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Introduction

Bullving in schools is one of the dark, hidden areas of soci
interaction, along with child physical and sexual abuse and
adolescent violence in the home, which has thrived on a bed of
secrecy and which has been neglected by professional investiga-
tion. :

Parents and pupils alike have been concerned about the
problem and. therefore, we need not be wary of escalating
anxiety in bringing it out into the open for examination and
discussion. Only professionals have underestimated the extent of
the problem and the long-term trauma and damage caused both
to the victims and bullies. We now understand that inany victims
hide and endure their stress over a period of years, and that the
effects may be pervasive and long term.

One of the major difficulties in considering bullying is that it
is not a phenomenon which is easily defined und measired.
Definitions encompassing all possible facets of bullving become so
cumbersome, that they are in danger of being counterproductive.
Itis, in my view, a problem to be considered within the context of
normal social behaviour, where often both the bully and the
victim have become enmeshed in a process of maladaptivesocial
tunctioning which may suddenly escalate into crisis. Once put in
terms of social interaction I have found that schools have been
able to respond to the problem ina variety of productive ways.

The problem is covert, well hidden from the statf in school,
buried in that curriculum organized by the pupils themselves. In
addition to being hidden from sight, it may take the form ot social
ostracisin, name calling, malicious gossip or a competitive
academic approach, behaviours which are not easily identified as
bullving behaviour by the vietim. It is often an attitude rather
than an act; it can be identified as bullving only by measuring the
eftect the acts have ona vulnerable child. Now, in legal terms, we
recognize that mental cruelty can cause as much distress as
physical damage. vet we mav perhaps continue to be guilty of
expecting pupils to cope alone with such psychological stress.
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In searching for an explanation for bullying behaviour it is
necessary to sift through a bewildering. often conflicting. array of
research findings from biological. sociological, anthropological,
psvchological and other sources. Human behaviour necessarily
rests on such a wide base of research; a rayvriad of causal factors,
effects. repercussions and implications arise, not in an additive
sense, but each interweaving and interacting with the other. The
approach 1 have taken has been exploratory rather thun expla-
natory, illustrative rather than exhaustive. The aim is to throw
into focus various areas of work 1 consider relevant for future
study.

So little research is available on this complex problem of
bullying that, as vet, we can only identity high-risk factors rather
than protfer. with confidence, firm conclusions.  Empirical,
large-scale research with a rigorous statistical design may not be
the mode most suitable for the investigation of such a sensitive
area. Small-scale, in situ pieces of research carried out in the
individual school or classroom by practising teachers who know
their pupils well, may be amore flexible and fruittul way torward.
In my experience, proposals which arise from working with
teachers on individual cases have, in the majority of instances.
resulted in far-reaching and long-term changes in the organiz-
ation of the school and professional practice.

In studving a behaviour which is often covert and secret, it
may be pertinent to turn to such sources as literature to gain an
understanding of the range and depth of teelings involved, and
to gain a quality of insight often unattainable from those so
reluctant to discuss their fear. For this reason, various sections of
this book are prefaced by a literary extract.

Bullving is alwavs with us. We encounter bullies in some torm
or other throughout our lives. There does seem to be some
prevalent process by which there is a testing out of will and
strength over others. Itis not only as children that we encounter
bullving, it happens in all strata of society and in all localities. As
adults we have learnt to go where we feel sate. to confront only
when we feel comfortable, to conform and to comply so as not to
attract too much unwanted attention. Onlv those trapped by
circomstances (as in the wmed services and prisons). those
tapped by emotional or financial bonds (such as cohabitees and
marital partners), parents with violent« hildren, those trapped by
thein brailty (such as the elderlv), only adults so - loc ked in a
dtuation for any reason, experience the type ot bullving some
children encounter daily in school. Such research that has been
carried out shows that only some of those children learn to cope
and. of those. tew will learn to cope quickly enough to avoid
damage and distress. We canniotexpedt the victims to cope dlone.

1




"

PAFullToxt Provided by ERIC

xii  Bullies and victims in schools

Itis not their battle and, therefore, we need to offer training and
support to those at risk.

It as adults, we do fall foul of such an attack, we can turn to
others for aid — the police, the legal system, or the trade unions.
Are we then leaving the most vulnerable sector of our soctety
unprotected? We need 10 ensure that the school circumstances in
which our children spend the greater part of their lives are those
we would wish for ourselves.

‘The problem is multidimensional and I have found that
schools are able to respond best by using a multifactorial
response. Prevention is far better than crvisis management and a
team response by all teachers taking the responsibility for all
children ac all times, in a variety of ways, is perhaps one of the
most effective preventative measures possible. "The specific
ntervention programme implemented on discovering a case of
bullying must be two-told: the bullying must stop and firm action
must be taken to ensure the safety of pupils at risk: and, in
parallel, the social behaviour of the bully and the victim inust be
analysed and amended. Simply to stop the bullying is to leave the
work half done, and to put pupils at further risk. The bullies may
need to revise their code of conduct, and the victims will need
support to help them gain confidence and guidance so that they
might solve their problems themselves and, therefore, reach a
stage of comfortable niaturity rather than being overprotected.

There doesappearto be aneed for a change in attitudes at all
levels. The majority of pupils in our schools, T believe, have i clear
sense of justice and thev themselves are often secondary victims,
as a large nuniber of schoolchildren are known to worry about
bullying behaviour they witness or hear discussed. We need to
hetp the “silent majority’ of our voung people to see that they are
taking responsible action in reporting incidents and not ‘telling
tales’. We must, however, enstire that they do not put themselves
atrisk in doing so. As a society we need to address ourselves to the
question of what type of young person we want to emerge from
the school experience, what constellation of characteristics we
should encourage in our voung people: and we need to ensure,
perhaps by an explicit approach 1o other bodies forcibly, that we
have time during the school davto develop those facets of social
life we feel to be important. Long-term studies a1 e beginning to
mdicate that children with social problems in school — victims and
bullies —are at high risk of taking those problems with them into
aduit life and even passing themn on to their own children.
Academic success is intportant, but unless our pupils are sociallv
secure and well adjusted, we mav not see the fruition of their
Libours or our own,

11
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How to understand bullying
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Researching bullying

Qverview

There has been surprisingly little research. or informed opinion,
published on the subject of bullving. The sparse research
availible is contounded by the terminology used. The majority of
anrent studies have been carried out in the Scandinavian
countries. where the definition of bullving differs from that
widely accepted in Britain and the USA, The Scandinavians,
other than Olweus (1987) and Roland (1988), consider bullying to
necessarily involve more than one attacker harassing one or
more others (Lagerspetz et al., 1982). The word ‘mobbing’is used
10 describe this form of bullving. Pikas (1975b) describes neces-
sary criteria for defining a behaviour as mobbing. It has to be a
negative activity exerted by two or more individuals against one
orawell-defined group. Those whoact negatively have to interact
with each other, in some way reinforcing each othér's behaviour.
The bullying, Pikas suggests, is i goal initself, often exccuted with
no other intent than to persecute the vicim.

In Britain we accept that bullving canbean attack carried out
solely by one individual against another, one individial against a
group, on« group againstanother group ora group against one
individual, Olwens (1987), who has worked extensively in the
field, offers this definition: *A person is bullied when he or sheis
exposed, regularly and over time, to negative actions on the part
of one or more persons.”’ Roland (in prep.) defines it as "T'he long
ternnand systematic use of violence, mental or physical, againstan
individual who is unable to detend himselt inan actual situation.”
Bjorkquist et al. (1982) note that bullving is ‘a special case of
aggression whidh is sodial in nature’.

Most definitions agree that three tactors are implicit in any
bullving activity: it must occur over prolonged period of thne
rather than being a single aggressive acti it must involve an
imbalance of power, the powerful attacking the powerless: and it
can be verbal, physical or psychological in nature. When children
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themselves are asked to definc bullying thev too offer these three
parameters (Arora and Thompson, 1987). In addition, in one
study, they added that the attacks seemed to take place for no
good reason. because little appeared to be gained other than the
bully’s personal satisfaction.

My own definition would propose that there are four facets
to the problem:

L. Ttmay be verbal, physical or psychological in nature,
2. Tt nmay be in the form of a socially acceptable behaviour, asina
highly competitive approach to academic, sporting or social
success. which, by intent, makes others teel inferior or causes
distress.
It is necessaribv a repetitive attack which cause: listress not
only at the time of cach attack, but also by the threat of future
attacks.
Itis characterized by the dominance of the powerful over the
powerless in whatever context.

Insummary, bullying is a behaviour which can be defined as
the repeated attack — physical, psvehological, social or verbal — In
those in a position of power, which is tornmadly or situationath

defined., on those who are powerless toresist. with the intention of
causing distress for their own gain or gratification.

Definitions which aim to encompass all the aspects of this
highly complex behaviour are necessarily clumsy and unwieldy.
‘Too rigid a definition could be counterproductive. as sotie of the
most traumatic and terrifving instances of bullving have been
seemingly innocuous acts, such as giving the victim ‘the wink” or
‘the look™ Itis in the interpretation of the behaviour by victim and
bully that the power lies,

There appears to be little evidence of serious concern other
than in the Scandinavian countries and Japun, We can only
surmise as to the veasons tor this surprising lack of research and
knowledge about bullving worldwide, Bullving in schools is, on
the whole, a covert activity oceurring without adult witness:
teachers onhy hear about it second-hand. if they are aware ofit at
all.and parents are often the last to know, The bullv, victim and
anv observers remain silent, because there is still a stigma in our
society against telling tales, It would appear that the problem has
been underestimated by adults, This man be becanse it is dif ficult
tor us as seare adults o comprehend the extent of the trauni
encountered by the vietim, even when the attacks have been
continuing for some time, Research now indicates that bullving
can continne undetected by adults for a number of vears becuse
the ettects, distressing and pervasive though (v are, may be

i4
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Researching bullying 6

missed or misinterpreted by unwary adults (Cole, 1977). The act
of bullying nay cause anxiety and stress out of all proportion to
the actual event.

One reason for the paucity of research could be thit
uninformed professionals are insensitive to the problem and so
carry out no research. As long as there is little research, however.
professionals will remain illinformed, This cveularity leaves
many children at risk.

A turther reason for our apparent lack of concern could be
that primarily itis only the victim who suffers. The teacher and
the rest of the group mav remain unatfected. Even it the vicum
makes a tentative complaint or shows slight sigus of distress. these
could be missed in the bustle of a busy classroom. As our
knowledge grows, we can look to research which shows that it is
not only the victim who suffers. but also that those who passively
witness the attacks or threats can also beconie anxious and
distressed (Flliott, 1986 and Davies, 1986).

In many cultures there is @ traditional expectation that
children willlearn to look after themselves = that they willlearnto
cope with hurdles and hazards — and. in so doing. be beter
prepared for lite. Those who do not do so are thought to have
failed to meet sonte undetined social criteria of suceess. Bullies, by
definition, pick out those children who are vulnerable and who
are unable to defend themselves no manter how hard they try, It
mav. in retrospect, have beenac haracter-building experience for
sonme more phusically robust children. but for others the erosion
of self=confidence and self-esteentis such that even in adulthood
ticir social interactions remain atfeced (Cowen et al., 1973).

There mav be a reluctance on the part of the school or local
quthority administrators to admit to the problem of bullving. An
admission could be read as incompetence and reflea badly on the
school.

In nn own experience, bohave tound that any initial
reluctance to help most often stems trom the fear of adults that
thev niight make things worse tor the vicim should thes
intersene. 1 is not casy to kunow what to do. for there are few
obyviots solutions or casy answers. Thereare no published studies
of long-term, detailed and evaluated intervention. Teachers
often fear that their imolvement would simply drive the problem
underground. Suggestions of survevs.ac tion-reserch or discuss-
ion groups h cquentlv meet this winyv response. P1eventative
progranmies e heen rejected in case thes should escabate and
encourage what is helieved to he an allmost non-existent problem.
ver T have not et known of any sitwation where stie hhwork has
escalited am bullving. Indeed, the reverse has been the case, in
that once out in the open and discussed freely. the secrees, which
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I' believe supports the situation, is lost and the tension eased. The
exposure of the problem in itself can go a long way in curtailing
the bully's activities. Itis a problem which flourishes best on 2 bed
of secrecy, hidden from those who could help.

"The most obvious reason for the lack of information we have

about bullving is that children themselves will not discuss the
difficulties theyv encounter with bullies. Do they justly lack
confidence in our expertise to sort out this particular problem? In
our past state of knowledge and experience perhaps our track
record has not been impressive. In addition, the victims mayv feel
so ashamed and degraded by the attacks and insults that thev are
quite unable to admit to this social failure. I have found that some
victims are more easily able to draw a picture abou’ a humiliating
incident, such as being spat on, than to speak aboutit. Thev feel so
ashamed that they are unpopular that thev begin to feel them-
selves social pariahs. Parents, too. can feel ashamed that their
child is not a social success and is unable to call on class support,
Fhis could contribute to parents’ reluctance to approach the
school for help or to return it an initial strategy has not worked.
Parental pressure on professionals to address themselves to this
problem has been kacking ind mav have contributed to the lack of
avatilable expertise,

Itis not only from the attackerts) that the child mav fear
veprisals. H the bully and victim ave of the same age, the victim's
parents nuy expect him‘her to fend off attack, to protect
possessions and clothing. The vast range of physical strength and
confidence found in anv one age group is often underestimated
bv parents who, understandably, become angmy w the loss or
destruction of property.

A child mav not admit to difficulties encountered at school
tor tear of worrving his-her parents, especially it the tamilv is
experiencing some traumi. Sadlv. it is possible that those very
problems. such as marital disharnony. may have been contribu-
tory to the child's fack of confidence and self-esteem which, in
turn. mav have resulted in histher current vulnerabilits .

Finallv. even older children do not alwavs understand the
subtleties of bullving situations. Sodially isolated children nu
endure loneliness and ostracism without being able to verbalize
the contused emotions thev experience. Feachers mav see it onh
within the normal spectrum of disruption or aggression in the
bustle of the school dav, particular v as separate incidents may be
reported to separate teachers, it they ave teported at all,

With so few studies available. the contamination of cross-
cultural ettects, the ditferences in terminology, the antav of
rescarch designs emploved and, 2hove all (the fct we cannot lose
sight of) that we onlv know what the trightened voung people are

10
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willing to tell us, it would be fooihardy, at present. to extrapolate
anything from the research so far cther than a few tentative
hypotheses.

The main body of research origiv ates in the Scandinavian
countries. Peter Paul Heinemann, a Swedish physician. first drew
attention to the problem after observing bullying in the plav-
groun(l on his routine visits to schools (Heinemann, 1973). His
work aroused public interest and prepared the ground for the
academic research of Olweus. The work of Olweus requires
special note, as no other body of work is comparable in size or
complexity. Olweus alone, having been working in this field tor
over 20 years, has access to important longitudinal data. The
impact ot the early work of Olweus led the Norwegian Ministry of
Education to initiate a nationwide campaign against bullying in
schools (Norwegian National Campaign, 1983). This preven-
tative programme of booklets, videos and workshops for both
teachers and parents is currently being evaluated by Roland and.
at the time of writing. the findings are shortly to be published and
will provide data on 140000 students. I understand that the
findings suggest that those schools which were initially most
receptive to the programme (especially secondary schools) have
had the greatest successes.

Olweus continues his large-scale, long-term reseaveliin both
Norway and Sweden. Those boys studied at 13 and 15 vears ot
age and identified by Olweus as bullies, have been found now.
approximately the age of 24, 10 be more likely to be involved in
criminal and antisocial activities (Olweus, personal communi-
cation and 1987). Olweus is currently looking at the levels of
testosterone and adrenalin, and the neuropsychological features
of a sub-group of boys tauken over @ period of 7 vears. Asvet.a
huge body of work awaits collation and publication.

‘There are, however, major ditferences between Scandinavia
and Britain which do not allow for the careless comparison or
adoption of data between studies. In the Scandinavian studies,
little variation was found between the number of cidents
reported in rural and urban schools. Olweus disputes what he
terms the myvth of the idylhic rural school, whereas a higher
incidence of bullving was found in urban compared with rural
schools in Britain (Stephenson and Smith, 1O8K). Tt mav be
relevant that there are less large conurbations in Scandinavia.
Fewer difterences between schools were repotted in Se andinavia,
but their largest schools have a role ot 800 pupils, compared with
Britiin where it is possible for there to be up to 2000, The vast
majoritv of pupils in Seandimavia continue on to turther
education and post-school prospects are better becuise unem-
ploviment figuresare, at present. as fow as 4 percent (Couneil for

)
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Cultural Cooperation, 1988). It may be, therefore, that there is a
more homogeneous feel to Scandinavian schools. Ohveus (1987)
considers, however, that it is such factors as parenting skills which
are crucial, rather than socioeconomic variables.

Japan is the only country outside Scandinavia to have *+ken
an mterest in bullving at anational level. The degree of concernis
such that a national survey is currently being carried out
throughout Japan. White (1987) quotes the National Police
Ageney as defining Fime (bullving) as:

attacks on - particukur individual, physical andvor through
the force of words. involving threats or pushing. shoving or
punching. being shunned by their classmates. psvehological
pressure continually repeated, resulting in suffering to the
victim,

The police have organized atelephone help line for the use of
both parents and children. The public and media concern is not
mere sensationalism: the education ot children is a high national
priovity in Japan. Education is seen first as a wav for the
individual to gain social status, recognition of achievement and
personal growth: and, secondlv, the kev to national cohesion and
continuity, and the wav forward towards international develop-
ment. Any weakness noted inthe svstem caruses an immediate
alert (White, 1987).

This national concern with education is thought to have
contributed to the intense pressure put on even very voung
children to succeed and contornt in school, By secondary age,
White reports 90 per cent of students e re civing private tuition
after school. On leaving school, dess that 1 per cent of students are
illiterate. ver 1000 characters must be mastered for @ minimum
tevel of literacy. There is an implicit understanding that no child
has afinite potential to learn and that there is noceiling on ability.
The international press has frequently implied that the stress
imposed by this svstem s to blame for the number of suicides
amongoung people in Japan, but a recent survey disputed this
and found the igures 1o be less tan those from the USA (Wall
Street Jmonal, 1985).

Lhereisaheritage in Japan of group-consdiousness - 1o be o
good roup member is notonly necessary bhut is consider ed 1o be a
shill i iself. This s mamifest in the harsh treatmen gihven to
osiders, such as children returning from abroad who, in the
past, have suttered such stress and rejection, that there is now a
uational programme to help with reintegration (White, 1987).
Interestinghy L the emphasisis to change the victin, 1o help them
to become a good group member. T heve would appear to be litde

18
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evidence of bullies having 1o fuce their responsibiline tor the
situation.

Children in modern Japan are often caught between two
ideologies — the recent economic growth gnawing awav at the
rural. caltural traditions (Yamazaki et al.. 1986). Fyen in the
home. change is evident — as fathers are spending more time
work. it is the mother who becomes the main disciplinarian. More
than half of those surveved by White (1987) found the task
extremely stresstul.

Fven though it would be rash to transpose tacts and figures
from one cultural setting to another without due caution, it must
e with interest that we await the findings of this national survey.

Critique

Most of the research pul)lislw(l so far on bullving hias been based
on pupil reports and replies to wide variety ot (|uc.\(innnuircs.
This means that we onle know what we have been told. The
reliabilits of the data vests on the assumption that the responses
given reflect the true situation. As bullving s @ behaviour
characterized by anxiety, fear and threat.and perhaps a boastiul
demonstration of power by the dominuant. reservations whiclvare
voiced about such research designs are even more relevant when
this style of rescarchis used to im estigate bullving. Olweus and
Roband have tried 1o ensure the anonymity of replies 1o all their
questiontiives but. even <o, it could be that some degree of
apprehension on the part of vulnerable children and bravado on
the part ot the more contident. ciuses contamination of the data.
RBoth Olweus and Roland, however. have used parent and teacher
interviews and peer ratings 1o conhnn their findings, and a
surprisingly g od correlation lis been tound between results, so
that pupil responses do appear to constitute reliable data,
Feacher responses alone have been found to be an untreliable
means of identifving victims and bullies by Lowenstein (1978)
who found that teachers tended to confuse bullving with aggress-
jon and distuption. putting the behaviours on the same con-
tinuum.

A magjor ditfic uliy s that there is no one accepted defimition
of bullving. bullies or vidtitne, Faen within Scndinasi, Pikas
(19730 holds the view that itis agroup mobbing. whereas Olwens
allows the concept of the lone bully. The categorization ot bullies
s only recenthy induded the annious bully (Stephietison and
Sith. 1088 and the neurotic bulls (Mitcheland O'Moore, TUSR),
A category that Thave identihed. the false victin has not been
audied. Lowenstein (1978, althouagh one of the mote rigotrous
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10 Bullies and victims in schools

researchers, does not distinguish between the provocative and
the passive victim, so making it impossible to relate his data to the
work of Olweus. Lowenstein describes the victims as being more
aggressive than the controls, presumably because the provoca-
tive, passive and colluding victim groups have not been distin-
guished. One of the more obvious flaws in attempting to compare
data is the variation in defining what constitutes bullying be-
haviour, e.g. how long the attacks need to continue for it to be
classified as bullying. In addition, some of the parent surveys have
asked only whether the child has ever been bullied and, there-
fore, cannot be compared to studies giving rates of current inci-
dence. Both Olweus and Roland have a firm criterion for the
length of time the attacks must have continued to be rated as seri-
ous: at least once & week for a month or more. Lowenstein uses
stricter criteria: the attacks must have continued for at least 6
months and they have to be confirmed by two or more children
and two or more teachers. Other studies offer no criteria other
than the opinion of children or parents that the bullying takes
place. Bullving is a subtle behaviour, taking many forms and in-
volving highly complex interactions. It is, at least, a two-wavinter-
action, possibly depending as much on the response of the victim
as on the initial intent of the bully. It may be that a questionnaire
orwritten response could miss the vital components of the prob-
lem. Checklists may, at best, only indicate rates of incidence, and
not turther our knowledge in a more meaningful way.

One ol the more controversial issues to avise from research is
the question of whether or not a child can be both bully and
victin. The traditional bully is a tonely child, socially or academic-
ally inadequate, a child bullied by others, but who attacks weaker
victims to compensate. Olweus (1978) states that the personality
and home background of bullies and victims are so diverse that
only a few children could encompass both roles. Those studies
which have looked at the comparative ages of bullies and victims
show that bullies tend to be 1-2 years older than their victims
(Olweus, TY87). In such a situation, they mav feel confident
cnough to bully: however, among their peers, or at home, they
may themselves be the victims of others. As vet, no research has
explored this possibility.

Atew studies that set out to investigate quite ditterent prob-
lems such as sexual abuse, truaney, aggression or disruption,
found that bullying was a related problem (West and Farrington,
1973 Reid, 1983a). Understandably, these studies ¢ ofter little
detailed data on anv aspect of bullving. T'he results of a further
group ot studies, specifically undertaken to look at the problemof
bullving in schools, have as vet only been published in precis torm
(Mitcheland O'Moore, 1988 Byrne, 1987),

)
1]
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The most exhaustive and complex work undertaken so faris
that of Olweus and the follow-up survey by Roland, which is
similar in concept: all other investigations are far smaller or still in
the embryonic stage.

A sunmmary of the research findings is presented in Tables
1-5 at the end of this chapter.

Summary of research findings

Frequency

One conclusion which may be drawn tram tl - sparse and diverse
rescarch is that at least 10 per cent of chila. . vit our schools are
probably, at any one time, involved in bullying to a marked
degree, whether as bully or victim. Olweus (1978, 1985a) found
that in Scandinavia 3 per cent could be considered seriously
involved and 15 per cent occasionally so. Ten per cent were
classified as victims, 8 per cent as bullies. These figures are
supported by studies using similar definitions of bullying, bullies
and victims (Mitchel and O'Moore, 1988; Byrne, 1987; Lowen-
stein, 1978). Some studies put the figure higher it parents were
surveved. Newson and Newson (1984) found that 26 per cent of
parents had come across the probleni. A further informal study
by Mother magazine in 1987 reported that 23 per cent of primary
pupils interviewed had encountered the problemand 75 per cent
of the parents of the children had found it to be the worst
problem their children had been required to face. A MORI
report (1987) found that one in four parents interviewed siid that
their children had been seriously intimidated by others, Elliott
(1986), who interviewed 1000 children about abuse, found that
38 per cent had been bullied by other children badly enough to
describe the experience as terrifving. Of the sample, 8 per cent of
the bovs and 2 per cent of the girls had found the experience to
have had a chronic and severe effect on their everyday lives. Of
the parents of the children surveyed, 30 per cent were anxious
about bullving, but only 1 per cent had anv idea as to how to help
their child. Could this be why Olweus found that only halt the
victims of primary age and 35 per cent of older students had
reported the problem to their parents? In the same survey, Elliott
tound that of those children who approached their teacher for
help only 60 per cent of primary children and 40 per centof older
children considered thar adults were either willing or able to
alleviate their distiess. Very few bullies of anv age had been
approached by teachers or parents about their behaviour. A
study by Rilev (1988) ot bullying in a comprehensive school,
found that of 30 cases of bullving — witlt 21 pupils witnessing the

~
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12 Bullies and victims in schools

bullving —only  were reported 1o statf and only 2 were observed
by statf. There was a massive degree of non-referral.

Stephenson and Smith (1988), studving primary age chil-
dren, indicated that a wide discrepancy occurred between
schools. They found that the number of children involved in
bullving in each school group varied trom nil to 50 per cent: on
average, 23 per cent were involved as bullies or victims. Riley
(1988} also found that one of the four feeder schools he studied
had the reputation of being "violent’; however, this finding may
have been influenced by the high percentage of pupils from
ethnic minorities in the school, because the study found that these
chiidren were mostat visk of being bullied. Avoraand Thompson
(1987) studied children in a secondary school and also found the
frequency to vary widelv from class to class. In this latter study, 50
per cent of H-vear-old boys stated that they had been Kicked the
previous week in school, 30 per cent had had a possession
damaged and 19 per cent had had money taken from them.
Using a difterent approach, Reid (1983), in his work on truancy,
discovered that approximately 19 per cent of truants had started
to skip school because of bullving and continued to miss school
for this reason.

There is some evidence, not vet published in detail, which
would seem to indicate that the incidence of bullving is even
higher in specialist settings, wmong those pupils with emotional,
hehavioural or learning difficulues, Mitchel and O'Moore (1988)
found that 16 per cent of children in primary remedial groups
bullied others, compared with 6 per cent in non-remedial groups.
Byrne (1987) came to a similr conclusion in his study of
secondary school =9 per cent in remedial groups compared with
3 per cent in ordinary classes. Stephenson and Swiith (1988)
found the inddence of bullving to be higher among children in
specialist settings tor emotional and  behavioural problems.
sixty-five per cent of these children had been involved inbullving
prior to admission. Other studies (e.g. Olweus, 1978) suggest that
both victims and bullies are most often children of av evage ability,
but it would seem that the stress engendered by the bullving could
result in any victims, especially those with long-term problems,
underachieving.

Tt must be stressed that much of this work has been based on
punil reports, we onh know what they have told us. The studies
were, however, atl anonvmous and the figures do seem to be
replicated from other sources such as teacher, parentand peer
reports, and from studies which did not originally set out to look
at the problem of bullving, as i the truancy and abuse surveys.

Fven these figures pethips nusk the ttue extent of the
damage, becanse they do not take into account the efteca of
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Researching bullying 13

bullving on those merely obscrving it. 1t is clear that many
children become highly anxious after witnessing a bullving
incident. Students about to transfer from primary to secondary
school rated it as their main concern about their new school
(Davies. 1986). The figures quoted do not take into account such
phenomena as the ripple effect of mualicious gossip or the etfect
one bully alone can have if backed by the group in socially
isolating a child. In legislation, non-physical attacks, suchas
slander and libel, are recognized as potent. and mental cruelty is
considered alongside physical cruelty as valid ground for divorce.
vet in such issues as bullving it could be that we continue to
underestimate the damage non-physical bullying may have upon
the target child.

A distressing factor emerging from the research is that the
bullving is often custained over a long period of time, being
handed on from class to class or even vear to vear. Cole (1977)
found that two-thirds of teachers facing the problem had
inherited it from the previous vear. Sadly. the nrajority felt that
thev themselves had not been able to implement realistic change
and would, theretore, pass the problem on vet again at the end of
the vear. Other studies have reported similar {indings. Riley
(1988) found that over H0 per cent of bullies had been identified
by the feeder schools previous to entering the secondary school.
The Scandinavian studies found similar stability: Lagerspetz et al.
(1982 reported a 93 per cent stability of incidence over | vear.
The attacks do not appear to be constant, rather thev ebb and flow
over time, but it is clear that specitic children are targeted for
attack and that their misery is prolonged. A general conclusion
which could be drawn trom the rescarch is that teachers may
recognize the problem but severel underestimate both the
extent and the direct and indirect eftectitan have on both the
victim and the group.

Categories of victim and bully

Several subgroupings mav be identificd from the two categories
ot victim and bully tsee Tables 15 for reterences).

Passvee viednms

[ hese are childien who are inetecr AL tor whatever reason, in
the face of attack (Olueus. T978) Lhe avoid aggression and
confrontation and Luk the confidence or GNill 1o elicit suppont
trom their peers. These iildren are described as being fearful,
shvaicallh weitker than their peets, Cautious, withdrawn, and
often fmd it difficult o make friends, When attae ked they display
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14 Bullies and victims in schools

helpless, futile anger. Olweus (1978) considers that a significant
number have coordination difficulties and a low level of self-
esteemn.

Provocative victims

A small group of children intentionally provoke the antagonism
of others. They tease and taunt yet are quick to complain if others
retaliate. About one-seventh of the victim group was found 1o fall
into this category (Olweus, 1978). In extreme cases. such a child
may be in need of specialist help. Unlike the passive victim, these
children would probably be at risk even if there were no bully to
act as catalyst.

Colluding victims

These children take on the role of victim to gain acceptance and
popularity (Olweus, 1978). They may play the part of class clown
or join in disruptive behaviour to be safely included in the group.
Itis common for children to mask their true academic ability to
avoid becoming outcast from their group, as they could then find
themselves in a vulnerable position.

Fualse victims

I would suggest that a category exists which could be defined as
talse victims. No specific research has highlighted this group, but
all teachers know of children who complain unnecessarily about
others in the group. Itis usually attention-seeking behaviour, but
even so there may be a reason for this, e.g. it could be a ary for
help.

Bullv-vietimy

A group of children are victims in one situation vet bully in
another. Olweus (19854) found that 6 per cent of those who were
seriously bullied, and 18 per cent of those who were bullied
occastonally, in turn bullied others. Itis suggested by Olweus that
the characteristics of the bully and victim ditfer so widely that this
group will necessarily be small. Children subjected o harsh
discipline at home, to the extent that thev are bullied by their
parents. are more likelv than others to be aggressive to those
rvounger and more vulnerable. In this wav they would seem to
have the dualvole of both victim and bullv. These children wer e
found to be physically strong and ab'e 10 assert themselves,
Stephenson and Smith (1988) found them to be less popular with
their peers than the main group ot bullies,
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Researching bullying 15
Bullies

The research is in general agreement about the characteristics of
the bullies (QOlweus, 1978). They are considered to be physically
stronger, and to have more energy and confidence than any other
group. Several studies noted that they appear to enjoy conflict
and aggression, seeking out situations where their aggression can
be witnessed by their peers (Wachtel, 1973; Bowers, 1973). These
bullies are not as unpopular as one would expect, although
Olweus found them to be isolated, apart from two or three
satellites, and that they lost their popularity in their teens.

Anxious bullies

T'his group has been identified by Stephenson and Smith (1988).
They are the least confident children and are iess popular than
other bullies. These children appear to have other difficultes,
such as problems at home or educational failure. This group
made up 18 per cent of the category identified as bullics. This
would appear to be the type of child labelled as the bully whois a
coward at heart, the ‘oaf’ of literature who torments the school
swot. Mitchel and O'Moore (1988) defined a small group of
bullies as ‘neurotic’ and Olweus and Roland (1983) identified a
group they named as hangers on’, which had similar character-
istics to the anxious bullies.

Gender differences

There is general agreement with the finding ot Olweus (1978)
that boys are more violent and destructive in their bullying than
girls. Boys bully in a direct way, using physical aggression or
threat. Girls favour the more indirect modes of malicious gossip
and social ostracism. Boys bully both boys and girls, but mainly
other boys, whereas girls bully, alost exclusively, other girls
(Olweus, 1987). Roland suggests trom his results that boys bully
both boys and girls and find victims from other classes, whereas
girls bully mainly girls and choose victims from their own class.
This would scem feasible since Rolund found that the girls in his
study were using alienation froun the group as their bullying
technique, and this would be more effective among girls in the
same cliass (Roland, in prep.).

The finding that boys bully more than girls, in the ratio of
three 1o one, is a finding common to several pieces of rescarch,
but as the behaviour of the givls is more covert, it could e that the
incidence among girls is higher than we at present assume.
Parents and teachers, however, 1eport that there is an equal
amount of bullving between girls as there is between boys. This
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Power Affiliation

Bows

Girls X l x

Figure 1 Ruationale for bullving Roland (personal communication)
suggests that bovs bully to display their power. girls for reassurance.

could be because the girls complain to adults about being
excluded without realizing that it 1s a form of bullving, whereas
adults do kabel the behaviour in this wa.

Roland (in prep.) has looked closely at the behaviour of girls
who bullv and suggests that they are seeking out an affiliation
with others by alienating the victing to prove that they are 'in’ the
groupand, by definition, that the target girlis out’. Itis suggested
that givls bully for reassurance, whereas boy s bulhy to display their
power (Wachtel, 1973). Affiliation and power are considered by
Omark et al. (1975) to be the basic factors which regulate our
soctal behaviour (see Fig. 1.

Age factors

Obweus (1987) has compayed data from primary and secondary
schools. Comparisons between other studies are ditficult to obtain
due to ditferences in the definition of terms such as bully, victim
and bullving, and differences in the choice of metho(l()log\
Ohveus found the incidence of l)ull\mq to be twice as high in
primary as in secondary schools. The time of greatest visk for
victims was found to be on entry to school, at each stage. Bullies
were found to be active in the fast vear of both primary and
sccondary school. presumabhy when they are the oldest present
ard so i a position to dominate and severul studies (()nfnm H
peak at about 13 vears. Fhis hypothesis is supportec by the
finding that the bullies were feast active on entry to the sccondary
school, i.e. when they are the voungest students. Bullies of any
age were found to be older tham their victims and this has been
substantiated by several other studies. Over the school vears
bullving among girls decreases, whereas it increases among bovs,
although there was tound to be a general decrease in physical
bullving among the older pupils.

Fandy facton

Famihv factors will he consideredmore fully ina ater chapter . but
it is of relevance 1o sote that all studies which investigated the

26
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B tamily background founditto Le an influential factor common to

- both bullies and victims (Lowenstein 1978, Stephenson and
Sith 19874, b). The negative attitude of a motherto her son was
found to be most significant (Olweus, 1987: Roland. in prep.).
\ T'his negative attitude, characterized by indifterence and atack of
- involvement. is ternied “silent violence by Olweus.

Behavioural problems

- Some studies have made reterence to bullving in relation to other
i behavioural problems. Mitchel and O™Moore (1988) noted that of
- the 19 bullies they studied. 15 were rated as antisocial and 3 as
: neurotic on the Rutter Behaviour Questionnaire. Several studies
onaggression and disruptionin schools mention bullvingasone ot
1 constellation of behaviours exhibited by these pupils but, sadly,
little information specific to bullving has been collated (Fov, 1977,
O Aills, 1976: Lawrence et al., 1981 Wikon and Trvine, 1978). One

recent study indicated that a high proportion of bullies were
T disruptive in class but the study was small and within one school
(Rilev, 1988). Wider researe Ivis needed to confirng the hy pothesis.

Racial hullving

Thereis little research availuble on the bullving of ethnic minority
children, although small-scale stadies indicate that these pupils
are especially at visk (Riley, 1988). Seven out of ten children ;
nominated as bullies were found to have strong racist attitudes.
This bullving would appear to start at an carly age (Akhtar and
Srronach. 1986). Rilev observed that there were two separate
conumunities at plavtimes in the school lie studied, and socio-
metric work not only showed that a high proportion of these
children were victims of attack but that there was very little
positive contact between the children from ethnic minorities and
the other pupils in the school. The victims did not talk of racism
but thev did speak of bemg bullicd (further discussion of racial
bullving is to be found in Chapter ).

One clear finding trom all the vesearch presented is that at
least 10 per centof childrer of all ages in our schools are involved
inna bullving situation. Inlooking at the incidence of bullving, we
need to consider whether or not itis of paramount importance to
iddentify large numbers of children at risk before we initiate pre-
ventative work in our schools, Does our intervention depend ona
head count aloner Without doubt, for some childien and their
parents, their one case alone is sufficient to warrant our help.

Table 6 presents asummary ol authors, samples, methodolo-

gies and results.

v
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The bullies

When I was a laddie
I lived with ma granny
And many @ hiding ma granny gied me.
Now I'maman
And ive with ma granny
And do to ma granny what she did to e,
(T'raditional rhvime)

Most definitions of bullying encapsulate the idea of there being
an uneven distribution of power, i.e. alack of physical strength or
assertiveness on the part of the victim. It is a situation where the
powerful clash with the powerless. Is there then some intrinsic
need for humans to exercise and display their power over others,
an inevitable instinet for the powertul to assert their dominance
over the weak? It is commonly assumed that it is natural for all
animals to fight and ethological examples are quoted freely.

In general terms, all animals do display aggression and
clearly certain animals establish their dominance firmly over the
more submissive of the species (Kdelman and Omark, 1973). This
is done through play fights, elaborate ritual and display: disputes
are settled before serious injury, and gratuitous violence is rare
(Krebs, 1984). Similarly, in almost any primary school play-
ground, play fights are common between young boys as a means
of informally establishing a hierarchy of dominance. Evenamong
older boys, in corridors or at bus stops, one sees this playtul,
casual behaviour, but careful observation clearly shows who s the
more dominant of the dyad. Most primate groups, including
voung children, do establish this hierarchy of dominance (Edel-
man and Omauk, 1973). It occurs as a matter of course through-
out casual interactions, an eminent position in the group being
allocated, in the case of children, to the tough, smart, kind and
popular,

However, according to some theorists, the element of cruelty
involved is exclusive to humans:
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Bullies and victims in schools

[t s a sad tact that, with the exception of certain rodents no
antmal habitually attacks or destrovs members ot its own
species to the same extent as humans. (Storr, 1975)

We are the cruellest, most ruthless species ever to walk the
; earth and hence action has to be taken to protect us from
— ourselves. (Jamieson, 1984)

There appears to be little evidence of intra-species aggression
among other aninals which does not serve a definite function e
(Lorenz, 1966). For example. domestic animals will use violence it v
space or tood is limited. Also, newly dominant male lions mav kill
< ott the oftspring of previously dominant males. However, this is
: rational behaviour, because the females come into oestrus taster,
there will be no future competition between the established cubs
. and those the new male will produce, and only his genes will be
' lettin the pride (Krebs, 1484,

In contrast, there seems little rationale to the verbal, physical
and psvehological taunting ot bullving children in terms of _
species preservation, Witnesees are ravely able to ofter any ready "

zE explanation for the bullving. Sadly, over time, i cognitive change
_ seems to occur in both bullies and their victims; the victims begin
' to believe that they deserve the attacks, the bullies that their
actions are warranted (Bjorkquist ef af., 1982).

‘The rationale which appears to emerge is the need of the
bullies 1o demonstrate or confirm their power over others .
o (Bowers, 1973: Wachtel, 1973). Tt would seem that the human
race has alwavs had a preoccupation with seeking power — wars
and invasions embody the principles of bullying behaviour:

Man has alwavs been tascinated by power. He has reason to
be for, as scholars we are fond of lcmmdmg hini he l)t*long ,
to a violent species. Look at his history: a long succession of
wars with interludes of peace in loc alized times and places. '
- His myths and his religion are saturated with concern for
power. (McClelland, 1975)

Highly aggressive children appear not only to seek out
. conflict situations, but to choose those where they may best be
' observed by their peers (Wachtel, 1973). McClelland (1975) B
proposes that there are two taces to power: a soctalized power '
where there is a need tor positive influence in the group, and a
) personalized power —an’l win, therctore voulose situation. Both
- are evident in bullying behaviour but the latter, especially, seems
- relevant in this context. 'There is perhaps a balance between the
o power of the bullvand the teelings of toar and vulnerability of the ,
- victin: a svmbiotic relationship where the signs of helplessness of e
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The bullies 29

the victim give the bully licence to use power-oriented techniques
to dominate (Rubin, 198M).

The need to feel dominant over others, as is shown in
budlsing anmong children, may remain through the adult years but
be expressed in a different manner. Attempts to measure
‘power motive inadults suggest that it expresses itself in a variety
of wavs throughout the stages of maturity, often inan indivector
vicarious manner in the areas of work or leisure (McClelland,
1975). Younger males may seek power-arousing cues in nrgg-
sines where women are portrayed as subniissive or compliant, or
they may favour guns or powertul cars. In later maturity power
mav be courted by possessions. e.g. collections of paintings or
antiques or by conmumittee work. Women, it is suggested, display
their need for dominance through an obsession with their body
image, clothing or home decor. Bullying among children, how-
ever. often involves a less subtle bid for power and domimance
and frequently incorporates some form of direct aggression.

Aggression

Bullving is not a new phenomenon, it is simply one form of
aggression which is social inits nature (Rjorkquust et al., 1982}
Indiscipline and aggression have alwaye been a permanent
feature of schools: Gallup (1984 found disruption a nujor
problem in American classrooms: Dunning ef al. (1988) write of
the “wild and riotous folk antecedents of modern football
hooliganism’, which can be traced back to the fourteenth century:
the violent mutinies of schoolboys in the seventeenth century are
documented by Aries (1960); and Ogilvie ( 1953) notes that more
than one public school has been razed to the ground by its pupils.
A perusal 1 made ot school loghooks dating back to the Tast
century showed that violent attacks on pupils and teachers were
not uncommon at that time. \ggression in schools s not a
contemporary problem but there are perhaps contemporary
factors, stich as media coverage, which could lead us to believe
that thisis so. Olweus (1979 defines aggression as:

any act or behaviour that involves, might imvolve, and/or to
wome extent can be considered as aiming at, the infliction of
injury or discomfort: also nanifestations of inner reactions
sl as feetings and thoughts that can be e onsidered 1o have
airch antaintare regarded s QEEressive responses.

The concept of aggression covers a nvriad of events from
toddler temper tantrims to grievous bodily harm. The target for
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30 Bullies and victims in schools

the aggression may not be obvious; some forms of aggressive
behaviour can be misinterpreted or overfooked. A deliberately
slow speed of working, the repeated ignoring of explicit instruc-
tions, some forms of school refusal ur even elective mutism could,
perhaps, be a covert form of bullying. Any behaviour causing
deliberate and repeated annoyance, with the intent of distressing
another powerless to stop it, for whatever reason, could perhaps
be considered within the context of bullying.

Aggression is not a preserve of a pathological minority of
children; all children are aggressive in some manner at some
time, none are aggressive all of the time. In seeking explanations
for maladaptive behaviour we need to consider the whole context
in which the behaviour occurs, and also the conditions when the
behaviour of the child is appropriate. From the dissonance
between the two situations and the personnel involved we may
elicit clues as to why maladaptive responses are employed.

There are various models of aggression, and those noted
here appear to be directly pertinent to bullying:

Vo Organized v collective aggression (Nielsen and  Stigendal,
1973). A group of children, having planned to lie in wait for
another, on the wayv home from school, is an example of
organized aggression. This premeditated attack may be more
dangerous and  damaging, reflecting a negative feeling
conmon to the group, than a case of ad hoc, collective bullying
where one or two make an initial attack and a mob forms in a
casual fashion due to a transient interest and the promise of
excitement.

Direct vs ritualized aggression.  Aggression can be in the form of
a direct attack on anotiier with deliberate intent to harm.
There is, however, a ritualized aggression —a symbolic form —
as can be seen in the elaborate displays of weaponry and
aggressive dress style used by some young people to empha-
size their power and potency. A latent vitualized aggression
may be triggered and become active by provocation or, for
example, by over-policing at a rally (Marsh et al., 1978).
Applied to bullying, the dramatic threats which are initially
‘peacock displays’ of power may, it mishandled, erupt into
direct attack.

Durect v indirect aggression. Bullying behaviour is divided by
Olweus (1978) into dircct aggression (e.g. physical or verbal
attack) and indirect aggression (c.g. covert malicious FOSSIP,
cruel jokes, sarcasm, social ostracism). Girls, he suggests, w e
more likely to be subjected to the latter, whereas boys are
prone toboth types of attack, as can be seen from several of the
case studies presented later.,

10
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The bullies 31

. Instrumental aggression. Bullying can be used as a means to an
end (e.g. extortion) and it can be instrumental if used as a
means of expressing anger or disappointment. Aggression is,
of course, the instrument used in bullying to express domi-
nance over others in a variety of ways.

Te aggressive personality

A vast amount has been written about aggression but we still have
no conclusive evidence to explain why one particular child should
behave in an aggressive manner more frequently than others:

Little currently is known about genetic origins of aggressive
behaviour or about the physiology of why some people find it
more enjoyable to behave in this way. (Dunning et al., 1988)

[he debate continues as to whether children are born with a
personality predisposing them to behave in an idiosyncratic
manner or whether they are born free from any prenatal
influence, in a state of tabula rasa, so that all behaviour is the result
of experience. If the latter is true, there is perhaps more

optimisin for change. New behaviours may be learned, mala-
daptive ones unlearned.

Personality is a concept familiar to all, yet difficult to define:
‘Personality is a hypothetical construct designed to bring order
and consistency to the explanation of individual behaviour’
(Monte, 1977). Most definitions imply that in additon to any
predisposition, people assimilate experiences throughout their
lives and act accordingly: “Temperament represents the inter-
action between a biologically anchored predisposition and en-
vironmental demands’ (Thomas and Chess. 1976). The
comparative studies of monozygote (identical) and dyzygote
(non-identical) twins, have found no conclusive evidence as yet,
but encouragement is given to the idea that some degree of innate
predisposition is contributory to what we know as personality
(Mittler, 1971).

Longitudinal studies of temperament have been carried out
to look for stability over time, presuming that this would support
the hypothesis of genetic predisposition (Chess and ‘Thoraas,
1984). Robins (1966a) followed a ¢ ohort of children over 30 yeavs
and found some stability of temperament; Cowen etal. (1973 also
found stability and, interestingly, noted that opinions of
classmates given by peers were as good a predictor of adult
behaviour as professional opinions and psychometric measure-
ments. Classmates spend a great deal of their time together and
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share a wide range of experiences and, therefore, it is reasonable
to assume that they know more about each other than anyone
else. Irritable and non-conforming children (Block, 1971) did not
alter despite experiencing radical environmental change, and
Kagan and Moss (1962) discovered that socially anxious children
grew up to become non-competitive, insecure adults. The results
of ‘Thomas ¢t al’s (1963) vast cohort indicate that some carly
infant indices reliably predict adult social problems. Most rel-
evant to bullying is the work ot Olweus (personal communiecation
and 1987), who has shown that a high proportion of bovs bullying
others at 8 years old are likely to display troublesome behaviour at
16, and to pursue an antisocial or criminal career by age 24, In
sunmmary, there would appear to be some degree of stability
evident, for whatever reason, in the personality of some. it not all,
children.

A ditferent interpretation ot these studies has, however,
been made by Clarke and Clarke (1 98:h), who otter alively debate,
They suggest that a simple measure of stability of response to
environmental stimuli is not necessarily proot of a predisposition
of temperament, but could simply indicate a learned pattern of
behaviour showing a high resistance to change. In addition, there
may be considerable stability in the environmental factors in-

volved. Wolft (1986) states that as no findings are ever totally
conclusive, we can never predict the outcome for any one
particular child. Without doubt, a high number of subjects’in the
studies did show stability, but it is important to recognize that in
eveny study a considerable number did not. Mackarlane (1964),
wrote retrospectively of” the 30 year long Berkley Guidance
Study:

Many ot our most mature and competent adults had severely
troubled and confusing childhoods and adolescences. Many
ot our highly successtul children and adolescents have tailed
to achieve their predicted potential.

Robins (1966a) wrote that 90 per cent of the sociopathic adults in
her cohort had displayed antisocial behaviour as children. It is not
as easy, however, to predict from the indidence of disturbance in
children, which of them will grow up to have problems in
adulthood. While agreeing that theve is a degree of constancy of
temperament, Clarke and Clrke (1984) stress most strongly the
potential for change, i.e. the plasticity of human behaviour, They
suggest that four categories of factors — biological, socinlogical,
enmvitonmental and chance — tend to militate against the idea ot
constancy in human development.

Whether or not there is scme degree of predisposition in
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personality, there do appear to be some tactors which counter
adverse circumstances and provide highly positive eftects in the
most serious of cases: a special talentor interest, a commitment o
a4 career. a rewarding relationship outside the family, perhaps
with a particular teacher. Any ora combination of these tactors
can have a profound etfect on the eventual development of the
child taced with extremely difficult civcumstances (Quinton and
Rutter. 1983b). Factors which offer the young person self-
esteent. confidence and independence seem factors critical to
success. If the aggressive tendenc: . of some children can be
identified in the very early vears it would seem expedient to look
at our work with preschool children as it could be that at this
voung age thev are more responsive to adult intervention. Clarke
nd Clarke (1984 suggest that we need not rush to intervene
without deliberaiion, because the flexibility and resilience of the
human organism do notdearcase with age and, therefore, thereis
always opportunity for change.

Only in the middle of the last century did there begin to be
any systentatic consideration given to causul factors within the
environment tor child behaviour, Previously, the child was
deenied good or bad from bivth: prevalent explanations being
sought in hereditary or religious fatatism. Simple rewards and

punishments were the only inducements or deterrents used in

attempting change. There are now many explanations offered to
account tor the behaviour of children.

Some explanations for aggressive behaviour

A wide range of explaations has been offered for aggressive
hehaviour: decor, food additives, diet, medical conditions and, of
course, previons experiences of altforms. Those mentioned here
are those velating to the responses of child which may be
considered ina programme for change to be initiated by aschool.
These explanations are not discrete butinterrelated, so that more
than one could he at the root of any aggressive act perpetrated by
anv one child.

A child using bullying tactics may not have attained the same
stage of moral development as the others in hisfher group
(Kohlberg, 1981), and attitudes can vary greatly within any one
age band. Some children may have genuine difficuliy in under-
standing the view of others and. being unable to empathize with
the distress of their peers, regard their own teasing and taunting
of them as just ‘messing about’,

Miny bullies appear 1o experience little guiltor sympathy tor
their victims. Unlike the group above, some children have a cold
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and calculating approach to their misbehaviour and their intent
to cause pain to others. Such children in ordinary schools may be
receiving specialist help.

It is common for some pupils, in my own experience, to
reflect on and justify their actions solely from an egocentric
stance; to hold a skewed perception of a confrontation so that
their own contribution to a crisis goes unacknowledged. The
inevitable punitive reactions of others are seen as erroneous,
over-harsh or vindictive. In many cases, this does seem to be due
to a genuine ignorance of their own part in the escalation of the
crisis.

A poor self-image, little confidence and feelings of hopeless-
ness can result in some children failing to understand the effect of
their behaviour on others. Pupils considering their own eftorts to
beirrelevant to their future success or failure are unlikely to make
a determined effort to change (Kaplan, 1980).

Knowing how to behave does not necessarily result in a
successful execution of the behaviour. A volatile, impulsive
response to 4 real or imagined threat or provocation could stem
from low self-value (Meichenbaum, 1977). There is a poor
prognosis for the success of a siniple social skills programnie for
such children (Spence, 1983). These candidates do not possess
the prerequisite self-control and, therefore, an intermediary
programme of relaxation may be necessary to slow such children
down to a level where they can premeditate and predetermine
their behaviour (Spivack and Shure, 1974).

There is a developmental pattern to aggressive behaviour. in
the light of which, incidents need to be viewed. In the first years
aggression with intent to hurt is rare: the pushing and snatching
of toddlers is mainly tor gain (Manning and Sluckin, 1984). Once
the child has the cognitive ability to distinguish self from others,
focused fear arises. At this stage they are able to understand that
not only can they be harmed but that they themselves can harm
others. Along with the first attempts to hurt and harm others,
guilt, remorse and conscience emerge. With increasing sociability
there is a correlated increase in aggression. More interactions
result in more conflicts. A hierarchv of dominance is established
and even young children become aware of when to challenge and
when to comply. A better command of language allows squabbles
to be settled without resort to physical violence and a developing
mtellect allows for both coping with and avoiding conflict
(Patterson and Guillon, 1976). In adolescence, contlicts have a
more abstract, less tangible source, involving status, obligations,
rights, beliefs and trust. At this age a wider range of options is
available and, whereas younger children can only choose between
the hierarchy of dominance or playing alone, adolescents have
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the intellectual and physical ability to draw upon this wider array
of choices (Patterson and Guillon, 1976).

The bullying child may select to offend, for whatever
reason, from a large repertoire of behaviours (Clarke, 1985).
There may be a well-established habit of acting in an aggressive
manner. Past experiences may have coloured the peiceptions
and attitudes of the child. The excitement of the conflict could
have incited others to join in, so reinforcing the fun of an attack.

It could be that the child has a restricted array of behaviours
to choose from due to impoverished experience (Jamieson,
1984). Aggression being the simplest and mest accessible of
behaviours is the one most readily chosen. The individual, of
whatever age, interacts in a complex manner with all aspects of
the environment and from these transactions a repertoire of
behaviour is formed.

Regardless of the scope of behaviours at their disposal some
children have a faulty decision technique (Tversky and
Kahnmann, 1974): a misreading or misinterpretation of the
situation could be at fault; the problem-solving skills could be
weak or the information-processing skills impaired; or there
could be an inability to predict with accuracy the consequences
of any behaviour (D'Zurilla and Goldfried, 1971). Rarely is there
wanton purposeless aggression. Interestingly, we are now begin-
ning to understand that there are rules and a structure to
disruptive behavieur in schools.

During puberty hormonal changes correspond to parallel
emotional development, leading to a stage where there can be a
severe lack of contfidence and an increase in confusing moods
and phases of regression. The difficulties of coming to terms
with a new body structure may be underestimated. Regressions
in behavioural and emotional stability could prove confounding
both for the young person and others alike. Most, however,
graduaily emerge throughout the teenage years as independent
individuals, seeking out their abilities, limitations and bounda-
vies. There is not necessarily more aggressive behaviour among
older pupils in schools but, because of their greater size and
strength, it can be more effective and dangerous.

Maturation implies independence. Young people are often
given little autonomy and responsibility compared to that they
take upon themselves in after-school hours when their lives may
dosely mirror those of adults. This can encourage 2 sensc of
frustration and boredom. In addition, as children grow towards
adulthood, the immediate influence of parents may decrease, to
be replaced by stronger ties with their peer group. Young
people often look towards their contemporaries for guidance
and confirmation regarding codes of behaviour as well as to
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other role models, e.g. those promoted by commerce and the
medi.

The role of society

Is there a section of our society more prone to use aggression and
aggressive imeans than the culture of our schools accepts as the
norm: It so, why should this be? Dunning ¢t al. (1988) write on
tootball hooligans:

I our observations are correct there is a specific aggressive
masculine style which. in Britain at least. nowadays tends to
be characteristic mainly of males from particular sections of
the lower working class.

Dunning et al. stress that this is a particular deviant sub-group. an
under-class, and that no generalization can be made about, what
1s referred to in general terms as, the working class. Certain
characteristics are noted. such as maintaining strong ties with an
unusually wide range of kin, most of whom live in the immediate
locality. Therefore, the most salient emotional links are with
others-like themselves, within a community made up from an

aggregate of structurally similar groups. ‘The result is a strong
cohesive community with narrow social horizons and a hostile
attitude to outsiders,

Several studies have shown parenting practices to be highly
influential in controlling or encouraging aggressive behaviour.
Low levels of supervision and monitormg ot a child’s where-
abouts can result in the early sociatization of the child occurring
on the neighbourhood streets or further afield. where the voung
child only has equally voung or slightly older role models
(Dunning et al.. 1988). Ticaddition, the adults in the community
may have a positive attitude towards aggression, the voung males
being encouraged to'stand up for themselves’ — physical prowess,
for example, being more highly prized than the academic
competence promoted by some schools. Elias (1978) suggests that
power has gradually been wansterred over the centuries to the
police and the legal system, and that this collective monopoly
protects the individual from sudden attack. Parents, theretore,
shonld be able to demand that their otfspring suppress aggressive
inpulses because, ina situation of Law and order, those impulses
are redundant. The vesult is that we now experience guilt it we
transgress and behave inoa violent mamer. Some parents,
however, donot train their children to suppress their aggressive
impulses, perhaps because thev live in communities where faw
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and order are not as much in evidence. In some of the more
imp()\'crished communities, the most vulnerable families are
scapegoated and bullied by the more robust, and this is evident in
the case studies of Michael and Andrew presenled in Chapter 10,
Dunning et al. (1988) propose that there are two ditferent
response patterns to the aggression of children; the response of
families with a non-positive attitude to aggression being difter-
ent from the response of families with a positive attitude to
AgEESSION.

Responses made 1o aggression by families with a non-positive
attitude to aggression include:

yestraint on any overt expression of aggression:

it mayv be pushed behind the scenes or channelled into other
activities: _

a high level of guilt and remorse may be inculcated by others:
it may be deflected legitimately by playing spovtor enlisting in
the army;

intellectual and academic qualities are prized (over. or as well
as, physical strength);

Responses made to aggression by tamsilies with a positive attitude
to aggression include:

little restraint on any overt expression of aggression:
a public display of strength may be sought:
permission might be given by adults:

there is little guilt or remorse;

legitimate modes are considered too tame:

street credibility is essential for community kudos.

Frommyown experience | would suggest that even withinan
aggressive culture there are rules and regulations. Anvone
overstepping the mark earns a derogatory label such as ‘nutter’
and group disapproval. Ruther than making a simplistic judge-
ment of such behaviour, it is necessary to view itin the context in
which it occurs. These voung people may be severely restricted in
their options — they may not be faced with free-floating moral
choices which can be taken outside of their limited experience. It
is no mean achicvement for such pupils to straddle the two
cultures of home and school.

For a further explanation of aggressive attitudes in some
voung people, we must look to the heritage of industry to explain
am admiration of physical strength and prowess. Muscle power
was needed to gain and maintain most employment in the not too
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distant past, whereas weakness led to the inevitable loss ofjob and
livelihood and crippling medical bills. It was essential to be strong
tor the survival of self and dependents. In most industrial areas,
there is much less manual work now, but those cultural values
remain and continue to be transmitted without any awareness of
their original purpose, so all that remains is an overemphasis on
masculine strength (Taylor, 1979). Kudos s gained by adisplay of
physical power over those who are weaker.

Is there perhaps some imbalance in the structure of our
society which encourages aggressive behaviour? Fitzgerald (1980)
states that ‘No society can at one and the same time hold out a
commor goal to all its members and block off access to the
achievement of that goal and not expect problems.” The ethno-
graphic studies of Coffield et al. (1981, 1986) are extremely
enlightening, for they give a vivid picture of how it feels to be
pushed to the margins of our affluent society. It must be stressed,
however, that there is no suggestion that bullying is a prerogative
of the poor and disadvantaged. Some of the more distressing and
damaging cases I have come across have been among pupils with
advantaged, in some cases privileged, backgrounds. Donnie (see
Chapter 10) came from a privileged family background where
dominance over others was condoned, even encouraged. Bullying
is not the product of status deprivation or financial disadvantage
alone —that would be a myopic stance to adopt. None of the studies
quoted have inferred that such factors are anything but contribu-
tory to the problem of violence in our society.

Gender differences

If a ditference was discernible in the behaviour and relationships
between boys and girls from a very early age, this might offer
support to the theory of sonte degree of prenatal influence.
Whether this is the case or not, any differences found in the social
behaviour of boys and girls would offer valuable insights into the
more covert behaviour of bullying.

The previous discussion emphasized the partsociety perhaps
plays in eliciting aggressive behaviour from voung boys and
youths. There does seem to be a difference in the bullying
behaviour of girls and boys — girls resort to physical aggression less
often than boys, instead preferring social exclusion or malicious
rumour (Roland, 1988). Man, gitls, both perpetrator and victim,
donotconsider thisto be bullyingeven when itcauses considerable
distress. The less frequent physical attacks by girls do attract
disproportionate attention compared to boys, as does any violent
crime, presumably as it contravenes current social expectations.

4%
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The popular viewpoint that there may be a combination of
both inherited and learned influences which resultin the differing
behaviour of boys and girls, is supported by Hinde (1988):

The answer to the question of the ontogeny of gender
differences lies partly at the biological level in the prenatal
influences of maternal and infant hormones and partly at the
social level in the effects of cultural and socialization influ-
ences.

It is the view of Hinde that the biological influences are tar
outweighed by the sociocultural structure — the norms, values and
institutions of society. Human behaviour is almost infinitely
malleable and there is no evidence to show other than that males
and femalesare equally able tobe influenced by cultural pressures.

In an attempt to discern how much of the behaviour of young
children is socially induced, observers in one study were asked to
identify toddlers as boys or girls by their behaviour alone, for all
were wearing snowsuits (Condry and Ross, 1985). This proved
impossible, but when told the gender of each child. stereotyped
labels for play and behaviour were assigned to the children by the
observers. In adifferent study, newborns were shown toobservers
from behind a screen. Those named as boys were immediately
described by the observers as robust and strong, those named as
girls were described as gentle and having fine features (Rubin et al,
1974).

Such stereotyping must start at birth, for it is not socially
acceptable to refer to a baby as‘it’; therefore, once named, society
colludes with the labelling. ‘There is more pressure on a boy to be
tough than on a girl not to be a tomboy, and fathers have been
found to be more boisterous and robust in playing with their baby
sons than they are with their daughters (Maccoby and Jacklin,
1980b). The higher incidence of verbaland physical aggressionin
boys has been noted as early asthe second year and is thought tobe
one of the most established gender differences (Maccoby and
Jacklin, 1980b), and it is common to most cultures worldwide
(Whiting and Whiting, 1975). Maccoby and Jacklin (1980b)
suggest that boys may perhaps be more biologically prepared to
learn dominance, competitiveness and aggression, whereas girls
may be more receptive to training in inhibition. This hypothesisis.
however, challenged by Tieger (1980).

Relationship differences between boys and girls

By looking for gender differences in friendship patternsit may be
possible to gain insights into the ditfering methods of bullying
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used by boys and girls. The traditional hypothesis is that the
friendships and relationships of boys differ from those of girlsin
fundamental and observable wayvs. Boys are considered to be
primarily interested in objects and their manipulation, and their
friendships are considered to be spread wider than those of girls.
Girls show i preference for the more intense twosome. or even a
group of three or four, but if there ave more than two at any one
time one girl, almost certainly, will be on the periphery (Douvan
and Adelson, 1966). Casual plavground observations show that
boys play team games more than girls and often commandeer the
largest play avea for their game, pushing small groups of girls and
the less robust boys to the periphery. Fven across cultures. boys of
primary age play more often in gangs than girvls (Omark e al.,
1975); it would be mteresting to know whether this is so in
cultures where there is no heritage of team sport.

It may be that boys need the support of the group in their
quostforadventures and escapades, or for support ina collabora-
tive bid to usurp adult authoritv. Rubin (1980) reters to the
reminiscences of B.F. Skinner, who enjoved the traditional
games of gangs of voung lads everywhere, ie. ringing the
doorbells of neighbours and then running oft, or pulling string
taut across paths to trip up pedestrians. Such pranks were,
according to Skinner, devised and executed in an atmosphere of
conspiracy and close companionship. 1 suspect girls make less of
an-overt group bid to defy authority. Bovs are thought 1o
emphasize the hierarchy of dominance within their group more
than girls who perhaps stress intimacy and other affective aspects
e relationships. Perhaps from a voung age boys learn the skills of
getting along in a large group but are less proficient than girls in
developing and sustaining intinte relationships. The smaller,
more exclusive groupings of girls may elicit more commitment
than boys. By definition. girls friendship patterns are more
mtimate by simple virtue of fact that they are smaller (Maccoby
and Jackling 1975).

Girls appear to make fewer new friends. show a preference
for sharing with their friends and maintain a stronger boundary
between those they regard as close friends and others, than do
boys. The looser friendships are more trouble-free: the closer the
refationship the more contlict occurs (Shapiro, 1967). It is
interesting to watch children at plavtime in schools; the girls seem
to seck out their particular triend, whereas the bovs rush around
looking for anvone with a foothall!

Research on bullying suggests that bovs seck power and
dominance, whereas girls need a sense of affirmation and
affilition, a teeling of belonging and a shared intimacy expressed
i exclianging contidences and gossip  (Roland, in prep.l.
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Comparisons have been made Letween the friendship of two
voung girls and a fove aftair (Lever. 1976): teenage givls may hold
hands. keep in constant contact by telephone, copy details of each
other's dress, hairstyle and musical taste, write notes to cach other
in class and openly show mutual atfection. This need tor intintacy
is manifest in bullving: bullies either exclude the targeted girl
from the intimate group or, by use of nialicious gossip. theviry to
prove that whereas they are acceptable, the discredited victim is
not. This type of ploy can be executed with the skill of an army
general on nanoeuvres. ,

‘T'his hypothesis — that boys enjoy a more extensive frame to
their friendships. whereas girls prefer fewer but more intimate
relationships — does not go unchallenged (Bigelow and La Gaipa,
1980). 1t would seem. however, that research specific to bullving
does support the hypothesis to some degree. Roland (in prep.)
proposes that givls who bully may have had @ poor relationship
with their mothers: "\ long standing situation of low primary
Aftiliation will create a motive system within the child which will
increase the need for secondary affiliation in class.’

Boys who use physical aggression are considered by many to
be modelling the behaviour of significant others, or perhaps
simph using this method of interaction because they have not
been taught that itis socially unaceeptable.

Itis not suggested by any theorist that either bovs or girls use
one or other technique exclusively. only that there do seem to be
gender differences regarding the preferred method of buallving,
which mav reflecta possible ditference in friendship behaviour.
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Pocket Money

Taan'texplain what happens to my cash.’
Fean,but can’t = not to mv Mum and Dad.
‘Give us ten pee or get another bash' —

That's where it goes. And though their questions crash
Like blows, and though they're getting mad,
Fean’texplain what happens to my cash;

How can Ttell the truth? I just rehash
Old lies. ‘The others have and I'mi the had:
‘Give us ten pee or get another bash.

‘Fordinner Dad? . . . just sausages and mash.’
“I'hat shouldn’t make you broke by Wednesday, lad.
I can’t explain. What happens to my cash —

My friends all help themselves. I get the ash
Of fags I buvand give, get none. *T'oo bad.
Give us ten pee or get another bash.

For being You." And still I feel the thrash
Of stronger. firmer hands than mine. The sad
Disgust of living like a piece of trash.

Faan'texplain what happens to my cash.
‘Give us ten pee or get another bash.'
Mick Gowar (1986)

Even though the research on bullying is sparse, certain character-
stics are now emerging which indicate the predisposition of some
children to the risk of being bullied. This does not, however,
explain why any child atall should be at risk, nor why, throughout
history. vulnerable individuals, communities and nations have
been bullied by the more powerful. It is sometimes difficult for
adults to apprediate the distressing effect name-calling and
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scapegoating can have on a young victim. We may be guilty of
being dismissive for, as adults, we may fail to understand the
terror of the unknown which may be confronting a child bullied
in this way. We have the advantage of an understanding. a tactual
knowledge and accumulated experience: a child may be left
confused and terrified by verbal threats and provocation.

Scapegoating and labelling

The historical perspective on the phenomenon of scapegoating
suggests that in biblical Judea a goat would be invested with all the
sins of the community and then driven out. This is probably the
origin of the word “scapegoat’. The Greeks in Asia Minor in the
sixth century are thought to have practised choosing an ugly or
deformed person to take on the evils afflicting the community.
This unfortunate would be fed, beaten and then burnt to death
(Frazer, 1923).

Name-calling also has roots in anthropology. The power of
labelling may be seen in the historical and prehistorical tradition
of word magic: “The name of a thing or a group of things is its
soul: to know their names is to have power over their souls’
(Malinowski, 1923). Other writers have noted the intrinsic power
of names. Frazer (1923) wrote: *A name can only be given by one
who has power invested in him, and that knowing the name gives
one power over an object or person.’ Later writers such as
Gotfman (1968) suggest that ‘A man without a name has no
existence.

The power of name-calling was no doubt intensified bv
nicknames being associated with Old Nick, the devil. Name-
calling in bullying often draws upon non-human names such as
wimp. louse, pig, plus colourful local variations. This s an
eftective way of dehumanizing the victim, thus assuaging any
guilt and giving permission for the process to continue once it is
outside the human context. It may be a contributory factor in the
escalation of some incidents of bullying to a dangerous level.

Names and labels are necessarv. Thev are the most
economical way of knowing and defining, naming being the
demarcation process set down by society. Without labels we would
be swamped by a myriad of anomalous characteristics to remein-
ber. We ourselves are named to define our inclusion in or
exclusion from families, localities and nationalities, among other
things. Maladaptive labelling, however, as in the mane-calling in
bullying, is used to exclude a child from the group. One
sociological perspective would suggest that itis perhaps necessary
tor society to scapegoat some members in order to better define
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the boundaries of "normalitv’: the sane from the mentally ill, the
criminal from the law abiding. the able from the handicapped. In
his influential book The Myth of Mental Hiness, Srasz. (1961)
proposes that we use labels in an insidious wayv to enable us to cope
better with issues of great difficulty:

Our adversaries are not demons, witches, fate or mental
illness. We have no enemy whom we can fight, exorcise or
dispel by ‘cure’. What we do have are problems in living . . .
mental illness is a myth whose function it is to disguise. thus
render more palatable the bitter pill and nioral conflicts in
hunian relations.

A psychoanalvtical explanation of scapegoating and labelling
is that it is a projective process of transterring the unacceptable
aspects of our own personality, which are normally repressed, on
toanother whois more vulnerable and who displays more overtly
those very siune characteristies (Klein, 1946). The word stigma
onginates fronn the tattoo worn by those Greeks who were either
devored followers of the gods or, conversely, by those who were
slaves and known criminals. Once a child s stigmatized by the
name-calling of others, the verbal label would appeirto be noless
durable. Children report that name-calling is one of the most
distressing and aggravating attacks they can sufter and the case
studies presented in Chapter 10 show how potent a form of abuse
this cian become.

Owr suspicions. fears and prejudices are most strong when
we encounter a stranger, someone ditferent who we have not
previously experienced:

For the most part we do not first see and then define, we
define and then see. In the great, blooming, buzzing con-
tusion of the outer world, we pick out what our culture has
already defined for us and we tend to perceive that which we
have picked out in the form stercotyped for us by our
culture. (Lippman, 1922)

I he powerotabusive name-calling is noted Later in this chapterin
the context of racial abuse among children.

Our library of stereotvpes has been built up tor us even
before owr birth from the heritage of opinions held by om
parents and ttansnntted to us in the form of nursery rhymes,
myvths and legends as well as divect comuaent. We inherit our
prejudices from our ancestors. We have ready-made templates in
which to fit our new experiences and these determine onr
tolerance levels (Goffman, 1968), Gotfman offers what he
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believes to be the template held of young American males: ‘a
young, married, white. urban, northern, heterosexual Protestant
father of college education, fully employed, of good complexion,
weight, height and a recent record in sports’. This, he claims, is
the perspective all look out from. Many young men must harbour
feelings of inadequacy and failure. There do seem to be indi-
cations that many of those who bully feel that they fit their own
accepted social template — they are contident and powerful -
whereas the victims do not. Goffman notes that once the victim to
be stigmatized has been chosen, that person rapidly becomes
ssolated and. therefore, unprotected and even more vulnerable.

It is not vet clear whether bullying children seek out those
who have a ‘stigma’ or mark, such as red hair, glasses, a stammer
or other noticeable feature. The wider literature would suggest
that possibly less venom is directed towards those who are unable
to do anything about their so-called ‘stigma’ (e.g. those with an
obvious physical disability) as opposed to those who. in the eyes of
the attacker, can (e.g. obesity or poor coordination and
clumsiness) (Goffman, 1968). 1 suspect that the victim is chosen
for reasons other than obvious physical features but, once
identified, the red hair or glasses become easy targets for
provocation and harassment, The case study of John shows how a
confident gregarious boy was able to overcome a deviant physical
feature (see Chapter 10).

The process of labelling

Trends and changes in any one discipline often match a ground-
swell. a climate of opinion, in several other areas. The study of the
phenomenon of labelling emerged trom various sources simul-
taneously: anthropology, soc iology, psychology and the law,
among others. The catalyst group of lubelling theorists, ironically
given that label and so falling foul of their own hypothesis, put
forward the view that allotting « label to a person or an event
could have complicated and far-reaching repercussions. The
reaction of the target person to the label in itselt could have a
more profound ctfect than the initial cause. It becomes a process
of social reaction and interaction. Labelling, whatever torm it
takes, creates secondary pr()l)lcms (Becker, 1963): “The critical
variable is the social audience and not the individual actor’
(Frikson, 1967).

In general terms, the process of labelling is considered by
theorists such as Lemert (1967) to take the form of a downward
spiral which takes place in stages:
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1. Initially, the target child displays factors perceived subjec-
tively by others as being removed from the norm.

2. Having been identified, the factors are commented on un-
favourably.

3. The subject is now more aware of these characteristics causing
the adverse comments and, subsequently, tension and anxiety

resuit in them becoming emphasized.

The subject is punished by the labellers for the unacceptable

characteristics or behaviours.

The behaviours intensify and the punishment increases.

The subject accepts and begins 1o believe in the label with a

resulting lowering of self-confidence and -esteem.

‘The subject is isolated and vulnerable and unable to call on

support from others and fully accepts the role which has been
allocated to him/her.

e

R

~

‘The case study of Mark. who was givenr: the name “T'he Martian’
because of his uncoordinated movements, shows how devastating
the effect can be on an already vulnerable child.

Hargreaves (1967) suggests that there are four conditions
which determine whether or not the child accepts the labelling:
the frequency of the labelling, whether or not those doing the
labelling are perceived as significant to the labelled, the support
those allocating the label have in the group, class, school or street,
and whether or not the labelling has been done publicly. If these
conditions are present, the label is more likely to be accepted and,
Hargreaves proposes, can come to engulf the person. The target
child has only three options: to conform so the label cannot apply,
to use a strategy to try to neutralize the situation, or to accept the
label as part of their identity.

The theory of labelling does not go unchallenged (Ackers,
1968). Labels in themselves, it is argued, cannot create deviant
behaviour. Attention must not be detracted from those features
which caused the behaviour to cmerge and which drew the
unwanted attention in the first place. In removing the label we are
only taking the first step in vemedial action. As with Mark,
removing the label ‘Martian’ was only the first step in the remedial
programme. Other strategies were required to be implemented
before he was able to integrate fully within the group.

The power of identification and labelling can begin in the
very early years and have both long-term, perhaps permanent,
and pervasive cffects. In the early days ot toddler rough-and-
tumble play fights, children learn how to function in the group,
who they can challenge and who can challenge them —~ those who
cannot cope are quickly identified, pushed to the side lines, and if
they are unable to change their low staus, they run the risk of
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being allocated the role of vicum and are thus isolated. Once
self-confidence is lost it is difficult to regain.

The labelling of a.vulnerable child may escalate the situation
in another way. The first attack on the child may perhaps be over
very quickly, the bully moving on and forgetting the incident. If
others ohserved the attack, whether it be verbal or physical, they
themselves are able to allocate the label and role to the victim so
that a general and diffuse bullying situation arises which can last
for several years without there being any leader. The victim,
unfortunately, continues to be the butt of low-key punches, kicks
and jokes.

1t is critical that such patterns of escalation are observed and
identified by staff so that the sequence may be broken in the initial
stages. As with all aggressive and disruptive behaviour, the key
skill lies in recognizing the critical moment to intervene (Pik,
1981).

Finally, it must be mentioned that the labelling of the power-
less by the powerful occurs in a variety of contexts: world politics,
the judicial system (Tutt, 1981) and the classroom, where the
teacher labels a pupil disruptive or deviant. The greatest danger,
perhaps, is that we need to be sure we know where our own social
ideals, ambitions and values lie. We need to be able to recognize
our own prejudices and biases and we need to be able to identify
our own perspective because, once initiated, by accident or intent,
there would appear to be an inevitable escalation of the situation.

Racial bullying

Those children who perhaps receive most labelling in society are
those who are identified by their race as being different from the
majority. Racism is too complex an issue to be subsumed under
the heading of bullying, to be mentioned as a mere insertion, but
itis pertinent because it most often takes the fornm of bullying —be
it social. psychological or physical in nature. An example of play-
ground bullying is given by a child ina middle school in Norwich:

They are bullies and there are about five or six in my class
only and at playtime there are many bullies from other
classes. They kick me and call me ‘black’, ‘chocolate’, because
of my colour and they don’t like us because we are Indian.
(Akhtar and Stronach, 1986)

This quiet erosion of identity and self-esteem by respectable
whites, it is suggested, begins as early as 4 years of age. Kureishi
(1986), who wrote the book which was made into the popular filin
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of the same name, My Beautiful Launderette, writes: *'I reckoned
thatatleast every day since I was five vears old, I had been racially
abused.’

One of the most hwrtful and damaging, yet most used and
pervasive forms of racism, is name-calling. A 17-vear-old girl
describes the pain: I think it's worse than being hurt physically,
because physical hurt heals quicker than being called names’
(Cohn, 1987). Name-calling is more difficult to spot and check
than physical bullying. Perhaps we do not take it seriously
enough? Children are told to ignore it and to shrug it off. Davey
(1983) describes how children are attracted to name-calling as a
provocative tool:

the convenience of ethnic classification will prove irresistible
tools for children in their attempts to order and simplity
their social world, unless there is a considered and coordi-
nated drive to introduce them to the potential tluidity and
interdependence of human groups and to promote inter-
group acceptance and friendship.

Allport (1954) wrote of ‘labels of primary potency’, which
refer to physical teatures and, once adopted, tend to prevent any

alternative or cross-classitication. In one group of 13- to 17-veur-
olds, it was found that over half the name-calling that occurred
referred to racist names and that over 60 different abusive racial
ters were used — the under-13s used over 40. The next highest
category for the older group was 11 names for sex- and
gender-based name-calling. The danger has long been recog-
nized (Cohn, 1987):

Words which are highly charged with emotion, taboo or
distaste, do not only reflect the culture which uses them.
They teach and perpetuate the attitudes which created them.
(Schultz, 1975)

A survey of the attitudes of children showed that black,
Indian and white children all wished to be white, but that in play
situations they chose playnates according to their gender and
that this was the prime reference over colour. There was a strong
bias towards own race group, which was higher in the home
envitonment than in the school class or playground. The parents
of all groups felt bewildered by the issue of discrimination and
looked to the schools for advice, expertise and help (Davey,
1983). Perhaps schools can encourage multi-ethnic groupings by
oftering cooperative and pioblem-solving learning situations
which demand mutual dependence.
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It is of interest to note the responses of headteachers to
requests from parents for help with this problem. They parallel
exactly the common response for requests for help with other

- bullying situations:

There is no problem in the school.

There may be a problem but it is not a racial problem.

The parents and children are over-reacting (Akhtar and
Stronach, 1986).

All children and parents in this study felt that there was a
serious problem. It is possible that one of the key factors
perpetuating the problem is the conflicting and vague expecta-
tions we hold of these children. On the one hand, they may be
regarded as colourful and exotic, yet on the other, they may be
expected to hold the same values and to behave as middle-class
whites. ‘The educational and influential political systems, at both
the naticnal and Jocal levels, still rely heavilv on the views of
highly educated, successtul middle-class whites. Black children
and their parents are outside this framework, without any direct
access to make their views known. Even where the black com-
munity has representation on committees, it is of interest to note
how little shift in actual power has taken place and that consul-
tation alone could lead to turther frustration (Gibson, 1987). As
with other disadvantaged groups, goals ave offered but nobody is
able to identify the path to take to achieve them (Fomlinson,
1987). Schools alone cannot combat racism. ltmust e seen in the
full political context. Schools can, however, escalate or de-escalate
the situation by the attitudes and practices at work within the
school. One titorial lesson a week will change littlezitis the quatlity
of all daily interactions throughout the school day which will be
influential in bringing about & more positive situation. Social
attitudes are man-made, they are the result of schooling in
prejudice; therefore, if a positive attitude is presented through-
out all aspects of the school day, thensome inroads can be made to
counteract the current situation which appears to be char-
acterized by an uncomplaining acceptance that prejudice is a
widespread and commonplace feature of contemporary life in
Britain.

The crux of the matter is that there is an implict consensus in
our society as 10 where the various groups stand in the order
of things. It is 1rom within this consensu. ~ perspective
children learn to notice group ditferences and how to
evaluate. (Davey, 1983)
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Clumsy children

One group of children identified by Olweus (1978) as being at
high risk of becoming victims were found to be boys with
coordination problems. Only in recent years have the emotional
and social problems of these children been more widely identified
and appreciated. The empbhasis of the earlier work lay in the
. effect such difficulties had on academic progress.

This is not an uncommon problem: McKinley and Gordon
(1980) estimate that approximately 1 in 25 boys experience these
difficulties, although far fewer girls have been identified (see also
Laszlo and Bairstow, 1985). Olweus (1978) noted that 75 per cent
of the boys he identified as victims had coordination problems.
‘The problem has been severely underestimated because these
children often do not appear ‘clumsy’; in fact, almost without
exception, the coordination problems of those children I have
worked with, were not considered to be of major concern by their
teachers. Rather, it was the secondary social and emotional
problems which were the cause of referral. Both Michael and
Mark had such problems which did not figure prominently in
their initial referral, although they were most pertinent to the
bullying. ‘There are frequently so many interrelated problems
that it is far easier to spot a clumsy child once one is familiar with
the syndrome than to describe one in print.

There are usually fine motor control problems in evidence
when the child is writing, drawing. sewing or gripping a pencil.
Gross motor skills such as running, throwing and catching are
often impaired. The child will most probably have an unusual
gait. There is usually a confusing and jagged profile of perform-
ance skills; the one child perhaps being able to throw but not
catch. The one area in which these children often fail is when two
or more movements need to be amalgamated and synchronized
as in riding a bike or swimming. In such skills, the upper and
lower parts of the body are involved in opposing movements.

‘The most subtle and possibly influential process which is
trequently affected is that of perception, the process that links the
ceyes and the brain. Perception affects balance and it is common
tor these children to become feartul once their feet are off the
ground. The clumsy child appears to have difficulty in building
upa memory of tactile skills. The hands or feet need to be in sight
all the time an action is being executed, e.g. buckling shoes,
buttoning a coat, combing hair or climbing stairs. There is an
over-1cliance on vision, which in itself causes problems such as
over-balancing and slow speed of performance; also, as mirror
images in themselves cause problems, tasks such as cleaning teeth
can seem quite complicated.
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When we realize that other, seemingly unrelated, skills are
often affected — such as sequencing and the organization of
actions; that there may be enunciation difficulties, and intermit-
tent hearing loss, perhaps resulting in specific learning diffi-

culties — then it becomes abundantly clear that many of these
children suffer numerous and pervasive hidden problems. 1f
— their difficulties remain unidentified they can be confusing and
frustrating to teach. Most often they are urged by parents and
teachers alike to try harder, yet their problems are such that
= without specific help, by trying harder they just make matters
worse by exaggerating an incorrect action, The effort these
children need to put into their school day may make them
over-tired and irritable. The constant urging to work harder and
faster can make them tense and anxious. They may, on the other
_ hand. choose to withdraw.
> Once the clumsy child enters histher peer group as a
- toddler, socia! difficulties may arise when the other children
- rush round on their bikes or, in later years, go swimming and
play team games. The slow, uncoordinated child may be pushed
to one side, never chosen in a game, or left alone while the
others play. If the child has confidence and determination the
_ social repercussions will be minimal. If, for whatever reason, the
' child lacks confidence, he/she may become solitary, later
perhaps preferring books, computers, videos or hobbies to
attempting friendships. These interests frequently become an
- obsession, since being occupied with solitary pursuits, they avoid
risking the rebuffs, taunting and bullying of their peers. Sadly.
clumsy children do appear t¢ have mannerisms which encou-
| rage bullying and the jibes and nicknames of the group, as was
R the case with Mark, who was called “The Martian’. This is often
— -, due 0 the presence of attendant movements. For exampie,
- while writing with one hand the fingers of the other may move
or there may he very slight but noticeable body movements
when the child is excited. All these are due to the child being
unable to make totally discrete movements with just one part of
. the bodly.
= Once identified, there are programmes available to support
: these children, but the most crucial parameter is the confidence
ot the ch.ld. Compensatory success not only raises the self-
esteem of these children but improves their siatus within their
peer group. There may well be one area of sport in which they
can succeed; with practice and confidence, swimming is often
_ such a sport because the water supports the body. If a skili can
' be found and sensitive encouragement offered, the foundations
can be lid for the development of friendships and group
acceptance,
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Victimology

One ot the reasons why it has been difficult to help victims of
bullving is that there is little information available to those who
wish to help the victims. An immense volume of literature has
accrued about crime and criminology but we still know relatively
little about the criminal and far less about the victims of crime.
‘T'he National Crime Commission Report (1967) stated ‘One of
the most neglected subjects in the study of crime isit's victims.' As
long ago as 1948, von Hentig drew attention to this other side of
the established school of criminology, but as recently as 1981,
Haward noted that after half a century of concern shown
exclusively for the criminal. at last some degree of interest is being
directed towards the victims. There is a theory that the relation-
ship between the perpetrator of the crime and the victim is more
intricate than previously thought. This may be true in face-to-
face crime. In a study of rape victims it was found that the
discriminating factor between those attacked and those who were
not was the submissive posture and deportment of the young
women who were raped (Nelson and Menachem, 1973). It would
seem that the attitude of the victinn of a crime immediately prior
toattack is of crucial importance. There are perhaps a few critical
seconds when evervthing hangs in the balance, when the victims
may wird off or precipitate the crime by their actions. Schafer
(1977) writes:

Crime is not only an individual act, but also a social
phenomenon. Itis far from true that all crimes *happen’ to be
committed: often the victim's negligence, precipitative
action, or provocation contributes to a genesis or perform-
ance of a crine.

This emphasis could be open to misinterpretation in the case
of child victims, There are, without doubt, those who appear to
provoke attack from others, and such children mav be in greater
need of our help than would perhaps first appear, but most
victims of bullying are passive victims (Olweus, 1978). As adults
we nray perhaps need to be move responsible tor taking the
preventative actions advocated by the police to protect ourselves,
but we cannot expect the most vulnerable ot our children to be
able to work out for themselves how to avoid attack it we have not
first taught them exactly how this is done and ensured that they
are able 1o cope. If there are a few critical seconds when the
posture, verbal and non-verbal signals mav initiate or detlect an
attack, it must be our responsibility as adults, parents or teachers,

.‘)
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to offer this information and training to those young people at
risk.

Emotional effects

The victim of a bullying situation may have been subjected to a
number of attacks of unknown intensity overa prolonged period.
In consequence, they may be suffering from a sense of degra-
dation. humiliation and shame. in addition to intense anger and
fear. The victims rarely seek help from adults or their peers.
Some of the reasons why this could be have already been
mentioned. The cognitive changes which seem to tuke place in
many victims of bullying perhaps need further einphasis — they
begin to believe in the Abusive name-calling, thinking perhaps
that names such as ‘haby’, ‘wimp’ and ‘idiot’ must be true, for
otherwise they would have been able to cope with the bullving.
Their inability to cope proves that theyare inferior. A gradual but
pervasive erosion of self-esteem takes place. As they are ashamed
of being so unpopular. in their own eves, and of not being able to
cope. they may well become more adept at hiding their suffering
so that thistoo could be a reason why bullving appears to continue
for a very long time unless checked. It is too painful to admit that
one is bottom of the social heap and so very disliked. Many victims
prefer to keep their distress to themselves. Although the con-
fusion and complexity of the emotional turmoil of the victims of
crime is beconing better understood. victims of bullving in school
can still find themselves, with the best of intentions, subjected to
intense interrogation by parent or teacher and cajoled, per-
suaded or demanded to disclose embarrassing or even dangerous
information on the spot.

“T'he emotional reaction to a crisis such as bullving has been
described variously:

Crisis reaction refersto the state of upset personsin crisis are
undergoing: teclings of helplessness. inadequiey, confusion,
anxicty and tiredness as well as disorganisation in work and
inwrpcrsmml relationships. (1 Taipem. 1073)

A lowered selt esteem and (lcprcssi(m and 2 resultant
lowering of school learning. (Lewiset al., 1979)

A Crisis is seen as a period of psvehological disequilibriunin
the face of i hazard event which can neither be escaped nor
solved with the custonmn problem solving resources.
(Caplan, 196-1)

Gu
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In recent years it has been recognized that mental cruelty can be
as damaging as physical abuse; an example being the current
recognition of both as legitimate grounds for divorce. It could be
that we continue to underestimate the distress non-physical
bullving can cause.

In studying the victims of crime, Haward (1981) found that
there was no evidence to support the hypothesis, tacitly held by
sotne, that those victims suffering from sonie degree of trauma
after their experience must have been more vulnerable previous
to the crime being perpetrated. This finding dispelled any
suspicion that the severe reaction shown by victims after a crime
was simplv due to some already established inadequacy in their
coping skills. It was found, however. that the adverse effects of
crime were generally far more severe than had previously been
supposed. In addition, the witnessing of a crinie and the threat of
acrime - recognizing one's own vulnerable position - also caused
severe adverse effects. Parallels can clearly be found in bullying,
in that fear of being bullied affects a considerable number of
children, especiallv those who have witnessed an attack (Davies,
1986 and Elliott, 1986). The attack may seem minor to an adult,
vet it may have produced severe psvchological sequelae for both
victims and observers. even those who are physically and psycho-
logically robust.

Victims of bullving do appear to be trapped in the situation,
frequently over a long period of time. If they can see no way of
escape. depression can result. The repeated experience of a
negative event can result in a depression similar o endogenous
depression. ‘T'he causes of adult depression were once sought in
childhood. but it is now recognized that depression can begin in
childhood (Trad. 1987). 1t is suggested that as we are becoming
more skilled at asking more pertinent questions the reported
incidence of childhood depression is rising. Quite young children
are now known to nuke serious attempts to end their lives, some
as young as 5 veanrs old (Kosky, 1983). I may be that the true
suicide figures of the very voung have been masked in the past by
medicinal overdoses, raffic accidents and other such events
(Shafter. 1974). As vet. the rescarch in this area is spitrse and
some aspects, such as the interpretation of questionnaires with
voung children, are queried heciuse of the limited conceprul
developiment and language skills of some children (Firth and
Chaplin, 1987). In general terms, however, there does appear to
be enough work from various fields 1o alert those in close contact
with children that there is Guse for serious cone ern,

Children attempting suicide appear to share some common
factors: more than half had withessed violent episades between
their parents and more than half were the victims of parental
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violence (Kosky, 1983). Research on bullies shows that these types
of violence are present in the majority of their homes (Olweus,
1980). There is a well-established link between physically abused
children and self-injury (Green, 1978). Itcould perhapsbe thatthe
factor which decides whether the children from such traumatic
backgrounds become aggressive bullies or turn to self-abuse or
even attempt suicide, may be the degree of self-confidence and
physical strength that they possess. In simple terms, some may
have the personality and strength to hit others and may do so,
others being less strong and confident may turn their anger upon
themselves.

Interestingly, males from such backgrounds develop violent
attitudes and behaviours more often than females with similar
experiences, who tend to become depressed and even suicidal
(Kosky, 1983; Abramsonetal., 1987). This may be because the boys
model their violent fathers, or because they have the strengthto hit
out at others, whereas it is less likely that girls can do the same as
casily.

It is understandable that a child who is being bullied can feel
helpless and not able to control the situation, helieving that thereis
nothing which can be done to alleviate the problem. A feeling of
learned helplessness could develop wherethechild no longertakes
resp(msibilily for the situation (Seligman and Peterson, 1986).
Learned helplessness is characterized by alack of ability to reflect
accurately on the impact of an action on the environnment, an
inability to appreciate the general concept of causality (Seligman
and Peterson, 1986). There is a4 poor sense of being in control, not
only overimmediate events, butoverone’sdestiny. Ifwebelieve we
cannot effectchange we donotacttoovercome problems ormaster
the environment. Such children are said to have an external locus
of control. They perceive that the point of control, i.e. the locus, is
situated outside of them in-chance, luck or authority (Seligman
and Peterson, 1986). Theiriives are thought torun on withoutany
contribution they may make having any effect. This negative,
passive perception is thought to be a strong predictor of tuture
depression. A correlationbetween low self-esteem and an external
locus of control has been shown (Trad, 1987).

Children wwho feel that they are in control of their own
hehaviour are considered to have an internal locus of control and
to be more effective in their actions and decisions. Children who
have experienced favourable outcomes to their actions will be
more willing to seek out cues, to analvse isituation andtoattempt
to bring about positive change.

A pupil attitude factor which appears to have a stronger
relationshipto achievement than do all the school fictors
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together is the extent to which the individual feels that he has

some control over his own destiny (The Coleman Report,
1966).

The situation

It may be that a child who is both happy at home and at school
becomes a victim of bullying simply because he or she is caught in
a specific situation from which there is no easy escape, e.g.
meeting older children from another school on the way home, as
in the case of Tony. The victim and the offender are now more
frequently being understood not only in relation to each cther
but in the wider social context. Crime is now considered to be a
function of a mesh of social circumstances and social phenomena
(Clarke, 1985). Factors such as environmental and seasonal
changes have been tound to affect the occurrence of crime. This
ecological approach applied to the probiem of bullying takes into
account such parameters as the design of buildings — narrow
corridors encourage jostling and pushing, dark corners and
distant changing rooms provide the ideal venue for an attack.
Corridors in schools, unlike classrooms, are sometimes the
responsibility of no one teacher and so remain unsupervised.
Narrow alleyways and isolated paths in close proximity to the
school can prove to be treacherous for the vulnerable. In
considering crime i general, there is now far more emphasis on
prevention than was previously the case, and parallels may be
drawn when preventative work in schools is considered in the
context of bullying. To remove opportunity is the keyword for
the preventative action taken by the police in their bid to combat
crime (Mayhew ef «l., 1976). As more women now leave the home
to work there are more homes empty during the day and more
daytime thefts are committed. The increase in expensive, yet
portable possessions such as videos and televisions, has intensified
the rate of housebreaking. Crime appeais to increase relative to
opportunity. There is little empirical evidence to support a
displacement theory in this context, i.e. if the changing rooms in
schools were well-supervised, then children would deliberately
look elsewhere to bully (Clarke, 1983). Rather. opportunity
stimulates crime, so that sound supervision helps to prevent
bullying because delinquent behaviour is not necessarily an
innate characteristic of the individual. but occurs as a result ot the
interaction between the individuat and the environment.

If there is this correlation between opportunity and crime, it
behoves us to make extensive and exhaustive eftorts to pinpoint
the places and circumstances in our schools where bullying and
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other deviant behaviours oceur, and to direct our financial and
persommel resources to the planning and supervision of them for
the safety of all.

Handling a crisis

As vet there appears to be no well-established taxonomy of
behaviour for handling crisis situations, although it makes
economic sense to prevent rather than vepair. Little has been
done in the past to prepare pupils for the interpersonal crises
they may meet either at school or in later years. Perhaps the Crisis
situations encountered by most pupils may be grouped under the
headings, developmental and situational.

Developmental crises

At certain stages of development, it is conmmon tor there to be vast
differences between children of the same age. e.g. al puberty. Not
only are there difterences in physique which can cause obvious
problems in bullying sitnations, but differences in emotional
maturation can result in the valnerable youngster being isolated
and ridiculed. The difference in emotional age between pupilsin
the same class may easily be overlooked, Puberty itself is an
example of a time when pupils are vulnerable: the age is
characterized by mood swings, embarrassiment, insecurity and
low resilience. Bovs and girls are often highly conscious ot their
appearance andany rude comment is taken to heartand brooded
over. Girls may experience premenst rnal depression of which we
still know amazingly little. Few pupils tace this time of emotional
and physical change with equanimity.

Situational crises

Itis now widely recognized thatany tramsition, ¢.g. moving house
or changing jobs, can be a stressiul event. A study of H-year-olds
who were starting school found that those who were unable to
cope with the adjustment, whose personalities did not immedi-
ately match the demands of the situation, soon d.oveloped
psychosonutlk‘ illnesses (Faull and Nichol, 1986a. by. The stress
wats just too much tor them to cope with, The stress of changing
from a primnary to i secondary school is now well-documented
and many schools arve working dosely to provide good links
(Youngman and Lunzer, 1977; Galton and Willcocks, 1983).
Several studies have found that the fear of being bullied swhen
entering secondary wchool worried children far more than
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anythirg else (Davies, 1986). This gives some indication of the
effect merely witnessing bullying or hearing of it happening can
have on many children.

In helping children cope with such crisis situations as
bullying, it is necessary to have a prepared methodology, but
there needs to be some recognition of the individual child, A
blanket response for all will not meet the needs of each child.
Immediacy and flexibility are both considered to be important to
responding to crises. because intolerable stress can quickly turn
mto self-injury, temper outbursts or even the tragic suicides
which have occurred.

It is perhaps adyisable to build on the effective strategies
used in the past, while also identitying and re-examining those
that were inetfective, rather than becoming involved in time-
consuming innovations. One strategy is to concentrate on the
sitwation, for this, in the case of bullying, removes the emphasis
from the personality of the victim, who may be feeling that it is
due to histher own failure as a person that the bullying has taken
place. Ry keeping any intervention as far as is possible im-
personal, the coniidence of the victim can more easily be restored.
Itis important to stress the normaley of the situation, that it
happens to most people at some time or other - even adults —and
that it is a difficult situation to resolve alone. because the child
may teel inadequate at being unable *o cope.

To restore the child's confidence in his or her own coping
skills is perhaps the best prognosis for the future. whereas a
poorly resolved crisis bodes ill. Recognition of the achievement of
the child in resolving the problem, in overcoming the seemingly
insurmountable hurdle. can go a long wav in restoring a
somewhat battered self-image.
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This Be The Verse

They fuck you up,-your mum and dad.
'They may not mean to, but they do.
‘They fill you with the faults they had
And add some extra, just for you.

But they were fucked up in their turn
By fools in old-style hats and coats,
Who half the time were soppy-stern
And half at one another’s throats.

Man hands on misery to man.

It deepens like a coastal shelt.

Get out as early as you can,

And don't have any kids vourselt.
Philip Larkin (1974)

Research on bullying would seem to indicate that tamily factors
are of considerable significance in the development of the
personality of the child who bullies others and the child at risk of
being bullied. Olweus (1978) considers these factors to be the
most significant ot all. Mitchel and O'Moore (1988) found that 70
per cent of the bullies they studied had a problematic family
background and Stephenson and Smith (1988) found that
one-third of those involved in bullving. both victims and bullies,
had difficult family backgrounds. Other studies have found that
these problems are common to both victims and bullies. Research
from other areas. such as c¢hild abuse or delinquency, has
cmphasized the long-tevm impact family dynamics may have on
the young child (West and Farrington, 1973: Pizzey, 1971,
Family members are interdependent, the interrelationships
and internal dviamics meshing to form a tamily unit. Atany one
time an individual member mayv throw the whole unit into
disarray, one person finding hissher own solution causing a
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problem for another. Behaviour within families is not always
described best in terms of a simple linear model ot cause and
effect; sometimes a circuitous or reciprocal pattern is more apt. It
need not be necessary for family members to live under the same
roof for the reverberations of the actions and attitudes of one
member to aftect the others. A parent or sibling living away from
the fumily home may, in fact, be the most significant person, for
better or worse. in a child’s life.

The constant adjustinents and readjustments which need to
be made daily by all Family members in response to each other
have been described by Cottle (1981) as ‘living family data’.
Hottfman (1981) compared them to "the small movements of the
baluncing pole making an acrobat steady on the tightrope'.

Parental attitudes and behaviour

All pareats are educators, whetber good or bad, and the family
has specific functions to perform in the process of making the
child ready to meet the demands of the world. The family
prepares the child for entry into his/her social group by ()ffcnng
appropriate social norms and by interpreting the child's tentative
and crude actions. Parenting can be good ot bad regardless of
socioeconomic s'atus, an obvious fact that is perhaps sometimes
overlooked. Material trappings do not ensure security, emotional
warinth and sensible disciplinary coutrol. It is clear from a wide
area of research that some children have awmore positive attitude
towards the use of aggression, ir all forms, than the majority of
their peers (Ohlweus, 1987). Extensive research has been under-
taken from various disaiplines and standpoints looking at child/
parent interactions, parental relationships, discipline and man-
agement practices, and the effects these factors have on be-
haviour both in childhood and in adult life (Patterson, 1982,
1984; Patterson and Stouthamer-Loeber, 1984: Patterson et «l.,
1975).

As vet, however, it remains unclear how interdependent
these factors are. Although it would appear thar an antisocial
pattern of behaviour is learned inthe hone, whether to a greoter
or lesser extent, it is not vet certain under exacdy which
conditions this takes place (Patterson, 1982, 1981; Patterson and
Stouthamer-Locber, 1984 Patterson ef al., 1975). The research
specific to bullving indicates than the {ollowing lul«ns are of
significance (Olweus, T987; Roland. in prep.):

I A negative attitude between parent and child. espedalty
motherand son,

‘0
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. Over-punitive, physical discipline, or inconsistent and lax
control. .
. The use of physical aggression which is seen as socially
acceptable.
4. A negative relationship between the parents.
5. The temperament of the child.

Negative attitude between parent and child

As all children are weak and dependent at birth they strive to
make their mark by trying out their abilities and by making
challenges on those nearest to them, usually members of the
family. It these attempts are mel with understanding and
tolerance they are able to generalize this to relationships with
others (Pringle and Clitford, 1965). If they are shunned,
criticized and repeatedly meet with a negative response, they
quickly lose confidence in themselves and may become with-
drawn and anxious (Pringle and Clifford, 1965). On the other
hand, compensation may be sought by degrading others through
physical or verbal attack. Children with low self-esteem may seek
ways to prove that others are even worse than the perception they
have of themselves (Adler, 1943). Similar familial experiences
could result in one child becoming a bully, as the case of Tom
shows. whereas another smaller and weaker child could become
the victim, as was the case with Simon. The discriminating factor
in the case of these two boys, both of whom were rejected by their
fathers, was that Tom was strong and energetic, and Simon was
the reverse.

An infant needs to feel safe enough to openly display the
feelings of frustration and anger appropriate to all young
children (Pringle and Clifford. 1963). If the home cannot offer
an atmosphere of security and support, the young child may feel
too insecure to allow any demonstration ot anger. These negative
emotions may then be tured inward, or unleashed upon others.
in the form of aggressive behaviour and in situations where the
child does feel contident. Farly experience does appear to
determine how nornial aggression is handled in later life (Jamie-
son, 1084 Klein, 1960).

1f the child has been brought up in an atmosphere ot support
and acceptance, by mid-c hildhood an emerging realization of
their own strengths and weaknesses should be in evidence. This
awareness is accompanied by anacceptance of themselves, with a
parallelacceptance of others. and an associated assertiveness and
confidence. The previons acceptance and support received from
the primary caretakers, of all aspects of the emergent personality
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of the child, is the cornerstcne of this development (Pringle,
1971).

The attitude of a mother to her son would appear to be of
particular importance, A harsh, cold and rejecting attitude on the
part of the mother, referred to by Olweus as ‘silent violence’, is
considered by both Olweus (1980) and Roland (in prep.} to be
correlated with the bullying behaviour of the son. Roiand found
that the more the mother rejected her son, the more the boy
bullied others. The negative attitude of a mother to her daughter,
or a father to his son or daughter, were all found to have an
adverse effect, but it was the mother/son relationship which was
found to be of greatest significance.

Discipline practices

An over-punitive, authoritarian, rather than authoritative, style
of family discipline could result in the child becoming hostile and
aggressive. Children growing up in a coercive environment
commonly develop into coercive young people who, in turn, rear
children likely to repeat the pattern (Pizzey, 1974 and Straus,
1980).

The reverse is also possible in that a hostile and punitive
parent could sap the young child’s confidence so that he/she
becomes anxious and fearful. Such children sometimes develop
nervous habits, self-punitive actions, or disturbed bodily func-
tions such as bedwetting, all of which could result in them being
unpopular and a target for the jibes and taunts of others. I would
suggest that those from such a home background with a robust
personality and physique could become attackers, whereas the
small. frail and timid could become the attacked. The latter may,
of course, bully in situations where they feel confident. Mark was
a child who experienced a harsh and punitive relationship with
his father, although no physical punishment ever occurred;
however, the damage done was pervasive and long-lasting.
Parents using harsh, physical discipline are using a modelling
process by displaying to the child that this is an effective way of
controlling others and getting one'’s own way (Bandura, 1969);

The motivation o inflict pain is rooted in the child's
exposure to behavioural and cultural norms which indicate
that the infliction of pain on others is an appropriate
response to be made to pain. (Feshbach, 1970)

This could be specific modelling, because the strong and
powerful parentis, in fact, bullving the weaker, vulnerable child.
By witnessing an aggressive parent, a boy could replicate this

L Y}
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behaviour in the company of younger siblings or more vulnerable
children. This could explain, in part, why more boys than girls
bully others physically. It is fathers who are usually meore violent
in the home and who, to the watching child, appear more
successful. Parents may give crossed messages to children, e.g.
when they are told that they will be smacked if they hit other
children. This indicates to children that a powertul adult can hit
weaker children but they themselves must not hit others. The
modelling process, therefore, may occur in a variety of ways.

Sadly, perhaps, families tend to be insular and children from
very punitive homes may think that all families behave in this way.
They themselves may grow up thinking that there is only one way
te rear children, i.e. the way in which they were brought up
themselves. Child care is not an innate skill, and it needs to be
taught just as any other skill does, otherwise maladaptive
methods can continue. There appears to be a need for training
and tuition for both older pupils and young parents. There seems
to be some sort of a cvcle of abuse, e.g. women entering an Aid
Centre, having been beaten by their husbands, were found to be
more prone than others to beating their children. Pizzey (1974)
describes it as husbands beating wives, who beat their children,
who later assault their parents. Mothers who have witnessed
violence in the home as children, are fowr times as likely as others
to abuse their own children (Straus, 1980). It is not rare for the
physical abuse of children to be carried over three generations
(Straus, 1980).

Newson and Newson (1976) studied the normality of vio-
lence in homes and found that over 50 ver cent of the parents
interviewed smacked their children for disobedience, ntost once a
week, 8 per cent dailv, and that more boys than girls were
punished in this wav. Perhaps this too helps to explain why boys
tend to use more physical violence in bullving than girls. In a
different study, Pizzev (1974) found that bovs who either
witnessed or were the target of violence in the home became
aggressive and destructive, whereas girls grew more passive and
withdrawn, A study of abused toddlers found them to be twice as
aggressive towards their peers as other children, and a similar
result was found among adolescents (George and Main, 1979;
Monane et al., 1984). The violence may, however, be turned
inwards in the torm of selt-mutilation, depression or suicide,
which may only develop in more obvious wavs in the adult vears.
We need to remember that more people are maimed, beaten or
killed at home than elsewhere, and that we are less safe with ‘our
loved ones” than on the inner-city streets (Janmieson, 1988).

The interactions between abusing mothers and their chil-
dren have been studied closelv. Normal mother—child contacts
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have been described as a kind of ping-pong game, where the
move by one partner is a reaction to the other (Shaffer, 1974).
The responses of the abusing mothers to their children’s needs
seem to be inconsistent, even haphazard. They appear unable to
identify and respond appropriately to the young child's signalled
needs. 'They over-estimate the baby’s abilities and pitch their
demands and expectations too high, misread the messages from
the young child, and misunderstand the impact of their own
actions on the frail and vulnerable child. Rather than there being
a cruel and sadistic intent, there would seem to be a misunder-
standing of the concept of an appropriate relationship between
mother and child, perhaps because it was outside the mother’s
own childhood experience.

‘The parental style of discipline may be punitive and harsh,
but it would seem that the factor which makes the relationship a
damaging one is the lack of empathy and warmth (Olweus, 1987).
The child’s own perception of the situation is important, because
if there is a feeling of care and concern, of interest and
acceptance, then the child seems able to accept more easily the
discipline of the parent. Not all parents who have experienced a
difficult childhood fail to ofter their children a satistactory one.
Gareth's mother was brought up in care, but he had the
advantage of a warm and rewarding maternal involverent.

Physical aggression seen as socially acceptable

Within any given family there could be a situation where each
member may be warm and supportive, and satisfying the physical
and emotional needs ot the child, vet the values, standards and
goals of the family unit be so ditferent from school axd authority
that the child hasto cope with a dual standard of expe ctations and
behavioural codes. There may be a cultural ditferenc 2 in training
children to be, or not to be, aggressive. The home and neighbour-
hood may prize such skills — kudos may be carned by demonstrat-
ing a quick wit and a slick response when confronting authority
figures (Hamblin, 1978a). The yardstick for success in the home
and neighbourhood may be verv ditferent from that of scademic
and intellectual prowess perhaps held by the school. Achieve-
ment may, therefore, be measured on a value scale, with the
whool and sodiety at Large at the opposite ends of the spectrum:

Ihe ability to perceive, learn, think, and reason in a
culturally approved mature fashion cannot be etfectively
larned it he lives and functions in some isolated subcnlture
in which one is not imbued with the values of the dominant
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culture and where its limitations on freedom of will cannot
reach him. (Schafer, 1977)

There can be no doubt that some parents allow, even encou-
rage. their children to use aggression in settling quarrels and
achieving their goals. One theory proposes that there are two
main groups of parents who condone the use of aggression by
their children. Oune group is defined as ‘diffusion parents’ who
are lax and permissive, nagging but not willing or able to carry out
their threats. ‘Selective diffusion parents’ attempt to train their
children in social behaviour but continue to allow aggressive
behaviour (Patterson et al., 1973). Such parents are genuinely
bewildered by the complaints of fighting and scrapping in school
that their children are involved in. They may overtly claim to
discourage aggressive behaviour. but in confidence detend the
aggression in a belief thatall children fight and must learn to'stick
up for themselves’. In my own experience I have tound that this
attitude is often transtated by the child inio a belief that thisisan
acceptable way of conurolling others. They develop a social image
of masculinity which they equite with physical strength and the
overt demonstration of this power.

An aggressive personality pattern is the result of the child
with a strong need for self assertion and dominance being
allowed to believe that a positive attitude to violence s
acceptable. (Olweus, 1978)

There is a danger in stressing cultural and socioeconomic
ditferences. because in my own experience 1 have found that
there are almost as many differences, on all indices. within
localities and socioeconomic groupings. as there are across
boundaries. Parenting skills are not solely determined by
economics or by anv social cluss structure. Donnie was a child
from what could be considered a privileged background who
attended a private school. Regardless of family circumstances, it
would seem that family attitudes to the use of aggression, in
whatever form. influence the behaviour of the child.

Behaviours do not ocew in a vacuum. Within the fumily, or
any other situation, there is anexus of rewards and punishments.
Experiences whichhay ebeen rewarding in the pastare more likely
to be repeated; unpleasant experiences lead to the behaviour
being extinguished (the Premack Principle ~ see Wheldall ef al..
1983). The child's repertoire ot behaviouris constanthy regulated,
reinforced and maintained by the feedback received. In this way.

the child learns which behaviours ave acceptable and when to use
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them appropriately. Even pieschoolers (Patterson et al., 1967)
found that their aggressive behaviour was being rewarded:
children under attack cried, yelled, withdrew or gave up the
coveted toy, thereby leaving the aggressor rewarded in some way.
Adults often have high expectations of children, but me-¢ only
comment on failure and antagonistic and annoying behaviour
(Wheldall et al., 1983). What they should learn to do is praise
routine achievement and sustained effort. "

It may be noted here that teachers are in an extremely
influential position in which to help children deal with aggress-
ion, whether as perpetrators or recipients. How they themselves
exercise their own control over their pupils may have consider-
able bearing on how children handle aggression. Children may
attempt to control others by coercion so that non-aggressive skills
and socially acceptable behaviours need to be taught. The
catharsis hypothesis, of letting aggressive children rid themselves
of their negative emotions, is disputed by Bandura (1973a), who
suggests that this only provides and allows a rehearsal of the
aggressive behaviour. It would seem better to avoid conflict and
contfrontation if possible, as entering into a coercive cycle may
only accentuate the aggressive temperament.

A negative relationship between the parents

There is a general consensus of opinion that a negative relation-
ship between parents may have soire adverse effect on the child.
‘The research specific to bullying in.licates that this is so (Olweus,
1987). A high proportion of both victims and bullies experienced
a background of conflict. It would appear more important that
the atmosphere in the home be secure and stable, rather than the
parents remain together in a state of conflict (Rutter, 1971). The
long-term effects of marital conflict are evident in the case of
Mark. Rutter (1971) states that ‘Hostile marital relationships
seem to have more reliably negative effects on child development
than does divorce and the absence of one parent.’

The quality of the relationship between parent and child, its
contextand interactions, are considered to be moreimportantand
to have greater predictive value of future attitudes and behaviours
than mere contacthours. 1f the conflict is violent the repercussions
niay be quite far-reaching. One of the key discriminating factors
between violent and non-violent delinquents was found to be
whether or notthey had withessed conflict in the home (Millham et
al., 1978). All members of the family may become enmeshed in the
marital conflictand be fighting for survival, but children are often
the weakest unit, the least physically strong, least articulate and
most dependent and vulnerable.
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In studying bullying, Rcland (in prep.) found marital
hostility to have both a direct and indirect influence on the child.
A hostile marital relationship reflected on the child b, weakening
the relationship between the mother and child, resulting in a lack
of empathy and warmth. In this way the child suffers two-fold:
directly from the effects of witnessing the marital conflict, and
indirectly from the associated lack of maternal warmth. This in
turn is strongly correlated with the bullying behaviour of boys, i.e.
the more a mother rejects her son, the more severe his bullying
behaviour is likely to be.

The temperament of the child

Mention has already been made to the temperament of the child
in Chapter 2 and details of the temperament of both bullies and
victims are given in Tables 1-5. It must be stressed that family
factors, although considered to be highly influential, cannot
account for everything. There does appear to be more recogni-
tion in recent years of the differences in temperament of
individual children, whether due to environmental or inherited
influences, and the emergence of a more sympathetic climate
towards those parents of children with a more demanding
temperament. An example of such a child can be found in the
study of George who found it difficult to control his volatile
responses. Peter Ustinov described parents as being ‘the bones on
which children sharpen their teeth’. Historically. the emphasis
has been on the influence of the behaviour of the mother on the
child. More recently, the mutuality of the situation is beginning to
be examined. An irritable child may influence the mother’s
behaviour adversely, and even siblings may be caught up in a
coercive situation (Bell and Harper, 1977).

Family dynamics

It has been noted already that a high proportion of both bullies
and victims have been found to have problematic family back-
grounds (P. Stephenson and D. Smith, 1988). Factors such as
divorce, alcoholism, poverty, lack of maternal affection and
inconsistent discipline have been cited in relation to the bullies by
Mitchel and O'Moore (1988). Many of these factors are associated
with adult depression in one way or another. As yet no researcl
lias considered family factors in relationship to depression, but |
consider that it could be a contributory factor in the in*2raction
between parents and their children which could result in the
fagter becoming bullies or victims. The labile personality of the
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depressed adult could result in inconsistent discipline and
management practices. This in turn may result in the child
developing a state of learned helplessness as a result of being
unable to build up a repertoire of appropriate behaviours.
Michael's mother was depressed and unable to offer kim the
support he required to counter the difficulties he met in school. A
o child in this situation will not have had the experience of
e matching behaviour to consequences and so will be unable to
build up a pattern of predictability. Without the ability to predict
- the consequences of their actions, a state of bewilderment may

’ ensue. In this confused state the child could believe that he or she
has been responsible for the violent, or other less drastic T
_ punishment, or that these things happen regardless of one’s own '
R behaviour (Seligman and Peterson, 1986). It is easy to see how

s difficult it could be in such circumstances to develop any sense of
A responsibility for one's own actions. Stephen believed that his
v poor behaviour had been a contribution to the break-up of his
family. "This was untrue, but his mother had often used the threat
of leaving home when he mishehaved. It was his father who lett
the family, but Stephen still felt guilty and blanmed himself.

- : Family scapegoating

Perhaps the saddest case of bullying is that of the family
scapegoat, because, until the child is old enough to live indepen-
dently, there is little chance of escape. In mv own contacts with
parentgroups [ have found a considerable number of aduits who,
inretrospect, feel that they were systematically bullied by siblings
: throughout their childhood years. At the time thev did not 1 cally
B see it as bullving — rather more like being bossed around - but the
= intensity of the memecries, and the resultant damaged relation-
ships with those siblings in later vears, have brought them to
S realize that it was bullving.
= Research has shown that a surprising amount of bullving
s takes place between siblings (Elbott, 1986). The bully may
perhaps be a younger sibling. Toddlers are able to knowingly use
S teasing or conciliatory behaviours: they are able to appreciate the
' teelings of others and so understand the annovance they can
cause with their taunts. It has been shown that younger children
' are twice as likely to provoke quarrels as older siblings, but that
the latter are twice as likelv to be blamed if they retaliate (Koch,
1960). Boys, it woukd scem, are twice as likely to fight outside the
home as givls, but girls fight equally as much with siblings at home
(Newson and Newson, 1976).
Sibling rivalry encompasses any thing from "mild bickering to
a shattering intensity” (Jersikd, 1966). Poor sibling relationships

[STAPEN

o (O

ERIC

PAFullToxt Provided by ERIC




ERI

PAFullToxt Provided by ERIC

Family factors 69

between 3- to 4-year-olds was found to be a sound predictor of
distu1bed behaviour 4 years later (Richman etal., 1982). As 80 per
cent of children grow up with siblings it is perhaps of importance
1o consider carefully how influential siblings can be in shaping
each other’s behaviour (Dunn, 1983). It has been suggested that
the effect of sibling behaviour contributes to the ndividual
differences in personality within a tamily of children (Rowe and
Plomin. 1981). There are strong indications that there is a
considerable stability within the relationships of young children
over a period of years (Stilwell and Dunn, 1985).

‘There are. undoubtedly, cases of particular children being
scapegoated by their parents. T'hese childrer. are the recipients of
a severely negative attitude and become ‘blame-oriented’, as the
families are unable to view the child's behaviour objectively
(Wahler et al., 1986). In some families displaying a high incidence
of aggressive behaviour, it is only this child who is labelled as
aggressive, and he/she will receive up to three times as much
punishment as his/her siblings (Patterson el al., 1975). The
interactions between family members are both complex and
pervasive and require detailed analysis before any rash judge-
ment can be made about any one individual.

Child abuse can be seen in this context, because the vietim is
undoubtedly being subjected to one form of bullying behaviour.
A further example of distressing family relationships, but one
which is not discussed openly vet, is that of teenage violence inthe
home. where adolescent or even younger children bully their
parents to get their own way. There are parents from all culural
and economic groups under severe pressure due to being
physically bullied by their adolescent children. There ave support
tervices available but. as in most bullying, uutil the problem is
brought out into the open, these parents may not receive the help
they need.

The catalyst

The child may have an active role in maintaining a status guo in
the family dynamics. Children are not necessarily passive pawns
in the complex manocuvres of the total unit, but may have a
critical part to play. The symptoms ot the child — aggression,
deviance or phobias — could be the catalyst holding the family
together. The child and the other family members mav be
unaware of this function but there could e one key person whois
actively supporting the situation. An example of this is the child
who refuses to go to school claiming to have heen bullied. On
investigation it might be discovered tiat the mother is depressed,
and has let the child become aware of this, 1o the extent that the
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child feels a need to stay at home to protect the parent. Wendy
was a child caught in this situation. Children frequently find it
difficult to cope in school after a prolonged absence, so in such
cases claims of bullying attacks, real or imagined, on their
intermittent return visits to school are common.

Events external to the family may have a traumatic and
resonant effect on individual members. Life events encom-
passing dramatic change, such as sudden death, divorce or
unemployment, can have an overwhelming effect on a child even
in a caring and supportive family (Hamblin, 19784). In the case of
sudden unemployment, the material change may be obvious, but
the need of the child to accommodate a distressing and disturbing
change in the personality of one or both parents may be
overlooked. Children from more materially comfortable homes
may find the experience of failure ext remely difficult to cope with
as there may be a considerable discrepancy between their
academic achievement, for example, and parental expectations,
Families who experience such difficulties are often more reluct-
ant to seek help from outside agencies (e.g. teaching staff)
because they feel this labels them as ‘problem families’. This
might put even more pressure on the child to cope alone.

Bringing about change

Families do change; family dynamics alter. Even in the most
disadvantaged circumstances individuals do manige, not only to
cope, but to improve their situation and make a better life for
themselves and their familics. The picture is not necessarily
pessimistic. It is possible to increase a child's resilience or to
change his/her behaviour to a slightly more acceptable level, both
for their own comfort and those around then.

Pupils are not determined by their past . . . They are not
victims of an earlier childhood. Pupils are more than their
backgrounds. (Schools Council, 1968)

Inanother form, ‘experience is what you do with what happens to
vou' (A, Huxley quoted in Jamieson, 1984).

The prime criterion to consider, often overlooked in our
haste to help, s whether or not there is a genuine wish and
commitment to change among all the fannly members. Families
with a multiplicity of problems were found by McAuley (1982) to
be less motivated to change. The main aims are two-told: to
change parental behaviowr and 10 bring about a concomitant
change in behaviowr and adjustment in the child. The three main
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areas into which parental programmnes fall are parental
education, therapy and training. A high percentage of families of
delinquent children fail to engage in any intervention.

Wahler (quoted in McAuley, 1982) suggests that the follow-
ing were factors common to families resistant to change:

low socioeconomic status;

low educational attainments;

single parent;

frequent contact with police and courts;

frequent contact with helping agencies;

isolation in the community;

frequently in the company of kinsfolk and professionals;

high percentage of past interactions reported to have been
aversive or unpleasant.

Topping (1983) showed parent training to be one of the most
economical and effective ways of bringing about change in the
behaviour of difficult children. There still remains, however, a
confusion as to which factors are most importantin working with
families, i.e. exactly which offer the best outcome for change.
Within the specific area of discipline and management pro-
cedures, the following have been found to be influential in
bringing about positive change (Patterson and Stouthamer-
l.oeber, 1984):

® parental use-of appropriate controls and firm but tair disci-
pline;

® close parental monitoring of the whereabouts of the child;

® encouragement of positive social behaviour in the child;

@ the training of the child in problem-solving techniques.

All of the above were found to be important and parents
encouraged to use the techniques were able to bring about a
reduction in the antisocial behaviour of the young people in the
study. Of the four factors the most influential were found to be:

@ firm, consistent discipline given in an atmosphere of warmth
and positive involvement; and
® close monitoring of the whereabouts of the youny child.

In a study of tootball hooligans, Dunning ef al. (1988) note that
many, having been socialized on the sticets from an carly age.
with minimum parental oversight, will have had little opportunity
to model appropriate social behaviour,

fn summary, the family unit is made up of a mesh of

) .
N
Nt .




PAFullToxt Provided by ERIC

72 Bullies and victims in schools

interacting factors. No member exists in a vacuum. It is, there-
tore, nearly always necessary to look for change in both the family
and child simultaneously. As studies such as the extensive work of
Patterson have shown, once the child’s behaviour is appropriately
managed, and in consequence the child is able to manage a
repertoire of behaviour for his/her self, then the family can have
tun together which is. perhaps. an underestimated but worth-
while aim.
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Lonely

Being lonely all the time

Just sitting n the old. cold house.
Nothing but the telly tatks

The News, pictures.

But T just sit in my chan

No one to speak to, no cne to hear.

I see my friends come to my house
But they are far away now,
My old triends at my old school.

Who were my triends?

Brian. Paul, Simon, Tony, David

My friends seem to come but fade away,
I look down along the motorway
Waiting for them to come.

One day T must return to see my friends
I have other friends now but 1 don’t know their names.
I just wait in the chair
All alone by the fireside, waiting.
(Terence Ryvan, aged [0 vears)

T my own work in schools T stress that. in iy opinion, bullving
is not a discrete phenomenon which needs to be, or even can
be. considered out of the contest of normial social behaviour. It
is i social interaction whether between groups or individuals,
which has gone badly wrong because appropriate social be-
haviowr has never béen established or has broken down. 1
propose that it is only by looking at the problem in the context
ot the daily social interactions in the group and in the school
that any understanding of the groblem can emerge and reme-
dial action be taken.
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Popular children

We can learn just as much about the complexities and interactions
involved in a negative behaviour such as bullying by taking an
obtuse approach, by studying which factors contribute to some
children being robust and successful and well supported by their
peers. This may be especially so in the case of bullying as the
problent is usually covert, well hidden from adult scrutiny and
analysis. We need to understand the attitudes of the ‘silent
majority” who witness the attacks and why they are seemingly
unwilling or unable to help.

Those who are popular remain so despite any change in the
sitwation and, unfortunately, those who are unpopular retain
their sad position. Rarely do the social stars, isolates or neglectees
change position in the popularity stakes (Moreno, 1953).
Friendships do change over time as new ‘interests emerge.
Dramatic changes are sometimes seen, e.g. a gregarious, sociable
child may become withdrawn and shy in adolescence. Altered
circumstances, such as a change of school, can also bring about
marked ditterences but. overall, various research suggests that
those who are rejected and ignored may remain so for a number
of vears if they do not get support.

The following factors contribute to some children being
more popular than others (Jersild, 1966: Ginsberg et al., 1986):

I. Children, like adults, choose those who have a similar
background. social values and interests as themselves.

2. A general air of attractiveness appears to influence both boys
and girls.
A good physical appearance, athletic competence and
energetic temperament, plus an ability to organize and
participate fully in a range of games and activities.
Names seem to have a bearing on selection.,
A confident, independent presence, the ability to win the
trust of others, an ability to take responsibility for self and
others.
A cheerful, sensitive and flexible disposition, the self-control
10 be able to handle their own negative moods and those of
their peers,
A gregarious personality showing rapport with others the
wish to seek out, establish and enjoy friendships.
Fhe ability to de-escalate conflict situations, to  offer
alternative strategies and 1o resolve disputes, to ward off
trouble and ignore provocation, to cope without blaming
others.

9. Anability to manage and control peers without aggression, to
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resolve conflicts verbally and rationally, providing acceptable
alternative solutions for a better outcome.
10. An understanding and appreciation of friendship skills.

It would indeed be an extraordinary person who possessed all the
above — ~hild or adult - but children who are popular do possess a
reasor able balance of a variety of these characteristics. no one to
excess. In summuary, not only do social skills come into play. buta
wide range of cognitive and linguistic abilities.

~ Popular children are unlikely to involve themselves in
bullying others because they are confident and secure in their
interactions. therefore having no need to resort to coercion to
impress or dominate their peers (Duck et al., 1980: Duck, 1984).
Whether by inclination, or as a result of training or self-control,
they are unlikely to use aggression to settle differences because
they are able to assert themselves in an age-appropriate manner.

In contrast, unpopular children were found to be more
restless. talkative, boastful, volatile, lethargic, unkempt. unim-
aginative, shy and attention seeking than their classniates. In
their relationships the confident were found to blame. ridicule
and threaten their peers, so that even if they joined in a group
they were unable to sustain the relationship.

Children with low social status were found to have probably
witnessed parent conflict and to have a stressful rel» ionship with
their parents (Allen, 1975). In one study, the parents of unpo-
pular children expressed more dissatisfaction with their own lives
and their parenting skills than other parents. It may be that in
some cases these children are unpopular even with their parents
and so are not receiving the family support they need (Allen,
1975).

Lonely and unassertive children often allow others to domi-
nate their actions and attitudes, becoming even inore submissive
and apologetic. This timid presentation encourages the more
thrustiul and powerful to dominate them more vigorously. 'The
socially unskilled rate themselves as having iow self-esteem.
considering themsel.es failures and unwanted, vet imable to do
anvthing to resolve the situation (Michelson and Mannarino,
1986). There is arisk that such children begin a downward .spiml.
which only compounds their problems. However, not all children
with i low rate of social interaction have severe social problems:
solitary play may be by choice and mature in character. A
superficial obse vation could lead to an crroncous judgement,

One study considered those factors which led children to
decide whether or pot to goto the assistance of another in trouble,
In general, children tended to choose those they thought would
help them if they themselves were in trouble. Younger children

.
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chose those most like themscives and those thev liked the best,
whereas the choice of older children seemed to be determined
more by need and circumstance, with both moraland intellectual
tactors coming into play (Eisenberg and Pasternack, 1983). Such
research is of inestimable value in helping those who are
vulnerable. The peer group is able to. '»arn how to identify those
children who are in need of support and how this may be offered.
In addivon, children without triends can be helped to see waysin
which thev are able to amend and adjust their behaviour so that
rievare ina position to elicit group support it necessary, There is
still perhaps an expectation among adults thatany ¢ hild will learn
to make friends gncn the opportunity. Many children do appear
to learn appropriate sub-skills by a process of imitation and
observation, but there are those who. because of an innate
disadvantage, unfortunate past experience or environmental
frustrations, require direct instruction and practice. Several
studies clearly show that the neglected and rejected child remains
so regardless of a change of dass or geographical location
(Moreno, 1953).

Friendships

Making triends is a demanding and highly complex skill. Chil-
dren. when beginning to make a new friend. must ‘coordinate
their efforts with all the virtuosity of an accomplished jazz
quartet” (Gortman, 1986). A high (lcgl ce of sensitivity is required,
and sul:tle techniques and strategies come into play with even
very voung children. There are specitic rules pertaining to
fr wndshlp\ and children work hard to starta new friendship and
then sustain it (Gottiman and Parker, 1986) unaware of the skill
thevare using. The informative and entertaining work of Erving
Goffman (1974) shows how adults engage unwittingly in a
complex network of norms, rules and expectations in daily social
interaction. We only become aware of these parameters when we
have broken through them, often with painful or embarrassing
1esults.

Friendships ditter from more ordinary interactions between
acquaintances in the degree of time, effort, resources and
concern invested by all parties. Sullivan (1953) separated friend-
ships from lcl.mnnslnps by suggesting the tormer required some
clement of cooperation and reciprocity.

When studyving triendships it is necessary not only to look at
social behaviour but also to explore sociolinguistics and cognitive
skills, because these play a imajor role in the ability of a child to
tornr and sustain triendships (Garvev, T981). The most effective
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and enjovable way to develop these wide-ranging and complex
skills is to be in the company of other children. Tt may be that
children learn best from their peer group — those equally as
inexperienced as themselves, those having a similar lack of sodial
skills — rather than older children or siblings (Lewis et al., 1973).
However, a chiid with a severe problem is often able to benetit
from the companionship of older pupils who are more tolerant
and astute in discerning his or her needs. Such a strategy is only
used until the child in question is able to enter into rewarding
social interactions within the peer group. Only in recent years
have friends been chosen predominantly from the peer group:
historically — and still in some cultures — this was not deemed
important. It may be that only with someone the same age and ut
the sume stage of development is it possible to sort out individual
similarities and ditferences, the very foundations of a triend-
ship.

Friendships are a4 two-way process —not only do they require
a myriad of skills, but they are also essential tor all-round
cognitive, social and emotional development (Janes et al.. 1979).
Coiuman and Parker (1986) refer in detail to research findings
which indicate that friendships are importantto the development
of acadentic and cognidve ability, adjustment and maturity,
self-perception and the comparison ot self to peers, linguistic

skills, moral development, mastering aggressive impulses, appro-
priate sex-role behaviour, and school attendance.

The isolated and friendless child is ata severe disadvantage:
not only is he/she at risk in the current situation but also in later
life. 1t was found that children experiencing ditficulties with
peers (e.g. the bullies and the bullied) were more likely to develop
psychiatric problems in adult life:

Childhood peer adjustment variables unaer some circum-
stances may  cven  distinguish disordered  from non-
disordered adults when many otheer intellectual, behavicural
and demographic variables do not. (Cowen ef al.. 1973)

Janes et al. (1979) also found that “failing to get along with other
children” was frequently related tone gative adult adjustment:

poor peer relations serves as an ominous sign {or future
adjustment .. . a teacher’s pereeption that a child was not
geiting along with other children could have seaved as a
winrning light for diverse adulthood problems.

No other teacher-rated behaviour wis as robust predictor of
futw ¢ trouble or distress,
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One point which I consider is sometimes missed is that it is
difficult to overestimate parental concerns about childhood
friendships. Parents interpret their children’s friendships as
giving signs of social achievement, social competence and robust
mental health (Cowen et al., 1973). If their own child is isolated,
bullied or aggressive to others, the feelings of failure and shame
experienced by parents, i.e. that their child is so unpopular with
others, may make them hesitate to seek help from either the
school or other parents. After the toddler years, we do not
perhaps as parents seek out frequently enough the unpopular
and lonely child, assuming that once in school a child will meet
other children and therefore make friends. The more rescarch
we gather the more we realize that not only is this not so, but that
to leave these children on the sidelines as passive observers of life,
is to put them at risk in the future.

In considering intervention it is important to remember that
knowing how to act in a situation is no guarantee that the
appropriate behaviour will be executed in the crisis situation:
knowing we should take faulty goods back to a shop does not give
us the courage to do so! Not only do we need to teach social skills
and to rehearse theny, in situ if possible, but the parallel
techniques, e.g. resilience to provocation, need to be taught in as
practical a fashion as possible.

The skill of choosing friends is perhaps an area in which
some children require support. It may be that only towards the
end of the primary school years ave children able to cope with the
concept of all the individual personalities of the children in a
large class (Jersild, 1966). To choose and select friends appropri-
ately may be a more subtle and complex process than some
children realize; they could perhaps benefit from low-key si-:-
port. Many simply opt for those from their own neighbourhood.
In a large secondary school, it can be very much a hit-and-miss
aftair, with the non-gregarious and timid — those with fewer of
the characteristics of popular children (i.e. the very children who
would benefit most from peer support and friendship) —
remaining on the sidelines or being actively rejected. The case of
Simon illustrates this point well (see Chapter 10). He was trying to
break intoa group and was being rejected. As adults we arcable to
use subtle signs and cues to discern whether or not our approach

is welcomed or rejected, and we learn that we can only make
friends with  “ling parties. Children sometimes need help 1o
understand  this rather complex process of trial and eror,
advance and retreat,

Proximity and opportunity play a pirt in the sclection of
friends at any age. Not only does experience help in making
friends but it also improves the quality of the relationships
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children can offer each other (Rubin, 1980, ch. 2). Translated to
~ the classroom it has been noted that when pupils are given the
opportunity to discuss and work together on a task there is a
better understanding of each other’s point of view, of consolidat-
= ing the relationship and of generalizing the contact to a friend-
; ship off the task When pupils work together in couples or small
= groups a more even distribution of popularity across the class has
been found to emerge (Schmuck and Schmuck, 1971). If this
social mix is the prime aim, the goal needs to be planned and
progress evaluated, because generalization from work relation-
: ships to social friendships may not always happen as a matter of .
- course. The school can, it would seem, play a valuable role in E
- facilitating friendships for the lonely, isolated and vulnerable
child. In an even more direct manner, it has been found that
pairing a victim of bullying attacks with 2 more robust or older
child has not only helped shield the isolated child from attack but
- also helped the targer child to learn how to win approval and
. acceptance from others. Being seen in the company of more
- influential or older pupils also has very positive eftects. The
e bullving child can also learn how to interact with others more
= appropriately and successfully from such mformal contact
_ (Furman et al., 1979;. s
- An arrangement such as this requires diplomatic oversight —
- the target child, whether bully or victim, perhaps being unaware
- of the match. Where pupils at risk ars learning and assimilating
skills by direct or indirect contact with more successful pupils,
theyare ina more normal learning er 1onment than when being
direcdy instructed on anv social skills programme offered by
aduhs,

> 1 he developrrental stages of friendship

There are broadly based developmental stages of friendship
which are bound up with developing cognitive, emotional, moral
and linguistic abilities. The process of friendship may perhaps be
o more cumulative than discrete, with behaviour at one stage being
N called upon later. Friendships may wax and wane as more specific
needs and preferences emerge but, throughout all stages of .
: development, there is a strong and pervasive bias 1o form social .
B relationships (Rubin, 1980, ch. D). .

Toddlers

Children as voung as 1 months show a preference for particular
friends (Rubin, 1080, (h.2). Throughout these vears there

ERIC
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emerges a growing preference for friends of the same sex. with
the choice usually biased. perhaps by necessity. 1o :hose in their
own neighbourhood. It is based more on opportunism than
selection. If taken 1o other situations they are able to widen their
circle of playmates.

Atthis age children play in parallel, alongside another child.
rather than fully interacting, and an increasing use is made of
verbal play. There is a dependence on the adult caregiver and,
the more secure that relationship is, the more competent the
voung child will be in moving towards interacting with peers. The
play activities are a series of single episodes, so adult support is
needed forany prolonged interaction.

The onset of self-knowledge and classification begins —
name, age and sex are used to identify selt trom others (Rubin,
1O8M). As children move from parallel 1o cooperative play, more
opportunities arise for squabbling and bickering. Conflicts are
hriet, lasting only & minute or so, and the encounters are quickly
forgotten (Jersild, 1966). Healthy preschoolers need 1o be able 1o
defend themselves and what is important to them. It is possible at
this carly age to spot those who need to assert themselves over
others.

The infant years - ages 5-7

At this age children tend to define friends as those they plav with
rather thun by individual characteristics. although stronger
relationships are dev~loping with increasing nuaturity as a clear
preference can now be expresssed (Rubin, 1980). With emerging
cognitive and emotional powers, games can be remembered and
sustained for longer periods. Advanced language skills allow
innaginarive and fantasy themes, a skilt which is highly prized by
others and is influential in the selection of friends. so there is less
need to relv on purely physical pursuits.

Cooperative play is enjoved and the skills of recruiting and
enticing others to join in are displaved. Competitive games are
popular, but judgements are black ind white and rules need 1o be
explicitand adhered to (by evervone elset). Children of this age
are more independentand wander further afield. Theyare more
self-assured and boustful. The skills of taking turns, sharing and
waiting are present at this cognitive stage. Conflicts can now he
settled with fanguage: previously, only physical methods were
available, e.g. shouting, hitting, avoiding and 1ignoring, Now they
can compromise and seek arbitration, Popular children, even at
thisage. have accessto awide variety of ploys, so requring themto
1ehy less on gpression o settle differences (Hartup et al., 1967).

Patterson et al. (1967) found that aggressive belaviour was
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rewarded at this age: the deminant chiid kept the snatched toy,
got the attention, or made the attacked child crv. A total of 85 per
cent of these outcomes were rewarding. \ggression at this stage
can be svinbolic, e.g. when the voungster snatches the toy to
¢ monstrate power and dominance over those weaker but, once
attained. the tov is immediately dropped by the aggressor and all
interest lost. The other category of aggression iy goal-oriented,
where the tov is snatched for use by the aggressor.

The bullving child can be identified at this stage v a
power-assertive, dominant, nmpulsive. and energeticstyle of play.
It may be that such children have a higher patin threshold than
their peers or, perhaps. tor cognitive reasons, thev are unable to
distinguish between real and play fights. Thevy do appear to
possess fewer strategies to diftuse conflict, perhaps because of
fack of training, impulsivity or cognitive factors. For whatever
reason. they have access to a limited repertoire of appropriate
Skills (Olweus, 1978).

The older primary years —ages 7—11

13- this age most children have enjoved several vears of friend-
ships. Thereis, by now.afirm preference for friends of the same
sex and age. Children of this age are able to work in. and enjoy,
group activities for prolonged neriods (Gottman and Parker,
1986). | hev have mastered the procedures tor requesting and
negotiating entryinto groups. They are able to recognize the
wubtle differences of approach required. depending on whether
they are already accepted or on the fringe. .\ wider variety of
Lnguage iy available to them and thev are able to make
adjustments, for example, in the less formal language used
among dose triends and in the home and the more fornml
Eanguage used for situaticns such as school. Team effort is
enjoved and itis important to be accepted inthe group. Thereisa
desire 1o cenform to the group norms, Being conspicious i
embarrassing. Otien superiority and ranking seem nportant
and much time is spent in dainmg one’s familhy cat the kargest, or
one's model the best.

Fiforts tocontrol other s tuke the tornof Pl be vour friend if
C Rituals, rules and logic are enjoved and become an integral
part of imaginative games. Humour is greatly appredated.
espedially the mcongruous, unpredictable and iogical, asin. for
example, jokes about elephants on buses. Along with an apprea-
Ation of the silly there is 4 growing awareness of technologs anda
developing ability to organize oneself. one’s work and other
people. Pl can reflea anvieties and worries, There s the
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beginning of a self-awareness; what is good and bad about oneself
and others (Gottman and Parker, 1986).

Aggressive children at this age try to show power over others.
They may try to take the lead in a game, not for any organiz-
ational reason, but to dominate. Similarly, they may initiate
power-associated games such as cops and robbers, war games and
other media-stimulated themes. These are chosen as a vehicle for
the demonstration of their power and strength over the group
rather than for any intrinsic qualities (Manning and Sluckin,
1984). The case study of Donnie illustrates how, although he did
not overtly bully his peers, they were too afraid to challenge him
and remained submissive to his dominant personality at the
expense of their own needs. Aggressive acts at this stage can be
premeditated and ill feeling sustained (Manning and Sluckin,
1984). Frustration can be withheld frem an original source so that
the anger can be taken out on a more vulnerable target. There isa
clear understanding of how to taunt and teuse others, the jibes
and provocation being remorseless. When criticized or opposed
aggressive children can become unduly angry and resentful.

Adolescence

The physiological developments of puberty bring about associ-
ated emotional states which are often bewildering. There will, no
doubt, be evidence of the remnants of childish emotions (e.g.
egocentricity) which are hard to relinquish (Shaffer. 1983). These
regressive periods may contribute to the self-doubts and con-
fusions experienced by many young people.

The increasing independence from honie results in a wider
backcloth and a new variety of extrafamilial settings. Contlicting
standards and degrees of treedom are encountered and challeng-
ing behaviour emerges in an effort to come to ternis with the
many conflicting demands. Dual standards are presented to our
voung people — they are too young to drink and drive vet old
enough to earn a living and take on other challenging responsi-
bilities. Tt must scem that adults throw them out of the nest. but
with a picce of string still tied around the leg. Often the
responsibilities we ask of young people are vague and nebulous
“nd thus lack of direction can compound their confusion.

Increasingly at this time the peer group is used as a sounding
board and their values adopted. It is a time of strong views and
vehement emotions, political and world affairs become issues of
importance and a sense of fair play is appreciated (Gottinan and
Mettetal, 1986). Thereis a clear understanding of the concepts of
lovalty, trust and betrayal. At this age girls in particular use good
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and bad gossip to find out where they stand in comparison to
others (Gottman and Parker, 1986).

Group behaviour

Children in school are necessarily members of groups and
sub-groups, whether in an active or passive role, and in so being
encounter both positive and -negative experiences. The impor-
tance of this type of experience has been noted many times:
‘Sacialization is a process by which an individual acquires the
standards, values and behaviour which mark him out as be-
longing to a particular group’ (Hamblin, i974). The functioning
and malfunctioning of groupsis perhaps one of the most pressing
sociological problems today: ‘When a hundred clever heads join
in a group one big nincompoop is the result because every
individual is trammelled by the otherness of the others’ (C. J.
Jung quoted in Simmel, 1964). A group is not just a collection of
individuals but a collective organization united by common
interests and goals. Even very voung children enjoy group
experiences and in the middle childhood years boys in particular
veer towards same-sex gangs. During the adolescent years the
group becomes increasingly stable, exclusive and important,
taking over some of the roles the family fulfilled in earlier years
(Dunning et al., 1988).

The functional role of the group changes over time depend-
ing on the needs of its members. There is always a reciprocal
function between the group and individual members, so it may be
important to analyse the dynamics of the group and tease out the
interplay between the individuals. What is each member getting
from the group? What is the group getting from each member?
Needs and expectations must match and the equilibrium ot the
group he preserved.

What is the group offering its members?

It is importani to consider what the bullying group is offering its
members. It would often appear that children enmeshed in a
gr(mpI)lxll)'illgsiluzui()n,()r()th('rmull'un('ti()ninggr()upsituati(m,
would not be behaving in this way if they were not partof agroup.

1. A surrogate famly

As family structures are becoming increasingly disorganized,
many positive attributes - loyalty, continuity, acceptance and
support — might, primarily, be supplied by the group. Sonie
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group members may have been associater since they were
toddlers, and these friendships are often the most stable relation-
ships they have, especially where parents are divorced or sepa-
rated. Several studies suggest that even if this is not the case, many
voung people on the fringes of antisocial behaviour spend very
little time at home. The bullies identified by Lagerspetz ef ol
(1982) had only tenuous links with their families. ‘The influence
of the gang may be more powerful and pervasive than any other.
2. Tooffer standards und rules

The group may have well-defined rules and a code of conduct
which form a tramework for personal reference. To understand
the baftling behaviour of a member it may be necessary tobecome
tamiliar with the rules, values and demands of the group with
which the member must comply (Savin-Williams, 1980). The
behaviowr of the individual, of even very young children, is
shaped up to a nearer approximation to the acceptable standard
of the group by the other members.

3. Self-knowledge

Most of us are influenced, directly or indirectly, by what others
think of us, and we may or may not choose to alter or amend our
behaviour or attitudes accordingly, to win the approval or respect
of significant others. For some voung people the approval of the
group is of paramount importance and the sub-culture of the
group can be highly inftuential in affecting the self-image and
self-evaluation of the individual (Fine, 1980). Peer approval is
highly motivating for many adults but in childhood and adole-
scence it may clash with the aims and goals of school and home.
Group opinionand peer pressure are powerful channels to bring
about a change in attitude. If a group deplores bullying and
knows that the bully is dominating a child anv one of them could
dominate, so that no kudos can be attributed to the bullving, these
actions are seen as simply being creel and cowardly, and the
rationale for the bullving is lost.

4. Protection

Those who teel thenselves less emotionally or physically robust
than their peers may turn to the group for support. A child with
low status may seck an enhanced identity = abhorrowed kudos -
trom a high-status group it pernitted mcn\})elslnp It is not
uncommon for bullying groups to contain one member who is
metiectualand would, if not in the bullving group and protected,
be i prime target themselves tor attack.
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5. Tooffer anidentity

On initial formaton groups may introduc e identification devices
to give themselves an added cohesion. Some of the more popular
are:

® name: Cosa Nostra, Ku-Klux-Klan:
@ uniform: cdan tartans, Salvation Army, sports teams:
® password: Masonic, cubs.

These identifying practices enhance group solidarity.

6. Toaffer friendship

The group can offer support and acceptance. Groups may be
used to test out ideas and hypotheses about the confusions of the
world. such as issues relating to sex and adult behaviour. Fears,
insecurities and anxieties may be voiced in a supportive group,
perhaps more acceptably by jokes and innuendoes. The informa-
tion elicited in this wav runs parallel to that gained from more
orthodox sources and is assimilated in an attempt to try to make
sense of the world. Groups sometimes amend their language to
protect their privacy, as in the use of prefixes or suffixes or
substitute syllables, to make their conversations incomprehen-
sible to outsiders. In some cases a different terminology is used —a
‘slanguage’ — a method found in several cultures in the world to
avoid adult interlopers (Fine, 1980,

7. Taserve common aims

Groups form most readily when prospective members are
aggrieved, experiencing low morale, or otfered a strong leader
(Hemming, 1983). Adult examples of this are the eatly socialist
movements, the Jarrow Marchers and the Luddites. Any strongly
authoritarian system which torces upon subordinates an infenor
status often generates violence in some form. Groups in school
challenging authority may win twice over by winning the chal-
lenge and also by the kudos attained by being seen to win. Evenif
unstceessful, there is the danger of the challengers achieving a
‘wlorious victory in defeat’. A class may respond as a group to
support a disruptive faction it they are all disatfected with the
« hool or the behaviour o1 attitude of the teacher GHargreaves,
1967).

The feeling of group support was used in the cases of
Stephen and George (see Chapter 10) where drama was the
medinm chosen as a tangible and experiential way of eliciting the
somewhat abstract gquality of group support to help someone in

¢
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need. From the concrete diamatic exanples the group feeling
eventually generalized into better group relationships. In ad-
dition, this method also facilitated group cohesion and identity.

Membership of groups

By including and excluding candidates for membership the
group boundary is established and identity confirmed.

1. Inclusion

The following factors are considered to be relevant to inclusion
and acceptance for membership: shared aims, interests and
attitudes, age, proximity and familiarity (Cartwright and Zander,
1960). Group members become like one another through a
process of strong pressure to conform, implemented by the use of
group laws and accepted standards of behaviour: “The link
between group solidarity and similarity is so prevalent as to
approach the status of a universal law of sociai behaviour' (Rubin,
1980). This process of conforming to group demands was noted
in the behaviour of two contrasting teams at a summer camp. One
group prized the "he man’ image, the other chose a humanitarian

ideology. Both groups quickly got members to conform by using
silence and reprimands until the chosen mode was well estab-
lished (Sherif, in Rubin, 1980). Left to themselves it would appear
that many young people are able to use quite sophisticated
behavioural techniques to a level many professionals wonld envy.

2. rxclusion

Even preschoolers are sensitive to being excluded from the
group. Young children, it would seem, prefer to play with those
they dislike rather than play alone (Jersild, 1966). Girls in
particular use social exclusion, ostracism and malicious gossip as a
bullying strategy (Roland, in prep.).

Those children most in need of the experience of being
attached to a group, tor both support and the social learning
experience, may be aftlicted with self-doubts and insecurities and
be afraid of rejection and ridicule if they try to enter. It would
scem that prospective members do amend unacceptable he-
haviour to gain entry to groups, but isoluted children are perhaps
those who are unable to adapt. Some members may over-conform
at the expense of losing their individuality. Perhaps move could
be done by adults to encourage respect for differences as well as
teaching young people how to conforn.
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3. The leader

Within the two major categories of democratic and authoritarian
styles ot leadership there are many personality diftferences. The
leader may be energetic, voluble and a good commiunicator or,
perhaps. aggressive and coercive, or resourcetul and imaginative.
There are many functions a lesder can play within the group and
the leader can quickly lose his or her position and be replaced it the
needs of the group are not being met (White and Lippitt, 1960).
The leadership may simply be task-oriented and the group
disband when the task is completed. The leadership ot even the
most informal group is not static and the leader must continue to
gain creditand show leadership skills to retain his or her position
(White and Lippitt, 1960). An effective way of breaking up a
bullving group is to challenge the aims of the leader, to
unobtrusively bring the group round to see that the actions they
are being led into, or simply supporting, are cowardly and toolish
(Hamblin, 1978a). One study conducted some time ago shows how
a group may have leadership without any realization as such
(Savin-Williams, 1980). Girls at a summer camp declared their
group to have noleader, but within the group there were found to
be maternal leaders, some antagonists, and the majority who were

described as the ‘Amorphous Miss Average’. One small group
were classified as ‘clingers’. These girls openly recognized the
dominance of the others:; they were overly compliant, the most
physically immatwre and the worst athletes. They were picked on
by the others and slept nearest the statt for protection. They were
quite clearly being bullied.

4. Cohesion

Groups with a high level of cohesion have been found to exert a
powertui influence on the attitudes and behaviour of their
members (Schacter, 1960). Measures of cohesion include the level
of demunds made on individuals, the degree of conformity, the
degree of support offered a member under attack from outside,
the strength of rebutfal of intruders, and the difficulty of the
initiation. Counting the number of mutual statements made
within the group has been one way used to measure the level of
cohesion. The suggestion is that the more "We' and the less T
statements made indicates the level of group teeling. The *We!
statements confirm the hbound.oy: "We are in the group, vou are
out’ (White and Lippitt, 1960). The case ot Stephen (see
Chapter 10) shows how he was excluded partly because of his skin
colour which was ditferent trom the others in the class. This gave
the group a rationale to unite more firmly together in order to
exclude Stephen.
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The interactions between group members are obviously very
subtle and discrete — such measures as we have used to date offer
little insight into the covert and intuitive mechanisms at work.
Adults are particularly unsuccessful at penetrating these groups,
presumably one reason being that the rationale for many of the
groups is to exclude adults and offer an alternative to their power
structure.

5. Group malpractice

Group solidarity makes the behaviowur of its members inflexible
and unreparative. The guilt experienced by members of a group
would appear to be divided by the numbe - of individuals
concerned and the amount of cruelty and violcace to be multi-
plied (Hyvau-Williams, 1983). The replacing of individual identity
by group identity means a loss of responsibility and guilt. Mobs do
things with mutual support one member would not do atone. The
group ofters protection from retaliation and also from investiga-
tion and detection. There may also be the hope ot a more diftuse
punishment being meted out; if not, at least there will be
companionship in suffering the penalty. It is, therefore, usually
advisable to tackle each individual alone in the group when
challenging bullies ind to make clear cach has been fully
responsible if only by watching and condoning,.

The group may not be established prior to tire deviancys it
could be that in a case such as bullying. the aggression had been
dormant. The arrival of a leader might act as a catalyst and so
catse a group to form through the process of group contagion.
Once the excitement level is raised. meeker observers may drift
into the group to become active. Those needing prestige and
borrowed kudos may be incited to join, as proposed in ‘magnetic
field theory' (Hyatt-Williams. 1983). This is one ot the dangers of
media publicity, beciuse groups such as Mods, Punks and any
current equivalents, form an identity simply through a label
allocated to them by others.

There may be a cognitive change once the group has formed
and is able to draw on mutual support, in that the group may
come to believe that the victim of the attack, be it a child or a
nebulous authority targei. is deserving of the violence. The main
aim of the group could be to prove that group members are
acceptable, whereas those who are attacked are obviously in-
ferior: "We must be OK because vou are not.” The group can have
a powertul inftuence on the behaviowr of an individual and nmany
interesting accounts ot experiments, tormal and informal, illus-
trate this process. Zimbardo ef ol (quoted in Kidder and Stewart,
1975) found that two groups of students — role-modelling
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prisoners and prison warders — had to be removed prematurely
because they took over their roles too realistically. The work of,
tor example, Gotfman (1974) contains many readable accounts of
the behaviour of individuals in the presence of groups.

I he group is challenged without careful planning. an
increase in hostility may result and the deviant behaviour might
continue but in a less visible form. Resentment and revenge might
also fuel further incidents and add to group cohesion. The group
activities may be entertaining and reinforcing so that it could be
difficult 1 offer equivalent alternatives. A simplistic attack on the
group could add prestige. glamour. mystery and subsequent
power. Weak and ineftective measures could add to the conspira-
torial atmosphere and infuse an heroic element to the leader or
group.

If. however. the group is not challenged. this might be
viewed as weakness and as giving tacit pernussion to the group to
continue. In a bullving situation the dvad of bully and victim is
central and. unless this is resolved and unscrambled. the group
will reassemble and reform ac . Jater date (Hyat-Williams, 1983).
In the novel, The Deceivers (Masters, 1952). the Thugs. followers
of the goddess Kahli, prove ditficult to eradicate because the
central figures remain in role, ready to reform elsewhere. One of
the primary aims must be to detach the catalyst from the group
or, at least, from the role of leader. Hamblin (19784) suggests that
it is important to deglamourize the group by pointing out the
infantile and immature aspects of the group’s behaviour and to
deflate the heightened prestige with humour if possible, because
this is one of the most powerful. acceptable and eftective
deterrents, Once a bullyving problem has been openly discussed, 1
have found that it loses much of its potency, so that the exposure
in itselt is often enough to ward off further attacks.

Communication skills

Communication skills are of paramount importance in determin-
ing the success of a child's interactions with his or her peers.
Research on bullying indicates the importance ot these skills. The
speditic skills deemed necessary for the building ot friendships
are:

@ being able to detect the norms and expected behaviour in a
situation so that appropriate conversation and behaviour is
used in context:

® the ability and desire to display warmth and cmpathy so that
relationships are cenented:

8 A
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® the wish to share common interests, information and activities
(Rubin, 1980).

There would appear to be a correlation between poor language
skills ar «b antisocial or distirbed and difficult behaviour. An
marticalate child has little resource to the wit and humour many
use to deflect trouble from adults and peers alike, and to release
any inner tensions. A build up of frustration can lead to an
eruption and violent confrontation (Hamblin. 1978a).

There are specific processes of communication which help
friendships to gel. Even voung children use a distinct pattern of
speech to build up a relationship, a social sound play where an
alternating set of phrases is used in a rhyvthmic manner to
establish enipathy and rapport. An example is given by Garvey
(1984) of two youngsters trying out their language and friendship
skills simultaneously.

I have a dadd..

[ have a dadda too.

I have a real dadda.
I have a dadda too.

This vitualized play patterning of speech serves the nonspecitic
function of the greetngs adults frequently use:

How are vour
Fine. How are vour
Fine.

No specific information is required, the exchange is simply to
reinforce mutual interest and to confirm empathy. Children who
are shy and withdrawn mav not be able to consolidate their
refationships in such informal wavs. Some children may not have
assimilated the information that this is the effective procedure to
take.

Entering the group

Members of a group of young children quickly rebutt outsiders,
perhaps because of an innate resistance to the disruption of the
status quo or a tear and rejection of strangers. The onus is on the
newcomer to indicate quickly and appropriately the contribution
he or she can make to the group (Corsaro. 1979). If the first
attempt is unsuccesstul a further etfort may sueceed: *We don't
like vou todav® can quickly prevent any shy and anxious child
from risking further rejection by making future attempts at
socialization. It may be preterable to choose the role of passive
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@ Information exchange

/ The to and fro of conversation \

Clear commumncation

Interest and responstveness
Articulation, comprehension A display of warmth and empathy

\ Common ground /

Play activities shared hobbies. interests
mutual friends

Figure2 lhe four factorsinfluencing the success of an initiad approach
(Gotman and Parker, 1986).

observer, If this is so, the shy child will fall further and further
behind the peer group as the others benefit from the invaluable
experience of social interaction with their peers. Gottman and
Parker (1986) provide a model for the initial approach and
suggest four significant factors concerning how children mike
friends (see Fig. 2). If the advances breuk down, a return to A will
be necessary. Modifications may be required but unskilled
children may simply repeat the unsuccesstul process over and
over again. The cohesion of the group and the popularity of the
newcomer may be measured by the number of entry bids
required (Corsaro, 198 ).

Popular children use specific strategies in that they do not
draw attention to themselves but hover quietly in close proximity
to the group, perhaps copying the group activity. They make
specific verbal entry bids: they are complimentary, they make no
comment about themselves, they ask relevant questions, and do
not make suggestions until sked. Inother words, they attempt to
build up a shared frame of reference (Cosaro, 1981). If rejected
they note the criticisms, make modifications and bounce back. In
addition to all this. a cluster of non-verbal skills are brought into
play: facial expressions, posture, gesture and eye contact. The
itricate patterning of speech is etfective in obtaining acceptance
such as affirmation, pauses and inflection. Allin all, avast battery
of skills are synchronized and used intuitively by even young
children. It is only by examination of the process when it has
failed that we get any idea as to how accomplished children are in
their social behaviour. As adults we would appear to find
difficudty in assessing accurately the social status of young
children in o group. Even when we try to measure the social
interactions we encounter ditficulties due to the developmental
limitations of linguistic, perceptual and other cognitive tactors,
Photographs and drawings of children in the class group have
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been used successfully to elicit information about triendships
front young children. Children inside « friendship group use
language in an informal manner, but in such a way as to confirm
the positive group feeling:

® the statements of others are openly acknowledged and con-
firmed (veah, hmm);
® the use of linking words confirms attention is being paid and
gives the speaker encouragement to continue (and then?®
when?);
® phrases are repeated with slight modifications (I've built a
castle. You've built a castle) (Preece, 1987).
Young children plaving together, unsupervised. invent elaborate
conspiracies and pretend shared deviances such as running awayv
from home or poisoning others (Gottman, 1986). To be able to
otfer and share in imaginative play. the ability to communicate a
thente, to entertain, to negotiate an idea and translate it into a
successful game, are all skills highly valued and contribute to the
popularity of some children (Rubin, 1980, ch. 5).
Communication between child and adult is a WO-way pro-
cesstitis vital to understand what the child or voung person is not
saving in addition to listening to the verbal exchanges. It is
sometimes impossible to put complex concepts and emotions into
words and yet we ask many questions of children who have had
little such experience and possess few sophisticated linguistic
skills. Pikas (1987, b) believes poor and inappropriate communi-
cation contributes to nany social conflict situations and stresses
that children need practice in communication to avoid confron-
tations. In his workshops for teachers on bullyving. Pikas empha-
sizes listening and speaking skills, giving and receiving verbal and
non-verbal messages and asking critical questions. In addition,
svymmetrical communication is advocated where both speaker
and listener reciprocate time and effort — if we expect others to
listen to us, we must expect to listen as caretully to others.

Quarrels and conflicts

Few friendships run smoothly. Quarrels may have a positive
problem-solving role, ¢.g. when a hurdle occurs each participant
is required to assimilate ¢ veject the view of the other and to
adjust their own perception. ‘Through the bickering and squah-
bling of childhood the needs and opinions of others begin to be
understood and in this wav the world of the child evolves. A
casual observation may be misleading, because the closer the
relationship, the greater the probability of quarrels (Green,
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1933). To judge the relationship the ratio of positive to negative
interactions needs to be analysed. A simple count of contlicts
could give a distorted picture. One very highly regarded skill,
although not consciously regarded as such by children, is the
ability to resolve disputes amicably. Those who can deflect
aggressive situations are prized as companions (Shantz. 1987).

In summary, by looking at the complex, interacting facets ot
social behaviour, noting carefully successes and hurdles, not only
strategies for help in crisis situations may be drawn. but the study
could also identify a vast array of strategies to ofter tor remedi-
ation.
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Back in the Pl(lygrnuml Blues

I dreamed 1 was back in the playground. I was about four
feet high

ves dreamed T was back in the plavground, standing about
tour teet high

Well the playground was three miles long and the pliy-
ground was five miles wide.

[t was broken black tarmac with « high wire fence all around

Broken black dusty tarmae with a high fence running all
around

And it had a special name to it, they called it The Killing
Ground

Got a mother ..nd a father, they re one thousand years away
The rulers of The Killing Ground are coming out to play
Everybody thinking: "Who they going to play with today?’

Well you get it for being Jewish
And vou get it for being black

Get it tor being chicken

And you get it tor fighting back
You get it for being big and fat
Get it for being small

Oh those who get it get it and getit
For any damn thing at all

Sometimes they take a beetle, tear oftits six legs one by one
Beetle on its black back, rocking in the lunchtime sun
But a beetle can't heg for merey, i beetle’s not halt the

fun

[ heard a deep voice tatking, it had that iceberg sound

‘It prepares them {or Lite' = but I have never found

Any pliace in my life worse than The Killing Ground
Adrian Mitchell (198:4)
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What are the factors which discriminate between children of
similar age, ability and background so that one child is predis-
posed towards bullying, another to being bullied and the majority
not to be so heavily at risk?

The profiles presented earlier indicate that a problematic
home background could be common to both victims and bullies
(see Chapter 1). In my own work I have found that although
both groups may have, for example, witnessed or been the re-
cipients of violence in the home, or been rejected by a significant
adult, it is the victims who have suffered a loss of confidence anel
self-esteem and, in doing so, become vulnerable to the attack of
others,

This becomes even more significant when put in the context
of the other factors which appear to discriminate between the two
groups (See Table 1-5). A combination of such characteristics as a
good level of energy, a well developed physique and communi-
cation skills would allow the bullies the confidence not only to
attack others, but to talk their way out of impending trouble. The
smaller, weaker and less energetic victims, being unable to defend
or perhaps express themselves adequately, are more likely to
become submissive and vulnerable and experience a rapid loss of
confidence.

I would propose that it is this confidence factor which
subsumes all others. Not only do the bullies have the confidence
and the ability to dominate other children, but research indicates
that their socialization within the home and street culture may
have taught them, from a very carly age, to regard a display of
power over others to be an acceptable measure of kudos and
social success (Dunning et al., 1988). It mnust be added that
although some bullies may lack confidence, and it is this which
could cause them to bully others in a bid to compensate, it is only
within a group where they do feel powertul and confident that
they use their bullving techniques. The categories of victim and
bully are not mutually exclusive. A child who is victim in one
situation may, among weaker, younger or less able children, find
the confidence to bully. Conversely, the child who is a bully in one
class may be the victim of older pupils or siblings in a different
situation (See Chapter 1).

Fromanoverview of research specific to bullying and related
areas, a picture begins to emerge of those children who are at risk
of becoming inv "ed in a bullving situation in school. It must be
emphasized that: child could be caught up in a bullying attack
by being in the ong place at the wrong time. Such an
unfortunate experience could happen to anyone and be trau-
matic for the victim at the time. However, many children involved
i a bullving situation, both victims and bullies, have some
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characteristics which predispose them to risk. Some degree of
socialization problems may have been noted by parents or
teachers previous to the bullying. Rather than the problem being
solely one of bullying itis. would suggest, especially in the more
prolonged cases, one of inappropriate social behaviour which
predisposes these children to attack or to be attacked.

The school has, without doubt, 2 most important role to play
in helping these children with their social behaviour in a variety of
ways, The most effective way of helping such children could be to
look to the multiplicity of strategies which could be implemented
throughout the school day, available to all staff, rather than
simply concentrating, for example, on a social skills programme
which would be a less natural way of *.ringing about relevant
change.

Why should the school help?

Children lacking contidence in themselves and their own ability,
for whatever reason, may cease to make any effortto succeed and,
therefore, withdraw into themselves. Feeling hopeless tailures,
they do not believe that they have the ability to change their
circumstances and, therefore, a state of learned helplessness
develops where there is a drift towards apathy, lethargy and
depression (Seligman and Peterson, 1986). Children who feel
they have no valid place in school, or perhaps society, can turnto
aggression and conflict in a bid to alter their situation. These
children benefit from the expertise and experiences to be found
in schools to show them how they are able to take more effective
control over their own lives.

Adverse social experiences may leave some children unwill-
ing to make any attempt to involve themselves with others. They
may claim to prefer to be alone, but this could result in them
becoming even more vulnerable as, in this way, they preclude any
of the valuable social experiences which could make them more
robust. The school could be the only effective channel for change
because the parents may feel helpless to alter the situation. 'T'he
parents of a younger child are able to provide more friendship
opportunities, whereas the parents of an older, resistant teenager
may have no-idea how to help.

The family may have been contributory in some way to the
development of the problem, so there may be little suppont
available, even if the parents wish for change and are willing totry
(o alter the situation. The environmental props which once
supported children in society, such as family stability, neighbour-
hood communities and religious practices, have gradually been
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eroded away. so that there is now less access to help from these
other sources. Professional agencies might be able to help, but
some families are reluctant to turn to them in time of need
because they regard the use of such agencies as an admittance of
fatlure.

For some children the lack of family stability could mean
that within the school community, among their teachers and
friends, they experience their most stable and longest known
relationships. They may have grown up with the peer group
since they were toddlers, so that it is the most stable factor in
their lives.

Finally. children are in school for a large part of their
waking lives and are in daily contact with some 1eachers who are,
theretore. able to use their expertise to watch over them closelv
for a number of vears. These teachers wie thus in a prime
position to identify difficulties and to offer support through
times of emotional turmoit in a friendly but expert fashion,
something which is available to verv few other professional
workers.

How can the school help?

There can be little doubt, therefore, that the school has a vital
role to play in helping children involved in bullving. Primarily,
the school needs to ensure that there is little opportunity for
bullving to occur, but. equally important, is the long-term work a
school is able to offer to children with socialization difficulties.
Without this two-fold approach 1 feel that there is a risk that the
problems will recur. Simply to resolve a crisis, ov only to prevent
the eruption of bullving, is 10 tackle only one-half of the
problem. Children at risk — both bullies and victinis — need to be
identified. and helped towards a happier and more effective
social adjustment.

The most eftective ind economical wav a school can deal
with the problem of L.dlving is by evolving a school svstem
which, to as large an extent as possible, precludes it ever
occurring, not only by removing anv opportunity, but also by
oftering children the quality of support, training and education
which can, hopetully, auack the root causes of the bullving
behaviour. Rather than an individual teacher having to trv 1o
resolve a problem, and any further ramifications, it is more
eftective for the school to be organized in such a way so as to
prevent problems, by looking not only to the daily functioning
ot the school but. in addition, by looking to the long-term
objectives of all aspects of the school,
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The school as an organization

In recent vears there has been some moy > away from focusing
solely on the resolution of individual proldems, suchas case work
b individual children, to taking the wider perspective of
considering the school as an organizational complex which, as a
result of specitic and alterable factors within itselt, can escalate or
de-escatate social and antisocial behaviour (Burden, 1981). The
school as a whole is seen to be partly responsible for any
maladaptive behaviourif the necessary preventative work has not
been thoroughly investigated and adopted. This perspective of
the school as an organizational system has been drawn, in part,
from the behaviourist approach which focuses on observed
behaviours and the environmental contingencies niaintaining the
behaviour. rather than looking to distant sources and causes not
present within the current interaction between school and child.
The enphasis is on the here and now (Bandura, 1969).
Behaviours within such a framework are viewed as being the
product of a dynamic system, so that problem behaviours could
be considered useful in that they are highlighting any gaps or
weaknesses withit the system. Putting these difficulties right
involves hielping all those within the organization by bringing
about more widespread and pernanent changes rather than
helping just one individual child, The focus, therefore, moves
from considering what is wrong with the child to looking at what
is wrong within the organization. In this way the school shares in
the responsibility for the problem behaviours rather than blam-
ing some other source, such as society, the fanmily or the child.
This model can be criticized s being too impersonal and
simplistic, taking little note of the complex familial and societal
undertones to many problems. 1t would appear, however, {from
diverse studies, that the schoolas a whole can often be influental
in preventing difficult behaviour regardless of the family and
environmental factors which may have contributed to the prob-
tems in the first place. Tn the past there appears to have been a
commonly held assumption that schools, to some extent, had a
blanket effect on all pupils. Any variation in outcome was thought
to be Largely due to difterential intake. Evidence would now
suggest that spedific school variables may exert ahigherdegree of
influence on outcome than the social balance of pupils. Schools
with similar catchment areas produce widely differing outcomes
and statistics indicate that outcomes niay correlate more with
over-all school factors than the imernal psvehological make-up of
the child (Mortimore et al., TH88). 1n other words, some schools
appear to make the drift towards deviant behaviour such as
bullying ditficult, in that mechanisms within the systen in sonmie
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way protect the pupil, whercas other schools leave their pupils at
risk.

Bullying would appear to be a multifaceted problem with
roots in a variety of interrelated processes: the temperament,
social behaviour, physical development, communication skill,
level of self-esteem and self-confidence of the child, in addition tq
tamily, sociological and school influences. If this is so, it would
seem to be logical to have available. in the school, a2 multidimen-
sional preventative approach, a wide spectrum of well-planned
and -prepared skills and responses from which to draw in time of
need. In parallel to this, in advance of any crisis, almost all aspects
of'the functioning of the school would need to be addressed inthe
context of preventing bullving. Forward plann®. ¢ is more
effective and economical than crisis management.

The whale school system should be organized to support all
children and staff so that no one child or teacher is left alone to try
to resolve a bullying problem. Sound. well-planned preventative
work, frequently revised and updated, should result in an
atmosphere that is non-conducive to acts of bullying. A network
of preventative strategies should be laid down well in advance,
and supported Ly sound protective work.

Several areas of school management and functioning appear
relevant to the problem of bullying. The evaluation of the
Norwegian National Campaign (in prep.)isto consider a constell-
ation ot school factors such as teaching style, size of classes and
relationships between teachers and pupils. The results have not
vet been published but, even on publication, there may be
cultural differences which prohibit a rash generalization of the
lindings to the problem elsewhere.

The suggestions offered in Fart Two of this book are culled
trom the work I have found to be effective in working with
schools to resolve bullying problems, and trom strategies which
have been successfully implemented by others to cope with other
difficult behaviours which 1 consider would be relevant to a
preventative approach to bullving. They are offered in staccato
form. without apology. as a séries of lists designed for the busy
classroom teacher, but they are tully informed by the issues
explored in Part One of this book.
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Preventative work in schools

1. School policy

‘The most eftective preventative measure school can emptoy is
perhaps for all staff members and the local education author:y to
establish clearly that bullying in school, in any form, will nct be
tolerated and, indeed, will be dealt with firmiy. The weight of the
whole school establishment should fall in behind the school rules
and policy statement. A document should be drawn up by the
school and be made familiar to all: pupils, parents, statt,
governors and local authority figures 1espounsible for education,
The statement, perhaps incorporated in a larger document.
should make clear the school rules as well as the action to be taken
when the rules are contravened. This may include notitving
parents, school governors and other responsible bodies if
deemed appropriate. This, in itself, could deter all but the most
determined or deviant.

2. Local authority responsibility

The local authority and the governing body could ofter snpport
to a school policy designed to prevent bullying. T'he efficient
execution of this would depend on good supervision which, in
turn, would depend on adequate stafting and funding. Super-
vision should be required for bus queues, bus journeys, outbuild-
ings. changing rooms and other isolated areas, plus possible
timetable adjustments. Supernumerary or auxilary staff mav be
necessary. If adequite supervision is genuinely impossible. even
with a full commitment from all existing staff, and perhaps some
support from willing parents, then those responsible should be
made aware, whether it be the member of statf in charge of the
duty roster or the official in charge of the financial budget.
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3. Architectural design of buildings

The supervision of all pupils at all times should be taken into
account at the architectural stage in the building ot schools. We
have now come to realize that this is necessary in the case of
vandalism and theft. A commitment is required from those in
charge of finance at the initial stage. A good design would include
well-lit corridors, plenty of window space, mirrors and glass-tvpe
doors 1o offer good wisibilitv. In addition, the avoidance of
isolated areas and satellite buildings is essential unless the cost of
adequate supervision is taken into account at the design stage.

Measures such as these would contribute to sound preven-
tative work and help to avoid manv disruptive and deviant
behaviours in addition to bullving. Parents and governors could
find that they are in a more powertul position than the school
statt to bring pressure to bear on those in charge of financial
aftairs. Vandalisni and theft mav be costing national and local
bodies increasing amounts of monev, but the protection of our
children must be of the highest prioritv and adequate finance
should be apportioned accordingly.

4. The school as a community

One of the most etfective ways of preventing bullving is perhaps
to look upon the school as a community where the aim is for each
member to be responsible for his or herself and for the well-being
otaltothers. The schoolis otten viewed as preparing the chitd for
life, but the daily routine of school may hold Jovs and terrors as
powerful in their etfect as anvthing a child may meet in later life.
It could be argued that with age we learn to avoid, detlect and
contront, whereas in childhood we have little previous experti-
ence to help us cope.

School lite is, then, very much in the present for those who
artend daily. Hamblin (1978a) deseribes it in terms of being a
vibriant living community with its heroes, villains, triumphs and
tragedies of which each child is & part. The school should,
perhaps, reflect the community outside and represent the demo-
cratic process more than is evident in many of our establishments
b present. Society at farge is composed of overlapping groups
requiring cooperative input (e.g. work. leisure, familv and
neighbourhood groups), yet, although among the most promi-
nentnstitutions in our society, and one of the few compulsory
activities. schools are least characterized by cooperative activities.
Dewey (1966) noted that although it is essential for humans to
icarn to live together cooperatively, little evidence of this could be
found in the dassroont. There has been, in recent years, some
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moves to offer pupils more opportunities to work together en
work programmes, but in many cases these have been based
mainly towards academic learning exp ariences rather than to-
wards social development. A cooperati.= learning situation in
class could involve pupils working in democratic manner —
socially as well as academically — towards a mutual goal, be it to
solve a curriculum query or to resolve an emotional problen.
Cooperative learning stvles, however. may not lead automatically
to cooperative behaviour. Generalization from the academic to
the social situation may not occur as @ matter of course. This
needs to be perceived as a separate goal and. the programme of
work designed and evaluated with thisin mind.

The experience of cooperative learning could be lost if the
structural base of the school is hierarchical and competitive. This
would be out ot synchrony with the aims of cooperative
cducation. Hargreaves (198:1) has reterved to the schoolas ideally
being i community, rather thunan aggregate of pupils. and thatt
is within the choice of cwrriculum matter and the mode of
presentation that this ethos is cmbodied: a highly competitive.
mpersonal and bureaucratic atmosphere being counterpro-
ductive to the aims of community education.

There is a cear distinction between cooperative and com-
petitive learning. In the former. the goals are so linked that
eversone sinks or swims together: in the latter. it one swims the
others must sink. Dewey (1966) described the aims of his Just
School as i community denanding a common culture and giving
Faiv and equal opportunity to all. Central to the ideology is the
concept that through joint discussions and analysis of problenis a
higher stage of moral judgement and ddiiberation may be
achieved within such a community than by the individuatalone.

5. The ethos of the school

The term “ethos' is nsed to cover the individual identity of a school
and was given currency by Rutter ef al. (1979). Dancy (1930) has
described it as ‘the values. aims, attitudes and procedures of
school whic hinterrelate and which remaina relatively permanent
feature of the school”. There have been attempts to use the cthos
of the school as & community to prevent bullying among pupils.
One school, in i disadvantaged inner-city area, has been referred
to as the “Telling School, as the headteacher impresses upon all
new pupils that thev have the right to attend school without fear
of being bullied (St John Brooks, 1985). It is explained to the
pupils that the rule thatitis unaceeptable to tell was invented 1))
the bullies. Feartul pupils are visited in their homes and every
support possible is oftered to them. Bullving, vacism and other
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such issues are discussed openly in class. and boys taking a pride
in their ‘macho’ image are made to confront the reasons for their
swaggering and bullying behaviour.

I have myselt been involved for several years with a school
which has a similar ethos but which uses a different approac:.
The pupils. all with severe emotional and behavioural difficulties,
meet together several times a week to thrash out their problems
with the statf and each other in « meeting of the whole school,
statt and pupils together. This has proved to be highly successful
tor over two decades. The school is admittedly smalt, buy the
model may well be adaptable 1o tutor or registration groups even
m a large school. In this atmosphere conflict is handled con-
structively. To avoid conflict is to deny development. To encoun-
ter it naturally, to work out a soluiion amicably, and to learn to see
the situation from the perspective of another. could be one of the
most valuable experiences we can offer our young people.

A similar procedure is described by Laslett (1982) in his
article about a children’s court. although in the former example
all positive aspects of school lite were aimed along with concerns
and anxieties. The meetings were not merelv a punitive pro-
cedure,

An example of an attempt to establish i community ethos in
most difficult circumstances is the Carimeela Project in Northern
Ireland. Children from the varying religious, political and
cultural backgrounds meet together. in a relaxed enviromaent
awiy from the troubled areas. so that they can have the
opportunity to learn about and trom each other.

6. Management

One of the most pervasive factors influencing the quality of life
for allina school1s perhaps the style of management at all levels.
Thisis what enables the ideology of a school to be translated into
ctfective practice. As can be seen from the case studies in
Chapter 10, a teacher can initiate a wide variety of far-reaching
strategies to help a child who is involved in a bullying situation,
whether it be as victim or bully, but the support ot a good
managementteam to aid the implementation and coordination of
the proposals is essential, especially in a Luger school. The clear
communication of aims and goals. a consistent policy understood
by all. secns to be the parameter of prime importance. A united
and cooperative team would seem to be able te achieve almostany
goal. whereas the bestof policies will fail if the staffis disgruntled,
fragmented and out to subotage. Being able to lead a team in an
authoritative rather than authoritarian manner., allowing tor the
personal development of individuals within the team. and
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offering clear and attainable goals, would appear to be the
important criteria of effective management. '

7. The teacher—child relationship

One factor which would appear to be of great significance in the
development of any pupil in school is the quality of the relation-
ship between teacher and child. No methodology in itself can
offer optimum learning. The impression made by a teacher, for
good or for bad, could be of lasting importance, as teachers may
be remembered with a greater degree of clarity than the material
they taught. They may be viewed in a heroic light or even as
surrogate parents. The effect of this daily interaction in school
cannot be underestimated because teachers fulfil a variety of
roles.

In discussing the role of the teacher in preventing bullying,
Roland (1988) suggests that a teacher should develop a special
relationship with cach child in the class it at all possible. This
should be built on something that they alone share, such as an
interest, a skill, a pet, a hobby or knowledge of a family member.
A topic of mutual and genuine interest shared with a teacher
offers the child an individual identity which counteracts the
feeling of being just a face in an anonymous group. Eachchild, no
matter how large the school, can have an empathic and rewarding
relationship with a teacher.

Teachers are models for the young in their care who note
details of their attitude and behaviour. There is a hidden
curriculum at work in schools as young people are highly sensitive
to picking up and assimilating cues on how to conduct themselves.
Young people may look to the adults in school for guidance and a
code of conduct which could influence the way they themselves
reat others. Quite young children are able to discriminate
between preaching and practice and they register strongly
patronizing and demeaning remarks made in their presence.
Adults need to be particularly clear and uncquivocal in their
communication with the young as they could be misinterpreted,
especially by those pupils who may previously have encountered
negative relationships with adults.

A strong and stable relationship with an adult outside the
family has been suggested as being a powerful discriminating
factor between those young people from severely disadvantaged
backgrounds who eventually succeed and those who do not
(Quinton and Rutter, 1985b). A positive relationship encourages
self-esteem and -confidence and these are prerequisites to the
development of a beliet in one’s ability to alter circunmistances for
better or worse (Rotter, 1966). To believe in onc's ability to bring
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about change and to be in control of one's own life must surelv be
one of the main aims of education,

One aspect of school life which is underestimated is that
many pupils look to teachers to provide a safe and stable
environment in which they may develop. 1 suspect, from my own
observations. that in some of the most disadvantaged areas the
truancy rate may be lower than one would expect for, in many ot
our schools, children find a quality of relationship unavailable to
them at home.

As can be seen from all the case studies presented (see
Chapter 10), the work implemented and carried out to help the
children has, almost without exception, depended on one teacher
with the necessary high level of commitment being available and
willing to help. No other individual or ageney has the same
opportunity and access to as wide a range of responses as does the
teacher who is fumiliar with the child.

8. The curriculum

Mitcheland O"Moore (1988) and Byrne (1987) found a far higher
proportion of bullying in remedial groups of children. in both
primary and secondary settings, than in other classes. As vetitis
undlearas to why this should be, but it mav be relevant to note that
acorrelation has been found between those children who feel that
they have failed academically and the emergence of behaviour
problems (Rutter et al., 1979).

If the school is looking to build up the self-esteem and
confidence of the pupils, one of the most etfective wavs of doing
so is through the design and presentation of the curriculun.
Conversely, the confidence of students mav be evoded by a poorly
designed curricutum (Hargreaves, 1984). The major part of the
curriculunm in many secondary schools is focused on the large
percentage of voung people following a public examination
svllabus (Bird et «l., 1981). Those who are not doing so nav
question the time and eftort allocated to their own requirements.
Their perception could be that being academic failures thev
deserve the ignominy of low-level streaming, low-status subjects,
temporary staft or those with little specialist training. They may
feel that they have no place in an establishment where kudos is
gained through academic success. There may be exciting new
mitiatives for these voung people, but perhaps they defeat their
purpose if they carry titles indicating low attainment and do not
have a similar permanent fimancial inpat to other piuts of the
carriculum. Even the identification of pupils with spedial edu-
cational needs may be fraught with danger it carvied out in an
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insensitive manner so that pupits with difticulties are highlighted
in return tor very little extra help.

One study found that of the pupils in one secondary school,
50 per cent claimed that the curriculum was boring (Raven,
1979). Itis illuminating to track a pupil or class for a day ov week
1o test the curriculum diet, Pupil pursuit studies can also throw up
such phenomena as the number of lessons in a day which are
based on the ubiquitous worksheet. Disaffected pupils may only
attend school because theve is little else to do. rather than having
any definite aims or expectations; others may vote with their feet
and truant. some disrupt lessons to make tings more enter-
taining. The curriculum needs to cover s wany learning
processes as possible and stuaents themse, <5 welcome and
respond positively to opportunities to collaborate in the design
and delivery of the curriculum and in evaluating their own
progress. If the curriculum appears to be boring and inappro-
priate to their needs the students might take matters into their
own hands: People don't grab for prestige in socially useless ways
until they have lost confidence in their ability to gain prestige in
socially usetul ways” (Adler, 1943).

If the curriculum is not able to ofter pupils opportunities for
self-development. a sense of personal worth and access 10 the
goals society promotes. they could use any of several forms of
deviant behaviour, including bullying. to express their rejection
of the aims of the school. The curriculum may be seen as
promoting the view that the middle-class white culture is the
‘right one’, to the exclusion of others, and. as such, be forcetully
rejected by those unable or unwilling to tit the mould. Older
pupils have the intellectual and physical development to lend
potency and power to their challenge.

It may be relevant to the problem of bullving to consider the
differcnces in the way bovs and girls challenge the school svstem.
Bovs appear to do thismore overtly by conflictand confrontation.
‘The position of girls may be slightly different. It could be that girls
have an equally strong but alternative svstemwhichruns parallelto
that of the bovs aswellas that of the school. Givls use their nraturity
toconfront by wearing earrings. make-up, ignoring the dresse ode
and flaunting their sexuality (McRobbie and Garber, 1976). A
parallel gendvrdif'ivrcnwinl)ullyingl)ch;ni()urh'.l.sl)ccnnuu'dl)\
Roland (in prep.):bovswere found to uscovert physicalaggression
more than girvls who chose the covert tactic of social ostracisna. In
the secondary schoolvears vounng people mav need to encompitss
twnli\'vs‘hnu'ti(mingnsnn;ldultnutnf.\(hn()l)vtl)cingtl'v.lu‘dus a
child within. This encourages them to resista system with which
they feel uncomtortable.

Not all pupils who confront and challenge in schools are
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from the disadvantaged groups in society, whether academic or
social, nor is problem behaviour unique to our time. These
theories need to be seen in the perspective of other sociological
and historical contexts.

9. Discipline and disruption

‘The well-being and safety of all pupils in school entails a
commitment to sound and consistent disciplinary procedures
being enforced. The way in which this is carried out may have
long-term effects on the pupils. A custodial and over-rigorous
style, in conjunction with negative expectations of the pupils, has
long been acknowledged as counterproductive:

But ye hem them in on every side with terrors, threats and
stripes so that they can get no liberty whatsoever; wherefore,
being thus indiscretly afflicted, they put forth a target of evil
thoughts like thorns. (St Anselni in Coulton, 1967)

Not only can harsh and punitive discipline be ineffective but it
can be interpreted by pupils as violence, and so ofter a model for
their own aggressive behaviour. To them it may seem that the
message is that the powerful can dominate the subordinate. It is
easy to see how this could encourage a bullying attitude in some
children.

Several studies on disruption have made mention of bullving
in the group of behaviours classified as disruptive, although a
connection between the two has not been supported as vet by a
body of research. although at least one study has found a
correlation between the two (Riley, 1988). Disruptive behaviour
can clearly be classed as bullving if there is a repeated and
deliberate intent to humiliate or denigrate a teacher, who, for
whatever reuson, is powerless to prevent the assault. Few careers
expose adults to such risk of ridicule and insult, much of which is
suttered in isolation and privacy. Disruptive behaviour h.is many
parallels tobullying in that the teacher may feel humiliated, angry
in a futile and ineffective fashion, or even blackmailed, i.e. 4
disruptive pupil ‘messes about' in class because the teacher is
afraid of the repercussions if sanctions are imposed: there nny
even be aggression and violence expressed towards the teacher. It
could perhaps be of value to look at teachers experiencing a high
rate of disruption in the context of victim behaviour, Are there
lessons to be learned fronr the general study of the preventative
and response behaviour of victims, their posture, confidence,
humour, conformity, etc., which could help in such situations?

I have noted when teaching or observing classes where
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disruptive behaviour is likely to occur, that the more vulnerable
pupils are often taunted and scapegoated by the more confident
in order that they may take their possessions, or simply provide
them with a source of entertainment. The less physically robust
and fearful children may be under a great deal of tension and
stress in a class where disruptive behaviour breaks out. This may
not be regarded generally as bullving but there are many
similarities between the situations. 1t would appear that most
children appreciate good supervision and the subsequent air of
stability and security (Hargreaves et al., 1975). As research
indicates, I would suggest that children put bullying at the top of
their list of fears: indeed, children may be more afraid of other
children than the deviant adults we so often warn them about
(Galton and Willcocks, 1983).

One simple way of eradicating a common cause of discipline
problems and of avoiding constant acrimony and confrontation,
is by taking a whole-school approach to the rules. Rules may vary
from class to class, without reason, so otfering opportunities for
challenges and confrontation. In specitic work areas there will be
a need for particular rules, but there will also be a need for
general rules throughout the school and for these to be adhered
to by all staft. Pupils soon spot areas of weakness and laxity and
these are treated as such. Pupils need to be able to predict the
standard of conduct expected and the sanctions to be imposed for
failure to comply. To avoid a confrontational manner rules could
be couched in positive terms: "Walk’ rather than ‘Don’trun’, "We
do . . " rather than *T will not allow. . .". Clear and explicit rules
compiled and agreed upon by all staff, and pupils if possible, well
posted and kept to a minimum can contribute not only to
preventing trouble but also to establishing an atmosphere of
stability and security throughout the school.

The attitudes of individual teachers influence the challeng-
ing behaviour of disruptive pupils. Teachers appearto be chosen,
ranked and targeted, according to specific aspects of their
behaviour, although the process of selection may not be a
conscious one (Cicourel and Kitsuse, 1968). The rules seem to
centre around pupil expectations of teacher behaviour, Pupils
grant legitimate authority to cach teacher on merit, This cannot
be a nutter of insistence, for it is impossible to enforce respect.
Those teachers who do not abide by the universal but unstated
rules, who offend the code of conduct i the eyes of their pupils,
ofter, in their perception, justification for disruptive acts,

There would appear to be several ways in which teachersmay
offend these unwritten rules: by being too authoritarian, straight-
Juced, humourless, anonymous, distant or boring. Making perso-
nal remarks about such things as the appearance, physitue, dress,
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race or family of pupils is taboo. The most common complaint
aguinst teachers is perhaps the accusation of being unfair. To
scapegoat one child, or to apply rules in an inconsistent manner,
means that the teacher is not abiding by the universal rules and
their power system could be open to attack. This selection is
constant and dynamic process, so that any shuft in personnel or
circumstances requires the re-establishment of refationships. Few
distuptive pupils ave disruptive all day with all teachers so that it
could be profitable, in some cases, to seek out the areas of
dissonuance between teachers and situations in an attempt to bring
about change. If done ina crass way this could prove threatening,
tor to keep order in class can be regarded as the major way a
teacher can gain peer status. Teachers can be bullied by others in
the staftroont: to admit to problems niay be to admit to failuve.

It has been suggested that there is a spectrum of disruption
trom severe to mild attack (Knoft. 1983). Once the severity is
ascertained and the true target identitied — to annoy the teacher
oranother pupil, to stop the lesson, to release pent-up emotions
or.as seems often to be the case, simply to have a laugh and some
fun — then there is a greater possibility of altering the behaviour.
Disruptive behaviour is usuallv tried out on one or two triends
before spreading through the whole class if a good response has
been received trom the first audience (Knoft, 1983). As in other
torms of bullving. the response of the teacher in the initial
monients is eritical. A firm but good humoured. prompt reaction
from the teacher can prevent any escalation of the problem and
does not result in one party losing face. There are a great many
subtle interactions going on concurrently in a teaching situation
and a great deal of personal investment may have been made by
both the teacher and the other pupils. All could be lost, for the
time being at least. so it is not surprising that a great deal of stress
is engendered by disruption in class.

It must be stressed, however, that teacher behaviour is not
the whole picture, Some children act in a disruptive manner
regardless of the person in charge. as they bring their problems
mto school from home or elsewhere, In such cases, teachers have
to take the brunt of the child's powerful feelings of anger,
revenge, disappointment or anxiety. The target teacher could
simply trigger memories of other significant adults. On the other
hand. quite simple factors could be at play. One example of this is
that it would appear that non-examination subject lessons are
prime targets, for thev are ranked as having @ low status by some
pupils (Bird, 1980). 11 this is so, the school citn consider wavs of
allocating a higher status to these subjects.

Oneaspectof classtoom interactions, pethap. less trequiently
cmphasized than others, is the perception teachers hold of their
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own career and life. A bored, disillusioned or aggrieved adult is
less likely to offer a stimulating and rewarding input to pupils.
According to their own perceptions, teachers may each have a
different response to an individual child. Even the most problem-
atic of pupils may be seenina positive light by some members of
statt.

10. Supervision

From an inspection of the case studies in Chapter 10, it can be
seen that some instances of bullving emerged. or escalated, as a
result of staff being unpunctual or failing to be on duty or
supervise carefully. These examples could be subsumed under
the heading of professional practice. Factors such as these have
been identified as contributing to the level of effectiveness of a
school. Several other aspects of practice have been identified such
as quality of wall displays, prompt marking and feedback ot work.
specific use of praise, thorough preparation of lessons. and a high
level of tidiness and cleanliness in the building (Mortimore ef al.,
1988). These factors, in my opinion, are the more tangible
indicators of a deeper process. i.e. the commitment of individual
teachers to their pupils.

Good supervision coverage is one of the most efficient and
econontical preventative strategies which can be applied in
schools to prevent bullving. Passive supervision is not always
adequate to cover such problems as bullving as itis nearly always
hidden. 1t is a sub-ctrricular activity in that it goes on under-
ground in that ‘curriculuny’ organized by the pupils themiselves
which runs parallel with that offered by statt and which can,at
any one time. be the more important to the individual child. As
staff rarely see or hear anyvthing untoward — for the victims ravely
complain — active. vigilant supervision is vequired to spot inci-
dents in the initial stages. To ignore ‘ncidents could be mter-
preted by the bullies as condoning and giving tacit approval to
their behaviour and thus reaffinms the suspicions of the victims
that they must 1y to cope alone.

Good supervision need not imply a heavy presence of
teachers shouting orders around the school. Constructive super-
vision can provide i positive input to the schoot day. An informal
and friendly atmosphere at breaktimes and between lessons with
staft in evidence chatting to pupils, or unong themselves, while
keeping a keen but friendly eve on the happenings around the
building, is of great importance. There is o growing it rest in
more structured plavtimes and lunchbreaks, because at is be-
coming more wideh recognized that the quanrels and contlicts
which erupt in the plasground, instigated by the more volatile
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children, spill over into the lessons. perhaps affecting everyone
tor the rest of the day. Involvement in extracurricular activities
sometimes affords valuable insights into pupil attitudes and
behaviour which are not accescible through the normal curricu-
lum programme. Part of such work can, perhaps, be organized by
older pupils. thus offering them a variety of valuable learning
experiences not easily gained in other ways.

Ina busy school day it mav be arduous for a teacher not on
duty to find time to check a cloakroom or toilet when passing or
callin an out-of-the-way library or work area. Corridors are often
overlooked as. unlike classrooms, they are not the responsibility
of specific teachers. A spotcheck, however, is a very powerful
deterrent, for such intermittent reinforcement is a most powerful
psychological mechanism. A couple of minutes spent in this way
could save a long investigation at a later date, because problems
do seem to arise to fit the opportunity. High-risk areas and times
could be identified by small-scale research undertaken by staff or
pupils. By tracking a class or a pupil for a day or a week, a teacher
1s able to identifv high-risk areas on the school grounds and
anomatlies in the tmetable.

An unsupervised class, for whatever reason, could result in
vulnerable children feeling trapped and at risk. To alleviate the
boredom of waiting, some pupils indulge in the thoughtless
taunting of others. This can easily become a habit and, if several
others join in. it can get out of hand. Even if the victim braves the

Jeers of the bullies and is able to leave the room., the scene has

already been set for future attacks. Those in authority should
ensure that the timetable arrangements enable staft to be
punctual and that standards of professional practice are kept
acceptably high.

11. Children alone out of school

There are times when chitdren will be alone and therefore -+ risk
of attack from bullies, e.g. the journey to and from schoc.. The
school bus requires adequate supervision because, once on the
bus, the victim has little chance of escape. At school entry and exit
times. there is an unbaluanced proportion of children to adults
using the local trausport so that. similarly, the local bus may otfer
little protection. Certain routes home, such as secluded pathwavs,
parks or passageways in proximity to school, are all likelv target
spots. A survey can identifv these areas. Children arriving
unusually carly or late to school, or suddenly altering their
regular route. could be experiencing problems. Spotcheck super-
vision is enlightening, economical and worthwhile, Staf! may not
teel dirvectly responsible for children oft the school premises but
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parents worry about reports of bullying and rumours spread and
influence the reputation of the school.

It is, in my experience, the quality of supervision, ideally
consdentious and friendly, which can often discriminate between
those schools which experience a high level of difficult behaviour
such as bullying and disruption, and those schools in the same
locality which do not. If the staff work amicably together as ateam
and all take responsibility for all prpils all of the time, not only on
duty days and not only on the school premises, a stable and
controlled atmosphere conducive to fi uitful work and leisure
pursuits and positive social development may be achieved.

A high level of commitment not only contributes to sound
educational practice, but indicates clearly to the pupils that they
are considered worthy of the time and effort spent. There is
evidence that pupils appreciate good supervision and see it in
terms of thetr own pl‘()lt‘(,‘(i()n (Hargreaves et al.. 1975).

12. Communication

Fffective communication is considered by Pikas (19874, b), a
Swedish psychologist. to be the key to resolving conflicts. Pikas
proposes that a breakdown in communication is often the factor
of greatest significance in many conflict situations, not only in the
specific situation of bullying iy schools, but also in the wider
context of environmental issues and world politics. Pikas has
studied the problem of bullying for several years and has
organized many workshops on communication techniques which
are designed to train teachers to help pupils communicate more
effectively in conflict situations. An outline of the approach used
in the workshops is given in the following section. One particu-
farly pertinent aspect of this work is the emphasis Pikas places on
careful listening. As adults we are sometimes guilty of not
attending caretully to what is being said 10 us in a busy classroom.
Brandes and Ginnis (1986) make this pointand urge that we give
children ‘the gift of our attention’. One way of boosting the
self-esteem and -confidence ot children is to show them that they
are respected and worthy of individual attention.

In recent years more emshasis has been placed on pupils of
all ages communicating with cach other in all areas of the
currictlum, ‘There is now, perhaps, as much importance allo-
cated to the process of learning, the gencration and discussion of
original ideas and opinions, whether in oral or written form, as to
the reproduction of prescribed material. ‘Teaching methodolo-
gies such as the nrobleni-solving approach, cooperative learning
styles, initiatives such as the National Oracy Project, studiesof the
language and style of questioning used by teachers, even the
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content of some public examinations, all reflect thé current
climate of emphasis on effective communication.,

Poor communication may lead 1o subtle vet potent misap-
prehension. There are cultural differences which are mirrored in
the challenging behaviour of some black pupils which could be
misinterpreted it unfamiliar. An example of this is that in some
sectors of both black and white cultures there is much emphasis
on display of masculinity. For white muales this is saic to imply
physical strength and the will to use it in defence or attack. in
addition to the ability to consume large anounts of aleohol or
other substances. Black males are said to prove their masculinity
intheir reputation for style and maturity which is centred around
dress. music and girls. They go to school to chat with friends as
well as to learn and because this continuous dialogue is a highly
prized skill, time in school is altotted by them accordingly (Coard,
1971). 'This is frowned upon as time-wasting by some staft. It
becomes easy to see how some voung people come to believe that
they are being unjustly eriticized due to poor communication
causing misunderstanding,

It is not only within pupil interactions that good communi-
cation is relevant to preventative work. Fast and efficient lines of
communication need to be laid down before bullving problems
arise, so that incidents can be dealt with quickly before anv
secondary problems occur. The clear and effective transfer of
information is essential to the satisfactory resolution ot a bullving
problem. From an examination of the case studies in Chapter 10
itis clear that, although a kev person is necessary to form a strong
relationship with the children concerned, the quahity of the
collation and  dissemination of information to all interested
parties is crucial, not only at the time of crisis, but to prevent any
further occurrence. A variety of viewpoints may be nec CSSANY 10
complete the picture, because small but relevant details can be
missed if the incidents are viewed from only one angle.

Parents need to be encouraged to contact the school to
communicate any anxieties in the initial stages before crises
develop. A brief word to the relevant member of staff could
prevent a full investigation at a later date.

Warkshops and discussion groups should be held for parents
and for older pupils, who are the parents of the future, as a
routine cvent to alert them to issues such as bullving. The
Norwegian National Campaign (in prep.) included workshops
tor parents as well as teachers. As well as helping their own
children toavoid or cope with bullving incidents, parents can also
explain to their children the role that evervone ¢ play in
preventing bullving by enconraging a sense of responsibility for
the welfare of others. Children can be encouraged to alert adults
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to another child in ditficulty and to develop an understanding
that this is not telling tales but acting responsibly. Advice on how
to do this appropriately will be needed to be given to children, for
otherwise they too could put themselves at risk.

Schools can play an important role in alerting other agencies
to such issues as bullying. Social workers, general practitioners
and health visitors. for example, are all in an ideal position to spot
common warning signs such as truancy, undiagnosed illness and
emotional difficulties. Once alerted. these agencies can use their
particular perspective to identity children at risk and halt a
problem in the earliest stages.

13. Liaison work

The jump from primary to secondary school can prove a
traumatic experience for some children. One study found that
over 50 per cent of the children entering a comprehensive school
were niore apprehensive of bullving than anything else (Davies,
1986). T'his degree of anxiety is unfounded but real to the pupils
concerned —even adults find mixing with 1000 or so others each
day a tiring and demanding experience. Many new initiatives are
now being introduced in many schools, but there is a danger that
once the introductory period is over vigilance will be retaxed and,
theretore, problems might go undetected.

A full profile can be compiled identitying specitic social
needs and alerting the new school to any risk factors. This
information is valuable to have to hand when groupings and
timetable wrrangements are being made.

14. Children alone in school

The child most probably at risk from being bullied is perhaps the
child atone in school. Neighbourhood triends. acquaintances and
relatives all ofter physical and moral support. and their impor-
tance might perhaps only be recognized when they are absent.
Contident and gregarious children cope butothers run the risk of
being left on the periphery of groups. ‘T'he shyness or contusion
of such children can lead to them being thought of as stupid or, n
come cases. disobedient. Liaison work with feeder schools should
identity these children so that they may be monitored and. if
possible, helped to be accepted intoa group or a friendship could
be encouraged. Thoughtful pairing with compatible others will
help initially. Friendships cannot be made but opportunities for
them to develop abound.

Children with established fricnds often fmd themselves at
risk it separated from supportive colleagues for option subjects or
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other activities during the dzy. Walking alone between lessons is a
real ordeal for some pupils. In a well-supervised class it may not
come to light that they regularly face a barrage of verbal or
physical abuse as they make their solitary way to the playground
or next lesson. Simply being ignored, or left to sit alone in class,
may be excruciatingly embarrassing for these children.

15. Induction work

Many schools run a programme of introductory activities in the
initial weeks to help new pupils to settle, because it is a critical time
for the building of friendships and the development of confi-
dence. Shy or withdrawn children mav find it difficult to
approach staff or peers for help. Their confusion and un-
certainty could turn to anxiety in the large anonymous system.
Those with friends will vemind each other of important and
relevant information and pass messages to and fro. The lonely
child will need to be self-reliant and -confident to succeed. It is.
therefore. imperative that all pupils are able to find their way
around school, that they beconie familiar with statf immediately
and that they are allocated a key teacher with whom they feel
confident and comfortable.

16. Research

varge multidisciplinary teams may be necessary to formulate new
ways of analysing school systems and to find effective ways of
disseminating these findings. One of the most economical and
rewarding ways to evaluate aspects of school life, however, is to
undertake small-scale action research work which can be carried
out by practising teachers within their own classrooms and
schools. "The growing interest in this type of in situ evaluation
reflects how pertinent and enjoyable such low-key research can
be. There are many small-scale topics which can be undertaken by
pupils as part of the curriculum. In this way, the many aspects of
school functioning which relate to the social behaviour of pupils
canbe studied to the advantage of all concerned. This work needs
to be carefully and sensitively designed so that any surveys or
sociograms do not relate directly to bullying, or highlight the
friendless state or unpopularity of any specific child. Valuable
information can be gained in an oblique way, for example, by
older pupils taking a survey to find what was most difficult tor
newcomers to cope with in the first weeks and then offering
suggestions for change. A list of hints and tips should be
published for new entrants, preferably couched in humour,
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which could be included in the inzroductory booklet ntany schools
now send to intending pupils.

17. Personal, social and moral education

One of the most obvious channels through which schools are able
to help children with their social behaviour is through such
curriculum programmes as Personal. Social and  Moral
Education. Schools have always aimed to promote the social
development of pupils in a variety of ways but the traditional
approach, other than by religiousinput, has perhaps been diffuse
and pervasive rather than being allocated a timetable slot.

If the ideology is not to be lost the school itself must be 2
pastoral system. The sharing of ideas, the encouragement of
supportive comment, the suspension of judgement, a respect for
the opinions of others, and a cooperative vather than conmipetitive
approach to success, will be far more effective than a timetabled
lesson used without expertise or commitment. One weekly
session does not compensate for any frustration and failure
experienced throughout the rest of the school week — the
destruction ot dignity which academic failure can bring, the
shame and embarrassment a poorly coordinated child may feel n
a games lesson, or the denigrating remaiks thrown at those of
different race or accent.

It is important to be clear about the aims of the progranime
because there are many tvpes of pastoral work undertaken by
schools. The choice of emphasis will reflect the true goals of the
school:

® Child-centred: aims to enhance the emotional, social and physi-
cal needs of the child.

@ Pupil-centred: to develop academic skill.

® Discipline-centred: to control and monage behaviour.

® Administrative-centred: to fit in with the timetable slot.

@ Subject-centred: intrinsic in the curriculum subjects.

It can be salutary to remind ourselves that our goals are
cultural concepts and not unchallengeuble tacts. In Japan. for
instance, the aim is to encourage children to be good group
members. obedient, compliant, submissive and cooperative, so
that there is a repression of pronounced individualism (White,
1987). In our own schools we encounter children from difterent
cultures, andd thought needs to be given o the conflicing
demands which they face in the home and school environments.

As pupils mature, they need to be able to grapple with the
basic questions of *“Who am I7 and ‘Who do I hope to become?’,
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while the school needs to coasider ‘What kind of children do we
want them to become?" There would appear to be a primary need
for us to understand ourselves and our behaviour. We need to be
able to examine and account for our own attitudes and actions.
Adorno et al (1950) note that it isonly by understanding ourselves
that we canunderstand the world around us. Parallelto knowledge
of the selt is a need to understand others. Children need
opportunities to develop the ability to transmit and interpret
appropriately both verbaland non-verbalsignalsand communica-
tions, to develop insights into their own behaviour and that of
others,sothat thevare able to understand the emotions, needs and
aspirations of others as well as themselves. Hamblin (1978a)
suggests that it is necessary to understand others and their
enmotions so that itis possible 'to get into another's shoesand if they
pinch, thenyou feel the hurt’. This feeling of reciprocity seems to
be essentiad to appropriate social intevaction at any level., Through
the curriculum and the pastoral ethos of the school the essential
change mattitude can be brought about, so that victims no longer
needtosutferalone. Groupand individual counselling isastrategy
that can be used to support this work.,

Many pupils who cause concern in schools seem, for what-
ever reason, to find ditficulty in discriminating and identifying
the fine nuances involved in communicating with the wide variety
of people they come into contact with throughout the school day.
They misread signals and seem unable to draw on a sufficiently
wide repertoire of responses to maintain rewarding relationships
with others. By encouraging the development of feelings of
empathy and reciprocity pupils may be helped to take responsi-
bility not only for themselves but for the welfare of others. This
seeins to be an important stage inany attempt to alter the
behaviour of a bullving child. 1f, as it would appear, children
develop self-respect and respousibility for others in response to
their experiences, it is essential that the school offers situations in
which the child experiences success and opportunities to practise
taking responsibility, preterably not only through a specitic
curriculum input but through the daily tunctioning of the school.

There may be criticisin of the inctusion of Personal, Social
and Morval Fducation on an already overcrowded curriculun, on
the grounds that it mav not be sutficiently intellectually stimulat-
g, having the low status of a non-examination subject. This
criticism would perhaps apply only if the svllabus depended on
following a preseribed low-kev lesson plan. 1t the work is centred
around problems pertinent to the cuvrent tunctioning of the
members of the group, then awide range of intellectual processes
coudd be engaged. When bullving has been used as atopic for this
work there has been, inmy experience, a most stimulating
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intellectual input from the pupile. In this way, the language of
problem solving, of describing emotions and social difficulties,
could be introduced. 1 suspect that some young people appear
hesitant to discuss important issues simply because thev do not
have a sufficient repertoire of language to describe the vastarray
of emotions they are experiencing. The skills of reasoning and
logical thinking. problem solving. the weighing up of alternatives
and consequences, analysis and dedision taking, premeditation
and reflection, are but a few of the skills necessary for sound soctal
interaction. and they can all be encouraged through the present-
ation of specific and relevant problems presented as a dynantic
social framework. I viewed only as recipients of good advice the
pupils will be understimulated and understretched. 1t asked to
generate their own solutions witlt unity of purpose and mutual
support. these same pupils will develop move quickly. The main
aim must be to encourage maturity of response rather than to
find wavs ot over-protecting vulnerable children.

Summary

N o matter what strategy . technique, teaching ov learning style. ov
level of sophisticated curriculum input is innoduced in the
school. attempts to enhance the level of selt-esteem, -contidence
and social tunctioning of any child must fail unless supported by
an organization which offers respect and recognition to each
individual pupil. Chiidren need to be treated with considervation
if thev are to show consideration to others, and respect it thév ave
to allow others feelings ot selt-worth. Teachers are powertul role
models and are on the spot when young people are passing
through the most citical stage of their social experimentation.
They are i a prime position to encourage the optimum social
development of all pupils, especially those in need, such as
children caught up in bullving - whether vicims or bullies. A
unitied approach by a committed team of highlv experienced
professionals, could, in countless ways, facilitate the emotional,
social and academic growth of young people in school and, in so
doing. help prevent the ocaarrence of problem behaviour,

P eventative strategies in schools

1.\ schiool policy known and supported by teachers, pupils,
parents and governors.

9. Those in charge of finance need to allow tor and suppont
adequate supervision,

)
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3.
4.

The design of school buildings needs to be considered, with
priority given to visibility and access for supervision.

The school as a community. The school should offer the
experience of working and interacting in grc :;ps. The
structure of the school needs to reflect the community ethos.
‘There have been successful attempts to use a community
ethos in the resolution and prevention of bullying problems.

. The style of management can facilitate or impede the

implementation of the ethos.

‘The relationship between the teacher and child is significant.
An ill planned curriculum can erode the self-esteem of a
child. If the curriculum is boring, it might offer few
opportunities to develop a sense of self-worth or access to the
goals society promotes.

- The style and quality of discipline may be influential. Being

over-punitive may ofter a model for aggression, whereas lax
discipline might leave pupils at risk. Disruptive classes may
put the teacher in th role of victim and also put at risk the
vulnerable pupils. Rules need to be uniform, consistently
applied, few and well known. Teachers can encourage
disruption by their own behaviour.

- Supervision. All staff need to be responsible for all pupils at

alltimes. The quality of supervision needs to be conscientious

yet friendly. Problems arise to fit the opportunity! Active
supervision is necessary because bullying is often covert and
hidden from statf. Spotchecks are very effective because they
mav save a long and complex investigation at a later date. If
bullying is not spotted and stopped immediately, this might
be interpreted by bullies as a go ahead to continue.

Supervisory tactics

(i) Changes in circumstances can lead to unfamiliar
companions or isolation:

® achange in home location;

® new travel arrangements or routes chosen;
® end-of-vear class changes;

® new groupings, as in option subjects, etc.;
® quairels with usual friends.

A desk diary, graph or other record of details of all
reported or suspected incidents nay show a pattern, a
gap, or weakness in the supervision:

® do inddents occur at a certain time, day, place?
Why?
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are there times when there is too much stress on
staff or pupils? Why? What could be changed?

@ could entry, exit or playtimes be altered or stag-
gered to reduce numbers, avoid pupils from
another school?

@ could these times be better supervised?

Are staff available and prepared to deal with an
incident during their preparation or free time?

Are staff willing to help each other in class to observe
and analyse the interactions e.g. a second teacher in
class on a pretext?

High-risk areas are the toilets, cloakrooms, changing
rooms, libraries, showers, etc. The layout of buildings
may invite attack, e.g. long secluded corridors, satellite
buildings and ill-lit stairways. All these should be
identified in red on a map and placed next to the duty
roster to serve as a memory prompt to encourage
spotchecks.

Older, more responsible pupils can help with routine
supervision.

Playtimes and breaks should be supervised con-
structively because any conflict could spill over intothe
rest of the day:

@ games, activities, hobbies, clubs, books, could be
offered;
@ traditional skipping rhymes, songs and games could
be taught;
@ a project on play could be an exciting and informa-
tive learning experience; -
@ observation work including video could be en-
lightening;
@ dinner supervisors, etc., may benefit trom training.
10. Situational factors. These factors concern situations where
there is no direct adult supervision. Work in school needs to
be attempted in the following areas:

@ long-term change in attitude, so that the pupils realize that
it is their responsibility to ensure the satety and welfare ot
all, that they are not telling tales;

@ cffective supervision at all times will decrease the risk of
attack;

@ fast, well-used lines of communication between statt,
pupils and parents need to be established or reviewed.

() Journey to and from school. Children arriving unusually
early, late or by a different route may be experiencing
problems.

~ .
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® The school bus: this requires adequate supervision
because, once on the bus, there 1s litde chance of
the victim escaping or of using avoidance tactics.

® Local transport: at school entry and exit times there
may be an unbalanced proportion of children to
adults using the wansport.  Adults witnessing
worrying situations should be encouraged to alert
the school.
Routes home: any litde used or secluded pathway or
area is o possible target spot. Surveys by pupils or
statt’ could identify these areas. Those nearest
school are most likely to be selected, so occasional
spotchecks by statt, older pupils or paraprofess-
onal statf such as "lollipop’ or other wratfic person-
nel, auxiliaries, parents or anv willing helpers
could decrease the risk of incidents.

Unpunctuality of staff. Children waiting in class tor statf
to arrive are trapped with litle possibility of escape.
Thoughtless or malicious taunting, started to alleviate
the boredom of waiting, could quickly escalate and
group attacks may occur. Once the victim is picked out
bt such asituation the process of labelling and scape-

goating can quickly develop and be maintained.
Subject groupings. Older pupils may be placed in
groups away from their friends. Even confident and
popular children can tind themselves in a vulnerable
situation. walking alone from class to class. Sitting
alone or being ignored can be an embarrassing ex-
perience.

Change aof school: This can be a difticult experience for
children. Play and dinner times are often the most
worryving. especially if the child has to mingle with a
vast number of others. Fear and anxiety make chil-
dren even more vulnerable and less likely to make
friends. Those most in need may be left 1o cope alone.
Childven alone in school: Relatives, neighbourhood
triends and older acquaintances alt ofter physical and
moval support. The importance of these may only be
fullv appreciated in their absence,

12, Liaison work. Children and staft could exchange visits, In
some schools. primary groups are oftered introductory
lessons in the se ondany school betore the start of the initial
term. There is a danger that once the introductory period is
over aomore rel xed attitude might ensue. Vigilance needs
to be continued.
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13. ldentifying children : t risk. A profile should be handed on
from school 1o school, or teacher to teacher, to identity
those pupils at risk. This helps when groups are arranged
and timetabling is finalized. The net for information could
be cast wide to several professionals. Susceptible children
include those who are:

without friends or acquaintances;

unusually tall, sniall or stand out from the crowd:

shy, timid. withdrawn and socially passive:

poorly coordinated and lethargic:

poor communication skills;

volatile. sulky, tearful ie., those who would react badly to

provocation:

prone to psychosomatic ilinesses:

school refusers:

of ethnic origin, from a different area or with a different

accent:

from out of the catchment area:

@ from a family unpopularin the area.

Induction work. The initial wecks may be critical tor
building friendships. developing confidence and assuring
SUCC eSS,

(i Mapneork:

® Maps can be drawn to clarify the contusion of
buildings. rooms or arcas, many of which have
antamiliar or technical names. Routes to specific
places can be plotted and coloured in. e.g. the way
to the dining hall, ganes block or music room. Key
places can be identified with appropriate drawings
placed on the map, ¢.g. clothing drawn in the lost
property arei typewriters in the main office, etc.
Key subject rooms can be located on the map and
lists of necessary equipment which pupils need ©
take 10 the lesson marked in:
Desgn and - Technology: - pens. - compasses. - set-
squares, ete:
Cookery: apron, vecipe book, pencil, ete
In larger schools approximately 80 statt might be
encountered in the first few weeks. Line drawings
of relevant faces might be placed on the map -
cecretaries in the office and vear tutors in thei
rooms. ete. A gallery of subject teachers can he
displayed and cartoons of hierarchy figures can be
drawn by older pupils and displayed, Children
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(ii)

(iv)

always poke fun but rarely at those who can laugh at
themselves. Notices, photographs and posters ali
help a shy child find their way around.

Some schools have tried a befriender system where
older, reliable pupils are paired with young rookies.
This works best on a volunteer basis where the older
pupils offer acommitment for the first two weeks, each
being responsible for a few new entrants. Those new
pupils most at risk should be allocated to the most
suitable older pupils. A planned programme can offer
opportunities for older pupils to talk in small groupsto
younger ones about problems such as being bullied.
Older pupils can be surveyed. by each other, to
identity what they found most difficult to cope with in
their early weeks in school. Suggestions for change can
form the busis of a progranime of helpful activities and
tips and hints, preferably couched in humour, and can
be included in the introductory booklet most schools
send out to intendir  pupils.

Friendship support. Friendships cannot be made but
careful pairing of children in class and for leisure
activities might help. Proximity and familiarity offer
tertile ground for friendships to emerge.

13. Communication

O]

Good lines of communication need to be laid down
well in advance of problems occurring:

® teachers with teachers:

® teachers with pupils;

® teachers with parents;

® teachers with all other agencics.

At inaugural meetings parents should be encouraged
to contact the school if they are aware of any child at all
in difficulties. Some children will tell their parents
about others being bullied but not break the taboo on
telling tales in school.

Communication skills can be developed in school in
many ways. Pikas (19874, b) believes that better com-
munication contributes to better relationships and
interactions. He proposes seven steps:

(@) Creating motivation. Pupils need to realize that

they can solve their problems it they communicate
better.

1314
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(b) Agreeing upon the value of communication.
Pupils discuss how they can improve their com-
munication skills.

(¢) Practice. Groups of three are formed —a sender, a
receiver and an observer:

@ the sender speaks to the receiver;

® the receiver repeats the message back to the
sender;

@ the sender corrects the version if necessary;

@ the observer comments on the exchange.

() Discussion:

® How can bad communication be improved?

® How tolisten to others.

@ Discussion of the role of non-verbal conmmuni-
cation.

® Discussion of the role of incomplete communi-
cation and the difficulties this can cause.

(¢) Discussion of how to put forward an opinion
without upsetting others.

(©) Communicating in conflict situations.

(g) Pupils try out the strategies on their own withouta
teacher present.

‘There are many other opportunities for enhancing
communication skills:

@ ‘I'he National Oracy Project offers encouragement
to schools to consider the value of oral communi-
cation,

Problem-solving work and cooperati- e learning
programmes offer scope for discussion.

More emphasis is now being placed onthe language
teachers use in the classroom, e.g. how the quality of
questions posed by the teacher can encourage or
cramp the learning process.

Teachers arc directing their own role more to
listening than talking.

There are many games and activities which encour-
age clear communication. Recent initiatives include
mediation where a peer helps restore a conflict by
listening and teeding back to the antagonists what
they are really saying to cach other.

16. Research. Small-scale research can be undertaken by pupils
or staff to identity:
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® high-risk areas ind times;
® nmujor anxieties and concerns;
® timetable difficulties.

One way of observing the functioning of the school from the
perception of the pupil is by undertaking a pupil pursuit
study. One or more pupils are followed, with their know-
ledge. for a day or longer. The experiences they encounter
with the curriculum, in the plavground, or waiting in
corridors, can prove enlightening. Any work of this kind
needs to be sensitively designed so that surveys and socio-
grams, for example. do not relate directly to bullving or
highlight the friendless state or unpopularity of any ¢hild.
Community work. Pupils may develop the skills of responsi-
bility, empathy and reciprocity from working in the com-
munity and oftering their services to those in need.
Training. Training in child care is of fered in some schools to
the older pupils. both boys and girls. Workshops for parents
can prepare thent for problems such as bullving and offer
stritegies for them vo use to help their children. Parents can
be enlisted to encourage their children to tuke responsibility
for others.

Within the classroom situation. Is the teacher in full control
of the class? In a disruptive situation the teacher 1av be the

victim and other more vulnerable pupils be at risk from
bullies. Contident staff will readily admit to frustration but an
mexperienced teicher mayv feel oo defensive to admit
openly to disciplinary ditficulties.

(i) School support. Teachers under stress could be offered
support through:
timetable rearrangements:
an alteration in the composition of groups:
a withdrawal system for crises operated by senior
statf’
in-service training to ofter new insights:
an observer in the classroom on a pretext could
discern and analyvse the social groupings, relation-
ships and reactions even it the actual bullving
reniains unseen.,
Deflect and diffuse. Tt may be necessary to contront a
bully but it is usuallv advisable to do this in private.
Incidents need to be acknowledged  immediaiely.
otherwise it may seem that the teacher is condoning
the bullving, but by deflecting the attention of the
group or ditfusing the crisis with humour or firm
comment, the class could be deprived of the free
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entertainment they may have been anticipating, even
encouraging. With no feedback from the group the
bully may lose motivation for the attacks. If low-key
verbal abuse or physical provocation is allowed to
continue the bullying could become an established
habit. ‘
Classroom organization. Recently there have been con-
flicting views about classioom organization. 1f the aim
is social grouping, interaction and collaboration, then
proximity of work areas, tables. the sharing of books
and equipment is ideal. For maximum concentration
on task and work output well spaced out desks are
deemed preferable by some educationalists. It is often
worthwhile experimenting with the seating arrange-
nients so that the pupils are best placed for the task:
@ windows on either inside or outside walls are

distracting:

wide aisles give unimpeded movement;

good visibility of board and equipment helps con-

centration;

it is easier to scan the room from the back:

the allocation of desks can preventarguments at the

start of each lesson, and can provide opportunities

for compatible children to be placed next to vul-
nerable classmates, ‘This could encourage o friend-
ship and distance those at risk from the bullies.

Routines:

® The dass could be met at the door. The old
technique of pupils standing behind their desks
until the teacher is ready gives an opportunity for
all to calm down and offers a transition period
between plavtime and lessons.
A dear signal that the lesson is to be gin gives cues
about the behaviour whick vill be expected.
A routine for dismissal can avoid a stampede in the
corridor.
If a class regularly entersina difticult mood it may
be beneticial to note the previous activity —a lesson
or a playtime — and consider whether a timetabie
adjustment or abufter period oractivity would help
to calm the class down,
I'he physical position ot the teacher could be
influential. Walking around the roonand speaking
from the back and sides notonly helps give a feeling
of cohesion to the group but also puts the teacher in
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a position to spot trouble at the outset. Standing
beside a pupil can be a calming influence. This does
not disturb the pace and flow of the lesson.
® When ateacher is standing, he or she isin a position
of command and some pupils prefer this because it
lends an air of security and'control and indicates a
commitment and involvement.
® A technique which is practised by experienced
teachers is the skill of indicating with a tilt of the
head or brief eye contact that they are attending to
an individual child while they are keeping a firmeye
on the rest of the class.
® Both the teacher’s and the pupils’ books and ma-
terials need to be to hand. Fumbling in desks and
cupboards loses eye contact, pace and control.
The delivery of lessons. Good subject matter can be
ruined by unprotessional delivery. Posture, gesture,
voice articulation, range and expression are all impor-
tant and can add interest and an air of confidence.
Instructions should be simple and brief and varied i.e.
written, spoken, diagrams, recorded on tape or video.
Fach phase of the lesson should be signalled and
appropriate behaviour requested. Work should be in
keeping with the needs of each pupiland texts checked
tor readability levels. Presentation should be varied
and demands wide-ranging.

- In summary, there is a great deal of accumulated teaching

experience in schools which could be collated and used through

supportive work undertaken in staff discussion groups.
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Protection

Self-protection

Any child can be at risk from bullies, It is best to warn and advise
them on how to cope well in advance:

1. To be alone is to be vulnerable; stick with the group and
never be last to leave, especially isolated buildings or rooms.

. Stay in sight of peers and adults when possible.

. Crying, velling and running away gives free entertainment.
Look the bully in the eye, stand up straight and try to look
confident. Walk quietly and confidently away.

4. ‘TI'ry not to show any temper reactions. Stay valm.

5. Speak slowly, clearly and firmly.

5. ‘Think about arriving earlier, later or choosing a difterent
route.
Leave expensive items at home, and do not brag about pos-
sessions or money. If you are asked 1o lend someone an
expensive item try to make an excuse, €.g. Sdy that vour
parents check you take it home. It it is forced from you or
vou feel you cannot refuse, do not fight to get it back. Tell
an adult the truth and ask for help.
If you have a nickname you hate or you are called names try
ro get used to it. Do not be afraid to laugh at yourself. Try to
make jokes and shrug oft casual taunts. If you are amusing
you may become popular.
Are you being provoking? Could you alter your behaviour
in any way?
It vou are being bullied ask a friend to accompany you. This
niay break the habit.
Always tell someone, preferably an adult. Explain carefully
if you are afraid and ask for help. ‘This is not telling tales. It
the bully is not stopped a younger person niy be the next
victinn, Lots of small incidents may get you down so tell the
adult how long it has been going on and exactly what is
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132 Bullies and victims in schools

happening. Most people have been bullied at some time so do
not be ashamed.

12. Rehearse walking awav, keeping calm and laughing off
taunts at home.

Warring signs

Children being bullied could be under considerable stress and
indicate this by behaving in a way which is out of character. The
following are some conmon warning signs of anxietv or stress. If
several are present it would be advisable for parents to approach
the school. or for the school to contact parents, to express
concern.

Anxious children may show the tollowing signs:

bed-wetting:

nail biting;

nervous tcs;

night terrors;

sleep walking;

flinching, jumpiness. forgetfulness, distractibility;
underachievement;

personality change — snappy, withdrawn, tired. indications of
not sleeping., weepiness, outbursts of crving, loss of appetite;
demands for extra money:

school refusal;

wish to change routines. routes to school, school bus:

lack of contidence. withdrawal from social activities:

temper flare-ups, abusive language, impulsive hitting out;

Fate for school, hanging back. staving behind late at school:
‘mislaid’ books, equipnient, belongings: -

torn and damaged clothing and belongings:

Druises and cuts;

tear of the dark. of sudden noises. of physical contact with
others (bullied children niay even cross the' street rather than
approach any group of people):

avordance o specific lessons or days, e.g. games, swinming:
psychosomatic illnesses, non-specilic pains, headaches, tummy
upscts.

Analysis

Isit really bullying?

The first thing to establish is whether or not the problem isone of
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bullying or whether the cause lics elsewhere. There may be quite
a different problem underlying a false accusation of bullving.

1. A child who is reluctant to attend school, or shows other signs
of stress, miay claim to have been bullied inorder to draw adult
attention to some other worrying situation. Bullying is a label
familiar to all and could be used by a child to label some
indeterminate anxiety. Young people sometimes find it ditti-
cult to identify and discuss emotional problems and concerns
such as parental disharmony, social rejection or fears of
academic failure. The feelings of confusion, bewilderment or
shame may be too diffuse for a child to pinpoint. The desired
attention from adults mayv be gained by false claims of being
bullied.

Children claiming to be afraid of attending school because of
bullying may have no realistic concerns about what lies in wait
in school but be intensely worried about the home situation,
Rather than being afraid to go to school, they are afraid 1o
leave lome. ‘This may be because of a parent threatening to
leave home, illness in the family or jealousy ot anew sibling.
Concerns and anxieties of all kinds may make a child more
vulnerable to the normal rough and tumble of school life.
Tyivial incidents may be blown up out of all proportion by a
worried child who has misread a situation while under stress.
Individual. trivial incidents, perhaps not in themselves severe
enough to be classed as bullying. if reported frequently,
diould not be ignored or hurriedly dismissed. because the
provocation over time could build up into a distressing climax.
Adults may be unaware of the etfect on a child of such
sweeping threats as "We're going to kill vou'. or be unaware of
the signiticance of taunts relating to the subculture of the
group. Such threats may assume alarming proportions when
the child is in bed. alone at night. The child may intellectually
know that this is an unrealistic threat butstill react badly on the
emotional level. Even the victim may be unaware as to how
traumatic the experience has been until the emotional reper-
Cussions indicate the level of stress engendered.

[t is important to consider not only whether the reported
action warrants the kbel bullving, but to try to estimate the etfect
it has had upon the chitd. ¥ not taken to task the butly could
continue. unaware of the etfect of the seenmingly trivialacts upon
avulnerable child.

The dangers of Lalse accusations need to be explained to any
hild making them for whatevereason. It could mean that elpis
not fortheoming in the future when there may be genuine need
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and the social implications of €alsely accusing others needs to be
explored. If bullying is suspected:

l. Look for the warning signs (see p. 132).
2.

Ask ail staff to supervise carefully because the incidents may
be occurring in specific situations.
Is the child isolated? Sociograms could identify this.

. Contact parents and unobtrusively seek information from

classmates.

. Have an observer in class situations where bullying is sus-

pected on a pretext.

. Seek information widely: local shops, traffic personnel, school

bus personnel.

. Contact the previous school and other agencies, such as the

education welfare officer.
Many cases come to light in discussions in class on the topic of

‘ bullying (see pp. 119-21).

Who, what, why, where, when?

Ingenuity and detective work may be required to unearth the
details. The victims may not tell because of:

fear of reprisals;

the shame, humiliation, degradation suffered;

an inability to perceive how to go about changing the situation
due to low self-esteem and feelings of helplessness;

an unwillingness to publicize their unpopularity;

an inability to explain due to emotional or intellectual con-
straints; perhaps too confused, afraid or upset;

an inability to perceive actions such as teasing, extortion, social
ostracism, intimidation as bullying;

by seeking help it will confirm the taunts of being incompetent,
a baby orstupid, and so they will lose the respectof parents and
staft by their inability to cope;

the bully may claim it is only a game but it must be stressed that
a game is enjoyed by all participants!

victims may feel this is their lot ir life, especially if they have
little self-esteem;

no confidence in the adult’s ability to help.

The peer group may not tell because of:

fear of reprisals;
wariness of attracting the unwanted attention of the bully to
themselves;
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the unwritten code about telling tales;

an insensitivity to the distress the bullying is causing, because
any one child may only witness an occasional incident;

even the peer group may be unaware of what is happening;

a previous experience of adults being unwilling or unable to
help.

Analysis of the group

A diagram of all collated information could be useful to find out
who is bullying who:

@ agroup bullying a group;
@ achild bullying a group;
@ agroup bullying a child;
@ a child bullying a child.

Who is the leader if it is a group?

There may be a hidden leader, a provocateur, whereas another
child may erroneousty consider him/herselt as leader and take the
blame. Is the leader using the group as a smoke screen to avoid
identification or punishment? It may seem like a group activity
but in reality be the intent of only one child who is covertly
manipulating the group. I have identified hidden leaders when
videoing classes for other purposes. Older children may volun-
teer information in general discussions about school life.

Analysis of the pattern of events

A record of days, lessons, exit and entry times and break times
could indicate a pattern. Consulting the timetable could throw
light on the incidents because a change in programme could have
resulted in the targeted child being without supportive friends in
class or when walking alone between lessons. An investigation of
routes to school, travelling companions, etc., may offer clues.
There may have been a trigger incident which has resulted in the
attacks.

Contact with home

Information should be sought concerning family aftairs which
could be relevant. 'The net for information may need to be cast
widely and parental permission sought to contact such agencies as
the family doctor, education welfare service, or social worker.
Information from such sources may previously have seemed

A9
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irrelevant until viewed in the context of bullving. Parents need to
be assured tmmediately that the mattey is being taken seriously
and an investigation is in progress.

Observation work

Has the whole of the incident been observed and understood? Tt
is easy to misperceive an incident of bullying. both in the
observation and the understanding. Teachers in charge of large,
busy clusses mav not see the whole of a bullying incident, their
attention l)cmg(lr.u\ n only to the Latter part, the retaliation of the
victim to a previous attack:

® the victim could have been subjected to an onslaught of
thumps. his/her equipment snatched or books damaged;

® the bully may have made a premeditated attack by caretully
choosing a moment when the attention of the teacher was
diverted; :
the surprise or stress of the provocation may have elicited a
spontaneous reaction from the victim, such as a vell or
retaliatory attack.

The teacher and the rest of the class are more likely,
therefore, to witness the spontancous retaliation than the original
provocative act of the bullv. The primary provocation being
premeditated goes undetected, but the spontaneous secondary
reaction is observed. If the victim is chastised this could encou-
rage the bully by adding to the fun. The victim, however, could
become labelled as provocative and annoving due to misper-
ception and erroncous judgement, although there may be some

justification for this opinion in sotne cases.

The role of the teacher in such cases is to observe caretully
and iy to identity the antecedent behaviours to the reaction,

A child subjected to prolonged bullving can develop a
detence strategy to cope, but mav use one which is maladaptive
and causes further ditficulties:

The victim may try to hit out fiest before others get the chance
to attack.

In a bid tor help, or in disiress, self=mutiliating acts may be
adopted = pulling out hair, severe nail biting, scratching skin,
or clothing and equipment could be destroyeed.

A supportive gang could be enticed to aid and abet the
bullving of those who are even weaker.,
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In this way the victim could be censidered the buliy. whereus, in
fact, the child remains vulnerable. Any bullying needs to be seen

in

the full context of the home. school and neighbourhood

environments. in addition to the past social behaviour of the
child.

Identifying the rationale for the bullying

What is it in the interaction between the buily and victim which
has triggered or is sustaining the bullving?

The role of the victim

Many vietims are popular within their group and are socially
well adjusted, but are targeted simply because thev have been
in the wrong place at the wrong time.

Some children seem to set out deliberately to provoke the
bullving. accepting this behaviour in preference to being
ignored,

The bullving may stem from mild teasing which has been in
the spirit of fun but then got out of hand without the vietim
realizing it.

The victim may have encouraged the attacks in order to get
the bully into tronble so that, in reality. theyare the bullies.
Provocative children mav allow this behaviourso as to gain the
sympathy and attention of the vest of the group in an
inappropriate bid for acceptance.

A small group of children have emotional problems such that
thev experience teelings of guilt which require them to be
punished.

There mav be a stoical acceptance of the role.

Children who are small, weak and lacking in confidence when
with their peers, may gain the confidence to bullv when in the
company of younger children, This could depend on their
own attitude to the nse of aggression.

The vole of the bullies

I.

Many bullies appear to adhere to @ code of conduct which
allows the use of aggression, in whatever form. This is
acceptable within their owncircle of faomily and friends. They
miv have witnessed violence at home or been bullied
themselves.,

Some bullies may be using their bullying as a means of
gaining some degree ot prestige to boost their poor selt-
unage and -confidence,

]
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These children may not irtentionally set out to cause distress
to others but do so due to inappropriate social behaviour.
Bullies feeling on the periphery of the group may make an
over-boisterous and forceful approach to gain entry, which
could be frightening to those who are less robust.

- The distinction between leadership and dominance is subtle
so that children may erroneously consider themselves leaders
when, in fact, they are simply dominating the group. Such
children may not be disliked by the majority, they may
provide fun and entertainment, and may be encouraged by
others to escalate the bullying, but this could be at the
expense of those less popular.

- ‘The antics of the bullies, the wit and sarcasm which may be

used. may be entertaining for the group and gain desired
acclaim and kudos for the bullies but leave the target child
humiliated and distressed.
From the early days children, especially boys, tussle and
tumble about in play fights. These experiences offer a
realistic assessment of physical skill and prowess. Later, this
extends to academic, social and sporting success. This
competitive attitude may be taken too seriously and cause
distress to others.

- The bully may be receiving encouragement from the group.
The bullies may be identifying and targeting those who
display similar failings to themselves, the rationale being that
this puts their own faults into perspective. By doing this they
are able to show that their own deficiencies are common to
many and, by convincing others that the victim has even more
pronounced faults, their own failings become minimized.

[he bullying could stem from a thoughtless attitude on the

part of the bully to whom the attacks could seem trivial and

inconsequential,

ce the victim is identified

the victim is identified as vulnerable;

this becomes public by the intent of the culprit or by others
witnessing the futile attempts of the victim at self-defence:

the role of the victim is firmly allotted;

this gives permission for anyone to make a casual attack of any
kind;

the situation is then open for mobbing to occur

those who would have supported the victim drift away;

the victim is pushed further onto the periphery of the group,
so becoming more vulnerable to attack.

4 g
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From a careless, insensitive action on the part of the bully, a victim
can quickly be reduced to a prolonged period of attack, attacks
from a number of children and a constant fear of mobbing, ail of-
which can add up to intolerable stress. The original attacker may
have left the situation and be quite unaware of the trouble leftin
his 0. her wake.

The response of the teacher

Staff need to examine their own responses to bullying incidents,
or the suspicion of such, with care, because any indication of a
lack of support to the victim could be read by others as permission
for further attacks. Young people often look to adults as models
and seek from them indications as to how to behave. The
reactions and attitudes of teachers can subtly escalate a trouble-
some situation. Conversely, an over-sympathetic approach to-
wards the victim could alienate the group and make matters
worse. A child scorned by peers could find superfluous pity and
ineffectual action from adults even more difficult to bear:

. There must be a fast and unambiguous response from the
staff.
A harsh or over-punitive response could result in the bullies
modelling the behaviour or becoming vindictive towards the
teacher or victim.
Incidents of bullying may come to light while the class is in
progress. These can be dealt with by confrontaticn or by
deftection. Incidents need to be dealt with, because to ignore
them may be interpreted as giving permission; however,
confrontation best takes place after class when the teacher is
well prepared. Unnecessary confrontation in front of the
group may offer free entertainment to the class and encour-
age the bully. Provocation and taunts may beconie habitual
and need to be stopped promptly, but itis better to diftuse the
situation in class first and tackle the issue later.
Staff who are not teaching, perhaps in their preparation time.
could help in a situation where bullying is suspected by
observing and analysing incidents in class. An observer in the
room, on a pretext, could analyse the social groupings,
relationships and reactions even if the bullying remains
hidden.
The problem must be brought out in the open because it
thrives on secrecy and often fades when discovered and
discussed.
If the teacher has a good rapport with the pupils, class
discussions, held in registration time or within the Personal,
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Soctal and Moral Education curriculum. on the problems of
personal relationships could be one way of bringing about the
necessary changes in attitude. Peer disapproval can be potent
and the opportunity can be taken to ensure that evervone in
the group understands that they have a responsiblity to each
other.

Relaxation techniques can help both the bully and the victim.

One of the most effective and economical wavs of bringing
about changes in behaviour is by working with parents. The
honte situation can offer many rewards — watching TV,
extended bedtimes. tavourite food, ete. There are usually
more opportunities for rewards to be taken at home than in
school, so that a reward system operated in conjunction with
home, with the support of the parents. could be to the
advantage of alt concerned.

Opportunities for working and interacting with other pupils
should be encouraged. Children who have been isolated for
some time may need strong incentives to attend group
meetings — tokens, gifts, prizes. guest speakers, outings or
cquipment could entice them to attend. I asked to stay behind
in school for an activity, care must be taken that the children
are not being put at risk of attack.

Suggestions for working with parents in helping children to
teel comtortable in groups are given in Chapter 9.

The unpopular victim

The victim could be a child struggling to come to terms with an
emotional problem. A child in such a situation might present a
variety of annoving or distressing behaviours which are associ-
ated with an insecure or compensating personality. These out-
ward behaviours, manifestations of deeper trouble, do not alwavs
endear the child to others, Outbursts of temper, boasttul and
compensatory claims. aggressive or provocative moods are not
engaging. These chiklven need to be understood to gain toler-
ance and aftection trom others. These behaviours mav be in high
profile. aggravating and disruptive, or simple stress habits such as
rocking, fidgeting or chattering.

Ihe reaction of the teacher could encourage others to notice
and poke tun or to ignore and otfer support and confidence 1o
the troubled chiled:

Fhe teacher may subconscioushy transter feelings of irrita-
tion to the group, so giving a green light to the bullies.
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2. The peer group might need little encouragement to provoke
an unpopular child.
The anxiety symptoms may have arisen because of bullying
but. inany case, further stress will cause them to escalate and
the situation to worsen.
The behaviour, especiathy temper tantrums. might be enter-
taining to others and provide a welcome release trom work.
Such interruptions could be covertly naintained, the group
provoking the unwitting victim.
The frequent cues and reprimands needed by such a child
could halt the flow of a lesson. This is irksome in a
well-controlled lesson but can be  disastrous where the
teacher has only tenuous control over the group. A nore
robust and dominant child could be allowed 10 control the
rroublesome victim but to allow another child to assume such
2 vole is to exacerbate an already stressful situation.
The victim may be provoking others by assuming the role of
chass clown in a bid for acceptance. The situation needs to be
examined carefully because this mav be tolerated in the
satety of the classroom but the victing may be at risk outside
the class.
Intelligent children may take on a more subtle role as vicum
by choosing to merge with those o lesser abilitv in ordertobe
considered one of the gang. This offers the protection of the
gang.

. Jokes and nicknames used by teachers may seem witty and
huntorous in ¢lass but be picked up and used ad nawsean or
exaggerated cruelly in the play ground.

Not all teachers can work with all children. Circumstances
tound to be intolerable need to be admitted to and altered
betore the situation causes distress to all.

\ teacher may innocently assume the role of bully. Group
reprimands are rarely effective. because the diluted eftectis
lost on the culprits, vet those least in need of Chastisement
may 1eact badly and become afraid of the teacher.

Programme of work with the victim

[t must be stressed that some victims of bullving mas endure a
great deal of tannting and aggression, vet thevare able 1o cope.
The etfect the bullving is having on the victim is the immportant
factor . and the severity of theinddents needs to be seenin the full
context of the sitaation.

Any programme of work needs to be planned caretully so
that the attitudes and responses of the group are altered, it
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necessary, in parallel with the targeted change in the bully and
victim:

L. There are simple strategies children can learn to safeguard
themselves (see pp. 131-2). Some rehearsal at home or school
would be useful, such as practice in ignoring offensive
nicknames.

. The supervision of pupils may need to be tightened or
reviewed (see pp. 113-14).

- The child may be happier in another class or group.

. To give immediate protection in free time the pupil could be
offered a job or function, e.g. library work, tidying the craft
room, setting up computers, sorting games equipment. It is
important to ensure that the area is not isolated and is covered
by adequate supervision. This type of strategy could help in a
number of ways by:

encouraging or stimulating a new interest or hobby;
developing a skill which could help to case the pupil into
groups;

offering a degree of acceptance or kudos within the group
by demonstrating a skill;

providing a release from a stressful situation;

providing time for the victim to recover confidence, build
inner resources and to maximize potential st rengths;
breaking the habit of provocation;

bringing relief froma conspicuously isolated and friendless
state.

This is recommended as temfprorary measure only, because the
long-term axm must be to integrate the victim into the group.

Minders

A more robust or older pupil can be cast in the role of observer or
companion. This too should only be a temporary measure but can
be most effective by offering:

information about incidents;

protection;

a break in routine so that a habit may be broken:
an experience of triendship.

It may be advisable tor this to be accomplished without the
knowledge of the victim, especially it an older pupilis supporting
the child in this way.
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Big brother

A similar strategy which could be used is to encourage an older
pupil, one with kudos and commanding respect, to befriend the
victim. Only an occasional word may be required from the older
pupil to the victim, merely a greeting, but it must take place in the
presence of the bullyingchildren. Itsoon becomes known that the
victim has ‘friends in high places’ which acts as a deterrent. The
attention of the older pupil has designated the victim worthy of
attention and confidence and self-esteem can be boosted in this
way. The older pupil is merely replacing the older sibling or
acquaintance many children have in school but which the victim
may be lacking. If this older pupil is chosen with a genuine
rationale in mind, such as a mutual interest in sportor chess, then
previously unnoticed strengths of the victim might be highlighted
in an acceptable way.

A similar scheme has been used in the USA by social agencies
where older boys are allocated to single-parent families, where
drcamstances preclude the youngsters from gaining appropriate
social experiences. The volunteer acts in the role of the older
brother and offers a range of opportunities to the younger boys:

to enjoy social outings;

to increase strengths and skills;

to increase self-confidence and -esteem;

to model coping strategies;

to copy social behaviour such as entering and interacting in
groups.

Specific, goal-related counselling work, both individual and
group work can help. Preferably, this should be offered until the
victim becomes confident in social settings, not merely in the crisis
of the bullying.

Assimilating the victim into the grovp

Once allocated the role of victim it becomes difficult for the child
10 be assimilated into the group even when the bullying has
stopped. A carefully designed programme of work is necessary
before the child is able to interact socially with confidence. The
full context of the situation needs caretul consideration:

1. Has the victim been maintaining the bullying for any reason?

9. What will be the position of the victim once the bullying has
stopped?

3. Will the bullying be replaced by some other difficulty?
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Was the victim functioning well socially previous to the onset
of the bullying?

I is imperative that the programme of work is planned in two
stages: (i) to stop the bullying: (ii) to ensure the child is
tunctioning  appropriately socially. Merely stopping the
bullying is leaving the job half done.

The work may be most etfectively carried out if a change in
attitude can be brought about in the victim, the bully, and the
peer group. Without some degree of change in all three in
parallel there could be only superficial and temporary change.
‘The main aims of the programme of work with the victim could
be to increase confidence and self-esteem, highlight strengths,
and elicit and encourage skills.

Grous

It there are several isolated children in school but no suitable
interest groups already in existence, it should be possible to form
an eclectic group of pupils with a variery of interests and a wide
range of personalities. Fach child can tollow an interest in parallel
with others but share supervision. suace, time and equipment.
Parents can contribute to supervisory duties. Children with social

difficulties are offered the most support and guidance, yet they
are not necessarily aware that the group has a training function.
In this way there is little danger that their problems will be
highlighted.

Working in conjunction with parents

It may be advaniageous to work with parents who can not only

support the work of the school but help in wavs not otherwise
available. The two parties may not work together simultaneously
but share a commion goal, continue reliable feedback and offer
mutual support. Lonely children may be depressed and feel
helpless to alter their situation. Children who have had adverse
experiences with peers may have little enthusiasin for secking
new relationships, It the child has been excluded from triend-
ships for a considerable time:

® they may be unaware of the expectations, commitments and
mores of group interactions which may need to be discussed
and pracuised;

® there may have been a simple reason for the exclusion of the
child which canbe easily remedied.

Iy
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Parents of children who find it difficult to make friends may find
that to foster appropriate friendships they need to offer:

@ time: chaufteuring, supervision;
@ cnergy: organization, entertainment;
@ money: trips, fashionable clothes, sport, equipment;

to help ease their child into a position of acceptance. This is not
‘buying’ friendship but should be regarded in the same light as
those parents who invest effort and money in their child’s
academic success.

A programme of work

Theaim is to integrate the child, as soon as is comfortable, into the
peer group. To push isolated children into a club or disco will
only display their friendless state and social rejection to all. The
programme is only an outline and needs to be adapted according
to individual needs and progress.

The peer growpr. Social confidence and ease can be gained by
children initially working alone but in communication with
others: CB radio, fan clubs, correspondence (e.g. chess,
penpal), voluntary work (e.g. hospital radio, library work), or
working with animals or plants.

Mixed group. This could lead to a special interest or hobby
which could be pursued in a group where children work in
parallel rather than in full interaction with others. A skill-
based group is less threatening than a social group:

computers music weight training
evening classes self-defence stamp club
craft, woodwork dance classes art classes

dog training flower arranging dress making

Such activities ofter some degree of social interaction, but
trom a position of safety as participants may choose how and
when they become involved with others. S rong structures and
adult supportare needed at this stage. "The opportunities to be
gained include:

® cxperimenting with sate social settings:

@ the chance to practise and increase skills and technigues
which could help one’s self-image, -confidence  and
-esteenti;
compinionship and friendship:
an exchange of ideas and information.
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3. Adult groups. Introductory groups at which parents ac-
company their children encourage younger children to
become members of clubs, e.g. dance, dog handling, chess, or
photography. The advantages of this are:

(a) Once a skillis learned, confidence increases.

(b) A new skill can increase kudos, e.g. car maintenance.

(<) Asthe emiphasis is on learning techniques there should be
less emphasis on social interactions than in a casual peer
group setting.

{d) The adult is able to observe the social behaviour of the
child which can be enlightening.

(e) Ashared interest between parent and child is the basis of a
more supportive relationship.

(f) The child can try out approach behaviours towards others
in the supportive presence of their parents.

(g) Children often respond better to adults other than their
parentsin a learning situation.

- Regular groups. As soon as possible these children should be
eased into regular groups supported by adults: school,
church, community, disco, quiz nights. An older child may be
willing to accompany them initially if appropriate. Any skill
the child can display, unobtrusively, can be used to gain
validity of purpose within the group such as offering:

® « service: sell tickets, make coffee, keep scores, buy supplies;
® a talent: accounts, posters, music, costumes, photography;
® enthusiasm: organize trips, guest speakers, draw up rotas.

® lard work: tidy, fetch and carry, make refreshments.

- Public groups. The final stage will be to attempt entry to fully
independent groups such as a public disco, party, or sports
club.

Other techniques and ideas

1. Defence classes or weight training sessions have been found
useful by some children. Isolated and vulnerable children
rarely misuse such skills, but confidence can be increased with
the acquisition of such skills.

. A pet, especially one which would untailingly give an enthusi-
astic welcome and demonstration of affection, may help to
hoost a child’s self-image and -esteem, in addition to providing
companionship and a rationale for getting out of doors. Any
pet. however, requires a commitment and, therefore, it could
he an advantage to borrew one from friends for a while to see
if it is compatible witl the family Life-style.
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3. The school may be able to suggest a compatible child who
could be invited home. Children who are without friends may
be reluctant to approach anyone with an invitation.

_ An older child in the neighbourhood may accompany the
lonely child to clubs or meetings, initially in the role of older
brother.

In summary, neither parents nor teachers are able to make
friends for an isolated child but proximity and familiarity do
help, so that by providing opportunities for friendships they are
supporting the child in several ways.

All parents of children in school should be alerted to the
needs of those children who have social difficulties and they
should be encouraged to include them in activities. Because these
children are often excluded, whether they are victims or bullies,
they do not gain the relevant experience to improve.

Programme of work with the bully

The bully may be a victim in other circumstances or a sad and
lonely child for other reasons, but any child bullying others must
first be made to understand the seriousness of their actions and
attitudes. Most bullying behaviour has been learned and so the
approach should centre around it being unlearned. The aim of
the work with bullying children needs to be three-fold:

1. ‘These children need to understand and accept that a code of
conduct which allows aggressive behaviour, in whatever form,
is not allowed.

. Appropriate social behaviour may need to be introduced
because it may not be in the exisiting repertoire of these
children.

. Attemipts need to be made to alter the attitude of bullying
children towards others so that a better understanding of the
feelings, strengths and behaviour of other people is
developed.

Rewards for appropriate social behaviour can be given —
perhaps this is most eftective when all the members of a group
keep a record of good behaviour and all gain a reward at the end
of the week. This takes the spotlight off the bully and victim and
introduces peer pressure so that all group members support each
other.

‘The work programme needs to cover two areas upervision
and sanctions, and the development of appropriate social be-
haviour, The parents of children who bully others need to be

..
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informed of the situation even though they may be distressed and
confused. They may have been aware of the behaviour but felt
too ashamed or embarrassed to approach the school for help.
Depending on their response it may be necessary to make them
aware of the seriousness of the situation and possible reper-
cussions made explicit. The position of the schoo! and the local
authority should be stressed if the problem continues after an
initial warning.

Atan initial meeting the school policy should be reaffirmed
in tront of the parents and child and possible sanctions outlined.
No one should be left in any doubt that the situation will be
monitored closely. The parents may have unintentionally con-
doned or maintained the behaviour by:

Optimistically hoping the behaviour would pass.
Over-emphasizing  self-protection, which could be misin-
terpreted as permission to be dominant.

Over-emphasizing success, which could cause tension and
strain.

Giving conflicting messages such as ‘It you hit others I'll hit
vou', so giving a model of aggression.

Admiring physically dominant culture and media models
which children can copy.

Allowing other family members to be dominant so that the
child develops i subservient attitude and loss of confidence or,
conversely, models the aggressive hehaviour.

Parents who show concern and who are anxious for support
could work in partmership with the school. Some parents are
ashamed of the behaviour of their child and are eager tor help
and advice. They mav be able to alleviate the situation through
explanation and discussion. In many ways they can mirror the
work carried out in school:

1. Boisterous and agile children may be unaware of how threat-
ening and painful their attacks are on a weaker child,
especially if the child is the same age or size but less physically
or emotionally robust. They need to be made aware of how
their actions are received.

Children may not consider verbal taants and jibes or social
ostracism as bullying, and think only physical attacks hurtful
and worthy of complaint.

Bullying children may be unaware that others continue the
taunting in their absence so that the victim suffers numerous
attacks, becomes feawful of mobbing and demoralized or
terrified over time.
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Bullving children may have a poor self-image, which results in
them seeking out a weaker child with similar problems to put
their own into a better perspective.

Bullying children may confuse leadership with dominance
and be surprised that others are afraid of their manner.

The bullying may only be an inappropriate attempt to secure
triends or group membership.

Adopted media models may be discussed and more appropri-
ate heroes encouraged.

An exuberant child should be introduced to a wider variety
of sports, hobbies and interests. Modelling is a well-tried tech-
nique where a child is attached to an older child or adult so that
they can copy more appropriate behaviour. This is most etfective
when the model is of the same sex, admired by the child and a
pertinent discussion takes place throughout.

Many bullies cease their activities abruptly once taken to task
and made aware of the effect of their behaviour. Any work the
parents can do to expedite an end to the bullving will not only help
the victim but be of advantage to the bullying child in preventing
complex repercussions and side-effects from developing.

Programme of work with the bully and victim together

Bullying is a two-sided problem and. therefore, any remedy can
be approached in this way. Whether this is feasible or not will
depend on the attitude of the bully. A calm. unemotional,
problem-solving approach may be best, Try to provide the
problem as an intellectual challenge which both the victim and
bully can meet, avoiding any apportioning of sympathy or blame.
Aim for a solution agreeable to both parties.

Altering the behaviour

Elicit suggestions from both children for targets for change
and a suitable programme ot work.

Make a list of behaviours that need changing and put them in
order of priority. Aim fora balanced approach so that change
comes from both the victim (try tostop a snitfing habit) and the
bully (be more tolerant).

Attempt a written contract involving both parties.

Reward both children for any improvement (the bullying may
have been very rewarding).

Shape up the behaviour graduallv from near approximations
to the desired behaviour.

~J :-. .
iU /
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Altering the attitudes

Ensure the bully knows the effect the behaviour is having on
the victim, if this is appropriate:

@ the victim's constant sniffing is due to hay fever;
® the victim's irritating clumsiness is not due to carelessness.

- Encourage the bully to identify and discuss the irritating

behaviour.

- Pinpoint the strengths and skills ¢f each child. Encourage

them to identify these in each other.

- Is the bully compensating for some feeling of inadequacy?

Was the bullying done for fun and entertainment?

Friendship

1.

Familiarity does not necessarily breed contempt. Could the
bully and victim work together in any way? (e.g. in a pair for
science or on the same tean in games?).

. Never put the bully and victim on opposing teams or in

competition with each other. Always give thema common goal
or target.

. Explore the possibility of parents encouraging exchange

home visits, mutual activities, or joint visits to clubs where
adults could offer support.

Many young people find verbalizing emotions and problems very
difficult so that non-verbal techniques could facilitate communi-
cation. A silent uncommunicative child may be unable to recog-
nize and identify emotions or find it too shameful to discuss the
bullying behaviour. Cartoons, diagrams, videos and diaries may
be usetul for this type of work.

Work with the bullying group

It may be necessary to break up the cohesion of the group. Thisis
best done in as subtle a manner as possible by choosing a pretext
with care. It would be unwise to split the group openly or to
punish the group as a whole as this could:

offer the group an enhanced identity;
cemient the cohesion;

result in reprisals;

alter the attacks from physical to verbal;
lead to a difterent child being bullied.
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The group needs to adjust to living amicably with others.
Consider why the members allowed themselves to be enlisted in
this way. Who is the leader and what is encouraging the leader to
bully? It may be profitable to look outside the school for answers.

Record keeping

1. Record all observations and reports of incidents to seek out a
pattern of events.

_ Continue observations and supervision even after the bullying
appears to have ended. ,

. Seek proof that it has ended rather than passively assuming
that all is well if no further reports are received. The bullying
may have changed in character or be more effectively hidden.
‘The victim may collude with the secrecy.

. Check over a lengthy period of time because incidents may
occur intermittently.

_ A different child may be targeted for the bullying.

“Therefore, it is advisable to keep in close communication with all
staff and the parents of the victim. The parents may still feel that
the problem has not been fully resolved, or wonder if the
situation in school is continuing to be satisfactory, but be hesitant
to return to school.

Summary of school responses

1. Children involved in bullying may simply have been caught in
an unfortunate situation, but if the bullying is prolonged it is
likely that the bully and/or the victim has social difficulties.

. The school needs to consider work on two levels:

@ to stop the bullying: and

@ preventative work, such as the early identification. of
children at risk. good supervision and help with social
behaviour.

Bullies appear to have the strength, energy and communi-
cation skills necessary to enable them to attack others with
confidence. The victims appear to be fearful and withdrawn.
T'he school needs to address the aggression of the bully, and
the possible isolation and lack of confidence of the victim.
5. The causal factors would seem to be multifactorial, so a
multidimensional approach is needed.

Y
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Bullies and victims in schools

hy should the school help?

children in distress are unable to help themselves
effectively;

they may not be aware of other ways of behaving;

the parents may not know how or want to help;

there are now fewer other sources of support available;
teachers have daily and long-term contact with the chil-
dren;

the relationships in school may be the most stable that some
children enjoy:

staff in school have the expertise and experience to help.

. How can the school help? The school may be most effective if

[&¢)

nsidered as an organizational complex which, as a result of

factors within, may allow or deter a drift to problem be-
haviour: school variables may have more influence than social,
familial, academic or other factors. However, if the school is
unable to stop the bullying or the attacks are severe enough to
be classed as common assault, the school or the parents may

(€8)

nsider it appropriate to notify the police or seek legal advice.
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Parents as partners

The advantages of a partnership

. Children may react differently at home compared with
school. By putting the two halves of the picture together, a
better understanding of the child can be achieved.

. When parents and staff work together, a small detail of per-
sonality or behaviour, previously disregarded may be
noticed.

. Parents often know their child best. They are aware of their
strengths and weaknesses, achievements, hobbies and any
Achilles’ heel. This information is useful in both understand-
ing the current situation and in identifying any rewards or
reinforcement which may be considered for progress.
Effective rewards need not necessarily be sweets, money or
toys, and therefore they need to be chosen with care. There is
often a greater variety of rewards available in the home, and
therefore it might be better to offer rewards at home (later
bedtimes, extra TV, etc.) which have been earned in school.

. Parents who are anxious are often the most eager to see
change. and so they offer the most commitment.

. Anxiety can be reduced if parents feel that they are actively
involved in remedying the situation.

. Parents should offer information about any recent upset in
the family which might be contributing to the child’s distress.

. Partnerships are useful to parents under stress when:

@ they have no access to the culprit;

@ they have no access to the situation where the bullying
oceurs;

@ their help is shunned by the victim due to fear of reprisals.

Y. Because there are more rewards available in the home than at
school, it might be more beneficial for parents and statf to
work together on a behavioural programme.
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Frustration Jealousy Shame
(no onc (as other
will hIp) children
are coping)
to school)
Doubt
(should ! ask
" other parents
Failure or children

(why won't my for help)

child confide
in me?)

Helplessness
(a change of
school may

o~

4‘{ Parents of the victim

{cven an older
child may need
a parental escort

Bewilderment

(why can't my

child cope?)

Failure
(where have 1
gonc wrong?)

Anxicty
(if I interfere,
will I make

not help) } \ things worse?)
Despair Disappointment
(if complaint (why is my child
to school is blamed?)
incflective)

Inadequacy Anger

(to protect (feelings of

my ¢, 'd) revenge)

Dismay Embarrassment Concern

(why isn't the (why has my (for my child's
school doing child no friends?)  education)
more to help?)

Confusion

(should I approach
the bully or
parcnts mysclf?)

Figure 3 Emotions that mayv be experienced by the parents of a victim,

Keeping close contact

Parents who know that their child is being bullied at school. and
who feel unable to help. may experience one of the most dithicult
aspects of parenthood (see Fig. 3). In some cases the parents feel
as helpless as the child to eftectany change. Parents of the bullies
may also experience disturbing emotions — stigma, guilt, embar-
rassment and bewilderment. Depending on their attitude to the
situation, they might need just as much support and guidance
from the school.

Parents of victims, in particular, often feel uncertain and
confused about what is happening:

1. If their child has reported little to them, the arcamstances
may be shrouded in mystery.
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9. Anxiety and puzzlement may be experienced if the child has
suddenly become tense and withdrawn for no apparent
reason.

. There inay be anxiety aboutany u nexplained regressionin the
child’s behaviour or academic work.

. Ifa first approach to school has been ineffective. the parents
may be reluctant toreturn, yet feel ineffective themselves.
Interaction between parents and child may be less intimate
during the adolescent years because:

@ there is a growing and necessary feeling of independence
on the part of the child:

@ there is an increasing use of peer group. models for
guidance and. approval, so that parents are no longer the
primary point of reterence;

@ the moods and heightened emotions which can be part of
adolescence can cause tension and frictien in the home;

@ older children may feel ashamed of not coping alone;

@ children of any age often have a room of their ownor share
it with a sibling — equipped with TV, computer, record
player, etc. This entertainment centre leaves little time for
family contact;

@ parents who work. or who have exira famly responsibili-

ties, may devote less time to an adolescent, whereas they
may consider this essential with a younger child.

Any combination of the above may result inan anxious hild
keeping his/her symptoms hidden, thus allowing the situation to
deteriorate. The pathways of family comniunication are otten
subtle and can easily fall into disuse. It is useful for parents to
record the amount of time they and their child spend together.
and the time spent by both partizs interacting elsewhere.

Depending on the school's response to the approach of the
parents, their anxiety could be increased or decreased:

@ they may be made to feel at fault in some way, or feel that they
are being accused of being over-protective if parents of the
victim or having condoned the aggression if parents ot the
bully:

@ they may feel that their judgement bas been questioned
regarding the seriousness of the incidents.

It is most disheartening to have at Last discovered why a child
is distressed or underachieving only to be met with a dismissive or
negative response from the school. Parents need to be reassured

immediately that the matter is being taken seriously and being

-
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188 Bullies and victimg in schools

dealt with urgently. A named person should be allocated to be
responsible for keeping in contact with the home,

The parent-teacher interview

There should be a forum available where all viewpoints are
represented, the situation is appraised and z plan of action
adopted. It may be possible for both the parents of the victim and
bully to be present at the same time; however, if their views are
radically different, it would serve no useful purpose.

‘The meeting should be kept as informal as possible and a
problem-solving approach should be adopted rather than allow-
ing room for an overly emotional response. Parents should be
advised of the meeting well in advance, so that their attention and
observations may be focused appropriately. A brief and informal
questionnaire helps to identify pertinent information, but this
should not be filled in or handed back. The purpose of the
questionnaire is simply 1o focus the thoughts of parents who may
be distraught. The following questionnaire could be used, with
modifications, for the parents of the victim or bully:

Sample questionnaire for pavents

I.-How long have you been aware of the situation?
2. Has there been a history of bullying?

- Who is/are responsible> What is the. connection between
members of the group?

- Has there been a change in family circumstances?

5. Who were/are the child’s friends> Have these changed?

. When is the child most anxious — day, dates, times, lessons?

- Has there been a change of mood, habit or behaviour
recently?

. What affect is the bullying having on the child?

- What are the child’s main worries, e.g. future employment,
games lessons, friendships, transferring school, examin-
ations?

- Whatare the out-of-school interests and hobbies of the child?

- Are there any other factors which could be contributing to
the problem?

- Whatis the attitude of each patent to the situation?

Such a questionnaite is only & rough guide and needs to bhe
adapted for each child. The aim is simply to provide the most
efficient way of obtaining relevant information so that the actual
interview with the parents can be properly prepared in advance.




Parents as partners

Burglary - Hospitalization
Divorce | Trauma/anxiety | New sibling
athome

Older sibling leaving Bereavement, elc.
home, etc.

Possibly less Child Possibly more
resiliant to anxious prone to volatile
attack, i.e. but unaware outbursts, i.c.
. victim of bully
cause

Shopping

—

Friendships Reluctance to leave ONLY
home for any reason School is a legal
Disco, etc. requirement,

and therefore

Child confused focus on school
refusal

and unable to

understand or

explain, therefore

claims to be

bullied, so stays

at home

Figure4 How reluctance to leave home is most clearly seen in a refusal
1o attend school.

Is it really bullying?

A sensitive interview can disclose information which disproves a
child’s claim of being bullied. Although a child may use bullying
as the excuse for not atteniding school, the real reason may be due
to a recent trauma or problem in the home. There may be a
general reluctance or inability on the child’s behalf to leave the
Rome, but because school attendance is compulsory, it is usually
here that the difficulty first comes to light (see Fig. 4).

Family structure

If the parents are willing, it is often illuminating to tease out the
family structure and its dynamics. Parents may readily volunteer
information, especially if they are worried. It is not advisable to
ask questions which could cause upset, but other professionals
may hold information which they feel could be released and
which would help.

Who holds the power in the family? This is not always
obvious. It is not uncommon for an absent parent or grand-
parent, an older sibling or relative living away from the family

i6v
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home who is the most influcntial person. This person may
unwittingly hold sway over an impressionable youngster.

I. What are the family demands, expectations? Highly competitive

parents may have unrealistic expectations which could cause
stress within the family as a whole but also result in the child
being over-competitive and domincering.
What status does the family have in the neighbourhood? Some
families are scapegoated and shunned. Other families may
cause themselves a lot of stress in attempting to hide problems
from critical neighbours. The studies of both Michael and
Andrew show how families may be scapegoated (sce
Chapter 10).

- Has the family placed too much responsibility on the child's
shoulders? The child may have precocious responsibilities,
such as child-minding for siblings or relatives or part-time
work.

The child in the family

Any stress or trauma in the home may result in the child
experiencing a constellation of complex emotions.

A parent leaving hume

Some of the emotions a child may experience if a parent leaves, or
threatens to leave, the home are shown in Fig. 5.

Sibling relationships

. New baby. A new sibling may curtail the freedom of an older
child who could be pushed into a precocious maturity by being
made to assume a caretaking role. Older children may shun
cuddles but still need approval and appreciation, especially in
private with their parents when younger children are in bed.

- Bullying siblings. it is common for bullying to occur between
siblings, and it is not necessarily the older child who is causing
the probleni. An omnipotent toddler may find attacking an
older sibling fun, especially it the target child is prohibited by
his/her parents from either complaining or retaliating.

Low self-esteem
A younger child who is academically or socially more successful or
talented than his/her older brother/sister could cause jealousy

and stress. An accepting and rewarding relationship with the
parents can prevent the older child from feeling harassed by the
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Grief
(if parent moves

from area, will I .
be forgotten?) Guilt

{was I too
\ naughty?)
Stigma
(e.g. TV ads still \ Depression
show traditional ° \

(longing for
family stercotype) the past)
Marital

Anger / problems ———___,. Helplessness

(a ncw parent (can't rectify
precludes a thc situation)
reconciliation)

Bereavement
(sorrow)

Jealousy Failure
(if parent forms (why was I
new family) left behind?)

Rejection Hatred

(if parent (remaining parent
goes to should have
another family) tried harder)

Figure 5 Some of the feelings a child may experience when a parent
leaves or threatens to leave home,

younger sibling. A child may experience many rapid and
frequent changes in situations and relationships at home and in
school so that the aspirations and expectations of parents and
teachers need to be reviewed and 2 djusted regularly to prevent
feelings of tension or failure.

Advice to parents

Muny professionals working witl, children have had an intensive
and expensive training, but many parents have had no related
training at all. Many skills can be shared with parents. Occasional
workshops on specific topics should be organized by the school to
help parents acquire skills before erises oceur.

If your child is being bullied

1. Approach the school, but make an appointment first so that
the teadher can make caretul observations and contact other
staff.

9. Alert the school even if the bullying has stopped.

16y
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3.

Contacting school is often sufficient to stop the bullying.
Once the problem becomes public the bullying usually stops.
Encourage the child to approach the teacher they feel most
comfortable with to discuss the problem. Check they have
done so.

If you discuss it in the family try to do so out of earshot of the

" child.

Discuss it with the child.

® encourage the child to talk; however, this may be very
difficult for them, so be patient;

® sympathize, but try not to over-react and become
emotional, listen caimly and try to ascertain the facts;

® try to avoid sensitive areas such as names the child is
called;

® give assurances that the bullying will stop or that the
situation will be changed;

® assure the child that it happens to most people at
sometime, and that we learn to avoid it or cope and that it
is not happening because there is something wrong with
the child;
try to help the child to use it as a learning experience, as a
problem to be solved;
ask the child if he/she could alter the situation in any way;
teasing and taunting can sometimes be expected and
prepared for, so help the child get used to a nickname,
find out why it is so hurtful, and explain that it will stop if
the child does not respond;
rituals and initiations can often be endured but a dramatic
response will encourage a repeat;

® encourage the child to keep a sense of humou: if at all
possible.

Above all treat the situation with sensitivity, because the child
may be far more distressed than you as an adult realize and
may have things totally out of perspective. It is important that
although you are doing all you can, as fast as you can, you
appear calm and confident in front of the child.

. Talk to other parents, it possible, to share ideas. Parents

sometimes feel ashamed that their child is unpopular.
Encourage the child to forget the bullying when at home, 10
go outside, make new friends and take up new pursuits.
Being outside stops the child from brooding and feeling
cooped up.

. I'ry in every way possible to build up the confidence of the

child. This Jack of confidence is perhaps underlying the
bullying.
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10. 1f the child is being bullied by those who have left school, as
sometimes happens, it is possible to approach the police and
discuss prosecution.

- 11. If the attacks can be classed as common assault the police

should be informed or legal action considered.

— If your child is bullying

i. Bullies are sometimes seeking attention and love. The atten-
tion gained from bullying may be preferable to being lonely.
There may be a reason why the bully feels alone and lacking in
confidence, and this should be discussed:

L

@ a parent may have left home;

@ 2 new baby may have arrived;

@ a friendship may have ended;

® expectations of home or school may be too high.

- 9. The bully may be showing off ir front of friends. It needs to be
made clear that it proves nothing to hurtor distress someone
— . unable to defend themselves, that this is 2 form of cowardice
and proves nothing.
3. ‘The bully may be confusing leadership skills with dominant
behaviour, so needing help to understand the difference.
o 4. The bully may be popular with many classmates but be
- frightening a less robust child. A sensitive approach to
explaining the effectof their behaviour hason others may help.
5. Some bullies are afraid of losing friends and so ostracize a
child in class in order to gather the rest more closely around
them. This could be due to a poor self-image and lack of
confidence, both of which can be helped by success inany area.
6. The bullying may stem from revenge, annoyance or fun. It
needs to be clear that this is not acceptable behaviour and that
the repercussions are widespread.
7. Bullying for gain. money, possessions or favours can be
considered a crime and the bully must be made aware of the
seriousness of the situation. It is possible that the police could

become involved.

8. The bully may be being bullied by others and be trying to
deflect this unwanted attention towards another target.

9. Parents who know «f children bullying others - by witnessing
attacks or by being told of them by their own children —need to
inform the school, because the bully’s peer group may be too
afraid to do so and it is not likely that the victim will have told

either parents or staff.
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Punitive

Rewarding

Scolding, smacking Praisc for good behaviour
results in
— Resentment by the child Better understanding and
and anger of parent communication between

parent and child

\_\il

= resalts in
— Unpleasant atmosphere Pleasant atmosphere
_ '
results in
~
' 4
Even more punishment Lc¢ss punishment

Figure6 'Twostvlesof parent discipline (after Pattevson ef al.. 1973).

Workshop on discipline

; Research suggests that many bullies come from homes where a
— punitive style of discipline is used and aggression is seen as an
acceptable way of settling problems. Some such families are
amenable to changing the style of discipline if the alternatives are
explained. A cycle of aggression may have developed where the
child no longer responds to the punishment, and therefore more
and more severe punishment is meted out. If only one parent
uses physical discipline, then in the absence of that parent the
- child’s behaviour can be extremely difficult to control. Patterson

: et al. (1973) contrasted two styles of parent discipline (Fig. 6). Tt

was found that for there to be good results, the approach should

be friendly, firm and consistent.
There are many schemes and books on behaviour, some
, written in a humorous style which could be used or adapted for
. workshops or recommended to parents interested in improving
their discipline and relationship with their child (See Appendix).
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Pareuts who are uneasy about using behavioural techniques need
to remember that much of life is buiit around long- or short-term
rewards and punishments. In adult life we are conscious of social
stigma, acclaim or pressure. Children may need more direct
sanctions and more tangible rewards.

The early years

Bullying starts in the pre-school years for some children. In any
playgroup it is likely that there is one child who is more dominant
and one who is more submissive than the rest. Research indicates
that some children continue to experience the problem even with
a change of situation and personnel. e.g. one teacher may passon
the problem to another without having alleviated the difficulty in
any significant way. It is a myth that all children learn to cope.
Once the roles of victim and bully are allocated, the interaction of
the group would seem to maintain the situation.

Young children are dependent on adults and the interaction
is. theretore, perhaps more influential than in later life. Anything
that is done as early as possible to prevent bullying has the most
impact and therefore minimizes the chances of secondary prob-
lems occurring. One argument. however, does make note of the

plasticity of human behaviour and suggests thatitis never too late
to contemplate change (Clarke and Clarke. 1984).

Measures of change

Adults in a position of responsibility should try to identify
those children at risk. ‘This may not be easy. because as
Knowles (1988) found. teachers were unable to identfy the
pushy, talkative child who appeared to be popular. but in fact
was dominating the rest. Even with sociometric measures, it is
difficult to ascertain the views ot voung children due to
linguistic and cognitive restraints.

Children of toddler age do not have a wide range of language
skills to settle quarrels by reason. discussion or barter. They
only have available to them:

@ /force: to hit, push and pinch:
@ cmotional outhursts; to cryv, shout, show anger:
® avoidance: to walk away.

Toddlers mav not have the conceptual development to be
patient, titke turns, share or to antidipate anvthing other than
immediate goals. Misbehaviour may simply be due to alack of
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understanding. Children at this stage of development need a
great deal of adult support to gain the most from their social
experiences.

Some areas for investigation

1.

038

ul |

9.

10.

Noua

Does the dominant/dominated child continue to behave in
this way even with a change of class or friends?

Is the child aggressive, or does he/she only use aggression in
retaliation behaviour?

. Has the child adequate physical strength and a robust

personality to cope in play fights?

Is the child subservient and over-compliant?

Does the child show independence and coping skills?
What triggers any difficulties?

How does the child react to difficulties?

cope alone?

use physical strength such as hitting or thumping, or avoid
by walking away?

become subservient and give in?

seek adult arbitration?

display distress by screaming or crying.

. How dothe caretaking adults respond?

@ punish by complaining, snouting or hitting?

® persuade by explaining, cajoling or discussing?
@ model how to behave?

@ passively let the children try to sort it out?

How does the peer group respond?

@ ignore’

@ scek adul: help?

® cheer or jeer?

@ sort it out appropriately?
@ take siaes?

What provokes the quarrels, how are they maintained, and
are they quickly forgotten or revived the next day?

Parents of children with social difficulties may feel actively

discouraged from attending playgroups, so that the children

most in need of the experience are denied any opportunity of
gaining it. Other parents can be encouraged to support those
parents whose children have a behavioural problem.

Frequently, it would appear that only the problem behaviour

of children is emphasized in research and discussion. One aspect

§ G
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of the positive behaviour of young children which has been given
attention is the development of coping skills which can be
considered in the context of social development. Jowett and Sylva
(1986) suggest that for optimum all-round development, even
voung children need to be encouraged to puzzie things out,
choose strategies, make decisions and weigh up the consequences
of various lines of action. This style of approach encourages
children to premeditate the consequences of their behaviour and
possibly discourages thoughtless and uncaring responses.
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Case studies

John

John was born with ears which stuck out at right angles trom his
head. When he was only a few weeks old the paediatrician
mentioned that an operation to pin back his ears could be
considered in a few vears time.

Being a lively, energetic lad, John always found plenty to do
and thoroughly enjoved the company of other children. He was
athletic and strong for his age and if anyone had mentioned his
cars or had entered into name calling or bullving, John would
have been able to defend hinselt. He also had the self-confidence
to have shrugged it off. No incident ever came to the notice of his
parents or teachers.

When he was 5 vears old john had the operation because his
parents felt that it was necessary for cosmetic reasons in later life.

It was successtul and none ot his voung classmates noticed the
change.

Children with deviant features

Featres such as a large nose. protruding ears, obesity, glasses or
extremes of stature. may be picked out by other children and
used as targets tor teasing and bullving. 'These teatures, however,
are not necessarihy the reason tor the bullving: rather, victims are
often initially chosen for other reasons, e.g. their withdrawn,
feartul. lethargic or rejecting personality. Only wher identified
and chosen for attack are the deviant features used to label the
child.

The response of the victim to the name calling will influence
the bully’s decision to repeat the taunting or to desist. Cheertul,
gregarious children, who enjoy the company of others and who
can shrug oft an initial mild attack, or Lagh ot themselves, are
unlikely to be picked on for long.
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The role of the teacher or parents

Why is the child being bullied? Why was the victim picked out?
Is there any truth in the taunts? Why is the child reacting so
stronglyv?

_ Can the victim do anything about the taunts. e.g. diet.be more
courageous or friendly?
How can the child be helped to improve the situation?

5 Can the child come to terms with the name calling? This may
even carry on into adult life. Look at the nicknames of famous
people, encourage the child to laugh at the name, use the
name in a friendly fashion and later wy to replicate the
bullying in role play so the child becomes prepared for the
taunts and learns how to keep calm and ignore the provo-
cation.

Help the victim to anderstand that it is not the feature that is
causing the bullying, but the reaction which is rewarding the
bully.

Gareth

Gareth was a very small child of shight build. He was said to be
volatile. he often destroyed his own work and that of other
children. and he would try to stop uthers from working. T'he most
worrying aspect of his behaviour was that, when upset, he would
bring kitchen knives into school which he stole from home. The
other children appeared afraid of hint. but he did not threaten
anvone with the knives. He used them to mutilate himselt by
scraping his arms or cutting his hands. He also deliberately tore
and cut his clothing and had cut the coats of his classmates. ‘The
overall picture  Gareth presented  was  that of a violent,
emotionally disturbed boy. who trightened both staft and pupils.

Gareth had a difticult family background. His mother had
been brought np in a children’s home and so. as is often the case.
forcefully resisted help or assessment in case Gareth was taken
o care. Gareth's father had been a violent man and had left
home. The man living with Gareth's mother had attended a
school tor pupils with learning difficulties. and he too resisted
help in case that was to be the outcome for Gareth. Garetluwas the
oldest of four children, although his mother was still yonng. The
famihv was in an extremely poor financial position but the
relationships appeared to be rewarding and stable.

Gareth's mother became pregnant again and received regu-
lar visits from the health visitor who reported that the Eanily lived
in rather a chaotic state but that the parents were caring and

tre
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supportive to all the children. My assessment of the situation in
school had been that Gareth was only aggressive in reaction to
attacks on him. He had been the group scapegoat for many years,
and being tiny and frail, was unable to defend himself, He was
extremely anxious about the attacks in the playground and the
street, he experienced nightmares, was sleep walking and gener-
ally behaved in a nervous manner. The knives had been for
protection, although they had not been used for this purpose.

Role of the teacher

1. The situation was appraised and the culprits made to face up
to their provocative acts. The sequence of events and the build
up to the incidents were identified, so that everyone involved
was aware of exactly what was happening and made to take
responsibility for their own actions. Bullying was discussed
with the bullies and it was made clear that no form of bullying, -
whether verbal or physical, was going to be allowed to take
place.

. Gareth was good at art, so it was possible to build up his
self-esteem by displaving his work, especially to older chil-
dren, so that it was then acceptable to his classmates.
Individual counselling sessions were arranged to boost his
confidence and self-image, but other ways were soon found to
build this input into the normal school day.

- The parents of the bullies were approached and asked for
their support in stopping the attacks.

Extra help was given to Gareth with his work. The subsequent
success boosted his self-image and the sessions gave him the
individual attention he needed.

Michael

Michael was a 6-year-old boy who found it impossible to attend
school. When dressed and ready to go he would stamp, scream
and hide under his bed. Eventually he admitted that he was
terrified of going to school. His life in school was being made
niiserable by older boys, as well as those in his class, for they all
stood around him and laughed.

On investigation it was found that although he had no
fviends in school, the bullying was not as Michael had stated.
Rude remarks were made about him by the other children and he
wits often pushed out of the way and not allowed to join in games.
‘The main problem, however, was that he was isolated. The
response from Michael's parents, who were extremely anxious
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and caring, was 10 keep him kome from school and complain
about the other children.

It was soon discovered that Michael was being teased about
being extremely overweight. In addition, his mother had recently
lost a baby and was treating Michael as a toddler, doing
everything for him. Michael was not allowed out te play and, in
addition, he was somewhat smothered by being dressed in clothes
inappropviate for his age and the weather. Even in midsummer
Michael would be wearing a coat, gloves and pompom hat.

Michael had both fine and gross coordination ditficulties. He
was unable to dress himself, walk downstairs without holding the
handrail, ride a bike, climb or jump. The other children refused
to let him join in their games and laughed at his clumsiness and
timidity.

The family lived in a most disadvantaged area, well known in
the town. Children from that area were stigmatized by others and
even within his street Michael's family, being least able to cope,
was scapegoated. The house was frequently broken into and
vandalized, so the family acquired an Alsatian of which Michael
was afraid, so compounding his problems.

Role of the teacher

Michael's mother was given advice on diet but it was found that
she could not read. Therefore, a community worker was
employed to take her to the shops and to show her what to buy
and how to prepare simple meals.

. The clumsiness was explained to the parents and they were
encouraged to make Michael more independent by showing
aim how to do things rather than doing them for him. This
gractually built up his confidence in his own abilities.

Firm advice was given concerning appropriate clothing for his
age and the weather, and it was explained to his parents that
this had made Michael conspictious among his peers.

Michael needed a lot of help and encouragement to try out
swings, roundabouts, slides and bikes. A careful desensttiz-
ation programme eventually made him slightly less feartul,
but he is still afraid when his feet are off the ground. Thisis sn
part due to the perceptual problems many clumsy children
experience. He is improving with practice.

In time his parents came to terms with the loss of the baby
and Michael's mother became less depressed. This led to her
main goal being to help Michael. After specialist help both
parents were able to take more control over their lives; go out
more, clean the house, take Michael out and allow him out to
play. The teacher's role was to encourage the parents
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and offer positive feedback about the improvements in
Michael.

6. The children in Michael's class were made to confront their
: behaviour. It Michael was included in their games. those
- children were praised. The teachers in the playgound incon-
= spicuously joiried in the games when Michael was included.
' This stopped any rejection and eventually Michael was ac-
cepted simply as a matter of habit.

Andrew

Andrew was a Q-yeuar-old bov who was well liked by the staff. He
_ was quietly spoken and generous and, although timid by nature,
= he did have aggressive outbursts. Andrew’s mother was a heavy
' drinker and often collected hint from school in an intoxicated
state. She was well known in the neighbourhood for her drinking.
After a violent marriage and a similar further relationship, which
resulted in two other childien, she lived alone, but was hcqueml\
N visited by the father of the vounger children. The visits always
ended in a violent row.
Andrew had witnessed the drunkenness and the violence.
Most of the time his mother was extremely caring and gave the .
children as much as her small budget would allow, Several '
agencies were involved in the home but none were directly
concerned with Andrew.
\ It soor became evident that Andrew was being provoked by
the other children who called his mother names and taunied him
D unmercifully. Little provocation was needed to trigger an ag-
’ gressive response from Andrew. Andrew had no self-esteem or
- self-confidence. He crept around school, keeping to the walls,
' and it he encountered a group he would skirt around the
children, evenif'they were much vounger. He preferred to stay in
school rather than going out to play, because he was unable to
withstuand the provocation he met.

Role of the teacher

o Andrew was encouraged to go out to play but, unknown to
him and rhe other children, he was closely supervised. ‘
2 Andrew was intelligent and able to express his feelings of
- rejection and loneliness to his teacher who had developed a
close relationship with him.
3. Andrew was helped to predict the outcome of his temper
outbursts by the use of diagrams and cartoons showing the
various ways frustration may be resolved.

Q
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Andrew's teacher was able to get him used to teasing and
provocation. He trusted his teacher and she was able to use the
taunts others used and helped him to practise ignoring them |
and to see the humour in his overreactions. This was doneina
most sensitive manner, which Andrew was able to accept.
Every opportunity was found in class to facilitate friendships
for Andrew. Any rude remarks or unkind actions which
occurred in class, whether to Andrew or any other child, were
heavily chastised, and this was paralleled with a project on
‘Getting Along With Others’. All opportunities were seized to
share, discuss, cooperate and help others. Class games and
playground activities were introduced and this was very
popular with all the children.

The teacher, and others in Andrew’s school, took every
reasonable opportunity to recognize Andrew as an individual,
without risking alienating the rest of the group. Andrew was
given extra tuition with his basic skil's to build up his
confidence and he was encouraged m his hobbies. His
linguage and conversation improved dramatically as he
became more confident and he was able to speak out more
without hesitation as his self-esteem improved.

In subtle ways this recognition of Andrew’s strengths was
carried over into the class. He was good at swimming and art
and Andrew came to realize his own abilities in perallel with a
growing recognition from others.

. Justas Andrew was showing obvious improvements the class
went to a museum and was filmed, by chance, for the television
evening news. Andrew was spotlighted and was able to see
himself picked out by impartial people. This fortuitous event
soundly consolidated his progress and he is currently pro-
gressing very well.

Donnie

Donnie was a lively, well-built boy, 8 vears of age. His family were
allinterested in sport, his uncles and father being extremely keen
sportsmen, and Donnie was athletic and a credit to his family. All
the members of the extended family as well as Donnie’s father
had received a private education and they were all well known as
estublished miembers of the community. From influences in the
home and school Donnic came to believe that where he led, others
would follow. As he was independent, intelligent and physically
able, it was not difficult for him to dominate his classmates and
neighbourhood friends. If he suggested ia game, he would ignore
any dissenters — all ended up playing the game he had decided

16!
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upon, simply because his forceful personality over-rode the views
of others. Children who challenged his lead were left alone for
days and most, consciously or not, came to the conclusion that it
was easier to follow his lead than to confront him or face
loneliness. Donnie was not a malicious boy but he was intent on
having his own way, because he had bLonn brought up to expect
that this was his right.

Teaching points

This was a difficult case because the ideals which were considered
appropriate by myself were not acceptable to either the school or
Donnie’s family. I was told firmly that if Donnie was dominating
other children then they themselves must wish this to be so,
otherwise they would have done something about it.

- The parents in the neighbourhood tried to show Donnie that
he was dominating other children and this was not leadership.

- Games were introduced by the parents which did not centre
around Donnie displaying his physical strength or agility.

. The strengths of other children —~ kindness, generosity,
empathy — were pointed out to Donnie in the hope that he
would appreciate that all children have some abilities.

- Only little success was achieved, because Donnie has now
moved on to dominating others with his academic success.

Drama is one way of encouraging group cohesion and support. In
working with severely emotionally and behaviourally disturbe«i
children, 1 have found it to be a mode which has been most
successfulin helping one child to adapt to the group or the group
to accommodate and support one child. Once the group has
reached a stute of cohesion it becomes possible to discuss issues,
conflicts and relationships with greater success.

Stephen

Stephen was in a small class of 7-year-olds in a school for children
with severe emotional and behavioural problems. Many of the
group were highly volatile and disruptive. The saddest aspect of
the group was that they were at each other’s throats all the time,
eager to see each other fail, get into trouble or be in distress. One
or two of the weaker children took the brunt of the behaviour,
especially Stephen, who had a darker skin and was given the
nickname of Darkie.

The teacher recognized that the class needed to develop
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better relationships, but nothing had come of any of the various
attempts which had already been tried. Stephen was the most
physicaily well developed but he would not defend himself; in
fact he was a provocative victim in that he provoked others to
bully and hurt him and this was one reason why he was in the
specialist setting. :

The class teacher was especially interested in drama and so
decided upon this approach to develop group cohesion.

“The prince and the boat’

The drama has a simple format which may be followed in =
variety of ways:

1. Aprince wishes to marry a princess from a neighbouring area.
. The king, her father, refuses his permission.

3. The prince and princess wish to steal away but they need a boat

urgently, because the king will return at midnight.

The prince (the teacher) comes to ask the class for help.

Every child has a specific job to do to build the boat.

Ot

The teacher’s role is 1o have done extensive homework so as
to have the vocabulary and detailed information to hand which
will lend credence to the exercise. The dramatic tension is the
crucial ingredient and the teacher must regulate thissothereisan
urgency to finish the boat in time to help the prince and princess,
it is vital that the children see that it is the hard work of all, with a
common aim, that will bring about success. This must not be

stated but left for the children to experience. The boat is built by
midnight (ust!).

‘The pirates’

Many further examples can be generated by the teacher:

1. A group of sailors meet a lone sea captain.

9 Pirates have taken his gold but he has stolen the map which
shows where the gold has been hidden.

3. All the sailors (all the class except the captain) help him

decipher the clues.
4. Fach child has a clue to solve but can ask others for help.

‘The success of the dramawill depend on all children working
to their capacity, and therefore the teacher needs to encourage
their involvement. Attention to detail and careful preparation are
the factors which make for authenticity.

183
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The ethos of working togerher to help an independent party
can quickly generate group cohesion in a short period of time.

George

George was an extremely volatile and energetic 12-year-old.
Previous to attending the school he had been on drugs to stabilize
his behaviour, but these had been: discontinued because of
side-effects. George was a well-built, attractive boy who was well
liked by the staff because he was generous, sympathetic and loval,
but the children in the school were afraid of his tempers and his
dominating behaviour. This type of drama work, in addition to
counselling. relaxation techniques, behavioural programmes and
strategies to boost self-esteem, formed a multifaceted approach
to stabilizing George's behaviour.

A drama for older children

A mysterious ludy (an auxiliary or even an older pupil from
another class) is found by the wayside. She is dishevelled but
uninjured. The teacher slowly leads the group towards her but, as
they approach, she shrinks away because she is obviously very

afraid.

The group have to discuss tactics to approach the lady
without frightening her and also how to help her if they are able
to approach. They need to find out what has happened for her to
be so distressed.

Role of the teacher

I. To provide an air of mystery and suspense to hold the
attention of the group.

- To elicit feelings of concern and empathy for someone in
trouble.
All problem solving needs to be carried out by the whole
group, and all must listen to all ideas and evaluate them
carefully,

- Onlyasolution agreed upon by the whole group is acceptable,
1.e. there must be a consensus of opinion.

The teacher needs to have some rapport and signal system
(e.g. eye contact) with the Tady’ so that the approach and retreat
develops at a speed that holds the suspense and gives the group
time tor discussion and to solve the mystery. Itis naot necessary to
arrive atan explanation, ¢.g. the ‘lady” may enter a hospital where

PAFullToxt Provided by ERIC .
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the group takes on medical roles, etc. A great deal of creative art,
writing, drama and oral work can come of such short sequences.
Short video scenes can be attempted.

(Original ideas from Dorothy Heathcote, lecturer in drama
(retired). University of Newcastle upon Tyne and Roger Han-
cock, Adviser for Dranra, Newcastle upon ‘Tyne.)

Mark

Mark was a 14-vear-old vho recently entered a new school out of
his ca chment area. His parents were aware that he had problems
making friends and were wary of him being builied. Mark was
very small for his age and. in addition, he was a ‘clumsy” child (see
Chapter 3). Mark had coordination problems and walked in an
ungainly manner. he was poor at gamnes and sadly had manner-
isims associated with his poor coordination. As with many clumsy
children he was unable to enunciate his words clearly or quickly
and became flustered and tongue-tied when provoked. Mark had
witnessed a lot of marital disharmony and aggression when
vounger and from that time he had become fearful, anxious and
lacking in confidence.

After a few months in his new school he became known as
AMark the Martian because of his mannerisins. He was unable to
shrug this off andignoreir. Because all his classmates. and others.
kicked. punched and tripped him at ever: possible opportunity.
he became so tense that he reacied ina - fatile and dramatic way
which earned him the reputation emong siaft of being aggressive.
His reactions encouraged the bullies to continue.

No single incident was severe in itself but the accumulative
effect was devastating. Mark did not have the confidence to
approach a member of staff. and because the staft never saw any
of the premeditated attacks, only his spontaneous responsc, thev
did not have a sympathetic attitude towards him.

The bullying came to a head when it was discovered that
Mark was walking around the town all day in the winter weather
rather than face school. At the same time the mother of one ot'his
(lassmates "phoned his parents and the school to sav her son was
becoming distressed at the extent oft he bullving Mark was having
to endure in school. Many of the children were disturbed by the
events but no teacher had been aware of what had been taking
place.

Role of the teacher

I. The parents and year tutor discussed the problem and
strategies to help.
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2. Mark was given an assurance that the bullying we1ld end. He
had been so afraid he had been unable to sleep. Constant
vigilance was assured to enable him to return. Break times
were spent inside school on a pretext provided by staff.

- The bullies were taken to task by the school and it was made
clear that bullying in any form was not permitted. Their
parents were informed that it was considered to be a serious
matter.

. The staff were informed and asked for their support in
supervising carefully during lesson time and to help Mark
develop confidence and self-esteem. This was done particu-
larly well in games. Mark was never chosen for a partner, so
the teacher would often put the class in pairs or partner Mark
himself.

- Mark was too afraid to attend clubs but would have enjoyed
chess had it been available. This would have given him a
chance of success.

Within a few days all bullying stopped. Many children had
been involved in a periphery fashion and so it took some time to
end it completely. Within two weeks Mark was attending school
without distress but the night fears and nervous flinching lasted
many months. It was a year before he could approach a group of
children with any confidence. The parents supported the work of
the school by getting him to mix in groups of older people e.g. a
sports club, where he ained experience and confidence in a
non-threatening manner. He continued with chess activities after
school and took up weighttraining which added to his confidence.

The following two cases are of two boys with very similar family
backgrounds; however, one became a bully, the other a victim.

Simon

Simon was a boy in the first year of secondary school. He was
reported as having frequent temper outbursts which would be
followed by him running home, 3 miles away.

Role of the teacher

1. The teacher kept a desk diary of Simon’s outbursts and
tound they occurred especially on a Monday morning. After
an interview with Simon’s mother who was separated from
his father, it became clear that Simon expected his father to

1
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call at the house for him zach weekend, as promised. He
waited each weekend but his father rarely came. Simon was
intensely disappointed but refused to admit to his feelings.

. An analysis of the antecedents to the flight home was made
and it was found that Simon’s classmates had discovered his
emotional vulnerability and had spotted that, by provoking
him, he would react in a dramatic and entertaining fashion.
The bullying had spread from verbal to physical attack and
from boys only to boys and girls joining in the attacks. Simon
was well known in school and considered fair game.

. An investigation of the records showed that Simon had
experienced a number of changes of school and had never
developed firm friendships.

. The family situation could not be changed and so the teacher
counselled Simon and helped him to realize that the way he
was allowing his disappointment to affect him in school was
exacerbating the situation.

. A reward system helped Simon to stay nearer and nearer to
school when distressed so that eventually he was able to sit
quietly alone in class.

. The teacher helped him to resist provocation by giving him
practice in shrugging off abuse. Simon kept a diary to show
the times he was able to resist.

. The culprits were put on a reward system for not annoying
others and for making positive statements and offering
support to all classmates — not only Simon, as this would have
spotlighted him even more.

. ‘The members of the group were warned that to support
nasty remarks or attacks was as bud as being the culprits
themselves and would be treated as such.

. A group of children was quietly asked to support Simon, to
keep an eye on him and to report any bullying.

. Simon had been bullying younger children and that was
discussed with him.

. To elicit tr.e goodwill of staff Simon had been hurrying his
work which had resulted in it being done carelessly and
untidily. This had brought him further trouble. He was
helped to slow down his speed of working so that he gained
better results.

. Other ways of getting praise and success were discussed.

_ Simon had tried to break into inappropriate groups. It was
pointed out to him that we can only choose friends from
those willing to become friends. He played alone for a while
and then became friendly with one or two willing boys. The
costs and demands of friendships were discussed at length.

. Simon had been thumb-sucking in class when distressed. He

Y
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was taught to twiddle his pencil in his fingers when anxious
and to use other more age-appropriate tension habits until he
became more relaxed. ’

Tom

Tom was a young boy of 10, but he was one of the largest and
strongest boys in school. It was know that he was aggressive to
others and disruptive in class, but only bv observing him
surreptitiously in the playground from a classroom window, was
the extent of his bullying understood. It was noted that through-
out the breaktimes T'om would take bovs one by one behind the
outbuildings and each would emerge looking tearful after a few
minutes. This would happen many times over the hour-long
lunchbreak.

Further observation and analysis showed that the victims
were chosen, for example, if Tom wanted their football or other
possessions or if thev had annoyed him in class. There were
supervisors in the plavground but that small area was left
unobserved.

Role of the teacher

L. Investigation unearthed the fact that Tonr's father, separated
from his mother, had rejected Tom from birth. Tom's brother
and sister had outings with their father, presents and birthday
cards, but Tom was conspicuously lett out for no obvious
reason. The father had a new family and Tom was devastated
because he could not understand his father's negative and
rejecting behaviour and. although never discussed, it is
teasible that he may have suspected that he was the reason for
his fether leaving home. His mother telt no change would be
possible and so the teacher decided to try to help Tom accept
the situation.

Tom was challenged abont his behaviour which he denied.
Tom was confronted with a desk diary of the bullying
incidents and, although angry, he did accept the evidence.

He agreed that he would stav in sight of the supervisors and
diat thev would call to him every 5 minutes to report. If he
complied he would be given a eredit mark which was a system
Just started in the school.

After a week of success Tom was abusive to his teacher and
had afightin the vard. The teacher tound out from his mother
that Tom had been taken out by his father, for the first time,
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and it was felt that he may have been under pressure when the
incidents occurred. The teacher counselled him about this.
Tom managed well for 2 weeks but then was ‘out’ in a game of
cricket and threw the bat at another boy in temper.

The headteacher decided to take severe nieasures but later
looked at the credits Tom had gained in the previous 2 weeks
and action was deferred.

Tom was asked to make a promise that he would not
intimidate others but only to give the assurance if he intended
to keep the promise. After some minutes he broke down and
cried for the first time.

It was decided to give Tom the benefit of the doubt and he was
allowed to resunie. as normal, with the support of the credit
system. The bullying and disruptive behaviour stopped and
he managed to keep his promise. Tom is now a ‘prefect’and a
responsible class niember.

Jennie

Jennie was a first-year pupit in a comprehensive sc hool. There
was a background of family problems but these were not aftecting

Jennie in any obvious way. The problems came to light in a
Personal and Social Education lesson. A worksheet on bullving
had been prepared as a stimulus to discussion. ‘The discussion
went well even though the class was known to be lively and could
be difficult at times. In the discussion the tutor asked it anvone
had ever experienced bullying. Jermie quietly explained that she
felt that she was being bullied by the boys in the class. The boys
vociterously denied that this was true.

Jennie explained that she had entered school out of her
catchment area and so had no friends to offer her support. She
had once lived in a disadvantaged area and was being teased
about this by the boysin the class. Jennie felt that she was undera
great deal of stress and she was unhappy.

The tutor asked the boys, there and then, for their teply. It
wats obvious that they had no idew that their teasing had distressed
Jennie for they said it was only % bit ot fun’. To the boys, verbal

‘tounting did not seem like bullying.

It was discovered that, because of problems at home, Jennie
reacted badly 1o the taunts, she hit out wildly and rose to
provocation. This natwrally made matterswo se. Jennic had been
taught to stick up tor herself” and so she worked on the principle
of hit out at what is hurting.

After the one discussion lesson, the problem wis eradicated
and the boys saw how hurttul such thoughtless behaviour can be
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and Jennie understood how her own reactions were maintaining
the bullying. The lesson was guided by the teacher but he gave
very little input. The problem was discussed and solved by the
pupils themselves. It was especially gratifying that a sound
solution was reached and carried out, because the group had the
reputation of being aggressive and uncaring.

Wendy

Wendy was a 16-year-old girl who claimed that she was unable to
gotoschool because she was bullied. No culprits were named, nor
specific incidents given, but it was clear that she had great
difficulty in attending school.

Role of the teacher

1. After contact with the home it became clear that Wendy and
her mother weresstill grieving over the death of her father who
had died suddenly 2 years previously.

- Continued contact through other agencies involved indicated
that it was Wendy's mother who was the more depressed and
that she was still angry, without cause, about the nedical
attention her hushand had received. This strong feeling had
become diffused and confused with all those in authority so
that the commitment to help Wendy back to school, which had
seemed evident at first was, in fact, lacking.

- A desensitization programme was initiated to ease Wendy
back to school. She was gradually brought nearer and neuarer
school until, after a couple of weeks, she was able to enter and
sit in a small room to do the work allocated by relevant
teachers.

- When the time came for Wendy to enter class she refused to
cooperate and she stayed at home. Wendy was supported in
this by her niother who said she would be under too much
emotional stress if she returned.

5. Wendy had mixed feelings about returning to school. She
enjoyed staying at home, sitting watching T'V with her mother,
and she was worried about leaving her mother alone. Wendy,
however, was not unintelligent and realized that this was her
mother’s problem and at times she felt annoyed that her
mother was stopping her from having a normil adolescent
life.

Wendy's mother managed to prevaricate and delay matters to
such an extent that after a tew months Wendy reached
school-leaving age before any solution was reached.
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Tony

"This last case study is included, even though 1 was not involved,
because it illustrates a pattern of bullying which is not uncom-
mon. These bullies became caught up in a situation which
eventually led them to become afraid or ashamned of their own
actions.

Tony entered the local secondary school where he made new
friends but, by chance, still had to travel home alone each night
across a small park. For several weeks a group of boys of his own
age, from another school, waited for him in the park. These boys
would taunt him, take or destroy his possessions, and eventually
they started to hit Tony. As the boys were his own age Tony felt
that he ought to be able to cope and so told no one about the
atracks. Fony’s parents began to realize something was wrong but
could get no information from him. When he began to avoid
going to school, and returned bruised when he did attend, his
parents began to suspect bullying.

One day Tony arrived home with blood pouring from his
nose and face. The boys had kicked and punched him but the
damage was not severe and looked much worse than was act ually
the case. Tony told his parents about the bullying, but from that
montent on it stopped, and he never saw the bullies again. Tony
and his parents felt that the boys had been so afraid or ashamed of
what they had done that they had decided to stop bullying.




APPENDIX

Workshop and curriculum
material

1. Curriculum topics

Fraemdships: making and keeprag friends

. The costs and benefits of {riendships.

2. How to choose friends. and how to encourage friendships.
3. Coping with conflict,

4. Taking responeoiliny for onesel and others,

3. haterpreting moods of self and others.

Croups: enterog groufn

L. Signs of acceptance or vejection.

2. Feelings of rejection.

3. Choosing a group of friends.

1 Saving "No’or refusing requests.

Longlict

1. How tocope. asoid or deflect.
L Resisting provocation.
+ Having the last word.
Resolution — better for hoth so that neither foses face.
5. Confronting a problem.

"
!

Communtties

1. Neighbouthe od groups,
2. Religious groups,

3 Waorking ina community,

Vitnessetg buliying

1. How didit feelr
2 Why did it happen?
Bobidvoudicuss iy

Lewdovshafe aned domineance

1. Do we need leaders?
Can weidentify leaderss
Iyvpes of leaders.

by Qo
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Workshop and curriculum material

1. Assertivencss, ariogance, aggression - the differences.
3. Leadership skills.

(f()r;/;:’»':ltiu;l and competition

1. What is the difference?
2. Are both necessary?

Being elone

Iy 1. Ldentitving those bsolated.
o 2. What does it feel like?
3. Supporting those who are shy or friendless.

Bullxing in the wider context

1. IHistorical.

2. Geographical and political.

3. Political leaders and propaganda.
Fran

1. Feeling atraid, .
2. Keeping secrets. o
3. Contronting tear.

4. Handling a erisis situation,

Influential idheiduals
i. Individual responses can be effeaive. eg. Mother Teresa. Bob

Geldot, Ghandi, etc.
9 Individuals who has e influenced the pupils themselves.

Sottal aituahions

1. Confidence.
2. Meeting new people.

3. Entering a room,

1. Posture and non-verhal hehaviour,

3. Initiating and maintaining a conmversation,
b, Listening skills,

7. Making. meeting and vefusing requests.

A

Methods

role play discusston poetrs and literanne
writing art, collage cartoons

video 'V, rudio. media drama

making hooks for otherstoread  torsounge pupls, ete.

2. Anexam; le of a discussion in a personal, social
and moral education lesson

A line drawing ot a bullving situation was handed out and a dlass
discussion was encoutaged.  The discussion was kept fow-kev, non-
emotionaland presented asa oblem to be sobved: "Why e some pupils
hullicd and what is the best action to take if it happens to vou?' The
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consensus of opinion was that pupils who remained urinvolved in the
group were most disliked, especially if they rose to taunts or provocation.

The class was split into four groups to discuss the various actions
which could be taken. Four choices of action to take against bullies were
hrought back to the full class group:

® aggression: “heat them up!™
® avaidance: change school;
® flight: vun away:

® arbitration: seek adult help.

The class group evaluated these responses and with no guidance from
the teacher proposed that arbitration would be the most successful. The
groups re-formed for a last time to discuss what could be done if
arbitranon failed.

The discussion was intellectualoe stimulating, each child having a
chance to put forward an opinion. The lesson proved to be a sound
reference point which Later ser csl 1o remind pupils how to cope.

3. Games
A wide range of social experiences can be gained {rom plaving games:

plavground games:

classroom games;

party games;

physical education and games lessons e small group orteam games:
hoard games. e.g. snakes and Ladders, Monopoly. ete;

card games, e.g. happy families;

skipping games and rhvmes.

Parents can introduce games and rhymes used when they were voung,

Reference and history books can otfer games of leng ago even from
carly civilizations.

Games can be collected from different countries or local areas,
perhaps through pen pals, etc.

These can all be collated. organized into displays but, most
importanthy learned and enjoved. Markings for play areas — walls and
ground ~can be chosen by the children to extend the Yepertoire.

Games can fadilitate social development by otfering experiences in
the following skills;

role taking problem solving

redprodiis logical thought

crpathy lorward planning
motivation supporting others

turn taking physical awareness of others,
sharing i.e. ot being too
sustaining effort boisterous, carcless
handling competition leadership
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coping with winning and compliance
losing dominance
patience teamwork
responsibility for verbal and non-verbal
equipment communication
tidving awav fanguage development
ending appropriately o time explaining vules.
sequencing elaboration of sentences
evaluating options deciston making

4. Workshop exercise: approaching the school
for help

I pawrs - the p()\'.\il)lc negative responses of aschool are discussed. One of
the pair takes the role of 4 school refusing to become imolhed: the other
takes the role of the concerned adult and tries to counter the responses
given below:

I 1 we don : waow who the bullies are we can't do anvthing about it.
9. The victim provokes other children and is o nuisance in cliass, e
temper tlashes, hits out. swears. I'ries to bulhy as well,
Poor stafling ratio — no extrd supervision available.
The victim irritates certain members of stail, but not others - never
has the right books, equipment. alwavs late.
. Never complained to statt about heing bullied.
. Toodependent - can't get himseltherself around school.
Victim does not lrelp matters — won't joinin.tends o wandet an ound
alone. Not populat with other children.
We're here to teach not preach. Notime forextras with aheavy exam
curriculum to get througl, What dovou suggest we drop?
9. T'he victim is hopeless in games artwoodwor K lessons, The others
all laugh.
10, 1£is he- pening owside the school, then it's out ol our jurisdiction.
11, Over-sensitive parents, over-protected child.
12, 1t has alwavs gone on thevillearn to cope in time bovs will he bovs,
13 Phere's nothing anvone can doabouwt their size, colour accent. ete.

5. Workshop on case studies

Ak paniy o small groufn to

Detme bullving — giving consderation o gender ditferences, age
ditferences. high risk pupibs ete.

Disetrss in depth any case of buthing they are imvolved in o1 hinve
known about.

Fake a case study and select areas for inter vention hom the specttum
of work given on the tolloning pages.
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4. Compile a detailed programme of work drawing from the areas they
have chosen.

6. Suggested books and materials

All the following publications are reasonably priced and many are
avallable from: Centre for. Global Fducation, University of York,
Heslington, York YOI 5DD and Changes Bookshop, 242 Belsize Road
London NW6 4B 1. Lel: 01-328 5161.

General advice on parenting skills

All these titles are written in a light hearted manner but offer sound,
practical advice..

Toddler Taming (1987) by C.. Green. London: Century Hutchinson,

Seven Tacties for Superparents (1983) by K. Wheldall, D. D. Wheldall and
S.Winter. Availuble from: Positive Products, 61 Selly Wick Drive,
Selly Park, Birminghaim B29 £Jo,

What Can Parents Do? A Handbook for Parents (1986) by Mickey and Terri
Quinn. Veritas Family Resources, Dublin: Criterion Press.

Materials for schools

Kidscape Training Pack (1986) by Michelle Elliott. A Pack for use with
pritvary age children. Availuble from: Kidscape, 82 Brook Street,
London W1Y 1YG. Tel: 01-493 9845,

Keepong Safe: A Practical Guide to Talking with Chaddyen (1988) by Michelle
Elliott. London: Hodder and Stoughton.

Teerseape (in preparationy by Michelle Elliott - for older puptls.

Steps to Success (1983) by J. Thacker. Windsor: NFER Nelson. An
interpersonal problem solving approach for children.

Prace Education Propeet = a variety of materials availiuble from: Peace
Education Project, 6 Endsleigh Street. London WG, ‘Tel: 01-1%5
2182,

Let's Co-operate (1986) by Mildred Mascheder. London: Lithosphere
Printing Co-operation.

Lets Play Together (in preparation) by Mildred Mascheder

Booklets: Violence and Non-violenee: Co-operative. Gumes: Coping with
Conflict.

Waysand ¥ cans: An apfnoach to Problem Solving (1987) by Sue Bowers. The
Hindbook of Kingston Friends Workship in conjunction with the
Learning Difticulties Project, Kingston Poly tec hnic. Available from:
Quitker Mecting House, 76 Eden Street, Kingston upon Thames
KTHID].

Using Stadent Team Learning (1986) by R E. Shvin. Availible from: he
Centie for Sodial Organization of Schiools, Johns Hopkins Univer-
sity, 3505, North Chatles Street, Baltimor e MOQ2I21E, USA,

SaFvenbody Fights b TtaSheehy. Tiish Commission for Justice and Peace,
169 Booterstown Avenuce, Blacktock, Go. Dublin, Republic of
hreland.

\
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The Friendly Classroom for a Small Planet (1978) by P. Prutzman. Avery
Publishing Group (A priwctical handbook).

Winners All-Co-operative Games For All Ages. Pax Christi, 9 Henry Road,
London N4 211,

Helping Kids Make Friends (1979) by 1. Stocking. D. Arerzo and 8. Leavitt
and Helping Friendless Childyen (1983) by 1. Stocking, D. Arezzo and
S. Leavitt. (Boys Town Centre for The Study of Youth Development
_ Nebraska). Published by: Argus Communications. Allen, ‘Texas
75002, USA.

Fird Year Tutorial Handbook (1986) by G. T. Davies. Oxford: Blackwell.

FIRM (Forum for Initiatives in Reparation and Mediation) Fact sheets
and information available from Tonv Marshall, 19 London Fnd.
Beaconsfield Road, Bucks. HPY 2HIN.

Fiction about bullying to stimulate discussion

I The King of the Castle (1982) by Susan Hill (for older children).
Oxford: Heinemann Fducation.

Willow Street. Kids (1986) by Michelle Elliott (for younger children).
1.ondon: Andre Deutsch.

Lovd of the Flies (1954) by William Golding (for older ¢ hildren). London:
Faber and Faber.

Locking Back (1973) by Camara Lave in The African Child. Short stories
compiled by John L. Foster. London: Edward Arnold.
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BULLIES AND VICTIMS IN SCHOOLS
A Guide to Understanding and Management

Bullying s a covert problem. buried i the subcuiture of a schooi. Even the
most violent and consistent buliying can remain undetected, sometimes
for years, until the victim finatly cracks. The effects on victims can be
pervasive and long term.

Valerie Besag examines what kind of child becomes a bully or victim. and
why. She explores the famity and social contexts which produce butlies
and victims. and analyses the roles of race and gender.

She provides not only a guide to understanding bullying but alsoa
teacher's handbook on whattodo about it. She analyses how schootls can
provide an environment which prevents the occurrence of bullying; which
protects against it but which can also respond effectively to crisis. She
emphasizes the necessity for close home-school cooperation with
parents and teachers as partners in helping both bully and victim.

This 1s an important and practical book in a neglected field which gives the
pasis for both understanding and action.

Valerie Besag Is an educational psychologist who has had a long and
varied teaching career working with children of all ages tn various areas In
Britain. She now wWorks as anarea educational psychotog:st for alocal
education authority and contributes to the MSc course in educational
psychology at the University of Newcastle upon Tyne.
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