Ninety-fwe (95) junior high school students were asked to generate 

written statements to the question, What is it like being bullied? This process 

generated 104 statements. Several ediis were conducted on the list to remove 

redundancies and/or irrelevancies in the data. After the fifth and final edit, the 

List contained 91 statements. The list is presented in Figure 1. These 

statements were utilized for the concept mapping process in Phase Two to 

determine themes and/or categories. 



Figure 1 

Final Master List of Parttciaant Statements 
to the Question 

"What is it Like Beina Bullied?" 

I was called names. 
My grades dropped. 
One friend ended up treating me like dirt. 
I was hit, 
I was bullied about my good marks. 
Teachers didn't do anything. 
I was teased about what I wanted to be when I grew up. 
I felt lonely. 
I was thrown against a fence. 
I was called ugly. 
I was teased about my height. 
I felt like killing rnyself. 
I had cuts, scrapes, and bruises. 
Some of my friends joined the bully in bullying me. 
I wished I were someplace else. 
If i fs all about looks you sometimes feel thatk ail they see in you. 
Other people were afraid to be nice to me. 
I was bullied about wearing braces. 
I was bullied by people older than me. 
I was judged about what 1 did. 
People hate me because I'm different. 
I was scared to go to school. 
I felt embarrassed when it happened. 
I really got d o m  on rnyself. 
I was teased about rny weight. 
I wished I were someone else. 
I started to believe what the bully said about me. 
I felt I did something wrong to deseive being bullied. 
I became stronger as a person. 
I lost most of my friends. 
I felt I couldn't trust anyone. 
1 couldn't concentrate in class. 
I felt relieved when school was over. 
I felt like I did something wrong. 
1 wanted to crawl into a hole and stay there. 
I started to cry. 
I felt as small as an ant. 
I felt sad. 
I wonderad why they chose me. 
1 waç too afraid to cry. 
I felt out of place. 
I was kicked. 
I: felt nervous. 
I wanted to be as cool as they were. 



Figure 1 continu ed..... 

I was afraid to tell the teacher. 
I felt like a loser. 
I wished the bully felt what I felt. 
I feb better when my friends told the bully to stop. 
I lost confidence in myself. 
I felt mad. 
I was glad when the bully decided to pick on sorneone else. 
I felt that nobody cared. 
I yelled at the bully. 
I wondered whether rny iife was worth this abuse. 
I ignored the bully but it didn't work. 
Being bullied hurt me more inside than outside. 
I felt annoyed. 
I told them to stop bullying me. 
I felt stupid. 
I ran away from the bully. 
I felt that I did not deserve to exist. 
I wanted to cry but didn't because they would bug me more if I did. 
I was punched. 
I felt that everyone was against me. 
I felt like a nothing, sornetimes a lasser person than the bully. 
I tried not to show the bully that I was hurting inside but it was hard. 
I shared everything with Mom/Dad. 
I smart-mouthed the buily but it didn't work. 
I felt unwanted. 
I wanted to kick their ass. 
I was too scared to fight back. 
I pretended to look brave. 
I felt used. 
I wanted to trade places with the bully to show him how it felt. 
I tried to avoid the bully. 
I kept everything inside. 
1 tried to talk to the bully. 
I never told MomlDad because they might have gone to the teacher. 
I pointed out someone else they could bully instead. 
I felt that I couldn't do anything right. 
I tried to act as if I didn't c m .  
I thwgM about bullying someone else. 
I hid from the bully. 
I was slapped. 
I felt frustrated. 
I pretended to be sick so 1 didn't have to go to school. 
1 fought back. 
I was nice to the buliy so that hdshe would stop bullying me. 
I wanted to stay home al1 the tirne. 
I was afraid about what would happen next. 
I wanted them to leave me alone. 



Phase Two: Structurinu of Statements 

The organization of statements began with a sorting task in which 22 individuals 

sorted the 91 statements. Each indiiidual was asked to sort the 91 statements 

into groupings that made sense to him or her". An analysis of the grouped 

staternents was then conducted using multidimensional scaling (MDS) and 

ciuster analysis so that a concept map could be constructed. 

Multidimensional Scalina (MDS) 

Results obtained from the sorts were entered into Trochirn's (1989) 

concept mapping computer program. A rnultidimensional scaling procedure 

(MDS) was conducted on the data that resulted in a final stress value of 0.1 887 

for a two-dimensional solution. The stress value. according to Daughtry and 

Kunkel (1993). is an index of stability of the MDS solution and ranges from zero 

(perfectly stable) to one (perfectly unstable). The final stress value of 0.1 887, 

appeared to represent a relatîvely stable solution. Other researchers who have 

conducted studies utilizing this procedure have obtained stress values in the 

range of 0.27 to 0.31. Daughtry and Kunkel (1 993), for example, utilized concept 

mapping that explored the experience of depression in college students and 

obtained a stress value of 0.27. Trochim, Cook. and Setze (1 994) also utilized 

this procedure in their study that explored staff views of a program of supported 

employment for individuals with severe mental illness and obtained a final stress 

value of 0.31 in their analysis. 

The two-dimensional configuration of the 91 staternents is depicted in the 

form of a point map and is displayed in Figure 2. Each statement provided by 

the children is indicated by a dot with its identifying respective statement number 





situated beside it. The MDS solution generated through the computer program 

provided the placement of points that reflected the frequency with which certain 

statements were sorted together (Grant, 1997; Miller, 1996). In other words, the 

distance between points represented how often certain items were sorted 

together. Points closer to each other meant that parlicular statements were 

more likely to be sorted together than statements that were further apart (Miller, 

1996). According to the point rnap, many pairs of statements fall in the same 

place on the map, indicating that they were closely related to each other. For 

example, statement numbers at the top of the map and on the right side of the 

map show numerous statements located either right on top of each other or very 

close to each other. This finding was expected, since examination of these 

statements indicated they were highly similar to each other in ternis of meaning. 

In order to pinpoint themes among such statements, a cluster analysis technique 

was conducted on the results obtained from the point map. 

Cluster Analvsis 

A hierarchical cluster analysis was performed on the MDS solution (data 

on the point map) in order to represent the conceptual domain of the experience 

of being bullied during one's childhood and/or adolescence. This data analysis 

sought to group statements based on their similarity to each other. Ward's 

algorithm technique via Trochim's (1 989) concept mapping computer program 

was employed on the MDS solution as a basis for defining the conceptual 

domain. According to Trochim (1 989). this paiticular algorithm technique 

provides a sensible as well as interpretable solution. 



At this point the statements were grouped into varying numbers of 

categories or clusters to deterrnine the number of clusters that best represented 

the concept. The partitioning of statements can produce as many clusters as 

one desires. A simple mathematical criterion for selecting the optimal number of 

clusters, however, does not exist. When examining various cluster solutions, 

therefore, discretion needs to be utilized in order to avoid fragmentation andlor 

over-generalization of statements (Grant, 1997; Trochim, Cook & Setze, 1994, 

Miller, 1996). When doing this, Trochim (1 989) recommended that various 

cluster solutions be analyzed in sequence in order to decide what particular 

grouping made the most sense in ternis of its conceptualization. A structured 

process was utilized to interprat the results of the concept mapping analysis. 

The 18-solution cluster map was first examined, then a 9-cluster solution, 8,7 ,  

etc., al1 the way to a 5 cluster solution. At each level statements within each 

cluster were examined and a judgement made as to how they best fit the 

particular cluster at hand. 

The concept mapping cornputer program also computed a "bridging 

index" that assisted in this process (Trochim, 1993). The bridging index ranged 

from 0.0 to 1 .O. A low bridging value indicated that a parücular statement was 

frequently sorted together, whereas a high bridging value indicated that the 

particular statement was sorted with items further away on the map. In other 

words, a higher value indicated that items were more likely to be a "bridgen item 

that was sorted with other statements on the map. The lower the bridging index 

for a particular item, the more likely the statement was "centrai" for the meaning 

of the cluster (Grant, 1997; Trochim, 1989; Miller, 1996). When this analysis 



was conducted. consideration was given to those items with lower bridging 

indexes that also provided uniqueness to the cluster. 

The computer program not only provided a bridging index for each 

statement, but an average bridging index for each cluster as well. Clusten with 

low average bridging values indicated that the parücular set of statements was 

more closely related to each other, thus easier to label. Clusters that had higher 

bridging averages were more likely to be described as linking clusters that acted 

as bridges between clusters that were near to each other (Grant 1997; Miller, 

1996; Trochim, 1989). Both item and average bridging values, therefore, were 

utilized to detenine the appropriate number of clusters that best conceptualized 

the data. 

As discussed above, cluster solutions ranging from 5 to 18 clusters were 

examined. The computer program was set to produce a cluster solution that was 

one-ffih of the total number of statements entered into the program. This 

resulted in an initial cluster solution of 18 clusters. This cluster solution did not 

help to conceptualize the data. Many clusters contained only a few items. In 

addition, many clusters overlapped with one another in tems of meaning. 

Clusters 10, Il, and 12, for example, al1 appeared to refer to similar reactions to 

being bullied. 

The 9-cluster solution was examined ne* (See Appendix M). It was 

evident that the cluster groupings were beginning to gel in tems of themes. 

However, there was still evidence of fragmentation in that various clusters still 

seemed closely related to each other. For example, a statement in cluster #l , "I 

was called names', appeared closely related to the statement in cluster #2, "1 

was teased about my weight". Similarly, statements in clusters #7 and #8 were 



also similar to each other. For example, "1 wanted to be as cool as the bullr in 

cluster #7, and '1 wanted to kick their as", in cluster #8, both indicated possible 

desires stemming from being bullied. 

The 5th cluster solution was examinad next. These clusters were judged 

to be too broad in that there was too much overfap amongst clusters, in that 

certain clusters contained two dierent themes. For example, cluster one 

contained statements that referred to the theme of different ways of being bullied 

as weli as statements that referred to the theme of social isolation. Further 

partition, therefore, appeared to be necessary. 

Based on the cluster solutions performed, it was evident that the final 

cluster solution was between 6 and 8 clusters. Subsequent cluster solutions 

were examined to determine the ideal number of clusters. The 6-duster 

solution (See Appendix N) was slightiy better than the Stluster solution in that 

some of the statements in cluster one were now in cluster two. Separate themes 

were clearly emerging. The 8-duster solution, much like the 9-cluster solution, 

partitioned similar statements into two clusters, providing too much 

differentiation. For example, it seemed that staternents like "1 was called ugly" in 

cluster one seemed to be similar in content to "1 was bullied about wearing 

braces* in cluster two. Placement in diierent clusters, therefore, appeared to be 

unnecessary. The combination of these two clusters in cluster solution 8 

resulted in an average bridging index of 0.12, versus .O7 and 0.35 if these were 

partitioned. 

The 7-cluster solution, on the other hand, depicted clusters that were 

both concise and clear, ofFering better dierentiation than other cluster solutions. 

The 7-cluster solution, therefore, was chosen to be the solution that best fit the 



data set (see Table 4). Further examination of other cluster solutions did not 

appear to offer fumer concise andor useful information. Because of this, 

further analysis was deemed to be unnecessary. 

Descriotion of Clusters 

Informed conjecture was utilized to describe as well as to provide labels 

for individual clusters. Since attaching a descriptive label to each cluster could 

be judged to be subjective, a 3 step judging process utilized by Grant (1 997), 

Miller (1996), and Trochirn (1989) was used to reduce the Iikelihood of this 

possibility. 

The first step involved examining the statements and their respective 

bridging values within their particular cluster. Statements with low bridging 

values were given first consideration in the labelling process since they provided 

clearer thematic descriptions of the particular cluster than statements with high 

bridging values. 

The second step continued the same process, but with statements that 

had higher bridging values. This process was systematic: statements deemed 

to be more central to the theme were utilized first, statements deemed l e s  

central to the theme were then considered, depending on their respective 

bridging indices. 

The third step in the labelling proces involved an attempt to utilize actual 

words (or synonyrns) that were found in the statements. 

Unlabelled as well as labelfed venions of the 7-cluster solution concept 

map are depicted in Figure 3 and 4. Statements of each cluster along with their 

bridging indices are displayed in Table 5. 
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Table 4 
?-Cluster Solution 

Cluster #1 - Wavs of Beina Bullied Bridaina Index 

1. I was called names. 
10. 1 was called ugly. 
13. 1 had cuts, scrapes, and bruises. 
4. I was hit. 
63. 1 was punched. 
84. 1 was slapped. 
9. 1 was thrown against a fence. 
42. 1 was kicked. 
5. 1 was bullied about my good marks. 
7. 1 was teased about what I wanted to be when I grew up. 
25. 1 was teased about my weight. 
1 1. I was teased about rny height. 
18. 1 was bullied about wearing braces. 
19. 1 was bullied by people older than me. 
20. 1 was judged about what I did. 

Cluster Average = 0.1 2 

Cluster #2 - Social Isolation 

3. One friend ended up treating me like dirt. 
17. Other people were afraid to be nice to me. 
14. Some of my friends joined the bully in bullying me. 
21. People hate me because I'm difïerent. 
6. Teachers didn't do anything. 

Cluster Average = 0.83 

2. My grades dropped. 
30. 1 lost most of my friends. 
16. If ifs all about looks you sometimes feel thaVs al1 they 

see in you. 
49. 1 lost confidence in myseif. 
27. 1 started to believe what the bully said about me. 
45. 1 was afraid to tell the teacher 
32, 1 couldn't concentrate in class. 

Cluster Average = 0.64 



Cluster #4 - Emotional Paralvsis Btidaina lndex 

I wished I were someplace else. 
I wanted to crawl into a hole and stay there. 
I wished 1 were sorneone else. 
I was too afraid to cry. 
I wished the bully felt what I felt. 
I was afraid about what would happen ne* 
I was glad when the bully decided to pick on 
someone else. 
I wanted them to leave me alone. 
I was too scared to fight back. 
I was scared to go to school. 
Being bullied hurt me more inside than outside. 
I really got down on rnyself. 
I wondered whether my life was worth this abuse. 
I wondered why they chose me. 
I kept everything inside. 

Cluster Average = 0.48 

Cluster #5 - Aiienation 

1 felt 
I felt 
I felt 
1 felt 
I felt 
I feR 
l fell 

1 lonely. 
: used. 
: 1 couldn't trust anyone. 
: out of place. 
: like I did something wrong. 
: that I did not deserve to exist. 
: stupid. 

I felt like a nothing, sometimes a lesse? person than 
the bully. 
1 felt like a loser. 
I felt unwanted. 
I felt that I couldn't do anything right. 
1 felt like killing myself. 
I felt that everyone was against me. 
I felt that nobody cared. 
1 felt 1 did something wrong to deseive being bullied. 
I felt relieved when school was over. 
I felt embarrassed when it happened. 
I felt sad. 
I felt as srnall as an ant. 
I felt nervous. 
1 felt frustrated. 
I felt annoyed. 
I felt mad. 

Btidaina lndex 

Cluster Average = 0.1 6 



I became stronger as a person. 
I felt better when my f~ends told the bully to stop. 
I never told MomlDad because they might have gone 
to the teacher. 
I started to cry. 
I thought about bullying someone else. 
I wanted to be as cool as they were. 
I wanted to stay home all the time. 
I wanted to cry but didn't because they would bug me 
more. 
I wanted to trade places with the buliy to show him 
how it felt. 
I wanted to kick their ass. 
I pointed out someone else they could bully instead. 
I tried to act as if I didn't are. 

101 

Bridaina lndex 

Cluster Average = 0.74 

Cluster #7 - Tactfcs For Deallna Wlth Bullies Bridaina Index 

I yelled at the bully. 0.16 
I told them to stop bullying me. 0.16 
I tBed to talk to the bully. 0.1 6 
I ignored the bully but it didn't work. 0.1 9 
I smart-mouthed the bully but it didn't work. 0.20 
I ran away from the bully. 0.17 
I pretended to look brave. 0.20 
I tried to avoid the bully. 0.23 
I hid from the bully. 0.23 
I pretended to be sick so I didn't have to go to school. 0.37 
I tried not to show the bully that I was hurüng inside but 
it was hard. 0.25 
I fought back. 0.24 
I was nice to the bully so that hdshe would stop 
bullying me. 0.23 
I shared everything with Mom/Dad. 0.51 

Cluster Average = 0.23 



Cluster 1 - Ways of Beina Bullied 

Cluster one, located in the far left side of the concept map. consisted of 

statements that related to the different ways children were bullied; specifically 

different verbal and physical types of aggression. Only 3 items out of a total of 

15 items did not mention a specific bullying methodology. These items, 

however, still involved infoning the reader that he or she had been bullied. 

Statements in this category were: I was bullied about wearing braces (#l8), 1 

was bullied by people older than me (#19), and I was judged about what I did 

(=O). The majority of statements, however, represented specific ways in which 

the children were bullied. Examples include: '1 was called names (#1)", "1 was 

called ugly" (#IO), "1 was hit (#4)", "1 was thrown against a fence (#9), "1 was 

kicked (#42)", "1 had cuts. scrapes, or bruises (#13), "1 was punched (#63), "1 

was slapped (#84). Other statements involved being teased about one's 

physical appearance, "1 was teased about my weight (#25)", and "1 was teased 

about my height (#Il)". There were also items that related to being bullied 

about other issues such as: '1 was bullied about my good marks (#5)", "1 was 

teased about what I wanted to be when I grew up (#7), "1 was judged about what 

1 did (#20)". All of the staternents involved diierent physical and verbal foms of 

aggression. 

Cluster 1 had the lowest average bridghg index of the seven clusters on 

this map (0.12). This indicated that the statements in this cluster have a high 

degree of similarity in ternis of the frequency in which these items were sorted 

together. ln other words, the theme of Ways of Being Bullied is a discrete 

cluster that staod by itself, displayhg only a srnall tendency of overlap with other 

clusters. 



Cluster 2 - Social Isolation 

Cluster 2, which is situated alongside Cluster 1, included items that 

depicted what it was Iike to be bullied, the focus being on the impact on 

interpersonal relationships. All of the statements except for statement number 6 

(and even that one could be argued to be a member), deai with social isolation, 

and describe a sense of loneliness, with not being a member of the pack, of not 

having ffiends, or having friands tum on you because you have been bullied. 

Examples include: "One friend ended up treating me Iike dirt (#3)", "ûther 

people were afraid to be nice to me (#17)", "Some of my friends joined the bully 

in bullying me (#14)", "People hate me because I'm different (#21)", and 

'Teachers didn't do anything (#6)". 

Cluster 3 - Losses 

Cluster 3 is located middle right side of the concept map, adjacent to 

clusters 4 and 5. Staternents tend to describe losses that children may 

experience if they have been bullied. For example, "1 lost confidence in rnyself 

(#49)", "1 started to believe what the bully said about me (#27)", "1 was afraid to 

tell the teacher (#45)", "1 couldn't concentrate in class (#32)", and "My grades 

dropped (#2). Al1 describe losses of one's coping resources in reference to 

environmental demands. Other losses were framed in ternis of how children 

viewed their level of desirabiiity, such as "1 lost most of my friends (#30)", and "If 

i fs al1 about looks you sometirnes feel thafs all they see in you (#16)". When 

looking at this cluster. it becomes apparent that the person being bullied has 

begun to believe the judgements of othen, and has also begun to lose the ability 

to cope with his or her environment. This cluster appears to be transitional - 



linking it to the next cluster - in that the statements are becoming more cognitive 

and emotion ladened. 

Cluster 4 - Emotional Paralvsis 

Cluster 4 is located on the upper right section of the concept map. 

Statements in this cluster are similar to those in the previous duster but 

describes emotions and cognitions that are associated with a sense of 

hopelessness, a belief that nothing can be done to change the situation. Certain 

statements go even deeper, in that they describe a sense of despair, to the point 

that the person is not able even ta fantasize about a change in hislher situation, 

leading to a belief that nothing can be done. Statements include: "1 was too 

afraid to cry (#40)", '1 wanted to crawl into a hole and stay there (#35)", "1 was 

afraid about what would happen next (#go)", 'Being bullied hurt me more inside 

than outside (#56)", "1 was too scared to fight back (#71)", '1 was scared to go to 

school(#22), "1 really got dom on myself (#24)", "1 wondered whether my life 

was worth this abuse (54)". "1 wanted them to leave me alone (#91)", "1 wished I 

was someone else (#26)". "1 wished the bully felt what I felt (#47)", and "1 

wondered why they chose me (#39)". 

Cluster 5 - Alienation 

The Wh cluster, located in the far right sida of the concept map slightly 

below cluster 4, includes statements that refer to emotional states experienced 

when bullied. Certain statements relate to feelings of helplessness and are 

framed in the form of sadness. frustration or anger. Examples include: '1 felt sad 

(#38)", '1 felt annoyed (#W)", "1 felt mad (#50P, '1 felt fnistrated (#85)", "1 felt 



newous (#43)", and "I felt relieved when schwl was over (#33)". Other 

statements, however. indicate feelings of loneliness and alienation, a sense that 

one is separate and alone. Examples include: '1 felt unwanted (#69)", "1 felt out 

of place (#41)", "1 felt that everyone was against me (#64)", "1 felt that nobody 

cared (#52)", "1 felt I couldn't trust anyone (#31)". '1 felt I did somethïng wrong to 

deserve being bullied (#28)", "1 felt lonely (#8)", "1 felt used (#73)", and '1 felt 

embarrassed when it happened (#23)". Certain statements extend to a sense of 

hopelessness and feelings of suicide such as, "1 felt that I did not deserve to 

exist (#61)", and "1 felt like killing mysel (#l2)". Many statements also indicate a 

profound impact on one's self-esteem, "1 felt stupid (#59)", '1 felt like a nothing, 

sometimes lasser person than the bully (#65)", "1 felt like a loser (#46)", "1 felt 

that I couldn't do anything right (#80)", and "1 felt as srnall as an ant (#37)". 

Cluster 5 had the second lowest average bndging index of the seven 

clusten on this map (0.1 6). This cluster, like cluster 1, displayed a high level of 

similarity in t a n s  of how frequently the statements were sorted together. The 

Vierne of alienation, therefore, also depicted a discrete cluster, an entity by itself. 

Ciuster 6 - Desires to C o ~ e  

The sixth cluster, Desires to Cope. is situated in the middle upper area of 

the concept map linking clusters 4.5, and 7. The statements in certain parts of 

this cluster display statements that still, for the most part, represent a sense of 

overwhelming pain and/or powerîessness. Examples include: "1 started to cry 

(#36)'. "1 never told Motdûad because they might have gone to the teacher 

(#78)". Other statements in this cluster, however, appear to be transitional, in 

that although the person is still clearly expressing he or she is in pain, he or she 



is still expressing a desire to deal with his or her situation. Examples of these 

statements include: "1 tried to act as if I didn't care (#81)", "1 wanted to kick their 

ass (#70)", "1 wanted to stay home al1 the tirne (#89r, "1 wanted to cry but didn't 

because they would bug me more (#62)", "1 wanted to trade places with the bully 

to show him how it felt to be bullied (#74)", '1 wanted to be as cool as aiey were 

(#UT, "1 pointed out someone else they could bully instead (#79)", '1 thought 

about bullying someone else (#82)". It appeared that this cluster displayed an 

indication that there was a way out, that there was hope for a solution to their 

predicarnent. One statement, in particular, spoke of gaining strength as a result 

of their experience: "1 became stronger as a person (#29)". Though it could be 

argued that the children's attempts to cope with being bullied may not have been 

constructive, the attempts, or desires to cope, nevertheless represent an 

indication that 'hope is not lost", that there might be ways to deal with their 

situation. 

Cluster 7 - Tactics for Dealinci with Bullies 

Cluster 7 is situated at the top rniddle area of the concept map, and 

represents actual attempts to deal with being bullied. It appears that the desires 

represented by statements in duster 6 are now represented as actions in cluster 

7. Certain actions included atternpts to communicate or negotiate with the bully: 

"I told them to stop bullying me (#58r, "1 tried to talk to the bully (#ïï)". and "1 

was nice to the bully so that helshe would stop bullying me (#88)". Other actions 

indiduals took inciuded various forms of avoidance: 'l ignored the bully but it 

didn't work (#68)", "1 ran away from the bully (#60)", '1 tried to avoid the bully 

(#753", '1 pretended to be sick so I didn't have to go to school(#86)". and 'l hid 



from the bully (#83)". There was evidence that attempts were made to hide true 

feelings towards the bully: "1 pretended to look brave (#72)", and "i tried not to 

show the bully that I was hurting inside (#66)'. Other tactics involved fighting 

back verbally andlor physicalty: "I yelled at the bully (#53)", "1 smart-mouthed the 

bully but it didn't work (#68)", and "1 fought back (#87)". Only one tactic 

mentioned communication with other people: "l shared everything with Mom/üad 

(#67)", which may again indicate the sense of loneliness and alienation that may 

be experienced, a sense that he or she is alone when dealing with being bullied. 

Cluster 7 had the third lowest average bridging index of the seven 

clusters on this map (0.23), indicating that these items also exhibited a high 

degree of similarity in ternis of the frequency with which these statements were 

sorted together. The theme of Tactics for Dealing With Being Bullied, therefore, 

also represented a discrete entity, separate from other clusters on the map. 

Phase Three: Freauencv Study 

A frequency study to address the third research question was performed 

in Phase Three. It sought to discover the extent to which other junior hig h school 

students perceived similar experiences of what it was like to be bullied. A suivey 

instrument was created (based on the data obtained from Phase 1 and 2) and 

piloted on 109 junior high school students, the same students who had 

completed the concept map part of the study. The survey then undenvent 

several ravisions in which it was refined, edited for clarity, and shortened. The 

survey was then given to a professor as well as several doctoral students (who 

have expenence teaching research methodology or teaching junior high 



students) to ensure that its format, structure, and language were suitable for the 

population. 

The final version of the survey was subsequently distributed €0 6 junior 

high schools in a city locatad in western Canada. One junior high school from 

each region of the city was selected for the study, totalling six schools. One 

class representing each grade level (grades 7,8,  and 9) from each school 

participated in this part of the study, totally 440 students (please refer to the 

methodology section for further information on the characteristics of the sample). 

The survey on the Gcperience of Being Bullied During Chiidhood andor 

Adolescence contained a definition of bullying, a question asking whether or not 

the person had been bullied, 5 demographic questions framed in a multiple 

choice format, 11 questions related to other issues that were related to being 

bullied, such as frequency rates, what teachen chose to do, how safe the 

students felt, whether they told anyone about their exparience, whether they 

chose to stay away frorn school, whether boys or girls bullied hirn or her, how 

many individuals bullied ?hem, where bullying occurred, when bullying occurred, 

and what types of bullying they experienced. A multiple choice type of format in 

combination with "check statements that apply to you" format was utilized in this 

section. Twenty-nine (29) statements referring to feelings andlor cognitions 

developed from Phase Two of the study made up the rest of the survey. A four- 

point Likert scale was utilized in the latter part of the sutvey, with responses 

ranging from "never" to "very often". This suivey, totalling 46 questions. was 

designed to explore the frequency of statements obtained from the concept 

mapping part of the study. 



A total of 440 surveys were distrbuted (See Appendix L). A total of 383 

individuals indicated answered ÿesn to aie question #Have you ever been 

bullied?. Sixtysne (61) individuals answered "no" to the question, indicating 

they had never been bullied. Persons who indicated they had not been bullied 

were infomed they did not have to continue wÎth the rest of the survey. Results 

are outlined in Table 5. 

Table 5 
Cornparison of Percentage Rates 

"Bullied" vs. "Not Bulliedn 

School 

1 
2 
3 

A total 379 out of 383 suweys were considered valid (as stated in the 

6 
Total 

Methodology section, four suweys were considered spoiled for various reasons). 

"1 have been 
but lied" 

68 
42 
67 

A Pearson Chi-Square test was conducted to determine if there were differences 

70 1 09-74 
- 379 86.1 3 

between schools in tems of whether the children indicated they had been 

Percent 

86.07 
76.36 
83.75 

8 1 1 1.42 
61 1 3.86 

bullied. Significant differences were not found. Frequency data was calculated 

for al1 of the questions and are presented in Table 6. A further analysis was 

"1 have 
been but lied" 

11 
13 
13 

perforrned to detemine which statements were endorsed as "pretty oftenn or 

Percent 

13.07 
23.63 
16.25 

"very oftenn in terms of experiendng traumatic reactions in reference to being 

bullied. Since the questions on the suwey were designed from the statements 

obtained in Phase 2 of the study, means were calculated for the survey 

questions that related to parücular clusters, to see if there were cluster 

diifferences in terms of the types of themes that were being experienced. Group 



comparisons were also conducted for al1 suwey questions on 4 variables 

(gender, grade level, birth order, and cultural background). 

Freauencv Data 

Table 6 contains the surnmaty statistics of al1 of the statements on the 

Experience of Being Bullied Durhg ChiMhood and Adolescence Survey. 

Depending on the nature of the question, appropriate statistics were calculated, 

such as percentages, means, or standard deviations. Top ranked statements 

indicating percentage of endorsement as "pretty oftenn or %eiy often" are 

summarized in Table 7. Statements on the survey that represent each cluster 

are outlined in Table 8. 

The staternent most frequently endoned by children in this sample was 

statement number 17(a) located in Cluster 1: '1 have been called names" 

(92.1 %), suggesting that the majority of participants completing this survey 

indicated this staternent to be part of their experience. Other statements in this 

cluster include: '1 have been hit, kicked, or tripped up" (54.4%), "1 have been 

bullied about how I look@ (50.7%), '1 have been excludeci" (39.8%), '1 have 

been threatened" (38.8%), 'A bully has taken or stolen something from men 

(32.2%), "A bully has broken things that were mine* (24.5%), "1 have been bullied 

about my marksn (21 -1 %). '1 have been bullied about my cultural background" 

(1 7.2%), and "1 have been locked into a roorn, locker, etc." (7.4%). 

The statement receiving the second highest ranking in ternis of 

Percentage endorsed" was found in cluster 6 (Desires to Cope). The main 

theme of this cluster centered amund a person's expressed wishes or desires to 



deal with being bullied. The statement rece~ng  the highest ranking in this 

ciuster also turns out to be the highest rank among the 29 statements that 

measure traumatic reactions: "1 wanted to kick their bW (59%). It appears that 

almost 60% of respondents indicated this desire. The second highest-ranking 

statement in this cluster was endorsed by 46.2% of respondents: '1 tried to act 

like I didn't caren. In other words, "not showing the bully how you really feel" was 

judged to be important when coping with being bullied. 

Other statements frequently endorsed by the respondents were 

contained in Cluster 5 (Alienation). Many statements refer to emotional States 

stemming from being bullied. Helplessness, for example, may be framed in the 

form of sadness andor anger. For example, Being bullied made me feel ma$ 

was endorsed by 48.8% of the respondents. Also, 28.2% of the children 

indicated that being bullied made them feel sad. Other statements in this cluster 

included feelings of loneliness and alienation, a sense that one felt out of place, 

separate from others. 

Two other statements receiving frequent endorsements were contained in 

Cluster 7 (Tactics for Dealing With Bullies). As discussed earlier in this chapter, 

this cluster describes various tacücs for dealing with being bullied. The two 

items most frequently endorsed in this cluster include: "1 have fought back" 

(38.5%). and ''1 have tried to avoid the bully" (43.6%). 

The statements in the above clusten were not just notable for how 

frequently they were endorsed as being part of the exparience of being bullied. 

There was also evidence that certain statements were not frequently endorsed. 

and. therefore, for the most part, were not considerad to be problematic. Cluster 

2.3, and 4, for example, did not contain any statements with means higher than 



Y (Iabelled as occurring only 'once in awhilen). In fact, many of the statements 

contained in clusters 1, 5,6, and 7 also had means of less than '2". WhiIe this 

may be true from a statistical point of view, certain children did endorse these 

statements as being true of their expenence. For example, none of the 

statements in cluster 2 had a mean of "2" or higher, but 9% of children endorsed 

3" (pretty often) or "4" (pretty often) to the statement "Other people were afraid 

to be nice to me". Similady, 8.7% of children also endorsed "3" or "4" to the 

statement 'Some of my friends joined the bully in bullying me". 

In a similar vein, none of the statements in Cluster 3 (Losses) reached a 

mean of "2". However, soma of the statements in this cluster deserve analysis 

from a non-statistical perspective. Examples include: '1 was afraid to tell the 

teacher" was endorsed by 27.8% of respondents, Being bullied made it hard for 

me to concentrate in classn was endorsed by 18.4% of the respondents, and 

"Being bullied made my grades dropn was endorsed by 10.5% of the 

respondents. 

There were further examples in Cluster 4 (Emotional Paralysis). "1 was 

too scared to fight back" was endorsed by 22.7% of respondents. "1 was afraid 

about what would happen n e l  was endorsed by 19.?%, and 'Being bullied 

made me want to crawl into a hole and stay there" was endorsed by 18.7% of 

respondents. 

Statements in Cluster 5 (Alienation) that were not judged to be frequently 

endorsed but were deemed to be significant from a clinical perspective, were: 

'Being bullied made me feel out of place" (21.6%), 'Being bullied made me feel 

like everyone was against me" (21.4%), Being bullied made me feei lonely" 

(18.7%), 'Being bullied made me lose confidence in myself" (1 9.3%)). uBeing 



bulfied made me feel so bad that I wanted to kill myselP (14.5%). Being bullied 

made me feel I did something wrong to desenre if' (1 5.1 %), "Being bullied made 

me feel as srnall as an anr (12.4%), and Being bullied made feel that I couldn't 

trust anyonen (1 5.8%). 

Cluster 6 also contained statements that did not reach a mean of Y ,  but 

nevertheless deserve an analysis from a clinical perspective. Examples indude: 

"I wanted to be as cool as the bully" (1 1.1%). and 'I thought about bullying 

someone else" (1 1.4%). 

Cluster 7 also contained statements that deserve analysis from a clinical 

point of view. Examples include: '1 have pretended to be sick so I didn't have to 

go to school" (9.5%). '1 ran away from the bully" (1 2.9%), "1 have hidden from the 

bully" (9.3%), and "1 have been nice to the bully so that he/she would stop 

bullying men (21 -2%). 

Although the above percentage rates seem small when compared to the 

statements that were frequently endoned, they are not small from a clinical 

perspective. For exarnple, as noted above, 14.5% of the respondents indicated 

they felt so bad about being bullied that they wanted to kill themselves. This 

statistic is considered alarming from a clinical perspective. Consequently, it is 

important to examine the obtained results from both perspectives, the statistical 

viewpoint as well as the clinicaVcounselling viewpoint. 



Table 6 
Frequencies for Suwey Questions in Frequency Study 

Questions 7 to 15 

1 7. How Often Do You Get Bullfed? 1 Frequency 1 Percent 1 
- - .  

1 One or two days per week 1 40 1 10.6 1 
Everyday 
Most davs 

26 
28 

Once per week 
Once or Wce per month 
Once or M c e  per terni 

6.9 
7.4 

24 
52 
49 

40.6 
98.4 

Once or twice per year 1 154 

8. In your experience, what do 
teachers do when they see 
bullying? 
Nothing, never tried to stop it 
Told Everyone to stop and to have 

6.3 
13.7 
12.9 

Total 

the area 
Brought everyone involved to the 

373 
Missing Data (Question Not Answered) 
Total 

Frequency 

92 
63 

principal's office 
Tried to solve the problem by 

1 Total 1 379 1 100 

6 1 1.6 
379 l t o o  

Percent 

24.3 
16.6 

82 

talking to everyone invohmd 
Total 

Missing Data (Question not answered) 

21.6 

132 36.1 

374 
5 

, 
9. How safe do you feel from being 

bullied at this school? 
Not safe at al1 
Only safe sometimes 
Usuaily saf8 
Always safe or Nearly Always Safe 
Total 

, Missing Data {Question Not Answered) 
Total 

98.7 
1 -3 

Frequency 

29 
48 
132 
168 
377 
2 
379 

Percent 

7.7 
1 2.7 
34.8 
44.3 
99.5 
0.5 . 
100 



Table 6 continued.,. 

10. When you wee k i n g  bullied, who 
did you tell? 
Teacher 
Principal 
Other friends 
Mom or dad or guardian 
Nobody 
More than one person 
Total 

13. Who bullied you? 
Girls 

Frequency 

29 
11 
141 
59 
1 24 
13 
377 

Boys 1 187 1 49.3 

Percent 

7.7 
2.9 
37.2 
15.6 
32.7 
3.4 
99.5 

, Missing Data (Question not answeied) 2 0.5 
Total 379 100 . 

Frequency 
54 

Both girls and boys 
Total 
Missing Data (Question not answered) 
Total 

11. if you did tell someone, did it heIp 
to stop the bullying? 
Yes 
No 

Percent 
14-2 

136 
377 
2 
379 

Frequency 

35.9 
99.5 
0.5 
1 O0 

Percent 

84.4 
15.6 
100 

Total 
Missinq Data (Question not answered) 
Total 

t 

1 32 1 34.8 

320 
59 
379 

188 49.6 

Percent 

10.3 
23.2 

66.0 

99.5 
0.5 
1 O0 

12. Have you actually stayed away 
from school because of bullying? 
Yes, I have stayed away 

L 

No, but I have thought about 
staying away 
I have never stayed away from 
school because of bullying 

, Total 
Mlssing Data (Question not answered) 
Total 

Frequency 

39 
88 

250 

377 
2 
379 



Table 6 continueci,., 

15. Where does bullying happen at your school? 

14. How many kids bullled you? 
one 
a srnaIl group (two to f i e )  
lots (more than fwe) 

Total 
Missinq Data (Question not answered) 
Total 

16. When Does Bullying Happen at Your School? 

Frequency 1 Percent 

Percent Endorsed 

144 
1 74 
57 
375 
4 
379 

I 

School yard 
Classroom 
Hallways 
*Cafeterf a 
Bathrooms 
Gymnasium 
On the way to school 
On the way home from 
school 

38.0 
45.9 
15.0 
98.9 
1.1 
1 O 0  

Percent Endorsed 

'Data from the cafeteria question need to be interpreted with caution because 
certain students indicated their schools did not have a cafeteria. 

1 Often 
Morning, before 1 6.6 
school starts 
During clam 
times 
When classes 

Often 1 Sometimes 

change 
During 

, recessbreaktimes 
During lunch 
times 
After School 

Never 
24.5 
33.0 
16.6 
55.4 
58.0 
44.1 
48.5 
37.7 

14.8 
14.0 
22.7 
3.7 
4.7 
7.9 
5.8 
11 .3 

Sometimes 
35.9 

11.6 

11.3 

No Response 
17.4 
19.5 
15.6 
30.1 
21 .9 
22.2 

- --- 

21.9 
17.2 

43.3 
33.5 
45.1 
10.8 
15.3 
25.9 
23.7 
33.8 

11.9 

20.8 

20.1 

Never 
35.4 

35.6 

39.6 

No Response 
22.2 

34.6 

39.8 

39.6 

32.2 

28.5 

20.6 

20.6 

30.1 

20.6 

20.6 

23.5 

14.8 

14.8 



Table 6 continueci-..- 

Perc 
17. Ways of Being Bullled 

1 have been called names. 
I have been bullied about my marks. 
I have been bullied about how I looked. 
I have been bullied about my cultural background. 
I was threatened (buliy told me helshe was going 
to hurt me or kill me) 
I was excluded (not talked to or played with on 

ent Endorsed 
Yes No 
92.1 7.9 
21. t 78.9 
50.7 49.3 
17.2 82.8 
38.8 61.2 

Table 6 continued .... 

purpose) 
I have been hit, kicked, or tripped up 
I have been locked into a room, locker, etc. 
A bully has taken or stolen sornething from me. 
A bully has broken things that were mine. 

Percenta~es, Means and Standard Oeviations for Questions 18 to 46 

Question never 

54.4 
7.4 
32.2 
24.5 

18. Other people were :2: 
afraid to be nice 
to me. 

19. Some of my friends 
joined the bully in 

45.6 
92.6 
67.8 
75.5 

What the bully said 
about me. 

21. Being bullied made 47.8 
it hard for me to 1 
concentrate in class. 

22. Being bullied made 75.2 

Percent Statement Endorsed 
once in pretty very mean stâ. 
awhile often often dev. 
25.9 3.7 5.3 1.50 0.80 

28.2 5.5 3.2 1.49 0.74 

23.7 6.1 5.5 1.53 0.84 

32.7 10.0 8.4 1.78 0.93 

my grades drop. 
23. 1 was afraid to tell 

the teacher. 
24. 1 was afraid about 

what would happen 
next. 

25. l was tw scared to 
fight back. 

26. Being bullied made 
Me want into crawl 
into a hole and stay 
there. 

49.1 

1 

51 -7 

63.6 

21 .9 

34.0 

24.5 

16.6 

I 

10.6 

11.3 

10.0 

17.2 

8.4 

12.7 

1.95 

1.82 

1.83 

8.4 

1.14 

0.94 

1 .O5 

1 .ô5 10.3 1 .O1 



Percent Stateme it Endorsed 
std. 
dev. - 
0.97 !7. Being bullied made 

me feel sad. 
!8. Being bullied made 

me feel that I did 
something wrong to 
deserve it. 

!9. Being bullied made 
me feel that I 
couldn't 
trust anyone. 

30. Being bullied made 62.0 
me feel as small 
as an ant. 

31. Being bullied made 50.1 
me lose confidence 
in myseIf. 

32. Being bullied made 75.2 
me feel so bad that 1 
wanted to kill 
rnyself . 

33. Being bullied made 48.8 
me feel lonely. 

34. Being bullied made 40.6 
me feel out of 
place. 

35. Being bullied made 50.4 - 
me feel iike 
everyone was 
against me. 

36. Being bullied made 15.6 
me feel mad. 

37. 1 wanted to be as 74.7 
cool as the bu~~y. I 

38. 1 wanted to kick 1 15.8 
their butt. 

39. 1 thought about 62.5 
bullying sorneone 
else. 

40. 1 tried to act Iike l 24.3 
didn't care. 

41. 1 have pretended to 
be sick so I didn't 



Table 6 continued... 

Percent Statemr 
Question 1 never ( once in 1 pretty 

42. 1 have tried to avoid 
the bully. 

43. 1 ran away from the 
bully. 

44. l have hidden ftom 
the bully. 

45. 1 have been nice to 

Table 7 

26.6 

61 .7 

the bully so that 
hdshe would stop 
buliying me. 

46. 1 have fought back. 

nt Endorsed 
very 1 mean a d .  

dev. awhile 
27.4 

23.0 

4.0 

10.6 

1 

28.8 

Cluster #1 - Ways of Being Bullied 1 Percent 

often 
14.8 

6.6 

70.7 17.7 

30.1 

46.4 1 30.1 

14.5 

- 

17. 1 have been called names. 
Endorsed 
92.1 

I have been hit, kicked, or tripped up 
I have been bullied about how I looked. 
1 was excluded (not talked to or played with on purpose) 
I was threatened (bully told me he/she was going to hurt me 
or kilt me\ 

Statements with a mean of 2.0 or above 
(Clusters 2 to 7) 

54.4 
50.7 
39.8 
38.8 

A bully has taken or stolen something from me. 
A bully has broken things that were mine. 
I have been bullied about my marks 
I have been bullied about my cultural background 
I have been tocked into a room, locker, etc. 

32.2 
24.5 
21 .t 
17.2 
7.4 

Percent 
Endorsed 
asupretty 
often" or 
"vety often" 
28.2 
48.8 

27. Being bullied made me feel sad. 
36. Seing bullied made me feel mad. 

2.1 6 
2.63 

38. 1 wanted to kick their butt, 
40. 1 tried to act Iike I didn't care, 
42, 1 have tned to avoid the bully. 
46. 1 have fought back. 

2.91 
2.50 
2,46 
2.34 



Table 8 
Statements On The Suwev Re~resentina Each Cluster 

Percent Endorsed 
Cluster #1 - Ways of Beinq Bullied 
17. 1 have been called names. 

1 have been bullied about my marks. 
I have been bullied about how I looked. 
I have been bullied about my cultural background. 
I was threatened (bully told me he/she was going 
to hurt me or kill me) 
I was excluded (not talked to or played with on 
oumose~ m r -  I * 

I have been hit, kicked, or tripped up 
l have been locked into a room, locker, etc. 
A bully has taken or stolen something from me. 

, A bully has broken things that were mine. 

cluster #2 - Social Isolation 

18. 0 t h  people were afraid to be nice to me. 
1 9. Some of my f riends ioined the bully in bullying me 
Cluster Mean 

Yes 
92.1 
21.1 
50.7 
17.2 
38.8 

39.8 

Cluster #3 - Losses 

20. 1 started to befieve what the bully said about me. 
21. Being bullied made it hard for me to concentrate in 

I Cluster Mean 11.66 1 

No 
7.9 
78.9 
49.3 
82.8 
61.2 

60.2 

54.4 
7.4 
32.2 

, 24.5 

%an 

1.50 
1.49 
t ,495 

class. 
22. Being bullied made my grades drop. 
23. 1 was afraid to tell the teacher. 

45.6 
92.6 
67.8 
75.5 

7%. 
Dev. 
0.80 
0.74 

Mean 

1.53 
1.78 

1 24. 1 was afraid about what would happen ne* 1 1.82 1 0.94 1 

Std. 
Dev. 

. 0.84 
0.93 

1.39 
1.95 

Cluster W - Emotional Paralysis 

0.81 
1.14 

Mean 

25. 1 was too scared to fight back. 
26. Being bullied made me want to crawl into a hale 

Std. 
Dev* 

and stay there. 
Cluster Mean 

1.83 
1.65 

1 -76 

1 .O5 
1.01 



Table 8 continu ed.... 

Cluster #5 - Aiienation 

27. Being bullied made me feel sad. 
28. Being bullied made me feel that I did something 

wrong ?O desewe it. 
29. Being bullied made me feel that I couldn't trust 

anvone. z 

30. Being bullied made me feel as smail as an ant. 
31. Being bullied made me lose confidence in myself. 
32. Being bullied made me feel so bad that I wanted to 

kill myself. 
33. Being bullied made me feel lonely. 
34. Being bullied made me feel out of place. 
35. Being bullied made me feel like everyone was 

again-st me. 
36. Being bullied made me feel mad. 
Cluster Mean 

I Cluster 116 - Desires to Cope 

I Cluster #7 - Tactics for Dealing WRh Bullies 

37. 1 wanted to be as cool as the bully. 
38. 1 wanted to kick their butt, 

, 39. 1 thought about bullying) someone else. 
40. 1 tried to act like I didn't care. 
Cluster Mean 

I 

41. 1 have pretended to be sick so I didn't have to go 1 -36 
to school. 

42. 1 have tned to avoid the bully. 2.46 

1.40 
2.91 
1.53 
2.50 
2-08 

Std. 

0.841 
1.16 
0.88 

-1.14 

, 43. 1 ran awayfrom the bully. 
44. 1 have hidden from the bully. 
45. 1 have been nice to the bully so that hefshe would 

stop bullying me. 
46. 1 have fought back. 
Cluster Mean 

Dev. 

1 -56 
1 -42 
1 -84 

2.34 
1.83 

1 Concept Map Grand Mean 1 1 .n  1 



G~OUD Com~arisons 

A statistical analysis was conducted to determine whether the experience 

of behg bullied durhg childhood andor adolescence differed sig n if icantl y on the 

basis of gender, grade, birth order or cultural background. As discussed 

previously, seven themes describeci the experience of being bullied. Statements 

on certain parts of the suivey were categorized into their respective cluster 

themes. 

Different statistical analyses (Hotelling's T2 Test, Multivariate Anaîysis of 

Variance, Chi-Square) were conducted on the data, depending on the type of 

variable that was involved. An alpha level of .O5 was used for al1 of the 

statistical tests. Four multivariate tests were camed out when Muîtivariate 

Analyses of Variances (MANOVA) were conducted: Pillai's Trace. Wilks' 

Lambda, Hotelling's Trace, and Roy's Largest Root. Of these four procedures, 

Pillai's Trace was known to be the most robust (Johnson & Wichern, 1998). For 

this reason it was employed on al1 of the MANOVAS that were carried out in this 

part of the study. Furthemore, in order to ensure a consenrative alpha, each 

analysis of variance test (that followed the particular multivariate procedure) was 

conducted at the alpha level dMded by the number of variables for that particular 

test (Stevens, 1986). 

The first variable examined was gender. 

A Hotelling's Test was wnducted on the 10 sunrey statements that 

described Cluster 1, thematically labelled as Ways of Being Bullied. An overall 

significant difference at the a level of <.O01 was found to exist between males 

and females (F = 5.39, df = 10, a c .001). A series of univariate analyses of 

variance (ANOVA) followed this multivariate test. Each test was exercised at 



the alpha level diided by the number of variables for that particular test. In thN 

case, for example, the alpha level was adjusted to .05/10 = .O05 SignMcant 

gender diMerences were found for four statements. Males were more likely than 

fernales to endorse "1 have been hit, kicked, or tripped up" (F = 26.07, df = 1, a < 

.001). The mean for males was 0.679 with a standard deviation of 0.467. The 

mean for females was 0.420 with a standard deviation of 0.495. Males were also 

more likely than females to endone '1 have been locked into a room or locker" (F 

= 10.35, df = 1, a < 0.001). The mean for males was 0.1 124 with a standard 

deviation of 0.31 6. The mean for females was 0.02 with a standard deviation of 

0.1635. Males were also more likely than females to endorse "A bully has taken 

or stolen something from me" (F = 9.27, df = 1, a c 0.002). The mean for males 

was 0.387 with a standard deviation (SD) of 0.488. The mean for females was 

0.240 with a SD of 0.428. Males were also more likely than females ta endorse 

"A bully has broken things that were minen (F = 9.17, df = 1, a < 0.003). The 

mean for males was 0.303 with a SD of 0.461. The mean for females was 0.1 69 

with a SD of 0.376. Gender differences were not found with other modes of 

bullying, such as being called names. being bullied about one's marks, looks, 

cultural background. being threatened, or being excluded. 

A Hotelling's Test was camed out on the 2 survey statements that 

described Cluster 2, thematically labelled as Social Isolation. No overall 

significant differences were found to exist between males and females for the 

two statements in this cluster (F = 2.42, df = 2, a < .090). 

A Hotelling's Test was also conducted on the 4 suwey statements that 

described Cluster 3. thematically labelled as Losses. An overall signifiant 

difference at the a level of c.01 was found to exist bebrveen males and females 



(F = 7.41, df = 4, a c .001). A series of univariate analyses of variance 

(ANOVA) followed this multivariate test. Each test was employed at the alpha 

level divided by the number of variables for that parücular test. In this case, the 

alpha level was adjusted to .05/4 = .01. Significant gender differences were 

found for one staternent. Females were more llkely than males to endorse "1 

started to beiieve what the bully said about me" (F = 28.3, df = 1, a c .001). The 

mean for females was 1.709 with a SD of 0.9084. The mean for males was 

1.275 with a SD of 0.5990. 

A Hotehg's y Test was performed on the 3 survey statements that 

describad Cluster 4, thernatically labelled as €motional Paralysis. An overall 

significant difference at the a level of c.043 was found to exist between males 

and females (F = 2.74, df = 3, a < .043). A series of univariate analyses of 

variance (ANOVA) then followed this multivariate test. Each test was carned out 

at the alpha level divided by the number of variables for that particular test. In 

this case, the alpha level was adjusted to -0513 = .01. Agaln, signifiant gender 

differences were found for one statement Females were more likely than males 

to endone 'Being bullied made me want to crawl into a hole and stay therem (F = 

8.13, df = 1, a < -005). The mean for females was 1.794 with a SD of 1.03. The 

mean for males was 1.497 with a SD of 0.9324. 

A Hotei/ing's ? Test was canied out on the 10 survey statements that 

described Cluster 5, thernatically labelled as Alienation. An overall significant 

difference at the a level of <.O01 was found to exist behrveen males and females 

(F = 4.73, df = 10, a c -001). A series of univanate analyses of variance 

(ANOVA) followed this multivanate test. Each test was conducted at the alpha 

level divided by the number of variables for that parb%ular test. In this case, the 



alpha level was adjusted to .05/10 = .O05 Significant gender differences were 

found for three statements. Fernales were more likely than males to endorse 

'Being bullied made me feel sad" (F = 20.78, df = 1, a e.001). The mean for 

females was 2.386 with a standard deviation of 0.967. The mean for males was 

1.931 with a standard deviation of 0.90. Females were also more likely than 

males to endorse Being bullied made me lose confidence in myself" (F = 14.32, 

df = 1, a < .001). The mean for females was 2.00 with a standard deviation of 

1.08. The mean for males was 1.60 with a standard deviation of 0.889. 

Females were also more likely than males to endorse "Being bullied made me 

feel lonely" (F = 11.06, df = 1, a ç .001). The mean for fernales was 1.954 with a 

SD of 0.978. The mean for males was 1.61 with SD of 0.920. 

A Hotelling3 Test was utilized on the 4 survey statements that 

described Cluster 6, thematically labelled as Desires to Cope. An overall 

significant difference at the a level of c.001 was found to exist between males 

and females (F = 8.90, df = 4, a < .001). A series of univariate analyses of 

variance (ANOVA) followed this multivariate test. Each test was ernployed at 

the alpha level d ided  by the number of variables for that particular test. In this 

case, the alpha level was adjusted to .05/4 = .O1 2. Significant gender 

differences were found for two statements. Males were more likely than females 

to endorse "1 wanted to kick their butt" (F = 20.78, df c 1, a = .001). The mean 

for males was 3.20 with a SD of 1.07. The mean for females was 2.66 with a SD 

of 1.1 6. Females, on the other hand, were more likely than males to endorse " 

tried to act like I didn't caren (F = 8.09, df = 1, a c .005). The mean for females 

was 2.67 with a SD of t -07. The mean for males was 2.32 with a SD of 1.18. 



A HoteMing's T' Test was conducted on the 6 sunrey statements that 

described Cluster 7, thematically Iabelled as Tactics for Dealhg wiU, Bullies. An 

overall significant difference at the a level of c.001 was found to exist between 

males and females (F = 6.23, df = 6. a ç .001). A series of univariate analyses 

of variance (ANOVA) followed this rnultbariate test. Each test was carried out at 

the alpha level dMded by the number of variables for that particular test. In this 

case. the alpha level was adjusted to -0516 = .008. Significant gender 

differences were found for two statements. Females were more likely than males 

to endorse "1 have been nice to the bully so that he/she would stop bullying men 

(F = 8.74, df = 1, a c 003). The mean for females was 1.98 with a SD of 1.04. 

The mean for males was 1.68 with a SD of 0.881. Males, on the other hand, 

were more likely than females to endorse "I have fought back" (F = 28.16, df = 1, 

a c .001). The mean for males was 2.64 with a SD of 1.12. The mean for 

females was 2.02 with a SD of 1 . O 5  Results for gender differences are outlined 

in Table 9. 

It is important to note, however, that while there was evidence of gender 

differences, the rnean differences, in certain cases, was not that different from 

each other. For example, while females tended to endorse "Being bullied made 

me feel lonely" more than males, the mean rating for each group was 1.95 and 

1.61 respectively. Caution, therefore, needs to be utilized when interpreting the 

above results. 



Table 9 
Clusters 1 - I= Gender Ometences 

Hotelllngs Test 
Sianificant F-Velues [Pillai's Trace) 

Cluster 1 - Ways of Being Bullied 
I have been hit, kicked, or tripped up. 
l have been locked into a room, locker. 
A bully has taken or stolen sornething from 

A bully has broken things that were mine. 
Cluster 2 - Social Isolation 
'No signifiant differences found between 
males & females. 

F Value 
26.07 
10.35 
9.27 

Cluster 3 - Losses 

I started to believe what the bully said about 
me. 

9.1 7 

Cluster 4 - Emotional Paralysis 
Being bullied made me want to crawl into a 
hole and stay there. 
Cluster 5 - Alienation 
Being bullied made me feel sad. 
Being bullied made me lose confidence in 
myself. 

df 
1 
1 
1 

28.39 

Significance 
0.001 
0.001 
0,002 

1 

8.13 

20.78 
14.32 

Being bullied made me feel lonely. 1 11.06 

Cluster 7 - Tactics for Dealing with 
Bullies 
I have been nice to the bully so that helshe 

A Hoteiling'k Test was also utilized on the gender variable in reference 

to frequency rates of bullying, feelings of safety, locations as to where bullying 

occurred, and time of day bullying occuned. An overall significance rate of a c 

.O03 was found to exiçt between males and females in terms of their perceived 

feelings of safety and how often they reported being bullied (F = 6.04, df = 2. a c 

.NB). However, significance was only found to exist betwaen genders for 

perceived feelings of safety. Fernales were more likely than males to endorse 

0.003 

1 

1 

1 
1 

Cluster 6 - Desires to Cope 
I wanted to kick their butt. 
I tried to act like I didn't care. 

would stop bullying me. 
l have fought back. 

0.001 

1 

1 
1 

0.001 

0.001 
0.005 

20.78 
8.09 

8.74 

0.005 

0.001 
0.001 

28.1 6 

1 

- 

0.003 

1 0.001 



that they were more likely to feel safe while at school (F = 11 .l, df = 1, a c.001). 

The mean for fernales was 3.33 with a SD of 0.817. The mean for males was 

3.01 with a SD of 0.994. Significant dierences were not found to exist between 

males and females for locations of bullying (F = 0.586, df = 8, a e 0.789) or tirne 

of day when bullying occurred (F = 0.925, df = 6, a < 0.477). 

A Chi-Square test was camed out to determine whether there were 

differences between males and females and what they said teachers did about 

bullying, who they chose to tell about their experience, whether telling helped to 

resolve the problern, whether they stayed away from school because of bullying, 

which gender bullied them, and the number of children that bullied them. 

Significant differences were not found to exist between males and females with 

respect to what they said teachers did about bullying, whether telling helped to 

resolve the problem, whether they stayed away frorn school because of bullying 

and number of children that bullied them. 

Significant differences, however, were found when a Pearson Chi-Square 

test was exercised to determine whether there were gender differences in 

reference to which gender bullied them. A statistically significant result of 

a < 0.001 was found to exist between fernales and males in reference to this 

issue. Results indicated that the majority of boys, namely 79%, had indicated 

they were excfusively bullied by other boys, while 19% said they were bullied by 

both boys and girls. Slightly over 2% of boys indicated they were exclusively 

bullied by girls. Results, however, diiered for females in that 27% of girls 

indicated they were exclusively bullied by other giris, while 52% said they were 

bullied by both girls and boys. Twentysne percent (21%) of giris also indicated 

they were exclusively bullied by boys. Results are summarized in Table 10. 



Table 10 
Pearson Chi-Square Test 

kuestion 1 Gender 1 Bullied 1 Bullied 1 Both 1 

Who bullied p u ?  

Pearson Chi- 

Significant differences were also found when a Pearson Chi-Square test 

Square 
1 26.30 

was utilized to determine whether there were gender differences in temis of who 

Males 
Fernafes 
df 

was told about the bullying. A statistically significant result of a c 0.001 was 

2 

found to exist between females and males in reference to this issue. lt appears 

byGirIs 
4 (2%) 
49 (27%) 
SfgnH. 

0.001 

that overall. females (76%), were more likely than males (55%) to endorse that 

they had shared their experience with other people. Results are summarized 

ByBoys 
141 (79%) 
38 (21%) 

Table Il 
Pearson Chi-Square Test 
Sianificant Test Results 

Girls & Boys 
34 (1 9%) 
95 (52%) 

A MuItivariate Anaiysis of Variance (MANOVA) utilizing the Piilai's Trace 

multivariate procedure was conducted on the grade, biNi order, and cultural 

' Question 

When you 
were bullied, 
who did you 
tell? 
Pearson 
Chi- 

, Square 

background variables in reference to the seven themes that emerged from the 

School 
Staff 
18 (10%) 
15 (9%) 

Signif. 

Gander 

Male 
Female 

df 

concept map. frequency rates of buliying. feelings of safety. locations as ?O 

where buliying occurred, and time of day bullying occuned. 

i 

Friands 

58 (33%) 
81 (47%) 

18.86 . 3  1 0.001 

MomlOad 

21 (12%) 
35 (20°/0) 

Nobody 

79 (45%) 
42 (24%) 

Total 

176 
173 



Grade level was examined first. Since the number of children in the 

special education grades were too small (N = 11) to be included in the MANOVA, 

the children's data in these grades were not included in this part of the analysis. 

A MuHivariate Analyss of Variance (MANOVA) was applied to the 10 

survey statements that described Cluster 1, thematically labelled as Ways of 

Being Bullied . No overall significant dmerences were found to exist between 

grade levels for the ten statements in this cluster (F = 1.50, df = 20, a c 0.074). 

A Munivanate Analyss of Variance (MANOVA) was carried out on the 2 

survey statements that described Cluster 2, thematically labelled as Social 

Isolation. Again, no overall significant diierences were found to exist between 

grade levels for the two statements in this cluster (F = 1.92, df = 4, a c 0.104). 

A Multivariate Analysis of Variance (MANOVA) was utilized on the 4 

survey statements that described Cluster 3, thematically labelled as Losses. No 

overall significant differences were found to exist between grade levels for the 

four statements in this cluster (F = 0.922, df = 8, a c 0.497). 

A Multivariate Analyss of Variance (MANOVA) was conducted on the 3 

survey statements that described Cluster 4. thematically labelled as Emotional 

Paralysis. An overall significant difierence at the a level of e 0.009 was found to 

exist between grade levels (F = 2.88, df = 6, a c .009). A series of univariate 

analyses of variance (ANOVA) then followed this multivariate test. Each test 

was administered at the alpha level diided by the number of variables for that 

particular test. In this case, the alpha level was adjusted to .O513 = .O1 6. 

Significant differences were found for one statement: '1 was too scared to fight 

back" (F = 6.66, df = 2. a e.001). The Bonferoni post hoc test was then applied 

to examine diierences between grade levels. Signifiant diifferences were 



found between grade 7 and grade 8 (a c 0.003). The mean for those that were 

in grade 7 was 2.1 1 with a SD (standard deviation) of 1.14. The mean for those 

that were in grade 8 was 1.68 with a SD of 0.932. Significant differences were 

also found between grade 7 and grade 9 (a c 0.007). The mean for those that 

were in grade 9 was 1.69 with a SD of 1 .OZ. 

A Mulfivariaie Analyss of Variance (MANOVA) was applied to the 10 

sunrey statements that described Cluster 5, thematically labelled as Alienation. 

No overall significant differences were found to exist between grade levels for 

the 10 statements in this duster (F = 1.42, df = 20, a c 0.1 04). 

A Multivariate Anaiysis of Variance (MANOVA) was utilized on the 4 

survey statements that described Cluster 6, thematically labelled as Desires to 

Cope. Again, no overall signifiant differences were found to exist between 

grade levels and the four statements in this cluster (F = 2.20, df = 8, a c 0.026). 

Finally, a Multivariate Analysis of Variance (MANOVA) was conducted on 

the 6 survey statements that described Cluster 7, thematically labelled as Tactics 

for Dealing with Bulles. No overall sig nificant differences were fou nd to exist 

between grade levels for the two statements in this ctuster (F = 0.888. df = 12. a 

c 0.559). 

A Muitivanaie Analyss of Varfance (MANOVA) was also carriad out on 

grade level with respect to frequency rates of bullying, feelings of safety. 

locations as to where bullying occurred, and tirne of day when bullying occurred. 

SignMcant differences were not found to exist between grade levels and 

frequency rates of bullying or feelings of safety (F = 0.91 1, df = 4, a c 0.457), 

locations of bullying (F = 0.847, df = 16, a c 0.631). or time of day when bullying 

occurred (F = 0.993, df = 1 2  a c 0.454). 



As with the gender variable, a Chi-Square test was then canied out to 

detemine whether there were dierences between grade level and what they 

said teachers did about bullying, who they chose to tell about bullying, whether 

telling helped, whether they stayed away from school because of bullying, which 

gender bullied them, and the number of children that bullied them. 

Significant findings were found to exist between grade level and only one 

of the above variables, that is, in terms of grade level and whom they chose to 

disclose their expenence (a c .005). Forty-two percent (42%) of students in 

grade 9, for example, reported that they did not tell anybody about their 

expenence. Thirty-one percent (31 %) of those in grade 7 and 32% of those in 

grade 8, reported keeping the expenence to themselves. Results are 

surnmarized as follows: 

Table 12 
Pearson ChCSquare Test 

Question 1 Gracie 1 School 1 Frbnds 1 Mom 1 Nobody 1 Total 

Pearson SignH. 

0.005 

Staff 
When you 7 14 (12%) 35 (31%) 
were bullied, 8 13 (10%) 61 (47%) 
who did 9 6 (5%) 44 (40%) 
you tell? 

Birth order was examined next, comparing only children, first boms, 

middle children, and youngest bom children in reference to the variables 

or Dad 
29 (26%) 
14 (11%) 
14 (13%) 

contained in Clusters 1 through to 7. Again, the PiIIai's Trace multivanate 

procedure was exercised as part of this analysis. 

35 (3I0h) 
42 (32%) 
46 (42%) 

1 

A Multivariafe Analysis of Variance (MANOVA) was conducted on the 10 

survey statements that described Cluster 1, thematically labelleci as Ways of 

113 
130 
110 



Being Bullied. No overall significant ditferences were found to exist between 

birth orders for the ten statements in this cluster (F = 0.980, df = 30, a < 0.498). 

A Multivariate Analysis of Variance (MANOVA) was applied to the 2 

survey statements that described Cluster 2, thematicalty labelled as Social 

Isolation. No overall signMcant differences were found to exist between birth 

orden for the two statements in this cluster (F = 0.795, df = 6, a c 0.574). 

A Multivanate Analysis of Variance (MANOVA) was performed on the 4 

survey statements that described Cluster 3. thematically labelled as Losses. No 

overall significant differences were found to exist between birth orders for the 

four statements in this cluster (F = 0.653, df = 12, a c 0.797). 

A Multivariate Analysis of Variance (MANOVA) was applied on the 3 

survey statements that described Cluster 4, thematically labelled as Emotional 

Paralysis. No overall significant diierences were found to exist between birth 

orden for the three statements in this cluster (F = 0.818, df = 9, a < 0.600). 

A Multivanate Anatysis of Variance (MANOVA) was carried out on the 10 

suivey statements that described Cluster 5, thematically labelled as Alienation. 

Again, no overall significant diierences were found to exist between birth orders 

for the three statements in this cluster (F = 0.772, di = 30, a c 0.807). 

A Multivatfate Analyss of Vafiance (MANOVA) was performed on the 4 

survey statements that descnbed Cluster 6 thematically labelled as Desires tu 

Cope. No overall significant differences were found to exist between dierent 

birth orders for the four statements in this cluster (F = 1.821, df = 12, a < 0.041). 

A Multivariate Analysis of V-ce (MANOVA) was conducted on the 6 

survey statements that dascribed Cluster 7 thematically labelled as Tactics for 

Dealing with Bullies. Again, no overall significant dmerences were found to exist 



between diierent birth orders for the six statements in this cluster (F = 1.386, df 

= 18, a c 0.130). 

A Multivariate Anal'ysis of Variance (MANOVA) was also camed out on 

birth order with respect to frequency rates of bullying, feelings of safety, 

locations as to where bullying occumd, and time of day when bullylng occurred. 

Significant differences were not found to exist between bicth order and frequency 

rates of bullying or feelings of safety (F = 0.768, df = 6, a < 0.596), where 

bullying occurred (F = 1 .IO, df = 24, a < 0.332) or time of day bullying occurred 

(F = 1.06, df = 18, a < 0.389). 

As with the other demographic variables, a Chi-Square was camied out to 

determine whether there were differences between children's birth order and 

what they said teachers did about bullying, who they chose to tell about their 

experience, whether telling helped to resolve the problem, whether they stayed 

away from school because of bullying, which gender bullied thern, and number of 

children that bullied them. 

Significant findings were found to exist between birth order and only one 

of the above variables, that is, in terms of birth order and whom they chose to 

disclose their experience (a c -033). Results indicated that the rnajonty of only 

bom children, namely 84%, told somebody about their experience. In contrast, 

only 62% of middle boms, 62% of youngest boms, and 67% of first boms 

reported that they disclosed about their experience. Results are as follows: 



Table 13 
Pearson ChESquare Test 
Sianifkant Test Resub 

1 Question 1 Blrth 1 School [ Friends 

were 
bullied, 
who did 
you tell? 
Pearson 
Chi- 

1 Order 
When you 1 First Born 

Middle 
Youngest 
Only Child 

df 

Staff 
13 (10%) 51 (37%) 

~ o m  and 1 Nobody 
Dad 
28 (20%) 47 (34%) 

Cultural Background was examined next, comparing Caucasian- 

Square 
18.21 

Canadians, Asian-Canadians, and people of other cultures in reference to the 

variables contained in Clusten 1 through to 7. Again, the PiIIai's Trace 

Multivariate procedure was employed as part of this analysis. 

To begin with. A Muitlvarfate Analysis of Variance (MANOVA) was 

conducted on the 10 sutvey statements that described Cluster 1, thematically 

labelled as Ways of Being Bullied. An overall significant difference at the a level 

of 4 0 1  was found to exist between different cultural backgrounds (F = 3.1 9, df 

= 20, a < .001). A series of univariate anaiyses of variance (ANOVA) then 

followed this multivariate test. Each test was employed at the alpha level divided 

by the number of variables for that particular test. In this case, the alpha level 

was adjusted to -05110 = .005. Significant diifferences were found for four 

statements: '1 have been bullied about my cultural background" (F = 7.32, df = 

2, a c 0.001). "1 have been threatened" (F = 6.96. cff = 2, a c 0.001), "1 have 

been excluded (F = 6.52. df = 2, a c 0.002), and "A bully has taken or stolen 

something from me" (F = 6.54, df = 2, a < 0.002). 

9 0.033 



The Bonferoni post hoc test was then exercised to examine differences 

between cultural backgrounds. Children from other cultural backgrounds (other 

than Asian) were more likely than Caucasian-Canadians to assert that they had 

been bullied about their cultural backgrounds (a < 0.001). The mean for people 

from other cultural backgrounds (other than Asian) was 0.295 with a SD of 

0.459. The mean for Caucasian-Canadians was 0.1 127 with a SD of 0.31 6. 

Caucasian-Canadians, however, were more likely than Asian-Canadians to 

endorse that they had been threatened (a c 0.001). The mean for Caucasian- 

Canadians was 0.436 with a SD of 0.497. The mean for Asian-Canadians was 

0.207 with SD of 0.407. Caucasian-Canadians were also more likely than 

Asian-Canadians to report that they had been excluded (a c 0.001). The mean 

for Caucasian-Canadians was 0.469 with a SD of 0.500, The mean for Asian- 

Canadians was 0.243 with a SD of 0.432. People from other cultural 

backgrounds were also more likely than Asian-Canadians to endorse that they 

had things stolen from ihem (a c 0.001). The mean for Asian-Canadians was 

0.1 82 with a SD of 0.389. The mean for people of other cultural backgrounds 

was 0.450 with a SD of 0.501. Cultural background differences were not found 

with other modes of bullying, such as being called names, being bullied about 

one's marks, looks, being h& kicked, or tripped up, being lacked into a room or 

locker, or having things broken. 

A Multivariate Analysis of Variance (MANOVA) was utilized on the two 

survey statements that described Cluster 2, thematically labelled as Social 

Isolaoon. No ove rall sig nif icant di ie  rences were found to exist between cultural 

background for the two statements in this cluster (F = 1.65, df = 4, a < 0.1 59). 



A Mulbiva~ate Analysis of Vadance (MANOVA) was perfomied on the 4 

survey statements that described Cluster 3. thematically labelled as Losses. No 

overall significant differences were found to exist between different cultural 

backgrounds for the four stateme~ts in this cluster (F = 0.993, df = 8, a c 0.440). 

A Multivariate Analysis of Vadance (MANOVA) was carried out on the 3 

survey statements that described Cluster 4 thematically labeiled as Emotional 

Paralyss. No overall significant dierences were found to exist between 

different cultural backgrounds for the three statements ni this cluster (F = 2.02, 

df = 6, a c 0.061). 

A Muitivariate Analysis of Variance (MANOVA) was applied on the 10 

survey staternents that described Cluster 5, thematically labelled as Alienation. 

Again, no overall significant dterences were found to exist between cultural 

backgrounds for the three statements in this cluster (F = 1.04, df = 20, a c 

0.41 O). 

A Multivariate Analysis of Variance (MANOVA) was utilized on the 4 

suivey statements that described Cluster 6, thematically labelled as Desires to 

Cope. Again, no overall significant differences were found to exist between 

cultural backgrounds for the four statements in this cluster (F = 1.01, df = 8, a c 

0.422). 

A Multivanate Analysis of Varfance (MANOVA) was conducted on the 6 

survey statements that described Cluster 7 thematically labelled as Tactics for 

Deaiing wini Bullies. No overall significant differences were found to exist 

behnreen cultural background for the six statements in this cluster (F = 1.73. df = 

12, a < 0.055). 



A Multivariate Analysis of Variance (MANOVA) was also performed on 

cultural background with respect to frequency rates of bullying, feelings of safety, 

locations as to where bullying ocwrred. and time of day when bullying occuned. 

Signifiant differences were not found to exist between cultural background and 

frequency rates of bullying or feelings of safety (F = 0.736, df = 4, a c 0.568), 

locations of bullying (F = 0.475, df = 16, a c 0.959), or time of day when bullying 

occurred (F = 0.853, df = 12, a c 0.596). 

As with the other demographic variables, a ChCSquare was then 

exercised to determine whether there were differences between children's 

cultural backgrounds and what they said teachers did about bullying, who they 

chose to tell about their experience, whether telling helped to resolve the 

problem, whether they stayed away from school because of bullying, which 

gender bullied them. and nurnber of children that bullied them. SignMcant 

results were obtained for three of the above variables. 

To begin with, significant findings were found to exist between cultural 

background and what chikiren said teachen would do about bullying (a c .028). 

Twenty-nine percent (29%) of Caucasian-Canadians and 28% of people f rom 

other cultural backgrounds reported that teachers did nothing to hy to stop 

bullying. In contrast, 11 % of Asian-Canadians reported that teachers failed to 

take action. Results are summarized in Table 14: 



Table t 4 
Pearson Chi-Square Test 
Sianifkant Test Resuits 

What do 
teachers 
do when 
they see t- 1 bullying? 
Pearson 

Back- 

Asian 9 (11%) 
20 (28%) 

Told 
everyone 
to have 
the area 

Significant results were also found when a Pearson Chi-Square test was 

perfomed to determine if there were any differences between cultural 

background and whether or not they stayed away from school because of 

bullying (a c 0.001). Fourteen percent (14%) of Caucasian-Canadians reported 

that they had stayed away from school because of bullying. In contrast, 0% of 

Asian-Canadians indicated that they had stayed away from school because of 

bullying. Results are as follows: 

Table 15 
Pearson Chi-Square Test 
Sicinhant Test Results 

Question 

0 (0%) 
8 (11%) 

schooi because 

Cultutai 
Back- 
ground 

of beinc) bullied? 
Pearson df Signif. 

Yes, I have 
stayed away 

No, but I 
have 
thought 
about 
s w n g  
away 
54 (25%) 

I have never 
stayed away 
from school 
because of 
bullying 

Total 

21 3 
82 
71 



Significant results were found to exist when a ChCSquare test was 

carried out to detenine differences between cultural background and how many 

children they said bullied them (a < 0.006). Fw-eight percent (58%) of Asian- 

Canadians compared to 46% of Caucasian-Canadians reported that were bullied 

by a small group of people (2-5 persons). Twenty-fva percent (25%) of people 

from other cultures (Le. Arst-Nation-Canadians, Indo-Canadians, and African- 

Canadians) and 14% of Caucasian-Canadians, however, reported that they were 

bullied by 'lots of peoplen (more than five persons). In contrast, only 5% of 

Asian-Canadians reported that they were bullied by lots of people. Results are 

outlined as follows: 

Table 16 
Pearson Chi-Square Test 
Sicinificant Test Results 

Significant differences were not found when Chi-Square tests were 

carried out to determine diifferences between cultural background and the 

remaining three variables, that is, who they chose to tell about bullying, whether 

Lots 
(more 
than 5) 
30 (14%) 
4 (5%) 
18 (25%) 

Question 

How 
many kids 
bullied you? 
Pearson 
Chi-Square 
14.5 

tellhg helped, or which gender bullied them. 

One Total 

213 
80 
71 

Cuttural 
Back 
ground 
Caucasian 
Asian 
Other 

df 

4 

Summarv 

A Small 
Group 
(2 to 5) 

The purpose of the study was to gain a bettar understanding of what it 

was like to be bullied dunng one's childhwd andlor adolescence. Ninety-fie 

84 (39%) 
30 (38%) 
27 (38Oh) 
Sig nif. 

.O06 

99 (46%) 
46 (58%) 
26 (37%) 



junior high school students contributed 91 statements about aieir experience. 

Twenty-two ind~duais then placed the statements into thematic categofles. 

Multidimensional scaling and cluster analysis was employed to develop a 

concept map. Seven themes emerged: Ways of Being Bullied, Social Isolation, 

Losses, Emotional Paralysis, Menation, Desires to Cope, and Tactics for 

Dealing with being Bullied. 

Four hundred and forty (440) junior high school students at 6 schools 

were then administered a survey that was developed, in part, out of the 91 

statements. The goal at that point, was to determine the extent other children 

might have similar expeflences of what it was like to be bullied. Results 

indicated that 86% of the students reported being bullied. The most common 

f o n  of bullying was name-calling, the second, physiwl assaults. In terms of 

reactions to being bullied, anger was most frequently endorsed, followed by 

revenge. 

Various statistical analyses were ernployed to determine whether the 

experience of being bullied dunng childhood ancilor adolescence differed 

signilïcantly on gender, grade level, birth order, or cultural background. 

Statistically significant results were obtained with respect to the above variables 

and certain aspects of the seven themes. Statistically significant differences 

were also found with questions that assessed: feelings of safety, which gender 

bullied aiem. whether they shared their experience with others, who they chose 

to tell, whether telling helped, what they said teachers did about bullying, how 

many children bullied them, and whether they stayed away from school because 

of bullying. 



CHAPTER 5: DISCUSSION 

A discussion of research findings and their implications as well as 

recornmendations for future research will be presented in this chapter. Until 

recently, much of the research that has been completed has, for the most part, 

been in the fom of discussion pieces. Empirical research has almost always 

been in the f o n  of surveys. Very litüe research has utilized qualitative 

approaches. There was a definite need, therefore, to examine the experience of 

being bullied from the perspective of the children. The first goal of this study, 

therefore, was to determine what it was like to be bullied during one's childhood 

and/or adolescence from the point of view of the children themselves. Once this 

was accomplished, the second goal was to utilize concept mapping methodology 

to analyze the obtained results to detemine underlying themes or categories. 

Ninety-one statements listing what it was like to be bullied were identified and 

subsequently sorted by 22 individuals from various backgrounds. Multi- 

dimensional scaling and duster analysis techniques were then conducted on the 

sorts to detemine possible themes. A concept map describing 7 cluster themes 

ernerged from this process. The final goal was to determine to what extent other 

children andlor adolescents believed the above identified experiences were also 

true for them, and whether their experience diered based on gender, grade, 

birth order, and cultural background. This was achieved by surveying a sample 

of 440 junior high school students in a city located in western Canada. 

The first phase of the concept mapping process involved the generation 

of statements phase. Ninety-five (95) junior high schooi students produced 1 04 

wntten statements in response to the question: What is it like being bullied?" 

Statements were then edited and redundancies removed, resulting in a final Iist 



of 91 items. Two individuals with masters' degrees in counselling psychology 

who had experience with the concept mapping methodology evalvated the final 

list and results of edits. The first research question, therefore, was addressed by 

the compilation of the 91 statements obtained from the children. 

The second goal of mis study was to discover whether the above 

statements that were identified by the children fit into themes or categories. In 

order to accomplish this task. twenty-two individuals from various educational 

backgrounds completed a sorting task that produced a 7cluster solution, with 

each cluster representing a therne or category of its own. The labels 

representing each therne or category of what it was like to be bullied were: 

Ways of Being Bullied, Social Isolation, Losses, Ernotional Paralysis, Alienation, 

Desires to Cope, and Tactics for Dealing with Bullies. 

Relationshi~ to Previous Research 

In general, many of the concept map themes support findings in existing 

research. Ways of Being Bullied, as described in theme #1, was mentioned in 

many of the articles (Arora, 1994; Bernstein & Watson, 1997; Boulton & 

Undenvood, 1992; Branwhite, 1994; Lane, 1989; Nolin & Davies, 1996; Olweus, 

1978, Oliver et al., 1994; Rigby & Slee, l99l; Whitney & Smith, 1993). Being 

called names and being hit or kicked were comrnonly endoned in this study as 

well as in previous research (Arora, 1994; Hoover, Oliver, 8 Thomson, 1993; 

Lane, 1989; Pepler et al., 1994; Sharp & Smith, 1991 ; Whitney & Smith, 1993). 

There was also support for some of the statements found in theme #2, 

Social Isolation (Coie & Cillessen, 1993; Hazler, 1994; Hoover & Hazler, 1991 ; 

Hoover et al.. 1 993; Lane. 1 989; Rigby 8 Slee, 1991 ; Pepler et al.. 1994; Rigby, 



1995; Slee & Rigby, 1993a) in that vicüms often report feeling lonely and 

isoiated, without support. Previous research has documented that vicüms often 

report either not having any friends (Boulton & Underwood, 1992; Charach et al., 

1995; Lane, 1989; Olweus, 1996; Oliver et al., 1 994; Slee & Rigby, 1994; Yoshio, 

1985) or that if they do have friends, those "friends" often join the bully in bullying 

thern (Whitney & Smith, 1993). This might further contribute to the victims' 

sense of tonelines and isolation already developed from the experience of being 

bullied (Coie & Cillessen, 1993; Hazler, 1994; Oliver, Hoover, & Hazler, 1994; 

Rigby & Slee,1991; Slae & Rigby.1993a). One particular study has also shown 

that peer rejection during childhood may lead to lower perceived feelings of self- 

rompetence in reference to social relationships in adulthood (Bernstein & 

Watson, 1997; Duncan, 1999; Hoover & Hazler, 1991 ; Perry et al., 1988; Slee & 

Rigby, 1 993a; Tritt & Duncan, 1 997). 

Victims in the present study also reported that teachers did not take 

action to deal with bullying. One child, in particular, (in the concept mapping part 

of this study) summed up his thoughts plainly by saying, "The teachers must be 

blind not to see what is happening". This finding is supported by previous 

research (Boulton 8 Underwood, 1992; Charach et al., 1 995; Froschl & Gropper, 

1999; Hazler, Hoover, & Oliver, 1992; Hoover & Hazier, 1991 ; Hazler et al., 

1991 ; Olweus, 1991 ; Pepler et al., 1994; Slee & Rigby, 1994; Whitney & Smith, 

1993). In one particular study, for example, children have indicated that for the 

most part, teachers have not taken action, and that even when they did, the 

rnethods were either inappropriate or ineffective. Children in this study were 

quoted as saying: 

'For name-calling, they'll (teachers) just say, '1 don't want to 
hear that," and then thafs L They really don't do anything else .... 



I wish teachers would stop it right away; even if they hear 
only one thinggU (Shakeshaft & Mandel, 1997, p.24). 

"They (teachers) don7 take as much control as they should. 
They Say, Don't do it next time." And when they (the harassers) 
do it the next time, they (the teachers) keep on saying the same 
thing. They don't take control." (Shakeshaft & Mandel. p. 24). 

Teachers, in contrast, have indicated they do take appropriate action to 

deal with bullying incidents (Charach et al., 1995; Pepler et al., 1994; Shakeshaft 

& Mandel. 1997). 

The statement "Other people were afraid to be nice to men (#17) was also 

indirectly supported by research, in that bystanders do not intervene to assist 

those who are bullied for fear that they might also be bullied (Bernstein & 

Watson, 1997; Boulton & Undenvood, 1992; Charach et al., 1995; Hazler, 1996; 

Hazler et al., 1992; Slee & Rigby, 1994). Thus, those who were bullied may 

believe that their peers were afraid to intetact with them. The theme of Social 

Isolation, manifeçted in theme #2, has therefore received much support from 

existing research. 

The theme of Losses, as described in theme #3, is also supported by 

previous research. Effects on school performance, represented in the 

statements "1 couldn't concentrate in classn or 'My grades dropped", were 

addressed in studies by Batsche & Knoff (1994); Bemstein and Watson (1 997), 

Foltz-Gray (1 9Q6), Hazler et al. (1 9W), Hoover & Hazler (1 991 ), Kochenderfer 

and Ladd (1 996). and Sharp (1 995). '1 lost most of my friendsn, another 

statement in this theme, is likewise well supported by existing research (Batsche 

& Knoff, 1994; Boulton & Underwoud, 1992; Foltz-Gray, 1996; Hazler et al., 

1992; Hoover et al., 1993; Slee & Rigby, 1 994; Tritt 8 Duncan. 1997). Theme # 

3 is also transitional with therne #4 (Emotional Paralysis) in that il contains 



statements that indicate the Ioss of seif-esteem and selfanfidence. Examples 

include: "1 started to believe what the bully said about mes (#27), and ''1 Iost 

confidence in myselr (#49). Such statements are described in an even more 

powerful manner in the next two themes, Emotional Paralysis and Alienation. 

Both theme #4 (Emotional Paralysis) and theme #5 (Alienation) have 

received much attention in previous research. Much of the focus has been 

directed towards powerful fear and anxiety reactions, often to the point of 

emotional andior physical paralysis (Batsche & Knoff, 1994; Bernstein 8 Watson, 

1997; Hoover et al., 1 993; Kumpulaninen et al., 1998; Lane, 1989; Sharp, 1 995; 

Slee & Rigby, 1993b) as well as longer term reactions extending into adulthood 

such as depression (Bernstein & Watson, 1997; Duncan, 1999; Perry et al., 

1988; Tritt & Duncan, 1997). Examples include: '1 was too scared to fight back" 

(#71), and "1 wanted to crawl into a hole and stay therew (#35). 

Feelings of alienation, as described in theme #5, similar to those outiined 

in theme #4, were more direct and to the point. All of the statements in this 

cluster begin with the words '1 felt. ... " Examples include: '1 felt lonely", "1 felt 

usedw, ''1 felt ma@, "1 felt like killing myself", "1 felt annoyedn, 4 felt sad", "1 felt I 

couldn't trust anyonen, "1 felt I dld not deserve to exist". and the like. All of the 

statements in this theme are traumatic reactions to being bullied, and as such, 

have received extensive support from previous research (Boulton & Underwood, 

1994; Charach et al., 1 995; Duncan, 1 999; Greenbaum, 1987; Harler et al., 

1992; Kumpulainen et al., 1998; Lane, 1989; Rigby, 1999; Sharp, 1995; Whitney 

8 Smith, 1992). It is clear, then, that feelings of powerlessness, helplessness, 

fear, anxiety, depression, anger, etc., are al1 common reactions to being bullied. 



Much previous research supports the statement "Being bullied made me 

feel sa@ in that most researchers have agreed that being bullied, especially in 

cases of long-term victimization, leads to feelings of sadness, depression, andor 

hopelesmess (Craig, 1998; Foltz-Gray, 1996; Kaltiala-Heino et al., 1999; Rigby 

& Slee, 1999; Salmon, James, & Smith, 1998; Slee, 1995). 

Staternents such as ''1 felt as smalî as an ant" (#37), "1 felt like a loset' 

(#46), "1 felt that 1 couldn't do anything righr (#80), and "I felt stupid" (#59), al1 

relate to feelings of low self-esteem. As stated previously, many, if not a11 of the 

statements in this theme have been well supported by research (Duncan, 1999; 

Egan 8 Perry, 1998; Mynard & Joseph, 1997; Neary & Joseph, 1994; Rigby & 

Cox, 1996; Rigby & Slee, 1993a; Salmivalli & Kaukiainen. 1999; Salmon et al., 

1 998; Slee & Rig by, 1 993a; Slee & Rigby, 1 994; Tritt & Duncan. 1 998). 

One particular statement, "1 felt I did something wrong to deseive being 

bullied" (#28) has been given special mention by a number of researchers who 

have indicated that many victims tended to believe that they deserved being 

bullied (Hoover et al., 1993; Oliver et al., 1994). lt is also interesting that 

bystanders often indicate that victims are somehow responsible for their 

victimization (Charach et al., 1 995; Hoover et al., 1993; Oliver et al., 1994). 

Statements that relate to suicide ideation "1 felt like killing myself" have 

also been given attention in recent studies by Rigby (1 998c), Rigby & Slee 

(1 999), and Kaltiala-Heino et al., (1999). All of the reactions in the above two 

themes appear to accentuate a p r~x is t ing  state of alienation and loneliness. 

Desires to Cope, as outlined in theme #6. still consist of traumatic 

reactions to being bullied, but are framed in the form of desires, like the desire to 

kick the bully's asn  (#70), the desire to cry (#62), the desire to "trade places 



with the bully" (#74), the desire to buliy someone else (#82), the desire to be "as 

cooi" as they were (#44), and the like. These "thoughtsa framed as desires, have 

received sorne, but not extensive support from existing research. Wanting to be 

cool like the bully, however, was mentioned in a study that was conducted by 

Charach et al. (1 995), and Rigby and Slee (1 991). 

Reactions of anger and revenge that are contained in this Vierne, as well 

as in theme #5 (alienation), have been mentioned in previous research, but not 

in an extensive manner. Researchers typically report that children who are 

bullied often experience a wide range of emotional reactions that might involve 

sadness, anxiety, or anger. They dld, however, mention that those who reported 

feeling angry were the ones who end up retaliating against the bully by injuring or 

Wlling himlher (Greenbaum, 1987; Lane, 1989; Yoshio, 1985). In this study, both 

statements "Being bullied made me feel mad" (#36), and 4 wanted to kick their 

butt" (#38), were statements that were the most frequently endoned. "1 wanted 

to kick their butt", for example. was the statement that received the highest 

ranking of all of the "haumaüc reactions" that were on the survey (59% endorsed 

this to be true "pretty oftenn or 'Very oftenn), Mile "Being bullied made me feel 

ma@, received the second highest ranking (49% endorsed this to ba tnie "pretty 

oftenn or Vety oftenn). This finding deserves further attention in future studies. 

Statements in this theme appear, for the most part, to indicate the 

beginnings of a desire to cope with being bullied, a desire for something to be 

done. There was also a positive statement in this theme, "1 became stronger as 

a personn (Hg). This particular statement has receivad some, but not extensive 

research support (Hoover & Hazler, 1991 ; Hoover et al., 1993). Hoover et al. 

(1 993), for example. found that younger respondents tended to believe that 



being bullied helped to make them tougher. Soma participants aven endorsed 

that they were helped by the bullying, that it was educational in nature. 

Tactics for Dealing with BuIlies is the theme of cluster #7, the last theme 

in the concept map. All of the statements in this theme involve tactics that 

children have taken to deal with being bullied, and involve such statements as "I 

yelled at the bully" (#53), "1 hid from the bully" (#83), "1 ignored the bully. but it 

didn't work" (#55), "1 was nice to the bully so that helshe would stop bullying me" 

(#88), "1 fought back" (#87). and '1 was nice to the bully so that hdshe would 

stop bullying men (#88). A number of researchers who have conducted studies 

in this area have indicated that victims often choose strategies that fail to work, 

such as avoiding the bully (Charach et al., 1995; Sharp, 1995), deliberately 

staying away from school (Ambert, 1994; Batsche & Knoff, 1 994; Hazler et al., 

1 991 ; Slee & Rigby, 1 994), fighting back (Greenbaum, 1 987; Hazler et al., 1 992; 

Sharp, 1995; Yoshio, 1985). running away from the bully (Ambert, 1994) or 

passively accepting being bullied and doing nothing (Batsche & Knoff, 1994; 

Bernstein & Watson, 1997; Boulton & Underwood, 1992; Charach et al., 1995; 

Floyd, 1985; Sharp, 1995). lt was also interesting to note that it was the bullies 

that suggested fighting back, not the victims (Charach et al., 1995). 

An interesting study by Sharp (1 995) outlines how children responded to 

being bullied. Fifty-aight percent (5896) of the children indicated they would 

identify tactics to prevent it from happening again, 31% said they would just 

forget about the experience and h o p  that it would not happen again, 25% said 

they felt angry and would take it out on other people. 15% said they would bully 

someone else, and 13.5% said they would achially hurt someone thernselves. 

Younger children were more Iikely to indicate that they would get mad while older 



children indicated they were more Iikely to bully someone else (Sharp, 1995). 

The majority of children, according to Sharp (1 995), chose passive coping 

strategies, with 73% indicating they would ignore the bully, 7096 saying they 

would walk away from the bully, and 26% indicated they wo~ld'~assivel~ accept 

being bullied. While 68% indicated they would assert themselves without the 

use of aggression, 28% (mostly boys) indicated they would fight with the bullies. 

Fmy-eight percent (58%) said they would trick the bullies into leaving them alone, 

while 32% would make a joke out of the situation. Twenty-four percent (24%) 

said they would use constructive approaches to dealing with the situation, and 

15% said they would attempt to discuss their feelings about being bullied with the 

bullies (Sharp, 1995). The above strategies outlined by Sharp, therefore, 

provided support for many of the statements that were mentioned in theme #7. 

Suwev Data 

A suwey entitled The Experience of Being Bullied Dunng Childhood an& 

or Adolescence was developed (in part by the data obtained from Phases One 

and Two) to address the third research question, Le., to discover to what extent 

other junior high school students had similar experiences of what it was like to be 

bullied. Statistical analyses were also ernployed to determine whether there 

were any group differences between gender, grade Ievel, birth order, or cultural 

background with respect to these expariences. Data were obtained from 440 

junior high school students who were enrolled at 6 junior high schools located in 

a city located in western Canada A total of 383 students indicated that they had 

been bullied. A total of 61 ind~duals had indicated they had never been bullied. 



and were thus excluded from the study. A total of 379 surveys were considered 

valid and usable (4 surveys were considered spoiled for various reasons). 

Results indicated that bullying ftequently occurs in this particular city. A 

total of f i -e ight  percent (58%) of students that were surveyed reported being 

bullied at least once or per term. The breakdown of this percentage is as 

follows: Seven percent (7%) said they had been bullied every day, 7.4% said 

they had been bullied most days, 10.6% said it happened one or two days par 

week, 6.3% çaid it happened once per week, 13.7% said it happened once or 

twice per month, and 12.9% said it happened once or W*ce per term. The rest of 

the children, 40.6%, indicated that it happened once or twice pet year, providing 

a total frequency rate of 98.4%. 

The 58% rate (bullying totally once a terni or more) in this study appears 

to be approximately 20% higher than the rate that was found to occur in Toronto 

schools (Charach et al., 1995), and 30% higher than what was found in the 

United Kingdom (Whitney 8 Smith, 1993). Results obtained in this study, 

however, should be interpreted with caution, since the survey utilized in this 

study was different from the instruments that were used in the Toronto and in the 

United Kingdom studies. Nevertheless, results do show that students reported 

being bullied, and for some students, at a frequent level. Action needs to be 

taken to further address this issue. 

In reference to the question about what children say that teachers did 

when they saw bullying, 74.3% had indicated that teachers intewened, while 

24.3% indicated that teachers did not intervene. These results were almost the 

exact opposita of what was discovered in Charach et al.% (1 995) study, where 

onequarter of the students indicated that teachers intewened into bullying. 



In t a n s  of feeling safe while at school, 20% reported that they felt safe 

only usometimesm or "not safe at air. Seventy-nine percent (79%), however, 

reported they felt usually safe or always safe. 

The majority of students, 67%. mentioned they told someone about being 

bullied, while 33% indicated they had not. Of those that did tell sornebody, only 

35% indicated that telling helped to stop the bullying. 

A full 10% of students reported that they had stayed away from school 

because of bullying, while 23% indicated that had thought of staying away. As 

indicated in earlier studies, many students utilize this option to avoid being 

bullied (Ambert, 1994; Batsche & Knoff, 1994). 

In ternis of where bullying most often occurred, uhallways'' was the rnost 

frequently endorsed (22.7% had endorsed that it happened often). The school 

yard was the second place where bullying most frequently happened (14.8%), 

followed by in the classroom (14%), on the way home from school(11%), in the 

gyrnnasium (7.9%), on the way to school (5.8%), and in bathrooms (4.7%). The 

above statistics are somewhat comparable to findings in existing research, with 

slight diierences. The place where bullying most likely occurred in Whitney and 

Smith's (1 993) study. for example, was the playground, followed by hallways. 

The reverse was found in this study. It was also interesting to discover that 

students reported that bullying occurred in the classroom as well, supposedly 

when the teacher was present Better supervision by school officiais, tharefore, 

may be needed in the above areas, especially in hallwayç, schoolyards, and 

classrooms. 

As to tirne of day in which bullying most often occurred, 20.8% of 

students indicated it happened "oftan" at lunch times, followed closely by after 



school(20.1%), recess/breaktnnes (1 1.9%), when classes change (1 1.3%), and 

moming, before classes begin (6.6%). Again, fi appears that better supe~sion 

may be needed dunng the above time periods. 

In ternis of the ways children were bullied, being called names topped the 

list. This was endorsed by 92.1% of the children who participated in this survey, 

followed by being physiwlly assaulted (54.4%), being bullied about one's 

appearance (50.7%). being excluded (39.8%), being threatened (38.8%), having 

things stolen (32.2Oh), having their things broken (24.5%)' being bullied about 

marks (21.1 %), being bullied about one's cultural background (1 7.2%), and 

being locked into a locker/room (7.4%). 

Of the 29 questions that listed reactions to being bullied. 6 statements 

had means of "2'' or greater (1 = never occurring, 2 = sometimes occurring, 3 = 

pretty often occurring , 4 = very often occurring). As docurnented earlier, 58.9% 

endorsed "1 wanted to kick their butt" either pretty often or very often. "Being 

bullied made me feel ma@ was next in line, endorsed by 48.8?40. '1 tried to act 

like I didn't care" (46.2%), Y have tried to avoid the bully" (43.6%), "1 have fought 

back" (38.5%), and "Being bullied made me feel sacl" (28.2%). As discussed 

earlier, research support exists for sadness and depression, but not as much for 

feelings of anger or revenge. 

Even though the majority of the statements did not have means that 

exceeded T, they still have important cl inid significance. For example, as 

documented earlier, Being bullied made me feel so bad that I wanted to kill 

myser reported by 14.8% as "pretty often" or Very often" warrants special 

attention. Suicida1 ideation as it relates to being bullied has been researched by 



Rigby (1 998c), Rigby & Slee (1 999), and Kaltiala-Heino et al. (1 999) and al1 

agree that such children need to be identifïed and helped. 

In ternis of group wmparisons, various statistical analyses were 

conducted on the survey questions to detemine whether there were diierences 

in ternis of gender, grade level, birth order, or cultural background. Statistically 

signincant findings were found when gender was examined in reference to the 

statements that were addressed by the 7 themes or clusters: Ways of Being 

Bullied, Social Isolation, Losses, Emotional Paralysis, Alienation, Desires to 

Cope, and Tactics to Deal with Being Bullied. Statistically significant findings 

were found to exist between males and females for 13 variables (statements) 

that represented the 7 themes. 

In tems of Ways of Being Bullied, males were more likely than females 

to report that they were assaulted, locked into a roomiiocker, and had their 

belongings stolen or broken. These findings are also supported by existing 

research, in that males, more than females, tended to experience more 

aggressive forms of being bullied (Batsche & Knoff, 1994; Olweus, 1996). 

Statistically signlcant results, however, were not found to exist for females and 

exclusion. which was typically found in earlier studies (Bernstein & Watson, 

1997; Boulton 8 Underwood, 1994; Hoover et al.. 1993; Olweus, 1996; Whitney 

& Smith, 1993; Sharp. 1995). Gander differences were also not found for other 

modes of bullying, such as being called names, being üireatened, or being 

bullied about their marks, looks, or cultural background. 

Fernales in this study, however, were more likely than males to report 

that they believed what the bully said about them, that being bullied made them 

want to crawl into a hole and stay thete. that being bullied made them feel sad, 



that being bullied made them lose confidence in themsehres, that being bullied 

made them feel lonely, that they tried to ad like that they didn't care, and that 

they were nice to the bully so that helshe would stop bullying them. Males, on 

the other hand, were more likely than females to report that they wanted to kick 

the bully's butt, and that they have fought back. 

Other questions on the survey addressed feelings of safety, frequency 

rates of bullying, which gender bullied them, and whether they shared their 

experience with others. Statistically significant differences were not found to 

exist between males and females in respect to frequency of bullying. In ternis of 

feelings of safety, however, females were more likely than males to endorse that 

they felt safe while at school. In ternis of which gender bullied thern, the majority 

of males indicated that other males had bullied them, whereas females tended to 

report being bullied by females as well as males. This finding is also supported 

by existing research (Boulton, 1996; Boulton & Underwood, 1994; Hoover et al., 

1993; Whitney & Smith, 1993). Another interesting finding was that 2% of males 

reported that they were only bullied by females. Such a finding, according to 

Boulton (1996), needs to be examined more closely, since there are reasons to 

suggest that males who are bullied extensively by females are at a higher risk for 

feelings of distress. Because issues of domhance appear to be more important 

for males, an individual male may be viewed more negatively by his peers if he is 

bullied by a female, as opposed to a male. It would be interesting, therefore. for 

tesearchers to conduct further research in this area, to explore the 

consequences for males and females who were bullied exclusively by people of 

the other gender, as opposed tu being bullied by their own gender. 



Significant findings were also found to exist between males and females 

in reference to the sharing of their expenence with others. Fernales were more 

likely than males to report that they had talked about their experience with 

another person. 

Grade level was the next variable to be examined. Differences were 

found to exist between grade level and to whom, if anyone, they chose to 

disclose their experience. Results indicated that children in grade 9 were more 

likely than children in grades 7 and 8 to report that they did not share their 

experience with anybody. This finding is supporteci by research, where it was 

found that younger children were more likely than older children to share their 

experiences with school personnel andor parents (Charach et al., 1995; Whitney 

& Smith, 1993). The possible reason for this finding might be that as children 

get older, they are more likely to perceive that adults will probably either not 

intewene, or that if they do, will most likeiy be ineffective in their efforts (Charach 

et al., 1995). 

Bitth order was examined next Only bom children were more likely than 

children of other birth orden to have told someone about their experience of 

being bullied. There does not seem to be any research. however, to support this 

finding. Further research in this area is needed. 

The last variable that was examined in the survey was cultural 

background. Signifcant differences were found to exist between cultural 

background and what children thought their teachers would do about bullying. 

Caucasian-Canadians were more likely than Asian-Canadians and people of 

other cultures to report that teachers did nothing to stop bullying. Caucasian- 



Canadians were also more likely than Asian-Canadians to report that they have 

stayed away from school because of bullying . 
Asian-Canadians, on the other hand, were more likely than Caucasian- 

Canadians to state that they were bullied by a small group of people. People 

from other cultures (i.e. First Nations-Canadians, Indo-Canadians, and African- 

Canadians) were more likely than Caucasian-Canadians and Asian-Canadians 

to endorse that they were bullied by "a lot? of people. 

In t e n s  of the ways children were bullied, children from Asian and other 

cultural backgrounds were more likely than those of Caucasian backgrounds to 

report they had been bullied about their cultural background. This finding has 

received sorne research support (Ambert, 1 994; Kiang & Kaplan, 1994; Moran, 

Smith, Thompson, & Whitney, 1993). Caucasian-Canadians were more likely 

than Asian-Canadians to report that they were threatened. People frorn other 

cultures were more likely than Asian-Canadians to report having their belongings 

stolen. Caucasian-Canadians were more likely than Asian-Canadians and 

people from other cultural backgrounds to report being excluded. Cultural 

background differences were not found with other modes of bullying, such as 

being called names, being bullied about marks, looks, being locked into a room 

or locker, or having their things broken. These results, therefore, appear to 

indicate a non-racial bias in ternis of how children were being bullied. Future 

research, however, needs to be conducted to confirm these results. 

The survey instrument that was utilized will need some refinernent before 

its next use. Certain questions, for example, need to be re-worded for clarity. 

The advantage of utilizing this survey, however, was that it was developed out of 

statements generated by the children themsehres. Because of this, many of the 



staternents were extremely powerful and to the point. Also, since the main 

themes of what it is like to be bullied have now been identified, a greater 

understanding of the experience is possible. Tailor-made interventions for 

individual needs can perhaps be developed to help children cope with being 

bullied. The suwey, once it has been refined, could also be Wlized as a 

measure to detemine the efficacy of certain intervention programs. 

Conclusion 

The goals of this study were to explore the experience of being bullied 

during childhood andlor adolescence. to discover whether these findings 

reflected themes or categories, to detemine the extent to which other children 

had similar experiences, and to determine if these experiences differed 

on variables such as gender, grade level, birth order, or cultural background. 

At the conclusion of the first part of this study, 91 statements outlining 

what it was like to be bullied from the perspective of the children themselves 

were obtained. A concept map was then developed from these statements. A 7- 

cluster solution was chosen to describe the themes that emerged, al1 describing 

the experience of being bullied. 

The sunrey data suggested that children who indicated they had been 

bullied also reported varying levels of distress. A total of 86.13% of junior high 

school students indicated they had been bullied. The most common form of 

bullying was name-calling, which was followed by physical assaults, both 

supported by existing research. In ternis of reacüons to being bullied, the 

number one ranking statement was 'i wanted to kick their buW, which was 

followed by 'Being bullied made me feel ma@. Unfortunately, there appears to 



be lMe research support in reference to feelings of anger ancilor revenge as it 

relates to being bullied. Much of the previous research has focused on low self- 

esteem, depression, social cornpetence, and the like. Further research in aiis 

area is definitely needed. 

Statistical analyses were done to detemine whether there were any 

gender, grade level, birth order, or cultural background differences in reference 

to the experience of being bullied. Statistically signiRcant results were obtained 

for gender, grade level, birth order, and cultural background with reference to the 

seven themes that emerged from the concept map. Statistically significant 

diierences were also found for other variables such as: feelings of safety, 

which gender bullied them, whether they shared their experience with others, 

who they chose to tell about their experience, whether telling helped to resolve 

the problem, what they said teachers did about bullying, the number of children 

that bullied them, and whether they stayed away from school because of 

bullying. It is important to note. however, that while there was evidence of 

differences between groups, in many cases the mean differences were not that 

different from each other. Caution, therefore, needs to be utilized when 

interpreting the results. 

It is also beneficial to view the obtained results from a clinical perspective 

as well, not just from a statistically significant viewpoint. Much of the data 

provides rich and powerful information about what it is Iike to be bullied, and 

should be taken into account when deciding upon appropriate interventions. 



Limitations of the Shrdv 

Since the purpose of the study was to explore the experience of being 

bullied during childhood andlor adolescence, the obtained findings are 

preliminary. The following limitations should be taken into account in interpreting 

the data. To begin with, only 6 junior high schools parücipated in the survey part 

of this study. While every effort was made to ensure that the six schools 

represented al1 regions of the city and thereby approximated the junior high 

school population in the rest of this city, caution still needs to be utilized when 

making any generalizations about the results. In addition. only one class from 

each grade (7,8, and 9) participated from each school. 

Furthemore, this sample was obtained from only one city in Canada, and 

is, therefore, not representative of al1 junior high school students in other parts of 

the country or the world. As with past samples of studies relating to bullying and 

peer victimization, this sample consisted rnainly of Caucasian junior high school 

students. While every effort was made to survey a school fmm each region that 

was representative of al1 socio-economic and cultural backgrounds. caution 

needs to be utilized when interpreting or applying the results to other individuals 

of other backgrounds. 

It is also important to note that the list of staternents that made up the 

concept map may not necessarily cover the entire domain of the experience of 

being bullied. Unknown areas of the experience may still need to be explorad. 

Finally, because concept mapping produces preliminary data about a 

particular issue, further research is needed to establish the bigger picture about 

what ït is Iike to be bullied. 



lm~lications for Practice 

The findings of this study indicate that bullying needs to be taken more 

seriously than it now is. The fint theme from the study, Ways of Being Bullied, 

deserves immediate attention. Children are reporüng that they are being 

physically and psychologically abused. Action needs to be taken to address this 

issue in the schools. 

The theme of Social isolation also deserves attention. Many children who 

are bullied report feelings of loneliness and isolation. Social supports need to be 

identified andlor established. Some students also reported that teachers didn't 

do anything to provide assistance. Further exploration of the dmering 

perceptions of students and teachers as to what constitutes "effective 

assistance" is in order. In any case, teachers, principals, and counsellors need 

to be educated about bullying, and that they need to take appropriate action to 

deal with such incidents when they arise. 

The theme of Losses is also important to consider. Certain children 

report losing their ability to cope or their ability to concentrate. Other losses were 

more concrete, such as falling grades, or a loss of friends. 

The thernes of €motional Paralysis and Ailenation deserve special 

attention. Many children reported feeling angry andlor vengeful. Others 

reported feeling helpless, scared or sad. Some were even suicidal. lrnmediate 

assistance in the form of crisis intenrention counselling needs to be provided in 

these cases. A person who has been bullied needs to be heard, have their 

experience understood, and be allowed to taik about their experience. ln 

addition, counselling needs to be provided to bullies. They too, need to be heard 



and have their experience understood. Long terni cornmitment to the victim as 

well as to the bully may well be needed. 

The themes of Desires to Cope and Tacfics to Deal With Being Bullied 

suggest that children have made attempts to cope with their situation. Many, 

however, report that their attempts failed to work. Prograrns need to be 

developed to help thern leam additional strategies to handle situations that 

involve bullying. Programs in assertiveness training andor conflict resolution, for 

example, may be directions worth pursuing. lndividualized programs tailored 

made for individual students also need to be established. 

Above all, teachers, school administrators, and counsellors should not 

look the other way. lmmediate but appropriate action should be taken. Non- 

hostile and non-physical sanctions should be applied when rules are violated and 

a classroom action plan should be developed. Parents should also become 

involved. In ternis of overall education. students should be encouraged to 

explore their own experience of being bullied through discussion, writing, 

drawing, acting, and similar activities. 

Future Research 

The results obtained from this study have implications for future research. 

Additional studies need to be conducted to validate the findings and to explore 

their reliability with other groups of junior high school students. As well, because 

of the importance of this issue, similar studies need to be conducted in other 

countries as well. 

Further research is needed to specifcally explore the feelings of anger 

andlor revenge that were experienced by many who were bullied. Much of the 



existing research on bullying has related to o h r  reactions such as fear, anxiety, 

Ioneliness, sadness, and the like. Not much has been accomplished in the area 

of anger, and of how it relates to the experience of being bullied. Since it has 

been documented that certain children who are highly distressed by being bullied 

have retaliated against their perpetrators by injuring or killing thern, further 

research is definitely needed in this area. 

It might also be important to conduct further research in the area of birth 

order and how it affects coping ability as it relates to the expenence of being 

bullied. 

In reference to the concept mapping part of this study, further statement 

generation is needed to develop the second question that was asked of the 

junior high school students. The second question that was initially asked was: 

What is it like to watch someone else being bullied?" Only 26 statements were 

obtained from this study. Furthet statement generation, therefore, would be 

necessary before a concept map and relevant themes can effectively be 

developed. 

It would also be useful to conduct a similar study from the viewpoint of 

teachers, principals, and parents to obtain their perceptions of the problem. 

Interestingly, when this researcher was initially obtaining consent from the 

principals at the 6 schools, one particular principal told the researcher that there 

was no need to investigate bullying at his school because he felt that bullying did 

not occur at his school, and mentioned that the children at his school knew the 

difference between acceptable behaviour and unacceptable behaviour! Results 

obtained from his school, however, were comparable to those that were obtained 

at other schools, in that similar findings were obtained in reference to frequency 



rates of bullying, modes of bullying, traumatic reactions to be bullied, and the 

like. His perception, therefore. was diierent from that of the children at his 

school. 

l nvestigation of aie issue of cross-gender bullying, particularly as it 

relates to boys who are exclusively bullied by girls would also be of interest. 

Much of the research in this area has discovered that it is not uncornmon for girls 

to be bullied by both girls andlor boys, but that it was relatively uncornmon for 

boys to be exclusively bullied by girls. Since it has been reported that boys who 

are bullied extensively by girls are at a higher risk for feelings of distress 

(Boulton. 1996). it would be important to research this further to obtain a deeper 

understanding of the issue. 

Research also needs to be conducted to further define what is clearly 

meant by bullying. Many definitions exist, with some researchers emphasizing 

that being bullied ''oncen should not count as bullying, that only repeated 

episodes of harassrnent should be labelled as bullying (Besag, 1989; Olweus, 

1996). Other researchers, however, have disagreed. saying that the a single 

episode should count, that it should not need to be repeated in order to be 

labelled as an incident of bullying (GuMelines on Countering Bullying Behaviour 

in Primary and Post-Primary Schools, 1993; Randall. 1997; Smith & Sharp, 

1994). Being physically attacked, for example, would count as an episode of 

bullying, even if it is the first or only episode; one does not have to wait for other 

incidents to occur before it constitutes bullying. Because all research is typically 

guided by how a concept is defined. it would be important to c l am the definition 

before fu rther research is conducted. 



It might also be important to conduct fumer research in the area of long- 

terni effects of being bullied dunng childhood. to determine the impact, if any, on 

emotional functioning in adult relationships, career choice, etc. Similarly, it 

would be interesting to determine if any long terni effeds exist for individuals 

who bully others, specifically for those who have not received a criminal 

conviction, since previous investigation in this area (Olweus, 1997) was done 

with individuals who were suspected of having a conduct disorder. 



References 

Adams, L., & Russakoff, D. (1999, June 13). High schools' %ult of athletew 

under scrutiny, Washington Post (On-Une). 5 pages. Available HlTP: 

http~/www.bouldeme~~.mm/shooting/l 3aathl.html 

Ambert, A. (1994). A qualitative study of peer abuse and its effects: 

Theoretical and empincal implications. Journal of Marriage and the 

Family, 556.1 1 9-1 30. 

Arora, C.M.J. (1994) Is there any point in tryhg to reduce bullying in secondary 

schools? A Wo year follow-up of a wholaschool anti-bullying policy 

in one school. Educational Psychology in Fracfice, 10(3), 1 55-1 62. 

Association for Advanced Training in the Behavioral Sciences. (1 999). Social 

P s ~ c ~ o I o s ~ ,  California: Author. 

Bandura, A. (1983). Psychological mechanisms of aggression. In R.G. Geen 

and E.I. Donnerstein (Eds.), Aggression: Theoretical and Empin'cal 

Reviews (VOL 1, pp. 140). New York: Academic Press. 

Baron, R.A., & Richardson, D. (1 994). Human Aggression New York: 

Plenum. 

Barone, F. (1997). Bullying in school. Phi Delta Kappan, 79(1), 80-83. 

Batsche, G.M., & KnofF, H.M. (1994). Bullies and their victims: Understanding a 

peivasive problern in the schools. School Psychology Revie w, 23(2), 

1 65-1 74. 

Baumeister, R., Smart, 1.. & Boden, J. (1 996). Relation of threatened 

egotism to violence and aggression: The dark sida of self-esteem. 

Psychological Revie W. 103.5-33. 



Berkowitz, L. (1 971). The contagion of violence: An S-R mediational 

analysis of sorne effects of observed aggression. In W. Arnold and M. 

Page (Eds.), Nebraska symposium on Motivation, Vol 18. Lincoln: 

University of Nebraska Press. 

Berkowitt, L. (1 993). Aggression: Ifs Causes, Cunsequences, and Control. 

New York: McGraw-Hill. 

Bernstein, J.Y., & Watson, MM. (1997). Children who are targets of 

bullying. Joumal of lnterpersonal Violence, 12(4), 483-498. 

Besag, V. (1 989). Bullies and Wctims in Schools. Milton Keynes: Open 

University Press. 

Borg, W .R., & Gall, M.D. (1 989). Eduwtional Research: An introduction (5th 

ed.). New York: Longman. 

Boulton, M.J. (1 996). Bullying in mixed sex groups of children. Educational 

PSUC~OIO~Y, 1 6(4), 439-443. 

Boulton, M.J., 8 Underwood, K. (1 992). BullyEvictim problems among middle 

SC hool c hild ren . British Journal of Educa tional Psychology, 62,7387. 

Bowers, L., Smith, P.K., & Binney, V. (1992). Cohesion and power in the 

families of children involved in bulIyMctim problems at school. 

Joumal of Family Therepy, 74,371 -387. 

Bowers, L., Smith, P.K., & Binney, V. (1 994). Perceiveci family relationships of 

Bullies. victims, and bully/victims in middle childhood. Joumal of Social 

And Personal Relationships, 1 1,215-232. 

Bowlby, J. (1973). Attachment and loss: Vol. 2. Separation. New York: Basic 

Books. 



Branwhite, T. (1 994). Bullying and student distress: Beneath the tip of the 

iceberg . Educa fional PsychoIogy, l4#(l). 59-71 . 

Brown University C hild & Adolescent Behavior Letter (1 996). Bullies See More 

of TV Violence, Less of Adulfs, lZ(70). p. 6. 

Buss, A.H. (1961). The PsychoogyofAggressiun. New York: Wiley. 

Cartwright, N. (1 995). Combating bullying in a secondasy school in the United 

Kingdom. Journal for a Just and Caring Education. l(3). 345- 353. 

Charach, A.; Pepler, D; & Ziegler, S. (1 995). Bullying at school: A Canadian 

perspective. Education Canada. 35(1). 1 2-1 8. 

Clarke, E.A., & Kiselica, M.S. (1 997). A systemic counseling approach to 

the problem of bullying . Elementary Schoul Guidance d Counseling, 

31,310-325. 

Coie, J.D. & Cillessen, A.H.N. (1993). Peer rejection: Origins and effects on 

children's development. Curent Directions in PsychulogEcal Science, 

2(3), 89-92. 

Colvin, C.R., Block, J., 8 Funder, D.C. (1 995). Overly positive self- 

evaluations and personality: Negative implications for mental health. 

Journal of Persona/@ and Social Personal& 68.1 152-1 1 62. 

Craig, W .M. (1 998). The relationship among bullying , victimization, 

depression, anxiety, and aggression in elementary school children. 

Persona/& and Indivdual DDitrences, 24(1), 123-1 30. 

Crick, N.R., & Dodge. K.A. (1 994). A review and refomulation of social 

information-processing mechanisms in children's social adjustment. 

Psychologica/ Bulletiny 7 15.74- 1 O1 . 
Cunen, R. (1999, May, 2). Grieving priest prays for peace, Calgaiy Herald 



(On-Line). 3 pages. Available HTTP: 

httpY/www.n~.carleton.ca/gcudtaber.h~l 

Daughtry, D., & Kunkel, M.A. (1993). Experience of depression in college 

students: A concept map. Journal of Counseling PsychoIogy, 49, 

3 1 6-323, 

Dawkins, J. (1 995). Bullying in schools: Doctors' responsibiliües. British 

Mediwl Journal, 3 IO, 274-275. 

Dawkins, J., & Hill, P. (1995). Bullying: Another fom of abuse? In David 

J.J. (eds.). Recent AdVances in Paediatrics, 13. Edinburgh, 103-122. 

Deluty, R.H. (1981). Alternative-thinking ability of aggressive, assertive, and 

subm issive children. Cognitive Therapy and Research, 5,309-3 1 2. 

Dodge, K.A. (1986). A social information processing model of social 

cornpetence in children. In M. Perlmutter (Ed.), Minnesofa Symposium 

on Child Psychology (pp. 77-1 25). Hillsdaie, NJ: Lawrence Erlbaum. 

Dodge, KA., & Sornberg, D.R. (1 987). Hostile attributional biases among 

aggressive boys are exacerbated under conditions of threats to the 

self. Child Development, 58(2), 21 1 -224. 

Dollard, J. (1 939). Fwstratim and Aggression. New Haven: Y aie University 

Press. 

Duncan, R.D. (1 999). Maltreatment by parents and peers: The relationship 

between child abuse, bully victimization, and psychological distress. 

Child Maltreatment, 4(1), 4556. 

Egan, S.K., & Perry, D.G. (1 998). Does low self-regard invite victimization? 

Developmental Psychology, 34(2), 299-309. 



Eron, L.D. (1994). Theories of aggression: From drives to cognitions. In 

L.R. Huesmann (Ed.), Aggressive Behavior: Current Perspectives 

(pp. 33-1 1). New York: Plenum Press. 

Eslea, M. & Smith, P.K. (1 998). The long-tem eff ectiveness of anti-bullying 

work in prirnary schools. Educational Research, 40(2), 203-21 8. 

Farrington, D.P. (1 991 ). Childhood aggression and adult violence: Early 

precursors and later life outcornes. In D.J. Pepler 8 K.H. Rubin (Eds.), 

The Development and Treatment of Childhood Aggression (pp. 5-29). 

Hillsdale, NJ: Lawrence Erlbaum. 

Floyd, N.M. (1 985). Pick on somebody your own size!: Controlling 

vlctimization. The Pointer, 29(2), 9-1 7. 

Foltz-Gray, D. (1 996). The bully trap. Teaching Tolerance, 5(2), 1 8-23. 

Forero, R., McLellan, L., Rissel, C., & Bauman, A. (1999). Bullying behaviour 

and psychosocial health among school students in New South Wales. 

Australia: Cross-sectional sutvey. British Medical Journal, 319, 344- 

348. 

Friedrich, L.K., 8 Stein, A.H. (1 973). Aggressive prosocial television 

programs and the natural behavior of preschool children. Monographs 

of the Society for Research in Child Development, 38 (4, Whole No. 

151). 

Froschl, M., & Gropper, N. (1 999). Fostering frîendships, curbing bullying. 

Educational Leadership, 56(8), 722-76. 

Gran?. L.C. (1 997). Impact of Mulope Sclerosis on Mantaal Me. Unpublished 

doctoral dissertation, University of Alberta, Edmonton, Alberta, 

Canada. 



Greenbaum, S. (1 987). What can we do about schoolyatd bullying? 

Principal, 67(2). 21 -24. 

Guidelines on Countering Bullying Behaviour in Primary and Post-Primary 

Schools (1 993). Department of Education, Dublin: Government 

Supplies Agency. 

Harler, R. (1 994). Bullying breeds violence: You can stop it! Leaming, 22(6), 

3841. 

Hazler, R. J. (1996). Bystanders: An overlooked factor in peer on peer abuse. 

The Journal for the Professional Counselor, 1 1 (Z), 1 1 -21. 

Hazier, R.J., Hoover, J.H., Oliver, R. (1991). Student perceptions of 

victimization by bullies in school. Joumal of Humanistic Education 

and Development, 29? 143-1 50. 

Hazler, R.J., Hoover, J.H., Oliver, R. (1992). What kids say about bullying. 

The Executive Educator, 14(11). 20-22. 

Hoover, J., & Hazler, R.J. (1 991 ). Bullies and victims. Elementary Schooi 

Guidance and Counseling, 225,212-21 9. 

Hoover, J.H. & Juul, K. (1 993). Bullying in Europe and the United States. 

Journal of Emotional and Behavioral Problems, 2(1), 25-29. 

Hoover, J.H.; Oliver, R.L.; Thomson, K.A. (1993). Perceived victimization by 

school bullies: New research and future direction. Joumal of 

HumaniMc Education and Developrnent, 32(2). 76-84. 

Home, A.M. & Socherman, R. (1996). Profile of a bully: Who would do such a 

thing? EducationaI Horizons, 74(2), 77-83. 

Horton, R.W., & Santogrosse, PA. (1 978). The effect of adult commentary 

on reducing the influence of televisad violence. Personal@ and Social 



Psychology BuIIetin, 4,337440. 

Huesmann, LR., & Eron, L.D. (1 986). Television and the Amenain Chjld: 

A Cross-National Cornparison. Hillsdale, NJ: Erl baum. 

Johnson, R., & Wichem. D.W. (1 998). Applied Multivanate Staüstical Analysis 

(4" ed.). New Jersey: Prentice Hall. 

Kaltiala-Heino, R., Rimpela, M., Marttunen, M., Rimpela, A., & Rantanen, P. 

(1 999). Bullying, depression, and suicida1 ideation in Finnish 

adolescents: School survey. British Medical Journal, 319, 348-351. 

Kiang, P.N. & Kaplan. J. (1994). Where do we stand? Views of racial conflict by 

Vietnamese American high school students in a black-and-white context. 

The Urban Review, 26(2), 95-1 1 9. 

Kidder, L.H. (1 981 ). Research Metnods in Social Relations (4' ad.). New 

York: Holt, Rinehart & Winston. 

Kochenderfer, B.J., & Ladd, G.W. (1 996). Peer victimization: Cause or 

consequence of school maladjustment? Child Development, 6 7 0 ,  

1305-1 31 7. 

Kunkel. M. (1 991, Aug ust). Concept Mapping Applications in Counseiing 

Psychology Research. Symposium pnsented at the 9gh Annual 

Convention of the Amencan Psychological Association. San Francisco. 

Kumpulainen, K., Rasanen, E., Henttonen, I., Alrnqvist, F., Kresanov, K., Linna, 

S., Moilanen, I., Piha, J., Puura, K., & Tamminen, T. (1998). 

Bullying and psychiatrie syrnptoms arnong elementary school-aga 

children. Child Abuse and Neglect, 22(7,?O!Xl7. 

Lacbne, K. (1 996). Concept Mapping Wives Adaptation to Husbands WiU, Brain 

Injuries. Unpublished Masters Thesis, University of Alberta, Edmonton, 



Alberta, Canada. 

Lane, D.A. (1 989). Bullying in school. School Psychology Intemationait 10(3). 

21 1-21 5. 

Lewinsohn, P.M., Rohde, P., & Seeley, J.R. (1 993). Psychosocial characteristics 

of adolescents with a history of suicide atternpts. Journal of the Amencan 

Academy of Adolescent Psychiatry, 32(1), 60-68. 

Loeber, R., & Dishion, T. (1 983). Early predictors of male delinquency: A 

review. Psychological Bulletin, 94,69-99. 

Lowenstein, LF. (1 978). The bullied and non-bullied child. Bulletin of the 

British Psychological Society, 3 1,3 1 6-3 1 8. 

McClure, M., & Shirataki, S. (1 989). Child psychiatry in Japan. Journal of 

the American Academy of Child and Adolescent Psychiatry, 28(4), 

488-492. 

Miller, W. (1 996). Vocational Stress in Protestant Clergy. Unpublished 

doctoral dissertation, University of Alberta, Edmonton, Alberta, 

Canada. 

Moran, S., Smith. P.K., Thompson. D., & Whitney, 1. (1993). Ethnic 

differences in experiences of builying: Asian and white children. 

British Journal of Educational P sychology, 63,431 -440. 

Mynard, H. & Joseph, S. (1997). Bully/victim problerns and their association 

with EysencKs personality dimensions in 8 to 13 year-olds. British 

Joumal of Educational Psychology, 67,51-54. 

Neary, A., & Joseph, S. (1 994). Peer victimization and its relationship to self- 

concept and depression among schoolgirls. Personal@ and 

Individual Differences. 16(1), 1 83-1 86. 



Nolin, M. J . , & Davies, E. (1 996). Student victirnization at school. Journal of 

School Health, 66(6), 21 6-222. 

Oliver, R., Hoover, J.H., & Hazler, R. (1994). The perceived roles of bullying 

in small-tom rnidwestem schools. Journal of Counseling and 

Development, 72,416-420. 

Oliver, R.; Oaks, LN.; Hoover. J.H. (1 994). Family issues and interventions 

in bully and victim relationships. The School Counselor, 41(3). 199- 

202. 

Olweus, O. (1978). Aggression in the Schools: Bullies and Whipping Boys. 

Washington, DG: Hemisphere. 

Olweus, D . (1 989). Questionnaire for Students: Junior & Senior Versions. 

Unpublished manuscript, University of Bergen, Norway. 

Olweus, D. (1 991). Bully/victim problems among school children: Basic facts 

and effects of a school based intervention program. In D. Pepler & K. 

Rubin (Eds.), The Development and Treatment of ChildhOOd Aggression 

(pp. 41 1 -41 8). Hilldale, NJ: Erlbaum. 

Olweus, O. (1 993). Bullying At Schod: What We Know And What We Can Do. 

Oxford, UK: Biackwell. 

Olweus, D. (1996). Bullyhnctim problems at school: Facts and effective 

intervention. Reciaiming Children and Youth: Journal of Emotional 

and Behavioral Problems, 5(1), 1 5-22. 

Olweus, D. (1 997). BullyEvictim problems in school: Facts and intervention. 

European Journal of Psycholosy of Education, 12(4), 4955-51 0. 

O'Moore, M. (1 990). Bullying in schools. Western Eumpean €ducation# 22(1), 

92- 1 1 7. 



Papple, S., Roberts, M., Keating, J., & Fraser, K. (2000, March 17). Suicide 

Probe begins: Teachers required to report al1 bullying under the 

school's zero-tolerance policy, Vancouver Province (On-Une). 3 pages. 

Avai table HTTP:httpY/www.vanco werprovince.com/newsite/news/ 

00031 7/3T13304. htrnl 

Patterson, G R ,  DeBaryshe, B.D., and Ramsay, E. (1 989). A developmental 

perspective on antisocial behavior. Amencan Psychologist, 44,329- 

335. 

Pepler, D.J., Craig, W.M., Ziegler, S., & Charach, A. (1 994). An evaluation 

of an ana-bullying intervention in Toronto schools. Canadian Journal 

of Community Mental Health, 13(2), 95-1 1 0. 

Perry, D.G., Kusel, S.J., & Perry, LC. (1988). Victirns of peer aggression. 

Devalopmental Psychology, 24,807-81 4. 

Perry, D.G., Willard, J.C., 8 Peny, L.C. (1 990). Peers' perceptions of the 

consequences that victimized children provide aggressors. Child 

Development, 61 (5), 1 31 0-1 325. 

Prewitt, P.W. (1 988). Dealing with ljime (bullying) among Japanese 

students. School Psychology lntemational, 9,189-1 95. 

Randall, P. (1 997). Adult Bullying: Perpetrators and Victirns. London: 

Routledge. 

Rem boldt, C. (1 998). Making violence unacceptable. Educational 

Leadershipt 56(1), 32-38. 

Rigby, K. (1 993). School children's perceptions of their familias and parents as 

a function of peer relations. Joumsl of Genetic Psychology, 1154. 501 - 
51 4. 



Rigby, K. (1 994). Psycho-sociai fundionhg in families of Australian adolescent 

school children involved in bully-victim pro blems. Joumal of Family 

Therapy. 7 6(2), 1 73-1 89. 

Rigby, K. (1 995). The motivation of Australian adolescent schoolchildren to 

engage in group discussions about bullying. The Joumal of Social 

P S Y C ~ O I O ~ ~ ,  1350,773-774. 

Rigby, K. (1 998a). The relationship between reported health and involvement 

in bully/victim problems among male and female secondary 

schoolchildren. Joumal of Health Psychology, 3(4), 465-476. 

Rigby, K. (1 998b). Peer relations at school and the health of adolescents. 

Youth Studies Australia, 7 7(l), 1 3-1 7. 

Rigby, K. (1998~). Suicida1 ideation and bullying among Australian secondary 

school students. The Australian Educatiunal and Developrnental 

PsychoIogist. 15(1), 45-61 . 
Rigby, K. (1 999). Peer victimisation at school and the health of secondary 

school students. Bntish Journal of €ducetional Psychology, 69.95- 

104. 

Rigby, K., Cox, 1.. & Black, G. (1997). Cooperativeness and bullyivictims 

Problems among Australian schoolchildren. Jwmal of Social 

PSYC~OIOS~~ 1 37(3), 357-368. 

Rigby, K.. & Cox, 1. (1996). The contribution of bullying at school and low 

self-esteem to acts of delinquency among Australian teenagers. 

Personality and Individual Differences, 21(4), 609-61 2. 

Rigby, K.. & Slee. PTT. (1991). Bullying among Australian school children: 

Reported behavior and attitudes towards victims. The Journal of Socid 



PSYC~O~W, 13 l(5). 61 5-627. 

Rigby, K., & Slee, P.T. (1 993a). Dimensions of interpersonal relation among 

Australian children and implications for psychological well-being. The 

Joumal of Social P sychoIogy, 133(1), 33-42. 

Rigby, K., & Slee, P.T. (1 993b). The Peer Relations Questionnaire. Adelaide: 

lnstitute of Social Research, University of South Australia. 

Rigby, K., & Slee, P. (1999). Suicidal ideation among adolescent school 

children, involvement in bully-vicürn problems, and perceived social 

support. Suicide and Life-Threatening Behavior, 29(2). 1 1 9- 1 30. 

Rigby, K., Slee, P., & Cunningham. R. (1999). Effects of parenting on the 

peer relations of Australian adolescents. Joumal of Social Psychology, 

139(3), 387-388. 

Roberts, W.B., Jr., 8 Coursol, D.H. (1996). Strategies for intervention with 

childhood and adolescent victims of bullying, teasing, and intimidation 

in school settings. Bementary School Guidance & Counselling. 30, 

204-21 2. 

Roland, E. (1989). Bullying: The Scandinavian research tradition. In D.P. 

Tattum & D.A. Lane (Eds), Bullying in Schools (pp. 21 -32). Stoke-on- 

Trent, UU: Trentharn. 

Roy, S. (1 997). Living with Chronic Pain of Rheumatoid Arthrits. Un pu blished 

master's thesis, University of Alberta, Edmonton, Alberta, Canada. 

Salmhmlli, C., & Kaukiainen, A. (1 999). Self-evaluated self-esteem, peer- 

evaluated self-esteem, and defensive egotism as predictors of 

adolescentsr participation in bullying situaüons. Personality and Social 

Psychology Bulletin. 25(10), 1268-1 279. 



Salmon, G., James, A., & Smith, D.M. (1998). Bullying in schools: Se% 

reported anxiety, depression, and seif-esteern in secondary school 

children. Brifish MedicalJoumal, 377,924425. 

Saunders, C.S. (1997). When push cornes to show: Dealing with bullies 

requires adult intervention. Our Children, 22(4), 34-35. 

Schwartz, D., Dodge, K.A., Pettit, O.S., & Bates, J.E. (1 997). The early 

socialization of aggressive victims of bullying. Child Development, 

68(4), 665-675. 

Shakeshaft, C., & Mandel, L. (1 997). Boys cal1 me cow. Educational 

Leadership, 55(2), 22-24. 

Sharp, S. (1 995). How much does bullying hum The affects of bullying on 

the personal wellbeing and educational progress of secondary aged 

students. Educatiunal and Child Psychology, 12,8 1 -88. 

Sharp, S., & Smith, P.K. (1991). Bullying in UK schools: The DES Sheffield 

bullying project. Early Child Development and Care, 77,47-55. 

Simpson, S. (1997. November 28). Aduit support needed to end bullying, 

expert claims, The Vancouver Sun (On-Une). 2 pages. Available 

HTTP: httpYhullybeware.codstoryl .html 

Singer, J.L., 8 Singer, D.G. (1981). Television, Imagination, and Aggression: 

A Study of P reschoolers. Hillsdale, NJ: Erlbaum. 

Slaby, R.G., & Guerra, N.G. (1988). Cognitive mediators of aggression in 

adolescent offenders: Assessrnent Developmental Psychology, 24, 

580-588. 

Slee, P.T. (1 995). Peer victimization and its relationship to depression among 

Australian prima ry school -dents. Petsonallity and Individual 



Differences, l8(l), 57-62. 

Slee, P.T. (1 993). Bullying: A preliminary investigation of its nature and the 

effects of social cognition. Eady Child Development and Care, 87, 

47-57. 

Slee, P.T. & Rigby, K. (1993a). Australian school children's self appraisal of 

interpersonal relations: The bullying experience. Child Psychiatry and 

Human Development, 34(4). 273-282. 

Slee. P.T., & Rigby, K. (1 993b). The relationship of Eysenck's personality 

factors and self-esteern to bully-vicüm behaviour in Australian 

school boys. Personal@ and Individual Difrences, 14(2), 371 -373. 

Slee, ET., & Rigby, K. (1994). Peer victimisation at school. AECA 

Australian Journal of Eariy Chihihood, 19(1), 3-1 0. 

Smith, P.K., & Sharp, S. (1994). School BuIIyng. London: Routledge. 

Stephenson, P., & Smith, D. (1989). Bullying in the junior school. In D.P. 

Tathirn and D .A. Lane (Eds.), Bullying in Schoots. Stoke-on-Trent: 

Trentham Books. 

Stevens, J . (1 986). Applied Multivana te Sta tistics for the Social Sciences. 

New Jersey: Lawrence Erlbaum Associates. 

Swann, W .B., Jr. (1 990). To be adored or to be known: The interplay of self- 

enhancement and self-venfication. In R.M. Sorrentino & E.T. Higgins 

(Eds.), Handbook of Moavabon and Cognition: Foundations of Social 

Behavfor (Vol. 2, pp. 4ûû-448). New York: Ouilforci Press. 

Tritt, C., & Duncan, R. (1 997). The relationship between childhood bullying 

and young adult self-esteern and loneliness. Journal of Humanistic 

€ducation and Develupment, 36(1), 3545. 



Trochim, W.M.K. (1 989). An introduction to concept mapping for planning 

and evaluation. Evaluation and Program Planning, lZ(7). 1-1 6. 

Trochim, W.M.K. (1 993). The Concept System. New York: Concept Systems. 

Trochim, W.M.K., Cook, J.A., & Setze, R.J. (1994). Using concept mapping 

to develop a conceptual framework of staff's views of a supported 

employment program for ind~duals with severe mental illness. 

Journal of Consulting and Clinical Psychology, 62(4), 766-775. 

Troy, M., 8 Sroufe, L.A. (1987). Victimization among preschoolers: Role of 

attachment relationship history. Joumal of the Amencan Academy of 

Chird and Adolescent Psychiatty, 26,166-1 72. 

Wetherall, W. (1 985). The unfortunate victims of Japan's classroom bullies. 

Far Eastern Economic Review, 128(20), 65-66. 

Whitney, I., & Smith, P.K. (1 993). A survey of the nature and extent of 

bullying in junior/middle and secondary schools. €ducational 

Research, 35(1). 3-25. 

Williams, K., Chambers, M., Logan, S.. & Robinson, D. (1996). Association 

of common health symptoms with bullying in primary school children. 

ürifjsh Medical Journal, 3 l3,17-19. 

Yoshio, M. (1985). Bullies in the classroom. Japan QuaMy,  32(4), 407- 

41 1. 



Letter of Permission to Princbal - Concent Mao Studv - Phase One 

XXXXX, Principal 
XXXXX Community High School 
XXXXXXXXX. 

Dear 

Re: Dissertation Project 
The B~erience of Beina Bullied in Childhood andor Adolescence 

Thank you for your assistance in reference to this project. 

As you know, I wish to conduct a study on buliying for my doctoral dissertation in the 
Department of Educational Psychology at the University of Alberta My supemkor is Dr. 
Len Stewin and his telephone number is XXX-XXXX. 1 wish to examine the expedence 
of being bullled in childhood andor adoimcence. This project has received ap proval 
from the university ethics cornmittee (see attached). 

This will be a two-part study. First, I plan to collect the information by asking junior high 
students to write statements about their experiences on a pre-made response forrn. 
Participants wfl be asked to answer one or both of two questions. The questions witi be: 
What is it like being bullied? or What Is it like to watch someone else being 
bullied? Once this is done, a list of these statements will then be compiled. In part two, 
participants will be asked to rate the extent to which they a h y s  or never experienced the 
particular statement. A six point scale will be utilized. I wi11 need approxirnately 150 junior 
high school students to be volunteers for this study. Participation is voluntary; students 
can withdraw consent from the study at any time, without consequences of any kind. 

Completing the first response form will take 20 - 30 minutes of class time; and three 
weeks later, the second form will be completed in approximately 10 minutes. Students 
will be asked to WOT place their names on the forms. This will ensure anonymity and 
confidentialii of responses. Students wilt have the right to change their minds about 
answering the questions at any point in tirne. It is hoped that information gained from this 
study will provide sorne insight and ideas into helping students to cope with being bullied. 
The resuks of the study will be available to ail who participate. 

Please find attached copies of a letter to parents, consent forms, and response forms 
(that will be provided to students in class). I hope to meet with you soon to discuss this 
project. If you have any questions, please feel free to cal me at XXXX Thank you for 
your assistance. 

Yours respectfuliy, 

Deveda L. Mah, B.A., M A ,  PhD. (cand.) 
Doctorai Graduate Student 



Letter to School Sumrintendent - Conce~t Man Studv - Phase One 

Superintendent XXXXX 
XXXXX Schools 
XXXXXXXX 

Oear XXXXXX: 

Re: Dissertation Project 
The ~x~eriencëof Beina 8ullied in Childhood and/or Adolescence 

My Name is Deveda Mah. I am currently conducting a study on school bullying for my 
doctoral dissertation in the Department of Educational Psychology at the University of 
Alberta. My supewisor is Dr. Len Stewin and his telephone number is XXX-WXX. i wiçh 
to examine the expedence of belng bullied in childhood anal/oradolescence. This 
project has recewed approval from the university ethics cornmittee. 

I hope to complete rny study at XXXXXXXX Junior High School, during the month of May 
and have been in contact with XXXXXX, Principal of the school. Hdshe advised me to 
contact your office for prior approval. 

This will be a two-part study. First, I plan to collect the information by asking junior high 
students to write statements about their experiences on a pre-made response forrn. 
Participants wili be asked to answer one or both of two questions. The questions will be: 
What is it like being bullied? or What is it like to watch someone else being 
bullled? Once this is done, a Iist of these statements will then be compiled. In part 2, 
participants will then be asked to rate the extent to which they always or never 
experienced the particular statement. A six point scale will be utilized. I will need 
approximately 150 junior high school students enrolled in Grades 7 to 9 to participate. 
Participation will be voluntary; students will be able to withdraw consent frorn the study at 
any time, without consequences of any kind. 

Completing the fi& response form wili take 20 - 30 minutes of class time; and three 
weeks later, the second form will be completed in approximately 10 minutes. Students 
will be advised to NOT place their names on the form. This will ensure anonymity and 
confidentiality of tesponses. Students will have the right to change their minds about 
answering the questions at any point in time. It is hoped that information gained from this 
study will provide some insight and ideas into helping students to cope with being bullied. 
The results of the study will be available to all who participate, 

If you have any questions, please feel free to cal1 me at XXXXX or XXWX, Principal at 
XXXX.. Thank you for your consideration. I hope to hear frorn you soon. 

Yours respectfully, 
Deveda Mah, M., M.A., Ph.D. (cand.) 
Doctoral Graduate Student 



Letter to ParentjGuardian - Conce~t M ~ P  Studv - Phase One 

Dear Parent or Guardian: 

My name is Deveda Mah. I am currently conducting a study on school bullying for my 
doctoral dissertation in the Department of Educaüonal Psychology at the University of 
Alberta. My supervisor is Dr. Len Stewin and his telephone number is XXX-XXXX. I wish 
to examine the fiperience of Being Bullfed In Chlldhood and/orAdolescence. This 
project has received approval from the university ethics committee. 

1 hope to complete my study at XXXXX Community High School, during the month of 
May and have received approval from XXXXX, Principal, as well approval from XXXX, 
Superintendent of XXXXX Schools. 

This will be a two-part study. First, I plan to collect the information by asking junior high 
students to write statements about their experiences on a response form. Participants will 
be asked to answer one or both of two questions. The questions will be: What is it Iike 
being buIIied? or What is it Iike fo watch someone else being bullied? Once this is 
done, a Iist of these statements wiil then be compiled. In part 2, participants will then be 
asked to rate the extent to which they always or never experienced the particular 
statement. A six point scale will be utilized. I will need approximately 150 junior high 
students enrolled in Grades 7 to 9 to participate. Participation will be voluntary; students 
will be able to withdraw consent from the study at any time, without consequences of any 
kind. I h o p  that you will provide permission for your child to participate. 

Completing the fit& response fonn will take 20 - 30 minutes of class time; and 3 weeks 
later, the second form will be completed in approxirnately 10 minutes. Your child will be 
advised to not place his or her name on the fom. This will ensure anonymity and 
confidentiality of responses. You as well as your child have the right to change p u r  
minds about answering the questions at any point in tirne- 

It is hoped that information gained from this study will provide some insight and ideas into 
helping students to cope with being bullied. The results of this study will be available to al1 
who participate. 

I will be visiting your child's school over the next two weeks, and will be providing the 
response sheets to junior high teachers at that time. You and your child's consent to 
participate will be helpful and valuable to my research. Please complete the attached 
consent form indicating your choice of consent as to your chiId's participation. Your 
child's consent is required as well. Please feel free to cal me at XXXX or XXXX, 
Principal, at XXXX if p u  have any questions. 1 hank you very much. 

Yours sincerely, 

Deveda L Mah, B.A., MA., PhB. (cand.) 
Doctoral Graduate Student 
Department of Educationai Psychology 
University of Alberta 



Consent Fonn to ParenWGuardians - Conce~t Man Studv - Phase One 

Consent Form 

This study is conducted by Deveda L Mah, a Ph.D degree student in Counselting 
Psychology at the University of Alberta and superviseci by Dr. Leonard Stewin, Professor 
and Chair, Depaitment of Educational Psychology. This study will examine the 
expenence of being bullied in chitdhood andor adolescence. 

Participants wiIf be asked to answer either une or both of two questions that will be stated 
on a pre-prepared response sheet. The two questions will be: What is Çt Iike being 
bullied? or Whst is it Iike to watch someone else belng bullied? The participant wil l 
be advised to not place any identifying information on the response forrns (Le. names, 
etc.). This is to ensure anonymity and confidentiality of the person's information. The 
amount of time required by your chitd is approximately 30 minutes. 

Participants have the rigM to refuse to answer any question and may also withdraw from 
the study at any time without consequences of any kind. Participation is voluntary. 

I HAVE READ AND UNDERSTOOD THE ABOVE AND HEREBY INOICATE THE 
FOLLOWING CHOlCE OF CONSENT: 

I will provide consent for my child 

to participate in this study that investigates the 

Expetience of Being Bullied in Childhood andior Adolescence 

I will not provide consent for rny child - 
to participate in this study that investigates the 

Gcpenence of Being Bulliéd in Chjldhood ancMor Adolescence. 

Signature of Parent: 

Signature of Child: 

Date: 



APPENDIX E 
Concept Map Stud~ - Phase One 

The Erpedence of Be in~  BuIIied in Childhood anNor Adol~scence 

Are you male - or female 

Age: What Grade are you in? 

Please answer Question 1 on thb page or Question 2 on the next page or both: 

1. Whet is it like being bullied? (Use woids that descrlbe your nattions: 
feelings, thoughts, behaviours, actions) 

Use sentence or point form: 

(continue on the back of the sheet if necessary) 



What is A iike to wafch someone else behg bullkd? (Use words that 
describe your reactions: feelings, thoughts, behaviours, actions) 

Use sentence or point forrn: 

(continue on the back of the sheet if necessary) 



1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
1 o. 
II. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
21. 
22. 
23. 
24. 
25. 
26. 
27. 
28. 
29. 
30. 
31. 
32. 
33. 
34. 
35. 
36. 
37. 
38. 
39. 
40. 
41. 
42. 
43. 
44. 

Final Master List of Partici~ant Statements 
to the Question 

'What is it Like Beinci Butlied?" 

I was called names. 
My grades dropped. 
One friend ended up treating me like dirt. 
I was hit, 
I was bullied about my good marks. 
Teachers didn't do anything. 
I was teased about what I wanted to be when I grew up. 
I feP lonely. 
I was thrown against a fence. 
I was called ugly. 
I was teased about my height. 
I felt like killing myself. 
I had cuts, scrapes, and bruises. 
Some of my friends joined the bully in bullying me. 
I wished I were someplace else. 
If i fs all about looks you sometimes feel that's all they see in you. 
Other people were afraid to be nice to me. 
I was bullied about wearing braces. 
I was bullied by people older than me. 
I was judged about what I did. 
People hate me because I'm different. 
I was scared to go to school. 
I felt embanassed when it happened. 
I really got down on myself. 
I was teased about my weight. 
I wished I were someone else. 
I started to believe what the bully said about me. 
I felt I did something wrong to deserve being bullied. 
I became stronger as a person. 
I lost most of my friands. 
1 felt I couldn't trust anyone. 
I couldn't concentrate in dass. 
I felt relieved when school was ove?. 
I felt like I did something wrong. 
I wanted to crawl into a hole and stay there. 
I started to cry. 
I felt as small as an ant. 
I felt sad. 
I wondered why they chose me. 
I was too afraid to cry. 
I felt out of place. 
I was kicked. 
1 felt nervous. 
I wanted to be as cool as they were. 



I was afraid to tell the teacher. 
I felt like a loser. 
I wished the bully felt what I felt 
l felt better when my friends told the bully to stop. 
I lost confidence in myself. 
I felt mad. 
I was glad when the bully decided to pick on someone else. 
I felt that nobody cared. 
I yelled at the bully. 
I wondered whether my life was worth this abuse. 
I ignored the bully but it didn't work 
Being bullied hurt me more inside than outside. 
I felt annoyed. 
I told thern to stop bullying me. 
I felt stupid. 
I ran away from the bully. 
I felt that I did not deserve to exist. 
I wanted to cry but didn't because they would bug me more if I did. 
1 was punched. 
I felt that everyone was against me. 
I felt Iike a nothing, sometirnes a lesser person than the bully. 
I tned not to show the bully that I was hurting inside but it was hard. 
I shared everything with MoWDad. 
I smart-mouthed the bully but B didn8t work. 
I felt unwanted. 
1 wanted to kick their ass. 
I was too scared to fight back. 
I pretended to look brave. 
I felt used. 
I wanted to trade places with the bully to show him how it felt. 
I tried to avoid the bully. 
I kept everything inside. 
I tried to talk to the bully. 
I never told MomlDad because they might have gone to the teacher. 
I pointed out someone else they could bully instead. 
I felt that I couldn't do anything right. 
I tried to act as if I didn't care. 
I thought about bullying someone else. 
I hid from the bully. 
I was slapped. 
1 felt fnistrated. 
I pretended to be sick so I didn't have to go to school. 
I fought back. 
I was nice to the bully so that helshe would stop bullying me. 
I wanted to stay home al1 the tirne. 
I was afraid about what would happen next 
1 wanted thern to leave me alone, 



final Master Ust of Participant Statements 
ta the Question 

"What is it like to Watch Someone Else Beina Bullied?" 

I felt sorry for the person being bullied. 
I felt scared that if I tried to stop it that I would be ne*. 
I was glad it wasn't me. 
I felt angry at the buliy. 
I felt bad for being a spectator. 
I felt sad for the penon. 
Some kids asked for it, because they acted weird. 
1 wanted to ernbanass the bully. 
I wanted to help but didn't know what tu do. 
It did not bother me to watch. 
I felt like beating the bully up. 
I wondered why teachers didn't notice what was happening. 
I felt it was cool. 
I felt dirty when I helped the bully. 
I thought it was funny. 
Bullies caused hurt to others because they have problems of their 
own. 
I felt uncomfortable being around the bully. 
I felt the bully was a jerk. 
I wished they stood up for thernselves. 
I felt bad because I knew how it felt to be bullied. 
I didn't want to be near the victim because I might have been next. 
I told the bully to stop. 
I spoke to the person afterwards to see if helshe was okay. 
I didn? like the person so I did nothing. 
I joined the bully. 
I told the person to ignore the bully. 



Cover Letter to Sortina Particinant8 - Phase Two 

To Co-Researchers: 

I am conducting a study on school bullying for my doctoral dissertation in Counseliing 
Psychology at the University of Alberta and am specificalty examining the Ekperfence of 
Being BuIlid in Childhood and/orAdolescsnce. It is hoped that information gained 
from this study will provide some insight and ideas into helping students to cope with 
being bullied. 

Phase One of this study involved obtaining written statements from junior high students 
who described from their perspective, whaf It was Iike to be bullied. Phase two of the 
study will involve sorting these statements into groups or thernes that will describe their 
experience. 

I need your assistance in helping me with the sorting section of this project. If you are 
able to help me with this project, please take a few minutes to complete the enclosed 
task, Your answers are completely anonymous and confidential, so please do not place 
your name on the sheet of paper. Retum of the sorting slips will be viewed as a consent 
to participate in this study. Since this task is voluntary, you may choose to withdraw your 
participation at any time, 

Thank you for your willingness to take part in this project. Your time and effort is sincereiy 
appreciated. If you have any questions, please contact me at (XXX) X)(X-XXXX, or Dr. 
Len Stewin (dissertation supervisor), at XXX-XXXX. 

Yours sincerely, 

Deveda L, Mah, BA, MA, Ph.D. (candidate) 
Department of Educational Psychology 
University of Alberta 

Dr, Len Stewin, Professor and Chair 
Doctoral Dissertation Supervisor 
University of Alberta 



APPENDIX I 

The Experience of Being Bullied in Childhood andlor Adolescence 

Sortina Instructions 

Enclosed is a set of slips. Each slip has a statement that children andor 
adolescents have made to describe what it is Iike to be bullied while at school. 

Please sort these staternents into groups which you feel contain a common 
theme or idea. Sort similar statements into piles that make sense to you. Statements 
can be sorted into as many piles as you like. However, each statement can only be 
placed into one pile. There also has to be more than one pile. Statements can also be 
kept separate if you don't think they belong into any group. 

Once you have finished sorting the statements into piles or groups please 

i) staple each pile or group together 

ii) place al1 stapled piles into the attached envelope 

iii) if possible (though not required), please provide a descriptive 
name or label for each pile or group: 

namedlabels can be written on the back of this sheet; please 
also indicate the statement numbers of the particular piles 
that go with each name or label 

Thank you very much for helping me with this part of the project. Your assistance 
is greatly appreciated. 

Democira~hic Information 

Please answet the following questions: 

1. Are you male or female 

2. Age: 

3. Martial Status: Never mamed Divorced 
Common-Law Remamed 
Mamed Widowed 
Separated Other, pplase specify: 

4. Occupation: or 

Student: 



Cover Letter to ParentslGuardfan for Suwev Fteauencv Studv - Phase Three 

Dear Parent or Guardian: 

My name is Deveda Mah. l am currentiy conducting a study on school bullying for my 
doctoral dissertation in the Department of Educational Psychology at the University of 
Alberta. My supervisor is Dr. Len Stewin and his telephone number is XXX-XXXX. I wish 
to examine the Experience of Being Bullid in Childhood anNor Adoleswnce. This 
project has received approval from the university ethics cornmittee, 

I hope to complete this part of rny study in six schools across the city of XXXXX during 
March or ApriI. XXXXXX Junior High School has agreed to be part of this study. I have 
received approval f rom XXXXX, Principal, as well as approval from the XXXXX Public 
School District, 

Participants will be asked to complete a survey about school bullying that will involve i) 
answering some multiple choice questions, and ii) rating the extent to which they have 
experienced a particular situation that involved being bullied. Participation will be 
voluntary and students will be able to withdraw from the study at any time. I hope that you 
will provide permission for your child to participate. 

Completing the survey will take approximately 15 minutes of class tirne. Your child will be 
advised to not place his or her name on the form. This will ensure anonymity and 
confidentiality of responses. 

It is hoped that information gained from this study will provide some insight and ideas into 
helping students to cope with being bullied. Results will be incorporated into rny doctoral 
dissertation. Once this study is completed, I will be submitting the results for publication 
in academic joumals and wiil present the findings at workshops and conferences. In the 
future, I would like to use this research to develop training protocols for teachers and 
counsellors in their work with students. I may also utilize resuits in a book someday. 

Survey forms will be provided to your child's teacher in about 2 weeks tirne. Completion 
of the attached form, indicating consent by yaursetf and your child, would be much 
appreciated, If you have any questions, please feel free to cal1 me at XXXX or the 
PnncipaI, XXXX, at MXXX, if you have any questions. Thank you veiy much. 

Yours sincerely, 

Deveda L Mah, B.A., M.A., Ph.0. (cand.) Leonard Stewin, Ph.D., C. Psych. (AB) 
Doctoral Graduate Student Dissertation Supe~.sor and 

Department Chair 



Consent Fonn for Parents and Children - Survev Frecauencv Shidv - Part 3 

Consent Form 

This study is conducted by Deveda L. Mah, a Ph.D. degree student in Counselling 
Psychofogy at the University of Alberta and supervised by Dr. Leonard Stewin, Professor 
and Chair, Deparhnent of Educational Psychology. This study will examine the 
experience of being bullied in childhood andlor adolescence. 

It is hoped that information gained from this study will provide some insight and ideas into 
heiping students to cope with being bullied. Resuits will be incorporated into a doctoral 
dissertation. Results rnay also be published in research journals and presented at 
professional conferences. Findings may also be used to help develop training protocols 
for teachers and counsellors in their work with students. ResuIts may also be utilized in a 
book someday. 

Participants will be asked to complete a survey about school bullying that will involve i) 
answering some multiple choice questions, and ii) raüng the extent to which they have 
experienced a particular situation that involved being bullied. Your child will be advised to 
not place any ident0Qing information on the response forms (Le. names, etc.). This is to 
ensure anonymity and confidentialii of the person's information. The amount of time 
required by p u r  child is approximately 15 minutes of class time. 

Participants have the right to refuse to answer any question and rnay also withdraw from 
the study at any time without consequences of any kind. Participation is voluntary. 

I HAVE READ AND UNDERSTOOD THE ABOVE AND HEREBY INDICATE THE 
FOLLOWING CHOICE OF CONSENE 

t wIll provide consent for my child 

to participate in this study that investigates the 

Expenénce of Being Bulljed in Childhood anNor Adolescence 

I will not provide consent for my child - 
to participate in this study that investigates the 

EXpetience of Being Bullied in Childhood anMor Adolescence. 

Signature of Parent 
Signature of Child: 
Date: 



Appendix L 

SURVEY 
The Ex~etience of Befns Bullied in Childhood andlor Adolescence 

I am doing a project about school bullying and need p u r  hefp. You can help by 
answen'ng the questions that are listed on the next few pages, Your answers are private 
and confidential, so please do NOT put your name on this form. Thanks for helpingl 

What daes bullying mean? 

A person is being bullied when another person or group of people tease him or her in a 
mean way, or Say bad things about him or her. It is also bullying when a person is hit, 
kicked, threatened, focked inside a room, and things Iike that. When things like that 
happens, it is hard for the person to defend himseif or herseIf. But it is NOT bullying when 
two people who are about the same size and strength are arguing or fighting (Olweus, 
1989; Pepler et al., 1994; Rigby & Slee, 1993b). 

The questions on the ngxt few pages describes what other people have said about 
what happened to them when they wem being bullieâ. Please circle the answer 
that Is true for you: 

1, Have you ever been bullied? 

If you answered "yes" to this question, please answer the test of the questions. If 
you answered "no", you can stop hem and do NOT have to continue with the 
suwey. 

Are you a boy or a girl? (Pepler et al., 1994) 

How old are you? 

What Grade are you in? 

a) Grade 7 
b) Grade8 
c) Grade 9 

Are you the oldest, middle, or youngest child in your family? 

a) first born 
b) middle child (2nd, 3rd, etc*) 
CI youngest 
d) onlychild 



The following question is optional: 

6. How would you describe your cultural background? Are you: 

a) Caucasian-Canadian (W hiie) 
b) First Nations-Canadian (Aboriginal) 
CI Indo-Canadian (India) 
d) Asian-Canadian 
e) Af rican-Canadian 
r) other 

Please circle one answer for each of the following questions: 

How often do you get bullied? 

a) everyday 
b) mostdays 
C) one or two days per week 
d) once per week 
e) once or twice per month 
t) once or twice per term 
g) once or twice per p a r  

In your expetience, what do teachers do when they see bullying? 

a) nothing, never triecl to stop R 
b) told everyone to stop and to leave the area 
c) brought everpne involved to the principal's office 
d) tried to solve the problem by talking to each person that was involved 

How safe do you feel from k i n g  bullied at thk school? (Rigby & Slee, 
1 993b) 

a) not safe at al1 
b) only safe sometimes 
C) usually safe 
d) atways safe or neariy always safe 

When you were being bullied, who did you te113 (Rigby & Slee, 1993b) 

a) teacher 
b) principal 
C) other friends 
d) mom or dad or guardian 
e) nobody 

If you did tell someone, did R help to stop the bullying (Rigby & Slee, 1993b) 



Have you ever actually stayed away h m  school because of k ing bullied? 
(Rigby & Slee, 1993b) 

a) yes, l have stayed away 
b) no, but 1 have thought about staying away 
c) I have never stayed away from school because of bullying 

Were you bullied by 

a) girls 
b) boys 
C) both girls and boys 

How many kids bullied you? 

a) one 
b) a small group (two to f ie)  
c) lots (more than f ie )  

Where does bullying happen at your school? (Circle one answer for each 
of the following) (Rigby & SI-, 1993b; Pepler et al., 1994). 

school yard 
classroom 
hallways 
cafeteria 
bat hrooms 
gym 
on the way to school 
on the way home from school 

often 
often 
often 
often 
often 
often 
often 
often 

sometirnes 
sometirnes 
sometimes 
sometimes 
sometimes 
sometimes 
sometimes 
sometimes 

When does bullying happen at your school? (Circle one answer for each of 
the following) 

a) moming, before schwl starts often sometimes never 
b) during class times often sometimes never 
C) when classes change often sometimes never 
d) break-times (recess) often sometimes never 

lunch time often sometimes never 
after school often sometimes never 

Please check ( 4 ) al1 of the statements that am tme for you: 

1 have been called names 
1 have been bullied about my marks 
I have been bullied about how I looked 
1 have been bullied about my cuttural background 
I was threatened (bully told me helçhe was going to hurt me or kill me) 
I was excluded (not taiked to or played with on purpose) 
I have been hit, kicked, or tnpped up 
l have been locked into a m m ,  locker, etc. 
A bully has taken or stolen something from me 
A bully has broken things that were mine 



Please citcle the answer that is tnie for you: 

Other people were afraid to be nice to me 

never once in awhile pretty often very often 

Some of my friends joined the bully in bullying me 

never once in awhile pretty often very often 

I stailted to believe what the bully said about me 

never once in awhile pretty often very often 

Being bullied made it hard for me to concentrate in class 

never once in awhile pretty often very often 

Being bullied made my grades drop 

never once in awhile pretty often very often 

I was afraid to tell the teacher 

never once in awhile pretty often 

I was afraid about what would happen next 

never once in awhile pretiy often 

I was too scared to fight back 

never once in awhile pretty often very often 

Being bullied made me want to crawl into a hole and stay tfiere 

never once in awhPe pretty off en very often 

Being bullied made me feel sad 

never once in awhile pretty often very often 

Being bullied made me feel that I did something wrong to desewe it 

never once in awhile pretty often very often 

Being bullied made me feel that I couldn't trust anyone 

never once in awhiIe pretty often very of ten 

very often 

very often 



Belng bullied made me feel as srnaIl as an ant 

never once in awtiile pretty often very often 

Being bullied made me [ose confidence in myseIf 

never once in awhile pretty often very often 

Being bullled made me feel so bad that 1 wanted to HI1 myself 

never once in awhile pretty often very often 

Being bullied made me feel lonely 

never once in awhile pretty often very often 

Being bullied made me feel out of place 

never once in awhile pretty often very often 

Being bullied made me feel like everyone was against me 

never once in awhile pretty often 

Behg bullied made me feel mad 

never once in awhile pretty often 

I wanted to be as cool as the bully 

never once in awhile pretty often 

I wanted to kick their butt 

never once in awhile pretty often 

I thought about bullying someone else 

never once in awhile pretty off en 

I tried to act like I dtdn't cam 

never once in awhile pretty often very often 

t have pretended to be sick so 1 dfdn't have to go to school 

never once in awhile pretty often very often 

1 have Med to avoid the bully 

never once in awhile pretty often 

I ran away from the buliy 

never once in awhile pretty often 

very often 

very often 

very often 

very often 

very often 

very often 

very often 



44. t have hidden from the bully 

never once in awhile pretty often very often 

45. 1 have been nice to the bully so that hdshe would stop bullying me 

never once in awhile pretty often very often 

46. Ihavefoughtback 

never once in awhile pretty often very often 





Ctuster #1 Biidging 
Index 

1 . l was called names. 
1 O. 1 was called ugly. 
13. 1 had cuts, scrapes, or bruises. 
19. 1 was bullied by people older than me. 
4. I was hit. 
63. 1 was punched. 
84. 1 was slapped. 
9. 1 was thrown against a fence. 
42. 1 was kicked. 

Cluster Average = 0.07 

Cluster if2 Bridging 

3. One fflend ended up treating me like dirt. 
21. People hate me because I'm different. 
20. 1 was judged about what I did. 
5. 1 was bullied about my good marks. 
7. I was teased about what 1 wanted to be when I 

grew up. 
25. 1 was teased about my weight. 
11. I was teased about my height. 
18. 1 was bullied about wearing braces. 

Cluster Average = 0.35 

Bridging 

6. Teachers didn't do anything. 1 .O0 
17. Other people were a f d  to be nice to ma. 0.80 
14. Some of my friends joined the bully in bullying me. 0.72 

Cluster Average = 0.84 



Cluster #4 Bridging 
lndex 

2. My grades dropped. 0.76 
30. 1 lost most of my friends. 0.74 
16. If it's al1 about looks you somaames feel that's al1 

they see in you. 0.76 
49. 1 lost confidence in myself. 0.44 
27. 1 started to believe what the bully said about me. 0.46 
45. 1 was afraid to tell the teacher. 0.54 
32. i couldn't concentrate in class. 0.57 

Cluster Average = 0.61 

Cluster #5 Bridging 
Index 

I wished I was someplace else. 
I wanted them to leave me alone. 
I wished I was someone else. 
I was glad when the bully decided to pick on 
someone else. 
I was too scared to fight back. 
I wanted to crawl into a hole and stay there. 
I was too afraid to cry. 
I was afraid about what would happen next. 
I wished the bully felt what I felt. 
I was scared to go to school. 
Being bullied hurt me more inside than outside. 
I wondered why they chose me. 
I kept everything inside. 

Cluster Average = 0.48 

Cluster #6 Bridging 
Index 

I felt lonely. 
I felt used. 
1 felt like a loser. 
I felt that I couldn't do anything right. 
I felt that nobody cared. 
I felt that everyone was against me. 
I felt out of place. 
I felt like I did something wrong. 
I felt stupid. 
I felt as small as an ant. 
I felt like a nothing, sometimes a lesser person 
than the bully. 
I felt unwanted. 



I felt that I did not deserve to exist. 
I felt sad. 
I felt annoyed. 
I felt nervous. 
1 felt frustrated. 
I felt like killing myself. 
1 felt I did something wrong to deserve being bullied. 
I felt relieved when school was over. 
I really got down on myself. 
I wondered whether my life was worth this abuse. 
I felt I couldn't trust anyone. 
I felt rnad. 

Cfuster Average = 0.1 4 

Cluster #7 Bridging 

29. 1 became stronger as a person. 0.74 
44. 1 wanted to be as cool as they were. 0.66 
89. 1 wanted to stay home al1 the time. 0.76 
48. 1 felt better when my friends told the bully to stop. 0.90 
78. 1 never told Mom/Dad because they might have 

gone to the teacher. 0.80 

Cluster Average = 0.n 

Cluster 88 Bridging 

36. 1 started to cry. 0.76 
82. 1 thought about bullying sorneone else. 0.72 
62. 1 wanted to cry but didn't because they would bug 

me more. 0.67 
74. 1 wanted to trade places with the bully to show 

him how it felt to be bullied. 0.66 
70. I wanted to kick their ass. 0.62 
79. 1 pointed out someone else they could bully instead, 0.46 
81. 1 tn'ed to act as if I didnY c m .  0.50 

Cluster Average = 0.63 

Cluster #9 Bridging 

53. 1 yelled at the bully. 0.1 7 
58. 1 told them to stop bullying me. 0.1 7 
60. 1 ran away from the bully. 0.1 9 
68. 1 smart-mouthed the bully but it didn't work. 0.21 



1 ignored the bully but it didn't work 
I pretended to look brave. 
I tried to talk to the bully. 
I tried to avoid the bully. 
1 fought back. 
I tried not to show the bully that I was hurting 
inside but it was hard. 
I was nice to the bully so that helshe would stop 
bullying me. 
I shared everything with MomjDad. 
I hid frorn the bully. 
I pretended to be sick so 1 didn't have to go to 
school 

Cluster Average = 0.26 





GCluster Solution 

Cluster #1 Bridging 
lndex 

I was called names. 
I was called ugly. 
I had cuts, scrapes, or bruises. 
I was bullied by people older Vlan me. 
I was hit. 
I was punched. 
I was slapped. 
I was thrown against a fence. 
I was kicked. 
One friand ended up treating me like d i t  
People hate me because I'm different. 
I was judged about what I did. 
I was bullied about my good marks. 
1 was teased about what I wanted to be when I 
grew up. 
I was teased about my weight. 
I was teased about my height. 
I was bullied about wearing braces. 
Teachers didn't do anything. 
Other people were afraid to be nice to me. 
Some of my friends joined the bully in bullying me. 

2. My grades dropped. 
30. 1 lost most of my friends. 
16. If iYs al1 about looks you sometimes feel that's al1 

they see in you. 
49. 1 lost confidence in myself. 
27. 1 started to believe what the bully said about me. 
45. 1 was afraid to tell the teacher. 
32. 1 couldn't concentrate in class. 

Bridging 
lndex 

Cluster Average = 0.61 



Cluster #3 Bridging 
index 

I wished I was someplace else. 
I wanted them to teave me alone. 
I wished I was sorneone else. 
I was glad when the bully decided to pick on 
someone else. 
I was too scared to fight back. 
I wanted to crawl into a hole and stay there. 
I was too afraid to cry. 
I was afraid about what would happen next. 
I wished the bully felt what 1 felt. 
I was scared to go to school. 
Being bullied hurt me more inside than outside. 
I wondered why they chose me. 
I kept everything inside. 

Cluster Average = 0.48 

Ctuster #4 Btidging 
Index 

1 felt lonely. 
I felt used. 
I felt like a Ioser. 
I felt that I couldn't do anything right. 
I felt that nobody cared. 
I felt that everyone was against me. 
I felt out of place. 
I felt like I did something wrong. 
I felt stupid. 
I felt as srnall as an ant. 
I felt like a nothing, sometimes a lesser person 
than the bully. 
I felt unwanted. 
I felt that 1 did not deserve to exist. 
1 felt sad. 
I felt annoyed. 
1 felt nervous. 
1 f8h frustrated. 
I felt like killing myself. 
I felt I did something wrong to desewe being bullied. 
I felt relieved when school was over. 
I really got down on myseL 
I wondered whether my rie was worth this abuse. 
I felt I couldn't trust anyone. 
I feR mad. 

Cluster Average = 0.1 4 



Cluster #S Bridging 
Index 

1 became stronger as a person. 
I wanted to be as cool as they were. 
I wanted to stay home al1 the time. 
I felt better when my fnends told the bully to stop. 
I never told MomlDad because they might have 
gone to the teacher. 
I started to cry. 
I thought about bullying someone else. 
I wanted to cry but didn't because they would bug 
me more. 
I wanted to trade places with the bully to show 
him how it felt to be bullied. 
I wanted to kick their ass. 
I pointed out someone else they could bully instead, 
I tried to act as if I didn't care. 

Cluster Average = 0.63 

Cluster #6 Bridging 

I yelled at the bully. 
I told them to stop bullying me. 
I ran away from the bully. 
I smart-mouthed the bully but it didn't work. 
I ignored the bully but it didn't work. 
I pretended to look brave. 
I tried to talk to the bully. 
I tned to avoid the bully. 
I fought back. 
I tried not to show the bully that I was hurting 
inside but it was hard. 
I was nice to the bully so that helshe would stop 
bullying me. 
I shared everything with Morn/Dad. 
I hid from the bully. 
I pretended to be sick so I didn't have to go to 
school 

Cluster Average = 0.26 




