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Chapter 8  Creating a supportive environment.

Chapter overview

In previous chapters, we based our arguments on research findings that explored the nature of bullying, the causes of bullying, the characteristics of bullies, victims and bystanders, the contexts where bullying flourishes and a range of interventions that can counteract bullying.  Fundamental to our discussion has been the necessity of viewing bullying as a relational issue. In this concluding chapter, we integrate the ideas from the previous chapters into a series of recommendations on how educators can create nurturing and supportive environments that actively prevent bullying before it starts and that empower teachers, parents/caregivers, children and young people to challenge it when they encounter it.  We consider both physical and psychological aspects of the environment.   We also show how educators can create and sustain environments that foster positive relationships and alleviate the negative effects of bullying.  
What are the essential components of successful interventions?

Too often the school environment is not supportive of bullied children.  Many bystanders, even if they feel outraged by the actions of the bully, fail to intervene through fear of retaliation by the bully or derision on the part of the peer group.  As children grow older, the percentage of those who believe that in some way the victim deserves to be bullied, increases (Slee 1995).  Adults and children may fail to intervene because they feel that they lack the skills or understanding to act effectively (Boulton 1997).  Many adults – teachers, administrators, parents/caregivers – ignore bullying or even actively engage in it themselves in their daily interactions with others (O’Moore 2000).  Bullies receive a great deal of support from peers and so their deep-seated need for dominance is fuelled (Salmivalli et al. 1999) 

As discussed in Chapter 2, Skiba et al. (2006), in their report to the American Psychological Association Zero Tolerance Task Force, concluded that zero tolerance policies fail to make school environments safer.  Far more emphasis, they argued, should be placed on the host of existing strategies that already exist to promote school safety and prevent bullying and violence. Pepler, Smith et al. (2004) also identify ongoing controversies in the anti-bullying field, most importantly the debates around whether it is better to apply sanctions to those who bully or to develop educational and therapeutic strategies as preventative measures.  As we argued in Chapter 3, relational approaches are not a substitute for sanctions and no schools that we know of have abandoned sanctions from their behaviour management and anti-bullying policies.  However, as Warren and Williams (2007) demonstrate, schools that adopt policies and practices based on relational principles of reparation, restoration and re-integration no longer need to use formal sanctions as frequently.  When sanctions are applied they are more likely to be perceived as meaningful since those involved in the bullying incident have also had a say in agreeing on the consequences.

So how can we actively change the school environment into one that fosters positive relationships and challenges bullying when it occurs?  Two useful international evaluation studies (Baldry and Farrington 2007; Smith, Pepler et al. 2004) have systematically reviewed the successes and failures of anti-bullying interventions in order to identify the core elements which have been proved to be effective. Smith et al. (2004) reviewed 13 while Baldry and Farrington (2007) reviewed 16 anti-bullying programmes, together representing work from 12 different countries (Germany, Norway, UK, Canada, Australia, Ireland, Belgium, Finland, USA, Switzerland, Italy and Spain). The programmes were selected because each was a large-scale study involving large numbers of schools and because each had been systematically investigated using experimental methods with controls and a before-after set of measures, or a longitudinal design. The evaluations included self-report questionnaires, peer ratings, teacher ratings or observational data.  A main measure of effect size was drawn from the percentage change in rates of bullying in the experimental group (that is, the group that had experienced the interventions) in comparison with a control group.  

In each case, the researchers concluded that the most effective programmes are those that adopt a whole-school approach.  For example, the first national programme for the prevention and reduction of bullying carried out by Olweus and his team in Norway (Olweus 1993; 2004) involved families and schools, a national campaign, and a comprehensive set of interventions at three different levels: the individual, the classroom and the school.  Supervision during break times was improved.  The outcome was a substantial reduction in rates of bullying (48 per cent for boys and 58 per cent for girls), especially amongst the primary school pupils.  Similar successes were found in the Sheffield, UK study (Smith and Sharp 1996), the SAVE project in Spain (Ortega and Lera 2000) and the Donegal Primary Schools anti-bullying project in Ireland (O’Moore and Minton 2004).  In each case, interventions were carried out at individual, class and whole-school levels.  Additionally, the Irish programme included a resource pack for parents and carers.  The successful interventions also put in place systems that were sustainable over time and that involved on-going monitoring of effectiveness.  This research confirms the effectiveness of consistent policies and procedures that are negotiated and regularly updated by the whole school community and the value of direct therapeutic work with individual pupils involved in bullying, whether as bullies, victims, followers or onlookers.  

A whole-school approach to the creation of safe environments

The results of these and other studies, indicate that the success of any anti-bullying intervention depends on a pro-active, consistent whole-school approach that involves on-going consultation with representatives of all members of the school and its community.  The research also suggests that all members of the school community must learn about bullying, its social dynamics, its origins and the impact that it has on everyone’s life, as well as the many forms that bullying takes including physical, psychological and cyber bullying, if they are to be knowledgeable about appropriate interventions.  As we saw in Chapter 1, without this understanding, it is likely that the more subtle and insidious aspects of bullying will be overlooked.  Adults need to be aware of the risk factors that influence bullying behaviour and the extent to which they can minimize them.  They also need to be aware that the experience of being traumatized by bullying can lead to reduced concentration and attention on the part of victims, so exposing them to heightened risk of accidental injury in the immediate aftermath (Engström et al. 2005; Laflamme et al. 2002).

Becoming knowledgeable about the range of risk factors is a complex, on-going process that must continue to be addressed in different arenas, including lessons, assemblies and staff meetings.  Adults need to be aware of the array of strategies that exist to prevent bullying. Furthermore, adults need to reflect on their own behaviour honestly and consider whether they are modelling a positive approach to relationships through their own interactions with children and other adults. 

The school needs to be clear about its values.  Educators need to be committed to

creating and maintaining an ethos concerned with justice and fairness,


empathy for children in distress, cooperativeness, trust and emotional literacy.  As we saw in Chapter 3, restorative practices in schools have successfully been employed to challenge aggressive behaviour, to resolve conflicts and to repair the emotional damage of participating in bullying. In a radical way, the approach challenges the notion that wrong-doers deserve to be punished and that the threat of punishment is necessary for the control of perpetrators.  Good communication is essential so that pupils, teachers, parents and all adults involved with the school understand these values and share in the willingness to promote them.  Open, direct patterns of communication are entirely consistent with policies that counteract bullying and they flourish in environments characterized by trust and friendliness.  These qualities in turn contribute to high morale amongst the teaching staff and the pupils.  It is equally important for the school to forge links with key government and local authority anti-bullying initiatives. For example, at local authority level, it is important to link the school’s policies to initiatives based on the Every Child Matters (DfES 2003) agenda, such as the Youth Participation Strategy and the Children and Young People’s Plan (CYPP), and Social and Emotional Aspects of Learning (SEAL) in order to develop a integrated strategic approach to bullying.  To this end, the school benefits from setting up regular meetings with the Local Authority to parallel the procedures already in place and to forge links with other groups that are developing anti-bullying initiatives.  These links will ensure that the school is up-to-date on national strategies and can receive relevant information about training guidance and on funding and resource opportunities to support innovative work.

The whole school should be concerned to develop policies and procedures to counteract bullying.  This must also be reinforced in the curriculum. The policy must be regularly disseminated and discussed throughout the school through codes of conduct that are owned by adults and pupils, through regular assemblies, classroom discussions, poster displays, drama activities, special days devoted to the topic, workshops for children, teachers and parents, specialised curriculum materials that foster an emotionally literate school.

In each school, there must be an on-going process through which all members of the school community – or their representatives – are regularly engaged in identifying the extent, nature and location of bullying. There needs to be a system for reporting bullying and for responding to bullying episodes.  Once reported, there must be an efficient, child-friendly system in place to address the issue.  Students who are frequently bullied need to be encouraged to feel safe and secure enough to report it.  Parents/caregivers too need to be informed about the school’s anti-bullying approach and offered opportunities to learn about ways in which they can support what the school is doing to create a positive school climate and so reinforce at home qualities of caring, responsibility, compassion and respect for others.  

Research findings also indicate the value of working to change the school’s social and emotional environment in order to foster positive relationships, moral values, rights and responsibilities: in other words, to foster an emotionally literate school.  We saw examples, in Chapter 4, of anti-bullying approaches that have very successfully challenged bullying by working with peer relationships through cooperative group learning processes.  These include Hazler’s Promoting Issues in Common (PIC) (Hazler 1996), the Pikas Method of Shared Concern (Pikas 2002) and the Support Group Method (Maines and Robinson 1997; Robinson and Maines 2007).  Each of these methods, though they differ in some detail of implementation, is grounded in a philosophy based on empathy for others.  Each abhors blame and punishment but works through group processes to foster feelings for others and greater awareness of self and the impact of actions on others.  We have also outlined the value of such anti-bullying approaches as restorative practice (Chapters 3 and 5) and mediation/conflict resolution and peer support (Chapter 6) which form an integral part of a wider commitment to emotional literacy in schools.  We saw in Chapter 7 that schools can be proactive in supporting the development of virtual environments that promote positive, pro-social values through cartoon characters that give children opportunities to rehearse a range of strategies through role play for dealing with bullying when they encounter it.   What these approaches also achieve is a positive contribution to the emotional climate of the school which in a broad sense reduces social support for bullies and actively promotes pro-social values amongst all the children and adults in the whole-school community.  

A nurturing school climate creates an environment that reinforces empathy for others in bullies, their assistants and onlookers and, at the same time, provides psychological support for victims, as we saw in Chapter 6 through the work of peer supporters and Chapter 4 in the discussion of Nurture Groups.  In the next section we take this one step further by exploring ways in which the whole school can counteract bullying by working consistently to create positive, harmonious relationships.  

Creating an emotionally literate school

The movement towards teaching emotional literacy in schools has been evolving for a number of years since Goleman (1995) popularized the research findings of Salovey and Mayer (1990) in his book Emotional Intelligence: Why it Can Matter More than IQ, which has been translated into languages all over the world.  At the heart of this approach is the recognition of the importance of the culture of the whole school and of the active emotional engagement of all pupils and adults in this community.  Goleman (1995) argues that in recent years our society has seen a decline in emotional literacy and that this has resulted in an increase in cynicism, social pathology and violence.  He maintains that we have over-emphasized intelligence and academic achievement at the expense of emotional skills such as empathy, responsibility, persistence, caring for others and the control of anger.  He believes that society must help children to recognize and understand their emotions and the emotions of others so that they will be more able to control themselves in positive ways. The emotions play a key role in the ways that adults and children work, interact and learn together.  Salovey and Mayer (1990) have identified five key features of EI:

1. Understanding feelings: understanding the power of your feelings and the feelings of others.  The authors highlight a keystone of emotional intelligence – self-awareness – which can be heightened by using materials in schools that help children identify their own feelings, build a feelings vocabulary and recognize links between feelings, thoughts and actions.
2. Managing feelings: understanding when and how to use your feelings and help others to understand when and where to use theirs.  Managing feelings so that they are appropriate is regarded as an ability that builds on self-awareness. Children can be taught to use strategies such as self talk, writing down their feelings in a diary, using breathing appropriately, singing, reading or drawing.

3. Self-motivation: taking control of your future by making decisions to move towards your goals; developing self-control, like delaying gratification and controlling impulsiveness through self-regulation

4. Handling relationships: relating well to other people.  This is seen as the skill of managing emotions in others and how this skill will impinge on abilities that underpin popularity, leadership and interpersonal effectiveness.  

5. Empathy: caring about the feelings of others but remaining detached enough to be able to give them support. Children can be taught listening and communication skills, problem-solving, stress management and negotiation skills.  They can learn to be assertive rather than aggressive or passive. Empathy is viewed as another ability that builds on emotional self-awareness.

Essentially the message is that we should never neglect the emotional life of our pupils since emotions and reason are equally important in education.  From this perspective, teachers should be prepared to teach their students about self-awareness, life skills, conflict management, self-esteem, empathy and how to work reflectively and co-operatively in groups, since these qualities underpin the strength of each person’s emotional competence.  Children who are emotionally competent are significantly more likely to lead productive lives and to have satisfying interpersonal relationships.  Children with high scores on emotional intelligence receive more nominations for pro-social than antisocial behaviours from their peers and receive more nominations for kindness, leadership and overall peer competence (Harris 2000; Mavroveli et al. 2007; Petrides et al. 2006).  

In the UK, the Department for Children, Schools and Families has taken these ideas on board to devise the Social and Emotional Aspects of Learning (SEAL) curriculum in which the emphasis is on teaching children to understand, express and manage their own emotions and respond to the emotions of others in helpful and sensitive ways.  From this perspective, the school can play a very significant part in addressing bullying by focusing on relationships among pupils, between pupils and staff, among colleagues and between staff and management, encouraging open, genuine communication, and by devising policies and practices that offer emotional and social support to all members of the school community.   Perhaps the most powerful way of counteracting bullying is for the school as a community to offer constructive alternatives to the cruel, manipulative worlds where bullies dominate.  

As Cowie and Jennifer (2007) indicate, the implementation of emotional literacy programmes like these over time has a powerful impact on the incidence of bullying. Evaluations of emotional literacy programmes (Aber et al. 2003; Elias and Clabby 1992; Frey et al. 2005; Greenberg et al. 1995; Grossman et al. 1997; Van Schoiack Edstrom et al. 2002) consistently confirm increases in pro-social behaviour, reductions in aggressiveness, effective management of emotions, and improvements in children’s capacity to develop and sustain interpersonal relationships. The value of such interventions cannot be over-estimated.  

A key outcome of the emotionally literate school is a concern for those emotionally affected by bullying. Counselling approaches should be available that are suitable and appropriate. Pupils who bully need to have provision for addressing their behaviour.  All members of the school community should learn to take responsibility for the part that they play in addressing the issue of bullying. Teachers should create opportunities to celebrate positive achievements and success of pupils, staff and other members of the school community. Emotional literacy should be taught and reinforced across the curriculum and in the staff room so that a culture of mutual respect and co-operation is fostered between staff, between pupils and between staff and pupils
Designing child-friendly environments for play and discovery

In harmony with emotional literacy programmes has grown a concern to enhance the physical environment of schools.  Titman (1994) carried out pioneering consultations with hundreds of children in order to discover what the school landscape meant to them.  A significant finding was that very few school grounds actually met children’s needs which included the desire for natural colours (not concrete), trees, flowers, places with different levels, places to climb, explore and hide, as well as simple items like informal benches.  Her recommendation was that head teachers should look at the  whole-school environment rather than the playground in isolation and that they should consult with children at every stage of the process of redesigning their grounds. Out of that earlier research has grown the Learning through Landscapes (LTL) movement which integrates planning of the school environment with a range of other activities in the mainstream curriculum, including drama, design games, questionnaires and surveys, observation, photography and mapping.  Children are involved at all stages of the process.  The movement has developed and now involves hundreds of schools in the UK.  

Blatchford (1998) highlighted the role of break time in providing an opportunity for children to acquire valuable social skills through the process of forming and maintaining friendships.  While recognizing the difficulties that some children can experience during break times, notably the danger of being bullied, Blatchford and Sharp (1994) proposed a holistic solution to include training in lunchtime and break time supervision, enhanced opportunities for play, improvements in the environment and greater consultation with children themselves about the environment in which break times take place. Essentially Blatchford and Sharp proposed that initiatives in the playground should not be peripheral to developments in the curriculum or activities in the classroom.  They also argued strongly that children should be involved in decisions about their own school environment. 

Research into the impact of more child-friendly playground environment has indicated a very positive influence on children’s behaviour.   For example, Spears et al. (2007) introduced teacher-directed unstructured lunchtime physical activities, such as, ball games and gym activities, and pupil-led, teacher-supervised structured lunchtime activities, such as music, dance, drama and crafts into one primary school in Australia.  The activities were structured to incorporate cross-age tutoring and the teachers consistently provided rewards for positive play. They found significant reductions over a five-year period in aggressive behaviour and bullying with parallel improvements in pro-social behaviour.  In this context, it is worth reiterating Dunn’s (2004:105) point that the crowded and public nature of school environments and the constant presence of power and evaluation throughout the school day both combine to make separation of the genders more likely. These characteristics of school life, Dunn argues, actually increase the appearance of aggressive modes of interaction.  This confirms the observations of researchers like Opie and Opie (1969) who noted that, in the community or in local neighbourhoods, boys and girls play much more cooperatively and in more imaginative ways than they do in crowded playgrounds.

Most recently, a partnership of organisations signed up to the Learning Outside the Classroom Manifesto (LOtC) to campaign for real-world experiences that take place outside the classroom, in museums, historic house, theatres, field study and outdoor education centres and places of worship. A key aim of this movement is to enable children and young people to develop better personal and social skills through the experience of becoming more aware of their environment and cultural heritage.  Initiatives such as these illustrate ways in which the school environment can be enhanced so as to counteract bullying and other forms of anti-social behaviour by building on children’s natural curiosity and willingness to engage with the critical issues of the day.  
Developing a partnership with parents and carers, and the community

Anti-bullying work is greatly enhanced too if the school involves the active participation of parents/caregivers and the local community.  Parents and caregivers often notice the signs and symptoms of a bullied child’s distress long before teachers do.  As Cooper and Tiknaz (2007) point out, there are some potential barriers that can too easily act against the formation of a productive working partnership between home and school.  Some parents/carers may feel intimidated by the school or feel alienated on the basis of their own experiences as children.  They may also feel disempowered in terms of their own capacity to help the school, especially in situations where their children are involved in bullying, whether as victims, bullies or bystanders.  It may be that the origins of the bullying behaviour lie in the family itself since bullying is positively correlated with authoritarian, punitive child-rearing methods and violence within the family setting (Mooij 1998) and some adults are unable or unwilling to model the authoritative adult-child interaction, emotionally warm climate and clear rules that Olweus (1993) deemed to be at the heart of effective anti-bullying interventions.  

Skiba et al. (2006) found that parents/caregivers and communities become very critical of schools if they perceive that punitive zero tolerance disciplinary methods and sanctions pose a threat to the rights of certain children to be educated.  This can be all the more contentious if particular ethnic groups appear to be targeted by the policies.  Therefore it is essential for the professionals in the school setting to communicate with the parents/caregivers as partners in educating children to relate to one another in respectful, caring and supportive ways. Cooper (2006:73) advises a systemic approach that takes account of the contexts within which aggressive behaviour happens.  His approach in addressing any form of social emotional and behavioural difficulty is to view the young person involved less as an ‘object to be treated’ than as a ‘partner in the search for a solution to a problem that affects many people.’ Cooper’s own work with Nurture Groups confirms that the involvement of parents/carers leads to their greater confidence in relating to their children, a strengthening of the parent-child relationship and consequently a reduction in the behavioural and interpersonal difficulties. Examples of successful anti-bullying programmes that include the parents/caregivers as partners involve focused talks with the parents/caregivers of children who bully (Olweus 1993) and resource packs for all parents/caregivers (O’Moore and Minton 2004).  An essential component lies in positive, open communication from school to home to ensure that parents/caregivers fully understand the rationale that underpins the school’s anti-bullying policy so that they can see ways in which their contribution as caregivers is valued by the school.  

Pepler, Craig et al. (2004) recommend the use of the media as an important way to reach out to the wider community, including alienated parents/caregivers with little involvement in the school.  Smith, Pepler et al. (2004) note in their evaluation that a number of the successful programmes (for example, Alsaker 2004; Hanewinkel 2004) benefited from national campaigns to promote their work. Others benefited from outreach work into the community through newsletters and meetings for interested parents/caregivers (Limber et al. 2004; Pepler, Craig et al. 2004).  They argue that, as networks are established within these communities, so the support for parents/caregivers and children involved in bullying will increase.

In Box 8.1, we describe an evaluation of a large-scale intervention designed to prevent violence in schools and the community (Aber et al. 2003).

Box 8.1 The Resolving Conflict Creatively Program (RCCP): an Evaluation

(Aber et al. 2003)

The RCCP is a school-based violence-prevention curriculum that promotes positive conflict resolution in order to create a more caring and peaceful school environment.  RCCP aims to increase children’s knowledge about how to approach conflict situations, to give them the skills to deal with conflict and, in general, to help them to develop positive interpersonal and inter-group relationships.  RCCP also aims to promote tolerance and respect for cultural differences and so to transform the school ethos into one that consistently demonstrates non-violence and acceptance of diversity.  The lessons centre on: communication skills; expression of emotions; managing anger; conflict resolution; co-operative group work; respecting diversity; counteracting prejudice.  Skills are taught experientially though such methods as role play, interviewing, brainstorming and small group discussions. RCCP is introduced to a school gradually.  Initially only highly motivated teachers participate voluntarily but over time increasing numbers of teachers are encouraged to participate and, in addition, pupils in participating schools are trained in peer mediation skills.   

Aber et al (2003) studied the effects of RCCP on 11,160 elementary school children in inner city areas.  The data were gathered at 4 time points from 15 New York schools over a period of 3 years.  The schools were divided into 4 categories: non-intervention (control group schools); beginning stage of RCCP; integration of some components of RCCP; integrations of all components of RCCP.  The findings are highly relevant to the issue of bullying.  Main effects of RCCP were:

The higher the levels of instruction in RCCP, the lower the levels of aggression in the children who participated;

Children who experienced the highest levels of teaching in RCCP showed steady increases in pro-social behaviour over time;

The intervention effects of RCCP were consistent across ethnicity and gender;

The programme was effective for those from poorer as well as for those from better-off families.   

The evaluation by Aber et al. (2003) has been on the whole extremely positive about RCCP, with only a few reservations based on the evidence that the intervention was slightly less successful with high-risk children who were more likely than their peers to have experienced violence in their families and communities.  

We can link these findings back to our discussion of risk and protective factors in Chapter 1.  If the number of risks to which a child is exposed is high, then bullying behaviour is more likely to emerge.  However, if protective factors are present then the risks may be diminished.  Schools, parents/caregivers and the community are in a much stronger position to counteract bullying if they are able to work constructively together in a responsible way for the best interests of the children in their care. As we saw in Chapter 7, parents/caregivers have a critical part to play by engaging their children regularly in conversation about their experiences and by providing opportunities for the sharing of narratives of everyday life.  Authentic communication with trusted adults and peers, whether at school, in the family or in the community, is essential for all children, but especially for those who are experiencing difficulties with peer relationships or aggressive, bullying behaviour.

Listening to the voices of children and young people

In order to address the issue of bullying, parents/caregivers and teachers must be sensitive to what the children are actually trying to say.  This means that they should listen to them and be vigilant to the symptoms of a young person’s distress.  They should also be responsive to the solutions that young people themselves have to offer.  Aynsley-Green (2006), in his role as Children’s Commissioner, found through his consultations with children and young people that many were very critical of schools’ anti-bullying work on the grounds that it is often superficial and unrelated to their everyday experiences.  A major complaint was that teachers are often too busy to facilitate in-depth discussions about bullying and could not always be trusted to handle personal information with tact and sensitivity.  These young people asked for more opportunities to be actively involved in designing the school’s anti-bullying policies and practices, and in evaluating their effectiveness. 

Fortunately, we are in the midst of an evolution in the ways in which children in our culture are perceived. This can be seen through national and international initiatives to enhance the rights of the child, as evidenced by the UN Convention on the Rights of the Child (United Nations 1989) and the UK Children Act legislation and Every Child Matters agenda (DfES 2004). These documents acknowledge that children are people, that they should be consulted on decisions that affect them and that they play an active part in the creation of their social worlds. Recent legislation arising from the Every Child Matters agenda has placed significantly more emphasis on the active participation of young people in the movement to find solutions to bullying, for example through the widespread development of peer support systems and through greater opportunities for young people to be democratically involved in the school’s structures, for example through participation in School Councils.  Furthermore, researchers are becoming more aware of child-centred participatory methods (Jennifer and Cowie 2008; Punch 2002; Thomas and O’Kane 2000) which can be adapted and used in a variety of ways, both independently and alongside more traditional methods, to facilitate children’s voice so that we can learn more from them about their experiences of bullying, as we see in Box 8.3..

Box 8.3 Listening to children’s voices

(Jennifer 2007)

Jennifer (2007) devised a study that explored children’s understanding of the role of the social group context in which school bullying takes place.  Her design involved one-to-one interviews with 64 10- to 11-year-olds (47 per cent boys and 53 per cent girls) in Year 6 classes in two London primary schools, combined with a structured classroom activity.  The overall aim of this approach was to engage children meaningfully as active participants in the research process in order to explore their understanding of school bullying in their own voices.  
Interviews were conducted during lesson time, each lasting approximately 20 minutes, using a semi-structured interview schedule facilitated by the use of a series of 14 A4 pictorial vignettes depicting a hypothetical story of peer bullying.  The first ten vignettes were laid out on a table one by one, in a pre-ordered sequence.  Participants were asked a series of questions to explore:  how they interpreted the hypothetical story represented in the vignettes; what kind of causes they attributed to bullying; what kind of emotional experiences they attributed to the story’s protagonists; what type of coping strategies and emotional release strategies they would chose to address bullying; and, what type of ending they would select as the anticipated conclusion to the story.  The final stage of the interview required the presentation of the four story outcomes:  (a) optimistic end; (b) pessimistic end; (c) peer social support end; and (d) adult social support end.  A detailed analysis of six of the participant interviews was conducted using an adapted version of the voice-centred relational method (Brown and Gilligan 1992).  
The analysis revealed that participants used moral language in their explanations and justifications for school bullying, making rich and insightful comments about the complexity of interpersonal relationships and peer processes in relation to involvement in bullying others.  Central to the task of exploring these understandings of school bullying was the distinction between two relational perspectives or moral orientations, that is, concerns of care (attachment/detachment, connection/disconnection) and justice (equality, reciprocity, fairness).  For example, reading Freema’s account reflects support for the presence of two moral voices and, at times, certain phrases can provide evidence for either perspective:  “Um I think that the little one there is worried because she’s not really doing much she’s just laughing and stuff and I think that she thinks like I’m not going to really get involved in it that much I’m just going to laugh about it and say things to her because she’s not that big herself” can either refer to the assistant’s lack of involvement and disconnection from the bullying behaviour (care orientation) or to justification for bullying behaviour in terms of limited involvement (justice orientation).  Reading for care, Freema’s account mainly reflects concern for relationships and the welfare of others within the bully group.  Furthermore, reading from a justice perspective, Freema’s statements indicate a concern for fairness of treatment in terms of justification for the bullying behaviour.  

Jennifer (2007) concludes that the findings have important implications for school-based interventions to address bullying.  It may be prudent for interventions to focus on fostering emotionally healthy interpersonal relationships that include components such as understanding moral values, understanding emotional states and strategies for building empathy.  It is apparent that researchers and practitioners need to take into account the perspectives of children if anti-bullying work is to prove effective.  

The ways in which researchers see children has a powerful impact on how they study them, for example, in the methods they choose, the research population under investigation and the interpretation of the data gathered. Traditionally, adults as experts in child development gathered evidence about children ‘objectively’.  More recently, researchers have seen the need to record children’s own perspectives on the grounds that children themselves are the most important source of evidence on how they experience their lives (Aynsley-Green 2006; James and Prout 1997). This is especially relevant to our understanding of how children experience school bullying and how they perceive attempts on the part of adults to prevent or reduce bullying.  Such evaluation should, it is hoped, give insights into the impact of a relational approach to resolving the problem and to achieving fair and just schools where young people can learn and work together in a supportive, friendly community.  What better lesson can we give them to prepare them for their future lives as citizens?

Positive psychology offers a message of hope. There are strategies that we can use to enhance the quality of our relationships and ways of being towards one another (See Box 8.2).  

Box 8.2 The contribution of positive psychology

Research by Seligman and his colleagues (Seligman 2002) indicates that the people who are most satisfied with their lives are those who engage with three critical aspects of life: the cultivation of positive emotions, engagement and meaningfulness, with the greatest weight carried by engagement and meaning.  For example, Park et al. (2005) found that strengths of the heart, including zest, gratitude, hope and love, were more strongly associated with life satisfaction among adolescents and adults than the more cognitive characteristics of curiosity and love of learning.  They also found that interventions which build happiness bring many more benefits than simply feeling good since happy people are more likely to be healthier and more socially engaged.  In the study reported by Seligman et al. (2005) individuals were asked to carry out happiness exercises that aimed to increase awareness of positive strengths within the self and build consistently on those strengths in everyday contexts.  Beneficial effects were evident from the beginning and were maintained six months later.  In comparison with controls, participants in this study expressed greater happiness in their lives and reported significantly fewer depressive symptoms.  The researchers reported that the participants who continued to benefit from the exercises were those who carried on doing them after the required one-week period of the study.  In other words, the participants found the interventions empowering and fun, and the more they built on their own strengths, the more they found that there were positive improvements in their lives. The researchers conclude that these positive qualities can be maintained and strengthened through practice so that they become an integral part of a person’s way of being in relation to others.  

The pioneering work of Seligman and his colleagues is highly relevant to all those who are engaging with the task of achieving fair and just schools where young people can work and learn in harmony in a supportive, friendly community.  The ideas that we have proposed in this book essentially concern the quality of relationships.  We can all play a part in achieving this vision by beginning the enterprise with those who are closest to us and working outwards from that point.  This is a process that each one of us can start to do from today in order to address the issue of bullying.  The power is in each person’s hands to develop new, creative, empathic and responsible ways of relating to self, to others and to the community with integrity.  
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Websites

A Box Full of Feelings  http://www.smallwood.co.uk
Antidote (UK) http://www.antidote.org.uk
The Collaborative for Academic, Social, and Emotional Learning (CASEL) http://www.casel.org/home/index.php
Committee for Children (UK) http://www.cfchildren.org.uk/
Department of Health http://www.wiredforhealth.gov.uk/
The Incredible Years (US) http://www.incredibleyears.com/
Kids EQ http://www.kidseq.com
Learning through Landscapes

 www.teachernet.gov.uk/teachingandlearning/resourcematerials/outsideclassroom/
Massage in Schools www.massageinschools.com  
Miss Dorothy.com (UK) http://www.missdorothy.com/
National Emotional Literacy Interest Group http://www.nelig.com
Nurture groups www.nurturegroups.org
Promoting Alternative Thinking Strategies (PATHS) (US) http://www.channing-bete.com/positiveyouth/pages/PATHS/PATHS.html
The School of Emotional Literacy http://www.schoolofemotional-literacy.com
Second Step (UK) http://www.cfchildren.org.uk/
Social and Emotional Aspects of Learning (SEAL) www.teachernet.gov.uk 
UK Observatory for the Promotion of Non-Violence http://www.ukobservatory.com/
20 practical ways to a friendlier playground www.kidscape.org.uk/assets/downloads/ks20wayssaferplayground.pdf 

