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Introduction

Bullying in schools is one of the dark, hidden areas of social
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 exanUnation and
discussion. Only professionals have underestimated the extent of
ttif- problem and the long-term trauma and damage caused both
to the victims and bullies. We now understand that many victims
hide and endure their stress over a period of years, and that t he
ef fects 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 and measNred.
Definitions encompassing all possible facets of bullying become so
cumbersome, that t hey are in danger of being counterproductive.
It is, 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 maladaptivocial
functioning 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 in a variety of productive ways.

'Hie problem is coveit well hidden front the staff in sclutol.
buried in that curriculum organi7ed by the pupils themselves. In
addition to being hidden front sight, it may take the form of social
ostracism, name calling. malicious gossip or a competitive
academic approach, behaviours which are not easily identified its
bullying behaviour by the victim. It is often an attitude rather
than an act; it can be identified as bullying only lw measuring the
et le( t the acts have on a vulnerable child. Now, in legal terms, we
recogni/e that mental (melt., can cause as much distress as
physical damage, vet we may perhaps continue to be guilty of
expecting pupils to cope alone with such psychological stress.



Introduction xi

In seat( lung tot an explanation fot bullying behaviour It is
necessarY to sift thiough a bew ildermg, often (milk ung. array of
ieseaich findings from biok)gical, souological, anthropological,
pm( hologkal and othei sources H u man behaYioui necessat
rests on such a wide base of teseatch, a (Ay mid of causal factots,
effects, repercussions and implications arise, not in an additive
sense, but each interweaving and interacting with the other. The
approach I have taken has been exploratory rather than expla-
natory, illustrative rather than exhaustive. 'Fhe aim is to throw
into focus various areas of work I consider relevant for future
study.

So little research is available on this complex problem of
bullying that, as vet. we can only identify high-risk factors rather
than proffer, 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-g ale, in .situ pieces of research carried out in the

Mdiy idual school or classroom by practising teachers who know
their pupils well, may be a more flexible and fruitful way forward.
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 organi7-
anon of the sc hool and professional practice.

In studying 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 feelings involved, and
to gain a quality of insight often unattainable from those so
reluctant to discuss their fear. For this reason. varibus sections of
this book are prefaced bv a literary extra( t.

Bullying is always with us. We encounter bullies in sonie form

or other throughout our lives. There does seem to be sonic
prevalent process by. which there is a testing out of will and
strength over others. It is mit only as children that we encounter
bully ing, it happens in all strata of society and in all localities. As
adults we have learnt to go where we feel safe, to confront only
when we feel mmfOrtable, to conform am! to comply so as not to

attract too IIILR h unwanted attention. Only those /rapped by
circumstances (as in the armed services and prisons), those
trapped by emotional or financial bonds (suc h as cohabitees and
marital part nei s), parents with violent children. those trapped by

dieit tiailtv (such as the elderlY 1, mil\ aclults so loc ked in a
situation for any reason, experiem e the t pe of bullying some
hildren elimunter daily in sch(101. Sta h research that has been

carried out shows that only nue of those children learn to cope

and, of those, few will leat n to wiw quickh enough to avoid
damage and distress. We c annot expec t the vic tims to cope alone.



xii Bullies and victims in schools

It is not their battle and, therefore, we need to of fer training and
support to those at risk.

If. 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 society
unprotected? We need to ensure that the school circumstances in
which our children spend the greater part of their lives are those
we would wish for ourselves.

'Fhe problem is multidimensional and I have found that
schools are able to respond best by using a multifactorial
response. Prevention is far better than crisis management and a
team response by all tea( hers taking the responsibility for all
children at all times, in a variety of ,ays, is perhaps one of the
most effective preventative measures possible. The specific
intervention programme implemented on discovering a case of'
bullying must be \o-fold: 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 must 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 maturity rather than being overprotected.

There does appear to be a need for a change in attitudes at all
levels. The majority of" pupils in our schools. I believe, have a clear
sense of justice and they themselves are often secondary victims,
as a large number of schoolchildren are known to worry about
bullying behaviour they witness or hear discussed. We need to
help the 'silent majority of our young people to see that they are
taking responsible action in reporting incidents and not 'telling
tales'. We must however, ensure that they do not put themselves
at risk 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 Young people; and we need to ensure,
perhaps by an explicit approach to other bodies forcibb, , that we
have time during the sc hool day to develop those facets of social
life we feel to be important. Long-term studies at e beginning to
indicate that chiklren with social probkmis in school victims and
bullies arc at high t isk (0 taking those pi Aleuts with them into
adult life and even passing them on to their own children.
Academic su«.ess is important, but unless our pupils are socially
secure and well adjusted, we may not see the Fruition of their
labours or our own.

1 1
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Researching bullying

Overview

I'here has been surprisingly little research, or infOrmed opinion,
published on the subject of bullying. The sparse research
available is confounded by the terminology used. Ihe majority of
current studies have been carried out in the Scandinavian
countries, where the definition of bulking differs from that
widely accepted in Britain and the USA. The Scandinavians,
other than Olweus ( 987) and Roland (1988), consider bullying to
necessarily involve more than one attacker harassing one or
more others (1.agersper, el al.. 1982). The word 'mobbing' is used
to describe this fOrm of bullying. 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
or a well-defined group. Those who act negatively have to interact
with each other, in sonic way reinforcing eac h other's behi,ciour.
'I'he bullying, Pi kas suggests, is a goal in itself', often executed with
no other intent than to persecute the victim.

In Britain we accept that bulking can be an attack carried out
solely by one individual against almther, one individual against a
group, on- group against anothcr group or a group against onc
individual. Olweus (1987), who has worked extensively in the
field, of fers this definition: ',A person is bullied when he or she is
exposed, regularly aral over time, to negative actions on the part
of otw or more persons.' Roland (in prep.) defines it as 'The long
term and systematic use of violence, mental or physical, against an
individual who is unable to defend himself in an actual situation.'
Bjcirkquist et al. (1982) note that bullying is 'it special (ase of
;1)4141 ession hich is sot ial in nature'.

Nlost definitions agree that three fat tors are implic it in am

bullying itctivitN : it must oc Oyer a prolonged period of time
rather than being a single aggressive act; it nutst involve an
imbalance of power, the powerf ul attacking the powerless; and it
can be verbal, physical or psyc hologi( al in nature. When c hildren

I



4 Bullies and victims in schools

themselves are asked to defmc bullying they too offer these thtee
pat ametet s (,krora and "I hompson, 1 987) 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.

Ms Own definition would propose that there are four facets
to the problem:

1. It may be verbal, physical or psschological in nature.
9. It may be in the form of a socially acceptable behaviour, as in a

highly competitive approach to academic. sporting Or social
success, which, by intent, makes others feel Mferior or causes
distress.

3. It is necessarily a repetitive attack which cause, listress not
only at the tiine of each attack, but also by the lineal of future
attacks.

-1. It is characterimd by the dominance of the powerful oyer the
powerless in whatever context .

n summary. bully ing is a behaviour which can be defined as
the repeated attack physical, psychological. social or verbal by
those in a position of' power. which is formally or situationally
defined, on those who are powerless to t esist, 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 cmdd be cmtnterproductive, as some of the
most traumatic and terrifying instances of bullying have been
seemingly innocuous acts, sit( II as giving the victim 'the wink' or
'the look'. It is in the interpretation of the behaviour Its victim and
bully that the power lies.

There appears to be little es idence of serious con«.un other
than in the Scandinasian «luntries and japan. We c an only
surmise as to the reasons for this surprising lack of research and
knowledge about bullying worldwide. Bullying in schools is, on
the whole, a cmert activity occurring without adult witness;
tea( hers onls hear about it second-hand. it they are aware of it at
all, and pat ems are often the last to know. The bully, S ictim and
any observers remain silent, because then. is still a stigma in our
so( icts against telling titles. It would appear that the problem has
been mulct estimated Its adults. This mas be because it is (bib( ult
f or us as sec me adults to c omprehend the extent 01 the trauma
encountered by the s ictitn, es en when the ;ma( ks have been
continuing for some time. Resean h nosy indicates that bulls ing
can ontimic undetected by iidults for ;t number of years be( aus),'
the et fects. distressing and pet vasis e though ti,".s are. Inas be

14



Researching bullying 5

missed or misinterpreted by unwary adults (Cole, 1977). The act
of bull% iug max ( ause anxiety and stress out of all proportion to
the actual event.

One reason for the paucity of research could be that
uninformed prof essionals are insensitive to the problem and so
carry out no research. As long as there is little research, however.
pmfessionals will remain ill-informed. This circularity leaves
many children at risk.

A f urther reason tor our apparent lack of concern could be
that primarily it is only the victim who suffers. The teacher and
the rest of tlw group may remain unaffected. Even if the victim
makes a tentative complaint or shows slight signs 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 attac ks or threats can also become anxious ...tnd
distresse(l (Elliott, 1986 and Davies. 1986).

In many cultures there is a traditional expectation that
hildren will learn to look afier themsek es that they will learn to

cope with hurdles and hazards and, in so doing, be better
prepared for life. 'I hose who do not do so are thought to have
f ailed to meet some undefined soc ial riteria of succes's. Bullies, by
definition, pick out those chiklren who are vulnerable and who
are unable to defend themselves no Matter /1(AV hard the\ try. It
may. in retrospect, have been a c haracter-building experience for

some more plksicallv mlitist children, but for others the erosion

of self-confidence and self-esteem is such that even in adulthood
their soc ial interactions remain al le< ted (Cowen et (IL 1 97 3).

There may be a reltu tance on the part of the scluml or local
authority adininistrawrs to admit to the problem of .1.n

admission could be read as incompetent e and reflec i badh on the

school.
In nis own experience, I have found that any initial

reluctant e to help most of ten stems f rom the fear of adults that

the% might make things worw .or the victim should the
intet %enc. It is not east In know what to do, I or there are few
(OA ions solutions or eass answers. There are no published studies
of long-term, detailed and evaluated inlet vention. 1 cachers

often fear that then einem would simply drive the problem
umlerground. Suggestions of 'ni es s. action-research or disc uss-

i"" 14"11)" ii"Incnil` Inc" this wan wsP011sc. P"'"'"u"ivc
pt ow amines hike been I ejected in ase the\ should est alate and

en«nn age w hat is believed to be an almost non-existent problem.

Vet I have not nk self known ()Valk situation where stic h win k has

escalated atk bulk ing. Indeed, the revel se has been the case. in

that (nil out in the open and discussed 1 reels . the sect es . whic h



6 Bullies and victims in schools

I believe supports the situatkm, is lost and the tension eased. The
exposure of the problem in itself can go a long way in curtailing
the bully's activities. It is a problem which flourishes best on a bed
of secrecy, hidden from those who could help.

Ihe most obvious reason for the lack of infOrmat ion we have
about bulk ing is that children themselves will not discuss the
difficulties they 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 may feel
so ashamed anti degraded by the attacks anti insults that they are
quite unable to admit to this social failure. I have found that sonie
victims are moe easily able to draw a picture abote a humiliating
ncident , such as being spat on, than to speak about it. They feel so

ashamed that they are unpopular that they begin to feel t hem-
wives social pariahs. Parents, too, can feel ashamed that their
( hild is not a social success and is unable to call on class !.upport.
this «ntld contribute to pai-ents' reluctance to approach the

school for help or to return if an initial strategy has not worked.
Parental pressure on professionals to address themselves to this
problem has been lacking and may have contributed to the lack of
available expertise.

It is not only f rom the attacker(s) that the chiki may fear
reprisals. If the bulb and victim are of the same age. the vic tim's
parents ma\ expect him/her to fend off attack, to protect
possessions anti clothing. .1.1w vast range of physical strength and

mfidence fOund in any one age group is often underestimated
bv parents who, understandably, become angn at tl'e loss ordestruction of property.

A child may not admit to difficulties encountered at school
bOr fear of worrying his:her parents, especially if the family is
e n m .t .s possible that those yenxperiecing soe trauma. S
problems. such as marital disharmony, may have been contribu-
tor\ to the child's lack of confident e and self-esteem whit h. in
till U. may ha \ e resulted in hislier urrent vulnerabilitx

Finallx . ex en older children do not always understand the
subtleties of bull\ ing situations. Sot ially isolated children max
endure loneliness and ostracism w ithout being able to verlxiliie
the (unitised emotions they experieme. Feat hers may see it onb,
within the normal spectrum Of disruption 01- aggression in the
bustle of the st 110011 day, partic idiot Ix as separate incidents IllaN be
(Totted to sepal ate tea( hers. if the \ are t eported at all.

With so few studies available. the contamination of cross-
cultural et fects. the dif fel-eines in termitmlogx , the al lay of
WM:art h designs einployed and, ab(ive all (the I t we cannot lose
sight of) that %ye \ know what the I tightened young people are
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willing to tell us, it would be fOolhardy, at present, to extrapolate
anything from the research so far clher 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 play-
ground on his routine visits to schools (Heinemann, 1973). 1Iis
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 for
over 20 years, has access to important longitudinal data. The
impact of' the early work of Olweus led the Norwegian Ministr of
Education to initiate a nationwide campaign against bullying in
schools (Norwegian National (ampaign, 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 shortk to be published and
will provide data on 140 000 students. I understand that the
findings suggest that those schook which were initially most
receptive to the programme (especially secon(Iary sc hook) have
had the greatest successes.

Olweus continues his large-scale, long-term research in both
Nomay and Sweden. Those boys studied at 13 and 15 years of
age and identified by Olweus as bullies, have been found now , at
approximately the age of" 24, to be more likely to be involved ill
criminal and antisocial activities (Olweus, personal communi-
cation and 1987). Olweus is currently looking at the levels of
testosterone and adrenalin, and the neuropsvchological feat urcs
of a sub-group of boys taken over a period of' 7 Nears, As Net, a
huge body of work awaits collation and publication.

l'here are, however, major dif ferences between Scandinavia
and Britain which do not allow for the careless comparison or
adoption of data between studies. I n the Scandinavian studies,
little variation was found between the number of :ocidents
reported in rural ami urban schools. Olwens disputes what he
tez ins the nits th of the idyllic rural school, whereas a higher
incidence of bull\ ing was f ound in urban «impared with I ural
schools in Rritain (Stephenson an(l Smith, 1988). It may he
ries ant that there are less large «murbations in Scandinavia .
ew dif ferences between schools were repot ted in Scandinavia,

but their largest sdiools have a r ok. of 800 pupils, ( % tilt

ii 11.111) where it is possible for tlwre to be up to 2000. The vast
majority of pupils in Scandinavia continue on to turt het
education and post-sc hool prospects are better bec arise uncni-
plo numt figures are, at present, as low as .1 !XI. CC111 W01111(11101
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Cultut-al Cooperation, 1988). It may be, therefOre, that there is a
more homogeneous kel to Scandinavian schools. Olweus (1987)
considers, however, that it is such factors as parenting skills which
are crucial. rather than socioeconomic variables.

japan is the only countrN outside Scandinavia to :.ken
an interest in bullying at a national level. The degree of«mcern is
such that a national survey is currently being carried out
throughout japan. White (1987) quotes the National Police
Agency as defining I;ime (Imllving) as:

attacks On a particular individual, physical and/or through
the force of words, involving threats or pushing. shoving or
punching. being shunned by their classmates. psychological
pressure continually repeated. resulting in suffering to the
sit tim.

he police has e organi/ed a telephone help line for the use of'
both parents and children. The public and media con«Tn is tun
inure sensationalism; the education of children is a high national
priority in Japan. Education is seen first as a way for the
individual to gain social status, recognition of achievement and
personal growth; aml, secondly, the key to national cohesion and
continuity, and the way forward towards international develop-
ment. .1.ns weakness noted in the system causes an immediate
alert (White, 1987).

This national concern with education is thought to have
contributed to the inteuse pressure put on even verv %ming
children to succeed and conform in school. Ili secondary age,
\\*hite reports 90 percent of students are receiving private tuition
alter school. On leaving school, less t hat 1 per cent of st udents are
illiterate. set 10(11) charadet s must be mastered For a minimum
le\ el of literac. Tlwve is an implicit understanding that no child
has a finite potential to learn and that there is no ceiling on
The international press has frequenth implied that the stress
imposed by this si stem is to blame for the number of suicides
among soling people Pt japan. but it re( elm mit vcy dispute(l this
and found the ligmes to lw less than those f rout the t'S.\ tWali

ret lam nal, 1985).

1 here is a heritage in.1apan of group-«nisc iousness --- to be a
gou(h 1410111)111(2111bC1' is not Old\ but is considet ed to be a
skill in itself. rhis is manifest in the !wish tteatment giNen to
outsiders, stt h hildl C11 1011111111g II0111 ho, iii the
pittit. \ slif iCred Slit h qrCss alld RI('( tRIll. that there is now it
national pi ()gramme to help with reintegration (White. 1987).
linerestingls the emphasis is to c hange the ictim, to help dwm
to becotne a go )od grc nip membet . I here would appear ti dw little

S
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idence of bullies having to face their responsibilik lot- the

situation.
(Atildren in modern japan are ofien caught between two

ideologies the recent econonnc growth gnawing away at the

rural, cultural traditions (Yamazaki et at, 1986). Even in the
home, change is evident as fathers are spending more time at

work, it is the nun her who becomes the main disciplinarian. More
than half of those surveyed by White (1987) found the task
extremely stressful.

Even though it would be rash to transpose facts aml figures

f rom one cultural setting to another without due caution. it must
be with interest that we await the findings of this national st/I'vel,.

Critique

Most of the research published so far on bulking has been based

on pupil reports and replies to a wide variety of questionnaires.

This means that we onk know what we have been told.
reliabilitA or the data rests on the assumption that the responses

gi\ en reflect the true situation. .15 bullying is a beha lour
characteri/ed h anxiet fear and threat. and perhaps a boast ful

demonstration of power bv the dominant. reservations which are
.0ice5l about Stall l'eSeaFtil designs are even more relevant when

this st% lc of research is used to int estigate Indking. Olwetis and

Roland have II ied to ensure the anom mit y of replies to all their
questionnaires but, e\ en so, it could be that some degree of
apprehension on the part of vulnerable c hildren, and bras ado on

tlw part of the more confident, causes t ontamination oldie data.

Roth Olweus and Roland, however. has e used parent and teache,-

intet %iew s and peer ratings to confirm their findings, and a
surprisingh good «irrelation has been found between results. so
that pupil responses do appear to constitute reliable data.

reat het responses ,ilone hi,i c been found to la. an unreliable

means of idetnif sing vit titus ,tnd bullies bv Lowenstein ( 1978)

tt ho found t hal teat hers tended to conf use bulls ing with aggress-

ion and dist uption. putting the beha iours on the same

.1 majot dif lit tilts Is thdt thcie 110 (MC allepled IlChnitiOn
%johns. Est:it "'thin andula\ Pikas

19731)) holds the that it is a group mobbing. whereas( )1scw,

alloss s the « m«.hit of the lone bully. The 0 ittegori/httion htillies

has mils leo end% int hulcd, the an \ ious bulk (Stephenson and

Smith. I 988t and the neuron( bulk (Min he! and O'Moote, [988),

.\ t atcgor\ that I liac. n1(9101(11, the false %it tint, has not been

studie(1 I (is, enstein ( 1978), although one ol the nun
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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 a week for a month or more. Lowenstein uses
stricter itel ia: the attacks must have continued for at least 6
months tild 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. Bullying is a subtle behaviour, taking many forms and in-
volving highly complex interactions. It is, at least, a two-way inter-
a ion, possibly depending as much on the response of the victim
as on the initial intent of the bully. It may be that a questionnaire
or writ ten response could miss the vital components of the prob-
lem. Checklists may, at best, only indicate rates of incidence, and
not further our knowledge in a more meaningful way.

One of the more controversial issues to arise from research is
the question of whether or not a child can be both bully and
victim. 'Ishe traditional bully is a lonely child, socially or academic-
alb ina(lequate. a child bullied by others, but who attacks weaker
victims to compensate. Olweus (1978) states that tile personality
and I mme background of bullies and victims are so diverse that
onl a few c hildren could encotnpass both roles. Those studies
which have looked at t he comparative ages of bullies and victims
show that bullies tend to be 1-2 years older than their victims
(01wetis. 1987). In such a situation, the may feel confident
enough to bulk : however, among their peers, (1r at home, they
niaN themselves be the victims of others. As vet, no research has
explored this possibility.

.1 few studies that set Out to investigate quite different ptob-
lems such as sexual abuse, truancy, aggression or disruption,
found that bullying was a related problem (West and Farrington,
1973; Reid, 1Wia). Understandably, these st tidies can of fer little
(loaded data on any aspect of bullying. liic results of a further
gi imp of studies, spec if Rally undertaken to look at the problem of
bullying in schools, have as vet only been published in precis form
(Mit( lief an(1 ()'Moore, 1988; Byrne, 1 f )87).
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"l'he most exhaustive and complex work undertaken so far is
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 summary of the research findings is presemed in Tables
1-5 at the end of' this chapter.

Summary of research findings

Frequency

One conclusion which may be drawn frmn ti sparse and diverse
research is that at least I() per cent of chilo,. I it, 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 5 per cent could be considered seriously
involved and 13 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 (Nlitchel and O'Nloore, 1988; Byrne, 1987; 1mwen-
stein. 1978). Some studies put the figure higher if parents were
surveyed. Newson and Newson (1984) found that 26 per cent of
parents had conic across the problem. A further informal study
by .1Io1her magazine in 1987 reported that 25 per cent of primary
pupils interviewed had encountered the problem and 75 per cent
of' the parents of the children had fOund it to be the worst
ploblem their children had been required to face. A MORI
report (1987) found that one in fOur parents interviewed said that
their children had been seriottsly intimidated by others. Elliott
(1986), who interviewed .1000 children about abuse, found that
38 per cent had been bullied bv other children badly enough to
describe the experience as terrifying. Of the sample. 8 per cent of
the boys and 2 per cent of the girls had found the experience to
have had a chronic and severe ef feet on their everyday lives. Of
the parents of the children surveyed. 30 per cent were anxious
about bullying, but only 1 per cent had IN' idea as to how to help
their child. Could this be why Olweus found that only half the
xictints of primary age and 35 per cent of older students had
reported the proldent to their parents? In the sante suncy, Elliott
found that of those children who approached their teacher for
help only 60 per cent of primary hildren and10 per cent of older
children wnsidered that ;Otitis were chilet willing or able to
alleviate then clkti css. Vet y few bullies of any age had been
approached 1)% teachers or parents about their behaviour. A
study by Riley (1988) of bullying in a «nnprehensive school,
found that of 30 c;ises of bullying with 21 pupils witnessing the
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bulls ing only 5 were reportcd to staff' and only 2 were observed
by staf I. Fhere was a massive degree of non-referral.

Stephenson and Smith (1988), studying primary age chil-
dren, in(licated that a wide discrepancy occurred between
sclumls. They found that the number of children involved in
bullying in each school group varied from nil to 50 per cent; on
average. 23 per cent were involved as bullies or victims. Riles
(1988) also found that one of the four keder schools he studied
had the reputation of' being 'violent% however, this finding may
have been influenced bs the high percentage of pupils from
ethnic minorities in the school, because the st udy found that these
children were most at risk of being bullied. Arora and Thompson
(1987) studied children in a secondars school and also Found the
frequency to vary widely f rom class to class. In this latter study, 50
per cent of' 1-1-year-old boss 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 dif ferent approach, Reid (1983). in his work on truancy.
discovered that approximately 19 per cent of truants had started
to skip school because of bullying and continued to miss school
for this reason.

There is some cs ulence, not vet published in detail, which
would seem to indicate that the incidence of bullying is even
higher in specialist settings, among those pupils with emotional,
behavioural or learning chilli( ulties. Mitchel and O'Moore (1988)
hniiid that 16 Per ceni °1. children in Primary remedial groups
bullied others, compared with pet- cent in non-remedial groups.
Rs roe (1987) came to it similar «ificlusion in his study of a
secondary school 9 per cent in remedial groups compared with
5 per «mt in ordinary classes. Stephenson and Smith (1988)
found the incidence of bulls ing to be higher among children in
specialist settings tor emotional and behavioural Problems.
Sixts pCr cent of these chiklren had been invoked in bullying
prior to admission. Other studies (e.g. Olweus, 1978) suggest that
both victims and bullies at e most often children of as erage ability,
but it would scent that the stress engetulered IA the bullyingcould
result in :natty vic tints, espec iall those ith long-term problems,
nuclei itc hieving.

11 lutist he st l'C,,,,C(1 that muc hi of this work has been based on
punil (Torts, we wits know what the\ have told us. Hie studies
were, hotves cr. all anons mous and the figures do seem to be
eplicated Itotit Other sources sut h as teacher, parent and peel
cpot tsind Flom studies ss hic It did not originalls set out to look

at the pi ()Hem of bulk lug. as in the truant and abuse survess.
Even these figures pet haps mask the ti tie extent of the

damage, because the\ do not take into account the et tett of

2 '
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bullying on those merely ohs< rying it. It is clear that many
clnldren become highly anxious after witnessing a bullying
incident. Students about to transfer from primary to secondary
school rated it as their main concern about their new school
(Davies. 19861. The figures quoted do not take into account such

phemnnena as the ripple effect of malicious gossip or the effect

one bulk alone can have if backed by the group in socially

isolating a child. In legislation, non-physical attacks, such as
slander and libel, are recognized as potent, and tnental cruelty is

considered alongside physical cruelty as valid ground for divorce.

yet in such issues as bullying it could be that we continue to
underestimate the damage non-phsical bullying may have upon

the target child.
A distressing factor emerging from the research is that the

bullying is ofien sustained over a kmg period of time, being
handed on from class to class or even year to year. Cole (1977)

found that two-thirds of teachers facing the problem had

inherited it front the previous year. Sadh the majoritN felt that
they themselves had not been able to implement realistic change

and would, therefore, pass the problem on vet again at the end of

the Year. Other stu(lies have reported similar findings. Riley
( 1988) found that over 50 per cent of bullies had been identified

by the feeder schools previous to entering the :;econdarv school.

The Scandinavian studies fOund similar stability: 1.agerspetz d al.

(1982) reported a 93 per cent stabilit% of incidence Over I year.

att acks do not appear to be constant , rather they ebb and flow

over time, lmt it is clear that specific children are targeted fOr

attac k and that their miser\ is prolonged. A general conclusion
which could be drawn from the research is that teachers may
recognize the problem but severely underestimate both the

extent and the direct and indirect effect it can have on both the

ictint and the group.

Categories of victim and bully

Several subgroupings may be identified from the two categories

of vic tint and bulk- (see Fables I-5 foi references).

iv/

I hese al e hilch en sslmo are Mel f ect for wit:newt- reason. ill

the hu c ul <atm k (Oh% ells. 1978. ) hes avoid aggression and
ontation and lu k the «mhdence or skill to clic it suppm t

I rom their peers. .1 hese hildren are des( ribed :is being Icuif id.

phssR ails weakei than their peel s, cautious, withdrawn, and

often find it chi fic ult to make h lends. \Vhen athu ked the\ displak
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helpless, futile anger. Olweus (1978) considers that a significant
number have coordination difficulties and a low level of self-
esteem.

P rovocatilw 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 to fall
into this category (Olweus, 1978). I n 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

fhese 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.
It is 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.

Ealv

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

B -vidim%

A group of children are victims in one situation vet bully in
another. Olwetts (1985a) fOund that 6 per cent of those who were
seriously bullied, and 18 per cent of those who were bullied
occasionally, in turn bullied others. It is suggested lw Olweus that
the characteristics of the bully and victim differ so widely that this
group will necessarily be small. Children subjected to harsh
discipline at home, to the extent that they are bullied lw their
parents. are more likely than others to be aggressive to those
%ounger and more vulnerable. In this wav they wmtkl. seem tc
hay e the dual i ole of both victim and bulk . Iliese Itildi en wet e
found to be physically strong and ab'e to assert themselves.
Stephenson and Smith (1988) found them to be less popular with
their peers than the main group of bullies.
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Bullies

The research is in general agreement about the characteristics of
the bullies (Olweus, 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.

A nxiOus bullies

This group has been identified by Stephenson and Smith (1988).
They are the least confident children and are less popular than
other bullies. These children appear to have other difTiculties,
such as problems at home or educational failure. This group
made up 18 per cent of the category identified as bullies. This
would appear to be the type of child labelled as the bully who is a
coward at heart, the `oar 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 dif f ere nces

There is general agreement with the finding of Olweus (1978)
that boys are more violent an:1 destructive in their bullying than
girls. Boys bully in a direct way, using physical aggression or
threat. Girk favour the more indirect modes of malicious gossip
and social ostracism. Boys bully both boys and girls, but mainly
other boys, whereas girls bully, alraost exclusively, other girls
(Olweus, 1987). Roland suggests from his results that boys bully
both boys and girls and find victims from other classes, Ys hereas
girls bully mainly girls and choose victims from theit own class.
'rhis would seem feasible since Roland found that the girls in his
study' were using alienation froto the group as their bullying
technique, and this would lw more ef fective among girls in the
sante (lass (Roland, in prep.).

The finding that boys bully more than girls, in the ratio of
three to one, is a finding common to several pieces of research,
but as the behaviour of t he girls is more covert, it «mlo' /V that the
incidence among girls is higher than we at present assume.
Parents and teachers, however, teport that there is an equal
amount of bullying between girls as there is between boys. This
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Power Affiliat ion

BONS

Girls

Figure 1 Rationale for bullying Roland (personal (onimunication)
suggests that boys bulls to display their power. girls for reassurance.

could lw because the girls complain to adults about being
excluded without realizing that it is a form of bullying, whereas
adults do label the behaviour in this win.

Roland (in prep.) has looked closely at the behaviour of girls
who bully and suggests that they are seeking out an affiliation
with others 1)5 alienating the victim to prove that they are 'in the
group and, by definition, that the target girl is 'out'. It is suggested
that girls bully for reassurance, whereas boN s bulls to display their
power (Wachtel, 1973). Affiliation and power are considered by
Omark et at (1975) to be the basic factors which regulate our
social behaviour (see Fig. I ).

Agc/Ottors

( ()87) b"s "H"Pared dam From "nd secondary
hools. Comparisons bet ween other stitches are difficult to obtain

due to differences in the definition of terms such as bully, victim
and hulk ing. and differences in the choice of methodology.
Olweus finind the incidence of bullying to be twice as high in
prinian as in sewndars schools. The time of greatest risk lot-
\ iclims was found to be on entry to school, at each stage. Bullies
were found to be actise in the last year of both primarY and
se«mdars sc hool. presuniabk when the% are the oldest present
and so in it position to dominate aml sever:d studies confirm a
peak at about 13 ears. Fhis h pothesis is supportef' by the
finding that the bullies were least u five on entry to the stcolidary
school. i.e. w hen dies arc the soungest students. Bullies of any
age were found to be older than their s ictims and this has been
substantiated In several other studies. Over the school years
bullying among girls dec reases, whereas it int reases among boys,
although the1 e was found to be a general de( rease itt physic al
bulls ing among the oldet

ami/\ Ru tots

amik la( tors w ill be considered mot e I tills in a latet haptet but
it is of uelevhtmRe to :ote that all studies whit h ins estigated the

2
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f anul background found it to he an influential facto? wninton to
both bullies and victims (Lowenstein 1978; Stephenson and
Smith 1987a, b). 1,1w negative attitude of a mother to her son was
found to be most significant (Olweus, 1987; Roland. in prep.).
.I.his negative attitude, characterized by indiff erence and a lack of
involvement, is termed 'silent violence' IA Olweus.

Behai,ionral problems

Some studies have made reference to bullying in relation to ot her
behavimiral 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

On aggression and disruption in schools mention bullying as one of

a constellation of behaviours exhibited bN these pupils but. sadly.
little infimnation specific to bullying has been collated (Foy, 1977;
Mills, 197(i; Lawrence et al.. 1981; tVikon and Irvine, 1978). One
recent studs indicated that a high proportion of bullies were
disruptive in class hut the study was small and within one school
(Riley. 1988). Wider researc It is needed to confirm thehN pot hesis.

Rwial bullying

There is little research available on the bullying of ethnic minorit
children, although small-scale studies indicate that these pupils
are especially at risk (Riles. 1988). Seven out of ten children
nominated as bullies were found to have strong racist attitudes.
I Ins bullying would appear to start at an earls age (Akin:1r and
Stionach, 1986). Riley observed that there were two separate
communities at playtimes in the school he studied. and socio-
metric work not only showed that a high proportion of these
cluldren were victims of attack but that there was very little
positive contact between the children Ircnn ethnic minorities and
the other pupils in the school. "Hie victims did not talk of racism

but they did speak oF being bullied (further discussion of vac ial

bullying is to be found in (hapter 3).

One clear finding tont all the research presented is that at
least 10 per cent of childret.4 all ages in our schools arc involved

m a bullying situation. In looking at the incidem e of bullying, we

need to «insider whether or not it is of paramount importan«. to
tclentify large numbers of children at risk before wc initiate pre-
\ entatis e work in our schools. Does our intervention depend on a

head «Hutt alone? Without doubt, for some child) e» and their

parents, then one case ;done is sulfic ient to warrant our help.

Table 6preseutsa stun/natl. of authors, samples, methodolo-
gies and results.
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2

The bullies

When I was a kiddie
I lived with ma granny
And manv a hiding ma granny gied me.

Now I'm a man
And I live with ma granny
And do to ma granny what she did to me.

(Traditional rhyme)

Most definitions of bullying encapsulate the idea of there being
an uneven distribution of power, i.e. a lack 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 sonw intrinsic
need for humans to exercise and display their power over others,
an inevitable instinct for the powerful to assert their dominance
over the weak? It is coMmonly assumed that it is natural fnr all
animals to fight and ethological examples are quoted f reely.

In general terms, all animals do display aggression and
clearly certain animals establish their dominance firmly over the
more submissive of the species (Edelman 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 informallv establishing a hierarch y. of dominance. Even among
older boys, in corridors or at bus stops, one sees this playful,
casual behaviour, but careful observation clearly shows who is the
more dominant of the dyad. Most primate groups, including
young children, do establish this hierarchy of dominance (Edel-
man and °mai k, 1973). It occurs as a matter of c(mrse through-
out casual interactions, an eminent position in the group being
allocated, in the case of children, to the tough, smart, kind and
popular.

I lowevet a«nrding to sonw theorists, the element ofcruelty
involved is exdusive to humans:



28 Bullies and victims in schools

It is a sad fact that, with the exception of certain rodents no
animal habitually attacks or destroys members of its own
species to the same extent as humans. (Storr, 1973)

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 animals which does not serve a definite function
(Lorenz, 1966). For example, domestic animals will use violence if
space or fixxl is limited. Also, newly dominant male lions may kill
off the offspring of previously dominant males. However, this is
rational behaviour, because the females come into oestrus faster.
there will be no future competition between the established cubs
and those the new male will produce, and only his genes will be
left in the pride (Krebs. 1984).

In contrast, there seems little rationale to the verbal, physical
and psychological taunting of' bullying children in terms of'
species preservation. Wit tles are rarely able to offer any ready
explanation for the bullying. Sadly, over time, a cognitive change
seems to occur in both bullies and their victims; the victims begin
to believe that thev deserve the attac ks, the bullies that their
actions are warranted (Bjorkquist et al., 1982).

1 he rationale which appears to emerge is the nee(1 of the
bullies to demonstrate or confirm their power over others
(Bowers, 1973; Wachtel, 1973). It would seem that the human
race has always had a preocc upation with seeking power wars
and invasions embody the principles of bullying behaviour:

Man has always been fascinated lw power. He has reason to
be for, as scholars we are fond of reminding hint he belongs
to a violent species. Look at his history: a long succession of

ars with interludes of peace in localized tittles and places.
Ills myths and his religion are saturated with concern for
power. (Mc( lelland, 1973)

Highly aggressive children appear Inn only to seek out
«mflict situations, but to choose those where they may best be
observed by their peers (Wachtel, 1973). McClelland (1975)
proposes that there are two faces to power: a socialized power
where there is a need For positive influence in the group, and a
pet sonalized power an 'I win, thereto! c you lose' situation. Both
ate evident in bulk ing behaviour but the latter, especially, seems
relevant in this context. There is perhaps a balance between the
1mwer of the bully and tile feelings of ft al- and vulnerability ()Hite
victim; a syniNot lc relationship where the signs of helplessness of
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the I( I on gr e the blIns 11( em e IO use 1>owe1 -ot tented led lunques

to dominate (Rubin, 1980)
The need to feel dominant over others, as is shown in

bulk ing among children, may renntin through the adult years but
be expressed in different manner. Attempts to measure a
'power motive in adults suggest that it expresses itself in a variety
of ways throughout the stages of maturits , often in an indirect or
vicarious manner in the areas of' work or leism e (McClelland,
1975). Younger males Inas seek power-arousing cues in maga-
/ines where women are port ras ed as submissive or compliant, or
they may favour guns or powerful cars. In later maturity power
mav be courted by possessions. e.g. collections of paintings or
antiques or by committee work. Women, it is suggested, display
their need fOr dominance through an obsessidm with their body
image, clothing or home decor. Bullying among clnldren, how-
t'Ver, often involves a less subtle bid fdr power and dominaiwe

in id Frequends incorporates some form of direct aggression.

Aggression

Bull\ ing is not a new phenomenon, it is simply one form of
aggression which is social in its nature (Norkquist et ett, 1982).
Indiscipline and aggression have always been a permanent
feature of schools: Gallup (198-1) found disruption a major

oblem in American classrooms; Dunning et al. (1988) write of
the 'wild and riotous folk antecedents of modern fiwtball
hooliganism', which can be traced back to the fourteenth century;
the %iolent mutinies of schoolboys in the seventeetith century are
documented bs Ark.s (19(0); and Ogilvie ( 1953) notes that more
than one public school has been raied to the ground! bs its pupils.
\ perusal I made of school logbooks dating bad k to the last
( cowry showed that violent attacks on pupils and teachers were
not uncommon at that time, ggression in sclmols is not a
ontemporar problem hut there are perhaps contemporary

factors, stub as tnedia (-overage, which could lead us t(1 believe
that this is so. Olwcus (1979) defines aggression as:

am art or behaviour that ins (dyes, might ins olve, andlot to
some extent can be considered as aiming at, the Mill( non of
Hut.% or discomfort: also manifestations of inner reactions
sin Ii as feelings and thoughts that can be «msidered to have
sud h an aim are regal ded as aggressiSe responses.

Hie «int Litt of aggression «is el s a myriad of events from
toddler tempet tantrums to grievous bodily harm:I:he target 1 or

0
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the aggi ession may not be oby tous, some fot ins of aggiessIN e
behaytotn ( an be misinterpreted or oyet hmked. A deliberately
slow speed of working, the repeated ignoring of explicit instruc-
tions, some forms of school refusal or 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 pet-haps
be considered within the context of bullying.

Aggression is not a preserve of a pathological mMority of
children; all children are aggressive in some manner at some
time, none are aggressive all of the time. In seeking explanations

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 persotmel 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:

Oiganized vs collective aggre.s.sion (Nielsen and Stigendal.
1973). A group of' children, having planned to lie in wait for
another, on the way home front school, is an example of
organized aggression. This premeditated attack may be more
dangerous and damaging, reflecting a negative feeling
common 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.

2. Direct ns ritualized aggresmon. Aggression can be in the fortn of
a direct attack on another with deliberate intent to harm.
'There is, however, a ritualized aggression a symbolic form
as can be seen in the elaborate display's of weaponry and
aggressive dress style used by some young people to empha-
size their power and potency. A latent ritualized aggression
may be triggered and become active by provocation or, fbr
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, if mishandled, erupt into
direct attack.
Direct m indirect aggrewon. Bullying behaviour is divided by
Olweus (1978) into direct aggression (e.g. physical or verbal
attack) and indirect aggression (e.g. covert malicious gossip,
Lruel jokes, sarcasm, social ostracism). Girls, he suggests, in e
more likely to be subjected to the latter, whereas boys are
prone to both types of attack, as can be seen from several of the
case studies presented later.
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4 liitt 'mental agivessIon 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-
mince over others in a variety of ways.

le 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)

Pre 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
optimism 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 itidividual behaviour'
(Monte, 1977). Most definitions imply that in addition 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

(M ittler, 1971).
Longitudinal studies of temperament have been carried out

to look for stability over time, presuming that t his would support
the hypothesis of genetic predisposition (Chess and Thoraas,
1984). Robins (196fia) followed a ohort of chiklren over 30 years
and found sonie stability of temperament ; Cowen et al. (197 31also

fOund stability and, interestingly, noted that opinions of
classmates given by peers were as good a predictor of adult
behaviour as prokssional opinions and psychometric measure-

ments. Classmates spend a great deal of their time together and
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share a wide i ange of experiences and, thet efore, It is I easonable
to assume that they know more about each other than anyone
else. I rritable 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 et a/.'s (1963) vast cohort indiGne that some early
infant indices reliably predict adult social problems. Most rel-
evant to bullying is the work of Olweus (personal communication
and 1987). who has shown that a high proportion of boys bullying
others at 8 y ears okl are likely to display troublesome behaviour at
16. and to pursue an antisocial or criminal career by age 24. In
summary, there wouki appear to be some degree of stability
evident , for whatever reason, in the personality of some. if not all,
children.

A different Mterpretat urn of' these studies has. however.
been made by ( :larke and Clarke (1984), who ofTer a lively debate.
They suggest that a simple measure of stability of response to
environmental stimuli is not necessarily ploof of a predisposition
of temperatiwnt, but could simply indicate a learned pattern of
behaviour showing a high resistaiwe to change. In addition, there
may by considerable stability in the environmental factors in-
volved. Wolf f" (1986) states that as no findings are ever totally
conclusive, we can never predWI 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
even study a considerable number did not. MacFarlane (1964),
wrote retrospectively of the 30 year hong Berkley Guidance
Study:

Nfany of our most mature and competent adults had severely
troubled and confusing childhoods and adolescences. Many
of our highly successful children and adolescents hare failed
to achieve their predicted potential.

Robins ( I 966a) wrote that 90 per cent of the sociopathic adults in
her whorl had displayed antisocial behaviouras children. It is not
as easy, however, to predict from the incidence of disturbanc e in
children, which of' them will grow up to have problems in
adulthood. While agreeing that there is a degree of constam N of
temperament, Clarke and Clarke (1984) stress most strongly the
potential fol change, i.e. the plasticity of human behaviour. *1 hey
suggest that four categories of factors biological, sociologic al,
Cm II onmental and chance tend to militate against tile idea ot
«in,aant y iii human development.

Whethel or not there is stnie degree of predisposition m
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personality, there do appear to be some factors which counter
adverse circtuustances and provide highly positive effects in the

most serious of eases: a special talent or interest, a commitment to

a career, a rewarding relationship outside the family. perhaps
with a particular teacher. Anv or a combination of these factors

can have a profound effect on the eventual development of the

child faced with extremely (lifficult circumstanc es (Quinton and

Rutter, 19851)). Factors which offer the young person self-

esteem, confidence and independence seem factors critical to

success. If the aggressive tendenc: of some children can be
identified in the very early years it would seem expedient to look

at our work with preschool children its it could be that at this
young age they are more responsive to adult intervention. Clarke

and Clarke (198.1) sivr;gest that we need not rush to intervene

without deliberaiion, because the flexibility and resilience of the

human organism do not decrease with age and, t herefore, there is

always opportunity for change.
Only in the middle of the last century did there begin to be

any systematic consideration give» to causal factors within the
environment for child behaviour. Previously, the child was
deemed good or bad from birth; prevalent explanations being

sought in hereditary or religious fatalism. Simple rewards and
punishments were the only inducements or deterrents used in

attempting change. There arc now many explanations offered to

account tor the behaviour of children.

Some explanations for aggressive behaviour

A wide range of explanations has been of fered fia aggressive

behaviour: decor, food additives, diet. medical conditions and, of

course. previous experiences of all hams. Those mentioned here

are those relating to the responses of a child which may be
considered in a programme fc»- change to be initiated by a school.

These explanations .tre not discrete but interrelated, so that more
than one could be at the root of any aggressive act perpetntted bv

any one child.
A child using bullying tactics may not have attained the sanw

stage of moral development its the others in his/her gloom
(Kohlberg, 1981), aml attitudes can yar, greatly within any one

age band. Sonic. children may have genuine difficultN in under-

standing the view. of others and. being unable to empathi/e with

the distress of their peers. regard their own teasing and taunting

of them as just 'messing about'.
Many bullies appear to experiem e little guilt or sytnpathy f (»-

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 sonic pupils, in my own experience, to
reflect on and justify their actions solely from an egocentric
stance; to hold a skewed perception of a confromation 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 efforts to
be irrelevant 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 a real or imagined threat or provocation could stem
from low self-value (Meichenbaum, 1977). There is a poor
prognosis for the success of a simple social skills programme for
such children (Spence, 1983). Thrse 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 for 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 hierarchy of dominance is established
and even young children become aware of when to challenge and
when to comply. A better command of languageallows squabbles
to be settled without resort to physical violence and a developing
intellect allows for both coping with and avoiding conflict
(Patterson and Guillon, 1976). In adolescence, conflicts have a
more abstract, less tangible source, involving status, obligations,
rights, belief's 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

4 4
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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 perceptions
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 most 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 t heir d:sposal 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 pre(lict 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 behaviour in schools.

During puberty hormonal changes correspond to parallel
emotional development, leading to a stage where there can be a
severe lack of confidence 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,
gradually emerge throughout the teenage years as independent
individuals, seeking out ,their abilities, limitations and bounda-
ries. 'rhere 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
closely mirror those of adults. This can encourage a sense 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
media.

The role of society

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

If 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
is 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

TherefOre, the most salient etnotional links are with
others-like themselves, within a community made up from an
aggregate of structurally similar groups. The result is a strong
cohesive conununity 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 monitoring of a chihrs where-
abouts can result in the early socialization of the child occurring
on the neighbourhood streets or further afield, where the young
child only has e(lually young or slightly older role models
(Dunning et al.. 1988). In addition, the adults in the community
may have a positive attitude towards aggression, the young males
being en«ntraged to 'stand up fOr themselves. physical prowess,
for example, being more highly prized than tlw academic
competence promoted lw some schools. Elias (1978) suggests that
power has gradually been transfer, ed over the centuries to the
police and the legal system. and that this collective monopoly
protects the individual from sudden attack. Parents, therefore.
should be able to demand that their of fspring suppress aggressive
impulses because, in a situation of law and order, those impulses
are redundant. The result is that we now experience guilt if we
transgress and behave in a violent manner. Some parents,
however, do not train their c hildren to suppress their aggressive
impulses, perhaps because they live in connuunities where law

4 6
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and order are not as much in evidence. In some of the more
impoverished communities, the most vulnerable families are
scapegoated and bullied by the more robust, and this is evident in

the case st udies of Michael and Andrew presented in Chapter I O.

Dunning et al. (1988) propose that there are two different
response patterns to the aggression of children; the response of

families with a non-positive attitude to aggression being differ-

ent front the response of families with a positive attitude to

aggression.

Responses made to aggression b% fatuities with a non-positive
attitude to aggression include:

restraint on any overt expression of aggression;
it max. be pushed behind the scenes or channelled into other

act ivit ies;
a high level of guilt and remorse may be im ulcated by others;

it may be deflected legitimately by playing sport or enlisting in

the army;
intellectual zind academic qualities are prized (over, or as well

as, physical strength):

Responses made to aggression by f atr.ilies 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;

flb legitimate modes are considered too tame;
street credibility is essential for community kudos.

Front my own experience I woukl suggest t hat even within an

aggressive culture there are rules and regulations. Anyone

overstepping the mark earns a derogatory label such as 'nutter'
and group disapproval. Rather than making a simplistic judge-

ment of such behaviour, it is necessary to view it in the context in

which it Occurs. 'These young people may be severely restricted in

their options they may not be faced with f ree-floating moral
choices which can lw taken outside of their limited cxperienCe. It

is no mean achievement fin such pupils to straddle the two

cult ures of home and sclmol.
For a further explanation of aggressive attitudes in some

young people, we must look to the heritage of industry toexplain

an 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 weak nes., led to the inevitable loss ofjob and
livelihood and crippling medical bills. It was essential to be strong
for 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 is gained by a display 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 sante time hold out a
common 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 ofour 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 front 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 difference was discernible in the behaviour and relationships
between boys and girls from a very early age, this might offer
support to the theory of some degree of prenatal influence.
Whether this is the case or not, any differences found in t he social
behaviour of boys and girls would offer valuable insights into the
more covert behaviour of bullying.

The previous discussion emphasized the part society perhaps
plays in eliciting aggressive behaviour front young boys and
youths. There does seem to a differenc e in the bullying
beim% iour of girls and boys girk resort to physical aggression less
often than boys, instead prefe, ring social exclusion or malicious
rumour (Roland, 1988). Mani girls, both perpetrator and victim,
do not consider this to be bullyingeven when it causesconsiderable
distress. The less frequent physical attacks by girls do attract
disproport foliate attent ion cmipared to boys, as does any violent
crime, presumably as it contravenes current social expectations.

4 6
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The popular viewpoint that there may be a combination of
both inherited and learned influences which result in the differing
behaviour of boys and girls, is supported by H inde (1988):

he answer to the question of the ontogenv 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 far
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 females are equally able to be influenced by cultural pressures.

In an attempt to discern how much ofthe 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 fbr play and behaviour were assigned to the children by the
observers. In a different study, newborns were shown to observers
from behind a screen.. "Fhose 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 (Il,

1974).
Such stereotyping must start at birth, for it is not socially

acceptable to refer to a baby as 'it'; therefore, once named, societ
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 lioisterous and robust in playing with their baby
sons than they are with their daughters (Maccoby and jacklin,
1980b). The higher incidence of verbal and physical aggression in
boys has been noted as early as the second year and is thought to be
one of the most established gender differences (Maccoby and
acklin, 1980b), and it is common to most cultures worldwide

(Whiting and Whiting, 1975). Maccoby and jacklin (1980b)
suggest that boys may perhaps 1)e more biologically prepared to
learn dominance, competitiveness and aggression, whereas girls
may be more receptive to training in inhibition. This hypothesis is.

however, challenged by Tieger (1980).

Relationship differences between boys and girls

By looking for gender differences in friendship patterns it may be
possible to gain insights into the differing methods of bullying
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used by boys and girls. Thc traditional hypothesis is that the
friendships and relationships of boys differ rom those of girls in
fundatnental and observable ways. Boys are considered to be
primarily interested in objects and their manipulation, and their
friendships are «msidered to be spread wider than those of girls.
Girls show a preference for the more intense twosome, or even a
group of three or four, but if there are more than two at any one
time one girl, almost certainly, will be on the periphery Wouvan
an(l Adelson, 1966). Casual plavgrmind observations show that
boss play team games more than girls and often commandeer the
largest play area for their game, pushing small groups of girls and
the less robust boys to the periphery. Even across cultures, boys of
primary age play more often in gangs than girls (Omark et al.,
1975); it would be interesting to know whether this is so in
cultures where there is no heritage of team sport.

It may be that boys need the suppmt of the group in their
quest for adventures and escapades, or for support in a collabora-
tive bid to usurp adult authority. Rubin (198)) refers to the
rennniscences of B. F. Skinner, who enjoyed the traditional
games of gangs of young lads everywhere, i.e. ringing the
doorbells of neighbmtrs and then running off, or pulling string
taut across paths to trip up pedestrians. Such pranks were,
a«ording to Skinner, devised and executed in an annosphere of
mnspiracv and close companionship. I suspect girls make less of
an overt group bid to clefs authority. Boys are thought to
emphasize the hierarchs of dominance within their group IllOre
than girls who perhaps stress intimacy a nd ot her affective aspec Is
in relationships. Perhaps front a young age boys learn the skills of
getting along in a large group but are less proficient than girls in
developing and sustaining intimate relationships. The smaller,
more exclusive groupings of girls may elicit more commitment
than boys. By definition, girls' friendship patterns are mote
intimate by simple irtue of fact that they are smaller (Man ohs
andjacklin, 1975).

Girls appear to make fewer new friends, show a preference
for sharing with their friends and maintain a stronger boundat
between those they regard as close friends and others, than do
boys. 'lite looser friendships are more trouble-f ree; the closet the
relationship the more conflict occurs (Shapiro, 1967). It is
interesting to watch children at playtime in schools; the girls seem
to seek out their particular f Fiend, whereas the boys rush itround
looking htr anyone with a football!

Research on bullying suggests that boss seek power and
dotninan«., whet cas girls need a sense of al lirmation and
aff iliat ion, it feeling of belonging and a shared intimacy expressed
in exchanging «mhdences and gossip (Roland, iti prep )

5 0
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Comparisons have been miule b...tween the friendship of two
young girls and a love al fair (Lever. 1976): teenage' gi rls mav hold
hands, keep in constant contact by telephone, copy details of each
other's dress, hairstyle and musical taste, write notes to each other

in class and openly show mutual affection. This need for intimacy
is manifest in bullying: bullies either exclude the targeted girl
from the intimate group or, by use of malicious gossip, t hey try to

prove that whereas they are acceptable, the discredited victim is

not. This type of ploy can be executed with the skill of an arms
general on manoeuvres.

.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 1.a ( ;aipa,

1980). It would seem, however, that research specific to bullying
does support the hypothesis to some degree. Roland (in prep.)
proposes that girls who bulb; may have had a poor relationship
with their mothers: . \ long standing situation of low primary
affiliation will create a motive system within the child which will
increase the need for secondary af filiation in class.'

Boys who use physical aggression are cot isidered by mans. to

be modelling the behavUmr of significant others, or perhaps
simpIN using this method of interaction because they have not
been taught that it is socially unacceptable.

It is not suggested by any theorist that either boys or girls use

one or other technique exclusively. only that t here do seem to be

gender dif ferences regarding the preferred method of bullying.

whit h may reflect a possible difference in friendship behaviour.
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The victims

Pocket Money

'I can't explain what happens to my cash.'
I can, but can't not to Inv Mum and Dad.
'Give us ten pee or get another bash'

That's where it goes. And though their questions crash
Like blows, and thoitgh they're getting mad,
I can't explain what happens to my cash;

I low can I tell the truth? I just rehash
Old lies. 'rhe others have and I'm the had:
'Give us ten pee or get another bash.'

'For dinner Dad? . . . just sausages and mash.'
'That shouldn't rnake you broke by Wednesday, lad.'
I can't explain. What happens to my cash

Mv friends all help themselves. I get the ash
Of fags I buy and give, get none. 'Too 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.

c an't ex plain what happens to my (-ash.
'(;ive its ten pee or get another bash.'

Mick Gowar (1986)

Es en t hough t he research on bullying is sparse, certain chara( tet -
kti( s are now emerging which indicate the predisposition of some
children to the risk of being bullied. his does not, however,
explain why any child at all should be at risk, nor why, throughout
history, N'ulnerable individuals, communities and nations have
been bullied by the more powerful. It is sometimes difficult fot
adults to appreciate the distressing effect name-calling and
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scapegoat mg can have on a s ourg % ictim We may be guilt., of
being dismissive for, as adults, we may fail to uncle/ stand ihe
terror of the unknown which may be confronting a child bullied
in this way. We have the advantage of an understanding, a factual
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'. 'Hie Greeks in Asia Minor in the
sixth century izre 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 oult 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
Goffman (1968) suggest that 'A man without a name has no
existence.'

he power of name-calling was no doubt intensified by
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 is an
effective 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 necessary. They are the nu tst
economical way of knowing and (Mining, naming being the
demarcation process set down by society. Without labels we would
be swamped by a myriad of anomal)us characteristics to remem-
ber. We ourselves are named to define our inclusion in or
exclusion f rom families, localities and nationalities, among other
things. Maladaptive 1:tbelling, however, as in the name-calling in
bullying, is used to exclude a chikl from the group. One
sociological perspective would suggest that it is perhaps necessary
for society to scapegoat some members in ordet to better define
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the bmindaries of 'normality': the sane from the mentally ill, the
criinitial from the law abiding, the able f rotn the handicapped. In
his influential book The Myth al Mental Illnes.s, Szasz (1961)
proposes that we use labels in an insidious is av 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 lia e are problems in living .

mental illness is a myth whose function it is to disguise, thus
render more palatable the bitter pill and moral conflicts in
hunian relations.

psychoanalytical explanation of scapegoating and labelling
is that it is a projective process of transferring the unacceptable
aspects of our own personality, whii ii are normally repressed, on
to another who is more vulnerable and who displays more overtly
those verv same characteristics (Klein. 1946). The word stigma
originates from the tattoo worn by hose Greeks who were either
devoted f011owers of the gods or. conversely. lw those who were
slaves and known criminals. Once a child is stigmatized by the
name-calling of ot hers, the verbal label would appear to be no less
durable. Children report that name-calling is one of the most
distressing itid aggravating attacks they can suffer and the case
.tudies presented in Chapter 10 show how potent a form of abuse
t his can become.

Our suspic ions, fears and prejudices are most strong when
we encounter a stranger, someone dif ferent who we have not
preyi(msly experienced:

I'm- the most part we do not first see and then define, we
define and then see. In the great, blooming, buzzing con-
fusion of the outer world. we pick out what our c ulture has
already defined for us and we tend to perceive that which we
have picked out in the form 'aereotyped f'or us lw our
ult lire. (Lippman, 1922)

I he power of abusive name-c ailing is noted later in this chapter ill
the context of racial abuse among children.

Our library of stereotypes has been built up for us even
before our birth from the heritage of opinions held bs out
parents and t i ansmitted to us in the form of nursery rhymes,
ins ths and legends it', well as direct continent. We inherit our
prejudices from our ancestors. We have ready-made templates in
which to fit Our new experiences and these determine our
tolerance levels ((;offman, 1968). Goffman of fers what he

51



The Inc-mils 45

believes to be the template held of y oung Amen( an 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 f rom. Many young men must harbour

feelings of inadequacy and failure. There do seem to be indi-

cation.; that many of those who bully feel that they. fit their own

accepted social template they' are confident and powerful

Yy hereas the victims do not. Goffman notes that once the victim to

be stigmatized has been chosen, that person rapidly becomes

isolated and, therefore, unprotected and even more vulnerable.

It is not yet 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 t he eyes of

the attacker, can (e.g. obesity' or poor coordination and

c lumsiness) (Goffinan, 1968). I 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 (leviant 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 from various sources simul-

taneously: anthropology, sociology, psychology' and the law,

among others. Fhe catalyst group of labelling theorists, ironicav
given that label and so falling find of their own hypothesis, put

forward the view that allotting a label to a person or an event
could have complicated and far-reaching repercussions. The

reaction of the target person to the label in itself could have a

more profound effect than the initial cause. It becomes a process

of social reaction and interaction. Labelling, whatever form it

takes, creates secondary problems ( fkcker, 1963): 'The critical

variable is the social audience and not the individual actor'

(Erikson, 1967).
In general terms, the process of labelling is tinisidered 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
result in them becoming emphasized.

4. The subject is punished by the labellers for the unacceptable
characteristics or behaviours.

5. The behaviours intensify and the punishment increases.
6. The subject accepts and begins to believe in the label with a

resulting lowering of self-confidence and -esteem.
7. 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.

The case study of Mark, who was given the name The Martian'
because of his uncoordinated moverumts, 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 emerge and which drew the
unwanted attention in the first p!ace. In removing the label we are
only taking the first step in tvmedial 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 effects. In the early clays of toddler rough-and-
tiimble 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 status, they run the risk of
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being allocated the role of victim and are thus isolated. Once
self-confidence is lost it is difficult to regain.

The Iabelling 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 observed 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.
It 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 greatestdanger,
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 ident4
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
it is pertinent because it most often takes the formof bullying be
it social. psychological or physical in nature. An example of play-
ground bullying is given by a child in a 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.
(A khtar 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 film
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of the same name. My Beautiful Launderette, writes: 'I reckoned
that at least every day since I was five years old, I had been racially
abused.'

One of the most hurtful and damaging, yet most used and
pervasive forms of racism, is name-calling. A I 7-year-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 of f. Davey
(1983) describes how children are attracted to name-calling as a
provocative tool:

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

Allport (1951) wrote of 'labels of primary potency', which
refer to physical features anti, once adopted, tend to prevent any
alternative or cross-classification. In one group of 13- to 17-year-
okis, it was fimnd that over half the name-calling that occurred
referred to racist names and that over 60 different abusive racial
terms 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. I'he 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 anti white children all wished to be white, but that in play
situations they chose playmates 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
envii mullein than in the st hool class or playground. The parents
of all groups felt bewildered by the issue of discrimination and
looked to the schools fbr advice, expertise and help (Da% ey.
1983). Perhaps schools can encourage multi-ethnic groupings by
offering cooperative awl p-,,,1;!-m-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, vet 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 national and -local levels, still rely heavily on the views of
highly educated, successful 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 further frustration (Gibson, 1987). As
with other disadvantaged groups, goals are of fered but nobody is
able to identify the path to take to achieve them (Tomlinson,
1987). Schools alone cannot combat racism. It must be seen in the
full political context. Sclumls can, however, escalate or de-escalate
the situation lw the attitudes and practices at work within the
school. One tutorial lesson a week will change little: it is the qualit y

of all daily interactions throughout the school day which will be
influential in bringing about a more positive situation. Social
attitudes are man-made, they are the result of schooling in
prejudice; therefore, if a positive attitcule is presented through-
out all aspects of the school day, t heti some 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 «mtemporary life in
Britain.

The crux of the matter is that there is an imnplk t consensus in

our society us to w here the various groups stand in the order
of things. It is iioni within this < onsensu- perspective
children learn to notice group differences an(l 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 emphasis 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
frequently affected is that of perception, the process that links the
eyes and the brain. Perception affects balance and it is common
for these ( hildren to becotne fearful once their feet are off the
ground. The clumsy child appears to have difficulty in building
up a 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,
humming a coat, combing hair or climbing stairs. There is an
over-i chance 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 «implicated.
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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. If
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 his/her peer group as a
toddler, social 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 to have mannerisms which encou-
rage bullying and the jibes and nicknames of the group, as was
the case with Mlrk, who was called 'The Martian'. This is often
due to the presence of attendant movements. For example,
while writing with one hand the fingers of the other may move
or there may be 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 body.

Once identified, there are programmes available to support
these chileren, but the most crucial parameter is the confidence
of the chnld. Compensatory success not only raises the self-
esteem of these children but improves their status 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 skill can
be found and sensitive encouragement offered, the foundations
can be laid for the development of friendships and gioup
acceptance.
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Victirnology

One of the reasons why it has been difficult to help victims of
bullying 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.
The National Crime Commission Report (1967) stated 'One of
the most neglected subjects in the study of crime is it'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 victim of a crime immediately prior
to attack is of crucial importance. There are perhaps a few critical
seconds when everything hangs in the balance, when the victims
nmv ward ofT or precipitate the crime by their actions. Schafer
(1977) writes:

Crime is not only an individual act, but also a social
plwnomenon. It is 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 ail clink..

This emphasis could be Open to misinterpretation in the case
of child victims. 'fhere are, without doubt, those who appear to
provoke attack front others, and such children may lw in greater
need of our help than would perhaps first appear, but most
victims of bullying an. passive victims (Olweus, 1978). As adults
we may perhaps need to be more responsible for taking the
preventative actions advocated by the police to protect ourselves,
but we cannot expect the most vulnerable of our children to be
able to work out for themselves how to avoid attack if we have not
f irst taught them exactly how this is done and ensured that they
are able to cope. If there are a few critical se«mds when the
posture, verbal and non-verbal signals may initiate or deflect an
attack, it must be our responsibility as adults, pat ents 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 over a 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 take place in

many victims of bullying perhaps need further eMphasis they

begin to believe in the abusive name-calling, thinking perhaps

that names such as 'baby', 'wimp' and 'idiot' must be true, for

otherwise they would have been able to cope with the bullying.

'Fheir inability to cope proves that they are 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 inure adept at hiding their suf fering

so that this too could be a reason why bullying appears to continue

for a very long time unless checked. It is too painful to admit that

one is bottom of the social heap imd 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 becoming better understood, victims of bullying 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

in f ormat ion on the spot.
The emotional reaction to a crisis such as bullying has been

described variously:

Crisis reaction refers to the state of upset persons in crisis are

undergoing: f eelings ofhelplessness, inadequacy, confttsion,

anxiety and tiredness as well as disorganisation in work and

interpersonal relationships. (I lalpern. 1973)

A lowered wlf esteem and (lepression and a resultant

lowering of school learning. ( Lewis et al., 1979)

A crisis is seen as a period of psychologi( al disequilibrium in

t he face of a hazard event which can neither be escaped tun-

solved with the customar% problem solving resources.
(Caplan, 1961)
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In recent years it has been recognized that mental cruelty can heas damaging as physical abuse; an example being the current
recognition of both as legitimate grounds for divorce. It could bethat we continue to underestimate the distress non-physical
bullying can cause.

In studying the victims of crime, flaward (1981) found that
there was no evidence to support the hypothesis, tacitly hekl by
some, that those victims suffering front some degree of traumaafter their experience !mist 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 sitnph. due to some already established inadequacy in theirwping skills. It was found. however, that the adverse effects ofcrime were generally far more severe than had previously been
supposed. In addition, the witnessing of a crime and the threat ofa crime recognizing one's own vulnerable position also caused
severe adverse effects. Pandlels can clearly be fOund in bullying,
in that fear of being bullied affects a considerable number of
children, especially those who have witnessed an attack (Davies,
1986 an(l Elliott, 1986). The attack may seem minor to an adult,
vet it may have produced severe psychological sequelae for both
victims and observers, even those who are physically anti psycho-
logically robust.

Victims of bullying 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 to endogenous
tkpression. The causes of adult depression were once sought in
childhood. but it is now recognized that depression can begin in
hildhood (I ra(l, 1987). It is suggested that as we are becoming

more skilled at asking more pertinent questions the reported
incideiwe of child howl depression is rising. Quite young children
are now known to make serimis attempts to end their lives, some
as young as 5 years old (Kosky, 1983). It may be that the true
suicide figures of the very young have been masked in the past by
medicinal overdoses, traffic accidents and other stall events
(Shaffer, 197.1). As yet, the research in this area is sparse and
sonic aspects, such as the interpretation of questionnaires with
young children, are queried because of the limited conceptual
development uu I language skills of some children (Firth and
( :haplin, 1987). Itt general terms. however, there does appear to
be enough work from various fields to alert those in close contact
with hildi en that !het(' ISO misc for serions con( ern.

Children attempting suicide appear to share some mmnion
fac tot s; more than half had witnessed violent episodes between
their parents and more than hall were ilw victims of pawntal
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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). It could perhaps be that the
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; Abramson et al. , 1987). This may be because the boys
model their violent fathers, or because they have t he st rength to hit
Out at others, whereas it is less likely that girls can do the same as
easily.

It is understandable that a child who is being bullied can feel
helpless and not able to control the sit uat ion, believing that there is
nothing which can be done to alleviate the problem. A feeling of
learned helplessness could develop where the child nolonger takes
responsibility for the situation (Seligman an(l Peterson, 1986).
Learned helplessness is characterized by a lack of ability to reflect
accurately on the impact of an action on the environment, an
inability to appreciate the general concept of causality (Seligman
and Peterson, 1986). There is a poor sense ofbeing in control, not
only over immediate events, but over one's destiny. I f we believ'e we
cannot effect change we do not act toovercome problems or master
the environment. Such children are said to have an external locus
of control. They perceive that tlw point of control, i.e. the locus, is
situated outside of them in .chance, luck or authorit v (Seligman
an(l Peterson, 1986). Their iives are thought to run on without anv
contribution they may make having any effect. This negative,
passive perception is ihought to be a strong predictor of future
depression. A correlation between low self-esteem and an external
locus of control has been shown (Frad, 1987).

Children who feel that they are in control of their own
behaviour arc 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 analyse a sit oat ion and to attempt
to bi ing about positive change.

A pupil aftit tale factor which apiwars to have a stronger
relationship'to achievement than do all the school factors

6
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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 (Ater
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 found to affect the occurrence of crime. This
ecological approach applied to the problem 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.
Ccwridors 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 H general, there is now far more emphasis on
prevention than was previously the c ase, 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 et al., 197(i). 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 appears 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, 1985). Rather, opportunity
stimulates crime, so that sound supervision helps to prevent
bullying bec ause delinquent behaviour is not necessarily an
innate characteristic of the individual. but occurs as a result of the
interaction between the individual and the environment.

If there is this correlation between opportunity and crime, it
behoves us to make extensive and exhaustive efforts to pinpoint
the places and tin mum ances in our sc hook where bullying and
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other deviant behaviours occur, and to direct our financial and

personnel resources to the planning and supervision of them for

the safet y of all.

Handling a crisis

As yet there appears to be no well-estabhsbed taxonomy of

behaviour for handling crisis situations, although it makes

economic sense to prevem rather than repair. 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 t he crisis

situations encountered by most pupils may he grouped under the

headings, developmental and situational.

Developmental crises

At certain stages ofdevelopment. it is common fOr there to be vast

differences between chikiren of the same age, e.g. at puberty. Not

only are there differences in physique which can cause obvious

problems in bullying situations, but (lir f erences in emotional
maturation can result in the vulnerable youngster being isolated

and ridiculed. The difference in emotional age between pupils in

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, embarrassment, insecurity and

low resilience. Boys and girls are often highly conscious of their

appearance and anv rude comment is taken to heart and brooded

over. Girls may experience premenstrual depression of which we

still know amazingly little. Few pupils face this time of emotional

and physical change with equaninntv.

Situational crises

lt is now widely recognized that any transition. e.g. moving house

or changing jobs, can be a stressf id event. A study of 4-year-okis

who were starting school lomul that t hose who were unable to

cope with the adjustment, whose personalities did not immedi-

ately match the demands of the situation, soon cl.veloped

psychosomatic illnesses (Faull and Niclu ii, 1986a. in. The stress

was just too much tor them to cope with. The stress of ( hanging

from a primary to a secondary school is now well-documented
and many s( hools are working closely to provide good links

(Youngman and hinter, 1977; (1;dton and Willcocks, 19831.

Several studies have found that the fear of being bullied when

entering sewndary school it ()Fried children far more than
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anythirg else (Davies, 1986). This gives some indication of the
effect merely witnessing bullying oi hearing of it happening can
frcve on many children.

In helping children cope with such crisis situations asbullying, 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 toresponding to crises, because intolerable stress can quickly turninto self-injury, temper outbursts or even the tragic suicides
which have Occurred.

It is perhaps advisable to build on the effective strategies
used in the past, while also ident4ing and re-examining those
that were ineffective, rather than becoming involved in time-consutning innovations. One strategy is to concentrate on the
situation, 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 his/her own failure as a person that the bullying has taken
place. By keeping any intervention as far as is possible im-
personal, the conhikmce of the victim can more easily be restored.
It is important to stress the normalcy 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 feel inadequate at being unablc .o cope.

To restore the hild'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 oyerumling the seemingly
insurmountable hurdle, can go a long way in restoring a
somewhat. battered self-image.

6 s
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Family factors

This Be The Verse

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

But they were fucked up in their turn
By fools in 01d-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 shelf'.
Get out as early as you can.
And don't have any kids yourself'.

Philip I.arkin (1974)

Research on bullying would seem to indicate that family Factors
me of considerabk- significance in the development of the
pet sonality of the child who bullies others and the child at risk of'
being bullied. Olweus (1978) considers these factors to be the
most significant of all. Mitchel and O'Moore (1988) found that 70
pet cent of the bullies they studied had a problematic family
bac kground and Stephenson and Smith (1988) found that
one-third of those involved in bullying. both victims and bullies,
had difficult family backgrounds. Other studies have found that
tliese problems are common to both victims and bullies. Research
f tom other areas, such as child abuse or delinquency, has
emphasized the long-term impact family (IN mimics may have on
the young child (West and Farrington, 1973: Piziev, 1974).

Family members are interdelwilde»t. the interrelationships
aml internal dynamics meshing to form a family unit. At any one
time an individual member may throw the whole unit into
disarray, one person finding his/het- own solution causing a
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problem for anothet. Behaviour within families is not always
described best in tel ms of a simple lineal model ot cause and
effect: sometimes a circuitous or reciprocal pattern is more apt. It
need not be necessary fkir family members to live under the same
roof for the reverberations of the actions and attitudes of one
member to affect the others. A parent or sibling living away from
the family home may, in fact, be the most significant person, for
better or worse, in a child's life.

The constant adjustments 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'.
Hoffman (1981) compared them to 'the small movements of the
balancing pole making an acrobat steady on the tightrope'.

Parental attitudes and behaviour

All parents are educators, whether good or bad, and the family
has specific functions to perform in the process :if making the
child ready to meet the demands of the world. The family
prepares rhe child for entry into his/her social group by offering
appropriate social norms and by interpr_qing the child's tentative
and crude actions. Parenting can be good or bad regardless of
socioeconomic s,atus, an obvious fact that is perhaps sometimes
overlooked. Material trappings do not ensure security, emotional
warmth and sensible disciplinary control. It is clear from a wide
area of research that sonic children have a more positive attitude
towards the use of aggression, ir all fOrms, than the majority of
their peers (Olweus, 1987). Extensive research has been und--r-
taken from various disciplines 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 an(1 in adult life (Patterson, 1982,
1984; PatterNon and Stout hamer-Loeber, 1984: Patterson et A,
1975).

As vet, however, it remains unclear how interdependent
these factors are. Although it woukl appear that an antisocial
pattern of behaviour is learned in the home, whether to a greater
or lesser extent, it is not vet certain under exactly which
conditions this takes place (Patterson, 1982, 1981; Patterson and
Stouthatner-Loeber, 1981: Patterson et at., 1975). The reseatc Ii
spec if lc to bull% Mg inclic ates that the following factors at C of
signific ance (Olweus, 1987: Roland, itt prep.):

A negatke attitude between parent and child. espectall
mother and son.
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2 Over-pumuse, physic_il discipline, or inconsistent and lax

coral ol
3. 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. if these attempts are met with understanding and
tolerance they are able to generalize this to relationships with

others (Pringle and Clif ford, 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 (A(ller, 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 'lout 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 Clic ford, 1965). If the home cannot offer

an atmosphere of security and support, the young ( hild may feel

too insecure to allow any demonstration of anger. These negative

emotions may then be turned inward, or unleashed upon others.

in the form of aggressive behaviour and in situations where the

child does feel conf ident. Early experience does appear to
determine how normal aggression is handled in later life ((amie-

son. 1984; Klein, 1960).
lithe child has been brought up in an atmosphere of support

and a« eptance, by hildhood an emerging reali7ation of

their Own strengths and weaknesses should be in evidence. This

awareness is accompanied bv au ac ceptance of themselves, with a

parallel a( ceptant cot ot hers. and an associated assertiveness and
confidence. The previous ac«ptatu e and support received f rom
thy primary aretakers. of all aspects oldie emergent personality
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of the child, is the cornerstone 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. Roland 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 w as
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):

fhe motivation to 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 appropi iate
response to be made to pain. (Feshbach, 1970)

This could be specific modelling, because the itrong and
powerful parent is, in fact, bullying the weaker, vulnerable child
Bs witnessing an aggressive parent, a boy could replicate this
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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 more 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 powerful adult can hit
weaker children but thev 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
to 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. Thei e appears to be a need tbr training
and tuition for both older pupils and young parents. There seems
to be some sort of a cycle 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 four 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 per cent hf the parents
interviewed smacked their children for disobedience, most once a
week, 8 per cent daily, and that more boys than girls were
punished in this way. Perhaps this too helps to explain why boys
tend to use more physical violence in bullying than girls. In a
different study, Pizzev (1971) finind 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 t wice as
aggressive towards their peers as other children, and a similar
result was found among adolescents (George and Main, 1979;
Monane e( at., 1981). The violence may, however, be turned
inwards in the form of self -mutilation, depression or suicide,
which may only develop in more obvious ways in the adult veal s
We need to remember that more people are maimed, beaten ot
killed at home than elsewhere, and that we are less safe with 'out
loved ones than on the inner-city streets (lantieson, 1988).

The interactions between abusing mothers and their c liii-
dren ha% e been studied closely. Normal motherchild c ontacts
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have been described as a kind of pmg-pong game, where the
moNe lw 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 offer their children a satisfactory one.
Gareth's mother was brought up in care, but he had the
advantage of a warm and rewarding maternal involvement.

Physical aggression seen as socially acceptable

Within any given family there could be a situation where each
memlwr may be warm and supportive, and satisfying the physical
and emotional needs of the child, vet the values, standards and
goals of the family unit be so different from school a.tdauthority
that the child has to cope with a dual standard of expt ctat ions and
behavioural codes. There may be a cultural difierenc t in training
children to be, or not to be, aggressive. The lunne and neighbour-
hood may prize such skills kudos may be earned by demonst rat-
ing a quick wit and it slick response when confronting authority
figures (Hamblin, I978a). The yardstick for success in the home
and neighbourhood may be very dif ferent f mtn that of academic
and intellectual prowess perhaps hekl by the school. Achieve-
ment may, therefore, be measured on a value scale, with the

hool uul sot ietv at large at the opposite ends of the spectrum:

lite ability to perceive, leat it, think, and reason in a
cujturallv approved mature fashion cannot be ci f ectivelv
learned if he lives and functions in some isolated suhculture
in which one is not imbued with the alues of the dominant
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culture and w here its limitations on fteedom of will cannot
reach him. (Schafer, 1977)

There can be no doubt that sonie 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. One 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
chikiren 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 defend the
aggression in a belief that all children fight and must learn to 'stick
up fOr themselves'. In my own experience I have found that this
attitude is often translated by the child into a belief that this is an
acceptable way of controlling others. They develop a social image
of masculinity which they equate 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 is
acceptable. (Olweus, 1978)

There is a danger in stressing cultural and socioeconomic
dif ferences, because in my own experience I have found that
there are almost as many dif ferences, on all indices, within
localities and socioecononnc groupings, as there are across
boundaries. Parenting skills are not solely determined by
economics Or by any social class structure. Donnie was a child
horn 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 oi aggression, in
Yy hatevet f orm, influence the behaviour of the child.

Behaviottrs do not occui in a vac uum. Within the family, or
any other situation, there is a nexus of reward5 and punishments.
Fxperienc es which ha', e been rewarding in the past are more likely
to be repeated; unpleasant expel iences lead to the behaviour
being extinguished (the Premack Principle see Wheldall et (l.,
1983). The child's repertoire of behaviour is constantly regulated,
reinforced awl maintained by the feedback received. In this way.
the hild learns whit Ii behaviours are acceptable and when to use
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them appropriately. Even pi eschoolers (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 mo 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 Ilandura (1973a), who
suggests that this only provides and allows a rehearsal of the
aggressive behaviour. It would seem better to avoid conflict and
confrontation 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 opmion that a negative relation-
ship between parents may have some adverse effect on the child.
The research specific to bullying inlicates 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 reinain 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
context and interactions, are considered to be more important and
to have greater predictive value of future attitudes an(l behaviours
than mere contact hours. I f the conflict is violent the repercussions
may be quite far-reaching. One of the key discriminating factors
between vi()lent and non-violent delinquents was found to he
whet her or not they had witnessed conflict in the home (M illham et
al.,197g). All members of tlw hmily may become enmeshed in the
marital conflict and be fighting for survival, but children are often
the weakest unit, the least physically strong, least articulate and
nu >st dependent and vulnerable.
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In studying bullying, Roland (in prep.) found marital
hostility to have both a direct and indirect influence on the child.
A hostile marital relationship reflected on the child by 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 arid
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 ahvady that a high proportion of both bullies
anti victims have been fouml 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 t hese factors are associated
with adult depression in one way or another. As vet no research
has considered family fiictors in relationship to depression, but I
consider t hat it «mid be a contributory factor in the in.?raction
between parents and their children which could result in the
latter bet oming bullies or victims. The labile personality of the
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depressed adult could resuh in inconsistent discipline and
management pi acmes This in tut n may i esult 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 him the
support he required to counter the difficulties he met in school. A
child in this situation will not have had the experience of
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
hi.; been responsible for the violent, or other less drastic
punishment, or that these things happen regardless of one's own
behaviour (Seligman and Peterson, 1986). It is easy to see how
difficult it could be in such circumstances to develop any sense of
responsibility for one's own actions. Stephen believed that his
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 misbehaved. It was his father who left
the family, but Stephen still felt guilty and blamed 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 my own contacts with
parent groups I have found a col isiderable number of adults who,
in retrospect, feel that they were systematically bullied by siblings
throughout their childhood years. At the time they did not i eally
see it as bullring rather more like being bossed around but the
intensity of the memories, and the resultant damaged relation-
ships with those siblings in later years, have brought them to
realize that it p.as bullying.

Research has shown that a surprising amount of bullying
takes place between siblings (Elliott, 1986). The bully may
perhaps be a younger sibling. Toddlers are able to knowingly use
teasing or conciliatory behaviours: they are able to appreciate the
feelings of others and so undei stand the annoyance 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 likely to be blamed if they retaliate (Km li,
1960). BM's. it would seem, are twit e as likely to fight outside the
home as girls, but girls fight equally as much with siblings at home
(Newson an(I Ne%son, 1976).

Sibling rivalry encompasses an% thing from 'mild bic kering to
a shattering intensity' (jersild, 1966). Poor sibling relationships
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between 3- to 4-year-olds was fDtind to be a sound predictor of
distut bed behaviour 4 years later (Richman et al., 1982). As 80 per

cent of children grow up with siblings it is perhaps of importance

to 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 individual
differences in personality within a family 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. Thesechiklret, 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 et 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 victim is
undoubtedly being subjected to one form of' bullying behaviour.
A further example of distressing family relationships, but one

which is not discussed openly yet, is that of teenage viole%we in the
honie, where adolescent or even younger children bully their
parents to get their own way. "Fhere are parems from all cultural
and economic groups under severe pressure due to being

physically bullied by their adolescent children. There are support
services available but, as in most bullying, until the pmblem is
brought out into the open, these parents may not receive the help

they need.

The catalyst

'Fite child mas have an active role in maintaining a status quo in

the family dynamics. Children are not necessarily passive IN1WnS

in the cmnplex manoeuvres of the total unit. but may have a

critical part to play. "l'he symptoms of the child aggression,

deviance or phobias could be the catalyst hokling the family
together. The child and the other family members mav be

unaware of this function but there could be one key pet son who is

actively suppmting the situatitm. A» example of this is the child

who ref uses to go to school claiming to have been bullied. On

investigation it might be discovered that t he mother is depressed,

and has let the liikl bemilie aware of this, to 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 midden death, divorce or
unemployment, can have an overwhelming effect on a child even
in a caring and supportive family (Hamblin, I 978a). 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 front more materially comfortable homes
may find the experience of failure extremely 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 manage, not only to
t ope, but to improve their situation and make a better life for
themselves and their families. 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 acceinable level, both
for their own comfort and those around them.

Pupils are not determined bv their past . . . They are not
victims of an earlier childhood. Pupils are more than their
backgroumk. (Schools ( iuncil, 1968)

ln another form, 'experiem e is what VOU do with what happens to
you' (A. Huxley quote(l in Jamieson, 198-1).

The prime criterion to consider, often overlooked in out-
haste to help, is whet her or not there is a genuine wish and
ommit ment to t hange among t he family members. Families

with a multiplicity of problems were foutul by Mt Auley (1982) to
be less motivated to change. The main aims are two-fold; to
change parentid bdtaviour aml to bring about a comotnitam
hange in behaviour and adjustment in the child. The three main

a 0
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areas into which parental programmes 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.

'Dipping (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 important in 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-
Loeber, 1984):

parental use oof appropriate controls and firm but fair 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 ahme 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 warmt h
and positive involvement; and
close monitoring of the whereabouts of the vt mill; child.

In a study of football Iwoligans, Dunning rt al. (1988) notc t hat
many, having been socialized On the stieets from an early age.

with minimum parental oversight. will bave had little opport unity

to model appropriate social behaviimr.
fn summary, the family 01311 is made up of a mesh of
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intei acting factors No member exists in a vacuum It is, there-
fore, nem 1} always necessary to look forc hange in both the famtk
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
fun together which is, perhaps, an underestimated but worth-
while aim.

S "
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Social behaviour

Loneh

Being lonely all the time
just sitting in the old, cold house.
Nothing but the telly talks
The News, pictures,
But 1 just sit in my chait
No one to speak to. no ene to lwar.

I see niv friends «nne to my house
But they are far away now.
My old friends at Inv old hool.

Who were mv friends:
Brian. Paul, Simon. Tonv, David
My Friends seem to come but Kule away,
I look down along the motorway
Waiting for them to come.

One day I niust return to see mv friends
I have other friends now but I don't know their names.
I just wait in the chair
All alone lw the fireside, waiting.

(Terence Ryan, aged ID years)

Iii my own work in schools 1 stress that. in my opinion. bullying
is not a discrete phemmienon which needs to be, or even can
be, considered out of the context of norntal social behaviour. It
is a social interaction whether between groups or individuals,
which has gone badly wrong because appropriate social be-
haviour has never been established or has broken down. 1

propose that it is only by looking at the problem in the comtext
of the (tails social interactions in the group and in the school
that ans understanding of ill.' ;ifoblem can emerge and rente-
(hal action be taken.



.

74 Bullies and victims in schools

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
problem is usually covert, well hidden from adult scrutiny and
analysis. We need to understand the attitudes of the 'silent
majorit' 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
situation 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 differences but, overall, various research suggests that
t hose who are rejected and ignored may remain so for a number
of years if they do not get support.

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

. Childrn. 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.

3. A good lthyskal appearance, athletic competence and
energetic temperament, plus an ability to organi7e and
participate fully in a range of games and activities.

-1. Names seem to have a bearing on selection.
3. A confident, independent presence, the ability to win the

ii ust of others, an ability to take responsibility for self and
others.

G. A cheerful, sensitive and flexible disposition, the sell-control
to be able to handle their own negative moods and those of
their peers.

7. A gregarious personalitv showing rapport with others the
wish to seek out, establish and enjoy friendships.

8. HIC abilit1 to de-escalate «inflict situations, to offer
alternative strategies and to resolve disputes, to ward off
trouble and ignore provocation, to cope without blaming
others.

9. An ability to manage and control peers without aggression, to

8 1
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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 or adult but children who are popular do possess a
reasor able balance of a variety of these characteristics, no one to
excess. In summary, not only do social skills come into play, but a
wide range of cognitive and linguistit 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, 1981).
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 chiklren were found to be more
restless, talkative, boastful, volatile, lethargic. unkempt. unim-
aginative, shy and attention seeking than their classmates. 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 studv, 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 nee(l (Allen,

1)75).
Imtlely and unassertive children often allow others to domi-

nate their actions and attitudes, becoming even more submissive
and apologetic. This timid presentation encourages the more
thrustful and powerful to dominate them more vigorously. The
socially unskilled rate themselves as having low self-esteem,
considering t hemsef. es failures and unwanted, vet unable to do
anything to res(,lve the situation (Michelson and Mannarino.
1986). There is a risk that such chikh en begin a downward spiral,
which only compounds their problems. However, not all children
with a low rate of social interaction have severe social problems:

solitary play ma be by choice and mature in c haracter. A
superficial obst vation could lead to an erroncous.judgement.

One study considered those factot s whkh led children to
dec ide whether or not to go to the assistance of another in troubk..
In general. hildren tended to choose those they thought would
help them if they themselves were in trouble. Younger hildren
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chose those most like themselves and those they liked the best,
whereas the choice of older children seemed to be deternnned
more by need and circumstance, with both moral and intellectual
factors coming into play (Eisenberg and Pasternack, 1983). Such
research is of inestimable value in helping those who are
vulnerable. The peer group is able tc, !^arn how to identify those
children who are in need of support and how this may be offered.
In addition, children without f riends can be helped to see ways in
which they are able to amend and adjust their behaviour so that
they are in a position to elicit group support if necessary. There is
still perhaps an expectation among adults that any child will learn
to make friends given 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 class or geographical kwation
(Moreno. 1953).

Friendships

Making friends 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' (Gotttnan, 1986). A high degree of sensitivity is required,
and sul:tle techniques and strategies conie into plav with even
very youpg children. There are specific rules pertaining to
f riendships and c hildren work hard to start a new f riendship and
then sustain it (Gott man and Parker. 198(i) umiware of the skill
they are using. 'lite informative and entertaining work of Erving
Gof Inian (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
esults.

Frietulships di'ifer from more ordinary interactions between
a«juitintances in the degree Of time, ef resoluves and
content invested bc all parties. Sullivan (1953) separated friend-
ships from relationships by suggesting the former required some
element of cooperation and reciprocitc.

When stud\ ing f riendships it is necessary not onl to look at
soc ial behaviour but also to explore sot iolinguistics and cognitie
skills, because these play a major role in the ability of it c hild to
form and sustain friemIships (Garvey, 1984). The most effec five

Sc
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and enjoyable way to develop these wide-ranging and complex
skills is to be in the company of other children. It may be that
children learn best from their peer group those equally as
inexperienced as themselves, those having a similar lack of sot ial

skills rather than older children or siblings (Lewis et at., 1975).
However, a child with a severe problem is often able to benefit
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 deeme,1
important. It may be that only with someone the same age and at
the same stage oftlevekynient is it possible to sort out individual
similarities and differences, the very foundations of a f riend-

ship.
Friendships are a two-way process not onlv (10 they require

a myriad of skills, but they are also essential for all-round
cognitive, social and emotional development (Janes et al., 1979).
Goutnan and Parker (1986) refer in detail to research findings

which indicate that friendships are important to the development
of academic and cognitive ability, adjustment and maturity.
self-perception and the comparison of self to peers, linguistic
skills. moral development, mastering aggressive impulses, appro-

priate sex-role behaviour, and school attendance.
The isolated and friendless child is at a severe disadvantage:

not only is he/she at risk in the current situation but also in later

life. It was fimnd that children experiencing difficulties with
peers (e.g. the bullies and the bullie(h) were more likely to develop
psychiatric problems in adult life:

Childhood peer adjustment variables unoer some circum-
stances may even distinguish disordered front imit-

disordered adults when many other intellectual, behavi(-ural

and demographic variables do not. (( m en et al.. 1973)

Janes et al. (1979) also found that 'failing to get along with other
children' was Irequenth related to Ill gaily(' adult adjustment:

poor iwer lelations serves aan ominous sign for Future
adjustment ... a traclwr's perception that a child was not
getting almig with other t hildreu could have w..ved as a
warning light fm. diverse adulthood problems.

No other teacher-rated hcliaiour Was as robust a prc(lit tor of

I Hull C trotiblc di..frcss.
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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 research
we gather the more we realize that not only is this not so, but that
to leave these children on the sidelinesas 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 them, in Aitu 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 are children able to cope with the
concept of all the individual personalities of the children in a
large class (j ersild, 1966). "Fo choose and select friends appropri-
ately may be a more subtle and complex process than sonie
children realize; they could perhaps benefit from low-key s,!,-
port. Many simply opt for those from theirown neighbourhood.
In a large secondary school, it can be very much a hit-and-miss
affair, 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 su)port an(l friendship)
reniaining on the sidelines or being actively rejected. The case of
Simon illustrates this point well (see Chapter 10). He was trying to
break into a group and was being rejected. As adults we are able to
use subtle signs and cues to discern whether or not our approac h
is welcomed or rejected, and we learn that we can only make
friends with "ling parties. Children sometimes need help to
understand this rather complex process of trial and eriot
advance and retreat.

Proximity and opportunity play a part in the selection of
friends at any age. Not only does experience help in making
friends but it also improves the quality of the relationships

Sb
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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 ofview, 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
cours:... The school can, it would seem, play a valuable role in
facilitating friendships for the lonely, isolated and vulnerable
child. In an even more direct manner, it has been found that
pa:ring a victim of bullying attacks with a more robust or older
child has not only helped shield the isolated child from attack but
also helped the target 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 effects. The
bullying child can also learn how to interact with others more
appropriately and successfully from such informal contact
(Furman et al., 197%.

An arrangement such as this requires dipknnatic oversight
the target child, whether bully or victim, i)erhaps being unaware
of the match. Where pupils at risk ar learning and assimilating
skills by direct or- indirect contact with more successful pupils.
they are in a more normal learning en, .ionment than when being
directly instructed on any social skills programme offered by
adults.

lhe developmental stages of friendship

There are broadly based developmental stages of friendship
which are bound up with (leveloping cognitive, en tot ional, moral
and linguistic abilities. The process of friendship may perhaps be
more cumulative than discrete, with behaviour at one stage being
called upon later. Friendships may wax and watie as more specific

needs and preferences emerge but, througlunit all stages of
development, there is a strong and pervasive bias to form so( ial
relationships (Rubin, 1 )80, ( h. 1).

Toddlers

Children as voung as 1 I months show a preferetwe for particular
friends (Rubin, 1980, h. 2). Throughout these years there

8 11
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emerges a growing preferenc, for friends of th: same sex, with
the choice usually biased, perhaps by necessity, to z!,ose in their
own neighbourhood. It is based more on Opportunism than
selection. If taken to other situations they are able to widen their
circle of playmates.

At this 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 nuire secure that relationship is, the more competent the
young child will be in moving towards interacting with peers. The
play activities are a series of single episodes. so adult support is
needed for any prolonged interaction.

The onset of self-knowledge and classification begins
name, age and sex are used to identifY self from others (Rubin,
1980). As chiklren move from parallel to cooperative play, more
opportunities arise for squabbling and bickering. Conflicts are
brief, lasting only a minute or so, and the encounters are quickly
forgotten (jersild. 1966). Healthy presclmolers need to be able to
defend themselves and what is importalit to them. It is possible at
this earl% 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 the% play with
rather than by individual characteristics, although stronger
relationships are de% -loping with increasing maturity as a clear
prefereme can now be expresssed (Rubin, 1980). With emerging
cognitive and emotional powers, games t an be remembered and
sustained for longer periods. Advanced language skills allow
imaginative and fantasy themes, a skill which is highly prized b%
others and is influential in the selection of friends, so there is less
need to rely on purely phvskal pursuits.

(:ooperative play is enjoyed and the skills of recruiting and
enticing others to .join in are displayed. Competitive games are
popular. but.judgements are black and white and rules need to be
explicit and adhered to (by everyone else!). (ltildren of this age
arc more independent :Ind wander furthei afield. They are more
self-assured and boast Fill. The skills of taking tunis, sharing and
waiting are present at this cognitive stage. Conflicts (an now be
settled with language; previously, only physical methods were
a%ailable, e.g. shouting, hitting, avoiding and ignoring. Now the%
( an wmpromise and seek arbitration. Popular children, even at
this age. have ,fccess to a wide vat iety of ploys, so requiring them to
icl% less on . gg-,-ession to settle dif lerences lartup el al., 1967).

Panel ,oti (1967) Found that aggressive bellavimir was
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rewarded at this age; the dcminant chiid kept the snatched tov.
got the attention, or made the attacked child cry. A total of 85 per
cent of these outcomes were rewarding. Aggression at this stage
can be symbolic. e.g. when the youngster 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 is goal-oriented,
where the tov is snatched for use by the aggressor.

The bullying child can be identified at this stage bs a
power-assertive. dominant, impulsive. and energetic st Yle of play.

It may be that such children have a higher pain threshold than
their peers or. perhaps, for cognitive reasons, they are unable to
distinguish between real and play fights. Tiles do appear to
possess fewer strategies to dif fuse conflict, perhaps because of'
lack of training, impulsivity or cognitive factors. For whatever
reason, the% have access to a limited repertoire of appropriate
skills (Olweus, 1978).

The older primary years ages 7-11

l. this age Most C hildren have enjosed seeral I ears of f fiend-
ships. There is. IA now , a firm preference hw friends of the same
sex and age. Chikiren of this age are able to work in. and enjos
group activities for prolonged neriods (Gonroan and Parker.
1986). I hes have mastered the procedures for requesting and
negotiating entrs into groups. Thes are able to recogni,e the
subtle differences of approach required. depending on whether
the% are already accepted or on the f ringe. A wider variets
language is available to them and thes are able to make
adjusttnents, for e\,.nipk, in the less formal language used
among C lose f Fiends and in the home and the more fOrmal
language use(l fOr situati4ms such as st 1)001. Team eff ort is

enjosed and it is important to be accepted in the group. There is a
(testi e to «lif oi In to the group norms. Being «mspicuous is
embai rassing. Of ten superiorits and ranking seem important
and 11)111 .11 time is spent in ( laimmg one's f,iiitii C ai the largest. or
one's model the best.

1. forts to tont rol othet s take the form of 'I'll be \ f riend if
Rituals, rules and logic are enjosed ;old bewnie an integ-ral

t of iniagillatise games. Humour is greatly appi edated.
espy( ialls the in« ingruous. imp edit table and illogic al. as in, fol
example, jokes about elephants on buses. Along with an apprec
anon of the sill s. there is a grow ing ass areness of let linologs and a
deseloping abilit to organi/e oneself, one's work and ot hel-
p:(1)1e. Plas can reflect ansieties and worries. Their 15 the



82 Bullies and victims in schools

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.
"Fhev 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 chosenas 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 from an original source so that
the anger can be taken out on a more vulnerable target. There is a
clear understanding of how to taunt and tease 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 ihe remnants of childish emotions (e.g.
egocentricity) which are hard to relinquish (Shaffer. 1985). These
regressive periods may contribute to the self-doubts and con-
fusions experienced by many young people.

The increasing independence from home results in a wider
backcloth and a new variety of extrafamilial settings. Conflicting
standards and degrees of freedom are encountered and challeng-
ing behaviour emerges in an effort to come to terms with the
many conflicting demands. Dual standards are presented to our
young people they are too young to drink and drive vet old
enough to earn a living and take on other challenging responsi-
bilities. It must seem that adults throw them out of the nest, um
with a piece of string still tied around the leg. Often the
responsibilities we ask of young people are vague and nebulous
nd this lack of direction can compound their confusion.

1 ncreasinglv at this time the peer group is used as a sounding
Imard and their values adopted. It is a time of st rong views and
vehement emotions, political and world affairs Iwcome issues of
importance aml a sense of fair play is appreciated (Guttman an(1
Mettetal, 1986). There is a clear understanding of the concepts of
loyalty, trust and betrayal, At this age girls in partic ular use good
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and bad gossip to find out where they stand in comparison to
others ((;ottman 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:
'Socialization 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, 1974). The functioning
and malfunctioning of groups is 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 young children enjoy group
experiences and in the middle childhood Years boys in particular
veer towards sante-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 of the
group he preserved.

What is the group offering its members?

It is important to consider what the bullying group is offering its
members. It would often appear that children enmeshed in a
grciup bullying sit uation lwr nialfunct U tit in g group situation,
would not be behaving in this way if they were not part of a group.

/ . ,4 Siologror family

As f amily structures are becoming inc reasingly disorganized,
many positive attributes loyalty, contintlit, acceptan( t. and
5111)1)011 might, primaril), be supplied bv the group. Some
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group members may have been associate._ 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 st udies suggest that even if t his is not the case, many
young people on the fringes of antisocial behaviour spend very
little time at home. The bullies identified by Lagerspetz et al.
(1982) had only tenuous links with their families. The influence
of the gang may be more powerful and pervasive than any other.

2. To offrr Atandards and rides

The group may have well-defined rules and a code of conduct
which form a framework foy personal reference. To understand
the baffling behaviour of a member it may be necessary to become
familiar with the rules, values and demands of the group with
which the member must comply (Sayin-Williams, 1980). The
behaviour 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. Se/J-knowkdgr

Most of us are influenced. directly or indirectly, lw 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 young people the approval of the
group is of paramount importance and the sub-culture of the
group can be higl,ly influential 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 tLe aims and goals of school and home.
Group Opinion and 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 any one of them could
dominate, so that no kudos can be attributed to the bullying, these
actions are seen as simply being cruel and cowardly, and the
rationale fOr the bullying is lost.

4 . Prole( tam

Those who feel themselves less emotionally or physically robust
than tluii peers ma% turn to the group for support. A child with
low status Inas seek an enhanced identit% a borrowed kudos
f rom a high-status group if permitted membership. It is not
uncommon for bullying groups to «mtain one member who is
ineffectual and would, if not in the bull% Mg group and protected,
be a prime target t hemselves for attack.

9,1
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5. To ofier mi itlentih.

On initial formation won ps may introduce identification devices
to give themselves an added cohesion. Some of the more popular
are:

name: Cosa Nostra, Ku-Klux-Klan:
unifiwm: clan tartans, Salvation Army, sports teams;
password: Masonic, cubs.

These identifYing practices enhance group solidarity.

6. To offer 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 infiwma-
non elicited in this way 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 sonic cases a dif ferent terminology is used a
`slanguage a method found in several cultures in the world to
avoid adult interlopers (Fine. I 980).

. To serve common aims

Groups form most readily when prospective members are
aggrieved, experiencing low morale, or of fered a strong leader
(Hemming, 1983). Adult examples of this are the ear lv socialist
movements, the Jarrow Marchers and the Luddites. Any strongly
authoritarian system which forces upon subordinates an inferior
status of ten generates violence in some fOrm. Groups in school
challenging authority may win twice over lw winning the chal-
lenge and also by the kudos attained by heing seen to win. Even if
unsuccessful, there is the danger of the challenger, achieving a
'glorious vicfiwy in defeat'. A class may respond as a group to
support a disruptive f action if they are all disaffected with the
s( hth d or the heha lour on att mle of the tem her (l fargreaves.
1967).

The feeling id grou) support was used in the cases of
Stephen am! Gem ge (see Chapter I(1) where drama was the
medium hosen as a tangible and experiential way of eliciting the
somewhat abstrac t quality of group support to help someone in
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need From the concrete (1, amatu. examples 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.

I. Inclusion

The following factors are considered to be relevant to inclusion
and acceptance for membership: shared aims, interests and
attitudes, age, proximity and fiimiliarity (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: "I'he
between group solidarity and similarity is so prevalent as to
approach the status of a universal law of social behaviour' (Rubin,
1980). This piocess 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 mans. professionals would envy.

2. Zxclusion

Evc n 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 i se social exclusion, ostracism and malicious gossipas a
bullying strategy (Roland, in prep.).

Those children most in need of the experience of' being
attached to a group, for both support and the social learning
experience, may be af Hided with self-doubts and insecurities and
lw afraid of rejection and ridicule if they try to enter. It would
seem that prospective memlwrs do amend unacceptable be-
haviour to gain ent Ty to groups. but isolated children are perhaps
those who are unable to adapt. Sonic members may over-confol m
at the expense of losing their individuality. Perhaps more «mild
be done by adults to en«mrage respect f or (lir ferences as well as
teac hing young people how to conform.

9 G
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3. The leader

Vit hin the two major categories of democratic and aut horitarian
styles of leadership there are many personality differences. "rile
leader may be energetic, voluble and a good communicator or,
perhaps, aggressive and coercive, or resourcef ul and imaginative.
There are many functions a le:uler can play within the group and
the leader can quickly lose his or her position and be replaced if the
needs of the group are not being nwt (White and Lippitt, 1960).
The leadership may simply be task-oriented and the group
disband when the task is completed. "Hie leadership of even the
most informal group is not static and the leader must continue to
gain credit and show leadership skills to retain his or her position
(White and Lippitt, 1960). An effective way of breaking up a
bullying 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 foolish
(I lamblin, 1978a). One study conducted some t hue 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 no leader, but within tlw group t here were fiiund to
be maternal leaders, sonic 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 immature and the worst at hletes.'1"hey were picked on
by the others and slept nearest the staff for protection..I-hey were
quite clearly being bullied.

4. Cohesion

Groups with a high level of cohesion have been found to exert a
powerfUl influence on the attitudes and behaviour of their
members (Schaeter, 1960). Measures of cohesion include the level
of demands made on itulividuals, the degree of confOrmity, the
degree of support offered a memlwr under attack from outside,
the strength of rebufThl of intruders, and the difficulty of the
initiation. Counting the number of mutual statements made
w it Inn the group has been one way used to measure the level of
mhesion, The suggestion is that the more 'We' and the less
statements made indicates the level of group feeling. The 'We'
statements ( onfirm the bounthry: 'We are in the group, you are
out' (White and Lippitt, 1960). Tlw case of Stephen (see
Chapter 10) shows how he was excluded partly because of his skin
«dour which was dif ferent from the others in the class. l'his gave
the gt oup a rationale to unite more firmly together in Order to
ex( hide Stephen.
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The interactions between group members are obviously verv
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 =I/mu-lite

Group solidarity makes the behaviour 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 viok :we to be multi-
plied (Hyatt-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 alone. The
group of fers protection from retaliation and also from investiga-
tion and detection. 'Phere may also be the hope of a more diffuse
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 whcn
challenging bullies and to make clear cdch has been full%
responsible if only by watching and condoning.

The group may not be established prior to ti:e deviancy; it
could be that in a case such as bullying, the aggression had been
dormant. "Phe arrival of' a leader might act as a catalyst and so
cause a group to form through the process of group contagion.
Once the t xcitenwnt level is raised, meeker observers may di if t
into the group to become active. Those needing prestige and
borrowed kudos may be incited to join, as proposed in `magnetk
field theory (Hvatt-Williams. 1983). This is one of the danget $ of
media publicity, because groups such as Mods, Punks awl an%
current equivalents. form an identity simply through a label
allcicated 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 mai,
come to believe that the victim of the attack, be it a child ot
nebulous aut notify target, is deserving (tithe violence. Tlw main
aim of the grctup could be to prove that group members are
ac«-ptable, whereas those who are attacked are obviousk in-
ferior: 'We nmst he OK because you are not.Ilw group can ha% e
a powerfUl influence on t he lwhaviour of an individual and man
interesting accmints of experiments, formal and informal, inns-
ti ate this process. /imbardo et al. (quoted in Ki(lder and Stew at t,
1975) found that two groups of students role-modelling

98
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prisoners and prison warders had to be removed prematurely
because they took over their roles too realistically. The work of',
fbr example, Goffman (1974) contains many readable accounts of
t he behaviour of individuals in the presence of groups.

.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 fnel f urther incidents and add to group cohesion. The group
activititK may be entertaining and reinforcing so that it conk! be
difficult t offer equivalent alternatives. A simplistic attack on the
group could add prestige, glamour, mystery and subsequent
power. Weak and ineffective measures could add to the conspira-
torial atmosphere and inf use an heroic element to the leader or
group.

lf, however, the group is not challenged, this might be
viewed as weakness and as giving tacit permission to the group to
continue. In a bullying situation the dyad of' bully and victim is
central and, unless this is resolved and unscrambled, the group
will reassemble and refOrm :ater date (Hvatt-Williams. 1983).
In the novel, he Deceiver% (Masters, 1952). the Thugs, followers
of the goddess Kahli, prove difficult 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 ( I 978a) suggests that

it is important to deglamourize the group by pointing out the
infitntile 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 effective
deterrents. Once a bullying problem has been openly discussed. I
have found that it loses much of its potency, mi that the exposure
in itself is of ten enough to ward off' f urt her attacks.

Communication skills

Communication skills are of paramount imponance in determin-
ing the success of a child's interactions with his or her pers.
Research on bullying indicates the importance of these skills. The
spec ific skills devilled necessary for the building of friendships
are:

being able to detect the norms and expected behaviour in a
situation so that approprime conversation and behaviour is
used in «mtext:
the ability and desirv ii> display warmth and empathy so that
relatiimships are cemented:
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the wish to share common interests, information and activities
(Rubin, 1980).

'rhere would appear to be a correlation between poor language
Adis al d antisocial or disturbed and difficult behaviour. An
Marti( ulate child has little resource to the wit and humour many
use to deflect trouble from adults and peers alike, and to release
anv inner tensions. A build up of frustration can lead to an
eruption and violent confrontation (Hiunblin. 1978a).

There are specific processes of communication which help
friendships to gel. Even young 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 rhythmic manner to
establish empathy and rapport. An example is given by Garvey
((984) of t wo youngsters trying out their language and friendship
skills simultaneously.

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

This ritualiied play patternMg of speech serves the nonspecific
function of the greetings adults frequently use:

flow are you:
Fine. flow are you?
Fine.

No specific information is required, the exchange is simply to
reinforce mutual interest and to confirm empathy. Children who
are shy and withdrawn may not be able to consolidate their
relationships in such informal ways. Some children may not have
assimilated the information t hat this is the ef fective procedure to
take.

Entering the group

Members of a group of young children quickly rebut f outsiders,
perhaps because of an innate resistance to the disruption of the
status quo or a fear and rejection of strangers..lhe onus is on the
newcomer to indicate qui( klv and a)propriately the contribution
he or she can make to the group (Cot saro. 1979). 1 f the first
attempt is unstR cessf Id a further ef fort may succeed: 'We don't
like you today can quickly prevent an shy and anxious child
from risking further rejet tion by making future attempts at
so( ialization. It mat be preferable to choose the role of passive

1 0
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Figure 2 Flie lour factors influencing the success of an initial approm it

((;ott man and Parker. 1986).

observer. If this is so, the shy (-Inki 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 make
friends (see Fig. 2). If the advances break down, a return to A will

be necessary. Modifications may be required but unskilled
children may simply repeat the unsuccessful process over and
over again. The cohesion of the grouRand the popularity of the
newcomer may be measured by the number of entry bids
required (Corsaro, 1981 ).

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 lsked. In other 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
plaN: facial expressions, posture, gesture and eye contact. The
intricate patterning of speech is effective in obtaining acceptance
such as affirmation, pauses and inflection. All in all, a vast 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 am. idea as to how accomplishedchildren are in
their social behaviour. As adults we would appear to find
difficulty in assessing accurately the social status of young
children in a group. Even when we try to measure the social
interactions %e encounter difficulties due to the developmental
limitations of linguistic, perceptual :ind other cognitive factors.
Photographs and drawings of children in the class group have

L
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been used successfully to elicit information about friendships
from young children. Children inside a friendship group use
language in an informal manner, but in such a way as to confirm
the positive group feeling:

the !,tatements of others are openly acknowledged and con-
firmed (Yeah, Innm);
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 playing together, unsupervised, invent elaborate
conspiracies and pretend shared deviances such as running away
from home or poisoning others (Gottman, 1986). To be able to
offer and share in imaginative play, the ability to communicate a
theme, 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 two-wav pro-
cess; it is vital to understand what the child or young person is not
saying in additim 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

Pikas (1987a, b) believes poor and inappropriate communi-
cation contributes to many social conflict situations and stresses
that children need practice in communication to avoid confron-
tations. In his workshops for teachers on bullying. Pikas empha-
sizes listening and speaking skills, giving and receiving verbal and
non-verbal messages and asking critical questions. In addition,
symmetrical 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 carefully to others.

Quarrels and conflicts

Few friendships run stnoot . Quarrels may have a positive
problem-solving role. e.g. when a hurdle occurs each participant
is required to assimilate u rejet t the view of the other and to
adjust their own perception. Through t he bickering and squab-
bIMg of childhood the needs and opinions of others begin to be
unclei stood and in this wav the world of' the child evolves. A
asual observation may be misleading, because the closer th:

relationship, the greatei the probability of quarrek (Green,

0 '
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1933). To judge the relationship the ratio of positive to negative
interactions needs to be analysed. A simple count of conflicts
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 sit uatims are prized as companions (Shantz, 1987).

In summary, lw looking at the complex, interacting facets of
social behaviour, noting caref ully 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 offer for remedi-
ation.
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6
The role of the school

Back in the Playground Blue.s

I dreamed I was back in the plas ground. I was about fOur
feet high

Yes dreamed I was back in the playground, standing about
four feet high

%Yell the playground was three miles long and the plaY
ground was five miles wide.

It was broken black tarmac with a high wire fence all around
Broken black dusty tarmac with a high fence running all

around
Ami it had a special name to it, they called it The Killing

Ground
(;ot a mother .:nd a father, t hes 're one thousand Years away
The rulers of The Killing ( ;round are connng out to play
Everybody thinking: 'Who they going to play with today?'

Well you get it for being Jewish
And you get it for being black
Get it for being chicken
And you get it for fighting back
You get it for being big and fat
Get u for being small
Oh those who get it get it mid get it

For am damn thing at all

Sometimes they. take a beetle, tear of I its six legs one by one
Beetle on its black back, rocking in the lunchtime sun
Bin a beetle can't beg for mercy, a beetle's not half the

f un

I heard a deep voice talking, it had that iceberg sound
'It prepares them f:,t- Life' but I have never found
Any place in my life worse than The Killing Grmind

Adrian Mitchell (1 984)

0
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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 indice 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 and
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 otl,ers. 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 early age, to regard a display of
power over others to be an acceptable measure of kudos and
social success (Dunning et al., 1988). It must be added that
although some bullies may lack confidence, and it is this which
coukl cause them to bully others in a bid to compensate, it is only
within a group where they do feel powerful and confident that
they use their bullring techniques. .1-he categories of victim and
bully are not mutually exclusi e. 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).

From an overview 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 bullying situation in school. It must be
emphasized that : child could be caught up in a bullying attack
by being in thi ong place at the wrong time. Such an
unfOrtunate experience could h:ppen to anyone and be trau-
matic for the victim at the time. However, many children involved
in a bullying 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 it is. I 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, a 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 ofstrategies which could be implemented
throughout the school day, available to all staff, rather than
simply concentrating, f'or example, on a social skills programme
which would be a less natural way of Isinging about relevant
change.

Why should the school help?

Children lacking confidence in themselves and their own ability,
fOr whatever reason, may cease to make any effort to succeed and,
therefore, withdraw into themselves. Feeling hopeless failures,
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 turn to
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. The
parents of a younger child are able to provide more friendship
opportunities, whereas the parentsof an older, resistant teenager
may have noidea how to help.

The family may have been contributory in some way to the
development of the problem, so there tnay be little support
availabk, even if the parents wish for change and are willing to try

to 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
failure.

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.

Finall. children are in school for a large part of' their
waking lives and are in daily contact with some leachers who are.
therefore, able to use their expertise to watch over them closely
for a number of years. These teachers e thus in a prime
position to ident4 difficulties and to .offer support through
times of emotional turmoil in a friendly but expert fashion.
something which is available to very 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 bullying. Primarily.
the school needs to ensure that there is little opportunity for
bullying 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 I feel that there is a risk that the
problems will recur. Simply to resolve a crisis. or only to prevent
the eruption of bulhing, is to tackle only one-half of' the
problem. Children at risk both bullies and victims need to be
identified, and helped towards a happier and more effective
social adjustment.

The most effective .tnd ec()tionikal way a school can deal
with the problem of l,,,llying is by evolving a school system
which, to as large an extent as possible, precludes it ever
occurring. not only by removing any opportunity, but also Iv,
offering children the quality of support, training and education
which can, hopefully, attack the root causes of the bullying
behaviour. Rather than an individual teacher having to try to
resolve a problem. and any further ramifications, it is more
effective fOr the school to be Organized in such a way so as to
prevent problems, by looking not only to the daik functioning
of the school but. in addition, by looking to the long-term
objectives of' all aspec ts of the schciol.

los
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The school as an organization

In recent years there has been some nun 2 away from fOcusing

solely on the resolution of individual problems, such as case work

it h individual children, to taking the wider perspective of
considering the school as an organizational complex which, as a

result of specific and alterable factors within itself. can escalate or
de-escalate social and antisocial behaviour (Burden, 1981). The
school as a whole is seen to be partly responsible for anv
maladaptive behaviour if 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 maintaining the
behaviour, rather than looking to distant sources and causes not

present within the current interaction) between school and child.

The emphasis is on the here and now (Bandura. 19(9).
Ikhaviours within such a framework are viewed as being t he

product of a dynamic system, so that problem behaviours could

be considered useful in that they are highlighting any gaps or
weaknesses withir the system. Putting these dif ficulties right

involves helping all those within the organization by bringing
about more widespread and permanent changes rathcr than
helping just one individual child. The focus, therefore, moves
h-ont considering what is wrong with the child to looking at what

is wrong wit hin the organi/ation. In this way the school shares in

the responsibility fOr the problem behaviours rather than blam-

ing sonic other source, such as society, the family or the child.
This model can be criticized as being too impersonal and

simplistic, taking little note of the complex familial and societal

undertones to many problems. It would appear, however, front

diverse studies, that the school as a whole can often be influential

in preventing dif ficult behaviour regardless of the family and
environmental factors which may have contributed to the prob-

lems in the first place. In the past there appears to have been a
commonly held assumption that schools, to sonic extent, had a

blanket effect on all pupils. Any variation in outcome was thought

to be largely due to (lit ferential intake. Evidence would now

suggest that spec ilk school variables may exert a higher degree of

influence on outcome titan the social balan«- of pupils. Schools

with similar cau hment areas produce widely differing outcomes
and statistics indicate that outcomes ma\ correlate more with

over-all school factors than the internal psychological make-up of

the child ( Morn more (t al., 1988). In other words. some schools

appear to make the drift towards deviant behaviour such as

bullying difficult, in that mechanisms within the system in some

I j
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way protect the pupil, whercas other schools leave their pupils atrisk.
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 to
family, sociological and school influences. If this is so, it would
seem to be logical to have available. in the school, a 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 in the
context of preventing bullying. Forward plann. g is more
effective and economical than crisis management.

The wlu,le 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 netwoi k
of preventative strategies should be laid down well in a(lvance,
and stipported by sound protective work.

Several areas of school management and functioning appeal
relevant to the problem of bullying. The evaluation of the
Norwegian National Campaign (in prep.) is to consider a constell-
ation of 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
ultural differences which prohibit a rash generalization of the

findings to the problem elsewhere.
'Ihe suggestions offered in Part Two of this book are culled

fi um the work I have found to be effective in working with
schools to resolve bullying problems, and from strategies whic h
have been successfully implemented by others to cope with other
difficult behaviours which I consider would be relevant to a
preventative approach to bullying. They are of fered in sta« ato
form, without apology, its a series of lists designed for the buss
classroom teacher, but they are f ully informed by the issues
explored in Part One of this book.

-r
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Prevention

Preventative work in schools

1. School policy

The most effective preventative measure a school can entWoN is
perhaps fOr all staf f members and the local education authorztv to
establish clearly that bullying in school, in any form, will not be
tolerated and, indeed, will be dealt with firmly. 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, staff,
governors and local authority figures i esponsible for education.
The statement, perhaps incorporated in a larger document,
should make clear the school rules as %cell as the action to be taken
when the rules are contravened. This may include notifying
parents, school governors and other responsible bodies it

deemed appropriate. This, in itself, could deter all but the most
determined or deviant.

2. Local authority responsibility

'Fite local authority and the governing body «mid off ,.r support
to a school policy designed to prevent bullying. Hie efficient

execution of this would depend on good supervision which, in
turn, would depend on adequate staff ing and funding. Supl-r-
vision should be required for bus queues, bus journeys, outbuild-
ings, changing rooms and othei isolated areas, plus possible
timetable adjustments. Supernumerary or auxilary staff play be
necessary. 1 f adequate supervision is genuinely impossible. even
with a f ull «immitment from all existing staff, and perhaps !.onw
support from willing parents, then those responsible should be
made aware, whether it be the member of staf I in charge of t he
duty roster or the official in charge of t he financial budget.
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3. Architectural design of buildings

Tlw supervision of all pupils at all times should be taken into
account at the architectural stage in the building of schools. We
have now conic to realiie 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, plent% of window space, mirrors and glass-type
doors to offer good visibility. 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 many disruptive and deviant
behaviours in addition to bullying. Parents and governors could
find that they are in a more powerful position than the school
staff to bring pressure to bear on those in charge of financial
affairs. Vandalism and theft may be costing national and kwal
bodies increasing amounts of' money, but the protection of our
children must be of the highest priority and adequate finance
should be apportioned acc(n.dingly.

4, The school as a community

One of the most effective win s of' preventing bullying is perhaps
to look upon the school as a community where the aim is fbr each
member to be responsible fOr his or herselfand fbr the well-being
of all others. The school is often viewed as preparing the child fOr
life, but the daily routine of school min hold joys and terrors as
powerful in their effect as anything a child may meet in later life.
It could be argued that with age we learn to avoid, deflect and
confront, whereas in childhood we have little previous experi-
ence to help us cope.

School life is, then, very nmch in the present i.Or those who
attend daily. Hamblin (1978a) describes it in terms of being a
vibrant living community with its heroes, villains, triumphs and
tragedies of which each child is a part. l'he school should,
perhaps, reflect the community outside and represent the demo-
CratiC process more than is evident in many of our establishments
.tt plc sent. Smietv at large is composed of overlapping groups
requiring cooperative input (e.g. work, leisure. family an(l
neighlmurhood groups), yet. although among the most promi-
nent institutions in our society, and one of the few compukorv
.10 t nit ies. schools e least chard( teri/ed bv cooperat ive activities.
Dewey ( H)6(I) lmted that although it is essential for humans to
team to live together cooperat ivek , little evidence of this could bt'
found in thc classroom. 1 here has been, in re«lit Nears, some
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moves to of fer pupils more Opportunities to work together (m
work programmes, but in many cases these have been biased
mainly towards academic learning exp -yriences rather than to-
wards social development. A cooperati, learning situation in
class could involve pupils working in a democratic manner
socially as well as academically towards a mutual goal, be it to
soke a curriculum querv or to resolve an emotional problem.
Cooperative learning styles, however. may not lead automatically
to cooperative behaviour. Generalization from the academic to
the social situation may not occur as a matter of course. This
needs to be perceived as a separate goal am: the programme of
work designed and evaluated with this in mind.

The experience of cooperative learning could be lost if the
structural base of the school is hierarchical and competitive. 'Fhis
would be out of synchrony with the aims of cooperative
education. Hargreaves (1981) has ref erred to the school as ideally
being a community, rather t han an aggregate of pupils, and t hat it
is within the choice of curriculum tuatter and the mode of
presentation that this ethos is embodied: a highly competitive.
impersonal and bureaucratic atmosphere being counterpro-
ductive to the aims of communit: education.

'Fhere is a clear distinction between cooperative and com-
petitive learning. In the former. the goals are so linked that
ever:one sinks or swims together; in the latter, if one swims the
others must sink. Dewey (19(6) described the aims of his just
School as a community demanding a «nunlon culture and giving
fair and equal opportunit to all. Central to the ideology is the
concept that through .join: discussions and analysis of problems a
higher stage of moral judgement and ddiberation ntit be

achieved within such a conununitv than b: the individual alone.

5. The ethos of the school

The term 'ethos' is used to covet the individual identity of a school
and was given currency by Rutter et al. (1979). Dancv (1980) has
described it as 'the values. aims. attitudes and procedures of a
school whit h interrelate and which remain a relatively permanent
feature of the school'. There have been attempts to use the ethos
of the school its a community to prevent bullying among pupils.
One school, in a disadvantaged inner-c itv area. has been referred
to as the 'Tdling School', as the headteacher impresses upon all
new pupils that they have the right to atten(l school without fear

of being bullied (St John Brooks, 1985). It is explained to the
pupils that the rule that it is unacceptable to tell was invented 1)1.

the bullies. Fearful pupils are visited in their honws and ever:
support possible is offered to them. Bullying. riu ism and other
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such issues are discussed openly in class, and boys takinga pride
in their 'macho image are made to confront the reasons for their
swaggering and bullying behaviour.

I have myself been involved for several years with a school
which has a similar ethos but which uses a different approat..:1.
The pupils. all with severe emotional and behavioural difficulties,
meet together several times a week to thrash out their problems
with the staff and each other in a meeting of the whole school,
staf f and pupils together. This has proved to be highly successf ul
fOr over two decades. The school is admittedly small, but the
model may well be adaptable to tutor or registration groups even
in a large school. In this atmosphere conflict is handled con-
structively. To avoid conflict is to citmy development. To encoun-
ter it naturally, to work out a solution amicably, and to learn to see
the sitnation front 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 life were aimed along with concerns
and anxieties. The meetings were not merely a punitive pro-
cedure.

An example of an attempt to establish a 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 environtaent
awat, I rom the troubled areas, so that thet, can have the
oppc)rtunity to learn about and front each other.

6. Management

One of the most pervasive factors influencing the quality of life
f or all in a school is perhaps the style of management at all levels.
.1.his is what enables the ideology of' a school to be translated into
effective practice. As can be seen from the case studies in
Chapter I 0. 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 of a good
management team to aid the implementation and coordination of'
the proposals is essential, especially in a larger school. ffie clear
communication of aims and goals, a consistent policy understood
by all, seems to be the parameter of prime importance. A united
.md ooperative team would 'Went Wilt' able to achieve almost any
goal, whereas tlw best of policies w ill fail if the staf 1. is disgruntled,
rag ment ed and out to sabotage. Being able to lead a team in an

authoritative rather than authoritarian manner, allowing fOr the
personal development of individuals within the team, and
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offering dear and attainable goals, would appear to be the
important criteria of effective management

7. The teacherchild 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. 'I'he 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 each child in the class if 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 behig just a face in an anonymous group. Each child, 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
treat 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 aml unequivocal 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 powerf ill discriminating
factor between those young people from severely disadvantaged
kulgrounds who eventually succeed and those who do not
(Quinton and Rutter, I985b). A positive relationship enctmrages
self-esteem and -confidence and these are prerequisites to the
development of a belief in one's ability to alter circumstances for
bettei 01 worse (Rotter, 1966) To believe in one's ability to bring
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about change and to be in control of one's own life must surely 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. I suspect, front my own
Observations. that in some of the most disadvantaged areas the
truancy rate may be lower than one would expect fbr, in many of
our schools. children find a quality of relationship unavaable to
them at home.

As can be seen front 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 agency has the same
opportunity and access to as wide a range of responses as does the
teacher who is f am iliar with the child.

8. The curriculum

Mitchel and O'Moore (1988) and Byrne (1987) finind a far higher
proportion of' bullying in remedial groups of children, in both
primary and secondary settings. than in other classes. As yet it is
um tear as to why this should be, but it may be relevant to note that
a correlation has been found bet ween 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 sell-esteem and
«mtidence of the pupils. one of the most ef feet be ways of doing
so is through the design and presentation of the curriculum.
Conversely, the confidence of students may be eroded bv a poorly
designed curriculum (I largreaves, 198.1). The major part of the
curriculum in many secondary schools is focused on the large
pen entage of young people following a public examination
syllabus (Bird et al., 1981). Those who are not doing so may.
question the time and effort allocated to their Own requirements.
Their perception could be that being academic failures they
deserve the ignominy of low-level streaming, low-status subjec ts,
temporary staff or those with little specialist training. 'Fhey may
feel t hat t hey have no place in on establishment where kudos is
gained through academic success. There mar be exciting new
initiatives fOr these young people. but perhaps the% defeat their
purpose if they carry titles Indic ating low attainment and do not
have a similar permanent financial input to other parts of the
curriculum. Even the identification of' pupils with special edu-
cational needs may be fraught with danger if carried out in an
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insensitive manner so that pupils with difficulties are highlighted
in return for very little extra help.

One studs found that of the pupils in one secondary school,
50 per cent claimed that the curriculum was boring (Raven,
1979). It is illuminating to track a pupil or class for a das or week
to test the curriculum diet. Pupil pusuit 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 there is little else to do. rather than having
any definite aims or expectations; others may vote with their feet

and truant, sonic disrupt lessons to make t lings more enter-
taMing. The curriculum need, to cosr s wattv learning
processes as possible and stuuents themse. y, welcome and
respond positively to opportunities to collaborate in the design
and delivers. 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
sodallv useful was s' (Adler. 19-13).

If the cutTiculum is not able to offer pupils opportunities for
self-development, a sense of personal worth and access to the
goals society prc >motes. thev could use any of several forms of
deviant behaviour, including bullying, to express their rejection
of t he aims of the school. "rhe 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, iw forcefully
rejected by those unable or unwilling to fit the mould. Older
pupils have the intellectual and physical development to lend
potency and power to their challenge.

t may be relevant to the problem of bullying to consider the
lil ferences in the way boys and girls challenge the school system.
Boys appear to do this more overtly by onflict and confrontaticm.
The position of girls may lw slightly d if ferent. It could be that girls
have an equally strong but alternative system which runs parallel to

that of the hos s as well as that of the school. Girls use their maturity
to con frc m t by wearing earrings. make-up, ignoring thedress wde
and flaunting their sexuality (McRobbk. and Garber, 1976). A

parallel genderdiff creme in bullyingbehas iour has been noted bs
Roland (in prep.): boys were found to Ilse ON ert physic al aggrc:sion

more than girls who c hose the covert tac lit of social ostracism. I n

the sc(ondars St hot)1 seat s s ming people may need to encompass
two lives, f uncticming asan adult out of school set being treated:Ls:I

chikl within. This encourages them to resist a system with which

they feel uncomfortable.
Not ll pupils who «nif ront and c hallenge 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 Anselm in Coulton, 1967)

Not onl can harsh and punitive discipline be ineffective but it
can be interpreted by pupils as violence, and so offer 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 sonie
children.

Several studies on disruption have made mention of bullying
in the group of behaviours classified as disruptive, although a
«mnection between the two has not been supported as yet 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 bullying if there is a repeated and
deliberate intent to humiliate or denigrate a teacher, who, for
whatever reason, is powerless to prevent the assault. Few careers
expose adults to such risk of ridicule and insult, much of which is
suffered in isolation and privacy. Disruptive behaviour !kis many
parallels to bully ing in that the teacher may feel humiliated, angry
in a futile and ineffective fashion, or even blackmailed, i.e. a
disruptive pupil 'messes about' in class because the teacher is
afraid of the repercussions if sanctions are imposed; there may
even be aggression and violence expressed towards the teacher. It
could perhaps be of value to look at teachers experiencing a high
rate of disniption in the context of victim behaviour, Are there
lessons to be learned from the general study of the preventative
and response behaviour of victims, their posture, «mfidence.
humour, conformity, etc ., which «Add 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 bullying but there are many
similarities between the situations. It woukl 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 af raid of other
children than the deviant adults we so often warn them about
(Galton and Will('ocks, 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 offering opportunities fOr
challenges and confrontation. In specific 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 staff. 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't run', 'We
do . . .' rather than 'I will not allow. . .'. Clear and explicit rules
c(nnpiled and agreed upon by all staff, aml 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 through:mt the school.

The attitudes of individual teachers influence the challeng-
ing behaviour ofdisruptive pupils. Teachers appear to be chosen.
ranked and targeted, according to specific aspects of their
behaviour, alt hough 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 each teacher on merit. This cannot
be a matter of insistence, for it is impossible to enfOrce respect.
Those teachers who do not abide by the universal butt unstated
rules, who offend the code of conduct i the eyes of their pupils,
offer, in their perception, justification lot disruptive acts.

I'llere would appear to be several ways in which teachet s may
offend these unwritten rules: by being too aut horitarian, straight-
la«d, humourless, anonymous, distant or boring. Making perso-
nal remarks abmut such things as the appearance, physique, dress,
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race or family of pupils is taboo. The most common complaint
against 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 attark. This sekction is a
constant and dynamic process. so that any shin in personnel or
cia =stances requires the re-establishment of relationships. Few
disruptive pupils are disruptive all day with all teachers so that it
could be profitable, in sonic cases, to seek out the areas of
dissonance between teachers and situations in an attempt to bring
about change. If done in a crass way this could prove threatening,
for 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 staffroom: to admit to problems may be to admit to failure.

It has been suggested that there is a spectrum of disruption
from severe to mikl attack (Knoff, 1983). Once the severity is
ascertained and the true target identified to annoy the teacher
or another 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 usually tried out on one or two friends
befot e spreading through the whole class if a good response has
been received f ront the first audience (knof I, 1983). As in other
forms of bullying, the response of the teacher in the initial
moments is critical. A firm but good humoured, prompt reaction
from the teacher can prevent anv escalation of the problem and
does not result in one party losing face. There are a great many
subtle interactions going on cmlcurrently in a teaching situation
and a great deal of personal investment may have been made lw
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 !whit% iour is not
the whole picture. Some children act in a disruptive manner
regardless of the person in charge, as tiles bring their problems
into school from lunne 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 nwmories of ot her signif icant adults. On the other
hand, quite simple factors could be at play. One example of this is
that it w mild appear that non-examinaticm sulOct lessons are
pi nue tat gets. For they al e ranked as having a low status by some
pupils (lin d, 198(1). I f this is so, t he school can consider ways of
allocating a higher status to these subjects.

One aspect of classi oom interactions, pet hap, less f requently
emphasued than others, is t he perception teachers hold of their

I f.,
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Own career and life. A bored, disillusioned or aggrieved adult is
less likely to offer a stinndating and rewarding input to pupils.
According to their own perceptions, teachers may each have a
dif ferent response to an imlividual child. Even the most problem-
atic of pupils may be seen in a positive light by sonie members of

staff.

10. Supervision

From an inspection of the case studies in Chapter 10, it can be
seen that some instances of bullying emerged, or escalated, as a

result or staff being unpunctual or failing to be on dutv 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 qualit of wall displays, prompt marking and feedback of work,

specific use of praise, t horough preparation of lessons, and a high

le% el of tidiness and cleanliness in the building (Mort imore el 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
economical preventative strategies which can be applied in
schools to prevent bullying. Passive supervision is not always
adequate to cover such problems as bullying as it is nearly always
hidden. It is a sub-curricular activity in that it goes on under-
ground in that 'curriculum' organi/ed by the pupils themselves
which runs parallel with that offered Im staff and which can, at
anv one time. be the more important to the individual child. As
staf f rarely see or hear anything untoward for the victims ravel

complain active, vigilant stqwrvision is required to spot inci-
dents in the initial stages. To ignore :ncidents could be inter-
preted })% lime bldhes as Condoning and giving la( it approval to
their behaviour and thus reaffirms the suspicions of the victims
that the\ must trv to cope alone.

Good supervision need not imply a heav \ presence of
teachers shouting orders around the st hool. Constructive super-

ViNi" "n PMVide a Positive inPut to the schmi da \ An int"nnal
and Friendly atmosphere at breaktimes and between lessons with
staff in evidence thatting to pupils. Or among themselves, while

keeping a keen but friendh eve On thc happenings around the
building, is ()I great impot 1.111( There is a growing it,' lest ill
11101.(' strut tured playtimes and lunchlweaks. because it is be-

coming more Widek recogniied that the quilt rels and multi( ts
Whit h erupt in the phi\ ground. instigated b\ the more volatile

0
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children, spill over into the lessons, perhaps affecting everyone
for 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
okler pupils, thus offering them a variety of valuable learning
experiences not easily gained in other ways.

In a busy school day it may be arduous fOr a teacher not on
duty to find time to check a cloakroom or toilet when passing or
call in 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. H i h- risk areas and times
could be identified by small-scale research undertaken by stafT or
pupils. By tracking a class or a pupil for a day or a week, a teacher
is able to identify high-risk areas on the school grounds and
anomalies in the timetable.

An unsupervised class, for whatever reason, could result in
vulnerable chiklren feeling trapped and at risk. To alleviate the
boredom of waiting, sonic 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 staff to be
punctual and that standards of professional practice are kept
acceptably high.

11. Children alone out of school

There are times when children will be alone and t herefore risk
of attack front bullies, e.g. the journey to and from schoo.. 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 unbalanced proportion of children to adults
using the local transport so that, similarly, the local bus may of fur
little prole( lion. Certain routes home, such as secluded pathways,
parks or passageways in proximity to school, are all likely target
spots. A survey ( an identik these areas. Children arriving
unusually early or late to school, or suddenly altering their
regular route, (mild be experiencing problems. Spot( he( k super-
vision is enlightening. economical and wort htchile. Staff may not
feel directly responsible for children ofl the school premises but



Prevention 115

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
conscientious and friendly, which can often discriminate between
t hose 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 a team

and all take responsibility for all jytpils all of the time, not only on
duty clays and not only on the school premises, a stable and
controlled atmosphere conducive to ft uitful work and leisure
pursuits and positive social development nmy 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 their own protection (Hargreaves ('l al., 1975).

12. Communication

Effective communication is «msidered by Pikas (1987a, 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 in schools, but also in the wider
context of environmental issues and world politics. Pikas has

stuched 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-
lai I). pertinent aspect of this work is the emphasis Pikas places on
c at ef ul listening. As adults we are sometimes guilty of not
attending caret ully to what is being said to us in a busy classroom.
Pi andes and Ginnis (1986) make this point and urge that we give
child! en 'the gift of our attention'. One way of boosting the
self-esteem and -confidence of children is to show them that they

at e respected and worthy of individual attention.
In recent years more emphasis has been placed on pupils of

all ages communicating with each other in all areas of the
c ut i u ulum. There is now, perhaps, as much importance allo-
t ated to the process of learning, the generation and disc ussicm of

original ideas and opinions, whether in oral or written form, as to
the tepmduction of prescribed material. Teaching methodolo-
gies such as the problem-solving approach, cooperative learning
styles, init iatives such as the National OratN Project, stitches of the
language and style of' questioning used by teachers, even the
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content of some ex..minations, all reflect the current
climate of emphasis on effective communication.

Poor communication may lead to subtle vet potent nnsap-
prehension. There are cultural differences which are mirrored in
the challenging behaviour of some black pupils which could he
misinterpreted if unfiuniliar. 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 males this is said to imply
physical strength and the will to use it in defence or attack, in
addition to the ability to consume large amounts of alcohol or
other substances. Black males are said to prove their masculinity
in their 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 allotted by them accor(lingly (Coard,
197 I). This is frowned upon as time-wasting lw some staff. It
becomes easy to see how some young people come to believe that
they are being unjustly criticized due to poor communication
ausing 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 he laid down before bullying problems
arise, so that incidents can be dealt with quickly before any
secondary problems occur. 'Fite clear and effective transfer of
information is essential to the satisfactory resolution of a bullying
problem. From an examination of the case studies in Chapter 10
it is clear that, although a key person is necessary to form a strong
relationship with the children concerned, the quality of the
collation and dissemination of infbrmation to all interested
parties is crucial, not only at the time of crisis, but to prevem any
further occurrence. A variety of viewpoints may be necessary to
complete the picture. lwcause small but relevant details can be
missed if the incidents are viewed from only one angle.

Parents need to lw encouraged to contact the school to
con.municate am 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.

\Vol kshops and discussion groups should be held for parents
and for older pupils, who are the parents of the future. as a
routine event to alert them to issues such as bullying. lw
Nmwegian National Campaign (in prep.) included workshops
for parents as well as teachers. As well as helping their own
children to avoid or cope with bullying incidents, parents can also
explain to their children the role that everyone can play in
preventing bullying by encouraging a sense of' responsibility for
the welfare of others. Children can be encouraged to alert adults
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to another child in difficulty 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 identif y children at risk and halt a
problem in the earliest stages.

13. Liaison work

The jump from primary to secondary SC1100) cif n prove a
traumatic experience for some children. One study found that
ove 50 per cent of the chiklren entering a comprehensive school
were more apprehensive of' bullying than anything else (Davies,
1986). This degree of anxiety is unfoumled 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 int rodut tory period is over vigilance will be relaxed and,
therefme. problems might go undetected.

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

14. Children alone in school

Tlw child most probably at risk from being bullied is perhaps the
child alone in school. Neighbourhood friends, acquaintances and
relatives all offer physical and moral support, and their impor-
tance might perhaps only be recognized when they are absent.
Confident and gregarious children cope but others run the risk of
lwing left on the periphery of groups.'llw shyness or confusion
Of such children can lead to them being thought of as stupid or, in
some cases, disobedient. Liaison wmk with feeder schools should
identify these children so that they may lw monitored and, if"
possible, helped to be accepted into a group or a friendship could
be encouraged. Thoughtful pairing with compatible others vill
help initially. Friendships annot be made but opportunities for
them to develop abound.

Children with established I riemls of ten find themselves at
risk if separated f rout supportive colleagues for option subjects or
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other activities during the day. 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 fbr 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 may find it difficult to
approach staff or peers for help. Their confusion and un-
certainty could turn to anxiety in the large anonymous system.
"Fhose with friends will remind 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 wav
around school, that they become familiar with staff immediately
and that they are allocated a key teacher with whom they feel
confident and comfortable.

16. Research

Large multidisciplinary teams may be necessary to formulate new
c% ays of analysing school systems and to find effective ways of
disseminating these findings. One of the most economical and
ewarding 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
iefiects how pertinent and enjoyable such low-key research can
be. There are many small-scale topics which can be undertaken by
pupils as pat of the curriculum. In this way, the many aspects of
school functioning which relate to the social behaviour of

ui be studied to the advantage of all concerned. This work needs
to be carefully and sensitively designed so that any sui veys or
sociograms do not relate directly to bullying, or lughlight 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 sur,,:'.y to find what was most dif fit ult tot
newcomers to cope with in the first weeks and then offering
suggestimis 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 introductory booklet many 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 religious input, 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 a
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 rather than competitive
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 of dignity which academic failure can bring, the
shame and embarrassment a poorly coordinated child may feel in

a games lesson, or the denigrating remarks thrown at those of
different race or accent.

It is important to be clear about the aims of the programme
because there are many types 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 manage behaviour.
Administmtive-comed: to fit in with the timetable slot.
Subject-centred: int rinsic in the curriculum subjects.

It can lw salutary to remind ourselves that our goals are
cultural concepts and not unchallengeable facts. 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 proiiounced individualism (White,
1987). In our own schools we encounter children from different
(phut es, and thought needs to be given :o the connit ting
demands which t lwy I ace in the home and school environments.

As pupils mature. they need to he able to grapple with the
basic questions of 'Who am I ?' and 'Who do I hope to become?',

1
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while the school needs to consider `What kind of children do we
want them to become?' Ihere would appear to be a primary need
for us to understand ourselves and cmr behaviour. We need to he
able to exatnine and account fOr Our Own attitudes and actions.
Adorno et al.( 1950) note that it is only by understanding ourselves
that we can understand the world around us. Parallel to knowledge
of the self is a need to understand (Idlers. Children need
opportunities to develop the ability to transmit and interpret
appropriately but h verbal and non-verbal signals and communica-
tions. to develop insights into their own behaviour and that of
Others, so that I hey are able to understand t he emotions, needs and
aspirations of others as well as themselves. Hamblin ( 1978a)
suggests that it is necessary to understand others and their
emotions so that it is possible 'to get into another's shoes and if they
pinch, then oti feel the hurt'. This feeling of reciprocity scents to
be essent ial to appropriate social interaction at any level. Through
the curric ultim and the pastoral ethos of the school the essential
o hange III att it tide can be brought itbout , so that victims no hmger
need tostiffer Glott p and individual counselling is a st rategy
that can be used to support this work.

Manv pupils who cause concern in schools seem, fOr what-
ever reason, to find dd. ficulty 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.
The% 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 mav be helped to take responsi-
bility not only fOr themselves but for the wenre of others. This
wents to be an important stage in any attempt to alter the
behaviour of a bulk ing child. 1 f, as it would appear. children
develop self-respect and responsibility for others in response to
their experiences, it is essential that the school offers situations in
win( h the child experiences success and opportunities to practise
taking responsibility, preferably not only through it specific
O urricultun input but through the daily fun( dotting of the sdiool.

There may be criticism of the inclusion of Personal, Social
and Moral FAlucation on an ahead\ overcrowded curriculum, on
the grounds that it may not be Stifito iently intellectually stintulat-
Mg. having the low status of a non-examination subject. This
criticism would perhaps appl only if the syllabus depended on
following a prescribed low-key lesson plan. If the work is centred
mound problems pertinent to the c mu tent 1 unctioning of the
members of the group, then a wide range of intellectual processes
«mld be engaged. When bull% ing has been used as a topic for this
work there has been, in tik experiell«.. a most stimulating

1 9 8
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intellectual input from the pupik. In this way, the language of
problem solving, of describing emotions and social difficulties,
could be introduced. I suspect that some cning people appear
hesitant to discuss important issues simply because thev do not
have a sufficient repertoire of language to describe the vast array
of emotions they are experiencing. Tlw skills of reasoning and
logical thinking, problem solving, the weighing up of alternatives
and consequences. analysis and decision taking, premeditation
and reflection, are but a few of the skills nec essary for sound social
interaction, and they can all be encouraged through the present-
ation of specific and relevant problems presented as a dynamk
social framework. If viewed onl5 as recipients of good advice the
pupils will be understiimdated and understretched. If asked to
generate their own solutions with unitv of purpose and imitual
support, these same pupils will develop more quickly. The main
aim must be to encourage maturity of response ntther than to
find ways of o5 er-protet ting vulnerable children.

Summary

No matter what strateg5 technique, teaching or learning style. or
lex el of sophisticated curriculum input is inn oduced in the
school. attempts to enhalwe the level of self-esteem, -confidence
and social t unctioning of any child must fail unless supported b.-
an organization which offers respect and recognition to each
individual pupil. CU' Iren need to be treated with consideration
if they are to show consideration toothers, and respect if they are
to allow others kelings of sell-worth. Teachers are powerfill role
models and are On the spot when Nming people are passing
through the most c-itical stage of their social experimentation.
They are in a prime position to encourage the optimum social
development of all pnpils. especially those in need, such as
children c aught up in bullying whether ic tints or bullies. A
unified approach in a committed team of highly experienced
professionak, could, in countless ways, facilitate the emotional.
social and academic growth of Noting people in school and, in so
doing, help prevent tlw mcurrence of probkln behaviour.

eventative strategies in schools

A s Iwo] polit \ know n and suppol led b5 tea( het
parents and go5ernors.

2. I !Ms(' iii (lunge of finan«. need to allow lot and support
adequate supet 5 isis

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

4. 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.

5. The style of management can facilitate or impede the
implementation of the ethos.

6. The relationship between the teacher and child is significant.
7. 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.

8. The style and quality of discipline may be influential. Being
over-punitive may offer a model for aggression, whereas lax
discipline might leave pupils at risk. Disruptive classes may
put the teacher in tivt 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.

9. Supervision. All staff need to be responsible for all pupils at
all times. The quality of supervision needs to be conscientious
vet friendly. Problems arise to fit the opportunity! Active
supervision is necessary because bullying is often covert and
hidden from staff. Spotchecks are very effective because they
may save a long and complex investigation at a later date. If
bullying is not spotted and stopped immediately, this might
be interpreted lw bullies as a go ahead to continue.

S Hpen y tactics

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

a change in home location;
new travel arrangements or routes chosen,
end-of-vear class changes;
new groupings, as in Option subjects, et(
quai rels with usual frien(ls.

tii) A desk diary, graph or other record of details of sill
reported or suspected incidents may show a pattei ii, a
gap, or weakness in the supervision:

do in( itknts oct lir 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?

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

(iv) 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?

(v) 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 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.

(vi) Older, more responsible pupils can help with routine
supervision.

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

games, activities, hobbies, clubs, books, could be
offered;
traditional skipping rhymes, songs and gamescould
be taught;
a project on play could be an exciting and infOrma-
five learning experience;
observation work including video could be en-
lightening;
dinner supervisors, etc., may benefit from 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 t hat
it is their responsibility to ensure the safety and welfare of
all, that they are not telling tales;
effective supervision at all times will decrease the risk of
attack;
fast, well-used lines of communication between staff,
pupils and parents need to be established or reviewed.

(i) jrnmul to awl from Aclud. Children arriving unusually
early, late or by a different route may be experiencing
problems.

-. .
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The Achool bu.s: !his requires adequate supervision
because, once on the bus, there is little Chance of
the victim escaping or of using avoidance tactics.
Local transport: at school emry and exit times there
may be an unbalanced proportion of children to
adults using the transport. Adults witnessing
worrying situations should be encouraged to alert
the school.
Route.% home: any little used or secluded pathway or
area is a possible target spot. Surveys by pupils or
staff could identify these areas. Those nearest
sc hoot are most likely to be seleCted, so occasional
spotchecks b staff, older pupils or paraprofess-
ional staff such as 'lollipop or other traffic person-
nel, auxiliaries, parents or any willing helpers
could decrease the risk of' incidents.

l'nfmminality of Atall. Children waiting in class for staf f
to arrive are trapped with little possibility of escape.
Thoughtless or malicious taunting, started to alleviate
the boredom of' waiting, could quickly escalate and
group attacks may occ ur. Once the victim is picked Out
in such a situation the process of labelling and scape-
goating can quickly develop and be maintained.

Gin Subject gro*ngs. Older pupils mav be placed in
groups away front their friends. Even confident mid
popular children can find themselves in a vulnerable
situation walking alone front class to class. Sitting
alone or being ignored can be an embarrassing ex-
perience.

(iv) Change of school: This can be a difficult experience for
children. Play and dinner times are often the most
wort-% Mg, 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 to cope alone.

(v) Children alone in .school: Relatives, neighbourhood
f riends and older acquaintances all offer physical and
moral support. 'Ihe importance of these may only be
fUlly appreciated in their absence.

I 0. Liaison work. Chiklren and staff could exchange visits. In
some sc hook, primat.y gioups ae offered introductory
lessons in the s«mdai school before the start of the initial
term. There is a danger that once the introduc tory period is
over a more rel., xed attitude might ensue. Vigilance needs
to be c ontinued.

0.0,14./
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13. Identifying children : risk. A profile should be handed on
from school to school, or teacher to teacher, to identify
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, small or stand out from the crowd;
shy, timid, withdrawn and socially passive:
poorly coordinated and lethargic;
poor communication skills;
volatile. sulky, tearful i.e., those who would react badly to
prc WOC at ion
prone to psychosomatic illnesses:
school ref.users:
of ethnic origin. from a different area or with a dif ferent

accent:
from out of the catchment area;
from a family unpopular in the arca.

14. huluction work. The initial weeks may be critical for
buthling friendships, de\ eloping confidence and assuring
sticc CSS.

(i) .1Iapimrk:

Maps can be drawn to clar6 the «infusion of
buildings. rooms or areas, manv of which have
unfamiliar or technical names. Routes to specific
places can be plotted and coloured in. e.g. the way
to the dining hall. gatnes block or music room. Rey
places can be identified with appropriate drawings
placed On the map, e.g. clothing drawn in the lost
propem area. typeN liters in the main office, etc..
Rev subjec t ooms c an be located on the map and
lists of necessan equipment which pupils need to
take io the lesson marked in:
Design and Technology: pens. compasses. set-

squares. etc .:
Cvmkeiv: apron, recipe book, pencil. etc.

In larger schools approximately 80 staff might be
en«miltered in the first few weeks. Line drawings
of relevant faces might be pla«ql on the map
secretaries in the of lic atul ear tutors in then
rooms, etc. A gallery of subject teadiet s can be
displayed and cartoons of hierarc hy figures ( all be
drawn bv older pupils and displayed. Chiklren
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always poke fun hut rarely at those who can laugh at
themselves. Notices, photographs and posters all
help a shy child find their way around.

(ii) 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 a commitment 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 groups to
younger ones about problems such as being bullied.

(iii) Older pupils can be surveyed, by each other, to
identify what they found most difficult to cope with in
their early weeks in school. Suggestions for change can
form the basis of a programme 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.

(iv) Frienthhip support. Friendships cannot be made but
careful pairing of children in class and for leisure
activities might help. Proximity and familiarity offer
fertile ground for friendships to emerge.

15. Communication

(i) 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 agencies.

At inaugural meetings parents should be encouraged
to contact t he school if they are aware ofany 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.

(ii) Communication skills can be developed in sc hool in
many ways. Pikas (1987a, b) believes that better com-
munication contributes to better relationships and
interactions, lie proposes seven steps:

(a) Creating motivation. Pupils need to realm. that
t hey can solve their problems if they communicate
better.
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(b) Agreeing upon the value of communication.
Pupils discuss how they can improve their com-
munication skills.

(c) 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;
tile observer comments on the exchange.

(d) Discussion:

How can bad communication be improved?
How to listen to others.
Discussion of the role of non-verbal communi-
cation.
Discussion of the role of incomplete communi-
cation and the difficulties this can cause.

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

(f) Connnunicating in conflict situations.
(g) Pupils try out the strategies on their own without a

teacher present.

(hi) There are many other opportunities for enhancing
communication skills:

The National Oracy Project offers encoul agement
to schools to consider the value of oral wm muni-
cation.
Problem-solving work and cooperati e learning
programmes offer scope fm discussion.
More emphasis is now being placed on the 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 feeding biul to the antagonists what
they are really saying to each other.

16. Research. Small-scale research can be undertaken bv pupils
or staff to ident4:

a

elP
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high-risk areas and t iincs;
major 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 playground, 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 bullying or
highlight the f riendless state or unpopularity of any child.

17 Cominunity work. Pupils may develop the skills of responsi-
bility, empathy and reciprocity from working in the com-
munity and of fering their services to those in need.

18 Training. Training in child care is offered in some schools to
the older pupils, both boys and girls. Workshops for parents
can prepare them for problems such as bullying and offer
st rat egies fOr them o use to help their children. Parents can
be enlisted to encourage their children to take responsibility
for others.

I() Within the classroom situation. Is the teacher in full control
of the class? In a disruptive situation the teacher lay be the
victim aml other more vulnerable pupils be at risk from
bullies. Confident staff will readily admit to frustration but an
inexperienced te-tcher may feel too defensive to admit
openly to disciplinary difficulties.

(i) School %uplrad. Teac hers under stress «mid be of fered
suppom through:

timetable rearrangements;
an alteration in the composition of groups;
a w ithdrawal sN stem for crises operated by senior
staff;
in-service training to offer new insights;
an observer in the classroom on a pretext could
discern and anal se the social groupings, relation-
ships and reactions even if the actual bullying
remains unseen.

(ii) Defied and dillioe. It InaN be necessary to c Old Font a
bully but it is usually advisable to do this in private.

idents need to be ac knowledged immediately.
otherw ise it ma scent that the teachet is condoning
the bullying, but by deflecting the attention of the
wimp or dif fusing the crisis with humour or firm
«mullein the class mulct be deprived of the free
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entertainment they may have been anticipating, even
encouraging. With no feedback from the group the
bulk. 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.
Clawoom organization. Recently there have been con-
flicting views about classioom organization. If 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 ofien
worthwhile experimenting with the seating arrange-
ments so that the pupils are best placed for the task:

windows on either inside or outside walls are
distracting;

c.w.e a.s.es give unimpeded movement;
good visibility of board and equipment helps con-
centration;
it is easier to scan the room f rom the back;
the allocation of desks can prevent arguments at the
start of each lesson, and can provide opportunities
for compatible children to be placed next to vul-
nerable classmates. This could encourage a friend-
ship and distance those at risk from the bullies.

(iv) Renitine.,:

The class 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 playtime and lessons.
A ( lear signal that the lesson is to Ix gin gives cues
about the behaviour which be expected.
A routine fOr dismissal ;tit avoid a stampede in the

corridor.
If a class regularly enters in it difficult mood it may
be beneficial to note the previous activity a lesson

or a playtime and consider whether a timetaLie
adjustment or a buf kr period or activity would help
to calm the class down.
File physical position of the teacher could be
influential. Walking around the room and speaking
from t he back and sides not only helps give a feeling
of cohesion to the group but also puts the teacher in
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(v)

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 a teacher is standing, he or she is in 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 attenditig to
an individual child while they are keepinga firm eye
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.

Tlze deliverT Of lessons. Good subject matter can be
ruined by unprofessional 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.
Each phase of the lesson should be signalled and
appropriate behaviour requested. Work should be in
keeping with the needs of each pupil and texts checked
for 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 arid used through
suppoi tive 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.

9. Stay in sight of peers and adults when possible.
3. Crying, yelling 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. Try not to show any temper reactions. Stay calm.
3. Speak slowly, clearly and firmly.
6. Think about arriving earlier, later or choosing a different

route.
7. Leave expensive items at home, and do not bi:ag about pos-

sessions or money. If you are asked to lend someone an
expensive item try to make an excuse, e.g. say that your
parents check }ou take it home. If it is for( ed from you or
you feel you cannot refuse, do not fight to get it back. Tell

an adult the truth and ask for help.
8. If you have a nickname you hate or you are called nanws try

to get used to it. Do not be afraid to laugh at yourself. Try to
make jokes and shrug off casual taunts. If you are amusing
you may become popular.

9. Are you being provoking? Could you alter your behaviour
in any way?

10. If you are being bullied ask a friend to accompany you. "Fhis
may break the habit.

I I. Always tell someone, preferably an adult. Explain carefully
if you are afraid and ask for help. This is not telling tales. If
the bully is not stopped a younger person may be the next
victim. 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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happening Most people 1-a e been bullied ,tt some time so do
not be ashamed.

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

Warning signs

Chiklren being bullied coukl be under considerable stress and
indicate this by behaving in a way which is out of character. The
following are some common warning signs of anxiety or stress. IF
several are present it woukl be advisable for parents to approach
the school, Or for the school to contact parents, to express
concern.

Anxious children ma% show tht following signs:

bed-wetting:
nail biting:
nervous tics;
night terrors;
sleep walking;
flinchingjumpiness, forgetfulncss. distractibility;
underachievement;
personality change snappy, withdrawn. tired. indicatitms of'
not sleeping, weepiness, outbursts of crying, loss of appetite;
demands for extra money;
school refusal;
wish to change routines, routes to school, school bus:
lack of confident e, withdrawal from social activities;
temper flare-ups, abusive language, impulsive hitting mu:
late for school, hanging back. staying behind late at school;
'mislaid' books, equipment, belongings;
torn and damaged clothing and belongings;
bruises and cuts;
fear of' the dark, of stulden noises, of physical contact with
others (bullied children mat even cross the street rather than
approach anv group of people);
avoidance of specific lessons or da s, e.g. games, swimming:
psychosomatic illnesses, non-spec if ic pains. lleadm hes, tummy
upsets.

Analysis

Is it really bullying?

The first thing to establish is whethet or not the problem is one of

0



Protection 133

bulking 01 whether the cause IlLS elsewheie There may be quite
a dtherent oblem underly mg a false accusation of hulls mg.

. A child who is reluctant to attend school, or shows other signs
of stress, may claim to have been bullied in order todraw adult
attention to some other worrying situation. Bullying is a label
familiar to all and could be used by a chikl to label sonic
indeterminate anxiety. Young people sometimes find it diffi-
cult to identifV and discuss emotioLal problems and concerns
such as parental disharmony, social rejection or fears of
academic failure. "lhe feelings of conf usion, bewilderment or
shame may be too diffuse for a child to pinpoint. The desired
attention Flom adults may be gained lw false claims of being

9. Children claiming to be afraid of attending school because of'
bullying may. have no realistic concertis about what lies in wait
in school but be intensely worried thotit the home situation.
Rather than being afraid to go to school, they are afraid to
leave home. his may be because of' a parent threatening to
lease home, illness in the family c)i- jealousy of' a new sibling.

3. Concerns and anxieties of all kinds may make a child more
vulnerable to the mirmal rough and tumble of school life.
Trivial incidents mac be blown up out of all proportion by a
worried child who has misread a situation while under stress.

4. Individual, trivial incidents, perhaps not in themselves severe
enough to be classed as bullying. if reported frequently,
should not be ignored or hurriedly dismissed. because the
provocation over time could build up into a distressing climax.

5. Adults may lw unaware of the effect on a child of such
-sweeping threats as 'We're going to kill you'. or be unaware of'
the significance of taunts relating to the subculture ol the
grctup. Such threats may assume alarming proportions when
the child is in bed, alone at night. The child mav intellectually
know that this is an unrealistic threat but still react badly on the
emotional k.s el. Even the victim may be unaware as to how
traumatic the experience has been until the emotional repel--
ussions indicate the level of stress engendered.

t is important to consider not on's whether the reported
action warrants the label bullying, but to try to estimate the efket
it has had upon the child. If not taken to task the bully could
continue, unaware of the effect ()Utile seemingly trivial acts upon

a tilnerable hild.
.1 he dangers of false act usat ions need to be explained to any

hikl making them for whatever 1 casco). It could mean that help is
not hwthcoming in the future wlum there may lw genuine need

'4 A
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and the social implications of falsely accusing others needs to be
explored. If bullying is suspected:

1. Look for the warning signs (see p. 132).
2. Ask ail staff to supervise carefully because the incidents may

be occurring in specific situations.
S. Is the child isolated? Sociograms could identify this.
4. Contact parents and unobtrusively seek information from

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

pected on a pretext.
6. Seek information widely: local shops, traffic personnel, school

bus personnel.
7. Contact the previous school and other agencies, such as the

education welfare officer.
8. 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 intllectual 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 or stupid, and so they will lose the respect of parents and
staff by their inability to cope;
the bully may claim it is only a game but it must be stressed that
a game is enjayed by all participants!
victims nmy feel this is their lot ir life, especially if they have
little self-esteem;
no confidence in the adult's ability to help.

lhe 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:

a group bullying a group;
a child bullying a group;
a group bullying a child;
a child bullying a child.

Who is the leader if it is a group?

There may be a hidden leader, a pro-ocateur, whereas another
child may erroneously consider him/herself 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. 1 have identified hidden leaders when
videoing classes for other purposes. Older children may volun-
teer information in genera/ discussions about school life.

Analysis of the pattern of events

A record of clays, 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
iittacks.

Contact with home

Information should be sought concerning family affairs whit h
could be relevant. 1 he net for information may need to be c ast
widely and parental permission sought to contact such agenc les as
the family doctor, education welfare service, or social wot ket .
Information from such sources may previously have seemed

."
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irrelevant until viewed in the context of bullying. Parents need to
be assured immediately that the matter is being taken seriously
and an investigation is in progress.

Observation work

H as the whole of the incident been Observed and understood? It
is easy to misperceive an incident of bullying, both in the
observation and the understanding. Teachers in charge of large,
busy classes may not see the whole of a bullying incident, their
attention being drawn 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 it premeditated attack by carefully
choosing a moment when the attention of the teacher was
diverted;
the surprise or stress of the provocation may have elicited a
spontaneous reaction hom the victim, such as a yell or
retaliaton attack.

'Ile teacher and the rest of the class are more likely,
therefin.e, to witness the spontaneous retaliation than the original
provocative act of the bulb. 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 annoying due to misper-
ception and erroneous judgement, although there mav be some
justification for this opinion in some cases.

Ihe role of the teacher in such cases is to observe caret ully
and try to identify the antecedent behaviours to the reaction.

A child subjected to prolonged bullying can develop it
def. ence strategy to cope. but may use one which is maladaptive
and causes I urther difficulties:

. The victim may try to hit out fit-st before others get the chance
to attack.

2. In it bid tor help, 01- in dist: ess, self-mutilating acts 111.11, be
adOpted out hair, scvere nail biting, scratching skin,
or clothing iind equipment could be destroyed.

3. A supportive gang could be enticed to aid and abet the
bullying of those who are even weaker.
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In this ssa) the km could be ccnsidered the bull, %s het eas, 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 bulls and victim which
has triggered or is sustaining the bullying?

The role of the victim

1. Mans victims are popular within their group and are socially
well adjusted. but are targeted simply because tiles have been
in the wrong place at the wrong time.

9. Sonic children seem to set out deliberately to provoke the
bullying, accepting this behaviour in prderem e to being

ignored.
3. The bullying may stem from mild teasing which has been in

the spirit of fun but then got out of hand without the victim
realizing it.

1. The victim may have encouraged the attacks in twder to get
the bully into trouble so that. in reality. they are the bullies.
Provocative children may allow this behaviour so as to gain the
sympaths and attention of the rest of the group in an
inappropriate bid fOr acceptance.

3.

6. :1 small grmip of children have emotional problems such that
thev experience feelings of guilt which require them to be
punished.

7. 1..1 .wre Inav be a stoic al accepntace of the role.
8. Children who arc small, weak and lacking in confidence when

with their peers, may gain the «mfidence to bully when in the
company of 5 ounger children. This could depend on their
own attitude to the use of aggression.

17". role of II"' bullio

1 . Many bullies appear to ullierc to a code of' conduct which
allows the use of aggression, iii whatever form. Iltis is
acceptabk. within their own circle of family and friends. Tiles
may have witnessed violence at home or been bullied
themselses.
Some bullies mav be using their bullying as a means oi
gaining sonw degree of prestige to boost their pool self-
image and -confidence.



138 Bullies and victims in schools

'3. These children may not intentionally set out to cause distress
to others but do so due to inappropriate social behaviour.

4. 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.

5. 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.

6. 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.

7. 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.

8. 'Fhe bully may be receiving encouragement from the group.
9. 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.

10 The bullying could stem from a thoughtless attitude on the
part of the bully to whom the attacks could seem trivial and
int onsequentiaf.

Onre the victim identified

the victim is identified as vulnerable;
this becomes public by the intent of the (:ulprit 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 sit nation 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.

t)
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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, all of-
which can add up to intolerable stress. The original attacker may
have left the situation and be quite unaware of t he trouble left in
his o.- 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:

1. There must be a fast and unambiguous response from the
staff.

2. A harsh or oyer-punitive response could result in the bullies
modelling the behaviour or becoming vindictive towards the
teacher or victim.

3. Incidents of bullying may come to light while the class is in
progress. These can be dealt with by confrontation or by
deflection. 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 become habitual
and need to be stopped promptly, but it is better to diffuse the
situation in class first and tackle the issue later.

4. 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.

5. The problem must be brought out in the open because it
thrives on secrecy and ohen fades when discovered and
discussed.

6. If the teacher has a good rapport with the pupils, class
discussions, held in registration titne Or within the Personal,
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Social 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 everyone in
the group understands that they have a responsiblity to each
other.

7. Relaxation techniques can help both the bully and the victim.
8. One of the most effective and economical ways of bringing

about changes in behaviour is by working with parents. "Fhe
home situation can offer many rewards watching TV.
extended bedtimes, favourite food. etc. 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 tlie
advantage of all concerned.

9. Opportunities for working and interacting with other pupils
should be encouraged. Children who have been isolated for
some time mav need strong iiicentives to attend group
meetings tokens, gifts, prizes, guest speakers, outings or
equipment could entice them to attend. If asked to stay behind
in school fOr an activiR , care must be taken that the children
are not being put at risk of attac k.

Suggestions for working with parents ill helping children to
feel comfortable in groups are given in Chapter 9.

The unpopular victim

The victim could be a child struggling to wine to terms with an
emotional problem. A child in such a situation might present a
ariets of annoying or distressing behaviours which are associ-
ated with an insecure or compensating personality. These out-
ward twhaviours. manifestations of deeper trouble, do not always
endear the child to others. Outbursts of temper, boastful and
compensator (Jahns. aggressive or pi ()vocative moods are not
engaging. These children need to lw understood to gain totem
am-cant! affection f ront others. These behaviours may be in high
prolik, aggravating and disruptive, or simple stress habits such its
rm king. fidgeting en chattering.

lite reaction of the teacher could encourage others to notice
and poke fun or to ignore and of fer support and conhdem e to
the trembled child:

I. Fhe teat her inin submnscioush transfer feelings of irrita-
tion to the group, so gn ing a green light to the bullies.

I
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9 '1-he peer group might need little encouragement to provoke

an unpopular child.
3. The anxiety symptoms may have arisen because of hulking

but, in any case, further stress will cause them to escalate and

the situation to worsen.
4. The behaviour, especialk temper tantrums. might be enter-

taining to others and provide a wekome release from work.
Such interruptions could be covertly maintained, the group
provoking the unwitting victim.

5. The frequent cues and reprimands needed bv 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. more

robust and dominant child could be allowed to control the
troublesome victim but to allow another child to assume such

a role is to exacerbate an already stressfnl situation.

6. .I.he victim may be provoking others by assuming the role of"

class clown in a bid for a«-eptance. Ile situation needs to be

examined cztrefulk because this mas be tolerated in the
saki% of the classroom but the victim may be at risk outside

the class.
7. Intelligent children mils take on a more subtle role as ictim

by hoosing to merge with those of lesser ability in order to be

«msidered one of the gang. This offers the ptotection of the

gang.
S. jokes and nicknanws used lw teachers maN seem witt \ and

'humorous in t lass but be picked up and used WI nauwam or

exaggerated cruelly in the plinground.
9. Not all teat hers can work with all dtildren. Circumstances

found to be intolerable need to lw admitted to and altered

before the situation causes distress to all.
.\ teacher may innocently assume the role of bulls . Group

reprimands are rarek effective, because the diluted effect is

lost on the culprits, vet those least in need of t hastisement

Inas i eact badly and become afraid of the teacher.

Programme of work with the victim

It must lw stressed that some \ ictims of bulking Inas endure a

great deal of taunting and aggression. Set they an. able to cope.

The ef fect tlw bullying is has ing on the ictim is the important
fa( tot and the se\ erit of the tiit ide»ts needs to lw seen in the full

«mtext of the situation.
inogratnine of work needs to be planned aref tiny so

that the attitudes and responses of the gtoup are ltered, if.

1.
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necessary, in parallel with the targeted change in the bully and
victim:

1. 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.

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

3. The child may be happier in another class or group.
4. 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 strazegy could help in a
number of ways by:

encouraging or stimulating a new interest or hobby;
developing a skill which could help to ease 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 strengths;
breaking the habit of provocation;
bringing relief from a conspicuously isolated and friendless
state.

This is recommended as a temporary meamire only, because the
long-term aim must be to integrate the victim into the group.

Minders

A tnore 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:

41 an experience of f riendship.

It may be iulY isabk tor this to be a«omplished without the
knowledge of the victim, especially if an older pupil is supporting
the chikl 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 bullying children. It soon 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 sport or 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
circumstances 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.

AsAimilating the victim into the group

Once allocated the role of victim it becomes difficult for the child
to 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 carefOl consideration:

1. Flas the victim been maintaining the bullying fOr any reason?
2. What will be the position of the victim once the bullying has

stopped?
3. Will the bullying be replaced by some other difficulty?

151
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1. Was the victim functioning well socially previous to the onset
of the bullying?

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

The work may be most effectively carried out if a change in
attittule 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.

G roup.s

If 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 variety of interests and a wide
range of personalities. Each child can follow an interest in parallel
with others but share supervision, space, time and equipment.
Parents can contribute to supervisory duties. Children with social
difliculties 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.

1Vorking in rtnijunction with parent%

It tnay be advantageous to work with parents who can not only
support the work of the school but help in ways not otherwise
available. The two parties may not work together simultaneously
but share a common goal, continue reliable feedback and offer
mutual suppot t. Lonely children may be depressed and feel
helpless to alter their situation. Chiklren who have had adverse
experiences with peers may have little enthusiasm For seeking
new relationships. I I. the child has been excluded from friend-
ships for a considerable time:

they tnay be unaware ot the expectations, commitments and
mores of group interactions whic It mac need to be discussed

practised:
there may have been a simple reason for the exclusion of the
child which can be easily remedied.
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Parents of chiklren who find it difficult to make f riends may find
that to foster appropriate friendships they need to offer:

time: chauffeuring, supervision;
energy: 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 incest effort and money in their child's
academic success.

A progaimme of work

The aim is to integrate the child, as soon as is comfortable, into t he

peer group. To push isolated children into a dub 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.

1. nu' peer group. Social confidence and ease can be gained by
children initially working alone but in communication with
others: GB radio, fan dubs, correspondence (e.g. chess,
penpal), voluntary work (e.g. hospital radio, librar work), or
working with animals or plants.

9. Atived group. This could lead to a special interest or hobby
which could be pursued in a group where children work in
parallel rathei 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 of fer some degree of social interaction, but
Imm a position of safety as participants may choose how and
when they become involved with others. S.rong structures and
adult support are needed at this stage. The opportunities to be
gained include:

experimenting with safe social settings;
the chance to practise and increase skills and techniques
which could help one's self-image, -confidence and
-esteem;
companionship and f riendship:
an exchange Of ideas and information.

LöJ
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S. 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 skill is learned, confidence increases.
(b) A new skill can increase kudos, e.g. car maintenance.
(c) As the emphasis 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) A shared interest between parent and child is the basis ofa
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
parents in a learning situation.

4. 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:

a service: sell tickets, make coffee, keep scores, buy supplies;
a talent: accounts, posters, music, costumes, photography;
enthusiasm: organize trips, guest speakers. draw up rotas.
lmrd work: tidy, fetch and carry, make refreshments.

5. 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 fbund
useful by some children. Isolated and vulnerable children
rarely misuse such skills, but confidence can be increased with
the acquisition of such skills.

2. A pet, especially one which would unfailingly give an enthusi-
astic welcome and demonstration of affection, may help to
boost a child's self-image and -esteem, in addition to providing
companionship and a rationale for getting out of doors. A nv
pet, however, requires a commitment and, therefiwe, it could
be an advantage to borrcv; one l'rom friends for a while to see
if it is compatible witl' the family Efe-style.

154



Protection 147

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.

4. 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 the)
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 eircumstances 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.
2. Appropriate social behaviour may need to be introduced

because it may not be in the exisiting repertoire of these
children.

3. Attempts 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 effective 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 :hat all group members support each

other.
The wmk program ate 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 fbr 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 school and the local
authority should be stressed if the problem continues after an
initial warning.

At an initial meeting the school policy should be reaffirmed
in front 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:

I. Optimistically hoping the behaviour would pass.
2. Over-emphasizing self-protection, which could be misin-

terpreted as permission to be dominaiit
3. Over-emphasizing success, which could cause tension and

strain.
4. Giving conflicting messages such as 'If you hit others I'll hit

you', so giving a model of aggression.
5. Admiring physically dominant culture and nwdia models

which children can copy.
6. Allowing other family members to be dominant so that the

child develops a subservient attitude and loss of confidence or,
conversely, models the aggressive behaviour.

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

Boisterous and agile children may be unaware of how threat-
ening and painful their attacks are on a weaker child,
especially lithe 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.

2. Children may Inn consider verbal taunts and jibes Or social
ostracism as bullying, and think only physical atm( ks hurtful
and worthy of complaint.

3. Bullying children timy be unaware that odic! s «mtinue the
taunting in their absence so that the victim suffers numerous
attacks, be«mws feat lid ol mobbing and demoralized or
terrified over time.
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4. Bullying 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.

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

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

7. 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 ef fective
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 cxpedite an end to the bullying 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 it 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 svmpat h or blame.
Aim fOr a solution agreeable to both parties.

Alfrring the behat4our

1. Elk it suggestions from both children hn- targets for change
id a suitable programme of work.

". Make a list of behaviours that need changing and put them in
order of pi iority. Aim for a balanced approach so that change
comes f rom both the victim (try to stop a sniffing habit) and the
bully (be more tolerant).

:1. Attempt a written contract inolving both parties.
4. Reward both children for any improyenwnt (the bulls ing ma\

have been v('ry rewarding).
5. Shape up t he behaviour gradually from near approximations

to the desired behaviour.
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A lte ring the attitudes

1. 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.

2. Encourage the bully to identify and discuss the irritating
behaviour.

'3. Pinpoint the strengths and skills of each child. Encourage
them to identify these in each other.

4. 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 team in games?).

2. Never put the bully and victim on opposing teams or in
competition with each other. Always give them a common goal
or target.

3. 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 ident4 emotions or find it too shameful to discuss the
bullying behaviour. Cartoons, diagrams, videos and diaries may
be useful fOr this type of work.

Work with the bullying group

I t may be necessary to break up the cohesion of the group. This is
best done in as subtle a tnanner 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;
cement the cohesion;
result in reprisals;
alter the attacks from physical to verbal;
lead to a different child being bullied.
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"rhe 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

I . Record all observations and reports of incidents to seek out a

pattern of events.
2. Continue observations and supervision even after the bullying

appears to have ended.
3. 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.

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

5. A different child may be targeted fbr 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.
2. 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.

3. 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.

4. The 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.
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6. Why 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.

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

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

'3. 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.

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

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

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

7. 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
occurs;
their help is shunned by the victim due to fear of reprisals.

8. Because there are more rewards available in the home than at
school, it might be more beneficial for parents and staff to
work together on a behavioural programme.
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Frustration
(no one
will h -Ip)

Failure
(why won't my
child confide
in mc?)

Helplessness
(a change of
school may
not help)

Despair
(if complaint
to school is
ineffective)

jealousy
(as other
children
are coping)

Shame
(even an older
child may need
a parental escort
to school)

Doubt
(should I ask
other parents
or children
for help)

Bewilderment
(why can't my
child cope?)

Parents of the victim

Failure
(where have I
gone wrong?)

Anxiety
(if I interfere,
will I make
things worsc?)

Disappointment
(why is my child
blamed?)

Dismay
(why isn't the
school doing
more to help?)

Embarrassment
(why has my
child no friends?)

Ina equacy
(to protect
my 'd)

Concern
(for my child's
education)

Anger
(feelings of
revenge)

Confusion
(should I approach
the bully or
parents myself?)

Figure 3 Emotions that may be experienced by the parents of a victim.

Keeping close contact

Parents who know that their child is being bulhed at school, and
who feel unable to help. niay experience one of the most difficult
aspects of parenthood (see Fig. 3). In some cases the parents feel
as helpless as the child to el fect any change. Parents of the bullies
may also experience disturbing emotions stigma, guilt, embar-
rassment and bewilderment. Depending on their attitude to the
situation, the 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:

I. I f their child has reported little to them, the circumstances
may be shrouded in mystery.

.0
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2. Anxiety and puzzlement may be experienced if the child has

suddenly become tense and withdrawn for no apparent

reason.
3. There may be anxiety about any unexplained regression in the

chiki's behaviour or academic work.
4. If a first approach to school has been ineffective, the parents

may be reluctant to return, yet feel ineffective themselves.

5. 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 reference;
the moods and heightened emotions which can be part of'

adolescence can cause tension and friction in the home;

older children may feel ashamed of not coping alone;

children of any age often have a room of their own or share

it with a sibling equipped with TV, computer, record

player. etc. 'Ellis entertainment centre leaves little time thr

family contact;
parents who work, or who have exira fam:ly responsibili-

ties, may devote less time to an adolescent, whereas they

may consider this essential with a younger child.

.Nny combination of the above may result in an anxious child

keeping his/her symptoms hidden, thus allowing the situation to

deteriorate. The pathways of homily communication are often

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 of the

bully;
they may feel that their judgement has 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 ow

negative response from the school. Parents need to be reassured

immediately that the matter is being taken seriously and being

-1616"



158 Bullies and victims m schools

dealt with us gently. A named person should be allocated to beresponsible for keeping in contact with the home.

The parentteacher interview

There should be a forum available where all viewpoints arerepresented, the situation is appraised and a plan of actionadopted. It may be possible for both the parents of the victim andbully to be present at the same time; however, if their views areradically different, it would serve no useful purpose.
The meeting should be kept as informal as possible and aproblem-solving approach should be adopted rather than allow-ing room for an overly emotional response. Parents should beadvised of the meeting well in advance, so that their attention andobservations may be focused appropriately. A brief and informalquestionnaire helps to identify pertinent information, but thisshould not be filled in or handed back. The purpose of thequestionnaire is simply to focus the thoughts ofparents who maybe distraught. The following questionnaire could be used, withmodifications, for the parents of the victim or bully:

Sample questionnaire fin-parents
1. How long have you been aware of the situation?
2. Has there been a history of bullying?
3. Who is/are responsible? What is the. connection betweenmembers of the group?
4. Has there been a change in family circumstances?
5. Who were/are the child's friends? Have these changed?6. When is the child most anxious day, dates, times, lessons?7. Has there been a change of mood, habit or behaviourrecently?
8. What affect is the bullying having on the child?9. What are the child's main worries, e.g. future employment,games lessons, friendships, transferring school, examin-ations?

10. What are the out-of-school interests and hobbies of the child?1 1. Are there any other factors which could be contributing tothe problem?
' 2. What is the attitude of each patent to the situation?

Such a questionnait e is only a rough guide and needs to beadapted for each child. The aim is simply to provide the mostefficient way of obtaining relevant information so that the actualinterview with the parents can be properly prepared in advance.
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Burglary
Divorce

Older sibling leaving
home, etc.

Trauma/anxiety
at home

Possibly less
resiliant to
attack, i.e.
victim

Shopping

Friendships

Disco, etc.
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Hospitalization
New sibling
Bereavement, etc.

Possibly more
prone to volatile
outbursts, i.e.
bully

Reluctance to leave
home for any reason

Child confused
and unable to
understand or
explain, therefore
claims to be
bullied, so stays
at home

ONLY
School is a legal
requirement,
and therefore
focus on school
refusal

Figure 4 flow reluctance to leave home is most clearly seen in a refusal

to 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 attending 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
home, 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 prokssionals
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

1 0 -;



160 Bullies and victims in schools

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

1. What are the family demands, expectations? Highly competitive
parems may have unrealistic expectations which could cause
stress within the family as a whole but also result in the child
being over-competitive and domineering.

2. 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 (see
chapter 10).

3. 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 home

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

1. 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.

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

1.ote sell-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?)

Stigma
(e.g. TV ads still
show traditional
family stereotype)

Anger
(a new parent
precludes a
reconciliation)
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Bereavement
(sorrow)

Guilt
(was I too
naught)'?)

jealousy
(if parent forms
new family)

Rejection
(if parent
goes to
another family)

Depression
(longing for
the past)

Helplessness
(can't rectify
thc situation)

Failure
(why was I
left behind?)

Hatred
(remaining parent
should have
tried harder)

Figure 5 Some of the feelings a chikl 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 djusted regularly to prevent
feelings of tension or failure.

Advice to parents

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

If your child is being bullied

I. Approach the school, but make an appointment first so that
thc tea( her can make caret tul observations and contact other
staff.

2. Alert the school even ift he bullying has stopped.

6 A



162 Bullies and victims in schools

3. Contacting school is often sufficient to stop the bullying.
Once the problem becomes public the bullying usually stops.

4. Encourage the child to approach the teacher they feel most
comfortable with to discuss the problem. Check they have
done so.

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

6. 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 calmly 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 humoc 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.

7. Talk to other parents, if possible, to share ideas. Parents
sometimes feel ashamed that their child is unpopular.

8. Encourage the child to forget the bullying when at home, to
go outside, make new friends and take up new pursuits.
Being outside stops the child from brooding and feeling
cooped up.

9. 'Fry in every way possible to build up the confidence of the
child. This lack of confidence is perhaps underlying the
bullying.
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10 I f 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

1 . 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:

a parent may have left home;
a new baby may have arrived;

oi a friendship may have ended;
expectations of home or school may be too high.

2. The bully may be showing off i front of friends. It needs tobe

made clear that it proves nothing to hurt or distress someone
unable to defend themselves, that this is a form of cowardice

and proves nothing.
3. The bully may be confusing leadership skills with dominant

behaviour, so needing help to understand the difference.
4. The bully may be popular with many classmates but be

frightening a less robust child. A sensitive approach to
explaining the effect of their behaviour has on 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 in any 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 unwantQd attention towards another target.
9. Parents who know (q 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 Praise for good behaviour

I I
results in

Resentment by the child
and anger of parent

Better understanding and
communication between
parent and child

results in

Unpleasant atmosphere

results in

1
Even more punishment

Pleasant atmosphere

1

ss punishment

Figure 6 .1'wo styles of parent discipline (after Patterson et al., 1973)

Workshop on discipline

Research suggests that many bullies come from homes whet e a
punitive style of discipline is used and aggression is seen as an
acceptable way of settling problems. Some such families ate
amenable to changing the style of discipline if the alternatives al e
explained. A cycle of aggression may have developed whet e the
child no longer responds to the punishment, and therefbre mote
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. Panel son
et al, (1973) contrasted two styles of parent discipline (Fig. 6) It
was found that fin there to be good results, the approach should
be friendly, firm and consistent.

'Fhere are many sclwmes and books on behaviour, smite
written in a humorous style which could be used or adapted fin
workshops or recommended to parents interested in imprm itig
their discipline and relationship with their child (See Appen(hix)
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Patents who at e uneas \ about using behavioural techniques need
to remember that much of life is built 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 pass on
the problem to another without haying alleviated the difiiculty 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, therefore, 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 ot secondary prob-
lems occurring. One argument, however, does make note of the
plasticity of human behaviour and suggests that it is 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. "1 his may not be easy, because as
Knowles (1988) found, teachers were unable to identify the
pushy. talkative child who appeared to be popular. but in fact
was dominating the rest. Even with socionlet tic measures, it is
difficult to ascertain the views of voung children due to
linguistic and cognitive restraints.

9. 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:

low: to hit. push and pinch:
emotional ontburAA: to (TN , shout , show a iger:
(moidalu e: to walk away.

3. Toddlers may not have the conceptual development to be
patient. take turns, share 01 to anti( ipate anyt fling ot her t han
immediate goals. Misbehaviour may simply be due to a ia k of

t)
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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 . Does the dominant/dominated child continue to behave in
this way even with a change of class or friends?

2. Is the child aggressive, or does he/she only use aggression in
retaliation behaviour?

3. Has the child adequate physical strength and a robust
personality to cope in play fights?

4. Is the child subservient and over-compliant?
5. Does the child show independence and coping skills?
6. What triggers any difficulties?
7. 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.

8. How do the caretaking adults respond?

punish by complaining, shouting or hitting?
persuade by explaining, cajoling or discussing?
model how to behave?
passively let the children try to sort it out?

9. How does the peer group respond?

ignore?
seek aduk help?
cheer or jeer?
sort it out appropriately?
take sloes?

10. 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 he 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

1 "7. I
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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. 'Owen and Sy lva
(1986) suggest that for optimum all-round development, even
young children need to be encouraged to puzzle 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 was born with ears which stuck out at right angles f rom his
head. When Ile was only a few weeks old the paediatrician
mentioned that an operation to pin back his ears could be
considered in a few years time.

Being a lively, energetic lad, John always Found plenty to do
and thoroughly enjoyed the company of other children. He was
athletic and strong for his age and if anyone had mentioned his
ears or had entered into name calling or bullying, John would
have been able to defend himself. He also had the self-confidence
to have shrugged it ofT. No incident ever came to the notice of his
parents or teachers.

When he was 5 years old John had the operation because his
parents felt that it was necessary for cosmetic reasons in later life.
It was successful and none of his young classmates noticed the
change.

Children with deviant features

Features such as a large nose, protruding ears, obesity, glasses or
extremes of stature, may be picked out by other children and
used as targets fOr teasing and bullying. 'Fhese features, however,
are not necessarils the reason for the bullying; rather, victims are
often initially chosen for other reasons, e.g. their withdniwn,
fearful, lethargic or rejec ting personality. Only whey identified
and chosen for attack are the deviant features used to label the
hild.

The response of the victim to the name calling will influence
the bully's decision to repeat the taunting or to desist. Cheerful,
gregarious children, w ho enjoy the company of others and who
can shrug off an initial mild attack, or laugh at themselves, are
unlikely to be picked On fOr long.

` r t
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The role of the teacher or parents

I Why is the child being bullied? Whs was the N tim picked out--

9. Is theie an truth in the taunts-7' Whs is the c hikl reacting so

strongly?
3. Can t he victim do anyt hing about the taunts. e.g. diet, be more

courageous or friendly?
4. How can the child be helped to improve the situation?
5. Can the child come to terms with the name calling? This mav

even carry on into adult life. Look at the nicknamesof famous

people, encourage the child to laugh at the name, use the
name in a friendly fashion and later try 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.
6. Help the victim to understand 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 slight build. He was said to be

volatile, he often destroyed his own work and that of other

children, and he would try to stop others from working. The most
worrying aspect of his behaviour was that, when upset, he would

bring kitchen knives into school which he stole from home. The

other cnildren appeared afraid of him, but he did not threaten

anyone with the knit es. He used them to mutilate himself bs

scraping his arms or cutting his hands. He also deliberately tore

and cut his clothing and had cut the coats of his classmates. 'Hie

overall picture Gareth presented was that Of a violent,

emotionally disturbed boy, who frightened both staff and pupils.

Gareth had a difficult family background. His mother had

been brought up in a children's home and so, as is often the case,

fOrcefully resisted help or assessment in case Gareth was taken

into care. Gareth's father had been a violent man and had left

home. The man living with Gareth's mother had attended a

school for pupils with lear»ing difficulties. and he too resisted

help in case that was to be the outcome for Gareth. Gareth was the

oldest of four children, all lumgh his mother was still young. The

famils was in an extremely poor financial position but the
relationships apiwared to iw rewarding and stable.

Gareth's nuither became piegnant aw.in and received regn-

lar visits front the health visitor who relmrted that the family lived

in rather a chaotic state bin that the pamits were caring and

-1 I ,
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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

I . 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.

2. Gareth was good at art, so it was possible to build up his
self-esteem by displaying his work, especially to older chil-
dren, so that it was then acceptable to his classmates.

3. 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.

4. The parents of the bullies were approached and asked for
their support in stopping the attacks.

5. 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. H i s life in school was being made
miserable 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
friends in school, the bullying was not as Michael had stated.
Rude remarks were made about him by the other children and he
was (then 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 to keep him home from school and complain
about the other children.

It was soon discovered that Michael was being teased about
being extremely overweight. I n addition, his mother had recently
lost a baby and was treating Michael as a toddler, doing
everything for him. Michael was not allowed out to play and, in
addition, he was somewhat smothered by being dressed in clothes
inappropriate 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 difficulties. 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

1. 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.

9. 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
gradually built up his confidence in his own abilities.

3. 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 conspicuous among his peers.

4. Michael needed a lot of help and encouragement to try out
swings, roundabouts, slides and bikes. A careful d.esensitiz-
ation programme eventually made him slightly 1,ess fearful,
but he is still afraid when his feet are off the ground. 'I 'his is in
part due to the perceptual problems many clumsy children
experience. He is improving with practice.

5. In time his parents came to terms with the loss of the baby
and Michael's mother became less depressed. 'fhis led to her
main goal being to help MiAael. After spec ialist help both
parents were able to take more control over their lives; go out
more, clean the house, take Mirhael out and allow him out to
play. The teacher's role was to encourage the parents
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and of fet positne feedl,a( k about the miprosements in
Mi hael

G. The children in Michael's class were made to confront their
behaviour. If Michael was included in their games, those
children were praised. The teachers in the playgound incon-
spicuously joined 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 9-year-old boy who was well liked by the staf. f. 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 childwn, she lived alone, but was frequently
visited by die father of the younger children. The visits always
ended in a violent row.

Andrew had witnessed the dm nkenness 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 soon became evident that Andrew was being provoked by
the other children who called his mother names and taunted him
unmercifully. Little provocation was needed to trigger an ag-
gressive response from Andrew. Andrew had no self-esteem ot
self-confidence. lie crept around school, keeping to the w alls.
and if he encountered a group he would skirt around the
children, even if they were much younger. He preferred to slits in
school rather than going out to play., because he was unable to
withstand the provocation he met.

Role of the teacher

Andrew was encouraged to go out to play but, un know n to
him and the other children, he was closely supervised.

9 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 tempet
outbursts by the use of diagrams and cartoons showing the
various ways frustration may be resolved.
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4 And i e 's tea( her was able to get him used to teasing and
ov ()canon. 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 done in a

most sensitive manner, which Andrew was able to accept.
5. Evt-ry 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'. AU 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.

6. 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 skiPs to build up his
confidence and he was encouraged in his. hobbies. His
language and conversation improved dramatically as he
became more confident and he was able to speak out more
without hesitation as his self-esteem improved.

7. 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 pprallel with a
growing recognition from others.

8. just as Andrew was showing obvious improvetnents the class
went to a museum and was filmed, by chance, lin- 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
all interested 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
established membei s of the community. From influences in the
home and school Donnie 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 a game, he woukl ignore

any dissenters all ended up playing the game he had decided
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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 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.

1 . The parents in the neighbourhood tried to show Donnie that
he was dominating other children and this was not leadership.

2. Games were introduced by the parents which did not centre
around Donnie displaying his physical strength or agility.

3. 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.

4. 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 disturbed
children, I have found it to be a mode which has been 1110F.L

successful in helping one child to adapt to the group or the group
to accommodate and support one child. Once the group has
reached a state of cohesion it becomes possible to discuss issues,
conflicts and relationships with greater success.

Stephen

Stephen was in a small class of 7-year-okls 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
ot 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

4.0
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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
physically 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:

I. A prince wishes to marry a princess from a neighbouring area.
2. 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.
4. The prince (the teacher) comes to ask the class for help.
5. Every child has a specific job to do to build the boat.

The teacher's role is to 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 this so there is an

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 (just!).

'The pirates'

Many further examples can be generated by the teacher:

1. A group of' sailors meet a lone sea captain.
2. 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. Each child has a clue to solve but can ask others for help.

The success of the drama will 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.

1S3
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The ethos of working together to help an independent party
can quickly generate group cohesion in a short period of time.

George

George was an extremely volatile and energetic 1 2-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 loyal,
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 11;dy (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

1 To provide an air of mystery and suspense to hold the
attention of t he group.

9. To elicit feelings of concern and empathy for someone in
t rouble.

3. All problem solving needs to be carried out by the whole
group, and all must listen to all ideas and evaluate them
carefully.

4. Only a solution agreed upon by the whole gt oup is acceptabk.
i.e. there must be a consensus of opinion.

Tilt tea( her needs to have some rapport and signal system
(e.g. eve contact) with the lady' so that the approach and retreat
develops at a speed that holds the suspense and gives the group
time for disc mission and to solve the mystery. It is not necessary to
arrive at all explanation, e.g. the 'lady' may enter a hospital where

- 4
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the gi oup takes on medic al roks, etc A great deal of c i eame at t,
writing, drama and oral work can come of such shot t 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 Drama, Newcastle upon Tyne.)

Mark was a I-I-Year-old v:ho recently entered a new school out of
his ca chment area. His parents were aware that he had probknis
making friends and were wary of him being bullied. 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 games and sadly had manner-
isms 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
Younger and f rom that time he had become fearful, anxious and

lacking in confidence.
After a few months in his new school he became known as

Mark the Martian because (if his mannerisms. He was unable to
shrug this off and ignore it. Because all his classmates, and others.
kicked, punched and tripped him at ev.-!r, possible opportunity.
he became so tense that he reac ted in a /atile and dramatic way
which earned him the reputation among staff 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 staff never saw am

of' the premeditated attacks, only his spontaneous response, they

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 of his
lassmates 'phoned his parents and the school to say her son was

becoming distressed at the extent of t he bullying Mark was having

to endure in school. Many of the children were distui bed by the

events but no teacher had been aware of what had been taking

plat C.

Role of the teacher

I. Tire parents and %ear tutor discussed the problem and
strategies to help.

S
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2. Mark was given an assurance that the bullying wwIld 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.

3. 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.

4. 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.

5. 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 rained experience and confidence in a
non-threatening manner. He continued with chessactivities after
school and took up weighttraining whichadded 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

The teacher kept a desk diary of Simon's outbursts and
fbund 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

r
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call at the house for him z-ach weekend, as promised. He
waited each weekend but. his father rarely came. Simon was
intensely disappointed but refused to admit to his feelings.

2. 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.

3. An investigation of the records showed that Simon had
experienced a number of changes of school and had never
developed firm friendships.

4. The family situation could not be changed and so the teather
counselled Simon and helped him to realize that the way he
was allowing his disappointment to affect him in school was
exacerbating the situation.

5. 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.

6. 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.

7. The culprits were put on a reward system for not annoying
others and for making positi-e statements and offering
support to all classmates not only Simon, as this would have
spotlighted him even more.

8. The members of the group were warned that to support
nasty remarks or attacks was as bad as being the culprits
themselves and would be treated as such.

9. A group of children was quietly asked to support Simon, to
keep an eye on him and to report any bullying.

10. Simon had been bullying younger children and that was
discussed with him.

1 1. To elicit tl.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 clown his speed of working so that he gained
better results.

12. Other ways of getting praise and success were discussed.
13. 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.

14. Simon had been thumb-sucking in class when distressed. He



180 Bullies and victims in schools

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 bov 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 by 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 Tom would take lxws one by one behind the
outbuildings and each would emerge looking tearful after a few
minutes. This woukl 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 they had annoyed him in class. There were
supervisors in the playground but that small area was left
unobserved.

Role of the teacher

. Investigation unearthed the fact that Tom's father, separated
from his mother, had rejected Toni from birth. Tom's brother
and sister had outings with their father. presents and b;rthday
cards, but Toni was conspicuously left out for no obvious
reason. The father had a new family and Tont was devastated
because he could not understand his father's negative and
rejecting behaviour and, although never discussed, it is
feasible that he may have suspected that he was the reason for
his father leaving home. His mother felt no change would be
possible and so the teacher decided to try to help 'kiln accept
the situation.

2. Tont was challenged about his behaviour which he denied.
Tom was confronted with a desk diar y. of the bullying
incidents and, although angry, he did accept the evidence.

3. He agreed that he would stay in sight of the supervisors and
that they would call to him every 5 minutes to report. If he
complied he would be given a credit mark which was a system
just started in the school.

1. After a week of success Tom was abusive to his teacher and
had a fight in the Yard. The teacher found out from his mother
that Tom had been taken out by his father, for the first time,

166
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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.

5. Tom managed well for 2 weeks but then was 'out' in a game of
cricket and threw the bat at another bov in temper.

6. The headteacher decided to take severe measures but later
looked at the credits Tom had gained in the previous 2 weeks

and action was deferred.
7. 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.
8. It was decided to give Tom the benefit of the doubt and he was

allowed to resume, 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 member.

Jennie

Jennie was a first-year pupil in a comprehensive hool. There

was a background of family pfoblems but t hese were not affecting

Jennie in any obvious way. Tlw problems came to light in a
Personal and Social Education lesson. A worksheet on bullying
had been prepared as a stimulus to discussion. The discussion

went well eve" tho"gh the class was known to be lively and could
be difficidt at times. In the discussion the tutor asked if anyone

had ever experienced bullying. Jennie quietly explained that she
felt that she was being bullied by the boys in the class. The Ixws

vociferously denied that this was true.
Jennie explained that she had entered school out of her

catchment area and so had no f riends to of fer her support. She

had once lived in a disadvantaged ar,...a and was being teased

abmtt this by the boys in the class.Jennie felt that she was under a

great deal of stress and she was unhappy.
The tutor asked the boys, there and then, for their i eply. It

was obvious that thev had no idea that their teasing had distressed

Jennie fiw they said it was onh 'a bit of fun% To tlw boys, %erbal

taunting did not seem like bullying.
It was discovered that, because of problems at home, ennie

reacted Imdly to the taunts. Ow hit out w ildly and rose to
provocation. This iiattiiall iii.ulc mattet se...Jennie had been

taught to 'stick up for herself' and so she worked on the principle

of hit out at what is hurting.
.1 I ter the one discussion lesson. the problem was eradicated

and the bovs saw how hurt lid such thoughtless Iwhaviour 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
go to school 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 were still grieving over the death of her father who
had died suddenly 2 years previously.

2. 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 medical
attention her husband 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.

3. A desensitization programme was initiated to ease Wendy
back to school. She was gradually brought nearer and nearer
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.

4. 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 mother 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 TV with her mot her,
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 normal adolescent
life.

6. Wendy's mother managed to prevaricate and delay matters to
such an extent that after a few months Wendy reached
school-leaving age befOre any solution was reached.

L:0
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This last case study is included, even though I was not involved,
because it illustrates a pattern of bullying which is not uncom-
num. 'nese bullies became caught up in a situation which
eventually led them to become afraid or ashamed of their own
act ions.

Tony entered the local secondary school where he made new
friencls 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
attacks. 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 clay Tony arrived home with blood pouring from his
nose and face. 'File boys had kicked and punched him but the
damage was not severe and looked much worse than was actually
the case. Tony told his parents about the bullying, but from that
moment 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 dune that they had decided to stopbullying.



APPENDIX

Workshop and curriculum
material

1. Curriculum topics

Fitend%hip,.. making and kerplag Irienth

I. 'Fite costs and benefits of friendships.
2. I low to choose friends, and how to encourage riendships.
3. Coping with conflict
1. 1 aking respon,",.rilit for cnieself and others.
5. Interpreting moods of self and others.

odertng group\

. Signs .4 acceptance or rejection.
2. Feelings of rejection.
3. Choosing a group of Friends.
I. Sin ing 'No' or ref using requests.

Camillc

1. llov, copeR old or delkct.
2. Resisting provoc ation.
3 I l,u. jog the last word.
I Resolution better for both so that neither loses I e.
5. (unit outing a pt ()Hem.

Ciall III 11

I. Neighbour lb od groups.
2. Religious gIcmps.

Wor king in a «multiunit% .

Ifarirkong bullying

1 . 11m1 did it Icel.?
2 \VII did it happen.:'
3. Did on uss it

told ',dap an,1 donanam

1. Do we need leaders
2. Can we identilS leader s?
3. I juts ('i leadci s.

()
eLi
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1. Asset tiveness, art ogance. aggression the dillerences.
5. Leadership skills.

Cooperation and (Om/million

I. What is the dill erence?
2. Are both necessary:.

Being (done

1. Idemif.ying those isolated.
2. What does it fed like?
3. Supporting those who are shy or f riendless.

Bullying in the zeule) «mint

1 . 1 listorical.
2. Geographical and politkal.
3. Political leadet s and propaganda.

Fru)

I. Feeling afraid.
2. Keeping se( eel..
3. ( 'and rooting teat .
.1. 1 landling a crisis situation.

nlln( taw! tudividual

I . individual responses can be ef lectie, e.g. Mother let esa. Rob
;ha nd en .

2. huh iduals syho haYe influen< ed the pupils thentselY es.

Sin in/ Oinatum,

1. Confidenc C.
2. Meeting new people.
3. Entering a room.
1. Pustule and non-Yet bal iout .
5. Initiating and inaintaining ColINCrsittiOn.
6. listening skills.
7. slaking. meeting and ref using t equests.

Abliugh

Ph" dist tvo,ion poem and literatme
iting art, «illage artoolis

Side() IV. radio. media di alibi
making hooks lot ()diet s lead 101 pupils. .

2. An exam) le of a discussion in a personal, social
and moral education lesson

A, line drawing of a bullying situation yy as handed Out and a c lass
dist ussion was 0111 aged. 1 he dim ussion was kept low-kes non.
emotional and pi esented as a pi ()blew to lw sok ed: 11.11 ii e 10111('

bnihtql and %%hat Is the best .0 11011 10 lake 11 it happens 10 Von?' I

7. 9 3
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consensus of opinion was that pupils who remained uninvolved 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
brought back to the full class gnmp:

aggression: 'beat them up!':
avoidance: change school;
flight: run away;
arbitration: seek adult help.

The class group evaluated these responses and with no guidance I coin
the teacher proposed that arbitration would be the most successful. The
groups re-formed fOr a last time to discuss what «mid be done if
arbitration failed.

The discussion was intellectual,c stimulating, each child having a
chance to put forward an opinion. 'Hie lesson proved to he a sound
reference point which later set's ed It) remind pupils how to ccpe.

3. Games

A wide range ot social experient es can be gained from playing games:

plavgniund games;
classroom games;
party games;
physical education and games lesson, i.e. small group or team games;
board games. e.g. snakes and ladders. Monopols . etc.:
card games, e.g. happs families;
skipping ganies and rhymes.

Parents can introduce games and rhymes used when thev were Young.
Referent e and history books can of fer games of long ago even from

early cis ilirations.
Games call be ollected 1 rom dif ferent countries or loc al areas,

perhaps thniugh pen pals, etc.
These can all be collated, organiied into displass but, most

imponantk, beat ned and enjoyed. Markings lot pla) areas - walls and
go mind (an be ( hosen lw the ( hildren to extend the t epertoire.

Games can fat ilitate soc ial des elopment lw of feting experienc es in
the following skills;

role taMiig
recipioi t.
empat Its
motivation
unit taking
sharing
sustaining ef f in.t
handling «mipetition

problem sols ing
logical thought
I ors ard planning
supporting ()diet s
physic al asvareness of (it Inrs,

i.e. not being too
hi iisterons. careless

Icadet ship
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coping with winning and
losing

patience
responsibilitx for

equipment
tidying awav
ending appropriatel% 0> nne
sequencing
es aluating options

compliance
dominance
teamwork
verbal dild !UM-Verbal

communkation
language des ehipment
explaining rules.
elaboration of Sentences
decision making

4. Workshop exercise: approaching the school
for help

187

(li/xlt> - the possible 'legalise responses of a school arechm. ussed. One of

the pair takes the role of a school ref using to hrt onw ins olsed; the other

takes the role ot the c on«.rned adult and t ie. to counter the responses

given below:

I. If we don Koots. w Ito the bullies are we t an't do anything about it.

2. The victim ptovokes other clUldren and is a nuisance in class. e.g.

temper flashes. hits out. swears. rries to bulls as well.
3. l'oor stalling ratio - no extra supervision available.

4. lite victim irritates certain members Of stall., but nm others never

has the right lx)oks, equipment, always late.
Never cc oi> plained to staff about being bullied.

6. -I-oo dependent an't get hiniselt,hersell around school.

7. Victim (..Ioes not help matters- won'tjoin in. tends to %%Andel ound

;Ante. Not populat with other (illicit en.
8. We're here to teach not preach. No time for extras with a heas v exam

lirricultim to get thrmigli. What do sou suggest we drop ?

l'hr victim is hopeless in games art'ssomlwot k 'lessons. .1.he othet s

all laugh.
Id. If it's he. pettiog outside the sc hoot. then it's out ol our jurisdiction.

I I. er-sensitive parents. over-pmtected t hild.

12. A I IAas always gone on they'll learn 0it ope in time boss is ill be boss.

I 1 ['here's nothing anyone can do ;11tmit their siie, colout ent, etc

5. Workshop on case studies

Ask pan s trir wmill groups to:

. Define bulk ing gising «msidet anon Ic> gendet dtlleu enl es, age

let ent es, high u isk pupils etu.
2. Discuss in depth ans case ol Intlls Mg the\ are ins ols cd iii ot hike

known abont.
Fake a ase studs and sett.> t areas lot Intel sentitm hum spy( t inn

of sym k gis ell on the follow ing pages.

19b
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4. Compile a detailed programme of cycul drawing from the areas they
have chosen.

6. Suggested books and materials

All the following publications are reastmablv price(l an(1 many are
available from: Centre for. Global Education, University of York,
Ileslington, York YO1 51)1) and Changes Bookshop, 242 Belsize Road,
1.00(100 N W6 4B I'. 'Fel: 01-328 5161.

General advice on parenting skills

All these titles are written in a light hearted ntanner hut offer sound,
pra(tical advice..

Toddler Mming (1987)1w C. Green. London: (entury Ilutchinson.
Srven Tacti( , for Superparent% (1983) by K. Wheklall, 1). I). Wheklall and

S. Winter. Available from: Positive Products, 61 Sells- Wick Drive,
Sellv Park, Birmingham B29 EJO.

What Can Parent% Do? A Handbook Parent., (1986) by Mickey and 'Ferri
Quinn. Veritas Family Resources, Dublin: Criterion Press.

Materials for schools

Kascape Twining Pack (1986) by Michelle Elliott. A Pack for use with
primary age children. Available from: Kidscape, 82 Brook Street.
London W1Y 1YG. 'Fel: 01-493 9845.

Keelung Sale: A Modica( Guide to Talking with Child, n (1988) lw Michelle
Elliott. Lonckm: I fodder and Stoughton.

Teenscape (in preparation) lw Michelle Elliott for older pupils.
StePs to Slierrv, (1983) lw J. Thacker. Windsor: NEER Nelson. An

interpersimal problem solving approach kir children.
Pew e Edwation Projrct a \ mietv of materials available from: Peace

Education Project. 6 Endsleigh Street, London WC I. Tel: 01-435
2182.

Let's Co-operate (1986) 1w Miklred Maschedet . Lotickm: Lithosphere
Printing Co-operation.

Lets Play Togethrt (in preparation) bv Mildred N1ascheder
Booklets: Violence and Non-violent e; Co-opowtilw Games: Coping with

Conflict.
Ways e0 .'ens:

n allnow h to Pp "I" Sohl"g
(")871by Suelandbook of Kingston Friends Workship in «nikun tion with the

Learning NUR ulties Project. Kingston Polt tc' liiik . Available front:
Quaker Meeting !louse, 76 Eden Street, Kingston upon Thames
K.I'l ID].

long .Steultnt 'ream Lew rung 11986) In R. L. Slits in. .A ailable
Centt e for Soc Otgatti/at ion ol S (tools. Johns Ilipkins UM\ er-
sky, 3505, North Chat les Street. Baltimme MQ2I218, USA.

.S(, Eve/timely Fights bs Ita Sheehy. 1 ish Commission lot Just ice and Peat e.
169 Booterstm%n Awnue, Blat Li ock, Co. Dublin, Republic cif
Ireland.



Workshop and curriculum material 189

The Friendly Cla.wwom for a Small Plane! (1978) by P. Prutrman. Avery

Publishing Group (A practical handbook).

Winners All-Co-operative Games For All Ages. Pax Christi, 9 Henry Road,

London N4 2111.
Helping Kids Make Friends (1979) by II. Stocking. D. Areizo and S. Leavitt

and I I elpiug Friendlesc
Childn,n (1983) by I I. Stocking, D. A rezzo and

S. Leavitt. (Boys 'Fown Centre for I'he Study of Youth Development

Nebraska). Published by: Argus Communications. Allen, Texas

75002, USA.
em Tula( ml Handbook (1986) by U. '1". Davies. Oxford: Blackwell.

(Fm um for Initiatives in Reparation and Mediation) Fact sheets

and inftn mation available frInn Tony Marshall. 19 London End.

Be.R onsheld Road. Bucks. 11 P9 21IN.

Fiction about bullying to stimulate discussion

I'm The King of du, Caslle (1982) by Susan 11111 (for older children).

Ox f d Heinemann Education.
Wow Wet Rids (198(i) by Michelle Elliott (I or younger children).

I ondon Andre Deutsch.
/ aid ol the Phes (195-1) by William Uolding (fOr older ( hil(1ren). 1 .ondon:

Fabei and Faber.
I wiring lack (1973) by Catnara I.ave in The Al riam Child. Short stories

compiled by John L. Fostet. London: Edwitrd Arnold.
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BULUES AND VICTIMS IN SCHOOLS

A Guide to Understanding and Management

Bullying is a covert problem, buried in the subculture of a schooi. Even the

most violent and consistent bullying can remain undetected, sometimes

for years. until the victim finally 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 family and social contexts which produce bullies

and victims, and analyses the roles of race and gender.

She provides not only a guide to understanding bullying but also a

teacher's handbook on what to do about it. She analyses how schools 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 is an important and practical book in a neglected field which gives the

basis for both understandingand action.
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