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ABSTRACT 

The study aimed to pilot-test the effectiveness of the Olweus Bullying Prevention 

Intervention Programme (OBPP) at two selected primary schools in the Western Cape; 

and to compare the differences in reported incidents of bullying between the control 

schools (CSs) and intervention schools (ISs), after the OBPP intervention. On the basis 

of these aims, the stated objectives were to measure bullying behaviour for pre-test and 

post-test comparisons with the CSs after the implementation of the OBPP at the ISs; 

and to investigate the effectiveness of the OBPP by comparing the ISs and CSs for 

programme targets. Three main hypotheses were formulated and tested, including: (1) 

There is no statistically significant difference in the mean rank of learners’ exposure to 

various types of bullying, characteristics (grade level and gender) of the perpetrator, 

locations of where the bullying occurred, disclosure of the bullying incident, 

participants’ and peers’ feelings of support, reactions and attitudes when experiencing 

or witnessing a bullying incident, parents’ and teachers’ reactions and efforts to support 

and protect victims and participants’ reports of satisfactory schooling environments at 

the ISs and CSs before and after intervention; (2) There is no statistically significant 

difference in mean rank of learners’ exposure to various types of bullying, 

characteristics (grade level and gender) of the perpetrator, locations of where the 

bullying occurred , disclosure of the bullying incident, participants’ and peers’ feelings 

of support, reactions and attitudes when experiencing or witnessing a bullying incident, 

parents’ and teachers’ reactions and efforts to support and protect victims and 

participants’ reports of satisfactory schooling environments between females’ and 

males’ reports before and after intervention; (3)There is no statistically significant 

difference in mean rank of  learners’ exposure to various types of bullying, 

characteristics (grade level and gender) of the perpetrator, locations of where the 
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bullying occurred , disclosure of the bullying incident, participants’ and peers’ feelings 

of support, reactions and attitudes when experiencing or witnessing a bullying incident, 

parents’ and teachers’ reactions and efforts to support and protect victims and 

participants’ reports of satisfactory schooling environments between females’ and 

males’ at the ISs and CSs before and after intervention.  

In order to provide the relevant theoretical orientations to the study, the Olweus 

Approach, served as a framework for investigating the prevalence and extent of 

bullying in the selected schools, while Bronfenbrenner’s Ecological theoretical 

framework was used to inform the study. In order to reach these objectives, a 

quantitative method using a questionnaire to collect data and a quasi-experimental 

design with intervention (ISs) and control (CSs) groups was used. The following are 

the main findings in terms of tested hypotheses: Firstly, there is a positive statistically 

significant difference concerning the CSs variables that include peer support toward 

bullying (school 2 and 4) where females represented higher mean ranks than males at 

school 2 and males were represented by higher mean ranks compared to females for 

school 4. Furthermore, for the variables peer attitudes toward bullying (school 4) and 

reported satisfactory schooling environments (school 4), more females than males 

attested for both. This suggests a favourable effect without the intervention. 

Furthermore, there is a statistically significant difference concerning the ISs variables 

that include characteristics (grade level and gender) of the perpetrator (school 1), 

disclosure of the bullying incident (school 1), peer reaction and attitudes toward 

bullying (school 1), parents’ and teachers’ reactions and efforts  to support and protect 

victims against bullying (school 1 & 3), class teacher efforts to support and protect 

victims of bullying (school 1) as well as reported satisfactory schooling environments 

( school 1). Secondly, it is noteworthy that for all the variables that presented 

 

 

 

 



xxii 

 

statistically significant differences between females and males at baseline and follow 

up for the ISs – on average more females compared to males attested to this.  Finally, 

statistically significant differences in terms of overall positive improvements i.e. N=200 

that reported been bullied at baseline, was highlighted at only one of the ISs (school 1). 

Variables in this regard, included exposure to various types of bullying, characteristics 

(grade and level) of the perpetrator, disclosure of the bullying and reports of having a 

satisfactory schooling environment and noteworthy is that more males than females 

attested to be exposed to various types of bullying. These findings confirmed that the 

implementation of the OBPP has shown to be an effective programme at instilling an 

anti-bullying culture in terms of the named variables.  

The study therefore recommends, among others, that schools address existing bullying 

behaviour and prevent further bullying by building and enhancing existing connections 

between itself and the community which it serves; that the staff as a whole sets the 

standards of advocating an anti-bullying culture; and that teacher training colleges and 

universities offer the guidelines of the OBPP as a part of the students’ curriculum 

requirements.                                                        
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                                                      CHAPTER 1   

                                                 INTRODUCTION 

 1.1. Introduction and Background 

Despite the number of reported violent incidents in schools, both locally and globally, 

over the past decade, bullying as a facet of school violence is often overlooked 

(Nickerson & Martens, 2008; Booth, Van Hasselt & Vecchi, 2011, Klein, 2012, 

Ncontsa & Shumba, 2013). The Institute for Education Sciences (IES) in the United 

States, conducted a study across 30 countries worldwide, and found that South Africa 

was categorised as last in school safety (cited from a report on the Progress in 

International Reading Literacy Study, PIRLS, 2006).  

Findings confirming   the negative effect of bullying on the well-being of the children 

have been well documented over the last couple of decades. Since a significant, 

approximately 50% of learners have reported facing the effects of being victims of 

bullying, members of schooling communities sense the urgency to counteract bullying 

(Olweus, et.al., 2012; Limber, Olweus et.al., 2013). In this regard, adults especially 

identify how essential it is for South African schools to respond with greater emphasis 

in terms of offering a safer environment to all learners, teaching and non-teaching staff 

at primary and secondary educational institutions (Burton, 2008). 

In the context of South Africa, it appears that the schooling system operates on limited 

resources. Therefore, there is some concern of the national and provincial school 

education department administrators, educators and parents about the effects of 

bullying behaviours within the school setting. This is the reason why it is hoped that 

school staff and communities need to effectively address the issue of bullying at 
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schools. In light of this argument, this study sought to find the efficacy of the 

implementation of the Olweus Bullying Prevention Program (OBPP) to learners in the 

fourth through seventh grades. The assumption of the study was that teachers, other 

adults at school, learners and parents would gain a better understanding of the 

contextual variables concerning bullying and that the findings of the study would be a 

key input into policy decisions that will strengthen teaching and non-teaching staff, 

parents and learner’s roles in preventing bullying.  

1.1.1. Bullying behaviour and violence: Two overlapping concepts 

The concepts of ‘bullying behaviour’ and ‘violence’ are often used interchangeably and 

are broadly perceived to be similar (IRIN 2008; Klein, 2012; Limber, Olweus, et.al., 

2012; Limber, Olweus et.al., 2013). However, for the purpose of this study, I will adopt 

the following definition of ‘bullying behaviour’, whether direct or indirect: 

“Repetitive aggressive or ‘malicious’ action towards an individual by one or more 

persons” (Olweus, et.al., 2012: p12). 

Definitions of ‘violence’, on the other hand, vary and often conflict (Benbenishty & 

Astor, 2005; Nickerson & Martens, 2008; Booth, Van Hasselt & Vecchi, 2011). These 

researchers commonly use the terms ‘aggression’ and ‘violence’ interchangeably, even 

though ‘aggression’ is an augmented expression which takes into account ‘the whole 

range of assertive, intrusive, or attacking behaviours’. Violence is thus better defined 

as a secondary or subsidiary component of aggression (Benbenishty & Astor, 2005; 

Nickerson & Martens, 2008; Booth, Van Hasselt & Vecchi, 2011, Klein, 2012; Ncontsa 

& Shumba, 2013). The World Health Organisation defines violence as:  
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“The intentional use of physical force or power, threatened or actual, against oneself, 

another person, a group or community that either results in or has a high likelihood of 

resulting in injury, death, psychological harm, maldevelopment or deprivation” (Krug, 

Dahlberg, Mercy, Zwi & Lozano, 2002, p5). 

In this study, while I intend to explore the prevalence of repeated verbal, physical and/or 

psychological bullying of learners at the selected schools, I am aware that such 

behaviour could also be seen as isolated acts of violence, as is evident in the following 

narrower definition of violence: “... the intentional use [of ] physical force to inflict 

harm on another person”  (Tate et al., 1995, p778). In this regard, both research and 

extensive media coverage confirm the escalation of violence, particularly in schools, 

throughout South Africa (Dawes, Long, Alexander, & Ward, 2006; Leoschut & Burton, 

2006; National School Violence study, 2012; IRIN, 2008; Liang, Flisher & Lombard, 

2007, Burton, 2008, Nickerson & Martens, 2008, Booth, Van Hasselt & Vecchi, 2011, 

Klein, 2012; Ncontsa & Shumba, 2013 ).  

The Centre for Justice and Crime Prevention (Burton, 2008) noted that, in the four-

month period from June to September 2006, 23 different incidents of school violence 

across South Africa were reported in the media. The situation was no different in 2007. 

In the week leading up to 31 May 2007, seven violent incidents were reported. Of these, 

three were fatal. The media called it ‘SA’s week of bloody school violence’ 

(iafrica.com, 31 May 2007). Other headlines, such as `Pupil violence makes war zones 

of schools’ (Sunday Times, 4 June 2007) and `Pandor tackles school’s violence’ (Cape 

Argus, 6 June 2007), addressed the concern expressed by the National Department of 

Education on violence in schools. The then MEC of Education for the Western Cape, 

Cameron Dugmore, emphasized that more work needed to be done to teach pupils to 
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respect one another, and announced the intention to plan a comprehensive audit of 

safety at schools. In September 2008, President Jacob Zuma called for an improvement 

in education and a tightening of laws to prevent pupils from bringing guns to school. 

Two months later, he urged educators to teach children to fear God and to enforce 

prayers at schools. The relevance of these appeals was underlined by other incidents, 

involving teachers when a school principal was shot dead in her office as teachers 

worked just down the corridor (Cape Times, 25 August 2009). More recently, the Cape 

Times, (August, 2014) reported about a high school learner at a school in Mitchell’s 

Plain who committed suicide following a series of bullying incidences by his peers.  

A particularly troubling aspect of bullying behaviours is that of sexual assault in 

schools. A Human Rights Watch Report (2001) on sexual violence against girls in 

South African schools found that sexual abuse and harassment by both teachers and 

other learners was a widespread type of bullying behaviours in schools. The report 

noted that the Government’s failure to ensure the safety and well-being of girl pupils 

represented not only a physical violation but also a violation of their right to education. 

This was compounded by the failure of many schools to act on complaints of sexual 

abuse (Cape Times, April, 2009). It is evident that acts of violence, including bullying, 

have become persistent and are a serious problem in South African schools (Neser, 

2005, 2006; National School Violence study, 2012; IRIN, 2008; Liang, Flisher & 

Lombard, 2007, Burton, 2008, Nickerson, et.al., 2008, Booth, Van Hasselt & Vecchi, 

2011, Klein, 2012; Ncontsa & Shumba, 2013 ).  

Insights from the research suggest  that bullying transcends cultural, social and 

economic boundaries, threatening both the lives of school learners and their future 

career paths (Olweus & Limber, 2002; Olweus et al. 2007; Olweus, et.al., 2012; 
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Limber, Olweus et.al., 2013). Yet the definition of bullying is unambiguous, since it is 

not always possible to distinguish physical bullying from physical violence. Therefore, 

the purpose of violence appears primarily to inflict physical harm, and/or obtain some 

benefit from the victim(s), who may or may not be known to the perpetrator(s).  

Research findings on both violence and bullying indicate that perpetrators attack when 

they believe the victim or victims to be weaker than they are. Many researchers  (Rigby, 

2004; Neser, 2005, 2006; De Wet, 2005; Smokowski & Kopasz, 2005,  Olweus & 

Limber, 2002; Olweus et al. 2007, 2012; Limber, Olweus et.al., 2013) refer to the 

definition by Olweus, which holds that the most important component is an 'imbalance 

of strength' (Olweus, 1993). However, Taki (2001), in his comparative study on 

violence and bullying in Japan, postulates that this factor is not sufficient to identify 

bullying clearly, since it distinguishes bullying from fighting between learners with 

equal power, but not from violence. An 'imbalance of strength' is usually present in any 

violent act, but in itself fails to distinguish bullying from other forms of violence. 

On the other hand, Taki (2001), in agreement with other researchers (Whitney et.al., 

1994; Pepler, Craig, et.al., 1994;  Olweus, 2005;  Schroeder, Messing, et.al., 2011;  

Olweus, 1991, 2005; Boulton & Underwood, 1992; Salmivalli et al.,1998; Olweus & 

Limber 2010b; Limber,  Olweus, et.al. 2013) in a further study done in Japan, found 

that, as in the Western nations, perpetrators of bullying usually intend to inflict 

mental/emotional anguish, even when they use physical force. The victim of bullying 

therefore experiences not only direct harm but also mental suffering (Taki, 2001). A 

number of studies on bullying behaviour reason that it is exactly this mental/emotional 

harm which typically originates from group processes and interactions, and that this 

type of damage is often harder for victims to accept than the actual direct injury.   
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There is growing evidence that bullies and victims usually know each other well 

(Olweus, 2005; Schroeder, Messing, et.al., 2011; Olweus, 1991, 2005; Boulton & 

Underwood, 1992; Salmivalli et al., 1998; Olweus & Limber 2010b; Limber,  Olweus, 

et.al. 2013). Bullies often exploit group situations, because they know that victims can 

be more easily shamed and mentally harmed in a group setting. This kind of exposure 

includes picking on them publicly, so that other members in the group are drawn into 

the act of victimisation, for example, by actively excluding them from the group or by 

spreading malicious rumours about them.  

This phenomenon further gives rise to victims under-reporting experiences such as 

gender and race discrimination, sexual harassment, gang related activities, drug and 

alcohol abuse and the regular occurrence of violence in the homes of learners (Van der 

Merwe & Dawes, 2007; De Wet, 2005; Neser, Ladikos & Prinsloo, 2004; Neser et al., 

2004; Neser, 2005, 2006; National School Violence study, 2012; IRIN, 2008; Liang, 

Flisher & Lombard, 2007; Burton, 2008; Nickerson et.al., 2008, Booth, Van Hasselt & 

Vecchi, 2011, Klein, 2012; Ncontsa & Shumba, 2013 ). According to Eliasov and Frank 

(2001), Dawes, Long, Alexander and Ward (2006) and also the Evaluating and 

Monitoring Department of the DoE the reasons for under-reporting may include the 

fear of stigma, fear of not being believed, fear of being blamed which in turn intimidates 

learners into silence, intimidation by school bullies who are abusers and also the 

inability of most learners to have access to an approachable adult (2009). 

In the light of the above, the following sections offer a framework for this research. 

Elliot, (2002); Olweus, (2005); Schroeder, Messing, et.al., (2011);  Olweus, (1991, 

2005); Boulton and Underwood, (1992); Salmivalli et al., (1998); Olweus and Limber 

(2010b); Limber,  Olweus, et.al. (2013), speak of the general consensus among 
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researchers about the specific individual dispositions, contextual conditions (that is, 

family, school, community, and peer group), and interaction dynamics which lead to 

bullying behaviour. In addition, the long-term negative impacts upon both victims and 

bullies, which increase and maintain the likelihood of such behaviour, will be explored.   

A number of researchers agree that victims of bullying display particular ‘symptoms’ 

of vulnerability (Boulton & Underwood, (1992); Salmivalli et al.,(1998); Rigby, (1996, 

2002, 2004); Elliot, Olweus, Limber & Mihalic (2002); Neser, (2005, 2006); De Wet, 

(2003, 2005); Smokowski & Kopasz, (2005);  Olweus, (1991, 2005); Schroeder, 

Messing, et.al., (2011);  Boulton & Underwood, (1992); Salmivalli et al.,(1998); 

Olweus & Limber (2010b); Limber, Olweus, et.al. (2013). These include whether they 

dress differently from their peer group, are inadequate in some way, or lack a valued 

ability. They may also be persecuted because of their personalities, their family 

background, or because they have a disability (Rigby, 2002, 2004; Smith, et al. 2003; 

Olweus & Limber, 2002, 2010b, 2013). Lee (2011) postulates that if little or nothing is 

done about the bullying, the role of the victim will be reinforced, resulting in a further 

downward spiral of self-esteem, in feelings of inadequacy and a general self-perception 

of being a failure. 

A study conducted by Neser (2004) in public schools in South Africa, showed that 

approximately 50 percent of one particular school’s population reported being 

concerned about bullying at the school. This was especially relevant since studies on 

the long-term negative effects of bullying, both locally and globally, show that, due to 

the characteristic unhindered repetitive acts of anti-social behaviour displayed by 

bullies, they are more likely to appear before courts for delinquent behaviour at an early 

age. They are also more likely to engage in harsher forms of criminal behaviour in the 
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broader society, and as adults to become involved in further violent behaviour, 

including in marital relationships (Olweus, 1986, 1993, Richter, 2001; Olweus & 

Limber, 2002; Olweus, Limber, et al. 2007, 2010b, 2013). For the purpose of this study, 

the term ‘anti-social’ will be used to cover the entire range of contra-normative 

behaviours which occur during childhood, ranging from the problems of the deviant 

child to those which arise during adolescence, from smoking, fighting, and stealing, to 

violent behavioural expressions such as aggravated assault.  

1.2. Problem statement 

The high prevalence of violence at primary, secondary and tertiary institutions is widely 

documented, both locally (De Wet, 2003, 2005; Neser, Ladikos & Prinsloo, 2004; Neser 

et al., 2004; Neser, 2005, 2006; Burton, 2008; Nickerson et.al., 2008; Booth, Van 

Hasselt & Vecchi, 2011; Klein, 2012; Ncontsa & Shumba, 2013 ) and worldwide 

(Olweus, 1986, 1993; Rigby, 2002, 2004; Smith, 2003; Lee, 2011; Olweus & Limber 

et. al., 2007, 2010b, 2012). Studies on the relevance of violence-prevention 

interventions in South African schools have found that children who experience 

physical and emotional stress are not only inclined to poor academic performance, 

below average development of social skills, reduced internalisation of moral values, 

and a diminished ability to display empathy towards others, but are also prone to act on 

temptation, are more likely to involve themselves in destructive and disorderly 

behaviour, and more often than not become adults who replicate the pattern of violence 

(Liang, Flisher & Lombard, 2008; Burton, 2008; Nickerson et.al., 2008; Booth, Van 

Hasselt & Vecchi, 2011; Klein, 2012; Ncontsa & Shumba, 2013).  

Since children spend more time at school than anywhere else outside of their own 

homes, it would seem that schools could play a vital role in breaking the entrenched 
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patterns of violence (Flisher, 2007; Pinheiro, 2006; National School Violence study, 

2012; IRIN, 2008; Liang, Flisher & Lombard, 2007; Burton, 2008; Nickerson et.al., 

2008; Booth, Van Hasselt & Vecchi, 2011; Klein, 2012; Ncontsa & Shumba, 2013). It 

is clear that violence-prevention initiatives would be best suited to implementation in 

schools. However, in the context of South Africa, it appears that although anti-bullying 

programmes have been used, the situation has not improved; and this can be due to a 

lack of evidence regarding the effectiveness of programmes aimed at bullying 

prevention strategies. 

The goal of the study is not only to drastically reduce bullying at schools, but it would 

also positively contribute to research that intentionally leads to improving the lives of 

individuals, teachers, families, communities and society affected by bullying 

behaviours. To this end, promoting positive and strengthening learner engagement, as 

well as instilling and sustaining a bullying preventative culture in schools is one of the 

benefits the present thesis would strive to achieve. Furthermore, the thesis will also 

attempt to contribute to develop an appropriate best practice intervention as it has aimed 

to pilot test the Olweus Bullying prevention programme at two selected primary schools 

in the Western Cape. Therefore, having recognized that a huge gap exists between 

research and the implementation of an effective best practice anti-bullying intervention, 

the Child and Youth Research and Training Programme unit (CYRTP) at the University 

of the Western Cape (UWC) in 2007 conducted intervention research. This aimed to 

provide a framework for investigating an intervention that could both help these 

organizations understand the problem and assist in the prevention of bullying in 

schools.  
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While various intervention programmes have been implemented in South Africa, many 

interventions have not been rigorously tested to establish their efficacy. A further cause 

for concern for the researcher is the likelihood that a violent incident may be the result 

of a long-term series of periodic acts of bullying. Thus the act of bullying should not be 

considered normative, but could be a marker for more serious attacks.  

In light of the preceding argument, the study proposes to pilot the implementation of 

the Olweus Bullying Prevention Programme (OBPP) and to measure its efficacy in two 

selected primary schools in urban areas of the Western Cape.  

1.3. Aims and objectives 

The aims of the study are as follows: 

(1) To pilot-test the effectiveness of the Olweus Bullying Prevention Intervention                                                     

Programme (OBPP) at two selected primary schools in the Western Cape using two 

control schools as a comparative measure.  

(2) To compare the pre and post intervention measures of the reported incidents of 

exposure to various types of bullying, characteristics (grade level and gender) of the 

perpetrators, location of where the bullying occurred, disclosure of the bullying 

incident, peer support, reactions and attitudes toward bullying, parent and teachers 

reactions and effort in terms of supporting and protecting victims of bullying and 

reports of satisfactory schooling environments between the ISs and CSs pre- and post-

intervention time periods.   

The objective in relation to the first aim is: 

a) To measure bullying behaviour before and after implementing the OBPP.  
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The objectives in relation to the second aim are: 

b) To measure bullying behaviour of  age-equivalent groups,  before July, 2007, 

and after July, 2009, for pre-test and post-test comparisons with the control 

schools after the implementation of the OBPP at the pilot schools. 

c) To investigate the effectiveness of the OBPP by comparing the ISs and CSs for 

programme targets, such as reduced learner-reported prevalence of 

victimisation, improved support, reactions and attitudes of learners towards 

bullying, perceptions of others’ readiness to intervene., and perceptions of 

safety, support and school engagement. 

1.4. Organization of the study  

Chapter 1,  INTRODUCTION introduces the study and describes the background to 

the problem. It highlights the need for the research and introduces two overall aims. To 

this end, specific objectives that will lead to the evaluation of the bullying behaviour 

model, before and after implementation, are identified in this chapter.   

Chapter 2, THEORETICAL OVERVIEW includes the conceptualization of bullying 

behaviour, presents the Olweus approach of bullying prevention in schools and 

provides an overview of the ecological theory. Furthermore it also introduces the link 

between the ecological theory and the Olweus Bullying Prevention Programme as a 

framework for analysis. 

Chapter 3, LITERATURE REVIEW explores and examines potentially problematic 

practical concepts related to the research on bullying and the intervention strategies, 

implemented both internationally and in South Africa. Journal articles, books, policy 
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documents, reviews, theses, conference presentations and various published and 

unpublished works were utilized.     

Chapter 4, METHODS outlines the ethical aspects related to the investigation and 

includes the first two phases of the intervention research (IR) methodology, in respect 

of procedures, application and the interpretation of the findings before intervention. 

Processes and techniques which were involved in examining and assessing the school 

system in relation to supporting a bully/victim culture will specifically be reviewed 

here. The chapter also outlines the characteristics of the target population and explains 

how the field-work methods and instruments were organized for data collection to take 

place before intervention. The phases discuss the problem analysis and project planning 

procedures, the identification and engagement of stakeholders, as well as obtaining 

entry into and support from the research settings.  

Chapter 5, PRESENTATION OF THE RESULTS provides the statistical findings to 

various aspects about bullying in terms of the base-line time period results, follow-up 

time period results and lastly, the intervention effect presentations of the results. Each 

of these time periods include the presentations of the main variables and sub-variables 

Types of bullying, Characteristics of the perpetrator, Location, Disclosure, Peer Social 

Support: Peer support, peer reactions, peer attitudes; Adult intervention: adult reactions, 

class teacher efforts; School satisfaction.  

Chapter 6, DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

discusses the results according to variables and sub-variables that include, types of 

bullying, characteristics of the perpetrator, location, disclosure, peer social support: 

peer support, peer reactions, peer attitudes, Adult interventions: adult reactions and 

class teacher efforts and lastly, school satisfaction. Findings related to the frequency, 
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duration, certain types and also peer and adult support with regard to reporting are also 

interpreted. Overall, the discussion reflects awareness, the conclusion and limitations 

of the study followed by recommendations regarding the extent to which the research 

aims and objectives were met.  
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CHAPTER 2 

                                       THEORETICAL OVERVIEW 

 

2.1. Introduction 

The previous chapter emphasised the rapid increase of bullying behaviour in schools 

and recognizes the urgency of implementing a bullying prevention programme at the 

majority of schools. In this regard, Bluestein (2001, p3) very aptly describes the social 

context of many educational institutions as follows:  

“we sacrifice safety when we fail to notice a child in distress or ignore the hurtful behaviour of 

one student to another, when we use tests or grades to punish, when we ignore academic needs 

in favour of curricular mandates. Emotional safety is undermined by sarcasm, impatience and 

contempt by teachers who yell or humiliate.” 

Notwithstanding these enormous macro-and micro  environmental challenges that 

individual children need to deal with, schools and  education systems still represent 

much hope for the people of South Africa since these institutions present the most 

likelihood for  healing and reconstruction to transpire, especially because: (i) of the 

nature of the relationships that may be promoted  there; (ii) schools are in many cases 

found to be establishments from where young people that will make a positive 

contribution to society may be discovered and shaped; (iii) school premises are the 

locations where learners spend the most time per day; (iv) schools may be the place 

where many children may for the very first time in their lives be fostering worthwhile 

relationships with adults outside their immediate family; (v) relationships with positive 

connections help a child mature and develop successfully both cognitively and 

emotionally  (cited in Bronfenbrenner, 1995, 2005).  
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These encompass the direct interaction of the individual within the family and also at 

the schoolwide- and classroom level with the teachers and peers. Further indirect 

interaction, for example the relationship exists between the family and school. These 

interactive experiences of various sets of individuals appear to revolve through the life 

of the child at any given time of development.     

This chapter will be divided into four sections. Firstly, it conceptualizes bullying 

behaviour, secondly it introduces the components of the Olweus Bullying Prevention 

Programme (OBPP), thirdly the ecological theory with its contextual (micro-, meso-, 

macro- and exo-systems) influences on development is used as a framework within 

which to organize, analyse and interpret the data representations of the variables.  

Considerations of this nature included types of bullying, characteristics of the 

perpetrator, common locations of bullying, disclosure of the incident/s, the level of peer 

social support, the degree adult intervention or lack thereof and also the extent of 

learners’ general satisfaction with their schools. Lastly the link between the ecological 

theory and the OBPP approach to bullying will be outlined. The researcher takes 

cognisance of the fact that the ecological theory has undergone many name changes in 

order to accommodate the latest reflections regarding the developments of the theory. 

At present this theory is referred to as the Person-Process-Context-Time model. While 

the latest version of the theory was applied in the current study, the term ‘ecological 

theoretical framework’ was utilized for the purposes of this study.       

2.2. Conceptualising Bullying Behaviour  

In most recent years, the issue of the prevalence of violently aggressive behaviour  has 

so severely traumatised the South African public. Media articles such as ‘Boy filmed 

attacking classmate’, Western Cape, March, 29, 2011; ‘South Africa’s most violent 
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neighbourhoods’, Western Cape, September, 20, 2013; ‘Shots fired near Cape Town 

school’, Western Cape, February, 24, 2014; ‘Anarchy, chaos on the streets of SA’,  

Gauteng, April, 19, 2015; ‘Cops not best answer to school violence’, Kwazulu Natal, 

August, 5, 2015 - show that crime in the streets is a primary concern of the average 

citizen. Although the literature of this research will not cover the presence and extent 

of gang related violence in certain schooling and residential communities, drug and 

alcohol use, and the use of illegal weapons in schools; the researcher takes cognisance 

of all these contributing factors that may reverberate through our classrooms and 

playgrounds (Du Plessis, 2008). De Wet (2003, p89) lists them as “poverty, neglect, 

ineffective parenting, dysfunctional family life, high density housing in townships and 

informal settlements, diverse racial, ethnic or tribal composition, organized crime, as 

well as childhood exposure to violence, crime, and the abuse of alcohol and drugs”. In 

this regard, Valley,et.al.(2002) said that   when a country experiences general and 

drastic socio-economic and political change, as in the case of South Africa, research 

shows that the worldwide trend is for these changes frequently to be reflected in risk 

behaviour resulting in teaching being a daunting task that De Wet (2003) warns may 

result in the collapse in the learning culture (Barbarin, & Richter, 2001; Valley,et.al. 

2002; De Wet, 2003; Amoateng et al. 2006; Bray et.al., 2010).   

One of the problems with bullying behaviours at schools is that learners and in many 

cases also their families are not served or adequately followed up. Bluestein (2001) 

goes further to share comments from educators that translate to teachers not really 

caring whether children agreed with them or not, as long as the children respected them 

and worked with them else they would face severe reprimand, insinuating that a close, 

pleasant bond between adult and child will prevent any possibility of adult authority, 

tutoring success or mutual respect. Notwithstanding efforts by authorities of the 
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Education Department, the situation is worsened when educators remark that many 

other professionals who should be involved in the area of teaching, for example, child 

welfare services, health and safety, religious organisations, school institutions and so 

forth appear to work in isolation. Not surprisingly, therefore, many children are lost to 

the streets.  

In the face of these problems, the response from the South African society has remained 

largely inadequate to address the needs of abused victims of bullying and violence. In 

these terms, Flisher (2007), in his editorial note on the urgency and relevance of 

violence-prevention interventions in South African schools, draws on studies 

(Finkelhor & Dziuba-Leatherman, 1994; Canter & Canter, 1997; Crawage, 2005) 

whose findings reflect that children and youth who experience physical and emotional 

stress through being exposed to violence, may be more inclined to suffer from 

psychological distress and long-term physical or mental ill-health. Yet, according to 

Burton (2008), Smit (2010), Ncontsa and Shumba (2013), it would appear that not 

enough has been done to prevent repeated bullying behaviour and violent incidents at 

schools.  

Considering all of the above serious consequences for education, it is also a known fact 

that many schools have safe and positive learning environments despite their size, 

geographic location, socio-economic influences and student composition. This 

realization led to the decision to implement the OBPP at two schools in the Western 

Cape in an attempt to manage repeated bullying more effectively. It is expected that the 

implementation of the programme may well contribute to the decline of extreme violent 

incidences in schools.        
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In defining bullying as a repetitive aggressive action towards an individual by one or 

more persons (Olweus, et.al., 2012; Limber, Olweus et.al., 2013), it is agreed that it 

generally involves aggressive behaviour in which there is an imbalance of power 

between aggressor and victim. Moreover, the aggressive acts are deliberate and 

repeated (Farrington, 1993; Olweus, 1993, 2012;  Smith & Sharp, 1994; Olweus et.al., 

2012; Schroeder, et.al., 2011; Limber  et. al., 2013).  Distinctions are commonly drawn 

between ways in which the bullying is conducted, for example, physically, verbally or 

indirectly i.e. by exclusion of an individual. These authors amongst many others 

maintain that in differentiating between aggressive acts which can occur between 

people of equal power and aggressive acts which involve a power imbalance, bullying 

is commonly viewed as a moral issue, working on the assumption that abuse of power 

is especially reprehensible (Farrington, 1993; Olweus, 1993; Smith & Sharp, 1994; 

Rigby, 2002b; Schroeder, et.al., 2011; Olweus, et.al., 2012; Limber et. al., 2013). 

Finally, it is generally recognised that bullying can be viewed along a continuum of 

seriousness, with most bullying acts being of low severity, as in occasional unpleasant 

teasing, and some much less commonly perpetrated are of extreme severity, as in 

continual physical assaults and/or total exclusion over an extended period (Farrington, 

1993; Olweus, 1993, 2012; Smith & Sharp, 1994; Rigby, 2002b; Schroeder, et.al., 

2011).  

In Chapter 1 bullying in schools is recognised and described as a severe and growing 

problem in South Africa, and it is noted that various unhindered acts of bullying or 

oppressive behaviour toward the same person often go by without a murmur of protest. 

However one should not overlook the fact that to one person, some observed behaviour 

may seem oppressive while to another, the same behaviour may seem merited or 

justified, and not bullying at all. Many oppressors feel quite justified in their behaviour. 
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For example many employers and even some teachers, not to mention parents and other 

authoritative figures, continue to oppress others often without realising that they are 

doing so. This research is therefore based on the assertion that the current schooling 

system in South Africa does not guard learners effectively enough against bullying and 

that this alone, represents a violation of the basic human rights of children.  

While cognisant of the fact that (i) bullying has a direct negative impact on learners, 

educators, school property, the community, and the educational system but that (ii) it is 

unlikely that childhood bullying will completely be eliminated, there is still reason to 

believe that with the co-operation of communities, agencies, schools, counsellors, 

educators and learners the problems can be significantly reduced (Oliver et.al., 1994; 

Olweus, 1995, 1998, 2005, 2012; Espelage & Holt, 2001; Nickerson et.al., 2008; 

Bowllan, 2011; Limber, et al. 2013;).  

The present study not only strives to provide a basis for explanation of possible risk 

factors but also attempts to provide further insight that could possibly assist learners, 

educators and parents to develop, strengthen and maintain effective partnerships that 

generate  the will and the ability to act against bullying. In this regard, perspectives that 

were afforded a great deal of support by the current study is that of the ecological theory 

which focuses on the individual interacting and influenced by other individuals and 

groups of individuals on the micro systems, meso systems, exo systems levels and so 

forth. Notably, all these levels represent relationships and interactions of the individual 

with systems that are mostly beyond the control of the child/learner. For example, the 

family, peers, school and community. As evidenced above, violent behaviour, and 

bullying in particular, occurs within a social context that according to many studies 

further unfolds, when larger social settings influence the interactions among individuals 
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(Olweus, 1995, 1998, 2005; Fagan & Wilkenson, 1998; Geffner et al., 2001; Gale et 

al., 2004; Goodman, 2006; Olweus et al., 2012; Limber et al., 2013).  

Notwithstanding the fact that for learners, support and opportunity are available in the 

community, at schools, within peer and family groups and at individual levels but 

considering the definite increase in terms of bullying and extreme violent incidents, it 

would appear that the support services are by no means adequate for meeting learners’ 

needs for safety.  

2.3. The Olweus Approach as a framework for investigating the prevalence and  

       extent of Bullying in 2 selected schools 

During the year 1983, three adolescent males in northern Norway were reported to have 

committed suicide, apparently as a consequence of severe bullying by peers. Dan 

Olweus, (1993a) who had been researching bullying behaviour at the time, and had 

developed a bullying prevention programme at the University of Bergen in Norway was 

then approached by the Ministry of Education to do intense further large-scale research 

on bully/victim problems in the country and thereafter to implement a refined, expanded 

and evaluated OBPP at schools across the country for the prevention of delinquency 

and violence among children and youth. 

The program was successfully implemented in other countries such as the United States, 

the United Kingdom and Germany. During the 1990s, Professor Olweus worked closely 

with a few colleagues in the United States, notably Dr. Sue Limber and Dr. Gary Melton 

at Clemson University in South Carolina. This was to implement and evaluate the 

program in the United States of America. An account of the findings is briefly outlined 

in Chapter 6 . 
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The OBPP is documented as a multilevel, multi-component school-based program that 

was specifically designed to prevent or reduce bullying behaviour in elementary, 

middle, and junior high schools, meaning students / learners ranging from the ages of 

six to fifteen years old (Olweus, 1986). In the eighteen month process of intervention, 

the program tries to restructure the existing school setting so as to minimize pro-

bullying opportunities and reinforcements. The efforts of the school staff is largely 

responsible for introducing and implementing the program that advocates working 

toward improving peer relationships that would result in a safer and positive 

environment for all learners to learn and develop to their full potential. Although the 

anti-bullying programme is for the most part particularly essential to diminish the 

suffering of the victims, it is also required to anticipate and counteract these tendencies 

for the sake of the aggressive learners. Reports show that even while implementing the 

program, bullies are much more likely than other learners to increase their antisocial 

activities (Hallford, Borntrager & Davis, 2006; Olweus & Limber, 2010b; Limber, 

Olweus et.al., 2012, 2013).  

Olweus (1993) likens ‘negative actions’ to the act of deliberately causing or the attempt 

to cause harm upon another person. According to Olweus and colleagues, negative 

actions can be brought about in a range of ways which could comprise of physical 

contact, verbal actions, dirty gestures, exclusion or refusing to conform with someone 

else’s wishes (1993, 2007). A commonly used definition of a bullied person is provided 

by Olweus (1993, p9) : “A person is bullied when he or she is exposed, repeatedly and 

over time, to negative actions on the part of one or more other persons, and he or she 

has difficulty defending himself or herself”. 
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According to this definition, Olweus, et al. (2007, 2012) substantiates that the act of 

bullying is three-pronged:  

(i) Bullying is an intentional and negative act 

This transpires when someone purposely inflicts harm, injury or distress upon another 

through physical actions, words or even indirectly through for example, excluding a 

person from a group or activity. Olweus holds that it is imperative to identify that 

bullying may occur without any noticeable provocation on the part of the person who 

is being bullied. (Olweus, et al. 2007, 2012). 

(ii) Bullying is usually repeated behaviour 

Notwithstanding the “repeated and over time” experience of the action, it would be 

wrong to exclude once-off hurtful behaviour. The objective in recognising repeated acts 

is mainly meant to safe-guard non-serious actions that are directed at another person at 

any one time. With the findings of his original investigations already, Olweus cautioned 

researchers against the distinction between actual bullying and the acts of joking or 

teasing during the day-to-day social interactions among peers that exist, even though 

the fine-line connecting the two often seem to be somewhat unclear. Repeated 

occurrences of playful and of a relatively playful nature cannot be deemed bullying 

(Olweus, 1993, 2007; Olweus et.al., 2012). 

On the other hand Olweus et al.(2007) warn adults that the once-off professed incident 

may very well be part of a series of efforts of bullying behaviour events. Furthermore 

it should also be borne in mind that learners or individuals who bully others may be 

masters at covering up their behaviour toward others. In addition learners who are being 

bullied are sometimes either too humiliated to report the incident or possibly of the 
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opinion that they won’t get the essential help from adults, anyway. Olweus advocates 

that while bullying does occur repeatedly and over time, it is not wise to wait for a 

pattern to surface, before intervening (2007). 

(iii) Bullying involves a power imbalance 

From the “difficulty defending him/herself” viewpoint, the actual imbalance in power 

may be depicted in a range of ways, which could include: the bullied person may be or 

perceive him/herself to be physically or emotionally weaker than the learner or number 

of learners who are doing the bullying. Another component of imbalance, according to 

Olweus (1993), is when the “source” of the negative actions is hard to identify or to 

meet head-on, for example in the cases of social exclusion from a group, spiteful 

rumours via mysterious notes or verbal ways (Olweus et al. 2007). 

Furthermore, the OBPP is designed for learners/ students in foundation-, intermediate-  

and senior phase primary schools. All learners and educators at the school need to 

actively participate in most aspects of the program, while learners identified as bullying 

others or as targets of bullying receive additional individual interventions.  

The core components of the OBPP (see diagram in Chapter 4, Table 4.1) are 

implemented at the school, the classroom, and the individual levels. These are 

illustrated as follows:  

Schoolwide intervention 

• Administration of the Olweus Bully/Victim Questionnaire about 

bullying (filled out anonymously by the students) 

• Formation of a Bullying Prevention Coordinating Committee 
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• Staff training 

• Development of schoolwide rules against bullying 

• Development of a coordinated system of supervision during break sessions 

   Classroom-level intervention 

• Regular classroom meetings about bullying and peer relations 

• Class parent meetings 

  Individual-level intervention 

• Individual meetings with children who bully 

• Individual meetings with children who are targets of bullying 

• Meetings with parents of children involved 

A large body of research backs the assumption that anti-social behaviour especially in 

children and youth occurs as an outcome of the diverse interaction concerning the 

individual and his or her social ecology, namely the family, the peers, the school as well 

as the community (Eliasov & Frank, 2001; Van der Merwe & Dawes, 2007; Limber, 

Olweus, et.al., 2012; Limber, Olweus, et.al., 2013). In answer to how much bullying 

exists in today’s schools, several studies have been undertaken both internationally 

(Limber, Olweus, et.al., 2012; Limber, Olweus, et.al., 2013)  and locally (Eliasov & 

Frank, 2001; Barbarin & Richter, 2001; Neser et al. 2003; Dawes, Long, Alexander, & 

Ward, 2006; Leoschut & Burton, 2006; Liang, Flischer & Lombard, 2007; Van der 

Merwe & Dawes, 2007; IRIN, 2008; National School Violence study, 2012) to  

ascertain the extent of violence, including bullying in schools. The findings of these 
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studies are in agreement that children experience a diverse range of victimisation in 

schools. Although individuals are not expected to be “specialists” on the topic of 

bullying, it is crucial to be familiar with the various faces of bullying, which include 

many direct (face-to-face confrontations) and indirect (aggressive acts that are more 

concealed and subtle) forms of bullying:  

• being verbally bullied 

• being socially excluded or isolated 

• being physically bullied 

• being bullied through lies and false rumours 

• having money or other things taken or damaged 

• being threatened or forced to do things 

• being called names that has a racial connotation 

• being called names that has a sexual connotation  

• cyber-bullying (via cell-phone or the inter-net) 

Other concepts and expressions that have been used within the extent of bullying are 

those that engage relational or social bullying. These include categories that involve for 

example, destructive or aggressive behaviour such as social exclusion, spreading of 

rumours, as well as the manoeuvring of friendships.  

On the basis of Olweus’ large-scale studies as well as other research as mentioned in 

previous sections, it is a common fact that bullying is a serious problem in countries 

other than South Africa which include Sweden, Finland, Norway, England, USA, 
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Canada, Japan, Australia. After the implementation of Olweus’ whole school 

intervention programme (Olweus & Alsaker, 1991; Melton, et al., 1998; O’Moore et 

al., 2005; Bauer, Lozano, et.al., 2007; Schroeder et al., 2011) show reductions of 50 

percent or more in student reports of being bullied and bullying others were reported. 

Peer and teacher scores of bullying problems have yielded approximately similar 

results. Moreover, marked reductions in student reports of general antisocial behaviour, 

such as vandalism, fighting, theft, and truancy was also reflected (Black, 2003; Limber, 

2004b; Olweus & Limber et al., 2007, 2012).  

Even though variations for all Olweus’ studies are reported, in the light of the above 

findings it should be highlighted that the data from these studies are standard estimates 

that did not draw attention to the vast variation between different schools that are 

situated either in the same community or same school district. For example, the 

likelihood may exist that one school may experience bullying problems at a level two 

or three times higher than that of another school in the same area (Olweus, 1984; 1989; 

1991; 1999; Solberg & Olweus, 2003 in Olweus et al. 2007; Limber et. al., 2014). 

According to Olweus, Limber et al. (2007) it should be noted that irrespective of the 

elevated levels of bullying revealed in the United States findings compared to Norway 

show that the common tendencies are quite similar. For this reason it is imperative to 

emphasise that national differences in bullying levels must be interpreted with extreme 

caution, given that students’ responses may be prejudiced by for example cultural 

differences in their knowledge with the concept of bullying and also the degree of 

public attention around bullying and legislation. 

The Olweus Bullying Prevention Programme stresses the fact that there are no quick 

fixes attached to programmes implemented in the educational system. Experience has 
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confirmed that a sustained, integrated project that focuses on one level at a time has 

more likelihood of a deeper and more lasting impact. For example, having a sub-team 

of strong teachers in supervisory positions has better potential of being effective at 

planning, organising, preparing to engage with teaching and training programmes 

across different levels of the school (Olweus, 1991, 1993, 2000, Newman et al., 2000; 

Horne et al., 2003; Rock et al., 2005; Garrity et al., 2000, 2004; Dewar, 2008; Olweus 

& Limber 2010b; Limber et.al., 2013; Limber et.al., 2014). 

This intervention programme also ensures that the support complements government 

effort, by strengthening existing structures and initiatives with the ultimate aim being 

the holistic well-being of the learner. Also, the effectiveness and comprehensive 

solution of the programme lies with the well-defined terms of engagement viz. clearly 

agreed roles and responsibilities of adults and learners. Parties should be confident in 

their roles within each given team and acknowledge that a lack of co-operation and 

understanding would lead to derailing the effectiveness of the programme.  

Additionally, the model is intended to change the school climate since it is sustained 

over a long period of time, rather than concentrated in once-off workshops (Olweus, 

Limber et al. 2007, 2010b). The programme also provides for regular on-site and on-

the-spot intervention, supervision and mentoring which can be particularly effective in 

embedding new learning among teachers (Olweus, Limber et. al., 2007, 2010b). 

Considering empirical research findings, it is clear that factors in a child’s environment 

exists that impact upon his or her development and behaviour (Bronfenbrenner, 1986, 

1995, 2005). The Ecological Systems Theory was found to be the most suitable 

framework for examining the effectiveness of the programme in terms of improving the 

situations of victims and bullies.           
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2.4. Ecological theoretical framework  

We know about the Ecological theoretical framework from the works of Urie 

Bronfenbrenner (1974, 1977, 1979, 1994, 1995, 2005; to cite only some), a well-known 

researcher most noted as one of the world’s leading specialists in the field of 

developmental psychology. This theory attempts to explain the significant context of 

relationships that have an effect upon a child’s knowledge, development and 

competencies as they are shaped through the type of support, guidance and structure 

garnered from the society in which they live. However, since the inner biology of the 

child is noticeably omitted from Bronfenbrenner’s ecological theory was developed 

over decades according to reports dated as from the mid 1970’s.  

In this regard, the work of authors that include Tudge, Mokrova, Hatfield and Karnik 

(2008) show that the ecological framework was developed in two phases.    The first 

phase emphasized four types of inter-related systems which involve roles,  norms and 

rules manifested on each of the various levels or layers of the environment that helps to 

shape the development of the child (Bronfenbrenner, 1974, 1979, 2005). According to 

Bronfenbrenner, the interactions between these overlapping ecosystems affect a person 

significantly. The systems consist of a micro-system, meso-system, exo-system, and 

macro-systems that will be outlined in sections to follow. For most of the 1980’s the 

awareness of processes that occur between the individual and his /her circumstances 

became an integral part of the theory (Bronfenbrenner, 1986, 1988). The late 1980’s 

therefore marked the start of the second phase of his work (Bronfenbrenner, 1989, 

1999).  

However, subsequent adherent findings by researchers that include Addison (1992) and 

Comer, Joyner and Ben-Avie (2004) recognized that more modern development 
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theories support the notions that both a child’s biology and his immediate 

family/community/ broader societal landscape environments play an integral part in 

shaping the child’s development. Interactions and experiences by the child with the 

respective ecological systems appears to either positively or negatively stimulate and 

guide his/her development  and hence the ecological systems theory has lately in 

collaboration with Bronfenbrenner, been retitled as the Person-Process-Context-Time 

(PPCT) model (Addison,1992; Bronfenbrenner & Evans, 2000; Comer, Joyner & Ben-

Avie, 2004; Bronfenbrenner, 2005; Bronfenbrenner & Morris, 2006). This thesis 

utilizes this advanced form of the theory and refers to it as a “model” in which 

Bronfenbrenner advocates: 

“models an active person enmeshed in an active, dynamic, social-ecological system.” 

(2005, p.258)   

The model is based on the premise that proposes the interrelated components and 

contexts that entail: 

Person: including the biological, cognitive, emotional and behavioural characteristics; 

Process: relates to the intertwined active relations of the person within his/her context; 

Context: including the system levels namely micro-, meso-, macro-, exo-, and chrono-  

systems levels; 

Time:     relates to  the person’s degree of change within given contexts over time.  

Bronfenbrenner in his initial writing already argued that the behaviour of the individual 

should be studied in the contexts of their homes, their schools and playgrounds. The 

following descriptions in terms of the micro-, meso-, macro-, exo-, and chrono-systems 
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levels illustrate the layers of systems that exist within the child’s surroundings that has 

the potential to impact their development and behavioural patterns at any given time. A 

representation of the model can be found in Table 2.1: p42).    

Micro-systems level        

The microsystem encompasses the family, the classroom, as well as interactions and 

experiences in the immediate environment of the person. Sources (Paquette & 

Underwood, 1999; Berk, 2000) postulate that the microsystem forms the layer closest 

to the child and contains the relationships and interactions that the child experiences by 

making direct contact with his/her immediate surroundings such as family, classroom, 

school, neighbourhood, or childcare environments ( Swick & Williams, 2006). At the 

micro systems level, relationships comprise impact both upon the child and away from 

the child. For example, a child’s parents are known to influence the beliefs and 

behaviour of a child be it negatively or positively; however, the child also affects the 

behaviour and beliefs of the parent. Bronfenbrenner (1977) labels these bi-directional 

influences as key to this theory, and thus demonstrates how they take place on all levels 

of ones surroundings within the same layer and between layers. His applied research 

proves that even though bi-directional influences are strongest and impact the child 

most at the microsystem layer, interactions at the macro-, exo- and mesosystems may 

impact structures on the microsystem.  
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Meso-systems level 

This particular systems level is often referred to as key to this theory comprising of 

collective micro-system relationships as described above. This means that this level 

represents the relationships and interactions between the family, classroom, school or 

childcare environments, peers and also the broader neighbourhood. These interactions 

are deemed to revolve through the child’s life at any given time of development and 

thereby also includes the dimensions in which the individual functions.   

An example of one of the loops of relationships is represented by the connection 

between the child’s teacher and his/her parents working together to educate and take 

care of  a child, happens through the mesosystem (Berk, 2000; Boemmel & Briscoe, 

2001). 

Exo-systems level 

The exo-system signifies experiences in another social system that the child does not 

play an active role in but which has a pressing control over him/her, namely societal 

influence i.e. a child’s parent’s workplace. The exo-system  layer delineates the larger 

external factor, which encompasses the mesosystem. Bronfenbrenner (1977) points out 

that the child does not function directly in this system but the structures in this layer 

impact the child’s development by interacting and changing the child’s microsystem 

(Berk, 2000; Boemmel & Briscoe, 2001). In this instance community-based family 

resources or the parents’ work-place routines are examples of where the child is not 

directly involved but nevertheless experiences the positive or negative force that is 

caused by interactive relationships upon his own ‘world’. 
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Also of concern to Bronfenbrenner is the “deficit” model according to which the 

required level of support to struggling families is determined. According to him 

government family support policies should have as a prime concern providing more 

resources to families to enable them to remain together and play a greater part in the 

lives of their off-springs which will result in children’s improved development 

(Paquette & Underwood, 1999). A definite sense exists that even the support from the 

government is not sufficient at offering the most suitable environment conducive to the 

healthy development of children especially since the ‘deficit’ model for support given 

by the government firstly requires for struggling families to be declared and labelled as 

deficient. This give rise to a further downward spiralling phenomenon of events since 

the model requires that one must be defined incapable or deficient in some way and 

then almost encourages the deficiencies since the more incapable one is declared the 

more help you will receive from the government.  It was found that this strategy of 

support does not capture families from poverty instead it persuades them to persist 

living in such dire circumstances. The conclusion was that where deficiencies are 

present in a child’s microsystem they cannot be substituted by over compensating for 

it in another system. 

Macro-systems level 

The macro-system refers to the culture in which the child lives. The macro-system layer 

may be reflected as the furthest away layer in which children are raised and is deemed 

the underlying influence to all systems. While not being a specific framework, this layer 

is comprised of cultural values, customs, and laws according to Berk (2000). Boemmel 

and Briscoe (2001) also reiterate Bronfenbrenner’s (1974, 1977, 1979) emphasises on 

the implication of interactions among individuals and purposely highlights the 
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significance of individuals having a sense of history and cultural connections. The 

effects of main philosophies defined by the macrosystem have a cascading effect all the 

way through the connections both inter- and intra all the other layers. For example, if 

the cultural background of the child’s advocates that children are their parents’ 

responsibility, the probability that the specific culture would provide resources in order 

to help parents with raising their children would be marginal. Bronfenbrenner (1994) 

highlights that this indirectly would have an effect on the structures in which the parents 

operate meaning the ability or inability of the parents to perform their parental 

responsibility toward their child would show either a positive or negative impact upon 

the child on the micro systemic level. 

Chrono-systems level 

Following studies in collaboration with other researchers, Bronfenbrenner later also 

added a fifth system, called the chrono-system level which involves the time element 

and how this relates to the child’s environments. This systems level is also commonly 

seen as referring to the unfolding of the historical context as it transpires throughout the 

various mentioned systems levels and brings about changes that occur within the fabric 

of the developing individual. An example of an external element within this system 

may be the timing of a parent’s death. On the other hand, the physiological changes that 

take place as the child ages could be seen as an internal or environmentally influencing 

element that could include the history of the family’s underlying forces. Berk (2000) 

found that as children get older, they may react differently to changes in their 

surroundings and may be better equipped to determine exactly how that change will 

affect them. Bronfenbrenner, in his former work already suggested that as children tend 
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to mature over time, their families, relationships, networks, communities and societies 

in which they find themselves, would too.    

It should be noted that in the original versions of the ecological theory, the child’s 

developing personality over time was not taken into consideration at all whereas the 

contexts of the different systems levels appeared to be amplified. With the 

acknowledgement of the oversight in terms of the biology, psychology and behaviour 

of the child the theory was reviewed to encompass these features (Bronfenbrenner, 

1995, 2005). As a result, Bronfenbrenner (2005) found that this addition of the childs’ 

personality into the theory brought about a two-pronged situation. On the one hand it 

shows the impact on the control, content and direction of the proximal process and on 

the other it has the potential to shed light on the resultant behavioural outcome that 

emerges from the interactions mentioned in the different systems levels of the model. 

According to Bronfenbrenner (2005) the impacts of these proximal processes fluctuate 

as (i) the child’s personality; (ii) the environmental context; and (iii) the time period 

during which the process occurred.   

For instance, research shows that a dysfunctional family life brings about insecurity and 

volatility for the child and therefore withholds it from having essential interactions with 

parents and other important adults in their lives and this situation according to 

Bronfenbrenner is generally the most destructive force to a child’s positive holistic 

growth (Addison, 1992; Connell, 1994; Bumbarger, 1999; Barbarin & Richter, 2001; 

Blaser, 2008; Mason, Cheung & Walker, 2009). It is this break down of a child’s 

microsystem that leaves him/her ill-equipped to explore other parts of his/her milieu. 

In the absence of adequate adult supervision and a lack of love available, children seek 

for affirmations in inappropriate places and these types of behaviours bring about 
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problems that will typically manifest in adolescence. Behavioural problems include 

little self-discipline, no self-direction and increased anti-social behaviour. 

Bronfenbrenner postulates that primary relationships should comprise of relationships 

that last a life time such as with parents or siblings and shortages in these relationships 

cannot be replaced with others (1995, 2005). In respect of substitution relationships 

Bronfenbrenner (1995, 2005) believes that educators cannot become the child’s parents 

but must work towards supporting primary relationships by creating classroom 

environments that welcome and nurture families in addition to educating parents about 

the developmental needs of their children.   

When the second phase of the ecological theoretical framework emerged Henderson 

(1994) was in agreement with Bronfenbrenner that society should nurture attitudes that 

place great importance in favour of work done on the part of children in all social 

systems. Namely, with parents, extended family members, teachers, mentors, 

supervisors at work, legislators according to Henderson (1994).  

Acknowledging the dysfunctional states of many children’s homes, Henderson (1994) 

in his work on renewing our social fabric, provides an interesting explanation of 

Bronfenbrenner’s  co-founded ‘Head Start’ programme that was specifically designed 

to assess learners for school readiness and has served 20 million disadvantaged children 

and families in the past 40 years in the United States. In this regard, he notes how 

Bronfenbrenner draws on his own bio-ecological model to present a clear investigation 

on the dire implications that the theory holds for teaching practices. This perspective is 

well defined by Bronfenbrenner from the premise and awareness that it is vital for 

educational institutions to provide opportunities for support towards stable, long-term 

relationships between learners and their mentors, their parents, and their teachers 
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respectively. Henderson (1994) goes further to pose the question of whether it is 

possible for the educational system to make up for these deficiencies that result in the 

behavioural crises that are frequently observed amongst learners as well as their 

families. According to Henderson (1994), Bronfenbrenner agrees that technology has 

transformed society, and despite the fact that we have spent large amounts to safeguard 

the physical environment from being spoilt by innovative technology, we have used 

very little or no resources to preserve our societal environment. For example, family 

life has been forced to be neglected when it comes to the needs of the workplace which 

even with the help of modern technology demands more contact time on the part of a 

typical employee – not less.  

In Paquette and Ryan’s (2001) study, Bronfenbrenner’s research efforts in respect of 

his ecological system theory showed increasing evidence that highlighted the quality 

and context of a child’s environment. The authors suggested that as the child gradually 

grows and develops, huge concern arises as the environments are likely to become a lot 

more complex and frequently appear to overshadow the child’s physical and cognitive 

structures. In this regard, they used Bronfenbrenner’s theory in striving to answer in 

what capacity the world that surrounds the child should either help or hinder continued 

development – given that nature proceeds on a given path.   

The framework of the ecological theory provides a good basis to describe the 

development of children by focusing on the environmental elements and external 

influences that will benefit the positive outcome of children. Studies on children with 

behavioural problems have been able to use this theory to their advantage for example 

the study done by Abrams, Theberge and Karen (2005) that looked at the issue of 

depression in children used the ecological model quite extensively.  Similarly, an 
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increasing number of educators are compelled to work with learners that have social 

and emotional needs.  With the upswing for mental health demands compared to the 

drop in services available, school psychologists and counsellors have been seen to play 

an integral part in family support through counselling and programmes offered. As the 

ecological model extensively draws from  the external influences found in the child’s 

world, therapists and researchers have found it better to include systems such as the 

child’s school, family, community and culture to provide enhanced insights about all 

the factors that could be contributing to the child’s depressive state. Along these lines 

an improved and appropriate method for intervention may be identified for specific 

learners who suffer from depression. 

Furthermore, Abrams et.al.,(2005) suggest that since teachers and other adults 

especially counsellors could be better equipped with the necessary insight about the 

processes that come into play in terms of the five ecological systems levels that have 

an impact upon the life of the learner. In addition they should not merely focus on 

factors in the environment that may have caused the depression or aggression symptoms 

but that they should also look for possible cradles of strength and healing within these 

systems – albeit in the school or home or in the child’s culture or community.  

For instance, when learners are undergoing crises with their parents, the child’s conduct 

in class and with friends, his academic performance and so forth should be included in 

the investigation in order to identify likely areas of aggressive behaviour. Likewise, 

considering the learner’s community can provide insight to additional areas in terms of 

support for the learner. In addition, systems-level investigations help illuminate 

aggression that manifest in the lives of several learner’s since it gives us opportunities 

to listen and pay attention to what learners or children are saying instead of just focusing 
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merely on our technology orientated current state of affairs. Social conditions have also 

been proven to augment the stress and anxiety of a child and these components have 

been found to factor out why aggression is increasing in society.  

Then too, when one focuses on the impact of the relation between the micro- meso- and 

exo-systems on the home front in the absence of parental supervision perhaps due to 

work related issues, the ecological model utilizes all relevant areas that impact on the 

development of children to determine the source and also the explanation to several of 

the increasing behavioural and emotional problems encountered at present. In this 

regard, Warren (2005), investigated the interplay of micro- and exo-systems, through 

examining the association between habits of television viewing in children in relation 

to parental mediation. The study used African American families with children between 

3 and 5yrs old as a sample population. Surveys were used to monitor the amount of 

time spent watching television, television mediation, general attitudes towards 

watching television, and parent involvement was measured. It was found that low 

income parents use more restrictive methods to limit television watching in their 

children. Parents having negative attitudes about television were also being more 

restrictive toward their children’s watching habits. In addition, the study found that a 

parents’ work is not a predictor of mediation on television viewing. Parents working 

long hours do not necessarily mean that children are allowed more television viewing. 

Thus, the interplay of ones type of employment did not necessarily translate into more 

television viewing. While this may have been the case among African American 

families, South African researchers such as Bray et.al, (2010), found that often in 

households where both parents work long hours due to poverty, they struggle with the 

burden of having to earn a substantial living while at the same time fostering family 

relationships. Children are then mainly left unsupervised and many of them find 
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themselves in situations where they are introduced to pro-social behaviour that could 

include age restricted television watching, substance abuse and so forth. In this instance 

the exo-system was found to generate a negative impact on the micro-system.  

Given the fact that learners have the potential to become victims of their immediate 

circumstances authors (Katz & Kahn, 1996; Corcoran & Nichols-Casebolt, 2004; 

Warren, 2005; Swick & Williams, 2006; Bogg & Finn, 2009) suggest that the emphasis 

should not solely be on the constant attributes of the object (child or youth) where the 

adopting of a more systemic intervention approach would be of greater benefit. 

Findings of studies hold that the prime concern of the ecological theory is that of the 

interdependence and interconnectedness of all those involved, on all levels. A more 

holistic, socially integrated approach to development can, hopefully, help to gain the 

advantage of incorporating attention to both person and context. The ecological model 

helps in developing government policies and programs that can benefit our society. 

2.5. Linking the Ecological theory and the OBPP as a Framework for Analysis 

       for this study 

The social context in the case of this study is the school setting. The project team  

included the author of this study. In collaboration with the Safe Schools officials of the 

education districts within which the schools are located, the team recognized that 

bullying problems exist within these schools and it was with this in mind that support 

to these schools was offered in the form of implementing an existing bullying 

prevention programme, according to the Olweus approach. To summarize the ultimate 

goal of the programme, Dan Olweus emphasizes that: “the school should be a safe and 

positive learning environment” (cited in Blueprints for Violence Prevention,  2002, 

p23).  
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When one focuses on understanding the school environment as a whole, it is important 

to observe the links between the various levels, of the programme namely the school-, 

the class- and the individual levels because whatever transpires in one level will have 

an impact upon the other levels.   In other words one cannot comprehend the behaviour 

of the individual, victim or a bully, without grasping the broader arena within which 

the individual operates and interacts with other individuals. Thus, in the same way that 

certain environments may be the training ground conducive to learning pro-social 

behaviour, intimidating and aggressive tactics of bullies could be learnt from their daily 

experiences within their environments and reinforced through practice.  Given the many 

conditions, the present study examines the processes that surround bullying episodes. 

Furthermore, one also has to take cognisance of the societal context of the school 

suburb, the city, the province and South Africa as a whole regarding the changes and 

trends, and the effect that these would have upon all the other levels. The ecological 

theory provides a significant and applicable frame of reference as illustrated in Table 

2.1., to guide this study through a multi-systems level lens which includes the micro- 

and meso systems levels (direct and indirect relationships with and between parents, 

teachers and peers), the exo-systems level (societal influence), the macro systems 

level (cultural values, customs and laws) and the chrono systems levels (historical 

context). Olweus and Limber et.al. (2010b, 2012) in their quest to understand the 

culture and functioning of the victim and or bully  focused on possible risk factors 

that may have had an impact upon learners bullying others and learners who have 

been bullied by others as depicted in Table 2.1. 
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Table 2.1:  Risk factors for Bullying Peers and Being Bullied by Peers       

                       Learner Bullying Peers             Being Bullied by Peers 

Individual level component • impulsive, hot-headed, dominant personality 

lacking empathy 

• difficulty conforming to rules and low frustration 

tolerance 

• positive attitudes toward violence 

• physical strength (boys) 

• gradually decreasing interest in school 

(achievement) 

• cautious, sensitive, insecure 

personality 

• difficulty asserting themselves among 

peers 

• physical weakness (boys) 

Family level component • lack of parental warmth and involvement  

• overly-permissive parenting 

• harsh discipline/physical punishment 

• lack of parental supervision 

• over-protection by parents (possibly) 

Peer level component • friends/peers with positive attitudes towards 

violence 

• exposure to models of bullying 

 

• lack of close friends  

School level component • lack of supervision during breaks 

• indifferent or accepting teacher attitudes toward 

bullying 

• indifferent or accepting learner attitudes toward 

bullying 

• lack of supervision during breaks 

• indifferent or accepting teacher 

attitudes toward bullying 

• indifferent or accepting learner 

attitudes toward bullying 

• presence of aggressive learners in 

same or slightly higher grade 

 

Basic model adopted from Blueprints For Violence Prevention:  Elliot, Olweus, Limber & Mihalic (2002: p24)
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Since the purpose of this study is to evaluate the efficacy of the programme through 

assessing the extent of relationships and interactions of the victim/bully involved in a 

bullying situation pre- and post-intervention; the ecological theory framework was 

found to be most effective at highlighting patterns and norms on the part of victims, 

bullies and bystanders in school settings. Experiences of significant improvements due 

to intervention effort were noted for each of the individual intervention schools and also 

the intervention schools as a group to reduce existing problems, to prevent the 

development of new bully/victim problems and to achieve better peer relations.  

In this regard, the developmental behavioural patterns that form the actions of bullies 

and the experiences  of victims on the one hand as well as what teachers and other adults 

including parents are doing in terms of intervention strategies at coping with the 

bullying problem are investigated.  The degree to which the existing patterns either 

impede or produce change from before to after the implementation can be deemed as 

either assisting or impeding the efficacy of the OBPP.  

It is essential to note that physical and emotional well-being of children and youth 

should not be deemed as solely the responsibility of the individual but also the 

responsibility of the society in which individuals find themselves. The previously 

discussed theoretical perspective namely, the ecological theory was found to be useful 

in forming a basis suitable to the context of the study.  

For example, a view that bullying can be explained through consideration of the 

characteristics, both physical and psychological, of children who become involved in 

bully/victim problems has strengths.  It can be shown that the relevant characteristics 

of those who bully others and/or are themselves bullied, can often be reliably identified, 

so appropriate educational programmes can be devised and treatments applied to meet 
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their social and psychological needs and/or discourage antisocial behaviour. This 

approach does not, however, shed light on bullying behaviour which has socio-cultural 

determinants requiring an understanding of developmental changes. Nor does it take 

into account the influence of the overall school ethos, group membership and peer 

pressures. 

However, in the light of the relevant theory as outlined above, there is a need to use a 

holistic approach wherein the structural socio-political context is seen to not only 

impact the psychosocial well-being but also the quality of life for children. Educational 

interventions that are more likely to be effective would therefore have to form part of 

this holistic approach which takes into account the overall needs of the individual  and 

that of the school - including the home and the community.   

2.6. Conclusion 

In this chapter bullying behaviour was conceptualized and the Olweus Bullying 

Prevention Programme was introduced. It discussed Olweus’ definition of bullying and 

outlined the core components of the programme that were to be implemented at the 

schools.  Furthermore, the types of bullying were listed, followed by a summary of the 

degree of change that the implementation of the programme brought about in other 

international studies. Since the conceptual framework of the OBPP places focus on the 

interactions and relationships between the individual (learner) at family, school, 

community and society levels throughout his/her development – the study  draws on 

the ecological theoretical framework with a description of all the systems levels by 

describing the micro-, meso-, exo-, macro-, and chrono-systems levels. Thereafter the 

link between the ecological theoretical framework was expounded on in terms of how 

it fitted into the process of assessing the efficacy of the OBPP. 
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The next chapter will explore the literature on studies that examined the different risk 

and protective contexts associated with the perspective that recognizes that some 

children are more likely than others to be involved in bully/victim problems as a 

consequence of the kind of character they have developed. These contexts are discussed 

within the systems levels of the ecological theoretical framework, as perceived in terms 

of the impacts that society, community, family and the school have upon the life of the 

child within the South African context.      
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CHAPTER 3 

LITERATURE REVIEW 

3.1. Introduction 

Violent behaviour and more specifically bullying is a complex behaviour that needs to 

be understood as behaviour patterns that emerge out of individual dispositions. For the 

context of this study bullying behaviour is viewed against a backdrop of social contexts 

within which it is highly likely to be the norm and in most cases rewarded (Elliot, et al., 

2002). This chapter reviews literature that is relevant to this study. Following the 

theoretical and conceptual frameworks, the literature presented in this study pertains to 

the following themes as a framework to help understand the underlying causes of 

violence in schools and more specifically to investigate the efficacy of the 

implementation of a ‘turn around’ programme such as the OBPP.  The chapter outlines 

and discusses concepts that include:  contributing factors to bullying behaviours in 

terms of developmental pathways towards bullying behaviour, bullying as an outcome 

of power imbalances, environmental factors that may result in bullying behaviour, 

protective factors for victims and bullies, establishing that bullying is a violation of 

Human Rights, children and youth participation as key components, and creating an 

anti-bullying culture. 

A. Contributing factors to bullying behaviours 

3.2. Developmental pathways toward bullying behaviour 

Since the family is a microcosm of society, it is considered the most significant factor 

in the primary environment of the child. It is within the family institution that the child 

first interacts, and what he learns (or does not learn) there, is often the model for his 

future behaviour. Specific mechanisms whereby family members influence one another 

to perform violent behaviours are modelling, reinforcement and reward. For example, 
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a person is more likely to be in a violent relationship if she or he had been exposed to 

violence or aggression as a child, either as a witness to inter-parental violence or a 

victim of child abuse. This perspective presents bullying as beginning in early 

childhood when children begin to assert themselves at the expense of others and 

establish their social dominance (Rigby, 1994; Limber, et al., 2012, 2014; Olweus, 

1995, 1998, 2005, 2012 ). Children tend at first to do this crudely, by hitting out at 

others for example, especially those less powerful than themselves, in an attempt to 

intimidate them. According to Rigby (1997b) amongst others, this view resonates with 

evolutionary theory, which argues that domination over others has been, and still is, a 

primary goal, ensuring an individual’s survival in a competitive environment and is the 

means by which the strongest prevail and the existence of the species is prolonged 

(Limber, et al., 2012; Olweus, 2005, 2012). In this regard, research evidence suggests 

that, as children develop, they gradually discover and (hopefully) employ less socially 

reprehensible ways of dominating others (Olweus, 1993; Rigby, 2002b; Schroeder, 

et.al., 2011; Olweus, 2012). And so, subsequently, less supposed obvious types of 

bullying such as verbal and other indirect forms become more common than physical 

bullying (Carney & Merrell, 2001).  Nevertheless, it would appear that certain bullies 

tend to get more pleasure out of repeatedly inflicting bodily harm upon another 

individual. 

Amoateng et al. (2006) and Bray et. al., (2010) found that almost without exception, 

delinquents are from multi-problem homes where there is a great deal of personal and 

family disorganisation as well as some economic handicap. The prevalence of violence 

in a particular society is inextricably linked to high levels of domestic violence. 

Therefore an understanding of violence in the home lends itself to a better grasp of 

violence in the wider social context. 
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At the school level, learners are highly sensitive to cues on how to conduct themselves, 

often looking to educators for guidance and even a code of conduct that can assist them 

in their treatment of others and the application of appropriate non-physical sanctions 

when children are proved to have bullied. Accordingly, Wilczenski et al., (2004) 

reported that educators play a critical role in influencing the bullying behaviour that 

occurs in the schools one way or another. The study revealed that the educators may 

fail, for instance, to intervene appropriately or may ignore the bullying because of the 

lack of adequate skills and training to deal with it. On the other hand, educators may 

often fear that intervening in a bullying situation will only cause more harm to the 

victim (Limber, 2004; O’ Moore & Minton, 2005; Olweus, 2005; NCES, 2005; Bauer 

& Lozano, 2007; Schroeder et.al., 2011; Limber, et.al., 2012; 2013; 2014). 

This persistent cycle and developmental view of bullying suggests that bullying is a 

part of a natural developmental process and its prevalence in a school does not mean 

that schools are to blame (Rigby, 1997b). However, this perspective recognizes that 

some children are more likely than others to be involved in bully/victim problems as a 

consequence of the kind of character they have developed.  At the same time, it may 

motivate some schools to look for ways to expedite a process in which children mature 

and get ‘beyond’ bullying. The view that the nature of bullying changes as children 

become older, moving away from the physical, to more verbal and indirect methods, is 

not only consistent with research evidence, but may also persuade teachers to become 

more sensitive to more subtle forms of bullying among older children (Rigby & 

Bagshaw, 2001, Rigby, 2002b; Eslea & Rees, 2001; Schroeder, et.al., 2011; Olweus, 

2012).  These can be more devastating than the more direct forms experienced by 

younger children (Olweus, 2005; NCES, 2005; Bauer & Lozano, 2007; Schroeder et.al., 

2011; Limber, Olweus, et.al., 2012, 2013). It also challenges educators to consider 
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appropriate means to influence children at different stages of development. For 

example, Stevens et.al. (2000) suggested that imposing inflexible rules of behaviour, 

followed by sanctions if they are not followed, may be relatively ineffective in 

addressing bullying among the more senior students. Bandura (1976) reported that 

television was a definite source of behaviour modelling as it graphically illustrates 

violence. Although he does not claim that television is the only way in which people 

acquire behavioural disposition, he has established that the media is an important 

ingredient in the formative mix. This was corroborated in further studies  (Lee, 2011; 

Allen, 2010; Hansen, et al, 2012; Berkowitz, 2014) that showed that since aggression 

is a prominent feature of many shows, including commercials, children who experience 

frequent exposure to the media may exhibit a relatively high incidence of hostility 

themselves in imitation of the aggression they have witnessed. On the other hand, 

aggressive behaviour does not necessarily have to be acted out immediately, as the 

fantasy will keep the act as a live option for the future.  

Research has looked at some key factors that sustain the bullying behaviour at schools. 

In this perspective, reinforcement has always been seen as one of these. Reinforcement 

describes the process whereby certain behaviours occur at a substantially higher rate as 

a result of their producing a desired outcome. This means that the observer expects to 

receive positive reinforcement for the modelled behaviour. In this regard, Bandura 

(1977, 1986) demonstrated  that aggression and bullying tactics are most commonly 

modelled and reinforced by family members and/or members of the community with 

whom children have repeated contact (Amoateng et al. 2006; Bray et.al., 2010).  This 

exposure to repeated displays of violence within their environments could lead children 

to become desensitised to acts of violence (Bandura, 1977, 1986) resulting in apathetic 

bystander attitudes. The researcher therefore recognises that some children are more 
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likely than others to be involved in bully/victim problems as a consequence of the kind 

of character they have developed. Morrison (2007) interestingly added that children 

who bully others typically feel little or no pride in their school and they are not well 

integrated into the community. He goes further to say that they mismanage their 

emotional reactions to the distress they cause by not experiencing appropriate feelings 

of shame and in fact tend to attribute unworthy characteristics to those they victimize. 

By contrast, the victims are prone to experiencing too much inappropriate shame.  

3.3. Bullying as an outcome of power imbalances 

Research studies on bullying have been interested in showing how bullying is an 

outcome of power imbalances. Contributory factors could be applied to aggression-

generating conditions such as the existence of social groups with different levels of 

power where the focus is typically on differences  on gender, race, ethnicity  or social 

class (Amoateng et al. 2006; Bray et.al., 2010; Peguero & Williams, 2011) or again on 

being less ‘abled’ and perhaps having different religious affiliations. Research suggests 

a major emphasis on differences associated with gender on the ground that in patriarchal 

society, males maintain their dominance and feel justified in bullying females (Olweus, 

1993; O’ Moore & Minton, 2005; Bauer & Lozano, 2007; Schroeder et. al., 2011; 

Limber, Olweus, et al., 2012; Limber, Olweus, Breivick & Wang, 2013). Significantly, 

male bullies carry out their abuse in different ways from female bullies. Various studies 

(O’ Moore, & Minton, 2005; Bauer& Lozano, 2007; Limber, et al., 2013) reported that 

females tend to channel aggression socially by exclusion and /or spreading rumours 

rather than physically. 

It is sometimes also reported that bullying tends to be associated with racial or ethnic 

divides. In this regard, it is argued that some ethnic groups are more powerful than 
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others and seek to dominate them. It has been documented that children from families 

with high social status may employ this source of power to bully those less privileged 

(Peguero & Williams, 2011). However, there is not enough evidence that suggests that 

children from disadvantaged schools are more likely to be bullied than children from 

advantaged schools (Hong & Espelage, 2012).  

3.4. Environmental factors that contribute to bullying behaviour 

This perspective suggests that bullying is a response to pressures within the school and 

community. As mentioned in Chapter 2, bullying is a phenomenon that should be 

understood within a social context. In the school context, there is first a broad social 

context consisting of the behaviours and attitudes of members of the entire school 

community (Bray et.al., 2010; Swearer, Espelage, et.al., 2010, Lee, 2011; Hong & 

Espelage, 2012). Therefore, individual learners are seen as influenced to a degree by 

their perceptions of what may be called the school ethos (Rigby, 1997a, Lee, 2011; 

Peguero & Williams, 2011). Furthermore, the learners are more powerfully influenced 

by a smaller group of peers with whom they have relatively close association (Lee, 

2011; Peguero & Williams, 2011). Such groups are typically formed within the school 

because of common interests and purposes, and provide support for group members. 

They may also constitute a threat to outsiders, sometimes to ex-members, whom they 

may bully.  

Amoateng et al. (2006) and Bray et.al. (2010) argue that, situations commonly arise at 

a school in which children are members of and supported by a group that is in some 

situations more powerful than an individual or smaller group that they may choose to 

harass or bully in some way. The motive may be a grievance or imagined grievance, a 

prejudice or simply a desire to have fun at the expense of another person. Importantly, 
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the acts of bullying are seen as typically sustained by a connection with the group 

(which may be described as peer pressure or allegiance to a group) rather than by 

individual motives such as personal malevolence. This view presupposes that bullying 

is typically a group phenomenon. Early studies of bullying in Scandinavia adopted the 

term ‘mobbing’, suggesting that children are bullied by mobs where bullying involves 

more than one aggressor (De Wet, 2005, 2007; Leoschut & Burton, 2006; Limber, et 

al., 2012; Olweus, 2012). When asked whether they have bullied others as individuals 

or as members of a group, about half  of the learners admitted  to bullying alone while 

the other half said that they had acted as part of a group (Rigby, 2002b, Olweus, 2005, 

2012; Limber, et al., 2012).  

However, the degree to which a school’s learners will manifest bully/victim problems 

is not only dependent upon the level of aggression-generating factors in the community, 

it is also largely contingent on the strength of the countervailing forces 

(Bronfenbrenner, 2005)    For example, if the caregiver in any given circumstance is 

generally permissive and “tolerant” toward children that display bullying tendencies 

without setting clear limits to control aggressive behaviour toward peers, siblings and 

adults, it is likely that the type of behaviour will escalate (Bronfenbrenner, 2005, 2012).  

So there is a real risk that the child will consistently become aggressive and hostile 

toward others.  

Olweus (2005, 2012) therefore maintains that the attitudes, routines, and behaviours of 

educators, learners and parents are decisive factors in preventing and controlling 

bullying activities, as well as redirecting such behaviours into more socially acceptable 

channels such as structuring strategies which will assist in standardising human 
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behaviour regarding well-being, motivation and developing capacities to engage in 

relationships – as referred to in Chapter 2. 

In a study conducted by The Child and Youth Research and Training Programme 

(CYRTP) at the UWC, children and young people were asked about their situational 

perceptions and how they thought their needs and rights could be better served 

(September, et.al. 2005). The results reported indicated that some categories required 

critical intervention for the benefit of the children. These were protection and safety 

measures within communities, together with better resources and infrastructure that 

would meet their own basic needs and those of the community, and the promotion of 

improved adult-child relationships within their families and school settings. So too, is 

the quality of family life thought to contribute to the tendency for some children to 

engage in bullying, since dysfunctional families and oppressive parenting have been 

implicated in promoting aggressive behaviour  in children towards their peers 

(Bronfenbrenner, 2005; Olweus, 2005, 2012, Blaser, 2008).  

Following the preceding premises that bullying occurs within a social context, Olweus 

et.al., (2012), and more recently Limber, et.al., (2013, 2014)  maintain that for any 

bullying prevention programme to succeed, a whole school approach that focuses 

ultimately on school climate is necessary to effectively reduce all forms of aggression 

in schools. This means that effective interventions to reduce bullying in schools require 

co-ordinated and targeted efforts at the individual, classroom, and community levels 

because certain learning processes may operate to shape bullying on the school 

playground. Thus, the active involvement of all key stakeholders, including learners, is 

necessary (Olweus et. al., 2012; Limber, et..al., 2013) as discussed in the next section 
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which specifically involves behaviours that may influence the persistence or decline of 

bullying behaviours. 

The laudable attempt of the National Education Department (2001, 2013) is well noted 

for introducing and revising the “Life Orientation” learning area that deals with 

constitutional principles such as diversity, human rights and gender equity. The 

framework of this learning area is aligned with the five basic strategies in accordance 

with the principles of the Ottawa Charter (1986) and WHO (1986) that guarantee the 

rights and benefits of children in terms of developing personal skills, creating 

supportive environments, strengthening community action, re-orientating health 

services and building healthy public policy. According to the researcher a crucial gap 

between (i) theory and practice and (ii) a barrier to the realisation of children’s rights 

in South Africa is still being delayed since the country’s authoritative departments 

appear to be now only (two decades later) “correcting their own wrongs” and once again 

setting mechanisms and programmes in place to deliver on its original obligations (Save 

the Children, 2012; UNICEF, 2012; UNESCO, 2012).  Of even further concern is the 

fact that the delivery of the values as entrenched in the Constitution (1996) of SA, 

according to Act. No. 108, is further impeded through adult ambivalence about 

children’s safety and security. This is partly due to the majority of teachers and parents 

not being ready to engage with the knowledge that children are ‘rights’ holders.  

Linked to bullying, another aspect that poses serious challenges is the fact that bullying 

behaviour often goes unreported, perhaps due to none or ineffective intervention 

methods, which results in fuelling the roles of the bully, the victims and the bystanders. 

Parents and teachers often disregard bullying behaviour as a serious issue by either 

thinking that they are able to deal with the incidences or perhaps due to conservative 
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views. For example, pupils constantly hear from parents and adults that they respect 

and love -   "You should learn to take it", or "You should never sympathise with wimps" 

(De Wet, Free State University, 2005, p705-725). Furthermore, Klein (2012), in her 

study on ‘School shootings and the crisis of bullying in America’s schools’ as well as 

in a study by Ncontsa and Shumba, (2013) on ‘The nature, causes and effects of school 

violence in South African schools’, argue that the ambivalent attitudes of adults toward 

bullying stands to create the impression that bullying is an acceptable behaviour. Thus, 

a definite sense exists that violence and in particular the violation of rights in the home, 

the community, the school and amongst peers - all form part of a vicious cycle that 

negatively impacts upon the actions and reactions of the child as an individual. These 

rights include those that recognize that bullying is a violation of a child’s human rights 

: 1) the general right to protection against abuse, exploitation and neglect; 2) the right 

to privacy in the event of taking personal property from the victim; and 3) the right to 

freedom of association by excluding or isolating an individual from a group 

(Kochenderfer-Ladd & Skinner, 2000; Burton, 2008; Maphosa & Shumba, 2010; Klein, 

2012). 

Researchers investigating the reasons behind the violence in schools locate some of 

these as entrenched in South Africa’s apartheid history when institutionalised violence 

became a way of life. In addition to this, the stresses faced by the masses of post-

apartheid South Africa when promised socio-economic prospects were not met, brought 

about extra aggravation (Simpson, 2001; Vally, Dolombisa & Porteus, 2002; De Wet, 

2003, 2005; Burton. 2008; Ncontsa & Shumba, 2013).  These authors further contend 

that the post-apartheid government is still confronted by many social and economic 

challenges and expectations such as better living conditions that were promised and that 

would have been delivered immediately. Therefore, in a society in which deep 
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inequities already existed, this led to further marginalisation, especially for children and 

youth which are outlined over time, in the following accounts. 

In this regard, Eliasov and Frank (2000) found in their study of 20 schools in the Cape 

Metropolitan area that gangsterism was present in 50 percent of the schools surveyed. 

In a later study by Vally et al., (2002), they found that the social and economic 

challenges faced by the democratic government also impacted on the transformation in 

schools.  They further argued that despite the fact that much has changed in the 

classroom, the seemingly unattractive teaching profession and education system 

continues to be held back by a lack of resources, poorly qualified and in-service trained 

teachers, poor or non-existent facilities, large classes and the failure to resolve problems 

around issues of racial integration (Vally et al., 2002). Nearly a decade after the 

democratic government was established to represent the people of South Africa, De 

Wet (2003) reported in her study in Eastern Cape schools, that  the causes of violence  

in schools  was mainly due to alcohol and drug abuse, influence of gangs, poverty, 

breakdown of family life and leniency towards criminals. These socio-economic 

conditions alluded to above may also play a role in the characteristics of victims of peer 

aggression.  Neser’s (2006) findings emphasised that a lack of participation in activities, 

absence of a strong family bond, a lack of sharing mutual activities with caregivers due 

to them not being available after school, and parents unwilling to lend support with 

homework were factors related to peer victimization.  In addition, Neser (2006) 

reported that those learners who have negative feelings about school and were 

victimized by their peers, displayed poor interpersonal relationships with other learners, 

had high levels of anxiety and poor self-restraint.  This was in agreement with De Wet‘s 

(2005) findings that suggests that victims of bullying may have social skills problems, 

 

 

 

 



56 

 

for example displaying behavioural vulnerability, low-assertiveness, withdrawal and 

solitary in behaviour.  

Thus the socio-economic reality of the broader society has an impact upon what is 

happening in the school as issues of poverty, unemployment and abuse were found to 

impact on children in schools; suggesting that schools cannot simply be ignored as they 

provide a critical “point of access to young people who are both perpetrators and 

victims of violence” (Simpson, 2001, p2).  In this regard, De Wet (2005) cautioned that 

the foundation for reducing bullying and violence should be grounded in teaching 

values. This suggested that teaching children the meaning of values helps them to find 

humanity within themselves so that they can care about others.  

This study recognises that when addressing the issue of bullying in schools, it is of 

utmost importance to work towards creating a school culture which instils tolerance 

and respect for human rights and to involve the community in the process.  To this end 

a broad-based intervention is required which involves schools, families, communities 

and other support structures. Of utmost importance though, lies in firstly the awareness 

of the problem and secondly understanding the act and scope of bullying behaviour. 

3.5. Bullying behaviour 

Children and youth at risk of bullying in South Africa 

The significance and realities of children’s lives are set in a mosaic of stark 

contradictions and therefore constitute the most vulnerable group in contemporary 

democratic South Africa. Global and local researchers have found that causal and 

contributory factors for anti-social behaviour, and the relationships between them are 

complex and that the well-being of children is largely dependent upon the home 
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environment (Benard & Marshall, 2001; Simpson, 2001; Vally, Dolombisa & Porteus, 

2002; De Wet, 2003, 2005; Burton. 2008; Lee, 2011; Hansen et.al., 2012; Hong & 

Espelage, 2012; Ncontsa & Shumba, 2013) on the ground that risk factors operate and 

interact on various levels, most commonly at the individual, family and the community 

level; therefore,  impacting on communities and culture to influence the inclination to 

risk behaviour (Burton. 2008; Ncontsa & Shumba, 2013). 

Families are however subjected to wide-ranging social, economic, political and 

demographic influences which not only combine to put families at risk, but also mediate 

how they respond to changes. In this regard, some researchers (De Jager, 2004; Parry 

et al., 2004; Johnson, 2005; September, et.al., 2005; Burton. 2008; Ncontsa & Shumba, 

2013) argue that in many instances family life is grossly pressurized in South Africa 

due to multiple risk factors which include economic factors, the lack of household food 

security, unemployment, alcohol and drug abuse, communication and relationship 

problems, family violence and lack of support systems. Furthermore, social 

catastrophes such as increased access and dependency to drugs such as 

methamphetamine (“tik”) and alcoholism are destroying increasing numbers of young 

people’s lives. The United Nations Children’s Fund: South Africa (UNICEF, 2012) 

report reveals a prevalence of violence and crime among youth with 2 729 young people 

in custody while awaiting trial or in places of safety or in secure care designed for those 

who perpetrated serious offences (UNICEF, 2012). 

 The “Violence against Children in South Africa” manuscript (UNICEF, 2012) research 

conducted by Richter and Dawes (2008) and Jewkes et.al., (2010), indicates that more 

than one in four children experience corporal punishment daily, especially within the 

home context. Other significant findings from the UNICEF (2012) report are the 

 

 

 

 



58 

 

following:(a)Most physically abused children needing hospital treatment are under five 

years of age ; (b) Perpetrators are typically male and someone known to the child; (c) 

A fifth of the children in the Western Province between the ages 12 and 17 have been 

exposed to domestic violence which included crime fuelled by alcohol and/or drug 

abuse and resulted in female assault, physical child abuse and sexual assault; (d) 

Exposure to violence in communities is endemic and 68 percent of children aged 

between 12 and 17 reported having seen someone being intentionally hurt outside  of 

their home (Dawes, Long, Alexander & Ward, 2006; Neser et.al. (2004). 

In the light of these experiences of vulnerability, exclusion and overall risk profiles, it 

should thus be borne in mind that many vulnerable youth have additional stressors in 

life, such as not being understood, homelessness or having a substance abuse habit to 

overcome. It is thus evident that there is a dire need for South African adult society to 

understand what factors contribute to positive outcomes of children, youth and their 

families in the face of their adversities (Johnson, 2005; Jansen et. al., 2011). The Youth 

Development Conceptual Model (Benard & Marshall, 2001) builds on these views and 

moves from the premise that when young people experience home, peers, school and 

community environments that are rich in the much needed developmental supports and 

opportunities, their basic youth needs will be satisfied.  

With regard to opportunities and support systems from adult society and the South 

African government at large, this study recognizes that these systems have been put in 

place to support the children so as to reduce bullying behaviours. This is the concern of 

the following section. 
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B.    PROTECTIVE FACTORS FOR VICTIMS OF BULLYING  

Society should be acting in the best interest of children and youth and appropriately, 

the issue of school bullying has risen to occupy a prominent role in the national 

consciousness of many countries including the UK, western European countries, North 

America, Australia, New Zealand and Japan. Smith (2000) states that the origin of 

research into bullying, stems partially from society’s increasing awareness of individual 

rights. Olweus (2001) confirms that the child has the right to feel safe and protected 

against victimisation or bullying in schools. Following Greene’s publication (2003) of 

his article focusing on “a plea for measure of human rights”, Limber and Small’s (2003) 

investigation on “laws and policies to address bullying in schools” have elaborated 

specifically on the implications of applying a human rights approach to bullying 

prevention strategies. 

The following sections are therefore underpinned by the fact that society has a 

responsibility towards its children and youth and demonstrates the necessity of an 

infusion of a human rights framework in order to increase the effectiveness and 

sustainability of efforts to diminish school-based bullying.  

3.6. Anti-bullying strategies in schools 

The first comprehensive paper being the World Report on Violence against Children 

(United Nations, 2006) rightly notes that schools are uniquely placed to break the 

pattern of violence by fostering respect, equality and non-discrimination toward 

children. The United Nations Educational Scientific and Cultural Organization 

(UNESCO) (2007) holds that schools are important spaces where non-violent responses 

can be promoted and further recommends that human rights education should be part 
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of the curriculum. This is in order to instil tolerance and respect for human rights both, 

in and amongst all learners and to contribute to the prevention of abuses and violent 

behaviour.  

The legislations and policies of South Africa recognise the rights of children to be free 

from all forms of violence. The Constitution of the RSA (Act 84, 1996) also guarantees 

the right to a safe environment, the National Education Policy Act, advances and 

protects the right of every person to education and the Education Laws Amendment Act 

(2007) specifically safeguards learners against educators, as it makes provision for the 

dismissal of educators if found guilty of sexual abuse or serious assault of learners at 

school. In obligation to the country’s Constitution, the government has since 1994 

passed a number of laws that ban corporal punishment. Examples of these are the 

National Education Policy Act (1996); the South African Schools Act (1996); the 

Abolition of Corporal Punishment Act 33 of 1997 and the Children’s Act of 2005. The 

South African Schools Act (1996a) advocates a non-discriminatory education system 

as reflected as follows: “it’s the fundamental right of the learner to feel safe and secure 

in school, to have his/her dignity respected and protected (RSA Act, 1996b).  

Furthermore, the National Education Department has introduced as one of its strategies 

- a Revised National Curriculum Statement (RNCS) (Department of National 

Education, 2001), which is congruent with UNESCO and the WHO principles that 

stipulate that education has an important role in realising the aims enshrined within the 

Constitution (1996). This translates to the fact that the Education system should 

orchestrate as well as be instrumental to the “development of the potential of each 

learner as a citizen of a democratic South Africa” (Department of National Education, 

2001, 2009).  
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Notwithstanding all of the above guiding principles, it appears as though many schools 

are still failing to provide a safe environment for their learners, since gender based 

violence, sexual abuse, corporal punishment, bullying and gang related violence 

incidences are increasingly being reported and this in turn creates a crucial barrier to 

learning (National Youth Lifestyle study, 2009). Reported articles are amongst others 

“Gangs a risk to Phillipi pupils” involving school girls accused of ‘spying’ for rival 

gangsters (Cape Argus, April 24, 2015) and “Heideveld Matric pupil attacked after 

school” (Cape Argus, May 13, 2015). 

While many South African anti-violence intervention programmes have been 

developed and implemented, very few have been scientifically evaluated in terms of 

effectiveness or feasibility. One of the feasibility studies conducted in South Africa was 

undertaken by Dr Richard Griggs (2002, 2005), who conducted a review of eight 

violence-prevention interventions in South African schools in 2002 on behalf of the 

Open Society Foundation for South Africa (prior to the comprehensive UN study). The 

interventions, namely St. Mary’s Interactive Learning Experience (SMILE), Bridges, 

Independent Projects Trust (IPT), Khanya Family Centre, Change Moves, Public 

Health Programme (PHP), Community Psychological Empowerment Services 

(COPES), and Centre for the Study of Violence and Reconciliation (CSVR), are run by 

non-governmental organisations and all offer unique approaches and strategies to the 

prevention of violence. These varied, structured strategies include activities such as 

educator training, community workshops, social competency skills training, peer 

counselling and trauma support.  

Best practice recommendations for future violence-prevention interventions in South 

African schools made by Griggs (2002, 2005) included the following: the issue of 
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ownership was emphasised; suggesting that appropriate stakeholders take ownership of 

the processes and outcomes; a number of programmes should ideally be integrated; 

strategy needs to remain simple, effective and accessible in nature; should make 

schooling easier and fit job descriptions – providing educators with life skills, learner 

support materials and appropriate training; feasibility and advantages of clustering 

schools and / community development projects together should be considered as 

alternatives; longitudinal action research was also recommended to ensure 

sustainability.  

Other programmes that are deemed to aid violence-prevention interventions and create 

an environment that encourages positive behaviour are currently in use across districts 

in the Western Cape of South Africa. These include service providers such as the 

Trauma Centre programmes for teachers, Resources Aimed at the Prevention of Child 

Abuse and Neglect (RAPCAN) and also the National Institute for Crime Rehabilitation 

of Offenders (NICRO). Approaches range from training educators in dealing with 

positive discipline inside and out of the classroom; teachers handling their own stress; 

teachers attempting to break the cycle of violence; highlighting the importance of 

establishing positive connections with caring people; aspects such as the difference that 

teachers can make by taking an interest in children. To follow are brief outlines of 

examples of these programmes: 

‘Healthwise Programmes’ in schools focus on the value of leisure and they are a cultural 

adaptation of a school-based risk prevention programme. Wegner, Flisher, Caldwell, 

Vergnani and Smith (2007, 2011) designed and developed the programme with the aim 

of reducing risk behaviour among South African adolescents while at the same time 

promoting positive use of leisure periods. The programme is based on successful 
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programmes in the United States of America and pilot tested in four South African high 

schools. The initial attempt to adapt the programme was further modified through an 

extensive process evaluation. They found that educators were committed to 

implementing the programme as planned. The adapted HealthWise programme is 

currently being implemented as a 5-year effectiveness study in nine South African high 

schools, and it is funded by the US National Institute on Drug Abuse.  

‘Character Counts’ focuses on character building and affirming values whereby 

teachers model positive behaviour and in this way trains the child. The Programme is 

based on 6 pillars, namely, Trustworthiness, Respect, Responsibility, Fairness, Caring 

and Citizenship. Learners are encouraged to use the acronym ‘T R R F C C’ to help 

them remember that people with good character are terrific. The programme originates 

from the Josephson Institute under leadership of Michael Josephson. It is aimed at 

improving the ethical quality of society by changing personal and organizational 

decision making and behaviour. 

The ‘Journey’ programme aims at educators being positive and able to access their own 

goodness through reflective and meditative processes. This encourages educators to 

listen to children. The challenges reported here appears to be that of (i) the method of 

keeping the programme sustainable and (ii) the fact that the success of the programme 

only works where the principal embraces the philosophy.  

Among the lessons gained at implementing these programmes at schools, it can be 

mentioned a commitment and consistency from all is required. Besides, the recognition 

that the same programme would not be suitable for everyone and that each school’s 

contextual issues should be taken into account is very important (EMDC Metropole, 

Behaviour Colloquium, 17 September 2007). 
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In addition, the Safe Schools Policy (Government of South Africa, 2006) of the Western 

Cape Education Department (WCED) was introduced and meant to focus on securing 

the external environment of schools, aid and equip teachers and learners to manage 

behaviour during conflict, deal with diverse cultures and build partnerships with 

communities. Furthermore, the policy to address Sexual Violence in Schools also deals 

with matters of bullying and sexual harassment (Government of South Africa, 2006). 

In more recent years, Non-Governmental Organizations have implemented 

programmes that include “Bounce Back” and “Quacker Peace” in schools. In these 

instances too, no scientific evaluation has occurred to date.  

Although the above statements, programmes and policies hold much promise and 

envisage a holistic climate change that would adopt an across the board hub for life-

skills development in most schools; it seems as though important learning areas such 

as the ‘life orientation’ component is still one where learner positive behaviour outcome 

still reflects the bottom-end of South Africa’s educational bell curve. The researcher 

emphasizes that it is exactly this gap between theory and effectively putting best 

practice interventions into place that this study proposes to address. 

3.7. Establishing that Bullying is a violation of Human Rights  

In order to adopt a human rights approach to combating bullying, we must first 

demonstrate that bullying, by its very nature, violates the victim’s fundamental human 

rights. Of the commitments and corresponding obligations to plans, policies and 

processes of the United Nations (UNICEF, 2012), the following ratifications swing the 

tide in the favour of children’s well-being: 
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1. the customary international law, namely United Nations Convention on the 

Rights of the Child (UNCRC) (United Nations General Assembly, 1989) in 

1995, 

2. the inclusion of the rights of children in Section 28 of the Bill of Rights of 

the Constitution, and 

3. the ratification of the African Charter on the Rights and Welfare of the Child 

(2000), can be regarded as most significant in the South African 

government’s pursuit of guaranteeing children’s socio-economic rights and 

protection from abuse, exploitation, and neglect.  

The UN Convention on the Rights of the Child, articulated rights (UN General 

Assembly, 1989) which were ratified by every member country and incorporated 

measures to protect children against a wide range of infringements. 

These include: 

Article 2(2): “all forms of discrimination or punishment on the basis of the status, 

activities, expressed opinions, or beliefs of the child’s parents, legal guardians, or 

family members.” 

Article 16(1): “arbitrary or unlawful interference with his or her privacy, family, home 

or correspondence, [and] to unlawful attacks on his or her honour and reputation.” 

Article 19(1): “all forms of physical or mental violence, injury or abuse, neglect or 

negligent treatment, maltreatment or exploitation, including sexual abuse, while in the 

care of parent(s), legal guardian(s) or any other person who has the care of the child.” 
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Article 19(2) of the Convention further states that “such protective measures should, as 

appropriate, include effective procedures for the establishment of social programmes to 

provide necessary support for the child and for those who have the care of the child, as 

well as for other forms of prevention and for identification, reporting, referral, 

investigation, treatment and follow-up of instances of child maltreatment described 

heretofore, and as appropriate, for judicial involvement” (UN General Assembly, 

1989). Finally,  

Article 29(2) states that the education of the child shall be directed to “The development 

of respect for human rights and fundamental freedoms……..”(UN General Assembly, 

1989). 

While international conventions, treaties, and declarations are aimed specifically at 

nation states and generally exclude enforcement mechanisms other than through 

domestic laws that provide sanctions and remedies for non-compliance, they do provide 

a widely accepted framework for adaptation and interpretation for local organisational 

structures such as schools.  

Lending further credence to government’s commitment are the entrenched rights and 

needs of children in the development strategies of the government, an Office on the 

Rights of the Child (ORC) has been established in the Presidency. Furthermore, a 

secretariat National Programme of Action (NPA) (2001), was established by the Office 

on the Rights of a Child (ORC) in collaboration with relevant government departments, 

namely the National Advisory Council and the National Steering Committee for the 

NPA. Together these departments coordinate, monitor implementation and advise the 

Presidency on children’s issues, which include raising public awareness, educating the 

public about children’s rights, as well as ensuring that government departments 
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mainstream children’s issues in their portfolios. In addition a report on the state of the 

nation’s children concerning brief assessments of progress achieved, major constraints 

faced and lessons learnt is submitted every five years to the UN Expert Committee on 

the Rights of the Child (UNCRC) (United Nations General Assembly, 1989).  

With children’s well-being now afforded the highest priority within government, 

children themselves were elevated to the legal status of right holders which ensure that 

their rights are recognised, promoted and protected; their participation and contribution 

encouraged and enabled and their interests safeguarded. On operational level, this holds 

government ultimately accountable as the principal duty bearer and bound to discharge 

of its responsibilities at several levels. 

3.8. Children and youth participation as key components for the development of  

       anti-bullying programmes and initiatives. 

Current debates and children’s rights efforts focus on a rights-based perspective with 

the view that children have the right to be involved in issues affecting them. In this 

regard September et al. (2005) maintain that the scope, which will also include the 

social and cultural milieu of the child, and quality of the information provided to report 

on the situation and well-being of children, should form an important basis for the 

development of any programmes and initiatives regarding improved service delivery, 

the reform of structures, the development of child-centred policies as well as the 

compliance of duty bearers.  

September et al. (2005) further argue that although children’s rights are as enshrined 

among the abovementioned human rights principles that are established in the 

Convention as well as in Article 12 of the CRC which guarantees children participation 
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rights (UNICEF, 2003, 2012), children and youth are rarely asked how they perceive 

their own situation and how they think their needs and rights could be better served. 

According to September, besides satisfying the legal obligation, the advantages of 

young people’s participation, shared decision making and responsibility could enhance 

their sense of citizenship and the conviction that their inclusion can make a difference 

within families, schools and communities (September, et al 2005).  

The lack of children’s participation is a common concern of researchers as they argue 

that a rights-based approach to child survival needs to take into account the factors and 

conditions which not only affect the right of the child to survival but also impact on the 

right to development. For example, lack of access to basic services, such as water, 

sanitation and health services, as well as exposure to high levels of trauma and violence 

aggravate the severity of the problem (Theis, 2003; Deutschke & Abrahams, 2006).  

While South Africa is applauded for its relatively smooth transition to democracy with 

its emphasis on social justice and equity, it is evident that the progressive realisation of 

human rights for all (especially the ‘children’ of our new democracy) remains a 

challenge. With the recognition that the country’s majority is made up of exactly this 

youthful population that constitutes approximately 20 million people of the total 

population (SA Stats, 2011), the expectations of both children and youth in terms of 

their own participation as citizens as well as the role of the state is bound to be impacted 

upon differently.  

In summary it appears that in order to realise the rights and needs of all children, 

including marginalised populations - positive and negative aspects and experiences of 

child development can only over time be reported and monitored by the primary 

stakeholders who are the children themselves. Bully/victim problems have broad 
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implications because they really concern some of South Africa’s fundamental 

democratic principles. From a rights-based perspective, every individual should have 

the right to be spared oppression and repeated humiliation. Society’s general attitude 

toward bully/victim problems, violence and oppression is reflected in communities and 

inadvertently also schools in the neighbourhoods. According to Olweus et. al. (2010) 

and Limber et. al., (2013) refraining from dynamically counteracting bully/victim 

problems in school implies an unstated acceptance of bullying at grassroots level. 

Among the bullying triggers or aggression-generating factors, poor childhood 

circumstances in general and certain forms of child-rearing and family problems in 

particular, are important situations for intervention as will be highlighted in the 

following section. 

3.9. Creating an anti-bullying culture 

Given the fact that this study set out to implement and evaluate a bullying prevention 

model - it specifically identified mechanisms, programmes and processes that transcend 

the normative bounds of the teaching process. The quality of the connectedness between 

the participating learners and the various interactions with adults and peers, in their 

various environments – provided a wider framework from which to assess and validate 

work with children. 

Literature on interventions with the likelihood of reducing bullying within the context 

of the school has been extensive (Smokowski & Kopasz, 2005, Olweus et.al., 2010b; 

Limber et. al., 2013). Interventions for bullying vary on many aspects. Some aim to 

reduce aggression and violence; while others work from an anger management 

perspective (Smith, et al, 2003). The effectiveness of each intervention ranges due to 

the methodological and theoretical differences and each have advantages and 
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disadvantages (Rigby, 1996, 2004; Smith, et al, 2003; Olweus & Limber, 2010b; 

Limber et.al., 2013). Due to the differences of methodology employed by each project, 

comparisons are difficult and most have not been formally evaluated (Smokowski & 

Kopasz, 2005; Olweus & Limber, 2010b; Limber et. al., 2013). Where evaluations have 

been conducted, evidence is not conclusive (Smith et al., 2005; Olweus & Limber, 

2010b). This section critically assesses and compares some of these interventions. The 

Olweus Bullying Prevention and the Rogaland intervention formed part of the 

nationwide intervention campaign (Smith et al, 2003). The Rogaland study had not 

achieved as positive results as that of Olweus in Bergen, instead it was reported that the 

Rogaland study reflected an increase in victimisation within schools where the 

programme was implemented due to the increase in student’s awareness and 

identification of bullying and the likelihood of increased reporting (Smith, et al, 2003; 

James et al, 2008). 

Replication of the Olweus Bullying Prevention Programme within a different context 

was found not to produce as high results as that reported by the first intervention (Smith, 

et al, 2003). According to Limber (2004) cited in Smith et al. (2005) this variance was 

due to the specific context in which the intervention was conducted. Factors that may 

have contributed to the ineffectiveness of the implemented programme may include the 

resistance from educators and parents about the seriousness of the bully/victim 

problem, the use of piece meal approaches, American schools were larger and more 

complex than Norwegian schools, inadequate time allocated for the bullying initiative 

within the school and the use of group treatment/ peer mediation programmes which 

were found to be ineffective (Limber, 2004 cited in Smith et al., 2005). 
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The Sheffield Anti-Bullying project was developed for the European context and had a 

similar design to that of the Olweus Project. This project was implemented within 23 

schools, 6500 students between the ages of eight and sixteen years of age (Smith, et al., 

2003) which included four comparison schools. One was a primary school and the other 

three were secondary schools. Two of these schools were found to have fared worse 

than most project schools and there was no difference found in the remaining two 

comparison schools. The pre- and post- intervention survey for the Sheffield Anti-

Bullying project was administered eighteen months apart. Smith et. al. (2003) reports 

that victimisation rates was reduced by 14 percent and 7 percent for primary and 

secondary schools, respectively. Bullying rates reduced by 12 percent for primary as 

well as secondary schools (Smith et al, 2003). 

The SAVE project was implemented in 10 schools to 910 students aged between eight 

and eighteen (Smith et al, 2003). A complete experimental design was not possible 

because a pre-test evaluation was not conducted. The post-test intervention was 

conducted with five of the initial ten schools, four years after the intervention was 

implemented. Comparison data was collected at three control schools which was not a 

part of the intervention (Smith et al, 2003). The data obtained from the five schools 

during post-intervention produced results based on a small population alongside an 

even smaller comparison group (Smith et al, 2005). Results obtained from this specific 

project can only be tentatively considered. 

According to Smith et al. (2003, 2005), the number of victimised students was reduced 

by 57 percent and the number of bullying pupils decreased by 16 percent. In comparison 

to control schools, it was found that schools that received the intervention experienced 

lower incidence of bullying (Smith et al, 2003, Smith et al, 2005;).  
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Other noteable programmes are Bully busters; No Blame Approach (Maines & 

Robinson, 1992 cited in Rigby, 2004) as well as the Method of shared concern 

Programme (Pikas, 1989, 2002). 

3.10. Conclusion 

For the purpose of this study the Olweus Bullying Prevention Programme is most 

favoured since it, firstly, is specifically designed to contribute to the organisational 

culture of the school. Secondly, it is deemed to focus on effective governance, quality 

management and strategic planning. While the programme finds resonance with the 

South African Constitution because its effective implementation at all times serves in 

the best interest of all learners; it also aims to assist schools in taking responsibility for 

their own development. Of overall importance is that the OBPP provides more effective 

and efficient teaching and learning strategies where learners, teachers, parents, school 

governing body officials and ultimately government - can all work together in synergy 

and view themselves as principal stakeholders in the process (Olweus, 1986; Olweus, 

Limber, et al., 2007).  
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                                                         CHAPTER 4    

                                                          METHODS   

4.1. Introduction 

In research, the selection of an appropriate and effective method helps to allow direct 

investigation of the research questions (McMillan & Schumacher, 2006). This is a key 

determinant of the quality of any empirical study and the significance of its conclusion. 

In this chapter, the research design used is presented. A research design indicates the 

general plan by describing how the study was conducted. This is to suggest that it 

summarizes the procedure for conducting the study, including when, from whom and 

under what conditions the data were obtained (McMillan & Schumacher, 2006). 

In an attempt to address the various challenges, in terms of bullying behaviour at 

selected primary schools in the Western Cape, the current study utilized the quantitative 

design in order to explore how effective the OBPP is as a means to provide a support 

strategy to learners, teachers and parents in the event of bullying. The selection of this 

design is most suitable as a controlled measure of assessment for evaluating the existing 

OBPP programme (Mouton & Marais, 1990; Van Stuijvenberg et. al. 1998) and to 

answer the research question about the efficacy of this programme through the use of a 

pre-post intervention procedure.  

In this chapter, the research aims and objectives are restated followed by the hypotheses 

and an overview of the research design, the research setting, the characteristics of the 

population and the sampling procedures, data collection procedures, data collection 

tools, and the procedures for analyzing the data. 
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4.1.1. Research question, aims, objectives, and hypotheses  

Research Question 

A large number of studies have been conducted in South Africa examining the various 

types of bullying and reasons for the onset of bullying behaviour (De Wet, 2003, 2005; 

Dawes, Long, Alexander, & Ward, 2006; Leoschut & Burton, 2006; Liang, Flisher & 

Lombard, 2007). These studies have examined the attitude towards school-based 

bullying, the attitudes of educators, learners and parents as well as the prevalence of 

bullying behaviours.  

However, no quantitative evidence exists about the effectiveness of anti-bullying 

programmes in schools in SA. Hence this study addresses this gap and examines the 

effectiveness of the OBPP in selected schools in the Western Cape Province, SA. In 

light of the above scope, this study poses the following research question: How 

effective is the Olweus Bullying Prevention Programme (OBPP) in selected primary 

schools in the greater Cape Metropole region of the Western Cape Province? 

Research Aims and Objectives 

The aims of the study as derived from the research question are as follows:   

(1) To pilot-test the effectiveness of the Olweus Bullying Prevention Programme 

(OBPP) at two selected primary schools (ISs: schools 1 & 3) in the Western Cape 

Province using two control schools (CSs: schools 2 &4) as a comparative measure. 
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(2) To compare the pre and post intervention measures of the reported incidents of 

exposure to various types of bullying, characteristics (grade level and gender) of the 

perpetrators, location of where the bullying occurred, disclosure of the bullying 

incident, peer support, reactions and attitudes toward bullying, parent and teachers 

reactions and effort in terms of supporting and protecting victims of bullying and 

reports of satisfactory schooling environments between the ISs and CSs pre- and post-

intervention time periods.  

The following objectives are derived from each of the stated aims:  

The objective in relation to the first aim:  

(1) To measure bullying behaviours before and after implementing the OBPP based 

on school and gender.  

 The objectives in relation to the second aim are: 

(a) To measure bullying behaviour of age-equivalent groups, for pre-test and post-

test comparisons in the control schools, after the implementation of the OBPP 

at the pilot schools, thus avoiding the confounding of the learners’ ages. 

(b) To investigate the effectiveness of the OBPP by comparing the achievement of 

the programme targets in the pilot and control schools, such as reduced learner-

reported prevalence of victimization, improved attitudes of learners toward 

bullying, perceptions of others’ readiness to intervene, and perceptions of 

safety, support and school engagement. 
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Research hypotheses 

The following broad null hypotheses, arising from the research question, were 

formulated and tested in this study: 

(1) There is no statistically significant difference in the mean rank of learners’ 

exposure to various types of bullying, characteristics (grade level and gender) 

of the perpetrator, locations of where the bullying occurred, disclosure of the 

bullying incident, participants’ and peers’ feelings of support, reactions and 

attitudes when experiencing or witnessing a bullying incident, parents’ and 

teachers’ reactions and efforts to support and protect victims and participants’ 

reports of satisfactory schooling environments at the ISs and CSs before and 

after intervention;  

(2) There is no statistically significant difference in mean rank of learners’ exposure 

to various types of bullying, characteristics (grade level and gender) of the 

perpetrator, locations of where the bullying occurred, disclosure of the bullying 

incident, participants’ and peers’ feelings of support, reactions and attitudes 

when experiencing or witnessing a bullying incident, parents’ and teachers’ 

reactions and efforts to support and protect victims and participants’ reports of 

satisfactory schooling environments between females’ and males’ reports 

before and after intervention;  

(3) There is no statistically significant difference in mean rank of learners’ exposure 

to various types of bullying, characteristics (grade level and gender) of the 

perpetrator, locations of where the bullying occurred, disclosure of the bullying 

incident, participants’ and peers’ feelings of support, reactions and attitudes 

when experiencing or witnessing a bullying incident, parents’ and teachers’ 
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reactions and efforts to support and protect victims and participants’ reports of 

satisfactory schooling environments between females’ and males’ at the ISs and 

CSs before and after intervention.  

4.2. Research design  

In order to answer the research question and in relation to the aforementioned study 

aim, a pre-post intervention design was utilized; therefore a quantitative research design 

using a quasi-experimental plan was used to test the research hypotheses. Referring to 

McMillan and Schumacher’s (2006) argument, the use of the quasi-experimental design 

is motivated by the fact that this study involves four schools that are used to evaluate 

the effect of the OBPP in the South African context where an experimental treatment 

is given to two schools and the control treatment is given to the other two schools. This 

is to suggest that the adopted design helps to determine the extent to which the OBPP 

as an anti-bullying programme and intervention has actually met its objectives. 

4.3. Research setting 

As previously stated, the present research took place at selected schools in Cape Town, 

SA. All four schools are located in the Central, North, South and East metropolitan 

regions or urban areas of the Western Cape. SA has a particular history with areas that 

are either resource-constrained, middle-income or high income. However, the present 

study proposes to focus on schools from poor socio-economic areas where there is a 

high level of unemployment, crime and a range of social problems such as bullying 

behaviour.  

The researcher noted that three out of the four schools involved in this study, had some 

aspects in common. Noteworthy was that these schools had a proud history of sound 
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academic achievements and sound discipline. The staff members were dedicated and 

committed to ensuring the best possible outcomes for their learners despite their lack 

of resources. The principals and staff over extended themselves to ensure that they 

acquired the resources to create the best possible environment for the learners although 

this was a constant battle for them. Although all the schools’ sports fields were in dire 

need of upgrading, the learners were regularly constructively occupied at playing a 

sport/s of their interest.   

As to the context of School 1, - it is noteworthy that this is an English medium school 

with suitable classroom sizes for the needs of primary school learners. However, it was 

noted that the majority of classrooms were overcrowded. The school did not have a 

place of gathering (school hall). This makes addressing the entire parent body at any 

given time almost impossible. Besides, the sports fields were in dire need of upgrading. 

The learners were exposed to various risk-related activities in the community. These 

impacted upon the school routine. The school structure did not offer much protection 

against risk behaviours from the outside. The crime and violence that was experienced 

in the community and homes was found to spill over into the school and the classrooms.  

As to the context of school 3, it is noteworthy that this school has an interesting history 

as it is a previously disadvantaged school that is situated in a previously ‘middle-class 

coloured’ area. The learner population comprised mostly of ‘coloured’ learners and 

some ‘Black African’ learners. Afrikaans instruction had been gradually phased out of 

the school. At the time of the study, the school was classified as an English medium 

school. The majority of the learners did not live in the area surrounding the school but 

were transported from surrounding areas. In the areas in which these learners lived, 

there were various levels of poverty, unemployment and resultant drug and alcohol 

 

 

 

 



79 

 

abuse, crime and violence. The parents of these learners were mostly working-class and 

some could be classified as middle-class. Furthermore, the school had a place of 

gathering (school hall) but without a kitchen and ablution facility. The hall was mainly 

used for learner’s assemblies and general parent meetings which took place mainly 

during the daytime. It is possible that the staff members experience some difficulty in 

terms of parental support as many of the parents did not live in the area surrounding the 

school. Another possibility is that the community surrounding the school appeared 

apathetic as many of them did not have children or grandchildren who attended the 

school. 

 

School 2 was previously only for white learners and is situated in a low-income 

community. During the time of the study it was noted that the school served African, 

coloured and white races who had by then moved into the area. Curriculum instruction 

was in English and Afrikaans and the class sizes were adequate. Although the allocated 

state-funding decreased drastically, it appeared that the school structure offered 

adequate protection from the surrounding environment with mostly enclosed corridors, 

the school grounds was well maintained, had a school hall, a swimming pool, physical 

training equipment and also had a well-equipped library and a media centre. According 

to the teachers, this was not really a violence ridden area except for occasional 

burglaries, however, learners playing truant was reported.  

  

School 4, during the time of the study was classified as a Combined primary and 

secondary school which meant that learners as from Gr. R to Gr. 9 were all 

accommodated on the same premises. It was however noted that break times for the 

various sets of learner phases were staggered in order to allow for utmost teacher–

learner supervision. The school has minimal resources, predominantly ‘Xhosa 
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speaking’ learners, parents who are mostly working class, have learners who come from 

the surrounding areas of the school and have problems related to alcohol, drug abuse, 

violence and safety. Although the school does not tolerate any kind of risky behaviour 

on the school premises, the learners belong to a community where there is much 

exposure to a wide range of risky behaviours. In addition, it is a fact that parents are 

away from home at work for long hours during the day. It also seems that learners have 

support at home but in the form of an older sister/s or brother/s, an aunt or grandparent.  

 

Significant is that attempts from national and provincial governments and departments 

in taking appropriate steps towards violence-free schools are vast. However available 

data suggests that bullying across the country among South African school children 

remains quite common. For example, findings on school violence were revealed in 

recent national study reports by the Centre for Justice and Crime Prevention in 

Johannesburg and also by the South African Institute of Race Relations (SAIRR) in 

2008, that South African schools were regarded as the most dangerous in the world and 

that learners lived in fear (Eliasov & Frank, 2001). De Wet (2005), following a study 

done in the Free State argues that a possible cause for this observation may be as a result 

of the tendency that bullying has been wrongly perceived to be a normal part of growing 

up (De Wet, 2005).  

While du Plessis and Conley (2007) say that school size, racial composition and school 

setting do not seem to be distinguishing factors; De Wet (2005) as well as Oosthuizen 

and Van Staden (2007), hold that school related factors such as a pessimistic school 

culture, failure of teachers as role models, teacher’ professional lack of skill, schools 

filled beyond capacity, deficient managerial organization of the school, and dilapidated, 

ill-kept physical exterior of the school may intensify learners’ tendency to engage in 
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disruptive behaviour. Further societal factors that are contributory to violence in 

schools were highlighted to include the moral deterioration of communities, deprived 

shelter and medical services, the accessibility and poor control of firearms, reduced law 

enforcement and joblessness (Barbarin & Richter 2001; De Wet, 2003; South African 

Journal of Education, 2010).  

4.4. Population and sampling  

Burns and Grove (2009) define population as a complete set of individuals or items that 

a researcher wishes to study in a particular category. The population used in this study 

consisted of learners drawn mainly from poor socio-economic areas, with high levels 

of unemployment, crime and a range of social problems as listed in the section 4.3.  

As to sampling, the study has adopted a purposive sampling as the selection of the four 

schools was not random but purposive (Borg & Gall, 2009). This is to suggest that the 

four schools were selected on the basis of the number of bullying incidents reported by 

the schools to the Safe Schools Help-Line/Call Centre during the year 2007. For 

matching purposes the four schools with the same socio-economic environment were 

proposed by the Safe Schools officials for inclusion of the project. Thereafter, the 

intervention and control schools were “picked out of a hat” before the project 

implementation.   

The sample size was made up out of 1335 learner participants. As inclusion criteria, 

only Grade 4 to Grade 7 learners; aged between 9 and 16 years old, both males and 

females were selected as participants because of their appropriate literacy levels and 

the assumption that these learners were youths who were likely to experience bullying 

behaviour. 
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Further criteria for inclusion included integral support from the principals, educators, 

administrators and the support staff on the school premises, all of whom realized that 

bullying was prevalent at the schools and was a serious problem. The entire schooling 

community’s commitment, willingness and motivation to reduce the social 

phenomenon of bullying on a long-term basis were an essential prerequisite for the 

success of the programme.  

4.5. Implementation of the OBPP as an Intervention 

Intervention research is especially appropriate for studies which are motivated by 

practical needs. Intervention research primarily encompasses an interactive, dynamic 

process of knowledge development (KD) and the application and / or use of knowledge 

(KU) (Rothman & Thomas, 1994; Neuman, 2000). Furthermore, intervention research 

holds the possibility of developing and designing (D&D) innovative approaches of 

action and research in the social and environmental framework of the problem 

(Rothman & Thomas, 1994; Neuman, 2000).  

In light of the preceding argument, Rothman and Thomas (1994) describe levels of 

development which outline occurrences where (i) intervention programmes relevant to 

the problem are not known to operate elsewhere, (ii) a small number of sample solutions 

exist but are not well structured for intervention purposes, and (iii) borrowing occurs 

where many well-packaged innovations exist.  

This study makes use of pilot testing one such established package, namely the Olweus 

Bullying Prevention Programme, with the intention of measuring its efficacy. Although 

IR design comprises KD, KU and D&D components, this study excluded the D&D 

framework, since the study’s aims are firstly to implement an existing bullying 
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prevention model and secondly to evaluate its efficacy. For these aims to be effectively 

executed, the KD and KU components of IR proved to be sufficient.  

Rothman and Thomas (1994), and Neuman (2000) report that components could be 

conducted independently, sequentially, or interrelatedly, in the sense that KU could be 

related to a specific KD activity and/or preceded by a related KD effort. For example, 

mixed method design information or data gleaned in the KD process via literature 

reviews of previous studies, focus group interviews with collaborators and learner 

participant questionnaires, could be integrated and used to build up subject matter and 

develop further inquiries into possible trends of bullying and victimization.  

Variations of the components KD and KU are outlined in the application of Phases 1-6 

of the study. Activities distinguishing the two components are (a) KD: the phases of (i) 

problem analysis and project planning (situation analysis), (ii) information gathering 

and synthesis (assessment) and (iii) design, and (b) KU: phases (iv) early development 

and pilot testing, (v) evaluation, and (vi) the dissemination of the research results. As 

represented in Fig. 4.1. to follow:  
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Fig.4.1 Phases and facets of intervention research 

Basic Model Adapted from Rothman & Thomas, 1994, p28 

Here, too, it is significant that, although the abovementioned phases and components 

are performed in sequence, there is considerable overlap and interdependency between 

the phases, since many activities or competencies associated with each phase continue 

after the next phase has begun, or, as was found in some cases, one procedure may be 

reliant on the achievement of another (Rothman & Thomas, 1994; September, 

Beerwinkel & Jacobson, 2000).  
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The following are the aforementioned phases as applied to this study. It is worth 

mentioning that the first three phases relate to knowledge development while the next 

three phases relate to knowledge utilisation (Rothman & Thomas, 1994).  

4.5.1.  Phase One:  Problem analysis and project planning 

          (January, 2007 to April, 2007) 

At the outset of this phase, the problem of bullying was designated and responses from 

sources of relevant general knowledge were identified and integrated. This phase 

therefore also included objectives such as identifying and involving partners, gaining 

entry to and cooperation from the study setting, identifying concerns of the population, 

and finally setting goals and objectives.  

For the ‘Child and Youth Research and Training Programme (CYRTP) of the 

University of the Western Cape (UWC, Project registration and ethical clearance: no. 

09/1/23), the core strategy of the first phase was to engage stakeholders to ensure their 

participation in the intervention process. Discussions with stakeholders, such as the 

Western Cape Education Department (WCED) Safe Schools Division (SSD), 

highlighted the need for further inquiry, for which the department then facilitated entry, 

initial liaison and cooperation from the school principals [See Appendix A].  

4.5.2. Phase Two: Information gathering and synthesis (March-November, 2007) 

In keeping with the research design, the key objectives of this phase were the 

acquisition and development of knowledge. The integration of this information was 

utilized to expand the perspectives of the present status of bullying and victimization in 

the Western Cape schools. The following were undertaken during this phase: a 

theoretical overview as outlined and explained in Chapter two, and a literature review 
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that included the intervention strategy study of the OBPP as detailed in Chapter three. 

While all this took place, regular contact was made to sustain collaborative relationships 

with school representatives by involving them in discussion about the programme, in 

planning the project, and in assessing their school’s bullying situation through 

conducting the OBVQ. To further the KD process, coordinators were trained to oversee 

the implementation process at each of the schools. 

The strategy study of the intervention programme covered the three important systemic 

levels prescribed by Olweus - those of the school, the class, and the individual. A core 

intervention at school level was the quantitative process of data collection, which used 

the OBVQ to assess the nature and prevalence of bullying at each school. After the 

findings of the survey were compiled, detailed presentations were held at the pilot 

schools, informing them about the prevalence and extent of bullying at each of the 

schools.  

4.5.3. Phase Three: Design 

Rothman and Thomas (1994, p165), view design as the ground on which analysis 

stands. While various formulations of the IR process may demarcate boundaries around 

particular stages and provide an order to various steps, Rothman and Thomas (1994) 

report that these formulations should not be rigid. Although the purposive objectives, 

selection of information sources, and gathering and processing of information are 

included in the area of design, they are assigned to prior phases in the IR framework. It 

is evident from these initial observations that the first three phases are highly 

interdependent. In the scope of this study, the design consisted of the selection of the 

research site, research participants, the use of the OBVQ and other considerations 

relating to the ethical issues. 
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4.5.4.  Phase Four: Early development and pilot testing 

           (January, 2008 to July, 2009) 

For this study, the design thus far involved a dynamic interactive process. All this 

information was then used as a foundation upon which to build the work. The role 

players at each selected school site, as well as those of the WCED, ensured cooperation 

and integration on all levels. 

Initial information gathering included the comprehensive retrieval and synthesis of 

existing research in terms of the prevalence of bullying and the prevention strategies 

globally and locally, including at the selected school sites. Concurrently principals, 

staff, case managers and agency representatives were involved in intensive focus group 

sessions, relating bullying to the functions they performed, the sequencing of these 

functions, and interrelationships among the functions (Rothman & Thomas, 1994). See 

Table  4.1. for the working formulation of the original model. 
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Table 4.1. : A Work-Plan and application of the Olweus Bullying Prevention Programme (OBPP) at selected          

     schools for the period January 2008 to July 2009.  

  

Description of activities 

Planned results in relation to 

description of activities 

  

  Strategic Area 1   Support to 

schoolwide level component 

:  

 

A) support to BPCC. 

 

 

 

 

 

 

 

B) support to staff. 

 

Implement OBPP tasks in a relatively uniform 

and logical sequence: 

 

A (i) Develop timeline framework in 

consultation with [NB} principals and 

members of BPCC - set key implementation 

dates. (ii) Introduce school anti-bullying rules. 

(iii) Review and refine the school's disciplinary 

policies. (iv) Review the school's supervisory 

system. (v) Revise the school's discipline plan 

re. negative and positive consequences and 

disciplinary actions. Establish procedures for 

tracking violations.  

 

 

 

 

B (vi) Train  teachers and all other adults. Post 

anti-bullying rules around school to promote 

programme schoolwide. (vii) Hold staff 

discussion groups at least fortnightly. 

 

 

(viii) Send home information to parents. Hold 

first parent meeting - address bullying at 

schools. (ix) Identify community leaders. (x) 

Plan a community strategy.    

 

 Create conditions where children can thrive. 

Build a strong infrastructure that will support all 

elements of the programme. Promote a "systems 

change" in order to change the behaviour-climate 

of the school that is :      

(i) motivated by principal; (ii) aimed towards 

developing knowledge, positive attitudes and new 

skills for intervention. All adults to show warmth, 

positive interest and involvement; all adults to set 

limits to unacceptable behaviour; all adults to 

function as authorities and positive role models.  

  

 

(iii), (iv) & (v) toward amending, completion and 

reinforcement of Workbook tasks for planning of 

individual intervention strategies.                                                                                                

 

B. (vi) to ensure commitment to implementing all 

components of the programme as a 

comprehensive schoolwide approach.                                                                                          

(vii) to ensure consistency of regular BPCC 

meetings & staff discussion groups.                                            

 

(viii), (ix) & (x) promote programme outside of 

school premises. Get parents involved.                                                                                                  

HOLD KICK-OFF EVENT. 

 

 

 

 



89 

 

 

Strategic Area 2 These 

activities are conducted as an 

integrated part of the 

curriculum in support of 

learners at the classroom 

level component : 

 

(i) Support  the development of an action plan 

on children's particular vulnerabilities through 

introducing anti-bullying rules. (ii) Introduce 

weekly class meetings that would support the 

provision of emotional skills development, 

namely responsibility; decision making; 

empathy; self-awareness; cooperation; 

communication; etc. as well as teach values 

such as caring, sharing, respect, trust,  

tolerance, acceptance, etc. (iii) As ongoing 

activities: key-actors (teachers) begin to 

circulate parent info.; hold parent meetings; 

intervene in bullying situations with individual 

follow-up. (iv) Hold first classroom-level 

parent meeting. (v) INVOLVE PARENTS.   

 

(i) & (ii) to instill and maintain positive classroom 

management. Strategies should support, develop 

and at all times promote the message that bullying 

is not acceptable. (iii) (iv) (v) Phase/Grade 

Meetings for teachers will facilitate anecdotal 

feedback to BPCC from staff, learners, parents 

and others. Feedback to be structured around 

changes/needs and should ensure the fine-tuning 

of efforts/planning initiatives. 

                                                                                                                         

Strategic area 3: Activities 

are intended to highlight the 

need to handle situations on 

the individual level 

component -sensitively. 

 

(i)Train all adults at school how to deal with 

bullying incidents on an individual level, inside 

and outside the classroom: either 

observed/following up afterwards. (ii) 

Sensitively talking to learner; find out specific 

info, while still providing emotional support. 

(iii) Also talk to learner who bullied. (iv) 

Contact parents if need be. 

 

 

(i)-(iv) Helps learners as well as parents 

understand the issues of bullying. Establishing a 

strong partnership against bullying. Ensures that 

all adults at school consistently use non-physical, 

non-hostile negative consequences when rules are 

broken. 

In terms of the above matrix, expected outputs for the three strategic areas are outlined 

in the first column, the planned results in relation to the description of activities are 

stipulated in columns two and three, and are referred to according to corresponding 

numerals (i), (ii), (iii), and so forth.  

Phase 4 utilized the knowledge acquired from Phase 2 and highlighted general 

prerequisites, such as adult behaviour, awareness and involvement, as crucial to the 

success of the programme. It was expected that staff members would be more inclined 

to initiate countermeasures once they had realized the scope of the bullying behaviour 

involved, and also how many of the learners in their school were directly involved in 

bully/victim problems. In Phase 4, the educators were shown how these problems 

affected learners.  
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The task then was to pilot-test the OBPP model as an intervention design, to examine 

its viability and utility as a practical tool in the South African context. It was intended 

that this would result in the refining and detailing of the intervention, leading to a 

subsequent outcome evaluation. The discussion to follow will set forth and detail the 

early development process on the three different levels, the school level, the classroom 

level and the individual level. These are represented in Table 4.1: p85. 

The School level component: 

The general staff training day at each of the schools provided an opportunity for 

programme consultants and school personnel to review the results of the survey, discuss 

elements of the Olweus Bullying Prevention Programme, and make specific plans for 

implementing the programme during the upcoming school year. The final core 

component of this level was that of increasing educator supervision of learners in 

locations where bullying at school occurred most frequently. This was implemented 

after Survey 1 had identified particular “hot spots” within the school, which commonly 

included the playground and classroom, during both the educator’s presence in and 

absence from the class. 

With the review of the survey results on the various staff training days, it became 

evident that both schools found themselves in a situation that was characterized by 

violence  and instability. This appeared to be augmented by the complex patterns linked 

to family situations and socio-economic conditions.  

The Classroom level component: 

An OBPP research study has shown that educators who systematically used class 

meetings in their anti-bullying work obtained larger reductions of bullying one year 
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after introduction of the OBPP, as compared to those who used class meetings to a 

lesser degree or not at all. 

Core objectives for educators in holding classroom meetings included recognizing the 

purposes of such meetings; the steps to be taken to organize and lead the meetings; what 

should be discussed in the meetings; additional meeting topics; and evaluating the 

progress of the meetings. 

The purpose of the classroom meetings included the following: 

1. To teach children what bullying is, the meaning of the four anti-bullying rules,  

different ways of reacting when bullying occurs, and to build a commitment 

among learners to follow these rules. 

2. To help learners discover more about themselves and their feelings and 

reactions, and those of their peers, and to provide them with opportunities to 

express their personal opinions in a relatively safe and supportive environment. 

3. To build a sense of community and belonging, and to help develop a set of 

norms about bullying and other important issues that are shared by a majority 

of the learners in the class. 

4. To help the educator learn more about the classroom culture, power struggles, 

relationships among classmates, and what goes on in the group (i.e the “inner 

life” of the class). This helps the educator to identify bullying relationships and 

discover bullying tendencies at an early stage, before problems are fully 

developed. 
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5. To provide a forum for dealing with bullying problems in the classroom, and, 

more generally, to discuss possible solutions to other problems in the classroom. 

6. To provide a forum for discussing and following up on decisions regarding 

individual interventions. 

Steps that were taken to organize and lead class meetings: 

The role of the educator was to be more of a facilitator than a teacher. Through guiding 

the discussion, using probing and open-ended questions, the educator would ensure that 

the discussion goals were met.  

Guidelines for class meeting discussions:  

Core programme interventions at the classroom level included ongoing qualitative 

methods of data collection in establishing and enforcing specific rules against bullying, 

as well as holding regular classroom meetings with learners to discuss various aspects 

of bullying and related antisocial behaviours, and adherence to agreed-upon classroom 

rules. Besides creating opportunities during which positive values and skills, such as 

respect, love, acceptance, rights and responsibilities, were shared and taught, these 

meetings were also used to engage learners in a variety of activities (e.g. role playing, 

writing, and small-group discussions), through which they gained a better appreciation 

of the harm caused by bullying and learnt strategies to combat it.  

The Individual level component  

Additional core facets of the programme involved interventions with individual bullies 

(or small groups of bullies), victims, and their parents, both to ensure that bullying 
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behaviours ceased and that victims, as well as learners who had admitted to bullying 

others, received the necessary support to avoid future bullying.  

In this regard it was essential that school staff acted appropriately when having to 

resolve a bullying incident, when dealing with suspected bullying amongst learners, or 

when they were notified of a bullying crisis.  

The Olweus model advocates that all school staff be trained in intervention practices. 

Excellent opportunities to encourage and support the effective use of intervention 

procedures were found in the general staff training sessions, as well as in the regular 

staff discussion group forums.   

Olweus et al. (2007, 2012, Limber et.al. 2013) encourage teachers who have a more 

personal bond with learners to become involved and to deal with disciplinary 

procedures for bullying on a daily basis. The BPCC of each school needed to set up 

clear procedures about when and how bullying occurrences would be dealt with by 

these particular members of the staff. 

To deal with circumstances where staff detected bullying that called for an on-the-spot 

breaking up of an incident, all adults in the school, including playground supervisors, 

office support staff, classroom teachers, substitute teachers, taxi drivers, and in one case 

also Bambanani (security) officers, were trained and empowered to take the following 

steps to intervene and to protect the learner(s) who is/are bullied, while at the same time 

empowering the bystanders: 

Step 1: Stop the bullying. 

Step 2: Support the learner who has been bullied.  
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Step 3: To the bullying learner(s): Name the bullying behaviour and refer to the four 

anti-bullying rules. 

Step 4: Empower the bystanders with appreciation if they were supportive of the 

learner(s) who was/were bullied or with information about how to act in the future. 

Step 5: Impose immediate and appropriate consequences for the learner(s) who did 

the bullying.  

Step 6: Take steps to make sure the bullied learner will be protected from future 

bullying. 

Not every bullying incident required a follow-up session, but in cases where the extent 

of the bullying had a severe impact on the bullied learner, follow-up meetings were 

scheduled with each of the individual learners involved in the incident. Securing 

adequate reliable information about the bullying relationships between the learners 

involved was an important factor.  

During the period January-July 2009, the researcher, the coordinating committees and 

each staff-member worked with learners for a minimum of six months on a weekly 

schedule.  

4.5.5. Phase Five: Evaluation 

Early evaluation is a crucial component of intervention research. It has the core function 

of continuously assessing the programme to examine how and why it either worked or 

did not work (Rothman & Thomas, 1994).  This phase included collecting and analysing 

data.   
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Generally, the OBPP is built around a limited set of key principles and findings, derived 

chiefly from research on development and modification of problem behaviours, 

particularly aggressive behaviour.  

Concerns were typically dealt with through process evaluation and monitoring as 

suggested by Honnard and Wolkon (1985, p105) who articulate the IR task as follows: 

“Process evaluations examine what happens during treatment….[and] the extent to 

which accepted [prescribed] case management practices are used.” Rossi and Freeman 

(1989, p170) refer more generally to “measuring the degree of congruence between a 

plan for providing services and treatments (programme elements) and the ways they 

are actually provided.”  

In respect of the interventions at the school, class, and individual levels, the principles 

described above were translated into a number of specific measures, or interventions, 

since taking action at all these levels was vital to counteracting bully/victim situations. 

In this way, learners were exposed to consistent messages, from different persons and 

sources and in different contexts, regarding the schools’ attitudes toward bullying.  

There were three aspects to pilot work in the management of the project. One was the 

standard operational testing in a pilot implementation. A small number of case 

managers in the institutional facility were trained to use the model and employed it 

experimentally with the normal staff at the school on all three levels, namely, the 

school, the classroom, and the individual level.  

A further facet of the model testing was supplemental and may be referred to as 

cognitive testing. Field focus group discussions were performed with a sample of case 

managers who originally participated in Phases 1 and 2 of the project. During these 
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sessions, they were asked to indicate whether and to what extent the implementation of 

the model represented practice as reflected in their own experience, compared to how 

it was conveyed at the onset of the study. This procedure was intended to constitute a 

conceptual reality check by facilitators and practitioners about the exactness of the 

model.  

The third area of focus for model testing was the administering of questionnaires, both 

before and after the implementation of the pilot study. This was to investigate the 

comparison of reported incidents of bullying between baseline and follow up. In order 

to evaluate the programme’s effects, several measures were used at both time points 

(Base-line and Follow-up), including: (a) questions regarding the frequency with which 

learners had been bullied or had bullied other learners during a particular year/grade, 

learners’ attitudes towards bullying, as well as educator responses to bullying incidents; 

(b)  questions which, in classroom-aggregated form, could be used as peer rating 

variables about the level of bully/victim problems in the classroom; (c) a  self-report 

section about learners’ participation in various antisocial behaviours (both at school and 

outside school; see Olweus, 1989; 2007, 2012); (d) a four-dimensional measure of 

classroom climate; and (e) learners’ ratings of the educator reactions on bully/victim 

problems in the class.  

The particulars of the overall methodology will be detailed in the chapters to follow.  

4.5.6. Phase Six: Dissemination of the research results 

We expect, at the completion of this study, to disseminate the comprehensive research 

report, including the pilot-tested programme and recommendations, to the WCED, to 

participating schools and other stakeholders, to the UWC, and to Clemson University 

(USA). We also expect to conduct feedback meetings and conference calls. 
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It is worth mentioning that the first five abovementioned phases formed the core 

processes of the intervention research methodology and were applied as the general 

framework of the research procedures. Of particular significance was that, although the 

phases were performed in sequence, considerable overlapping between them was 

expected, since many activities associated with one phase continued after the next phase 

had commenced.  

4.6. Ethical statement 

Ethical approval (no. 09/1/23)) for the research project was obtained from the Ethics 

Committee of the University of the Western Cape. This study had to comply with all 

the requirements of confidentiality, and with the understanding that the learners could 

withdraw from the study at any time without explanation. 

Ethical considerations and commitment accompanied the research process, especially 

since dealing with the partners necessitated a number of requirements. These involved 

gaining entry into and cooperation from all relevant committees and authorities, 

including the WCED’s relevant directorate, the Safe Schools Division, as well as with 

international collaborators, adult staff at the schools, governing body officials, parents 

and learners (See Appendix A). All these were consulted and the principles guiding the 

study were discussed and accepted in advance. The researcher ensured that, as the study 

evolved, it remained open to suggestions from all the above-mentioned role players. 

They were involved as partners in all the stages of the research process, through 

workshops and at frequent feedback sessions, where their points of view were 

considered and their enquiries addressed. 
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The cooperation and consent from the Bullying Prevention Coordinating Committees 

(BPCC) at the selected school sites were sought and obtained. Ongoing coordination of 

the schools’ efforts was guided by these committees, which included the school 

administrators, teachers’ representatives from each grade, a guidance counsellor and 

/or an itinerant or school-based mental health professional, as well as parents. 

On the days when the surveys were conducted, participants were informed of the nature 

and purpose of the study in the language of their choice. Although the children were 

not capable of actual consent, ethical considerations included informing parents and 

learners of the project and obtaining informed consent and assent from parents. Even 

where parents gave consent, learners could refuse to take part in the study (See 

Appendix C). All the learners were informed that participation in the study was 

voluntary. All the respondents in this research were protected by the South African 

Constitution (Act no. 108 of 1996) Therefore the researcher endeavoured to uphold the 

learners’ basic human rights and respected their human dignity at all times. The learners 

were also told of their right to withdraw from the survey at any time (Macmillan & 

Schumacher, 2001; Babbie & Mouton, 2001; Burns & Gove, 2009; Anderson, 1982). 

In addition, they were advised that their wishes would be respected if they did not feel 

comfortable or if they did not want to answer a specific question. Sensitivity to the 

privacy rights of the children and their families was respected and adhered to. The right 

to confidentiality was assured to all participants. Alderson and Morrow (2004) hold that 

guarantees of confidentiality and anonymity given to research participants must be 

honoured, unless there are clear and overriding reasons to do otherwise, for example in 

cases of the abuse of children. In this event, the researcher would encourage the child 

to talk to adults who could help, or otherwise agree that the researcher could talk to 

these significant adults.  
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All potential benefits, as well as possible harm associated with the project, were 

discussed and agreed upon by all, and were reiterated during the intervention process. 

When harm (for instance, a threat to the safety of a child) seemed possible, the 

researcher ensured that auxiliary core components of the programme were drawn in. 

These involved both ‘on-the-spot’ and ‘follow-up’ interventions with individual (or 

small groups of) learners who had bullied others, their victims, and their parents. The 

aim was to ensure that bullying ceased, and that the victims, as well as the learners who 

admitted to bullying them, received the necessary protection, support and counselling 

in order to avoid future bullying behaviour.  

Meetings with parents to foster their active involvement were considered highly 

desirable, both at the classroom and the school levels. Key questions to be discussed 

included ways in which schools and parents, both separately and in combination, could 

reduce and prevent the development of bully/victim problems. More specifically, 

aspects were explored about how parents could contribute to realizing the goals implied 

in the BPP. This was discussed in addition to the rights and responsibilities of the school 

to the parents regarding these issues. Previous studies reinforced the need for improved 

school/parent relations. 

After data analysis, the researcher reiterated the right to confidentiality of all the 

participants. No names were used in any of the documentation. The schools were 

referred to as Schools 1, 2, 3 and 4. All the schools received feedback from the research 

findings, both singly and collectively, after Surveys 1 and 2 (Schools 1, 2, 3 and 4). 

Participants were also assured that specific steps would be taken to ensure that no 

distress, anxiety, embarrassment or loss of self-esteem would be caused them as a result 

of the study. 
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Risk was reduced by ensuring that learners who felt worried or upset about the research 

would be afforded the opportunity to talk to an educator with whom they felt 

comfortable, either before or after taking the survey, if they so wished. Where it was 

evident that a learner (the victim as well as the learner/s who admitted to bullying him 

or her) required professional counselling, educators would uphold and respect the 

learner’s right to mental and psychological integrity by referring him or her to the 

relevant registered professional. Experts such as school mental health professionals, 

guidance counsellors, and social workers served important functions as planners and 

coordinators, in counselling and consulting with the school, and in handling more 

serious cases. A follow-through of such a referral was ensured. Throughout the 

programme, all the practitioners who worked with the learners were suitably qualified 

or trained. Information acquired through this research project would be shared with the 

participants prior to any public dissemination. 

4.7. Data collection techniques 

 Leedy (2005) holds that the selection of data collection techniques depends on the 

conceptual framework, research question and sampling criteria. In this regard, Glesne 

and Peshkin (1992) recommend that researchers ensure that the chosen techniques are 

likely to elicit the desired data, in order to form a clear perception of the phenomenon 

in question.  

The quantitative method of data collection via questionnaires was used. This served to 

investigate bullying prevalence and behavioural problems. The study included the 

administration of the The Olweus Bully/Victim Questionnaire (OBVQ)  before and 

after the implementation of the programme.  
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4.7.1. The Olweus Bully/Victim Questionnaire (OBVQ)  

The main objective of the Olweus Bully/Victim Questionnaire was to acquire facts and 

opinions about the experiences of participants who were knowledgeable of bullying 

behaviour in their schools. 

The OBVQ was administered during June/July, 2007, and again eight months after the 

implementation of the programme, in July/August, 2009. The questionnaire assessed 

eight domains of bullying behaviour; including participants’ exposure to various types 

of bullying, characteristics (gender and grade level) of the perpetrator, location of where 

the bullying took place, disclosure of the bullying incident, participants’ feelings of 

peer support against bullying, participants’ reaction and attitudes when experiencing or 

witnessing bullying, parents’ and teachers’ reactions and efforts to support and protect 

victims of bullying and also participants’ reporting of satisfactory schooling 

environments.  

It is worth mentioning that the study used a group administered questionnaire as the 

participants comprised large groups of learners who attended the four primary schools 

to whom the questionnaire was administered in sessions at one school per day. 

Quantitative information gathering, in the form of a two-group pre-post intervention 

survey, was conducted during July/August, 2007, and again during July/August, 2009, 

using the standardized, validated, multiple-choice OBVQ, administered to Grade 4 to 

Grade 7 learners at all four schools (See Appendix C).  

As to the design of the OBVQ, it should be reminded that it measures participation in 

bullying and victimization activities among learners. However, the OBVQ used in this 

study is a revised version of an earlier instrument developed by Olweus. It has been 
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used in countries worldwide, including Britain, the USA, Canada, Spain, the 

Netherlands, Finland, Japan, and Australia (Kyriades, Kaloyirou & Lindsay, 2006), to 

gather evidence on the prevalence of different forms of bullying and also generally to 

assess and monitor bullying and victimization amongst learners.  

Analyses on the internal consistency (reliability), the test-retest reliability and the 

validity of the revised Olweus BVQ on large representative samples are generally quite 

good. Olweus, in Smith et. al., (1999) holds that:  

“ With regard to the validity of self-reports on variables related to bully/victim 

problems, it may be mentioned that composites of 3-5 self report items on being bullied 

or bullying and attacking others, respectively, correlated in the .40-.60 range (Pearson 

correlations) with reliable peer ratings on related dimensions (Smith et.al., p32).”  

In preparation for the baseline survey to be conducted, the original questionnaire was 

translated into Afrikaans and Xhosa and administered in these languages where 

required. All the administrators were trained accordingly so that there was uniformity 

in the presentation of the survey. Before being used for the primary study, the 

questionnaire underwent extensive focus group discussion and field-tests to clarify and 

refine the wording of the questions and gauge their appropriateness for primary school 

learners. This was done to assess its level of comprehension, its ease of completion, and 

the time it took to be completed. The time taken for the learners to complete the 

questionnaire ranged from 1 hour, 15 minutes, to 1 hour, 30 minutes. A 10-20 minute 

discussion preceded the main section of the questionnaire. This served to familiarize 

learners with the questionnaire, the filling-in process, and the explanation and scope of 

bullying behaviour.  However, it is worth adding here that the original questionnaire 

did not change on the basis of the “theatre testing”. Since the participants were not 
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familiar with the questionnaire, administrators read out the questions to the participants 

and they provided explanations where necessary.  

For the evaluation purposes of the current study, however, the main variables including 

Types of bullying, Characteristics of the Perpetrator, Location, Disclosure, Peer Social 

Support, Adult interventions and School satisfaction were examined. In this regard, the 

reliability measures for Cronbach are discussed next followed by a description of each 

variable and sub-variable and also which items from the OBV/Q constitute the 

component.  

4.7.2. Reliability 

 

The reliability allows to ensure that: (1) the instrument could be re-tested and having 

the same results; (2) there is internal consistence (coherence) between different items 

(Pallant, 2005, 2010). According to Pallant (2005, 2010), the reliability is measured 

with Cronbach’s alpha with the acceptable range of 0.7-1. This means that the items are 

to a large extent measuring the same construct and that the total score is a good measure 

of that construct.  

In computing the reliability indices in this study (see Table 4.2.) it appears that 

Cronbach Alpha reliability scores on participants’ exposure to various types of 

bullying’ is acceptable at a high of 0.86 and 0.82, respectively, for base-line and follow-

up surveys. Similarly the reliability scores measuring the characteristics (grade level 

and gender) of the perpetrators were also acceptable and high at 0.78 – 0.83. 

Furthermore, the Cronbach Alpha reliability coefficient for Location of where the 

bullying occurred is acceptable though only moderately high. This is to suggest that 

characteristics of the perpetrators more often than not, were found to be selective of 
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whom they would bully. In terms of the Cronbach Alpha reliability for measures of the 

disclosure of the bullying incident reached an average reliability score of 0.73 for base-

line and 0.71 for follow-up time period. The variable, peer social support comprised 

sub-variables that represent participants’ feelings of peer support, reactions and 

attitudes towards bullying. This was accepted as a moderately reliable scale of 0.50 for 

base-line and 0.60 for follow-up (Pallant, 2010). Similarly, the Adult intervention 

variable was made up out parents’ and teachers’ reactions and efforts to support and 

protect victims of bullying. In this regard, Cronbach alpha reliability was accepted at 

0.76 for base-line and 0.82 for follow up time periods. 
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Table 4.2.    : Cronbach’ Alpha reliability 

      

      Variables 

  

  No. of items 

             Cronbach alpha  

    Comment     Base-line     Follow-up 

 Exposure to various 

types of bullying 

 

9 

 

0.86 

 

0.82 

 

Acceptable 

Characteristics (grade 

level and gender) of 

the Perpetrator 

 

4 

 

              0.78 

 

           0.83 

 

Acceptable 

Location of where the 

bullying occurred 

 

11 

                 

               0.70 

 

0.71 

 

Acceptable 

Disclosure of the 

bullying incident 

 

6 

 

0.73 

 

0.71 

 

Acceptable 

Peer social support, 

reactions and 

attitudes toward 

bullying 

 

 

6 

 

 

0.50  

 

 

0.60 

 

 

Acceptable    

Adult Interventions: 

parents’ and 

teachers’ reactions 

and efforts to combat 

bullying 

 

 

          5 

 

 

0.76 

 

 

0.82 

 

 

Acceptable 
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4.7.3 Description of the variables and sub-variables of the OBV/Q  

The variables of the OBVQ included (a) types of bullying (participants' exposure to 

various types of  bullying);  (b)  Characteristics ( grade level and gender) of the 

perpetrator ; (c) Location (where on the school premises the bullying incidents 

occurred);  (d) Disclosure (whom did the participants confide in when they were 

bullied); (e) Peer social support (participants' and peers' feelings of support, reactions 

and attitudes when experiencing or witnessing a bullying incident); (f) Adult 

interventions (parents' and teachers' reactions and efforts to support and protect 

victims of bullying) and (g) School satisfaction  (School climate of likable schooling 

environment, safety and protection toward all learners). The variable (e) Peer support 

was further made up out of sub-variables that included (i) Peer Support from their 

peers when experiencing bullying, (ii) peer reactions when experiencing bullying and 

(iii) peer attitudes in the event of a bullying incident. The Adult interventions 

variable, on the other hand, was constituted of two sub-variables that involve (i) adult 

reactions: parents’ and teachers’ reactions in support of protecting the victims of 

bullying and (ii) class teacher efforts to support and protect victims of bullying.  

In terms of items included in the OBVQ, the following items related to (a) Types of 

bullying: Q5 – Q13, (b) Characteristics of the perpetrator: Q14 – Q17,  (c) Location: 

Q8a - k, (d) Disclosure: Q19a - f, (e) Peer social support: Q3, Q21, Q23, Q36 – Q38, 

(f) Adult Interventions: Q20, Q22, Q34, Q35, Q39 and (g) School satisfaction: Q1. The 

specific questions included in each section can be found in the questionnaire in 

Appendix C. 

As to the procedure of administration of the questionnaire, it should be mentioned that 

the researcher, two intern students, together with the project leader, consulted with 
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stakeholders, in particular the Western Cape Education Department (WCED) Safe 

Schools Division, which highlighted the need for further inquiry into bullying in the 

schools (WCED, 2008). The department facilitated entry, initial liaison and co-

operation from the school principals. 

To standardize the procedure, it was decided not to involve the principals or the 

educators in the administration of the questionnaire, since it was directly associated 

with bullying and victimization experiences occurring on the school premises. In this 

way, the learners were less likely to regard the questionnaire with suspicion. 

Furthermore, the validity of the responses was enhanced because there was no 

possibility of the school staff having access to the learners’ responses. At one school, 

however, teachers were advised to swap classes in order to administer the questionnaire. 

This was because neither the researcher nor the assistants spoke Xhosa, the teaching 

medium of the school. In this case, both the researcher and the research assistants were 

very visible in the classes, personally collecting and sealing the completed 

questionnaires in envelopes in the presence of the learners. It should also be noted that 

the researcher instructed these teachers in how to administer the questionnaire during a 

session prior to the actual survey. At other schools, educators were present, but this was 

only to maintain the level of discipline in the classrooms and the halls. Besides the 

learners, the only people involved in the completion of the questionnaire were the 

researcher and the research assistants. 

At the beginning of each surveying session, the purpose of the study was clearly 

explained to the learners by the researcher or the research assistants. This was done in 

order to procure informed consent. Learners were reminded that their participation in 

the study was voluntary and that they retained the right to withdraw at any time. They 
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were assured that any information provided would be treated in strict confidence, and 

were informed about the ways in which the results would be made available to all the 

role players. Anonymity was ensured by having the learners complete the 

questionnaires, but omitting their names or any other identifying information on the 

answer sheets. 

The next step was to give detailed instructions as to how the questionnaire should be 

filled in. These instructions were also available on the cover of the questionnaire. The 

questionnaire was completed item by item, with the researcher or the research assistant 

leading and reading out the questions to the participants. 

The OBVQ form was completed independently. Learners were encouraged to work 

individually, quietly, honestly, and as quickly as possible. Three 30-minute class 

periods were used to administer the questionnaire. It took the majority of the learners 

approximately 1 hour, 15 minutes to complete the questionnaire independently and 

anonymously.  

It was realized that the questionnaire might have aroused some emotions. The learners 

were invited to contact the researcher or principal advisor telephonically to discuss 

questions or to indicate any counselling and/or psychotherapy needs. A clinical 

psychologist in the area was made available for consultation.   

4.8. Data analysis 

As described above, the investigation employed a quantitative research design based on 

the analysis of participants’ responses to the questionnaire. After the data were 

collected, the data screening was a continual process, and it served to guarantee that in 

each sequential stage the focus was on the most applicable information.  
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The data analysis process involved both descriptive and inferential measures. The 

descriptive measures involved the description of the characteristics of the sample at 

baseline and follow up for school and gender and the association between schools and 

bullying at baseline and follow up. It is worth mentioning that in order to describe the 

sample of learners who participated in the study, the number of learners per school (and 

their percentage) was computed along with the number of learners (and their 

percentage) who consented to participated in the study. 

On the other hand, the association between bullying and school and bullying and gender 

at both baseline and follow up was investigated by using the chi-square test that helped 

to test the null hypothesis Ho: “There is no association between school/gender and 

bullying”. Therefore, the result of the chi-square test helps to decide whether or not 

there is an association between school/gender and bullying; more specifically to decide 

whether or not there is a likelihood of learners to display bullying behaviour tendencies 

is related to the specific schooling environment and/or gender. On the other hand, the 

inferential measures served to present an interpretation of the data in terms of female 

and male participants’ reports regarding participants’ exposure to various types of 

bullying, characteristics (grade level and gender) of the perpetrator, location (common 

areas that bullying would occur), disclosure (whom would victims confide in), peer 

support toward bullying, own and peer reactions and attitudes  toward bullying, parents’ 

and teachers’ reactions towards victims of bullying, class teacher efforts to support and 

protect victims of bullying  and participants’ reporting of satisfactory schooling 

environments that were found at the two groups (ISs and CSs) of schools at baseline 

and follow up. Therefore, the intervention effect between ISs and CSs for these 

variables were investigated by comparing the mean ranks for the ISs and the CSs at 

both baseline and follow up assessment. Associated measures for comparison included 
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the  Mann-Whitney value, the Z and p-values that helped to decide whether or not there 

is a statistically significant difference  between the ISs and CSs at baseline and at follow 

up. 

In preparation for analysis, data were captured on a spreadsheet using the Word Excel 

programme. The data were recoded from the question responses into meaningful 

prevalence variables. It was then imported into the Statistical Package for the Social 

Sciences (SPSS), (Pallant, 2010) version to 10.0, which was used for the analysis of the 

quantitative data. 

4.9. Conclusion 

This chapter served to introduce and give an overview of the IR method adopted for the 

study. The aims were (1) To pilot-test the effectiveness of the Olweus Bullying 

Prevention Programme (OBPP) at two selected primary schools in the Western Cape 

Province, SA; and (2) To compare the intervention measures of the reported incidents 

of exposure to various types of bullying, characteristics (grade level and gender) of the 

perpetrators, location of where the bullying occurred, disclosure of the bullying 

incident, peer support, reactions and attitudes toward bullying, parent and teachers 

reactions and effort in terms of supporting and protecting victims of bullying and 

reports of satisfactory schooling environments between the ISs and CSs pre- and post-

intervention time periods.   

The background to the IR methodology was described, and the reasons why it was 

found to be particularly suitable were discussed, while the core concepts of IR 

pertaining to the relevant objectives were highlighted. The research framework was 

effectively delineated by the five phases of the methodology, namely problem analysis 
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and project planning, information gathering and synthesis, design, early development 

and pilot testing, and evaluation. A brief outline of the analysis of the data was given. 

The next chapter presents the results from the analysis of the data. 
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CHAPTER 5  

RESULTS 

5.1. Introduction 

The results are presented by using descriptive, bivariate and multivariate analysis in 

order to assess the efficacy of the OBPP. Measurements of the revised variables, in 

terms of participants’ exposure to various types of bullying, characteristics (gender and 

grade level) of the perpetrator and duration of the bullying, locations where the bullying 

occurred, disclosure of the bullying incident(s), participants’ feelings of peer support 

against bullying, participants’ reaction and attitudes when experiencing or witnessing 

bullying, parents’ and teachers’ reactions and efforts to support and protect victims as 

well as participants’ reporting satisfactory schooling environments of the OBVQ were 

utilized to compare base-line to follow up assessments with regards to schools and 

gender.  

More specifically, the chapter presents the findings of bullying behaviour tendencies as 

revealed at all four schools for baseline, before the implementation of the OBPP, and 

again at follow up assessment, after the intervention. The investigation considered two 

categories of schools, namely, two intervention schools (ISs including schools 1 and 3) 

and two control schools (CSs including schools 2 and 4) that were surveyed at baseline 

and at follow up. The results presented are based on a sample size of 398 learners 

between grades four and seven. 

The seven variables included sub-variables of bullying in terms of (a) Types of bullying 

(Participants' exposure to various types of bullying), (b) Characteristics of the 

perpetrator (the gender and grade level of the perpetrators as well as the duration of the 
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bullying) ;(c) Location (where the bullying incident takes place), (d) Disclosure (whom 

did the participants confide in when they were bullied), (e) Peer social support 

(participants' and peers' feelings of protection, reactions and attitudes when 

experiencing or witnessing a bullying incident), (f) Adult reactions (parents' and 

teachers' reactions and efforts to support and protect victims); 

 and (g) School satisfaction (school climate of likable schooling environment, safety 

and protection toward all learners). Furthermore, learners’ perceptions of the 

effectiveness of the intervention in terms of the extent to which adults in their 

immediate environment react when they were bullied. The results also indicate the 

extent to which learners feel protected by teachers and other adults at school due to 

their perceived effort to counteract bullying as well as the home-school contact and the 

intervention of adults at home when their children are being bullied by others. Base-

line and follow-up results in relation to learners’ satisfaction with the school 

environment were also ascertained.  

The following three main hypotheses were tested in this study: (1) There is no 

statistically significant difference in the mean ranks of types of bullying, characteristics 

of the perpetrator, location, disclosure, peer support, peer reactions, peer attitudes, adult 

reactions, class teacher efforts and school satisfaction pre-and post intervention - based 

on schools, (2) There is no statistically significant difference in the mean ranks of types 

of bullying, characteristics of the perpetrator, location, disclosure, peer support, peer 

reactions, peer attitudes, adult reactions, class teacher efforts and school satisfaction 

pre- and post intervention - based on gender. (3) There is no statistically significant 

difference in the mean ranks of types of bullying, characteristics of the perpetrator, 

location, disclosure, peer support, peer reactions, peer attitudes, adult reactions, class 
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teacher efforts and school satisfaction pre- and post intervention - based on school and 

gender.  

5.2. Characteristics of the sample  

5.2.1. Recruitment of participants 

The study was conducted in four schools that included males and females between the 

ages of nine (9) to fourteen (14) years. Table 5.1 reveals that 1335 learners were initially 

recruited. 

5.2.2. Response rate 

As to the response rate, it should be mentioned that of the 1335 participants, only 848 

(63.5%) learners agreed to participate in the baseline survey of the primary project (see 

Table 5.1). According to the statistics displayed in this table, the school with the highest 

response rate of learners was school 1, with n=245 (68.8%), closely followed by school 

2, n=269 (68.6%), and school 3, n=244 (62.5%). School 4 showed a markedly lower 

response rate with n=90 (45.7%). However, the overall percentage of participating 

learners per school was approximately 60%. 

Table 5.1   : Sample size distribution across the four (4) schools 

School School 1 School 2 School 3 School 4 Total 

Number of learners  356 392 390 197 1335 

Learners consent to 

Participate 

245  269 244 90  848 

Response Rate 68.8 68.6 62.5 45.7 63.5 
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For the purposes of this study, it is worth mentioning that the questionnaires for the 

same grade 4 and 5 consenting learners n=422, who completed the survey at all four 

schools during 2007 were used in 2009 for grade 6 and 7 to complete the follow up 

survey following. This was in order to ensure that the responses for most of the same 

learners would be nested in both data sets after 18 months of the programme 

intervention. 

Data from the following questionnaires were excluded using researcher discretion prior 

to data analysis:  

(a) Non-response to gender, 

(b) Missing data for certain questions. 

(c) “Contradictory” situations, resulting in a degree of inconsistency in responses, 

for example, for sections in which learners reported that “it never happened to 

him/her in the last couple of months” but selected options for the type(s) of 

bullying experienced (q5-13) and that it happened as frequently as “2 or 3 

weeks” or more. However, the questionnaires with sporadic missing answers 

for a single section were retained and recorded as “missing data” for the relevant 

questions. Thus according to the above criteria, the final population and sample 

size dropped to n=398 

 

Table 5.2 presents the number and percentage of learners who completed the 

questionnaire for ISs (schools 1 and 3) and CSs (schools 2 and 4). The base-line time-

period is presented as grades 4 and 5 alongside the follow-up time-period presented as 

grade 6 and 7.  
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According to the data presented in Table 5.2 the overall frequency of respondents for 

base-line, n=398 learners comprised of grade 4, (49%) and grade 5 (51.0%) female and 

male learners. On the other hand, at follow up assessment, the overall frequency of 

respondents for base-line, n=398 learners comprised of grade 6 (49.3%) and grade 7 

(50.7%) learners.  

In terms of the “intervention” and “control” clusters the data show that grade 4 learners 

comprised of, n=130 (32.7%) intervention school (ISs), respondents while, n=65 

(16.3%) were from the control schools (CSs). Grade 5 learners were presented as, 

n=112 (28.1%) ISs respondents whereas, n=91(23.0%) were from CS.  Grade 6, was 

represented by, n=132 (33.2%) ISs and n=64 (16.1%) CSs while grade 7 yielded, n=111 

respondents from (27.9%) ISs and n= 91 (22.8%) from CSs . 

With regards to gender, the base-line time-period (gr 4 and 5) survey comprised of, 

n=230 (57.8%) females and, n=168 (42.2%) males; suggesting that the response rate 

for females was higher than males. The data also show that slightly more Grade 5 

learners, n=203 that constituted n=120 (30.2%) females and n=83 (20.9%) males 

participated in the base-line survey compared to Grade 4 learners, n=195. 

Furthermore, for the follow-up survey, there were n=196 learners; with more females, 

n=101 (25.3%) than n=95 (24.0%) males from grade 6; while for Grade 7, there were 

n=202, with more females, n=104 (26.1%) than male n=98 (24.6%).  

Reasons for the slightly higher or lower frequencies in responses between baseline 

and follow up may be attributed to: 
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(i) The ISs that amended their anti-bullying policies in accordance with the 

OBPP in terms of the enrolment of new learners. In this regard, the 

learners and parents by choice consented to participating in the OBV/Q.  

(ii) Between 2007 and 2009, female and male learners either dropped out of 

school or were not promoted. Thus the progress of the study at follow up 

time period did not find them two grades higher.  

(iii) Similarly there were also learners who consented in Gr. 6 (2007) but who 

only reached Gr. 7 (2009).   

 

5.3. Bullying and associated factors  

In this section the association between bullying and variables such as schools and 

gender were analyzed at baseline and follow up. For evaluation purposes, a bivariate 

analysis for school and gender was conducted to measure the efficacy of the OBPP 

against each of the variables of the OBV/Q. These variables include participants’ 

exposure to various types of bullying, characteristics (gender and grade level) of the 

perpetrator and duration of the bullying, locations where the bullying occurred, 

disclosure of the bullying incident(s), participants’ feelings of peer support against 

bullying, participants’ reaction and attitudes when experiencing or witnessing bullying, 

parents’ and teachers’ reactions and efforts to support and protect victims as well as 

participants’ reporting satisfactory schooling environments .   

5.3.1 Association between schools and bullying at baseline and follow up 

The data presented in Table 5.3 show that at baseline assessment 66(47.5%) learners 

for schoo1 1, 49(47.6%) for school 3, 44(42,7%) for school 2 , and 39(73.6%) for 
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Table  5.2  :  Characteristics of the sample at baseline (2007) and follow up (2009) for school and gender N =398 

 

Grades 

BASE-LINE (2007)  

TOTAL 

FOLLOW-UP  (2009)  

TOTAL Grade 4 Grade 5 Grade 6 Grade 7 

Gender 

Females 

n(%) 

Males 

n(%) 

Females 

n(%) 

Males 

n(%) 

 

n(%) 

Females 

n(%) 

Males 

n(%) 

Females 

n(%) 

Males 

n(%) 

 

n(%) 

 

INTERVENTION SCHOOLS   (IS) 

School 1 47 (12.0) 32 (8.0) 41 (10.0) 19 (5.0) 139 (35.0) 41(10.0) 39(10.0) 36(9.0) 23(6.0) 139(35.0) 

School 3 24 (6.0) 27 (7.0) 36 (9.0) 16 (4.0) 103 (26.0) 25(6.0) 27(7.0) 23(6.0) 29(7.3) 104(26.1) 

 

CONTROL SCHOOLS   (CS) 

School 2 26 (6.5) 16 (4.0) 27 (7.0) 34 (8.5) 103 (26.0) 28(7.0) 14(3.5) 35(8.8) 26(6.5) 103(26.0) 

School 4 13 (3.3) 10 (2.5) 16 (4.0) 14 (3.5) 53 (13.3) 15(3.7) 7(1.8) 17(4.3) 13(3.3) 52(13.1) 

Base-line/ 

Follow-up 

Totals 

 

110(27.6) 

 

85 (21.3) 

 

120 (30.2) 

 

83 (20.9) 

 

398(100.0) 

 

101(25.3) 

 

95(24.0) 

 

104(26.1) 

 

98(24.6) 

 

398(100.0) 
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school 4 said that they were ‘not bullied’ compared to 73(52.5%) for school 1,54(52.4%) for 

school 3,59(57.3%) for school 2, and 14(26.4%) learners who said that they were bullied. On 

the other hand, the same table shows that, at follow up assessment, while 99(71.2%) for school 

1, 99(95.2%) for school 3, 70 (68.0%) for school 2, and 37 (71.2%) for school 4 learners said 

that they were ‘not bullied’; 40 (28.8%) for school 1,  5 (4.8%) for school 3,  33 (32.0%) for 

school 2, and 15(28.8%) learners from school 4 said that they were bullied at their schools. 

Table 5.3: Descriptive Association between schools and bullying  

       at baseline and follow up 

 Schools Total 

IS CS 

 

  

1 3 2     4   

n % n % N % n % n % 

Baseline Not 

bullied 

66 47.5 49 47.6 44 42.7 39 73.6 198 49.7 

Being 

bullied 

73 52.5 54 52.4 59 57.3 14 26.4 200 50.3 

Total 139 100 103 100 103 100 53 100 398 100 

Follow-

up 

Not 

bullied 

99 71.2 99 95.2 70 68.0 37 71.2 305 76.6 

Being 

bullied 

40 28.8 5 4.8 33 32.0 15 28.8 93 23.4 

Total 139 100 104 100 103 100 52 100 398 100 

 

 

The association between schools and bullying was further investigated by using the chi-square 

test that helped to test the null hypothesis which stated that Ho: “There is no association 

between schools and bullying”.  
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The results of the chi-square test in Table 5.4 indicate that Chi-square value = 14.56; the df = 

3 and the p-value = 0.002 at a 0.05 level of significance) at baseline assessment. This suggests 

that there is an association between school and bullying; more specifically the likelihood of 

learners to display bullying behaviour tendencies is related to the specific schooling 

environment of protection and safety toward all learners. At follow up assessment, the Chi-

square value = 27.474; the df = 3 with a  p-value = 0.000 and a level of significance 0.05 

suggests an positive association between school and bullying ; therefore the null hypothesis is 

rejected. The association between schools and bullying was further investigated by using the 

chi-square test that helped to test the null hypothesis which stated that Ho: “There is no 

association between schools and bullying”.  

In sum, according to the data displayed in the two tables below, it can be concluded that there 

is an association between school and bullying at baseline and follow up; therefore, the null 

hypothesis is rejected. 

5.3.2. Association between gender and bullying at baseline and follow up 

The data in Table 5.4 show no real gender difference and bullying for baseline and follow up. 

At the baseline assessment similar percentages of males (50.6%) and females, (50.0%) reported 

‘being bullied’ “two or three times a month” or more, in the past couple of months. 
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Table 5.4. Association between schools and bullying at baseline and follow up 

BASELINE  (2007) 

 Value Df Asymp. Sig. (2-

sided) 

Exact Sig. (2-

sided) 

Exact Sig. (1-

sided) 

Point 

Probability 

Pearson Chi-Square 14.562a 3 .002 .002   

Likelihood Ratio 15.052 3 .002 .002   

Fisher's Exact Test 14.799   .000   

Linear-by-Linear 

Association 
6.190b 1 .013 .013 .007 .002 

N of Valid Cases 398      

FOLLOW UP  (2009) 

 Value df 
Asymp. Sig. (2-

sided) 

Exact Sig. (2-

sided) 

Exact Sig. (1-

sided) 

Point 

Probability 

Pearson Chi-Square 27.474b 3 .000 .000   

Likelihood Ratio 34.142 3 .000 .000   

Fisher's Exact Test 33.299   .000   

Linear-by-Linear 

Association 
5.661c 1 .017 .018 .010 .003 

N of Valid Cases 398      

 

For the same time period, the data reveal that similar percentages of females, (50.0%) and  

males, (49.4%) reported not being bullied. On the other hand, at the follow up assessment, the 

data also show fairly similar percentages for males, (24.7%) and females, (22.3%) reported 

‘being bullied’ “two or three times a month” or more, in the past couple of months; and that 

for the same time period also fairly similar percentages of females, (77.7%) and males, 

(75.3%) reported not being bullied.  
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Table 5.5. Descriptive association between gender and bullying at baseline and follow up 

 
Females Males Total 

N % n % n % 

Baseline 

Not bullied 115 50.0 83 49.4 198 49.7 

Being bullied 115 50.0 85 50.6 200 50.3 

Total 230 100 168 100 398 100 

Follow-up 

Not bullied 171 77.8 134 75.3 305 76.6 

Being bullied 49 22.3 44 24.7 93 23.4 

Total 220 100 178 100 398 100 

 

The Chi-square test was applied and the null-hypothesis tested was: “There is no association 

between gender and bullying at school, in the last couple of months”.  

Table 5.6 shows that, at the baseline assessment, Chi-square = 0.014; the df = 1 and the p-value 

= 0.907. Therefore, there is no association between gender and bullying. The null hypothesis 

was accepted. The likelihood of displaying bullying behaviour is not related to any specific 

gender. The same table shows that, at follow up assessment Chi-square = 0.329; the df = 1 and 

the p-value = 0.566 which indicates that there is no association between gender and bullying. 

Therefore, the null hypothesis was accepted and that the displaying bullying behaviour is not 

related to any specific gender. 
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Table 5.6. Association between gender and bullying at baseline and follow up 

BASELINE 

 Value Df Asymp. 

Sig. 

(2-sided) 

Exact Sig. 

(2-sided) 

Exact Sig. 

(1-sided) 

Point 

Probability 

Pearson Chi-Square 0.014 1 0.907 .919 .494  

Likelihood Ratio 0.014 1 0.907 .919 .494  

Fisher's Exact Test       

Linear-by-Linear 

Association 

0.014 1     

N of Valid Cases 398      

FOLLOW UP 

 

Value Df Asymp. 

Sig. 

(2-sided) 

Exact Sig. 

(2-sided) 

Exact Sig. 

(1-sided) 

Point 

Probability 

Pearson Chi-Square .329a 1 .566 .634 .324  

Likelihood Ratio .328 1 .567 .634 .324  

Fisher's Exact Test       

Linear-by-Linear 

Association 

.328c 1 .567 .634 .324 .080 

N of Valid Cases 398      
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In light of the preceding statistics from the association between bullying and school and 

gender, the following conclusions are noteworthy:  

(1) Almost the same number of learners reported that they were bullied n=200 (50.3) compared 

to those who said they were not bullied n=198(49.7) across the four (4) schools at baseline. On 

the contrary, after the intervention at follow up assessment, the majority of learners said that 

they were not bullied n=305(76.6) compared to those who reported being bullied n=93(23.4). 

(2) As to the association between bullying and gender at baseline assessment, the data reveal 

the same proportion between females who said they were not bullied n=115(50) and those who 

said they were bullied n=115(50). In addition, data revealed that, at baseline, almost the same 

proportion of males reported not to be bullied n=83(49.4) compared to those who reported to 

be bullied n=85(50.6). On the contrary, after the intervention in follow up assessment, the 

majority of females and males said they were not bullied n=171(77.8) and 134(75.3) 

respectively. 

(3) By applying the Chi-square test, the data show an association between bullying and school 

at both baseline and follow up assessment. The results of the Phi test and Cramer’s V test show 

that such an association between bullying and school exist. This is to suggest that bullying 

behaviours can be associated to specific school environment. On the other hand, the results of 

Chi-square test indicate that there is no association between bullying and gender at both 

baseline and follow up assessment. This is to suggest that bullying behaviours cannot be gender 

specific. 

The following sections present an interpretation of the data at baseline and follow up, firstly, 

in terms of the groups of schools 1 and 3 (ISs) compared to schools 2 and 4 (CSs), secondly in 

terms of gender; and thirdly based on school and gender the intervention effect regarding 

participants’ exposure to various types of bullying, characteristics (grade level and gender) of 
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the perpetrator, location of the bullying incident, disclosure of the bullying experience, peer 

support toward bullying, own and peer reactions toward bullying, own and peer attitudes 

toward bullying, parents’ and teachers’ reactions in terms of supporting and protecting the 

victims of bullying, class teacher efforts in trying to combat bullying and participants’ 

responses about being satisfied with their schooling environment is assessed. Lastly, the 

statistics also help to know if at the ISs, there is a statistically significant difference between 

the average mean ranks of bullied females and males for School 1 and School 3 on the one 

hand; and if at the CSs, there is a statistically significant difference between the average mean 

ranks of bullied females and males for School 2 and School 4; on the other hand. This is referred 

to as the post intervention effect which was calculated only out the N=200 who reported being 

bullied at baseline - for each variable and sub variable. 

5.4.    Types of bullying: Participants' exposure to various types of bullying 

5.4.1. Types of bullying at the ISs and CSs: Pre and post intervention time periods  

             The hypothesis tested was: 

 ‘There is no statistically significant differences in the mean rank of types of bullying 

at the ISs & CSs at pre and post – intervention time periods.  

 

The data shows that no statistically significant differences were found between ISs and CSs at 

baseline and at follow up.  At baseline assessment, the mean rank for ISs, x  103.04 and CS, 

08.96x with Z = -0.820 and p-value = 0.412. On the other hand, at follow up assessment, 

the mean ranks for ISs is 200.43 and CSs is 198.05 with Z = -0.202 and p-value = 0.840. 
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In summary, it can be concluded that the null hypothesis is accepted. This means that in terms 

of the comparison between ISs and CSs at baseline and follow up there was no significant 

decrease in types of bullying. 

The following section presents the intervention effect related to the types of bullying based on 

gender in terms of the comparison between baseline and follow up.  

5.4.2. Types of bullying for females and males: Pre and post intervention time periods  

The hypothesis tested was: 

 ‘There is no statistically significant difference in mean rank of the types of bullying for 

females and males at pre and post intervention time periods’.  

The data represents no statistically significant difference between females and males at both 

baseline and follow up time periods. At baseline period, the average mean ranks for females 

19.104x   and for males 51.95x  with Z= -1.051 and p-value = 0.293. On the other hand, 

at follow up time period, the mean ranks for females and males were 52.199x  and 

48.199x  respectively with Z= -.003 and p-value = 0.998. Therefore, it can be concluded 

that the null hypothesis is accepted; suggesting that before and after the intervention, there was 

no significant decrease in the frequencies that females and males reported experiencing one or 

more types of bullying.  

5.4.3. Types of bullying for females and males at the ISs and CSs: Pre and post 

 intervention time periods 

The hypothesis tested was: 

 There is no statistically significant differences in mean rank of types of bullying for 

females and males at the ISs and CSs before and after intervention. 

 

 

 

 



127 

 

The data show that there is no statistically significant difference between females and males at 

both baseline and follow up time periods for IS. More specifically, at baseline period, the 

average mean ranks of school 1 were for females 80.35x  and for males 61.39x  with Z= 

-.714 and p-value = 0.475; while for School 3 the average mean ranks for females 30.27x

and for males 80.27x with Z= -.115 and p-value = 0.908. On the other hand, at follow up 

line period, the average mean ranks for females and males were 07.68x  and 40.72x  

respectively with Z= -.631 and p-value = .528 for school 1; while for School 3 the average 

mean ranks for females and males 28.50x  and 40.54x respectively with Z= -.712 and p-

value = .476.  

Concerning the CSs, the data indicates a statistically significant difference between females 

and males only at baseline as represented by school 2 scores. For school 4, however, there is 

no statistically significant differences at baseline neither at follow up. More specifically, at 

baseline, the average mean ranks in School 2 for females 71.35x  and for males 50.25x  

is displayed with Z= -2.271 and p-value = 0.023 at a 5% significance level. This indicates that 

there were more females than males who reported experiencing one or more types of bullying. 

On the other hand, the average mean ranks for school 4 were presented as females 07.8x  

and 93.6x for males with Z = -.517 and p-value = .605 which indicates no statistically 

significant difference. On the other hand, at follow up level, the data reveals that there is no 

statistically significant difference for school 2 since the average mean ranks for females and 

males indicate x  53.32 and 93.49x respectively with Z= -.564 and p-value = .573. 

Similarly, there is no statistically significant difference for school 4 as the  average mean ranks 

for females and males are 11.26x  and 13.27x respectively; with Z= -.241 and p-value = 

.809. 
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5.4.4. Post intervention effect for types of bullying at ISs and CSs for females and males 

The results presented in Table 5.7, show one statistically significant difference amongst 

females and males in terms of types of bullying at post intervention that was found at only one 

of the ISs (school 1). However, for the rest of the schools there is no statistically significant 

difference after intervention.  

 More specifically, at the IS, there is a statistically significant difference between bullied 

females and males for school 1 as the average mean ranks for bullied females is 74.15x  and 

bullied males is 81.24x ; with Z= -2.461 and p-value = 0.014 at a 5% significance level. 

However, for school 3, there is no statistically significant differences for types of bullying as 

the average mean ranks for females is 50.2x  and 13.3x for males, with Z = -.373 and p-

value = 0.709. 

On the other hand, at CSs, the same table shows that there is no statistically significant 

difference between the average mean ranks for female and male bullied participants at schools 

2 and 4 post intervention. The average mean ranks for School 2 for females 86.17x  and for 

males 27.15x  with Z= -.728 and p-value = 0.467 whereas for school 4 the average mean 

ranks for females 21.9x  and for males 94.6x with Z= -1.038 and p-value = 0.299. 
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Table 5.7     Post Intervention effect for learners’ exposure to various types of bullying 

   at ISs for females and males N=200 

School  Time 

period   

Gender Mean 

Rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

School 1 Follow up Females  15.74 109.000 -2.461** .014 Significant 

Males 24.81 

School 3 Follow up Females  2.50      .500 -.373 .709 Not 

Significant 

Males 3.13 

***: means that the results are statistically significant at level of 0.01 = 1%; ** : means that the results 

are statistically significant at level of 0.05 = 5% and * : means that the results are statistically significant 

at level of 0.10 = 10%  

To summarize, when the schools were grouped as ISs and CSs at baseline and follow up, no 

statistically significant differences were found for both groups of schools. Furthermore, no 

statistically significant differences were found in terms of gender at baseline and follow up 

time periods for exposure to various the types of bullying. In addition, when school and gender 

correlations were calculated, the only statistically significant difference at a 5% level was 

shown for one of the ISs (School 1).   

In light of the aforementioned results, it can be concluded that the intervention had a favourable 

impact on the variable exposure to various types of bullying at school 1. In this regard the 

average mean rank for types of bullying at baseline decreased after the implementation of the 

OBPP. Interestingly though, is the fact that on average more males than females attest to 

experiencing one or more types of bullying at this school.  
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5.5.     Characteristics of the perpetrator: The gender and grade level of the perpetrators 

 as well as the duration of the bullying 

5.5.1. Characteristics of the perpetrator at ISs and CSs: Pre and post intervention time 

 periods 

The hypothesis tested was:  

 ‘There is no statistically significant difference in mean rank of the characteristics of the 

perpetrator at the ISs and CSs at pre and post-intervention time periods. 

The data presents that a statistically difference was found between ISs and CSs at baseline but 

not at follow up. At baseline time period, the average mean rank for ISs and CSs for 

characteristics of the perpetrator was  81.213x   and 30.177x respectively; with   Z=- 

3.105 and p-value = 0.002 at 5% significance level. On the other hand, at follow up time period, 

there is no statistically significant difference between ISs and CSs since the average mean ranks 

of ISs 07.203x and of CSs 90.193x with Z = - 0.789 and p-value 0.430.   

In light of the preceding results, it can be concluded that at baseline, there were more learners 

at the two ISs than at the two CSs who identified classes where the perpetrators came from, 

whether they were males or females, whether they operated as individuals or groups as well as 

over how much time they were bullied.   

5.5.2.  Characteristics of the perpetrator for females and males: Pre and post intervention         

 time periods 

The hypothesis tested was: 

‘There is no statistically significant difference in mean rank of the characteristics of the 

perpetrator for females and males pre and post intervention time periods. 
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The data displayed in Table 5.8, show statistically significant differences between females and 

males at both baseline and follow up. At baseline level, the average mean ranks of females 

74.189x and males 86.212x with, Z= -1.989. On the other hand, the average mean ranks 

of females, 74.208x and males  08.188x  with Z= -1.812 and p –value 0.070 at 10% 

significance level.  

Table 5.8:   Characteristics (grade level and gender) of the perpetrator for  

   females and males: Pre and post intervention 

Time 

period 

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-value Decision 

Baseline 

 

Females 189.74 17076.000 -1.989** 0.047        Significant 

Males 212.86 

Follow up Females 208.74 17547.500 -1.812* .070       Significant 

Males 188.08 

***: means that the results are statistically significant at level of 0.01 = 1%; **  : means that the results are 

statistically significant at level of 0.05 = 5% and  *: means that the results are statistically significant at 

level of 0.10 = 10%  

At baseline, an average of more males than females reported positively in terms of which class 

the perpetrator(s) was/were from, the gender of the perpetrator, the number of learners who 

had bullied him/her and also the duration of the bullying. On the other hand, at follow up, there 

were more females than males who attested positively to the aforementioned characteristics of 

the perpetrator.   

5.5.3. Characteristics of the perpetrator for females and males at the ISs and CSs: Pre 

 and post intervention time periods 

The hypothesis tested was : 

‘There is no statistically significant difference in mean ranks of characteristics of the 

perpetrator for females and males at the ISs and CSs pre and post intervention time periods.  
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The data in Table 5.9, show statistically significant differences for school 1 between females 

and males at both baseline and follow up. However, there is no statistically significant 

difference for school 3 nor for the two CSs. 

Concerning the ISs, at baseline time period, the average mean ranks for females 80.35x and 

males 61.39x  with Z= -1.730 and p-value=0.084 at 10% significance level. However, for 

School 3, there is no statistically significant difference between gender since the average mean 

ranks for females 30.27x and males 80.27x  with Z = - .649 and p-value .517. On the 

other hand, at follow up time period, there is a statistically significant difference between 

females and males for school 1 since the average mean rank of females, 34.77x and males, 

88.60x  were displayed with Z = - 2.409 and p-value .016 at a 5% level. However, there is 

no statistically significant difference between females and males for school 3 as the average 

mean rank for females 75.49x and males, 86.54x   with Z = - .911 and p-value = .362. 

Concerning the CSs, the data presents that, at baseline assessment, for school 2, the average 

mean ranks for females 58.48x   and for males 62.55x  with Z= -1.202 and p-value = 

.229; whereas for school 4, the average mean ranks for females 24.26x   and for males 

92.27x with Z= -.402 and p-value = .688. On the other hand, at follow up time period and 

for school 2, the average mean ranks for females 05.54x and males  78.48x  with Z= -

.884 and p-value = .377; while for school 4 it is  for females 66.25x   and males 85.27x

with Z =-.529 and p-value = .597. 
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Table 5.9: Characteristics (grade level and gender) of the perpetrator for females 

     and males at the ISs : Pre and post intervention  

School  Time 

period   

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

 

 

School 1 

Baseline Females 35.80 1850.500 -1.730 * .084 Significant 

Males 39.61 

Follow up Females 77.34 1821.500 -2.409 

** 

.016 Significant 

Males 60.88 

 

 

School 3 

Baseline Females 27.30 1193.500 -.649 .517 Not 

Significant 

Males 27.80 

Follow up Females 49.75 1212.000 -.911 .362 Not 

Significant 

Males 54.86 

***: means that the results are statistically significant at level of 0.01 = 1%; **: means that the results are 

statistically significant at level of 0.05 = 5% and * : means that the results are statistically significant at 

level of 0.10 = 10%  

In light of the preceding results, there is evidence to support that since statistically significant 

differences were found at both time periods, the hypothesis in terms of characteristics of the 

perpetrator is rejected at both baseline and follow up for school 1 of the IS. More specifically, 

for school 1 and at baseline, there were more males than females who reported positively in 

terms of which classes their perpetrators were from, whether the perpetrators were female or 

male, the number of learners who participated in the bullying and also the duration of the 

bullying. On the other hand, for the same school at follow up, there were more females than 

males who attested to the defined characteristics of the perpetrator. Therefore, it can be 

concluded that the intervention had a favourable impact upon females and males in terms of 

characteristics of the perpetrator at school 1. However, the data in the same table show no 
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statistically significant differences between the mean ranks of gender for the other ISs (school 

3) and for the two CSs school at both baseline and follow up time periods.   

5.5.4. : Post-intervention effect for the Characteristics of the perpetrator at ISs and CSs 

 for females and males 

The statistics displayed in Table 5.10, signal one statistically significant difference between 

females and males in terms of the characteristics of the perpetrator at post intervention for 

school 1; whereas no statistically significant differences were found for the other three schools. 

Concerning the IS, at baseline time period,  there is a statistically significant difference between 

females and males post intervention for school 1 since the average mean ranks for females 

97.23x   and for males 36.17x  with Z= -1.793 and p-value = .073 at a 10% significance 

level. However, for school 3, there is no statistically significant difference between females 

00.3x and males 00.3x ; with Z = -.373 and p-value = 0.709. 

Concerning the CS, the data at baseline assessment reveal no statistically significant difference 

between female and males the average mean ranks for School 2 for females 07.17x   and for 

males 86.16x  with Z= -.058 and p-value = 0.954 whereas for school 4 the average mean 

ranks for females 57.9x   and for males 63.6x with Z= -1.288 and p-value = 0.198 

according to the data in Table 5.13. 

  

 

 

 

 



135 

 

Table 5.10. Post Intervention effect of Characteristics (grade level and gender) of the  

       Perpetrator at ISs for females and males N=200 

School  Time 

period   

Gender Mean 

Rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

School 1 Follow up Females  23.97 133.500 -1.793* .073 Significant 

Males 17.36 

School 3 Follow up Females  3.00 2.000 .000 1.000 Not 

Significant  

Males         3.00 

***: means that the results are statistically significant at level of 0.01 = 1%; ** : means that the results are 

statistically significant at level of 0.05 = 5% and * : means that the results are statistically significant at 

level of 0.10 = 10%  

To summarize, when school and gender correlations were calculated, the only statistically 

significant difference was revealed for school 1, at 10% and 5% levels for baseline and follow 

up time periods, respectively.  In this regard, the average mean rank for males was higher than 

for females at the baseline time period whereas at follow up, the reverse was true.  

Finally, when findings of the intervention effect were calculated only out of those who reported 

being bullied, the correlation between school and gender was indicated as a 10% level 

statistically significant difference only at school 1 in terms of the characteristics of the 

perpetrator. The average mean rank for bullied females was higher than that of females in this 

regard.     

On the basis of the preceding comments, it may be concluded that the intervention had a 

favourable impact on the gender and grade level of the perpetrators of the bullying at school 1 

only.  
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5.6.    Location: where bullying incidents take place  

5.6.1. Location of bullying at ISs and CSs: Pre and post intervention time periods 

The hypothesis tested was: 

 ‘There is no statistically significant differences in mean rank of location at the ISs and 

CSs at pre-and post- intervention time periods.’  

In this regard, statistically significant differences between ISs and CSs at baseline; but no  

statistically significant difference between ISs and CSs at follow up time period.  

At baseline assessment, the average mean rank for ISs and CSs was  98.211x   and

15.180x , respectively, with Z= - 4.064 and p-value=0.000 at 1% significant level. So, the 

null hypothesis which states that ‘There is no statistically significant difference in the mean 

rank of ‘location’ before and after intervention based on school, was rejected. On the other 

hand, at  follow up assessment, the data show that there is no statistically significant difference 

for locations of bullying between the two groups as the average mean ranks for IS, 46.190x   

and for CSs 98.99x  with Z= -0.831 and p-value = 0.406.    

In summary, a statistically significant difference between ISs and CSs evident at baseline with 

an average mean rank of more ISs participants compared to the average mean ranks of CSs 

confirming one or more possible places that bullying was bound to happen to them.  On the 

other hand, no statistically significant differences between ISs and CSs was indicated at follow 

up assessment.  
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5.6.2. Location of bullying for females and males: Pre and post intervention time periods 

Hypothesis tested was: 

‘There is no statistically significant difference in mean rank for location of bullying for 

females and males pre- and post intervention time periods. 

 

The data show a statistically significant difference between females and males at baseline; 

but not a statistically significant difference at follow up. At baseline assessment, the average 

mean rank for females 74.191x   and for males 13.210x ; with Z= -2.375 and p-value = 

0.018 at 5% level. On the other hand, at follow up assessment, the average mean rank for 

females was 61.198x  and 35.188x for males with Z= - .922 and p-value 0.357. 

In light of the preceding results, at baseline time period,  there is a statistically significant 

difference in location between the average mean ranks of females compared to males during 

this time. More specifically, there were more females than females who attested to being 

bullied. On the other hand, no statistically significant difference was found between the average 

mean ranks of females and males at follow up.  

5.6.3. Location of bullying for females and males at the ISs and CSs: Pre and post 

 intervention time period 

The data reveal that, concerning the ISs, there is no statistically significant difference between 

schools 1 and 3 compared to gender in terms of location at baseline and at follow up. More 

specifically, at baseline assessment, the average mean ranks for females and males are 

60.68x and 41.72x  respectively with Z = -1.066 and p-value = .286 for school 1; while 

for school 3 the average mean ranks for females 92.50x and males , 51.53x , Z = -.711 

and p-value = .477. On the other hand, at follow up time period, the average mean ranks for 
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females and males are 88.73x and 18.65x , respectively, with Z = -1.285 and p-value = 

.199 at school 1, while at school 3 it is 97.51x and 96.52x for females and males 

respectively; with Z = -.181 and p-value = .857. 

Concerning the CSs, the data indicates that, at baseline assessment, there was a statistically 

significant difference between females and males 40.47x and 88.56x , respectively, with 

Z = - 2.448 and p-value .014 for school 2; while for School 4 there was no statistically 

significant differences. In this regard, the average mean ranks for females and males were 

presented as 88.24x and 56.29x  , Z = -1.271 and p-value = .204. On the other hand, at 

follow up assessment, there is no statistically significant difference between the average mean 

ranks of females 89.47x and males, 18.48x for school 2 as well as for school 4 where 

females 92.23x and males, 71.26x  , Z = -.692 and p-value = .489. 

To summarize, there is no statistically significant differences at either of the ISs and between 

females and males. This indicates that the intervention did not have an impact upon the 

component ‘Location’ when female reports of victimization at certain places at the schools 

were compared to those of the male counterparts. In terms of the CSs, a statistically significant 

difference was found only at baseline for school 2 where more males compared to females 

disclosed to be bullied in certain locations. No significance was found at follow up for the same 

school. School 4 results showed no statistically significant differences at either of the time 

periods.  

5.6.4. Post-intervention effect for Location of bullying at ISs and CSs for  

 females and males 

The data suggests that there is no statistically significant difference in the average mean ranks 

of schools and gender for Location of bullying. Concerning the ISs, the results indicate that 

that there is no statistically significant difference between the average gender mean ranks of 
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schools 1 and 3 post intervention. The average mean ranks for school 1 are presented as females 

24.20x and males, 74.20x , Z = -.137 and p-value = .891 while average mean ranks for 

school 3 are displayed as 00.5x and 50.2x  for females and males, respectively; Z = -

1.451 and p-value = .147. As to the CSs, there are no statistically significant differences at any 

of the two schools since the average mean ranks for school 2 are for females 09.15x and 

males, 82.20x ; with Z = -1.638 and p-value = .101 while average mean ranks for school 4 

for females and males are 33.7x and 71.6x  , respectively, with Z = -.291 and p-value = 

.771. 

To summarize, it can be said that there are no statistically significant differences at either of 

the ISs nor the CSs for females and males; suggesting that the intervention did not appear to 

have a favourable impact upon the variable the Location of where the bullying occurred. 

5.7. Disclosure: whom did the participants confide in when they were bullied 

5.7.1. Disclosure of bullying for ISs and CSs: Pre and post intervention time periods 

The hypothesis tested was: 

 There is no statistically significant difference in mean rank of disclosure of bullying at 

ISs and CSs: Pre and post intervention time periods. 

The Table 5.11, shows a statistically significant difference for disclosure of bullying at baseline 

between ISs and CSs while no statistically significant difference was shown between these two 

groups of schools at follow up.  

At baseline assessment, the average mean rank for ISs and CSs was 26.215x  and 

04.175x  respectively, with Z= -3.555 and p-value=0.000 at 1% significant level; suggesting 

a statistically significant difference between ISs and CS. On the other hand, at follow up 

assessment, the data show no statistically significant difference for disclosure of bullying 
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between the ISs and CSs since the average mean rank for ISs 90.192x  and for CSs 

97.205x ;with Z= -1.178 and p-value = 0.239 

Table 5.11: Disclosure of bullying ISs and CSs: Pre and post intervention 

Time 

period 

School 

groups 

Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

Baseline 

 

   ISs  215.26 15061.000 -3.555*** 0.000        

Significant 
  CSs  175.04 

Follow up    ISs  192.90 17329.000 -1.178 0.239 Not 

Significant 
  CSs  205.97 

***: means that the results are statistically significant at level of 0.01 = 1%; **  : means that the 

results are statistically significant at level of 0.05 = 5% and *: means that the results are 

statistically significant at level of 0.10 = 10%  

In light of the preceding results, it can be said that, there were more learners at ISs than CSs at 

baseline assessment than at follow up time period who disclosed their bullying experience. 

5.7.2. Disclosure of bullying for females and males: Pre and post intervention time periods 

Hypothesis tested was: 

 There is no statistically significant difference in mean rank of disclosure of bullying 

for females and males at pre- and post intervention time periods. 

The data reveals that no statistically significant differences were found between females and 

males average mean ranks at baseline and follow up. At baseline assessment, the average 

mean rank for females 43.201x  and males 86.196x , respectively ; Z= -0.409 and p-

value = 0.683. On the other hand, at follow up assessment, the average mean rank for females 

, 13.205x  and males  38.190x  with Z= -1.354 and p-value 0.176.  

In summary, one could conclude that the null hypothesis which stipulates that ‘There is no 

statistically significant difference in the mean rank of disclosure before and after intervention, 
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based on gender’, was accepted. This is to suggest that in terms of the comparison between 

females and males at baseline and follow up, there was no significant increase in the average 

mean ranks of females’ and males’ reports of telling someone in the event of them experiencing 

bullying.  

5.7.3. Disclosure of bullying at ISs and CSs for females and males: Pre and post 

 intervention time periods 

The hypothesis tested was: 

 ‘There is no statistically significant difference in mean rank of disclosure of bullying 

for females and males at the ISs and CSs pre- and post intervention.  

The data in Table 5.12 show that, concerning the IS, there is no statistically significant 

difference between the average mean ranks of females and males at both baseline and follow 

up time periods. More specifically, at baseline assessment, the average mean ranks for females 

72.70x  and for males 76.68x  with Z= -.282 and p-value = 0.778 for disclosure of 

bullying at baseline for school 1; while for school 3 the average mean ranks for females, 

86.53x  and males 41.49x ; with Z= -.776 and p-value = .438.On the other hand, at follow 

up time period, the average mean ranks for females at school 1 01.76x  and for males 

53.62x ; Z = - 2.071 and p-value .038 while school 3 results remain of no statistically 

significant difference with scores for females and males displayed as 35.52x  and 71.51x

; Z = -.120 and p-value .905. 

Concerning the CS, the data indicates that, at baseline assessment, for school 2, the average 

mean ranks for females 21.52x  and for males 78.51x  with Z= -.075 and p-value = .940; 

while for school 4 the average mean ranks for females 72.24x  and for males 75.29x with 

Z= -1.612 and p-value = .107. On the other hand, follow up assessment, the average mean ranks 

at school 2 for females 95.49x  and males 90.53x ; with Z= -.683 and p-value = .494 while 
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for school 4, the average mean ranks for females 83.26x  and males 98.25x ; with Z= -

.218 and p-value = .827.  

Table 5.12: Disclosure of bullying at ISs for females and males: Pre and post intervention 

School  Time 

period  

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS 

 

 

School 1 

Baseline Females 70.72 2181.000 -.282 .778 Not 

Significant 

Males 68.76 

Follow up Females 76.01 1924.000 -2.071** .038        

Significant 

Males 62.53 

 

 

School 3 

Baseline Females 53.86 1178.500 -.776 .438 Not 

Significant 

Males 49.41 

Follow up Females 52.35 1299.500 -.120 .905 Not 

Significant 

Males 51.71 

***: means that the results are statistically significant at level of 0.01 = 1%; **  : means that the results 

are statistically significant at level of 0.05 = 5% and * : means that the results are statistically significant 

at level of 0.10 = 10%  

In light of the above results, it was found that no statistically significant differences between 

females and males were indicated for disclosure of bullying at ISs nor at CSs at baseline 

assessment. However, a 5% level of statistically significant difference between the average 

mean ranks of females and males was noted for one of the ISs (school 1) at follow up. In this 

regard, an average of more females compared to males reported that they told someone when 

they were bullied at school.  
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5.7.4. Post-intervention effect for disclosure of bullying at ISs and CSs for females and 

 males 

The data presented in Table 5.13, show that there is one statistically significant difference 

between the average mean ranks of females and males in terms of disclosure of bullying at post 

intervention for school 1. However, no statistically significant differences were found for the 

other three schools.  Concerning the IS, the data indicate a statistically significant difference 

between the average mean ranks of  females and males post intervention for school since the 

average mean ranks for females 08.24x   and for males 26.17x  is displayed with Z= -

1.871 and p-value = .061 at a 10% significance level. However, for school 3, there is no 

statistically significant difference between females and males at baseline since the average 

mean ranks for females 00.3x   and 00.3x for males, with Z = -.000 and p-value = 1.000. 

On the other hand, the CS data suggests no statistically significant difference between the 

average mean ranks of females compared to males for schools 2 and 4 post intervention. More 

specifically, for school 2, the average mean ranks for females 16.16x   and for males 

68.18x  with Z= -.729 and p-value = 0.466 whereas for school 4 the average mean ranks for 

females 86.6x   and for males 00.9x with Z= -.953 and p-value = .340. 

Table 5.13: Post-Intervention effect for disclosure of bullying at ISs for females and males   N=200 

School  Time 

period   

Gender Mean 

Rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

School 1 Follow up Females  24.08 131.500   -1.871*   .061        

Significant 

Males 17.26 

School 3 Follow up Females  3.00    2.000     .000 1.000 Not 

Significant 

Males 3.00 

***: means that the results are statistically significant at level of 0.01 = 1%; ** : means that the results 

are statistically significant at level of 0.05 = 5% and * : means that the results are statistically significant 

at level of 0.10 = 10%  
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In summary it was found that across the four schools, a statistically significant difference at a  

10% significance level was found for disclosure of bullying at only one of the ISs (school 1). 

In this regard, an average mean rank of more females than males attested to this. In terms of 

the CS, no statistically significant differences were exposed post intervention.    

Conclusion 

In summary, when school and gender correlations were calculated, no statistically significant 

differences were revealed for any of the schools at baseline assessment; however, a 5% level 

of statistically significant difference was revealed at only one of the ISs (school 1) at follow 

up. In this regard, the average mean rank for females was higher compared to males.  

Finally, when findings of the intervention effect in terms of disclosure were calculated only out 

of those who reported being bullied, a 10% level statistically significant difference was found 

but only at school 1. The average mean rank for bullied females was higher than that for males 

in this regard.   

It may be concluded that the intervention had a favourable impact on the component 

‘disclosure’ of bullying at school 1.  

5.8. Peer Social Support : Participants’ and peers’ feelings of support,  

       reaction attitudes when experiencing or witnessing bullying 

 

5.8.1. Peer Support  

5.8.1. 1. Peer Support toward bullying for ISs and CSs : Pre- and post-intervention 

    time periods 

The hypothesis tested was: 

 

 

 

 



145 

 

 ‘There is no statistically significant differences in mean rank of peer support support 

toward bullying: pre-and post intervention time periods’.  

The data suggests that no statistically significant differences were found between ISs and 

CSs at baseline and at follow up. At baseline assessment, the mean rank for ISs, 

57.205x  and CS, 08.190x with Z= - 1.317 and p-value = 0.188. On the other hand at 

follow up assessment, the mean ranks for ISs is 64.204x  and CS, 44.191x with Z= - 

1.122 and p-value = 0.262. 

In light of the preceding results, it can be assumed that in terms of peer support, concerning the 

number of good friends as well as how often other learners come to their rescue when they are 

being bullied, there was no statistically significant difference between ISs and CSs at both time 

periods. 

5.8.1.2. Peer support toward bullying for females and males: Pre and post 

 intervention time periods 

Hypothesis tested was:  

 ‘There is no statistically significant difference in mean rank of peer support toward 

bullying for females and males pre-and post intervention time periods’.  

The data reveal no statistically significant differences between females and males average 

mean ranks for peer support toward bullying at both baseline and follow up time periods. At 

baseline assessment, the average mean ranks for females 63.196x  and for males 

43.203x  with Z= -.588 and p-value = 0.556; whereas at follow up assessment, the average 

mean ranks for females is 85.201x and for males is 50.195x  with Z= -.555 and p-value 

= 0.579. 
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Therefore, one could conclude that the null hypothesis was accepted; suggesting that in terms 

of peer support toward learners at baseline and follow up there were no statistically significant 

differences in the average mean ranks between females and males. 

5.8.1.3. Peer support toward bullying for females and males at ISs and CS: Pre and post 

 intervention time periods 

The statistics reveal that no statistically significant differences between the mean ranks of 

schools and gender for Peer Support at ISs at baseline and follow up. On the other hand, while 

there are no statistically significant differences at baseline at the two CSs, there are statistically 

significant differences for both schools at the follow up time period. 

Concerning the ISs, at baseline time period, the results show that at school 1, the average mean 

ranks for females is 04.69x  and for males 66.71x  with Z= -.375 and p-value = 0.708; 

suggesting that there is no statistically significant difference in the average mean ranks of 

school and gender. At school 3, on the other hand, the average mean ranks for females is

33.50x and for males is 34.54x , with Z= -.680 and p-value = .497; suggesting that there 

is no statistically significant difference in the average mean ranks of school and gender. 

At follow up time period, the data suggests no statistically significant difference for school 1 

since the average mean ranks of females is 49.72x and for males is 90.66x ; with Z = - 

.828 and p-value .408. In addition, at school 3, there is no statistically significant difference in 

the mean scores for females 27.54x and males 98.50x ; with Z = -.566 and p-value .571. 

Concerning the CSs, at baseline time period, the results as reflected in Table 5.14, show that, 

for school 2, the average mean ranks for females 30.51x  and for males 74.52x  with Z= 

-.247 and p-value = .805; while for school 4 the average mean ranks for females 66.25x  

and for males 63.28x with Z= -.713 and p-value = .476. At follow up, on the other hand, the 
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average mean ranks for school 2 is 99.55x for females and 54.44x  for males; with Z= -

1.942 and p-value = .052. ; while for school 4, the average mean ranks for females 69.22x  

and males 60.32x ; with Z = -2.338 and p-value = .019 at a 5% significant level – in the 

absence of the implementation of the OBPP. 

Table 5.14: Peer support toward bullying for females and males at CSs:  Pre and post intervention 

School  Time 

period   

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

 CS  

 

 

School 2 

Baseline Females 51.30 1288.000 -.247 .805 Not 

Significant 

Males 52.74 

Follow up Females 55.99 961.500 -1.942* .052        

Significant 

Males 44.54 

 

 

School 4 

Baseline Females 25.66 309.000 -.713 .476 Not 

Significant 

Males 28.63 

Follow up Females 22.69 198.000 -2.338** .019       

Significant 

Males 32.60 

**  : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  

To summarize, there is no statistically significant difference between the average mean ranks 

of females and males for disclosure of bullying at ISs nor at CSs at baseline assessment. In 

addition, while no statistically significant difference was displayed for either of the ISs, at  

follow up assessment, a 10% level of statistically significant difference between the average 

mean ranks of females and males was noted for school 2 while a 5% level of significance was 

shown for school 4. In this regard, an average of more females compared to males reported 

positively in terms of peer support at school 2 whereas at school 4, an average of more males 

compared to females said that this was true.    
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5.8.1.4. Post-intervention effect of Peer support toward bullying at ISs and CSs for 

 females and males 

The data reflects no statistically significant difference between the average mean ranks for 

females and males at any of the schools post intervention. 

Concerning the ISs, the average mean ranks for school 1 in terms of peer support for females 

53.21x and males, 57.19x , Z = -.541 and p-value = .588; while the average mean ranks 

for school 3 are 00.3x and 00.3x for females and males, respectively; with  Z = .000 

and p-value = 1.000.  

Concerning the CSs, there is no statistically significant difference between the average mean 

ranks of females and males at any of the two schools. In this regard, the average mean ranks 

for school 2 are presented as females 70.18x and males, 59.13x ; Z = -1.463 and p-value 

= .143 while average mean ranks for school 4 are presented as females and males 07.8x

and 94.7x  , respectively; Z = -.059 and p-value = .953 

The preceding findings reveal that no statistically significant differences at either of the ISs nor 

the CSs were found between the average mean ranks of bullied females and males when the 

sub variable, ‘peer support’ was further examined. The outcome indicates that the intervention 

did not appear to have a favourable impact upon ‘peer support‘; especially when the study 

focussed on only those learners who reported being bullied in certain places on the school 

premises.  

Conclusion  

To summarize, when school and gender correlations were calculated, no statistically significant 

differences in terms of peer support was displayed for ISs and CSs at baseline.  In this regard, 

it is noteworthy that while no significances were shown for ISs at follow up assessment, 
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statistically significant differences were revealed at 10% and 5% levels at both CSs – this in 

the absence of the implementation of the OBPP.   

Finally, when findings of the intervention effect were calculated only out of those who reported 

being bullied, no statistically significant differences were presented for any of the schools.   

One can conclude that the intervention did not have a favourable impact on the sub variable, 

‘peer support’ since no statistically significant differences were revealed at the ISs between 

baseline and follow up assessments.   

5.8.2. Peer Reactions and Peer Attitudes toward bullying  

5.8.2.1. Peer reactions toward bullying at ISs and CSs: Pre and post intervention time 

 periods 

The hypothesis tested was: 

 ‘There is no statistically significant differences in mean rank of Peer Reactions at CSs 

and ISs before and after intervention’. 

The data reveals no statistically significances between ISs and CSs at both baseline and follow 

up. More specifically, at baseline level, the average mean rank for ISs 57.205x and CSs 

08.190x ; with Z= -1.317 and p-value=0.188. On the other hand, at follow up level, the 

mean rank for ISs 64.204x and CSs 44.191x ; Z = -1.122 and p-value = 0.262. 

In light of the above results, one could conclude that the null hypothesis which states that 

‘There is no statistically significant difference in the average mean ranks of peer reactions 

before and after intervention, based on school’, was accepted. This means that in terms of the 

comparison between ISs and CSs at baseline and follow up there was no significant increase 
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or decrease in peer reactions in terms of whether learners could join in bullying, how they 

usually react as well as how often they felt afraid of being bullied at school.  

5.8.2.2. Peer reactions toward bullying for females and males: Pre and post intervention 

 time periods 

Hypothesis tested was: 

 ‘There is no statistically significant difference in mean rank of peer reactions toward 

bullying for females and males pre- and post intervention time periods’. 

The statistics presented in Table 5.15, show statistically significant differences between 

females and males at both baseline and follow up. More specifically, at baseline level, there is 

a statistically significant difference in the average mean ranks of females and males as 

63.221x and 20.169x respectively; with Z= -4.509 and p-value = 0.000 at a 10% level. 

Furthermore, at follow up level, there is a statistically significant difference in the average 

mean ranks of females, 75.209x and males 83.186x  with Z= -1.986 and p –value 0.047. 

Table 5.15: Own and Peer reactions toward bullying for females and males: Pre and post intervention 

Time 

period 

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-value Decision 

Baseline 

 

Females 221.63 14230.000 - 4.509* 0.000 Significant 

Males 169.20 

Follow up Females 209.75 17325.000 - 1.986**  .047 Significant 

Males 186.83 

** : means that the results are statistically significant at level of 0.05 = 5% and *: means that the results 

are statistically significant at level of 0.10 = 10%  

 

Considering the preceding results, the baseline and follow up scores suggest both females and 

males reported positively in terms of whether they would join in the bullying, how they usually 
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react and also whether they felt afraid of being bullied at school. Therefore, it is possible to 

assume that the intervention had an impact upon sample population of females and males in 

general.   

5.8.2.3. Peer reactions toward bullying for females and males at ISs and CSs: Pre and 

 post intervention time periods 

The hypothesis tested was : 

 ‘There is no statistically significant difference in mean ranks of Peer Reactions toward 

bullying for females and males at ISs and CSs pre-and post intervention time periods’.  

The data in Table 5.16, show statistically significant differences for both ISs  between females 

and males at baseline while a statistically significant difference was found for only one ISs 

(school 1) at follow up. Furthermore, the data indicate a statistically significant difference for 

one of the CSs (school 2) at baseline but no statistically significant difference for the two 

schools at follow up.   

Concerning the ISs, at baseline level, there is a statistically significant difference since the 

average mean ranks for females is 19.80x and for males is 42.52x ; with Z= -3.936 and 

p-value=0.000 at 1% significance level for school 1. Furthermore, for school 3, there a 

statistically significant difference between the average mean ranks of female x=54.70 and 

males x= 50.62; with Z = - 2.352 and p-value .019. On the other hand, at follow up level, there 

is a statistically significant difference between the average mean ranks of females and males at 

a 10% level for school 1; with Z = - 2.626 and p-value .009. In addition, for school 3, there is 

no statistically significant difference between the average mean ranks of females 77.99 and 

males 60.07;  with Z = - .692 and p-value = .489.  

 

 

 

 



152 

 

Concerning the CSs, at baseline level, the data in the same table show for school 2 a statistically 

significant difference between the average mean ranks for statistical significant difference 

between the average mean ranks for females 89.56x    and for males   82.46x   with Z= -

1.720 and p-value = .085; while for school 4, there is  no statistically significant difference as 

the average mean ranks for females 55.28x   and for males 13.25x ; with Z= -.813 and p-

value = .416.  On the other hand, at follow up level, the data in the same table indicate for 

school 2 the average mean ranks for females and males were 48.53x   and 68.49x  

respectively with Z= -.632 and p-value = .527; while for school 4,it is for females and males 

81.26x   and 00.26x , respectively; with Z= -.189 and p-value = .850. 

Table 5.16: Own and Peer reactions toward bullying for females and males 

at ISs : Pre and post intervention 

School  Time 

period   

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

 

 

School 1 

Baseline Females 80.19 1347.500 -3.936*** 0.000      

Significant 

Males 52.42 

Follow up Females 77.99 1771.500 -2.626* .009      

Significant 

Males 60.07 

 

 

School 3 

Baseline Females 57.83 940.000 -2.352** .019      

Significant 

Males 43.86 

Follow up Females 54.70 1238.500 -.692 .489 Not 

Significant 

Males 50.62 

  

**  : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  

To summarize, results reveal that statistically significant differences at both ISs were found at 

1% and 5% levels of significance between the average mean ranks of females and males as 

well as at a 10% significance level for only one of the CSs (school 2). In all these instances it 
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was found that the average mean ranks for females was higher compared to males reporting 

that they did not think they’d be able to join in the bullying, that they don’t do anything but 

they think they should help yet they are still often afraid of being bullied at school. At the 

follow up assessment, however, a 10% level statistically significant difference was exposed 

only for one of the ISs (school 1). In this regard, an average mean rank of more females 

compared to males attested to the abovementioned categories. This indicates that the 

intervention had an impact upon the component ‘Peer  Reactions‘ but only for school 1 since 

it is the only school that showed a favourable difference at the follow up time of assessment.  

5.8.2.4. Post-intervention effect of peer reactions toward bullying at ISs and CSs for 

 females and males 

The statistics suggest no statistically significant differences in the average mean ranks of 

schools and gender for Peer Reactions toward bullying. More specifically, as to the IS, there is 

no statistically significant difference in the average gender mean ranks of schools 1 and 3 post 

intervention. The average mean ranks for school 1 are presented as females 87.22x and 

males, 36.18x , Z = -1.231 and p-value = .226 for school 3 they are 50.2x and 13.3x

for females and male, respectively; with Z = -.373 and p-value = .800 

Furthermore, as to the CSs, there is no statistically significant difference at the two schools. 

The average mean ranks for school 2 are for females 77.17x and for males, 45.15x ; with 

Z = -.652 and p-value = .514; while for school 4 they are for females and males 36.6x and 

44.9x  , respectively, Z = -1.339 and p-value = .180. 

In light of the above results, it appears that there is no statistically significant difference at the 

two ISs and the two CS. Therefore, the intervention did not appear to have a favourable impact 

upon the component ‘Peer Reactions‘.  
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Conclusion 

It may be concluded that the intervention had a favourable impact on the component ‘peer 

reactions’ toward bullying at school 1 but only in terms of school and gender yet it may appear 

that overall the average mean rank of females and males who were bullied at baseline did not 

attest to an improvement in terms of peer reactions toward bullying. 

5.8.2.5. Peer Attitudes 

5.8.2.5.1. Peer attitudes toward bullying at ISs and CSs: Pre and post intervention time 

      periods  

The hypothesis tested was: 

 ‘There is no statistically significant difference in mean rank of peer attitudes toward 

bullying at ISs and CSs pre-and post intervention time periods’.  

The statistics in Table 5.17, show a statistically significant difference for peer attitudes toward 

bullying between ISs and CSs at baseline while no statistically significant difference was found 

at follow up.  

At baseline assessment, there is a statistically significant difference at a 5% level between the 

ISs and CSs groups since the average mean ranks of ISs, 24.187x  and CSs, 52.218x for 

the baseline; with Z= -3.351 and p-value=0.001. On the other hand, at follow up assessment, 

there is no statistically significant difference between the two groups since the average mean 

ranks for ISs 58.197x and CSs 22.201x , with Z= -0.347 and p-value = 0.728.  
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Table 5.17: Own and peer attitudes toward bullying at ISs and CSs: Pre and post intervention 

Time 

period 

School 

groups 

Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

Baseline 

 

    ISs  187.24 15909.500 -3.351** 0.001 Significant 

   CS 218.52 

Follow up    ISs  197.58 18411.500 -0.347 0.728 Not significant 

  CS 201.22 

**  : means that the results are statistically significant at level of 0.05 = 5% and *: means that the results 

are statistically significant at level of 0.10 = 10%  

In light of the preceding results, it can be assumed that there were less learners at ISs than CSs 

who reported positively in terms of their attitudes when a bullying incident occurred. Therefore, 

it is not possible to assume that the intervention had a favourable impact upon Peer Attitudes 

toward bullying.  

5.8.2.5.2. Peer attitudes toward bullying for females and males: Pre and post intervention 

      time periods 

Hypothesis tested was: 

 ‘There is no statistically significant difference in mean rank of peer attitudes toward 

bullying for females and males pre-and post intervention time periods’.  

The data in Table 5.18, show no statistically significant difference between females and males 

at baseline; however a statistically significant difference was found between genders at follow 

up.  

At baseline assessment, the average mean rank for females was  74.197x   and 90.201x

for males with Z= - 0.451 and p-value 0.652; while at follow up, the average mean rank for 

females was  91.206x   and for males 27.189x ;  with Z= -1.718 and p-value = 0.086.  
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Table 5.18:  Own and peer attitudes toward bullying for females and males: Pre and post intervention 

Time 

period 

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

Baseline 

 

Females 197.74 18916.000 -0.451 0.652 Not 

Significant 
Males 201.90 

Follow up Females 206.91 17759.500 -1.718* 0.086 Significant 

Males 189.27 

** : means that the results are statistically significant at level of 0.05 = 5% and *       means that the results 

are statistically significant at level of 0.10 = 10%  

 

In light of the preceding data, one could conclude that while no statically significant difference 

in the mean rank of peer attitudes before intervention, based on gender existed, a statistically 

significant difference was however noted for the follow up assessment. More specifically, it 

was also revealed that an average of more females than males attested positively in terms of 

their attitudes toward bullying at school.  

5.8.2.5.3. Peer attitudes toward bullying for females and males at ISs and CSs: Pre and 

      post intervention time periods 

The data in Table 5.19, show no statistically significant differences for both ISs  between 

females and males at baseline while a statistically significant difference was found for only one 

ISs (school 1) at follow up. Furthermore, the results show no statistically significant differences 

for the two CSs at baseline whereas, interestingly, a statistically significant difference was 

shown for one of the CSs (school 4) at follow up – in the absence of the implementation of the 

OBPP. 

Concerning the ISs, and at baseline assessment, the data show that for school 1, there is no 

statistically significant difference between the average mean ranks of females 60.72x and 

males 51.65x ; with Z= -1.159 and p-value=0.246. In addition, for school 3, the data in the 
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same table show  no statistically significant difference between the average mean ranks of 

female 14.51x and males 20.53x ; with Z = - .426 and p-value .670. On the other hand, 

at follow up assessment, there is, for school 1 a statistically significant difference between the 

average mean ranks of females, 36.75x  and males 34.63x  with Z = - 1.941 and p-value 

.052 at 10% level. On the contrary, for school 3, the data show no statistically significant 

difference between the average mean ranks of females 81.54x and males 64.49x   with Z 

= -1.013 and p-value = .311. 

Concerning the CSs, the results reflect that, at baseline assessment, and for school 2, there is 

no statistical significant difference between the average mean ranks for females 06.51x  and 

for males 00.53x  with Z= -.499 and p-value = .085. In addition, for school 4, results show 

no statistically significant difference displayed with average mean ranks for females 55.25x  

and for males 75.28x with Z= -1.105 and p-value = .269. On the other hand, at follow up 

assessment, for school 2, there is no statistically significant difference sincethe average mean 

ranks for females 48.50x and males 39.54x  with Z= -.725 and p-value = .468 whereas 

for school 4, there is a statistically significant difference since the average mean ranks for 

females 88.28x and males 70.22x ; withZ= -1.720 and p-value = .085. 
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Table 5.19: Own and peer attitudes toward bullying for females and males  

       at ISs and CSs: Pre and post intervention 

School  Time 

period   

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

 

 

School 1 

Baseline Females 72.60 2015.000 -1.159 .246 Not 

Significant 
Males 65.51 

Follow 

up 

Females 75.36 1974.000 -1.941* .052        

Significant 
Males 63.34 

 

 

School 3 

Baseline Females 51.14 1238.500 -.426 .670 Not 

Significant 
Males 53.20 

Follow 

up 

Females 54.81 1184.000 -1.013 .311 Not 

Significant 
Males 49.64 

 CS  

 

 

School 2 

Baseline Females 51.06 1275.000 -.499 .618 Not 

Significant 
Males 53.00 

Follow 

up 

Females 50.48 1164.500 -.725 .468 Not 

Significant 
Males 54.39 

 

 

School 4 

Baseline Females 25.55 306.000 -1.105 .269 Not 

Significant 
Males 28.75 

Follow 

up 

Females 28.88 244.000 -1.720* .085        

Significant 
Males 22.70 

**  : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  

To summarize, results reveal that no statistically significant difference in Peer Attitudes 

towards bullying existed at either of the ISs nor at the CSs at baseline assessment. However, a 

10% level of statistically significant difference between the average mean ranks of females and 
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males existed at one of the ISs (school 1) at follow up assessment. In this regard, it was found 

that the average mean ranks for females was higher compared to males reporting positively 

about their feelings and attitudes toward bullying at school. In addition a statistically significant 

difference was found for one of the CSs (school 4) at follow up assessment where an average 

of more females compared to males spoke positively in terms of peer attitudes regarding 

bullying at their school. In light of these comments, it may be assumed that the intervention 

had a favourable impact upon the sub variable ‘Peer Attitudes’ at school 1, while it is not clear 

which aspects contributed to the improved peer attitude at school 4.   

5.8.2.5.4. Post-intervention effect of peer attitudes toward bullying at ISs and CSs for 

     females and males 

The results reflect no statistically significant differences in the mean ranks of schools and 

gender for Peer Attitudes toward bullying. 

Concerning the ISs, the data show no statistically significant difference between the average 

mean ranks of schools 1 and 3 post intervention. The average mean ranks for school 1 are 

females 08.20x and males, 88.20x  ; Z = -.242 and p-value = .809 while for school 

3 they are females  00.4x and males 75.2x ;with Z = -.791 and p-value = .800. On the 

other hand, concerning the CSs, the results show no statistically significant differences at any 

of the two schools. The average mean ranks for school 2 are for females 52.17x and males, 

95.15x ; with Z = -.484 and p-value = .629; while for school 4 they are for females 

79.8x  and males 31.7x  , with Z = -.722 and p-value = .470. 

The results reveal that in terms of Peer Attitudes toward bullying, no statistically significant 

differences at either of the ISs nor the CSs were found between the average mean ranks of 

bullied females and males. The outcome indicates that the intervention did not appear to have 
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a favourable impact upon the sub-variable ‘Peer Attitudes toward bullying’ - when the study 

focussed on only those learners who reported being bullied.   

Conclusion  

To summarize, when school and gender were compared for baseline and follow up times, no 

statistically significant difference was found at baseline while at follow up assessment, only 

one of the ISs (school 1) was represented by a statistically significant difference at 10% level. 

In this case, an average of more males than females reported positively for peer attitudes. One 

of the CSs (school 4) results also revealed a 10% level statistically significant difference where 

an average of more males compared to females attested to positive peer attitudes. In terms of 

the measurement of intervention effect of peer attitudes toward bullying as reported by only 

those who were bullied, no statistically significant difference between schools and particularly 

between females and males were noted.   

5.9. Adult reactions: Parents' and teachers' reactions and efforts to support and protect 

   victims 

5.9.1. Adult reactions toward bullying at ISs and CSs: Pre and post intervention time 

 periods  

The hypothesis tested was: 

 ‘There is no statistically significant differences in the mean rank of adult reactions 

toward bullying at ISs and CSs pre- and post intervention time periods’.  

 

The Table 5.20, shows a statistically significant difference between ISs and CSs for Adult 

Reactions toward bullying at both baseline and follow up time periods. More specifically, at 

baseline time period, the statistics show that the average mean rank for ISs is 07.222x and 
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for CSs is 37.163x  with Z= -5.072 and p-value =0.000 at a 1% significance level. On the 

other hand, at follow up assessment, the data show the average mean rank of ISs 63.216x  

and for CSs 19.171x  ; with Z = – 3.926 and p-value 0.000 at a 1% significance level.  

Table 5.20: Adult reactions toward bullying at ISs and CSs: Pre and post intervention 

Time 

period 

School 

groups 

Mean 

rank 

Mann-

Whitney  

       Z    P-value Decision 

Baseline 

 

     ISs  222.07 13239.000 -5.072*** 0.000 Significant 

    CS 163.37 

Follow up     ISs  216.63 14427.500 -3.926*** 0.000 Significant 

   CS 171.19 

 ** : means that the results are statistically significant at level of 0.05 = 5% and *: means that the results 

are statistically significant at level of 0.10 = 10%  

In light of the previous statistics, there is evidence to suggest that the average mean ranks of 

the ISs was higher than that of the CSs at both baseline and follow up; therefore, there were 

more leaners at the ISs compared to the CSs who reported that their parents/guardians contacted 

the school and that their parents/guardians and teachers spoke to them when they were involved 

in bullying incidents.  

5.9.2.  Adult reactions toward bullying for females and males: Pre and post intervention 

 time periods 

The Hypothesis tested was: 

 There is no statistically significant difference in mean rank of Adult Reactions toward 

bullying for females and males pre-and post intervention time periods’. 

The data represented no statistically significant differences in adult reactions toward bullying 

between females and males at both baseline and follow up. More specifically, at baseline time 

period, results indicate that the average mean rank for females is 74.191x and males is  

 

 

 

 



162 

 

90.208x , with Z= -1.500 and p-value = 0.134.On the other hand, at follow up, the average 

mean rank for females is  32.203x  and for males is 63.193x ; with Z = - .855 and p-

value = 0.393. 

In summary, one could conclude that in terms of the comparison between females and males 

at baseline and follow up, there was no significant difference in the average mean ranks of 

females’ and males’ reports of adults reactions toward bullying when children were bullied.  

5.9.3.  Adult reactions toward bullying for females and males at ISs and CSs: Pre and 

 post intervention time periods 

The Hypothesis tested was: 

 ‘There is no statistically significant difference in mean ranks of adult reactions toward 

bullying at ISs and CSs for females and males pre- and post intervention time periods’.  

Evidence in Table 5.21, show that no statistically significant differences in adult reactions 

toward bullying were found at both ISs at baseline while statistically significant differences 

were revealed for both ISs at the follow up time period. However, for the CSs, no statistically 

significant differences were shown at both baseline and follow up time periods.  

Concerning the IS, the results show that at baseline assessment level, the average mean range 

for School 1 is 49.67x for females and 32.74x  for males; with Z= -.973 and p-value = 

.330; while for school 3 it is 85.47x  for females and 51.56x  for females; with Z= -1.485 

and p-value = .138. On the other hand, at follow up time period, the average mean rank for 

School 1 is 82.79x for females 80.57x  and for males; with Z= -3.236 and p-value = .001; 

while for school 3 it is 25.47x for females and 00.57x  males; with Z= -1.710 and p-value 

= .087. 
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Concerning the two CS, the data in the same table show that at baseline time period, there is 

for school 2 no statistically significant differences between the reports from females 49.50x  

and males, 60.53x ; with Z= -.541 and p-value = .589 for school 2, while for school 4 there 

is no statistically significant differences between the reports from females 53.24x and males

98.29x  ; with Z=-1.521 and p-value = .128. On the other hand, at follow up time period, 

there is no statistically significant difference at both schools since at school 2 the mean ranks 

for females is 66.51x  and for males, 24.51x ; with Z= -.070 and p-value = .944; whereas 

at school 4 it is  38.25x for females and 30.28x  for males; with Z= -.740 and p-value = 

.459. 

To summarize, it was found that no statistically significant differences between females and 

males were indicated for adult reactions toward bullying at ISs nor at CSs at baseline 

assessment. However, statistically significant differences between the mean ranks of females 

and males were noted for ISs at follow up.  

Table 5.21 : Adult reactions toward bullying for females and males at ISs : Pre and post intervention 

School  Time 

period  

Gender  Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS   

 

 

School 1 

Baseline Females  67.49 2023.500 -.973 .330 Not 

Significant 

Males  74.32 

Follow up Females  79.82 1630.500 -3.236** .001        

Significant 

Males  57.80 

 

 

School 3 

Baseline Females  47.85 1053.000 -1.485 .138 Not 

Significant 

Males  56.51 

Follow up Females  47.25 1092.000 -1.710* .087        

Significant 

Males  57.00 

**  : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  
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5.9.4. Post-intervention effect of adult reactions toward bullying at ISs and CSs for 

 females and males 

The data reveals no statistically significant differences in the average mean ranks of schools 

and gender for Adult Reactions toward bullying. 

Concerning the two ISs, the results indicate no statistically significant differences between the 

average mean ranks of schools 1 and 3 post intervention; since it is females 24.22x  and 

males, 93.18x ; Z= -.904 and p-value = .376 for school 1 and 50.1x for females and 

38.3x  for males; Z= -1.088 and p-value = .277 for school 3.  

Concerning the two CSs, on the other hand, the data in the same table show  no statistically 

significant differences at any of the two schools; since the average mean ranks for school 2 are 

females 07.17x  and males, 86.16x ; Z= -.058 and p-value = .955, while for school 4, the 

average mean ranks for females 00.9x  and males for males 13.7x , ,with Z= -.863 and 

p-value = .463. 

On the basis of the preceding results, it can be concluded that the intervention did not appear 

to have a favourable impact upon the variable Adult Reactions toward bullying.   

Conclusion 

Results indicate that when school and gender scores were investigated, no statistically 

significant differences were found at baseline but statistically significant differences 5% and 

10% respective level of significances were noted for both ISs (school 1 and 3) at the follow up 

assessment. More specifically, a greater proportion of females than males attested to improved 

Adult Reactions toward bullying at school 1 while more males compared to females said that 

parents, guardians and teachers reacted positively toward bullying – after the intervention. On 

the other hand, no statistically significant differences were noted for CSs in this regard. Lastly, 
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when the study focussed only on those females and males who reported being bullied at the 

individual schools at baseline, no statistically significant differences were yielded by results 

after intervention. 

5.9.5. Class Teacher Efforts to support and protect victims of bullying 

5.9.5.1. Class teacher efforts at ISs and CSs: Pre and post intervention time periods 

The hypothesis tested was: 

 ‘There is no statistically significant differences in mean rank of class teacher efforts to 

support and protect victims of bullying at ISs and CSs pre-and post intervention time 

periods’.  

The data presented in Table 5.22, show a statistically significant difference between ISs and 

CSs for Class Teacher Effort at both baseline and follow up time periods. 

At baseline time period, the average mean ranks of ISs 23.271x  and CSs 99.171x ; with 

Z = -3.878 and p-value = 0.000 at 1% significance level. On the other hand, at follow up time 

period, the average mean rank of ISs is 95.223x  and CSs 04.160x ; with Z = -5.468 and 

p-value 0.000 at a 1% significant level. 

Table 5.22: Class teacher efforts to support and protect victims of bullying at ISs and CSs: 

        Pre and post intervention 

Time 

period 

School 

groups 

Mean rank Mann-Whitney          Z    P-value Decision 

Baseline 

 

      IS 271.23 14584.500 -3.878*** 0.000 Significant 

     CS 171.99 

Follow up      IS 223.95 12716.000 -5.468*** 0.000 Significant 

    CS 160.04 

**  : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  
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To summarize, the null hypothesis which states that ‘There is no statistically significant 

differences in mean rank of Class Teacher efforts pre- and post intervention – based on school’, 

is rejected. Furthermore, the average mean ranks of the ISs is higher than that of the CSs at the 

baseline and follow up assessment time periods. Thus it may be assumed that the intervention 

had a favourable impact at the IS. 

5.9.5.2. Class teacher efforts to support and protect female and male victims of bullying: 

   Pre and post intervention time periods 

The Hypothesis tested was: 

 ‘There is no statistically significant difference in mean rank of class teacher efforts for 

females and males pre-and post intervention time periods’.  

The results presented in Table 5.23, show statistically significant differences in class teacher 

efforts between female and male reports at both baseline and follow up. 

At base lime time period, the average mean rank of females is 38.211x and of males is 

24.183x ; with Z = -2.441 and p- value = 0.047 at 5% level of significance. At follow up 

time period, the average mean rank of females  is 00.198x   and 23.200x  for males; 

with Z = -.195 and p-value = 0.002 at 5% level of significance. 

Table 5.23: Class teacher efforts to support and protect females and males: 

      Pre and post intervention 

Time period Gender Mean rank Mann-Whitney          Z    P-value Decision 

Baseline 

 

Females 211.38 16587.500 -2.441** 0.015 Significant 

Males 183.24 

Follow up Females 198.00 19272.000 - .195 **  0.002 Significant 

Males 200.23 

**  : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  
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Thus, the hypothesis that stated : ‘There is no statistically significant differences in mean rank 

of class teacher efforts before and after intervention – based on gender’, is rejected since 

evidence show that statistically significant differences were found at baseline and at follow up 

where an average of more females than males reported positively in terms of how often and to 

what extent teachers and other adults at school try to put a stop to bullying at school. At follow 

up, however, an average of more males than females attested positively in this regard. It is 

therefore possible to assume that the intervention had a favourable impact upon the global 

sample population of females and males in general. 

5.9.5.3. Class teacher efforts to support and protect females and males at ISs and CSs: 

   Pre and post intervention time periods 

The Hypothesis tested was: 

 ‘There is no statistically significant difference in mean ranks of class teacher effort to 

support and protect female and male victims of bullying at the ISs and CSs pre- and 

post intervention time periods’.  

The statistics displayed in Table 5.24, show a statistically significant difference at one ISs 

(school 3) at baseline while a statistically significant difference was found for the other ISs 

(school 1) at the follow up time period. For the CSs, however, no statistically significant 

differences were shown at both baseline and follow up time periods.  
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Concerning the two ISs, at baseline time period, there is no statistically significant difference 

at school 1 for class teacher efforts to stop bullying since the average mean for females is  

20.73x for males is 47.64x ; with Z= -1.254 and p-value = .210 at a 5% significance 

level. In contrast, at school 3, there is a statistically significant difference for class teacher 

efforts to stop bullying since the mean score for females is 87.56x and for males is 21.45x

with Z= -1.983 and p-value = .047 at a 5% significance level. On the other hand, at follow up 

time period, there is a statistically significant difference at a 5% level for school 1 where the 

mean score for females is 45.75x for males is 21.62x ; with Z= -1.957 and p-value = .050. 

In contrast, at school 3, there is no statistically significant difference as the mean rank for males 

is 44.51x  and for females is 41.53x ; with Z= -.352 and p-value = .725.  

Concerning the two CSs schools, at baseline time period, the data reflects that at school 2, there 

is no statistically significant difference between females and males since the average mean 

ranks for females 12.55x  and males, 69.48x ; with Z= -1.113 and p-value = .266. In 

addition, at school 4, there is no statistically significant difference between females and males 

since the average mean rank for females is 52.27x and for males is 38.26x ; with Z=-

1.113 and p-value = .266. On the other hand, at follow up time period, there is no statistically 

significant difference in mean ranks noted for class teacher efforts toward bullying at school 2 

since the average mean rank for females is 52.51x  and for males is 76.52x ; with Z= -

.208 and p-value = .835. In addition, at school 4, there is no statistically significant difference 

in mean ranks for females 30.27x  and males 23.25x ; with Z= -.484 and p-value = .628. 
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Table 5.24:Class teacher efforts to support and protect females and males at ISs: 

        Pre and post intervention 

School  Time 

period  

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

 

 

School 1 

Baseline Females 73.20 1962.000 -1.254 .210 Not 

Significant 

Males 64.47 

Follow up Females 75.45 1904.000 -1.957** .050        

Significant 

Males 62.21 

 

 

School 3 

Baseline Females 56.87 998.000 -1.983** .047        

Significant 

Males 45.21 

Follow up Females 51.44 1293.000 -.352 .725 Not 

Significant 

Males 53.41 

** : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  

  

In light of the preceding results, it can be suggested that, while no statistically significance 

was found between the average mean ranks of females and males for class teacher efforts as 

reported for school 1 at baseline, a 5% significance level was evident at follow up assessment 

for the same school. In this regard, an average of more females than males reported positively 

in terms of class teacher efforts at school 1 after the intervention. On the other hand, where a 

5% statistically significant difference was revealed at baseline for school 3, no significance 

between the average mean ranks of females and males was exposed for the follow up time 

period.   In addition, no statistically significant differences were shown for either of the CSs 

at baseline nor at follow up.  
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5.9.5.4. Post-Intervention effect of Class Teacher Effort to support and protect female 

   and male victims of bullying at ISs and CSs 

As to the ISs, the data indicates no statistically significant difference between males and 

females for schools 1 and 3 post intervention.  More specifically, for school 1, the average 

mean ranks for females is 47.23x  and for males is 81.17x ; with Z= -1.554 and p-value 

= .120. On the other hand, for school 3, the average mean ranks for females is 00.4x  and 

for males is 75.2x ; with  Z = -.791 and p-value = .429. 

Concerning the two CSs, the data reflects no statistically significant differences at the two 

schools. In addition, the average mean ranks for school 2 are for females 30.18x  and 

41.14x  for males; with Z = -1.097 and p-value = .318 while average mean ranks for school 

4 are presented for females and males as 21.9x and 94.6x , respectively; with Z = -.999 

and p-value = .318 

In sum, it can be stated that no statistically significant differences at either of the ISs nor the 

CSs were exposed between the average mean ranks of bullied females and males when the 

component ‘Class Teacher Effort’ was further investigated in terms of how regularly the 

teachers intervened and to what extent they did something to try and put a stop to bullying at 

the school. The outcome indicates that the intervention did not appear to have a favourable 

impact upon the Class Teacher Efforts as reported by only those females and males who were 

bullied during the time period running up to baseline assessment. 
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Conclusion 

In summary, results revealed that when school and gender correlations were calculated, the 

only statistically significant difference at a 5% level was indicated for school 1, where an 

average of more females than males reported their teachers and other adults to counteract 

bullying. However, when results in terms of the post-intervention effect were displayed in 

terms of responses of only those who reported being bullied, no statistically significant 

difference was noted. 

Therefore, one can conclude that the intervention appeared to have a favourable impact on 

school 1 where teachers and other adults appeared to be more forthcoming in their attitudes 

towards instilling anti-bullying values and combatting bullying. However, this cannot be 

assumed when the results were filtered to only those who reported being bullied at baseline.  

5.9.6. School Satisfaction: Participants’ reports of likeable schooling environment  

5.9.6.1.School satisfaction at ISs and CSs: Pre and post intervention time periods 

The hypothesis tested was: 

 ‘There is no statistically significant difference in mean rank of school satisfaction at 

ISs and CSs pre- and post intervention time periods’.  

The statistics displayed in Table 5.25, show no statistically significant difference between ISs 

and CSs at baseline, but a statistically significant difference at follow up  

At baseline time period, the results show that the average mean rank for ISs is 20.193x and 

for CSs is 28.209x ; with Z= -1.509 and p-value = 0.131. On the other hand, at follow up 

assessment, the average mean ranks for ISs is 51.192x  and for CSs is ; 45.210x ; with 

Z= -1.648 and p-value=0.099 at 10 % significance level.  
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Table 5.25: Participants’ reports of likeable schooling environment at ISs and CSs: 

      Pre and post intervention 

Time 

period 

School 

groups 

Mean rank Mann-Whitney          Z    P-value Decision 

Baseline 

 

      ISs  193.20 17350.500 -1.509 0.131 Not Significant 

     CS 209.28     

Follow up      ISs  192.51 17134.500 -1.648* 0.099        Significant 

    CSs  210.45     

** : means that the results are statistically significant at level of 0.05 = 5% and *: means that the results 

are statistically significant at level of 0.10 = 10%  

One could conclude that the intervention had a favourable impact on the ISs in terms of learners 

reporting that they liked their school.  

5.9.6.2. School satisfaction for females and males: Pre and post intervention time periods 

 

Hypothesis tested was:  

 ‘There is no statistically significant difference in mean rank of school satisfaction 

females and males pre- and post intervention time periods’.  

 

The results presented in Table 5.26, show no statistically significant difference between the 

average mean ranks of females and males at baseline; but a statistically significant difference 

is noted at follow up. 

At baseline time period, the average mean rank for females 59.205x  and for males is

16.191x ; with Z= -1.370 and p-value = 0.171. In contrast, at follow up stage, the average 

mean rank for females is 42.214x  and for males is 06.181x ; with Z= -3.126 and p-

value=0.002, at  5% level of significance. 

  

 

 

 

 



173 

 

Table 5.26: Participants’ reports of likeable schooling environment for females and males: 

      Pre and post intervention 

Time 

period 

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

Baseline 

 

Females 205.59 17919.000 -1.370 0.171 Not Significant 

Males 191.16 

Follow 

up 

Females 214.42 16297.000 -3.126** 0.002 Significant 

Males 181.06 

**  : means that the results are statistically significant at level of 0.05 = 5% and *: means that the results 

are statistically significant at level of 0.10 = 10%  

In light of the preceding results, one could conclude that an average of more females than males 

attested positively in terms of their school satisfaction. 

5.9.6.3. School satisfaction for females and males at ISs and CSs: Pre and post 

intervention time periods 

 

The data in Table 5.27, show no statistically significant differences for the two ISs  between 

females and males at baseline; but a statistically significant difference was found for only one 

ISs (school 1) at follow up. Furthermore, there is no statistically significant difference for either 

of the CSs at baseline whereas a statistically significant difference was also shown for one of 

the CSs (school 4) at follow up.  

Concerning the two ISs, the data show that, at baseline time period, at school 1, the average 

mean ranks for females and males are 20.70x and 66.69x  respectively; with Z= .089 and 

p-value= .929. Similarly, at school 3, the average mean ranks of female and males are

15.52x and 79.51x respectively; with Z = - .064 and p-value .949.  However, at follow 

up time period, there is a statistically significant difference between the average mean ranks of 

females and males at a 5% level for school 1 since the average mean rank for females is 

51.78x and for males is 43.59x  ; with Z = - 3.239 and p-value .001. In contrast, at school 
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3, there is no statistically significant difference between the average mean ranks of females 

69.56x  and males 91.48x  ; with Z = -1.441 and p-value = .149. Concerning the two 

CSs, the data in the same table show that, at baseline time period, there is no statistically 

significant difference for school 2, between the average mean ranks for females 16.55x  and 

for males 65.48x ; with Z= -1.218 and p-value = .223. In addition, for school 4, there is no 

statistically significant difference between the average mean ranks for females 84.28x  and 

for males 77.24x ; with Z= -1.273 and p-value = .203. On the other hand, at follow up time 

period, the table show for school 2 no statistically significant difference between the average 

mean rank of females 86.50x  and males 80.53x ; with Z= -.524 and p-value = .600 at a 

5% level of significance; whereas for school 4, there is a statistically significant difference 

between the mean rank for females 84.29x and males 15.21x ;with Z = -2.932 and p-

value = .003 – in the absence of the implementation of the OBPP.  

Table 5.27: Participants’  reports of likeable schooling environment for females and males 

at ISs : Pre and post intervention 

School  Time 

period   

Gender Mean 

rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

 

 

School 1 

Baseline Females 70.20 2226.500 -.089 .929 Not 

Significant 

Males 69.66 

Follow up Females 78.51 1731.500 -3.239** .001        

Significant 

Males 59.43 

 

 

School 3 

Baseline Females 52.15 1281.000 -.064 .949 Not 

Significant 

Males 51.79 

Follow up Females 56.69 1143.000 -1.441 .149 Not 

Significant 

Males 48.91 

**  : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results are 

statistically significant at level of 0.10 = 10%  
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In conclusion, results reveal that no statistically significant difference in school satisfaction 

towards bullying at either of the ISs nor at the CSs at baseline assessment. However, a 10% 

level of statistically significant difference between the average mean ranks of females and 

males existed at one of the ISs (school 1) at follow up assessment. In this regard, it was found 

that the average mean ranks for females was higher than for males who reported positively 

about school satisfaction. In addition a 5% level statistically significant difference was found 

for one of the CSs (school 4) at follow up assessment where an average of more females 

compared to males spoke positively about their school satisfaction. It is possible to assume that 

the intervention had a favourable impact upon the variable ‘school satisfaction‘ at school 1, 

while it is not clear which aspects contributed to the improved school satisfaction amongst 

learners at school 4.  

5.9.6.4. Post-Intervention effect of School Satisfaction for females and males at ISs        

The data displayed in Table 5.28, show one statistically significant difference between the 

average mean ranks of females and males in terms of school satisfaction at post intervention. 

This was revealed for results representing school 1. However, no further statistically significant 

differences were found for any of the other schools.   

Concerning the two IS, at baseline assessment, there is at school 1 a statistically significant 

difference between the average mean ranks of females 45.23x and males 83.17x post 

intervention; with Z= -1.702 and p-value = .089 at a 10% significance level. In contrast, at 

school 3, there is no statistically significant difference between bullied females 00.3x and 

males 00.3x ; with Z = -.000 and p-value = 1.000.  

Concerning the two CSs, the data show no statistically significant difference in terms of school 

satisfaction between the average mean ranks of females and males for schools 2 and 4 post 

intervention. In this regard, the data show an average mean ranks for School 2 for females 
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50.16x   and for males 00.18x  with Z= -.450 and p-value = 0.653 whereas school 4 

results are displayed as for females 29.9x  and for males 88.6x with Z= -1.248 and p-

value = .212  

Table 5.28:Post-Intervention effect for participants’ reports of likeable schooling environment 

at ISs and CSs for females and males        N=200 

School  Time 

period   

Gender Mean 

Rank 

Mann-

Whitney  

        Z    P-

value 

Decision 

  IS  

School 1 Follow up Females  23.45 143.500 -1.702* .089        Significant 

Males 17.83 

School 3 Follow up Females  3.00 2.000 .000 1.000 Not Significant 

Males 3.00 

** : means that the results are statistically significant at level of 0.05 = 5% and * : means that the results 

are statistically significant at level of 0.10 = 10%  

In conclusion it was found that across the four schools, the only statistically significant 

difference noted at a 10% level was found for school satisfaction at one of the ISs (school 1). 

In this regard, an average mean rank of more females than males attested to this. In terms of 

the CSs, no statistically significant differences were exposed post intervention.   

Conclusion 

In summary, school and gender findings exposed, that there was no statistically significant 

differences at baseline assessment while 5% levels of statistically significant differences for 

school 1 (ISs) and school 4 (CSs) were found at the follow up assessment. In this regard, the 

average mean rank for females was higher compared to males at both school 1 and school 4.   

Finally, when findings of the post-intervention effect were calculated only out of those who 

reported being bullied, the correlation between school and gender was indicated as a 10% level 

statistically significant difference only at school 1 in terms of learners’ liking and being 
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satisfied with their schooling environment. The average mean rank for bullied females was 

higher than that of males in this regard.     

It may be concluded that the intervention had a favourable impact on the variable ‘learners 

being satisfied with their schooling environment’ at ISs - school 1, since the results for this 

school showed an improvement in terms of those learners who reported being bullied at the 

baseline time period of assessment. 

Conclusion of the results 

In line with the original expected contribution of the thesis, significant findings in the study 

were related to the efficacy of the OBPP at the selected schools in terms of drastically reducing 

the frequency of bullying and thereby intentionally improving the lives of individuals, teachers, 

families and the affected societies.   

To summarize, the main findings are as follows: In the broader context of the study,  where 

both females and males were surveyed across all grades, (N=398), there were significant 

improvements with respect to the “social climate” of the school community, substantial 

significances in most comparisons between the ISs and CSs were found for the variables and 

sub- variables that addressed characteristic (grade level and gender) of the perpetrator [See 

Table 5.10], increased disclosure of the bullying [See Table 5.12], increased peer social support 

in terms of learners’ peer reactions [See Table 5.15] toward bullying, participants’ own and 

peers’ attitudes [See Table 5.17] toward bullying and also parents’ and teachers’ reactions [See 

Table 5.20] and class teachers’ efforts [See Table 5.22] to combat bullying by supporting and 

protecting the victim of bullying. At the same time there was also an increase in learners’ 

reporting that they like their schooling environment [See Table 5.27]. Generally reductions 

were observed for both males and females where more females compared to males attested to 

this. Also interestingly is that these improvements were only representative of one of the ISs 
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(school 1) while the findings for ISs (school 3) showed only one improvement and that was in 

terms of parent’ and teachers’ reactions and support and protection toward victims of bullying.  

Significant improvements were also observed for the CSs that include improved peer support 

toward bullying at CSs (school 2 and 4) and improved own and peer attitudes toward bullying 

at CSs (school 4) as well as reports of learners liking their schooling environment at CSs 

(school 4). These findings are indeed interesting since the improvement of the school’ “social 

climate” occurred in the absence of an intervention programme. With the aim of developing an 

appropriate best practice intervention, these findings will also be taken into consideration.  

Furthermore, as one of the main positive post-intervention effects, results also revealed that the 

program not only reduced the percentage of new victims of bullying at ISs (school 1), more 

characteristics (grade level and gender) of the perpetrators could be identified at ISs (school 1) 

and more learners attested to telling someone about their bullying experiences. Similarly, more 

learners (at school 1) attested to liking their schooling environment.  

These most significant results are presented in the Table 5.29. 
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Table 5.29: Intervention Effect of the OBPP 

  

School and gender at pre-and 

post intervention  N=398 

Post-intervention effect 

of the OBPP 

N=200 

           ISs               CSs  

Exposure to various types 

of bullying 

NS NS S Only for school 1; 

M>F 

Characteristics(grade level 

and gender) of the 

perpetrator 

S (Sch 1);  

F>M 

NS S Only for school 1; 

F>M 

Location of where the 

bullying occurred 

NS NS NS 

Disclosure of the bullying 

incident (s) 

S (Sch 1); 

F>M 

NS S Only for school 

1;F>M 

Peer support toward 

bullying 

NS S (Sch 2 & 4) 

F>M; M>F 

NS 

Own and Peer reactions 

& 

Peer attitudes toward 

bullying 

S (Sch 1); 

F>M 

 

S (Sch 1); 

F>M 

 

 

S (Sch 4); F>M 

NS 

 

NS 

Adult : Parents’ and 

teachers’ reactions toward 

bullying 

S (Sch 1&3); 

F>M; M>F 

NS NS 

Class teacher efforts to 

support and protect victims 

of bullying 

S (Sch 1); 

F>M 

NS NS 

Learners’ liking their 

schooling environment 

S (Sch 1); 

F>M 

S (Sch 4); F>M S Only for school 1; 

F>M 

 

The results presented in this chapter represent the learners’ responses to the OBV/Q concerning 

firstly, the entire sample population of learners [n=398] and secondly only the learners who 
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reported being bullied at baseline assessment [n=200].  According to the responses of the entire 

sample of participants, it was evident that the implementation of the OBPP was successful at 

school 1 for the majority of the variables [See Table 5.29] and the researcher reiterates that this 

may be since school 3 may have had less bullying behaviour problems to fix.  In addition this 

was further highlighted by the representation of responses of only those who reported being 

bullied. It is evident for school 3 too, that the parents’ and teachers’ reactions in terms of 

protecting and securing the safety of the children – improved. Since the study strived to instill 

and sustain a bullying preventative culture at the ISs, these are indeed huge significant findings 

for the implementation of a potential best practice Bullying Prevention Intervention programme 

suitable for the Western Cape context.   
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CHAPTER 6     

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

6.1. Introduction 

The study aimed to pilot-test the effectiveness of the Olweus Bullying Prevention Intervention 

Programme (OBPP) at two selected primary schools in the Western Cape; and to compare the 

differences in reported incidents of bullying between the ISs and CSs, pre-and post 

intervention. On the basis of these aims, the stated objectives in relation to the first aim were 

to measure bullying behaviour of  age-equivalent groups,  before July, 2007, and after July, 

2009, for pre-test and post-test comparisons with the control schools; and to investigate the 

effectiveness of the OBPP by comparing the ISs and CSs for programme targets, such as 

reduced learner-reported prevalence of victimization, improved participants’ perceptions of 

parental involvement in terms of protection and safety of learners, improved feelings of pro-

social peer support, reactions and attitudes when experiencing or witnessing a bullying 

incident, improved participants’ perceptions of class teacher reactions and efforts to support 

and protect victims of bullying.  

This study was important in the context of South Africa where it appears that, although anti-

bullying programmes have been used in schools, bullying behaviours have not been eradicated; 

and this can be due to a lack of evidence regarding the effectiveness of programmes aimed at 

bullying prevention strategies. This suggests that there may be a huge gap between research 

and the implementation of an effective best practice anti-bullying intervention. Therefore, the 

present study has utilized and investigated the efficacy of the OBPP in an attempt to understand 

the problem and to assist in the prevention of bullying in schools.  
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In addition, the implementation of the OBPP programme, on the schoolwide-, classroom-, 

individual- and community level components, suggests that it has the potential to intervene in 

various contexts or systems that impact on the development of the individual. This study 

therefore sets out to view the efficacy of the OBPP through the ecological theory lens which 

includes the micro-systems (family, communities, schools and peers); meso-systems (the 

interaction between experiences with the microsystems); exo-systems (experiences from 

another social system in which the individual does not play an active role but which has 

immediate influence upon the individual) and macro-system (the culture in which the 

individual lives).  

It is with these basic relevant orientations in mind that the Olweus Approach, as listed in points 

i-iv below, served as the framework for investigating the prevalence and extent of bullying in 

the two selected schools, while Bronfenbrenner’s Ecological theoretical framework was used 

to inform the study at the various levels, i.e. the individual-, family-, peers- and the school level 

components.   

(i) The individual level component – through setting clear standards for behaviour, by 

teaching learners skills of  behavioural problem solving, antisocial behaviour 

refusal and social interaction, encouraging and rewarding pro-social  behaviour and 

involvement; 

(ii) The family level component – in terms of encouraging parental involvement in their 

children’s education, safety and protection against bullying;  

(iii) The peer level component – by advocating and encouraging interaction with pro-

social peers with the intention of generating feelings of improved peer support, 

reactions and attitudes towards bullying; 
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(iv) The school level – by means of instituting increased adult supervision of school 

premises that are commonly the locations for bullying; encouraging learners to 

disclose or tell an adult about the bullying; increased class-teacher efforts to support 

and protect victims of bullying; creating a likeable schooling environment that is 

conducive to teaching and learning for children.    

In this chapter the results in accordance with the different variables and sub-variables that are 

explored in the OBV/Q are discussed in a way to tap into these levels.  

6.2. The Individual level component 

This level comprises issues that concern the participants’ exposure to various types of bullying 

as well as the participants’ reports about characteristics (grade and gender) of the perpetrators 

of the bullying. 

Exposure to various types of bullying 

In terms of previous research on the evaluation of bullying prevention studies, (Olweus & 

Alsaker, 1991; Limber, Olweus, et. al., 2012), amongst others found a reduction in anti-social 

behaviours such as theft, vandalism, truancy, and so forth. On the contrary the Bowllan (2011) 

study, which was done in an urban/suburban Catholic middle school (USA), - studies that 

included the Sheffield project (Whitney, Rivers, et.al, 1994) and also the Toronto, Canada 

study done by Pepler, Craig et.al., (1994) showed an increase in exclusion of learners; meaning 

that more learners were spending breaktime on their own even after the implementation of the 

OBPP. In addition, the Canadian study also noted a significance that bullying episodes of 

learners making comments with racial connotations about other learners, -increased after the 

implementation of the programme. 

 

 

 

 



184 

 

In a study done on social groups within a classroom of Japanese culture, a very closed 

connective structure was found. In this regard, in the event of a certain learner being socially 

excluded, it may pose a huge challenge for a learner to be able to make new friends. Kanetsuna 

and  Smith (2002) and Morita et al., (1999) suggest that it may be more feasible for the victims 

to try alternate strategies such as requesting the bullies to stop, or just allowing the bullies to 

continue with the bullying towards them, or ultimately purposefully trying to modify their own 

behaviours. Research suggests that when the learner’s social reputation has been formed, the 

reputation of being the victim could possibly be more buoyant to altering the learners’ personal 

feelings. In this respect, research shows that peer-reports of social behaviour and status ratings 

according to peers are definitely more insistent (Denham & Holt, 1993; Desbiens, Royer, 

Fortuin, & Bertrand, 1998; Leinerise, Harper, & Howes, 1998). 

In the context of the current study and in terms of victims being exposed to various types of 

bullying that included nasty name calling, exclusion, physical bullying, spreading rumours, 

theft/damage of belongings, threats, making comments towards another learner that has a racial 

connotation and making comments towards another learner that has a sexual connotation; no 

statistically significant difference was found at both groups of schools (ISs and CSs) at baseline 

and follow up. In addition, no statistically significant differences for types of bullying were 

found in terms of gender at both baseline and follow up. Furthermore, when school and gender 

correlations were calculated, again no statistically significant difference was indicated. These 

findings are in agreement with Hallford, Borntrager and Davis (2006) who found that the 

likelihood for the lack of behaviour modification at the ISs could be due to the amplification 

in sensitivity to the variety of behaviours that represented bullying, instead of the definite lack 

of behaviour change. This is to suggest that while learners were taught on the subject of the 

range of behaviours that constitute bullying, their expanded clarity may possibly have guided 

them to recognize more behaviours, which may have then emerged as a lack of decline in 
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bullying behaviour. Furthermore, the modification in attitudes from before to after the OBPP 

may suggest a comprehensive cultural change that may require more time to interpret as a 

definite behaviour change.  

However, the study further offered evidence of a statistically significant difference that 

occurred at one of the ISs (school 1) between school and gender as a post-intervention 

effect that was calculated only out of the bullied learners N=200. On average more males 

than females attested to this. Therefore, one may conclude that the intervention had a 

significant impact on the variable: exposure to various types of bullying – but only at 

school 1 of the ISs.   

Characteristics (grade level and gender) of the perpetrator  

Previous research found that classmates were implicated as the main offenders followed by 

other learners at the school (Griffin & Gross, 2003; Limber, et.al., 2012; Olweus et al., 2013). 

Researchers also found that males reported a higher rate of victimisation than females 

(Leoschut & Burton, 2006; De Wet, 2005); and that they are also more often the perpetrators 

than girls (Baldry, 2004; Leoschut & Burton, 2006; Bokhorst et al. 2010). Studies reveal that 

this may be attributed to the fact that males are expected to act in a rough manner in the hope 

that they may be better accepted and have a higher social status concerned with power and 

excitement in the peer group (Boulton & Underwood, 1992; Kochenderfer & Ladd, 1996b; 

Olweus, 1993; Olweus et.al. 2013).  

In light of the results for this study, it was noted that contrary to studies ( Leoschut & Burton, 

2006; De Wet, 2005) that fewer females than males admitting to these characteristics (grade 

level and gender) of the perpetrator at baseline, higher frequencies of females compared to 

males admitted to victimization and the characteristics of their perpetrators at follow up. A 
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possible explanation for this may be that at baseline it may have been found that girls engage 

in more relational types of bullying in which instances the perpetrators are mostly anonymous. 

The programme may have highlighted the scope of bullying types, the means of identification 

and awareness of the perpetrators to females may have led to a higher frequency of females 

reporting about the grade level and gender of their perpetrators at follow up.  

Thus, it may be concluded that the intervention had a favourable impact on the variable 

‘characteristics (grade level and gender) of the perpetrator’ but only at one of the ISs 

(school 1). Noteworthy is that the correlation between only victimized learners per school 

and gender shows a statistically significant difference for school 1 with the average mean 

rank for bullied females being higher than that for males N=200.  

The OBPP was implemented at both ISs and was geared to set clear standards of behaviour 

with regard to learners experiencing and witnessing bullying. Support in terms of developing 

an action plan at the individual level as set out in strategic area 3 is presented in Table 4.1. p 

91, as the individual level component. In this regard, all adults at the schools were trained to 

deal with bullying incidents inside and outside the classroom in a very sensitive manner, i.e. 

the class teacher, other teaching and non-teaching staff especially those adults who have a more 

personal bond with the learner, should become involved with the disciplinary procedures. The 

programme further advocates that the teacher provides emotional support to the victim as well 

as the perpetrator/s and contact the parents if needs be.  

In terms of the Post intervention effect measure of analysis it would appear that school 3 of the 

ISs did not fare as well as school 1, in terms of their intervention strategies. This study wishes 

to put forth evidence that the average mean ranks for learners’ exposure to various types of 

bullying and therefore the victims’ recognition of characteristics (grade level and gender) of 

their perpetrators , were for the different assessment time periods always far less at school 3 
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than at school 1. Hence school 3 may well have succeeded in teaching learners skills of pro-

social behaviour and encouraging improved social interaction but the fact that the bullying 

problem may not have been as pronounced at school 3 should also be a consideration for the 

programme not being as successful as at school 1.   

6.3. The Family level component 

This level presents a discussion of the results in terms of parent involvement, teacher 

involvement as well as parent-teacher interaction in terms of supporting and protecting 

participants when they have experienced bullying at school.  

While this study did not focus on the specific sections of the OBV/Q items in terms of 

frequencies of learners who bully others, the sub-variable Adult Reactions had the potential to 

reflect on the perception of the participants who: (a) had been bullied and whether their parents 

contacted the school, (b) who confessed to bullying others in their reports about whether their 

teachers and (c) whether their parents/guardians spoke to them about them bullying others. 

Adult Reactions: Parents’ and teachers’ reactions and efforts to support and protect victims 

Findings from previous evaluation research show an increase in teachers and adults at school 

talking to learners about their bullying others (Whitney, Rivers, et.al., 1994; Pepler, Craig, 

et.al., 1994) while no change was reported for parents talking to their children about bullying 

others (Pepler, Craig, et.al., 1994; Olweus et.al. 2012). In the context of this study it was found 

that when school and gender scores were investigated, statistically significant differences were 

noted for both ISs (school 1 and 3) which were in accordance with previous research (Whitney, 

Rivers, et.al., 1994; Pepler, Craig, et.al., 1994; Olweus et.al., 2012). Worth mentioning too, is 

that at the baseline and follow up assessment more females than males reported to be victimized 

compared to males for school 1 while the reverse was true for school 3. This suggests that 
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intervention appeared to have a positive impact for the ISs as reported by all the participants’ 

N=398, of the study. Yet, in terms of assessing as a post-intervention effect N=200, not much 

improvement was gained in terms of parent and teacher interaction and involvement in the 

child’s education, safety and protection against bullying. Thus, results revealed no statistically 

significant difference for the reports of only those who had been bullied. This finding was in 

congruence with that of Pepler, Craig, et.al.,(1994) and Schroeder, Messing, et.al. (2011). 

According to Bronfenbrenners’ ecological theory (2012), this phenomenon could possibly be 

ascribed to learners witnessing role models who engage in bullying activities in their immediate 

surroundings. In this regard evidence shows that learning by means of modelling and 

observation has a huge impact (negatively or positively) upon children and youth owing to the 

diverse experiences they come across within their day-to-day lives. Therefore it may be said 

that while the family has the potential to act as a protective buffer that will reduce the risk of 

anti-social behaviour (for example bullying), in the same way, the family can also function as 

a unit that has the likelihood of advocating this type of anti-social behaviour.   

In the context of this study, the OBPP has as its strategic area 2 [as presented in Table 4.1.p 

91] as the classroom level component. Activities are conducted as an integrated part of the 

curriculum that is aligned to supporting learners at the classroom level. At this level children’s 

particular vulnerabilities are supported through teaching learners what bullying is and the 

various ways of reacting when bullying occurs. This is done through (a) introducing anti-

bullying rules (b) introducing weekly class meetings that would help learners discover more 

about their own and their peers’ feelings and reactions toward bullying and also give them an 

opportunity to express their own opinions in a relatively safe and supportive environment. 

Another goal of holding class meetings was also to build a sense of community and belonging 

within the class and to help the learners of the class to develop a set of norms about bullying 
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and other relevant issues that are shared by a majority of the class. Emotional skills and values 

that could be developed may include responsibility, decision making, empathy, self-awareness, 

co-operation, communication, caring, sharing, respect, trust, tolerance, acceptance, etc. At this 

level teachers and parents are the key-actors and frequent parent meetings ought to be held in 

order to prevent or intervene in bullying situations. Of utmost importance is parental 

involvement. In addition, regular class meetings are encouraged so that teachers can learn more 

about the classroom culture that exists within the classroom. This may help the teacher to 

identify bullying relationships at an early stage.  

Considering that the overall results reveal sizeable reductions in bullying responses, it is clear 

that the intervention strategies must have had an impact at both of the ISs at the classroom 

level. Nevertheless, in terms of the Post intervention effect measure of analysis N=200 it would 

appear that neither of the ISs were successful at improving the bullying situation as reported 

by only those who were bullied at baseline. Reasons for this may be that perhaps certain 

educators used class meetings to a lesser degree or not at all. Another likely reason is that 

schools may not have encouraged parental involvement enough in terms of taking an interest 

in their children’s education, safety and protection. Parents are not always aware of the fact 

that their child was involved in bullying at school. It is for this reason that the onus rests upon 

the staff members to contact the parents about their children being involved in bullying as 

victims /perpetrators at school. Then too, consideration should be given to the fact that parents 

- due to work circumstances - may not have been as available to attend meetings at the school 

concerning their children’s progress, let alone bullying tendencies that the child may get 

involved in. 
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6.4. The Peer level component 

This level comprises a discussion of results of peer social support in respect of peer support 

that relates to the number of good friends the learner has and also whether peers try to put a 

stop to the bullying; own and peers’ reactions in terms of how the individual and peers feel and 

usually react when they see someone being bullied and also own and peers’ attitudes that tell 

about whether they felt that they could join in the bullying and lastly learners were asked 

whether they felt fearful of being bullied at school.  

Peer Social Support: participants’ and peers’ feelings of support, reactions and attitudes when 

experiencing or witnessing bullying  

In terms of peer intervention, Hawkins et al. (1998) found that the modes of intervention are 

highly likely aggressive when directed toward the bully and non-aggressive toward the victim. 

Hawkins et al., (1998) in agreement with Olweus, Limber, and Mihalic, (1999), Olweus, et al., 

(2007) and Olweus, Limber, et.al., (2013) go further to say that learners’ interventions when 

trying to help a bullied learner should not be hostile or aggressive, since this form of 

intervention may provoke a counter attack from the bully which in turn may place the 

intervener at risk of being the next victim. In congruence with Olweus (1991, 1993a, 1997, 

2005), Sharpe and Thompson (1994) also advocate that whole school approaches to 

counteracting bullying should involve the entire school community which include learners, 

teachers, parents, and non-teaching staff in the development of a bullying prevention policy 

that consists of procedures and consequences that discourage all forms of aggression. They 

hold that having a whole school policy in place, learners are aware that adults will monitor and 

react effectively enough to protect interveners in the event of bullying. In addition, they suggest 

that whole-school bullying prevention policies should be established at pre-school already and 

should continue to support learners throughout all phases of the schooling system.  
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Previous research reveals a decrease in bully/victim problems and reductions in student ratings 

of bullying among students in the classroom. (Olweus & Alsaker, 1991, Olweus, Limber et.al., 

2013). However, significant programme effects were found on perceptions of other learners 

actively trying to put a stop to bullying incidents (O’Moore & Minton, 2005; Bauer, Lozano, 

et. al., 2007; Olweus, Limber et.al., 2013).   

Contrary to the latter findings, this study suggests no significant improvement for either of the 

ISs for peer support toward bullying in terms of school and gender correlations while 

unexpected statistically significant differences were revealed only for the CSs (school 2 and 4) 

at follow up time of assessment. In this regard, more females than males attest to this for school 

2 while the reverse is true for school 4. While possible explanations are also put forth for the 

success rate in the absence of a programme at school 4, the outcome for the other CSs (school 

2) which draws its learners from a mixed race neighbourhood, is surprising. In the opinion of 

the researcher - the teachers of this school should be applauded for having dealt with all of 

these barriers amongst the learners through their teachings of neighbours having to connect 

with neighbours that would transform lives into getting value and peer social support from each 

other.  

 A possible explanation in terms of peer support toward bullying at the CSs (school 4) may be 

that because the school is located in such a high density area and homes are in many cases 

overly populated - traditionally a high value is placed on family and community life where 

everyone is referred to as a “brother” and “sister/siesie”. In a situation, where classrooms are 

filled to more than its capacity, perhaps children may fail to single out what would comprise 

the characteristics of a ‘good friend’ specifically in their own classroom. Secondly, there may 

also be the possibility that learners indicate their number of good friends as a reflection of the 

number of contacts that they may have on their cell phones and other social media. In this 
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regard, an explanation to having fewer friends may be because this school is located in an 

impoverished community and attended by generally impoverished learners for whom it is 

highly unlikely that they would have access to such means of social media.  

Previous research that dealt with evaluations of the OBPP found that after implementation there 

was a reduction in learners’ reports that indicated they would join in the bullying (Whitney, 

River, et al., 1994; Eslea, et al., 1998; Pepler, Craig, et.al., 1994; O’Moore & Minton, 2005; 

Schroeder, Messing, et.al., 2011). Significant reductions in learners reporting that they would 

do nothing if they were witnesses to bullying (O’Moore & Minton, 2005; Schroeder, Messing, 

et.al., 2011) as well as increases in the percentage of learners who indicated they would try to 

help a bullied learner (Schroeder, Messing, et.al., 2011).  

Furthermore, in congruence with the findings for previous research (O’Moore & Minton, 2005; 

Schroeder, Messing, et.al., 2011) the findings for this study revealed that the intervention had 

an impact upon peer reactions and peer attitudes only at one of the ISs (school 1) while for the 

other ISs (school 3) no change in peers’ bullying reactions and attitudes were noted when 

baseline and follow up assessment for females and males N=398 were calculated for the ISs 

and the CSs. Considering that the OBPP stipulates that the main strategic area of intervention 

for peer social support is the classroom-level component as outlined according to Olweus’ 

specifications in the previous section. In this instance it could be argued that the intervention 

may have had more of a positive impact at the ISs (school 3) had the magnitude of the bullying 

problem at the school been greater at baseline.  

However, when the post-intervention effect was investigated for N=200 no significant impact 

for either of the ISs (school 1 and school 3) for those who were bullied at baseline was 

represented. Worth mentioning too, is that for one of the CSs (school 4), a reduction in learners’ 

reports in terms of joining in the bullying and increases in the percentage of learners who said 
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that they would try to help a bullied learner, were reported in the absence of the OBPP. 

Therefore in the context of this study, it would appear that where the OBPP advocates that 

learners should be encouraged to interact with pro-social peers with the likelihood of generating 

feelings of improved peer support, reactions and attitudes toward bullying – the implementation 

may have failed in its attempts.  

When focusing on the ecological theory, a reasonably high frequency of bystanders forcefully 

supporting the bully can easily be understood once cognisance is taken of the fact that the 

playground and classroom as bullying arenas are perfectly suitable for modelling (Bandura, 

1977). In terms of the theory, the bully becomes a powerful character since they have been 

conditioned that teachers and peers seldom intervene while certain of the peers in fact share in 

the bully’s prestige and authority by becoming partners in crime. A consideration may be that 

the angle of the questions of the OBV/Q may possibly have extracted the learner’s response to 

his/her own sense of right and wrong, what the bullying prevention policy advocated or what 

the learner thought the most appropriate means of intervention would be.  

It would appear that for the context of this study, the implementation of the OBPP succeeded 

in its aim at only one of the ISs (school 1) where N=398. Considering the peer level of the 

ecological systems lens against the backdrop of the classroom-level component of the OBPP 

which advocates that teachers should instil and maintain positive classroom management that 

will at all times promote the messages that bullying is not acceptable; possible explanations for 

‘no change’ in the bullying situation at the ISs may be highlighted when teachers were perhaps 

not acquainted enough with types of victims at the outset where emphasis was placed on types 

of bullies. According to Olweus (1994, p1179) there appear to be altered dynamics when 

dealing with a bullying relationship, Olweus interestingly points at the dimension that involves 

the provocative victim since these victims tend to “……demonstrate a “combination” of both 
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anxious and aggressive reaction patterns…behave(ing) in ways that may cause irritation and 

tension around them”. 

For example, Olweus found that this type of victim may be annoying to all other learners, (not 

just bullies). This results in the provocative victim being less likely to form friendships with 

another child, but that the children in the so-called friend circle may tend to tolerate this 

particular child. In turn, the absence of friendships or social support bonds, for the provocative 

victim may be at greater risk for severe psychological and social complications as opposed to 

other victims who are more likely to have the shielding factor of at least one friendship. The 

current study therefore raises the question whether the larger proportion of the sample 

population are not perhaps provocative victims who pendulum between experiences of being 

the victim/bully according to learnt actions that they have witnessed from their role models - 

witnessed at various levels of their environments. These may include teachers, parents, siblings 

and friends around their schools, homes and broader community, fictional movies on television, 

media coverage about actors and singers and so forth ?  

While the study of O’ Conell, Pepler and Craig (1999) shows evidence that a relatively small 

proportion of learners intervene when witnessing a bullying incident they put forth a possible 

reason saying that learners who simply reported that they watch the bullying, will often contend 

that they “aren’t doing anything”. In these researchers’ observations, it was revealed that 54% 

of peers actually encouraged bullying desensitizing themselves to the episode and thus not 

reaching out and supporting the victim. Furthermore, they argue that this is a positive message 

for the bully, in that their aggressive behaviour is perceived to appeal to  attentive peer 

onlookers who include a voiceless majority. In this regard, Hazler (1996) explains that the 

innocent bystanders of school bullying incidents are those who are aware that what is 

happening is wrong but do not know what the extent of their roles should be, what the degree 
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of their emotional reactions should be, and also what their responsibilities in terms of 

appropriate actions should be (Olweus, 1997, 2005; Olweus, Limber, & Mihalic, 1999; 

Olweus, et al., 2007; Olweus, Limber, et.al., 2013).  

6.5. The School level component 

This level encompasses variables that include locations of bullying on the school premises, 

class teacher efforts with regard to supporting and protecting victims of bullying, disclosure 

which refers to the extent to which participants confide in somebody when they are bullied and 

also participants’ reporting of satisfactory i.e. supportive and protective schooling 

environments.  

Location of bullying on the school premises  

Baldry and Farrington (1999) found that most of the bullying took place in the classroom, with 

lesser amounts in the corridors or playground. On their part, O’Connell, Pepler and Craig 

(1999) reported that peers play central roles in the processes that unfold during intervals, and 

in the classroom where the majority of bullying episodes take place. The analyses for the 

current study allowed the researcher to consider the various directions of influence present 

during bullying episodes.  

For this study, there is no evidence that the OBPP had a positive impact on intervention in 

terms of bullying locations on the school premises at the ISs. While increased adult supervision 

in many of the common bullying areas of the school were dealt with according to the school-

level component of the OBPP it may be concluded that, since the findings revealed a general 

reduction in learners’ exposure to various types of bullying, a non- significant change came to 

the fore.  
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Class Teacher Efforts to support and protect victims 

Research reflects that positive intervention efforts of class teachers were reported by learners 

in terms of how much the teacher has done to counteract bullying (Olweus, 1991; Pepler, Craig, 

et.al., 1994; Olweus & Limber, 2010b, Limber, Olweus, et.al., 2012). Similarly, in the 

Californian study, Pagliocca and colleagues (2007) as well as the Pennsylvania study 

(Schroeder, Messing, et.al., 2011) point out significant findings about learners’ perceptions that 

their teachers do try to counteract bullying.    

However, for the Washington study, Bauer and colleagues (2007) revealed that learners’ 

perceptions of the efforts of teachers or other adults at school to intervene were not proven as 

statistically significant. The authors explain that the efficacy of the implementation of the 

programme may be due to factors associated with “culture, race, and the influence of the family 

/home environment” (p.273). In addition, the UK study revealed that there was no difference 

in the perception of learners that teachers actually try to stop bullying, no overall difference in 

anti-bullying efforts made by the schools, although one school appeared to show some degree 

of a relationship between effort and the effectiveness of the OBPP (Whitney, River, et.al (1994) 

and Eslea (1998).  

Disclosure of the bullying  

Findings in terms of telling someone about a bullying incident are mixed. While Rigby and 

Bagshaw (2003) believe that learners are in favour of telling someone, especially educators, 

other researchers have indicated that a large proportion of learners who are bullied do not 

confide in teachers (Carney & Merrell, 2001; Bauer, Lozano, et.al., 2007; Bowllan, 2011). In 

this regard, O’Moore and Minton (2005) found that it is highly possible that core programmes 

advocating peer support (Cowie, 2000; Cowie & Wallace, 2000), made disclosure a lot easier.  
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Previous research have found that older learners, especially boys ,are unlikely to tell about the 

bullying incidents (Boulton & Underwood, 1992; Whitney & Smith, 1993; Rivers & Smith, 

1994; O’Moore et al., 1997; Melton et al.,1998). Therefore, in the South African context, De 

Wet (1997) argues that it is essential that teachers and other adults at school realize that many 

learners who are victimized do not deem teachers’ means of dealing with bully/victim problems 

to be adequate or satisfactory. In this regard, Rigby and Bagshaw (2003), as well as Glover et 

al. (2000), emphasize that teacher intervention guard against making matters worse for the 

victim. This may require that teachers change their strategies. One promising strategy, as 

proposed by Rigby and Bagshaw (2003) is that an anti-bullying team of learners, who are 

prepared to cooperate with teachers in counteracting bullying, is established to lend support 

and credibility to the efforts of teachers and other adults at the school. In this manner the 

communication blocks that exist between teachers and learners may be broken down which is 

really a prerequisite for any intervention programme to be effective. Furthermore, research also 

suggests that learners are more likely to report direct bullying to teachers and parents/guardians 

as compared to indirect bullying (Rivers & Smith, 1994; Camodeca et al., 2002). 

The Sheffield study revealed that a larger percentage of learners were reporting to adults 

whether it be at school or at home (Whitney, Rivers, et.al., 1994). This is consistent with a 

study by Eslea et.al., (1998) who found that there was little/no change in disclosure at home/at 

school. or a study by Pepler, Craig, et.al., (1994) who reported that there was no difference in 

disclosure of bullying in the period between the before baseline and follow-up times of 

assessments.  

Although teachers believe differently, it is apparent that reluctance to tell an adult at school 

may be since nothing was done about a previous experience. If this, however, is the case, it 

amplifies the importance of learners observing incidents of bullying that are being dealt with 

 

 

 

 



198 

 

effectively. Similar to this is the Sheffield project (see Eslea & Smith, 1998; Smith et al., 1999; 

Smith & Sharpe, 1994; O’Moore & Minton, 2005). In this regard, Eslea and Smith (1998) argue 

that the implementation of a bullying prevention programme firstly raises teacher vigilance; 

therefore learners have less of a need to tell about bullying incidents and secondly, it increases 

learners’ assertiveness when bullying occurs. Thus they believe that the decrease in disclosure 

rate “is not the indictment it at first seems” (Elsea & Smith, 1998, p217). For this reason the 

OBPP has a clear-cut bullying prevention policy that supplies teachers and learners with agreed 

upon means of detecting, reporting as well as handling bullying incidents. In this way learners 

are made to feel more confident in terms of disclosing bullying behaviour to teachers and other 

adults at the school. Elsea and Smith (1998) say that, if this is not the case, learners will always 

be reluctant to tell about a bullying situation.  

According to Bluestein (2001) and Bokhorst et.al. (2010) teachers should acknowledge that 

they are not powerless when faced with a bullying situation. Instead, they should be perceived 

as the leaders and ambassadors of their classrooms and the school overall, since their goal 

should not merely be to enforce instructions, but also to effectively deal with conflicts between 

learners thus promoting healthy relationships. In this regard, they argue , that teachers should 

realize that they find themselves in a pivotal position to have a positive impact on the social 

development of their learners (Bluestein, 2001 & Bokhorst et.al. 2010).  

Evidence by Glover et. al., (2000) shows that victims of bullying prefer to tell their best friends 

first, with the second being the parents/guardians. It is for this reason that learners should 

perform an active role in counteracting bullying. Glover et. al. (2000), further argue that the 

majority of learners might be anti-bullying and in fact want to come to the aide of the victims, 

but the reality of the playground and classroom culture is not conducive for them to play the 

helpful role, therefore they opt to be silent bystanders. A common scenario of this is when 
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bystanders reported that they told their friends at school, but that they weren’t prepared to take 

any action because they felt fearful that the bully/ies might target them. Similarly it was 

reported that the bystanders said nothing, just laughed. In these cases the apathy only serves to 

be perceived as bullying being OK. The OBPP advocates the importance of empowering 

learners to support victims as well as bullies with assertion but still in a manner that is non-

aggressive. It is indeed disturbing to note that only a minority of the participants who were 

bullied reported that they told a teacher (s) about the bullying incident. 

Findings for the current study reveal that while it was expected that a positive change in 

disclosure of bullying N=398, would be reported for both ISs, a statistically significant 

difference was revealed for results at only one of the ISs (school 1) pre-and post-intervention. 

In this regard, the average mean rank for females telling someone about experiencing bullying 

was higher compared to males.  

School Satisfaction: Participants’ reports of supportive and protective schooling environment 

Olweus’ study (1991, 2005 ) as well as Olweus and Limber, et.al., (2010b) and Limber, 

Olweus, et al., (2012, 2013) reflect that significant improvements in the social climate of the 

classroom is reflected in participants’ reports of school satisfaction in terms of school life, 

improved order and discipline as well as improved positive social relationships.  

To summarize the school level component in the context of this study, the presentation of the 

results show that, with the exception of the most common locations of the school premises 

where the bullying occurred; the intervention results confirm the findings of previous research 

( Bowllan, 2011; Limber, Olweus, et.al. 2012) that the implementation of the OBPP had a 

favourable impact upon Disclosure of bullying, Class Teacher effort in terms of combatting 

 

 

 

 



200 

 

bullying, and establishing a protective and supportive schooling environment - but at only one 

of the ISs (school 1) where N=398.  

An explanation in terms of the non-significant responses in this regard at school, may be that 

the principal, class teachers and other adults at the school generally put in more effort and 

showed more commitment and understanding of the programme. In this regard the staff may 

have focused more on developing knowledge about, portraying positive attitudes and 

establishing new skills for intervention utilizing the OBPP. A possibility is also that the 

principal, class teachers and other adults at the school genuinely put in extra effort to show 

more warmth, positive interest and involvement toward learners in that they placed limits to 

unacceptable behaviour through recognizing their functions as authorities and positive role 

models which are sorely needed by the learners of the school.   

Then too, it could be argued that the principals and teachers at school 3 had in fact put in all 

the extra effort to make the implementation of the programme a success but they may have had 

fewer bullying problems to deal with during the intervention and therefore results at follow up 

revealed no significance in terms of class teacher effort. 

However, when focussing on the post intervention effect with N=200, no significant findings 

for the ISs were revealed for further findings that include that of class teacher efforts in terms 

of support and protection, while the catchment of bullied learners N=200 reported results that 

confirm that more females were prone to confide in others when they are bullied than their 

male counterparts. In addition, bullied learners of school 1 also attested to the fact that they felt 

satisfied with their schooling environment in terms of being protected against bullying.   
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6.6. CONCLUSION 

While the reductions in bullying activities and improvement in anti-bullying attitudes may not 

have been as pronounced for school 3 as one may desire; the higher average gains of the ISs 

when compared to the CSs were easily ascertained. In this regard, the percentage of increase 

in mean rank scores for the two ISs were mostly higher, on average, than the general progress 

levels increase for the CSs with the exception of the contrary situation reflected for peer 

support. The outcome in terms of peer support assumes that perhaps adults should merely guide 

young learners in dealing with learners’ own inherent feelings and attitudes of tolerance and 

acceptance of others. 

Considering that it is not possible to attribute differences solely to the introduction of the 

OBPP, it does, however, suggest some level of correlation between the introduction of the 

programme and an improved anti-bullying culture at the ISs. The limited time period 

(18months) covered by the study may have possibly limited the results seen in the percentage 

of increase. Given that the ISs had just begun addressing the issue of bullying, one may expect 

that over time further reductions in bullying activities may become evident and greater 

experiences in terms of learners, parents/guardians and teachers addressing the bullying 

problems at the ISs may have followed had the researcher gone back to the school sites for a 

second and third follow-up before the time of production of the dissertation. This confirms the 

findings of the Norway project and many others done according to the OBPP framework 

(Olweus & Alsaker, 1991; Olweus, 2005; Melton et.al., 1998; Whitney, et.al., 1994; Eslea, 

1998; O’Moore & Minton, 2005; Limber, Olweus, et.al., 2012, 2013) which reflects that the 

fidelity of the programme implementation may lead to augmented programme outcomes and 

secondly, that the programme effects may possibly have been larger if the programmes had 

been in place for a longer period of time (Melton, Limber, et.al.,1998).   
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This study provides a critical contribution to the literature related to intervention regarding 

those learners who are bullied and those who bully others. An in-depth description of a 

promising intervention model (OBPP) is presented. The quantitative research design of data 

collection for analysis was utilized and the data gleaned from the study could contribute to the 

database on acceptability, integrity and efficacy of the OBPP by providing a rich description 

of the cultural and contextual variables that may influence the outcomes of the intervention at 

the ISs. In addition, implications for policy and practice related to the treatment for those being 

bullied and those bullying others are discussed for future research. Furthermore the study was 

also distinctive because it used the IR design to implement and evaluate the intervention. Based 

on the Ecological – development framework, the OBPP addresses individual and cultural 

factors related to emotional wellbeing and promotes cultural competence using culturally 

valued resources and coping skills for victims and bullies. 

 

An important finding for this study was related to the efficacy of this intervention as a whole 

school intervention approach. Based on prior literature and utilizing the baseline data, the 

intervention was designed to reduce bullying behaviours and symptoms associated with The IS 

schools, gender and bullying. Predicted reductions in schools and bullying were partially 

confirmed with quantitative findings. For most of the behaviours relating to bullying and safety 

at schools, the above-documented information provides a framework within which gaps could 

be identified and recommendations could be made in terms of the schools’ ability to provide 

support to enhance the well-being of their learners. 

 

Overall, the results highlight that while learners at all of the schools are always at risk of being 

bullied at school, at home as well as in the community, the results for this study present 
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evidence that learners should receive much more support from adults and teachers at school so 

that all learners will feel protected and cared for by the adults they come into contact with. In 

turn, this support has the potential to instil inner strengths that will allow learners at schools to 

have increased favourable outcomes even though they are exposed to multiple adversities in 

their day-to-day lives. It therefore stands to reason that all schools should be understood as 

dynamic institutions in the process of becoming bullying preventative sites. To this end, the 

researcher, in collaboration with the University of the Western Cape and the Western Cape 

Education Department remained committed to the original aim of the study; that is to 

considerably alleviate bullying in schools through raising awareness that bullying is 

unacceptable behaviour amongst adults and learners.  

6.7. Limitations 

The results presented in this study seem to be influenced by the following considerations that 

the researcher believes limit the outcomes of the study: 

The degree of commitment to the OBPP varied from one teacher to the next.  

Although most of the teachers rigidly followed the implementation of the plan that was 

developed by their school’s Olweus co-ordinating committee, there were several teachers who 

were passive in their attempts. 

It is difficult to attribute any of the positive significant differences in bullying behaviour solely 

to the introduction of the OBPP especially since the CSs also showed significant positive 

changes in various areas of the implementation. This may even have been as a result of 

teachers’ awareness about the scope of bullying in addition to media reports about violence in 

schools as a result of repeated bullying.  
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Traction between the stakeholders appeared to be lost after the programme was successfully 

launched at both of the ISs. Perhaps the same attitude of concern and awareness that led to the 

collaboration between the stakeholders at the start, may also have had more of a positive effect 

on the outcome of the OBPP.  

Other variables beyond the researcher’s control, such as parental involvement and teacher 

commitment, may have had either a positive or a negative influence on the part of 

victims/bullies.  

Another significant limitation would be the difference in socio-economic level of the ISs 

compared to the CSs. Even though the schools were matched as closely as possible (as is the 

case in a quasi-experimental experiment) the four schools had noteworthy differences. For 

example, the varying socio-economic levels of the participants; the sample size of one of the 

CSs was considerably smaller than those of either of the ISs; the racial composition of the two 

ISs compared to the two CSs was not as narrowly matched as the researcher would have 

wished. This was completely outside the control of the researcher to match socio-economic 

levels of the participants since the participants had an equal chance of being assigned to the ISs 

as to the CS. 

The possibility that the learners who were absent on the day of the survey administration, could 

be the learners who are more likely to be those who are bullied by peers. 

While challenges in respect of the American Olweus Bully/Victim questionnaire were minimal, 

translations into the three official languages necessary for the survey, were slightly 

cumbersome. Having said this, it should be noted that the administrative processes were done 

in the home language of each of the participants. 

    

 

 

 

 



205 

 

Other factors that may have contributed to the ineffectiveness of the implemented programme 

may include the resistance from teachers and parents about the seriousness of the bully/victim 

problem as well as inadequate time allocated towards the bullying initiative within the school.  

 

Another limitation may be the issue of accommodating dyslexic learners and/or those with poor 

reading /writing skills was a challenge due to human resource factors and time limitations. No 

provision was therefore made for learners to respond orally. 

 

Self-reporting may not at all times be truthful answers that would reflect actual behaviour in 

terms of disclosing sensitive information about themselves. This may be because they may be 

ignorant of victimization incidences (for example, the victim) or perhaps just wanting to 

portrait a good image about themselves (for example, the bully).  

 

The following general recommendations are provided in the belief that they will contribute 

towards improving the school climate in respect of changing the norms around bullying 

behaviour, restructuring the schooling environment and ensuring the elimination of bullying 

behaviour.  

  

6.8. RECOMMENDATIONS 

In view of the study findings, the following recommendations are proposed: 

Although reports show evidence of parental involvement, schools should address existing 

bullying behaviour and prevent further bullying by building and enhancing existing 

relationships between itself and the community which it serves thereby encouraging 

community involvement in school activities. 
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The  principal’s support for the process is very important. 

The staff as a whole should commit to the vision and principles of becoming a bullying 

prevention school in that the school should set the standard of advocating an anti-bullying 

culture, in order to ensure that the community gets uplifted in this regard. 

A detailed bullying prevention policy should be developed and should form part of the learners’ 

Code of Conduct. Specific sanctions should be put in place for anyone who transgresses. In 

addition to that, systems should be put in place to support and protect the victims. All stake-

holders should take ownership of this policy – the community at large, but more specifically, 

the school community. 

 

It should be essential for teacher training colleges and universities to offer the guidelines of the 

OBPP as a part of the students’ curriculum requirements.  

Priorities for prevention with regard to victims of bullying and those who bully others should 

be included in life skills education, with a specific focus on violence and safety issues.  

It should be a priority for all taxi-drivers (especially in the case of school 3) to be skilled at 

dealing with bullying incidences that may happen during transportation. In addition substitute 

parent-teachers who come in to ‘class-sit’ should be trained according to the schools’ bullying 

prevention policies. 

Given the time lapse between the project implementation and the production of the thesis, 

future efforts should be designed to include further input over time (for e.g. a 2nd and a 3rd 

follow up assessment) and to use these data for recursive revision of intervention plans. 
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Future research should include a greater emphasis on the input of teachers and parents, 

particularly since teachers and parents can have different views, while also having great 

potential to influence children in a positive way.  

School-based school counsellors and school psychologists who are uniquely qualified should 

be encouraged to collaborate with bullying interventionists to enhance culture-specific 

interventions for bullies in schools. This will assist with on-going data collection. 

Since only the wealthy schools have school-based counsellors and psychologists, district-based 

psychologists and social workers should be invited to deal with specific bullying problems. 

Based on information gained from the OBPP inspired intervention – the emerging model 

should also be extended to older students at high schools, training colleges and universities.  

While it may not be possible to prevent the learners from being exposed to bullying behaviour 

in the various communities that they come from, it may be possible to provide them with the 

support and coping skills to make the right choices when confronted with bullying situations 

wherever they may find themselves.  

The implementation of the OBPP provides us with effective ways to address the needs of 

learners and educators in dealing with bullying behaviour at the school. It is therefore 

recommended that the emerging bullying prevention model be conducted at every school in 

the Western Cape.  

 

Incidents of bullying, whether the child was the perpetrator or the victim, should be noted in 

the Pupil Identification file for future reference and especially when deviant behavioural 

patterns are observed. 
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The School Development Team (SDT) should include an anti-bullying strategy in the school’s 

action plan. This should be revised at regular intervals and adapted to accommodate and/or 

address gaps in policy. 

  

 

 

 

 



209 

 

REFERENCES 

Abrams, K., Theberge, S.K., & Karen, O.C. (2005). Children and adolescents who are 

depressed: An ecological approach. Professional School Counselling. Vol. 8: p284-294. 

Alderson, P. & Morrow, V. (2004). Ethics, social research and consulting with children and 

young people. Barnardo’s Publications: Essex. 

Addison, J.T. (1992). Urie Bronfenbrenner. Human Ecology,Vol. 20(2): p16-20. 

African Charter on the Rights and Welfare of the Child (2012) (ACRWC). Available 

Online: http://caselaw.ihrda.org/doc/acrwc/view/ [Accessed: 22 January 2012]. 

Allen, Kathleen P. (2010). Classroom Management, Bullying and Teacher Practices, The 

Professional Educator, Vol. 34, (1): p1-15. 

Anderson, C.S. (1982). The search for school climate: A review of research. Review of 

Educational Research, Vol. 52(3): p368-420. 

Amoateng, A.Y., Barber, B.K. & Erickson, L.D. (2006). Family predictors of adolescent 

substance use: the case of high school students in the Cape Metropolitan Area, Cape 

Town, South Africa. Journal of child and adolescent Mental Health. Vol. 18(1): p7-p15. 

Babbie, E., & Mouton, J. (2001). The practice of social research. Cape Town: Oxford 

University Press.  

Baldry A.C. (2004). The impact of direct and indirect bullying on the mental and physical 

health of Italian youngsters. Aggressive Behaviour, Vol.30 (5): p343-355. 

 

 

 

 

http://caselaw.ihrda.org/doc/acrwc/view/


210 

 

Baldry, A.C. & Farrington, D.P. (1999). Types of bullying among Italian school children, 

Journal Adolescence, Vol. 22: p423-426. 

Bandura, A. (1977). Social learning theory. Englewood Cliffs: Prentice Hall. 

Bandura, A. (1986). Social Foundations of Thought and Action: A Social Cognitive Theory. 

Englewood Cliffs: Prentice Hall. 

Barbarin, O. A., & Richter, L. M. (2001) Economic status, community danger and 

psychological problems among South African children. Childhood: A Global Journal of 

Child Research Vol. 8: p115-133. 

Bauer, N., Lozano, P., & Rivara, F.P. (2007). The effectiveness of the Olweus Bullying 

Prevention Program in Public Middle Schools : A Controlled trial. Journal of Adolescent 

Health, Vol.40 : p266-274. 

Benard, B., & Marshall, K. (2001). Resilience Research for Prevention Programmes. 

University of Minnesota, Minneapolis and the Centre for the Application of Prevention 

Technologies. Accessible via: An Education – cce.umn.edu 

Benbenishty, R., & Astor, R.A., (2005). School Violence in Context: Culture, 

Neighbourhood, Family, School and Gender. Oxford University Press.  

Berk, L.E. (2000). Child Development (5th ed.). Boston, MA; Allyn and Bacon. p23-38. 

  

 

 

 

 



211 

 

Berkowitz, S.J. (2014). Student and teacher responses to violence in school: The divergent 

views of bullies, victims an bully-victims. Journal of School Psychology International. 

Vol 35 (5): p485-503. 

Black, S.(2003). An ongoing evaluation of the bullying prevention program in Philadelphia 

schools: Student survey and student observation data. Paper presented at Centers for 

Disease Control’s Safety in Numbers Conference, Atlanta, G.A.  

Blaser, T. (2008). South African schools most dangerous in the world – only 23% safe. [on-

line]: SAIRR, available url: http://www.sair.org.za/press-office/archive-2013-onlu23of 

pupilssafe.Accessed: 13April, 2009. 

Bluestein, J. (2001). Creating emotionally safe schools : a guide for educators and parents. 

Deerfield Beach: Health Communications, Inc. 

Boemmel, J. & Briscoe, J., (2001). Web quest project theory fact sheet of Unie 

Bronferbrenner. Accessible via: http://pt3.nl.edu/boemmelbriscoewebquest.pdf 

Bogg, T.& Finn, P.R (2009) An Ecologically Based Model of Alcohol-Consumption 

Decision Making: Evidence for the Discriminative and Predictive Role of Contextual 

Reward and Punishment Information. Journal of Studies on Alcohol and Drugs, Vol.70 

(3): p446-457.  

Bokhorst, C.L., Sumter, S.R., & Westenberg, P.M. (2010). Social support from parents, 

friends, classmates and teachers in children and adolescents aged 9 to 18 years: Who is 

perceived as most supportive? Social Development, Vol. 19: p417-426. 

 

 

 

 

http://www.sair.org.za/press-office/archive-2013-onlu23of%20pupilssafe.Accessed
http://www.sair.org.za/press-office/archive-2013-onlu23of%20pupilssafe.Accessed
http://pt3.nl.edu/boemmelbriscoewebquest.pdf


212 

 

Booth, B., Van Hasselt, V. B., Vecchi, G. M. (2011). Addressing School Violence: The FBI 

Law Enforcement Bulletin, Vol 80 : p1-9. 

Borg, W.R. & Gall, M.D. (1983) Educational Research: An Introduction. New York: 

Longman. 

Boulton, M.J. & Smith, P.K. (1994), Bully/Victim problems in middle school children: 

Stability, self-perceived competence, peer acceptance, British Journal of Development 

Psychology, Vol. 12: p315-329. 

Boulton , M.J. & Underwood, K. (1992) Bully/Victim problems in middle school children. 

British Journal of Educational Psychology, Vol. 62: p73-87. 

Bowlan, N.M. (2011). Implementation and evaluation of a comprehensive, school-wide 

bullying prevention program is an urban/suburban middle school. Journal of School 

Health, Vol. 81(4): p167-173. 

Bray, R., Gooskens, I., Khan, L., Moses, S. & Seekings, J. (2010). Growing up in the new 

South Africa: Childhood and adolescence in post-apartheid. Cape Town: HSRC Press. 

Bronfenbrenner, D. & Evans, G.W, (2000). Development Science in the 21st century: 

Emerging theoretical models, research designs, and empirical findings. Social 

Development. Vol. 9 (1): p115-125. 

Bronfenbrenner, U., & Morris, P.A (1998). The ecology developmental processes. In W. 

Damon (series ed.), & R.M. Lerner (Volume ed.), Handbook of child psychology: Vol.1: 

p993-1028. Theoretical models of human development (5th Ed). New York: Wiley. 

 

 

 

 



213 

 

 

Bronfenbrenner, U.(1974), Developmental research, public policy and the ecology of 

childhood. Child Development, Vol. 45: p1-5. 

Bronfenbrenner, U.(1977). Toward an experimental ecology of education. American 

Psychologist, Vol.32: p515-531. 

Bronfenbrenner, U.(1994) Ecological models of human developments. In To Husen & T.N. 

Postlethwaite [Eds.], International encyclopaedia of education (2nd ed.), Vol.3: p 1643-

1647. Oxford, UK: Pergamen Press. 

Bronfenbrenner, U.(2005). Making human beings human: Bio-ecological perspectives on 

human development. USA: Sage Publications. 

Bronfenbrenner, U.(1979). The Ecology of Human Development.  Experiments by nature 

and design. Harvard: University Press Cambridge MA. 

Bronfenbrenner, U., & Morris, P.A. (2006). The bioecological model of human 

development. In W Damon & R.M. Lerner (Eds.), Handbook of child psychology, Vol.1: 

Theoretical models of human development (6th ed.p793-828). New York: John Wiley. 

Bronfenbrenner, U. (1986). The ecology of the family as a context for human development: 

Research perspectives. Developmental Psychology, Vol. 22(6): p723-742. 

Bronfenbrenner, U. (1989). Ecological systems theory. In R Vasta (Ed.), Annals of child 

development, Vol.6: p187-249. Grenwich, CT: IAI Press 

 

 

 

 



214 

 

Bronfenbrenner, U (1995). Developmental ecology through space and time: A future 

perspective. In P. Moen, G.H. Elder, Jr., & K Lüscher (Eds.), Examining lives in context: 

Perspectives on the ecology of human development (p619-647). Washington, DC: 

American Psychological Association. 

Bronfenbrenner, U. (1999). Environments in developmental perspectives: Theoretical and 

operational models. In S.L Friedman & R.D. Wachs (Eds.), Measuring environment 

across the life span: Emerging methods and concepts (p3-p28). Washington, DC: 

American Psychological Association. 

Bronfenbrenner, U. (1988). Interacting systems in human development. Research 

paradigms: Present and future. In N. Bolger, A. Caspi, G. Downey, & M. Moorehouse 

(Eds.), Persons in context: Developmental processes (p.25-49) Cambridge, UK: 

Cambridge University Press.  

Bronstein, L.R. (2003). A model for interdisciplinary collaboration. Social Work, Vol.48(3): 

p297-306.  

Brown, M.B., & Bolen, L.R. (2003). Introduction to the special issue: School-based health 

centres. Psychology in the Schools, Vol. 40(3): p245-251. 

Bumbarger, B. (1999). Special report on school violence: Disciplinary Exclusion prevention 

and alternatives. University of Pittsburgh and Pennsylvania State University.  

Burns, N., & Grove, S.K. (2009). The practice of nursing research: appraisal, synthesis and 

generation of evidence. St. Louis, MO: Saunders Elsevier. 

 

 

 

 



215 

 

Burton, P. (2008). Dealing with School violence in South Africa. Centre of Justice & Crime 

Prevention (CJCP). Issue Paper, 4: p1-16. 

Burton, P. (2006). Easy prey: Results of the national youth victimization study. South Africa 

Crime Quarterly, Issue 16: p1-6.  

Cairns, R.B., & Cairns, B.D, (1994). Life lines and Risks : Path-ways of youth in our time. 

Cambridge, UK : Cambridge University Press 

Camodeca, M., Goossens, F.A., Meerum Terwagte,M, & Schuengel, C. (2002). Bullying 

and Victimization among school-age children : stability and Links to Proactive and 

Reactive Aggression. Journal of Social Development, Vol. 11(3) p332-345. 

Canter, L., & Canter, M. (1997). Assertive Discipline : Positiive Discipline for Today’s 

Classroms. Santa Mnica : Lee Canter Associates. 

Cape Argus. (6 June, 2007). “Pandor tackles school violence.”  

Cape Argus. (24 April, 2015). “Gangs a risk to Phillipi pupils.” 

Cape Argus. (13 May, 2015). “Heideveld Matric pupil attacked after school.” 

Cape Times. (25 August, 2009). “Principal shot dead at Mitchell’s Plain school”.  

Cape Times. (April, 2009). “Failure of schools to act on complaints of sexual abuse”. 

Cape Times. (August, 2014). “High school learner in Mitchell’s Plain commits suicide” 

 

 

 

 



216 

 

Carney, A. G., & Merrell, K. W. (2001). Bullying In Schools: Perspectives on understanding 

and preventing an international problem. School Psychology International, Vol. 22: 

p364-382. 

Clarkeson, P. (1987). ‘The Bystander Role’. Transactional Analysis Journal, Vol. 17(3): 

p82-87.  

Collin, K.M.T., Omwuegbuzie, A.J., & Jiao, Q.G. (2007). A mixed methods Investigation of 

Mixed Methods Sampling Designs in Social and Health Science Research. Journal of 

Mixed Methods Research. Vol. 1 (3): p267-294. 

Comer, J.P., Joyner, E.T., & Ben-Avie, M. (Eds.) (2004) The field guide to Corner Schools 

in action. Thousand Oaks, CA: Corwin. 

Connell, J. (1994). Philosophy of Education. Revisiting Dewey’s Concept of Discipline. 

[On-line]: University of Illinois at Champaign-Urbana : Available url: 

http://www.maters/internet/documents/covaleskie.html. Accessed 18 January, 2009. 

Corcoran, J., & Nichols-Casebolt,A. (2004). Risk and Resilience Ecological Framework for 

Assessment and Goal Formulation. Child and Adolescent Social Work Journal. Vol. 

21(3): p211-235. 

Cowie, H., & Wallace, P. (2000). Peer support in action. London: Sage. 

Cowie, H., (2000). Bystanding or standing by: gender issues in coping with bullying in 

English Schools, Aggressive Behaviour, Vol. 26: p85-97. 

Crawage, M. (2005). How resilient adolescent learners in a township school cope with 

violence: A case study. PhD: [On-line]: Thesis: University of Johannesburg. Available 

 

 

 

 

http://www.maters/internet/documents/covaleskie.html


217 

 

url:http://.ujdig.space.uj.co.za:8080/dspace/bitstream/10210/864/1/margaret.pdf. 

Accessed:14 June, 2008. 

Davis, L. & Snyman, R.(2005). (Eds.), Victimology in South Africa. Pretoria: Van Schaik 

Publishers. 

Dawes, A., Long, W., Alexander, L., & Ward, C.L. (2006). A Situation Analysis of children 

affected by Maltreatment and Violence in the Western Cape. A report for the Research 

Directorate, Department of Social Services and Poverty Alleviation: Provincial 

Government of the Western Cape. Human Sciences Research Council, Cape Town. 

Available at www.hsrc.ac.za [accessed 20 August 2007] 

De Jager, M.S.(2004). Surviving in high-risk areas: an exploratory study of youth resilience 

in South Africa. The 2nd International Conference, Contemporary Research Perspectives 

of Child and Family Welfare Practice: 6 August - 8 August. 

De Wet, C. (2003). Eastern Cape educators’ perceptions of the causes and the scope of 

school violence. Acta Criminologica, Vol.16 (3): p89-98. 

De Wet, C. (2005). The voice of victims and witnesses of school bullying. Koers Vol.70 (4): 

p705-725. 

De Wet, C. (2007). School Violence: Educators as Perpetrators and Victims. Acta 

Criminologica, Vol.20 (2):p10-42. 

Denham, S.A. & Holt, R.W. (1993). Pre-schoolers’ likeability as cause or consequence of 

their social behaviour. Developmental Psychology, Vol.29: p271-275.  

 

 

 

 

http://.ujdig.space.uj.co.za:8080/dspace/bitstream/10210/864/1/margaret.pdf
http://www.hsrc.ac.za/


218 

 

Department of National Education, (2002a). Revised National Curriculum Statement grades 

R – 9 (Schools) Policy: Life orientation. Pretoria. 

Department of National Education (2002b). Revised National Curriculum Statement Grades 

R-9 (Schools) Policy: Life Orientation. Pretoria.  

Department of National Education, (2007) Act No 31 of 2007. Educational Laws 

Amendment Act, 2007. Cape Town: Government Gazette, 31 December 2007. Retrieved 

23/10/2008 from http://www.info.gov.za/gazette/acts/2007/a31-07.pdf 

 Desbiens, N., Royer, E., Fortin, L., & Bertrand, R. (1998). Social competence, social status 

and social affiliations of students with behaviour problems: Implications for school 

intervention. Science et Comportement, Vol. 26; p107-127. 

Deutschke, M. & Abrahams, K. (2008). Reviving child survival in South Africa 

International Journal of Child Rights and Research, Vol. 1(1): p3-8. 

Dewar, G. (2008). When bullies get bullied by others: Understanding bully-victims. 

Parenting Science.  

Du Plessis, P.J., & Conley, L. (2007). Bullying in schools : can we turn the tide? In I.J. 

Oosthuizen, J.P., Rossouw, C.J., Russo, J.L., Van Der Walt, & C.C, Wolhunter, [Eds.] 

(2007). Perspectives on learner conduct: Proceedings of the International Conference 

on Learner Discipline, 2-4 April, Potchefstroom, South Africa, p42-59. 

Du Plessis, A.H. (2008). Exploring Secondary School Educator Experiences of School 

Violence. Masters dissertation. University of Pretoria, Pretoria, [on-line] : South Africa :. 

 

 

 

 

http://www.info.gov.za/gazette/acts/2007/a31-07.pdf


219 

 

Available url : http://www.upetd.up.ac.za/thesis/available/etd-06012009-172237/ 

Accessed : 21 May, 2009  

Eliasov, N. & Frank, C, (2001). Crime and Violence in schools in transition: A survey of 

crime and violence in twenty schools in the Cape Metropole and beyond. Finkelhor & 

Hashima, op cit; Human Rights, 2001.  

Eliasov, N., & Frank, C. (2000). Crime and violence in schools in Transition: A survey of 

crime and violence in twenty schools in the Cape Metropole and beyond. University of 

Cape Town. Faculty of Law: Institute of Criminology. [On-line].  Available: 

http/www.uct.ac.za/depts./sjrp/publicat/criviol.html. Accessed: 14 May, 2006. 

Emery, R.E. (1982). Interparental conflict and the children of discord and divorce. 

Psychological Bulletin, Vol. 92: p310-330.  

Engelbrecht, L. (2009) Health 24, December: www.health24.com/Lifestyle/Teen/Your-

relationships/When-young-love-hurts-20120721. Accessed: August 2012. 

Eslea, M. & Rees, J. (2001). At what age children most likely to be bullied at school? 

Aggressive Behaviour, Vol. 27: p 419-429. 

Eslea, M. & Smith, P.K. (1998). The long-term effectiveness of anti-bullying work in 

primary schools. Educational Research, Vol.40: p203-218. 

Eslea, M., Menesini, E., Morita, Y., O’Moore, M., Mora-Menchiàn, J.A., Pereira, B. & 

Smith, P.K. (2003). Friendship and loneliness among bullies and victims: data from 

seven countries. Aggressive Behaviour, Vol. 30: p71-83. 

 

 

 

 

http://www.upetd.up.ac.za/thesis/available/etd-06012009-172237/
http://www.health24.com/Lifestyle/Teen/Your-relationships/When-young-love-hurts-20120721
http://www.health24.com/Lifestyle/Teen/Your-relationships/When-young-love-hurts-20120721


220 

 

Espelage, D.L., & Holt, M. (2001). Bullying and victimization during early adolescence: 

Peer influences and psychosocial correlates. Journal of Emotional Abuse, Vol. 2: p123-

142. 

Fagan, J.A., & Wilkenson, D.L. (1998). Peers and gun use among adolescent males: An 

examination of social embeddedness. Journal of Contemporary Criminal Justice. p20-

44: [on-line]; South Africa: Available 

url:http://www.ccj.sagepub.com/cgi/content.html. Accessed: 6 December, 2007.  

Farrington, D.P. (1993). Understanding and preventing bullying. In Tonry, M. (Ed.), Crime 

and Justice: A Review of Research. University of Chicago Press, Chicago, IL:p381-459. 

Finkelhor, D., & Dziuba-Leatherman, J. (1994). Victimization of children. American 

Psychologist, Vol.49: p173-183. 

Flisher, A.J. (2007). Indicators, measures and data sources for mentoring child and 

adolescent mental health and risk behaviour. In A.R.L., Dawes, R. Bray & A. van der 

Merwe (eds.), Monitoring Child Well-Being : A South African Rights Based Approach. 

p111-127. Cape Town, South Africa : HSRC Press. 

Gale, M.M., Furlong, M.J., D’Incau, B., & Morrison, R.L. (2004). The safe school, 

integrating the school reform agenda to prevent disruption and violence at school. In 

J.C., Conoley, & A.P., Goldstein, (Eds.). School violence intervention, a practical 

handbook, (2nd ed.). p256-296. New York : Guilford Press. 

 

 

 

 

http://www.ccj.sagepub.com/cgi/content.html


221 

 

Garrity, C., Jens, K., Porter, W., Sager, N., & Short-Camilli, C. (2000). Bully-Proofing Your 

School : A Comprehensive for Elementry Schools. (2nd Ed.), Longmont, CO : Sopris 

West. 

Garrity, C., Jens, K., Porter, W., Sager, N., & Short-Camilli, C. (2004). Bully-Proofing Your 

School : Administrator’s Guide to Staff Development in Elementary Schools. (2nd Ed.), 

Longmont, CO : Sopris West. 

Geffner, R.A., Loring, M, & Young, C. (2001). Bullying Behaviour. Current Issues, 

Research and Intervention: p181-184. Haworth press, Inc. 

Glesne, C. & Peshkin, A. (1992). Becoming qualitative researchers: An introduction (p6). 

White Plains, NY: Longman 

Glover, D., Gough, G., Johnson, M., & Cartwright, N. (2000). Bullying in 25 Secondary 

schools: Incidence, impact and intervention. Educational Research, Vol. 42: p141-156. 

Goodman, J.F. (2006). School Discipline in Moral Disarray. University of Pennsylvania, 

Philadelphia, Journal of Moral Education, Vol. 35, (3): p213-230. 

Government of South Africa (2006), The UN Study on Violence against Children 

questionnaire to Governments – Response from the Government of South Africa. 

Greeff, P. (2004). The nature and prevalence of bullying during the intermediate school 

phase. Unpublished MA dissertation. Bloemfontein: University of the Free State.  

Green, M.B. (2006). Bullying in Schools: A plea for measure of human rights. Journal of 

Social Issues Vol. 62: p63-67. 

 

 

 

 



222 

 

Griffin, R., & Gross, A. (2003). Childhood bullying: Current empirical findings and future 

directions for research. Aggressive and violent behaviour, Vol.9: p379-400. 

Griggs, R.A. (2002). Commissioned by the Criminal Justice Initiative, Open Society 

Foundation for South Africa; Preventing Crime and Violence in South African Schools: 

A review of learning and good practice from eight interventions. Newlands: Cape Town. 

Griggs, R.A. (2005). Lessons from Crime and Violence Prevention in Schools: Reviewing 

Learning and Good Practice from Eight South African Interventions. Open Society 

Foundation for South Africa. Macmillan Publishers: Cape Town. 

Hallord, A., Borntrager, C., & Davis, J.L. (2006). Evaluation of a Bullying Prevention 

Program. Journal of Research on Childhood Education, Vol. 21(1): p91. 

Hansen, T.B., Steenberg, L.M., Palic, S., & Elklit, A.(2012) . A review of psychological 

factors related to bullying victimization in schools. Aggression and Violent Behaviour, 

Vol.17, p.383-387. 

Hawkins, J.D., Herrenkohl, T., Farrington, D.P., Brewer, D., Catalano, R.F., & Harachi, 

T.W. (1998). A review of predicators of youth violence. In R. Loeber & D.P. Farrington 

(Eds.), Serious and violent juvenile offenders: Risk factors and successful interventions: 

p.106-146., Thousand Oaks, CA: Sage. 

Hazler, R.J., (1996). Breaking the cycle of violence: interventions for bullying and 

victimization. Washington, DC: Accelerated Development. 

 

 

 

 



223 

 

Henderson, D. (1994). Conceptual Schemes after Davidson. In G. Preyer, F. Siebelt., & A. 

Ulfig. (Eds.), Language, Mind, and Epistemology: Essays on Donald Davidson’s 

Philosophy (p.171-198). Dordrecht: Springer. 

Hinduja, S., & Patchin, J. (2012). School climate 2.0. Thousand Oaks, CA: Sage. 

Hong, J.S., & Espelage, D.L. (2012). A review of research on bullying & peer victimization 

in school: An ecological system analysis. Journal: Aggression and Violent Behaviour. 

Vol. 17: (4) July – August 2012. 

Honnard, R., & Wolkon, G.H. (1985). Evaluation for decision making and programme 

accountability. Case management in human service practice, p94-118. 

Horne, A.M., Stoddard, J.L., & Bell, C.D. (2007). Group approaches to reducing aggression 

and bullying in school. Group Dynamics: Theory, Research and Practice, Vol.11, p262-

271. 

Human Rights Watch Report (2008). A violent education: Corporal Punishment of children 

in US public schools. New York: Human Rights Watch. 

Integrated Regional Information Networks (IRIN), (2008). Africa/ SOUTH AFRICA: 

Xenophobia attacks spreading. http://www.irinnews.org/report/78386 

Issue Alert, 2009. The Indiana Youth institute - “physical violence and bullying are similar”. 

James, D.J., Lawlor, M., Courtney, P., Flynn, A., Henry, B. & Murphy, N. (2008) Bullying 

behaviour in schools: what role do teachers play? Child Abuse Review, Vol. 17: p160-

173. 

 

 

 

 

http://www.irinnews.org/report/78386


224 

 

Jansen, D.E.M.C., Veenstra, R., Ormel, J., Verhulst, F.C., Reijneveld, S.A. Early risk factors 

for being a bully, victim, or bully/victim in late elementary and early secondary 

education. The longitudinal TRAILS study. Bmc Public Health (2011) Vol. 11: p440. 

Jewkes, R., Dunkle, K., Nduna, M., Jama, N., & Puren, A. (2010). Associations between 

childhood adversity and depression, substance abuse and HIV and HSV2 incident 

infections in rural South African youth. Child Abuse and Neglect, Vol. 34 (11): p833-

841.  

Johnson, B. (2005). Mental health promotion in Western Cape schools: An exploration of 

factors relating to risk, resilience and health promotion. Unpublished Ph.D Thesis. 

University of the Western Cape. 

Kanetsuna, T., & Smith, PK. (2002). Pupil insights to bullying, and coping with bullying; A 

Bi-national study in Japan and England. Journal of School Violence. Vol. 1: p5-29.  

Katz, D., & Kahn, R.L. (1996). The Social Psychology of organizations, New York: Wiley  

Klein, J., (2012). The Bully Society: School Shootings and the Crisis of Bullying America’s  

Schools. New York University Press.  

Kochenderfer, B. J., & Ladd, G.W. (1996b). Peer Victimisation: Cause of consequences of 

school maladjustment? Child Development, Vol. 67: p1305-1317.  

Kochenderfer – Ladd, B., & Skinner, K. (2002). Children’s coping strategies: Moderators of 

the effects of peer victimization? Developmental psychology, Vol. 38(2): p267-278. 

 

 

 

 



225 

 

Krug, E., Dahlberg, L.L., Mercy, J.A., Zwi, A.B., & Lozano, R. (2002). World Report on 

Health and Violence. World Health organization, Geneva. 

Kyriades, L. Kaloyirou, C., & Lindsay, G. (2006). An analysis of the revised Olweus 

Bully/Victim Questionnaire using the Rasch measurement model. Journal of 

Educational Psychology, Vol.76: p781-801. 

Lee, C. (2011). An ecological systems approach to bullying behaviour among middle school 

students in the United States. Journal of Interpersonal Violence, Vol.26: p1664-1693. 

Lee, C. (1993). ‘The perceptions of bullying in schools at the age of transition’, Collected 

Original Resources in Education, Vol. 17(3), Birmingham: Carfax. 

Lee, C. (2001). ‘Bullying in a Primary School: a case study.’ PhD dissertation, University of 

Plymouth.  

Lee, C. (2004). Preventing bullying in schools: A guide for teachers and other professionals. 

London: Paul Chaplan Publishing. 

Lee, T. & Cornell, D. (2009). Concurrent Validity of the Olweus Bully/Victim 

Questionnaire. Journal of School Violence. Vol 9, (1): p56-73. 

Leedy, P.D., & Ormrod, J.E. (2005). Practical research: Planning and Design 8th Edition. 

New Jersey: Prentice Hall. 

Leinerise, E., Harper, B., & Howes, H. (1998). The transition from Kindergarten to 

ungraded primary: Longitudinal predictors of popularity and social reputation. Early 

Education and Development, Vol. 9: p187-201. 

 

 

 

 



226 

 

Leoschut, L., & Burton, P. (2006). Violent experiences in school. How Rich the rewards: 

Results of the 2005 National Youth Victimisation Study. Cape Town: Centre for Justice 

and Crime Prevention. 

Leoschut, L., & Burton, P. (2012). School Violence in South Africa. Results of the 2012 

National School Violence Study. Cape Town: Centre for Justice and Crime Prevention. 

Leoschut, L. (2009). Running Nowhere Fast: Results of the 2008 National Youth Lifestyle 

Study. Cape Town: Centre for Justice and Crime Prevention. 

Liang, H., Flischer, A.I., & Lombard, C.J.(2007). Bullying violence, and risk behaviour in 

South African school students. Child Abuse and Neglect. Vol. 31(2): p167-171. Epub 

2007, Feb 20.   

Limber, S.P., & Small, M.A. (2003). State laws and policies to address bullying in schools. 

School Psychology Review, Vol. 32 (3), p445-455. 

Limber, S.P., Nation, M., Tracy, G.B., Melton, G.B. & Flerex, V. (2004). ‘Implementation 

of the Olweus Bullying Prevention Program in the South Eastern United States’, in P.K 

Smith, D. Pepler and K. Rigby (eds), Bullying in schools: How successful can 

interventions be? p. 55-80. Cambridge University Press. 

Limber, S.P. (2004). Implementation of the Olweus Bullying Prevention Program: Lessons 

Learned from the Field. In D. Espelage & S. Weaver (Eds.). Bullying in American 

Schools: A Social-Ecological Perspective on Prevention and Intervention (p351-363). 

Mahwah, N.J.: Lawrence Erbaum 

 

 

 

 



227 

 

Limber, S.P.(2011). Development, evaluation and future directions of the Olweus Bullying 

Prevention Program. Journal of School Violence. Vol.18:p71-87. 

Limber, S.P., Olweus, D., Massiello, M., Molnar Main, S., & Moore, D. (2012). Evaluation 

of the Olweus Bullying Prevention Program in a large scale study in Pennsylvania. 

Unpublished. 

Limber, S.P., Olweus, D., Breivick, K., & Wang, W. (2013). Evaluation of the Olweus 

Bullying Prevention Program in a Large Scale Study in Pennsylvania.  

Limber, S.P., Riese, J., Snyder, M., & Olweus, D. (2014). The Olweus Bullying Prevention 

Program: Efforts to address risks associated with suicide and suicide-related behavious. 

In P.B. Goldblum, D.L. Espelage, & J. Chu, (Eds.), Youth Suicide and bullying: 

Challenges and strategies for prevention and intervention. New York: Oxford. 

Maphosa, C., & Shumba, A. (2010). Educators’ disciplinary capabilities after the barring of 

corporal punishment in South African Schools. South African Journal of Education, 

Vol.30: p387-399. 

Mason, M., Cheung, I., & Walker, L. (2009). Community Practice: Theories and skills for 

social workers. Oxford University Press, Inc. New York. 

Matzopoulos, R., Cassim, M., Seedat, M., Donson, H., Harris, C., Krige, A., Maruping, M., 

Prinsloo, M., Ross, K., & Sukhai, A. (2004). A profile of fatal injuries in South Africa: 

6th Annual Report of the National injury Mortality Surveillance System. MRC/UNISA 

Crime, Violence and Injury Lead Programme, Cape Town. Available at: 

http://www.sahealthinfo.org/violence/2004injury.htm [accessed 20 August 2007]. 

 

 

 

 

http://www.sahealthinfo.org/violence/2004injury.htm


228 

 

McMillan, J.H., & Schumacher, S. (2006). Research in education – evidence-based enquiry. 

(6th ed.) U.S.A: Pearson Education Inc.  

Melton, G.B., Limber, S.P., Cunningham, P., Osgood, D.W., Chambers, J., Flerx, V., 

Henggeler, S., & Nation, M. (1998). Violence among rural youth. Final report to the 

Office of Juvenile Justice and delinquency Prevention. 

Morita, Y., Soeda, K., Taki, M. (1999). ‘The Nature of School Bullying : A Cross-National 

Perspective,’ London and New York : Routledge, p309-323. 

Morrison, B. (2007). Restoring safe school communities, a whole school response to 

bullying, violence and alienation. Sydney. Southwood Press, Pty Ltd. 

Mouton, J. & Marais, H.C., (1990). Basic concepts in the Methodology of the Social 

Sciences. HSRC Press. Johannesburg.  

Ncontsa, V.N., & Shumba, A., (2013). The nature, causes and effects of school violence in 

South African High Schools. South African Journal of Education. Vol. 33(3). 

Neser, J., Ovens, M., Van der Merwe, E., Morodi, R., & Ladikos, A., & Prinsloo, J. (2004) 

The victims of Bullying in schools. Acta Criminologica, Vol. 17 : p28-47. 

Neser, J., Ovens, M., van der Merwe, E., Morodi, R., & Ladikos, A. (2003). Bullying in 

schools : A general overview. Acta Criminologìca, Vol. 16(1) : p127-157. 

Neser, J., Ovens, M., Van der Merwe, E., Morodi, R., Ladikos, A., & Prinsloo, J. (2004). 

The observation of bullying in schools by learners. Acta Criminologica Vol. 17 (1): 

p139-153. 

 

 

 

 



229 

 

Neser, J., Ladikos, A., & Prinsloo, J. (2004). Bullying in schools: An exploratory study. 

CARSA Vol. 5(1): p5-16. 

Neser, J. (2005). An exploration of learners’ views on certain aspects of school safety.  

 Acta Criminologica, Vol. 18(3) : p61-81. 

Neser, J.J. (2006). Peer victimization in public schools: An exploration of the psychosocial 

Attributes of victims. Acta Criminologica, Vol. 19(2): p119-141. 

Neuman, W.L. (2000). Social Research methods: Qualitative and Quantitative Approaches 

(4th Ed.). Boston: Allyn & Bacon. 

Newman, D.A., Horne, A.M. & Bartolomccci, C.L. (2000). Bully busters: A teacher’s 

manual for helping bullies, victims and bystanders. Champaign, IL: Research Press. 

Nickerson, A.B., Mele, D., & Princiotta, D. (2008). Attachment and empathy as predictors 

of roles as defenders or outsiders in bullying interactions. Journal of school Psychology. 

Vol 46(6): p687-p703. 

Nickerson, A., Mande, B., Martens, M.P., Matthews, P. (2008). School Violence: 

Associations with Control, Security/enforcement, Educational/Therapeutic Approaches, 

& Demographic Factors. School Psychology Review, Vol 37 (2) June.  

Office of the Special Representative of the UN Secretary General on Violence against 

Children, Tackling Violence in Schools: A Global Perspective. Bridging the Gap 

between Standard and Practice, 2012, p4. Available at 

www.srsg.violenceagainstchildren.org 

 

 

 

 

http://www.srsg.violenceagainstchildren.org/


230 

 

O’ Moore, A.M. & Minton, S.J. (2005). Evaluation of the effectiveness of an anti-bullying 

programme in primary schools. Aggressive Behaviour, Vol. 31: p609-622 . 

O’Connell, P., Pepler, D., & Craig, W. (1999). Peer involvement in bullying: Insights and 

challenges for Intervention. Journal of Adolescence, Vol. 22: p437-452. 

O’Moore, A.M., Kirkham, C., & Smith, M. (1997). Bullying behaviour in Irish schools : A 

nationwide survey. The Irish Journal of Psychology, Vol.18 : p141-169. 

O’Moore, M., & Minton, S.J. (2005). ‘Evaluation of the effectiveness of an Anti-Bullying 

Programme in Primary Schools’, Aggressive Behaviour, 31, pp. 609-22 

Oliver, R., Hoover, J. H., & Hazler, R. (1994). The perceived roles of bullying in small-

town mid-western schools. Journal of Counselling and development, Vol. 72: p416-421.  

Olweus, D., & Alsaker, F.D. (1991). Assessing change in a cohort longitudinal study with 

hierarchical data. In D. Magnusson, L. Bergman, G. Rudinger, & B. Torestad (Eds.), 

Problems and methods in longitudinal research. New York: Cambridge University 

Press.  

Olweus, D., Limber, S., Mihalic, S. (2002). Blueprints For Violence Prevention: Bullying 

Prevention Programme. book 9. Colorado: Kendall Printing Company. 

Olweus, D. & Limber, S.P. (2010b) The Olweus Bullying Prevention Program: 

Implementation and Evaluation over Two decades. The Inernational Handbook of 

School. New York, NY : Routledge. 

 

 

 

 



231 

 

Olweus, D., Limber, S. Flerx, V., Mullin, N., Riese, J., & Snyder, M. (2007). Olweus 

Bullying Prevention Programme: Schoolwide Guide. USA: Hazeldene Publishers. 

Olweus, D. (1993a). Bullying at school: What we know and what we can do. Cambridge, 

MA: Blackwell Publishers. 

Olweus, D. (1986). A useful evaluation and effects of the Olweus Bullying / Victim design. 

Accessible via: www.talorandfrancis.metapress.com 

Olweus, D. (1993b). Stop School Bullying, For Teachers : Identifying Bullies and Victims. 

accessible via: www.kzoo.edu/psych/stop_bullying/ 

Olweus, D., Limber, S., & Mihalic, S.F. (1998). Bullying Prevention Program: Blueprints 

for violence prevention, book nine. Boulder, CO: Center for the study and prevention of 

violence.  

Olweus, D. (2005). A useful evaluation design, and effects of the Olweus Bullying 

Prevention Program. Psychology, Crime & Law, Vol. 11: p389-402. 

Olweus, D. (2005b). New positive results with the Olweus Bullying Prevention Program in 

37 Oslo schools. University of Bergen, Bergen, Norway: Research Centre for Health 

Promotion. 

Olweus, D. (1991). Bully/Victim problems among school children: Basic facts and effects of 

a school based iintervention program. In D.J. Pepler & K. H. Rubin (Eds.), The 

development and treatment of childhood aggression (411-448). Hillside, NJ: Erlbaum. 

 

 

 

 

http://www.talorandfrancis.metapress.com/
http://www.kzoo.edu/psych/stop_bullying/


232 

 

Olweus, D. (1993a). Bullying at school: What we know and what we can do. Cambridge: 

Blackwell. 

Olweus, D. (1977). Aggression and peer acceptance in adolescent boys: two short-term 

longitudinal studies of rating. Child Development, Vol. 48: p1301-1313.   

Olweus, D. (1984). Agressors and their victims: Bullying at school. In N. Frude & H.Gault 

(Eds)., Disruptive behaviour in schools. New York: Wiley. 

Olweus, D. (1989). Prevalence and incidence in the study of antisocial behaviour: 

definitions and measurement. In M. Klein (Ed.), Cross-national research in self-reported 

crime and delinquency. Dordrecht, The Netherlands: Kluwer. p187-201. 

Olweus, D. (1995). Bullying or peer abuse in school: intervention and prevention. In G. 

Davies et.al. (Eds.), Psychology, law and criminal justice: international developments in 

research and practice. (p248-263) Berlin: Walter de Gruyter 

Olweus, D. (1999). Norway. In P. Smith, Y. Morita, J. Junger-Tas, R. Catalano, & P. Slee 

(eds), The Nature of school bullying. (pp. 2-48). London: Routledge. 

Olweus, D. & Limber, S. (2000). Bullying Prevention Programme. Boulder, CO: Center for 

the study and prevention of violence.  

Olweus, D. (2001) Peer harassment: A critical analysis and some important issues. In J. 

Juvonen & S. Graham (eds.), Peer Harassment in School: The plight of the Vulnerable 

and Victimized (p3-20). New York: Guilford Press. 

 

 

 

 



233 

 

Oosthuizen, I., & Van Staden, J. (2007). Teachers perceptions of the effectiveness of 

discipline methods in Free-state and Eastern Cape. Journal of humanities, Vol 47: p359-

371. 

Pagliocca, P.M., Limber, S.P., & Hashima, P. (2007). Evaluation report for the Chula Vista 

Olweus Bullying Prevention Program. Unpublished report prepared for the Chula Vista 

(CA) Police Department 

Pallant, J. (2005). SPSS Survival Manual (2nd ed.): Open University Press. 

Pallant, J. (2010). SPSS Survival Manual : A Step by Step Guide to Data Analysis using 

SPSS. 4th Ed. England : McGraw-Hill.  

Paquette, J.A. & Underwood, M.K. (1999). Gender differences in young adolescents 

experiences of peer victimization: Social and physical aggression. Merrill-Palmer 

Quaterly: Journal of Development Psychology, Vol.45 (2): p242-266. 

Parry, C., Myers, B., Morojele, N., Flisher, A., Donson, H., & Pludderman, A. (2004). 

Trends in Adolescent alcohol and other drug use: findings from three sentinel sites in 

South Africa. 

Peguero, A.A., & Williams, L.M. (2011) Racial and Ethnic Stereotypes and bullying 

victimization. In R.A. Benbenishty., R. Astor., & J.N. Estrada. (2008). Oxford University 

Press.  

Pepler, D.J, Craig, W.M., O’Connell, P., Atlas, R., & Charach, A.A. (2004). Making a 

difference in bullying: evaluation of a systematic school-based programme in Canada. In 

 

 

 

 



234 

 

Smith, P.I., Rigby, K., & Pepler, D. (editors). Bullying in schools, how successful can 

interventions be? Cambridge: Cambridge University Press. 

Pikas, A. (1989). A pure concept of mobbing gives the best results for treatment. School 

Psychology International, Vol.10: p95-104. 

Pikas, A. (2002). New developments in shared concern method. School Psychology 

International, Vol. 23(3): p307-326. 

Pinheiro, P.S. (2006). World report on Violence against Children. United Nations: Geneva.  

Progress in International Reading Literacy Study (PIRLS) 2006. An International 

Perspective on Fostering Reading Development. International Association for the 

Evaluation of Educational Achievement. 

Republic of South Africa. (1996). The Constitution of South Africa. Act No 108 of 1996. 

Government Printers, Pretoria. 

Republic of South Africa. (1996b). South African Schools Act, Act No. 84 of 1996. 

Government Printers, Pretoria. 

Republic of South Africa. (1997). Abolition of Corporal Punishment Act No 33 of 1997. 

Government Gazette, Cape Town. 

Republic of South Africa. (2005). Children’s Act No 38 of 2005. Government Gazette: Cape 

Town.  

 

 

 

 



235 

 

Republic of South Africa. (2009/10). Annual Report for the Department of Education. 

Government Printers, Pretoria. 

Richter, L.M. & Dawes, A.R.L. (2008). Child abuse in South Africa: Rights and wrongs. 

Child Abuse Review, Issue 17: p79-93.  

Richter, L.M. (1991). A Psychological Study of Street Children. UNISA, Pretoria  

Rigby, K., & Bagshaw, D. (2001). What hurts? The reported consequences of negative 

interactions with peers among Australian school children. Children Australia, Vol.26 

(4): p36-41.  

Rigby, K. (2002). How successful are anti-bullying programs for schools? Paper presented 

at. The role of schools in crime prevention conference convened by the Australian 

Institute of Criminology in conjunction with the department of Education, Employment 

and Training, Victoria, And Crime Prevention Victoria. Melbourne. 

Rigby, K. (2004). Addressing bullying in schools: Theoretical perspectives and the 

implications. School Psychology International, Vol. 25(3): p287-300. 

Rigby, K., & Bagshaw, D. (2003) Prospects of adolescent students collaborating with 

teachers in addressing issues of bullying and conflict in schools. Educational 

Psychology, Vol.23 (5): p535-546. 

Rigby, K., & Slee, P.T. (1991). Bullying among Australian school children: reported 

behaviour and attitudes to victims. Journal of Social psychology. Vol. 131 (5): p615-627. 

 

 

 

 



236 

 

Rigby, K. (1996a). Bullying in schools and what to do about it. Melbourne: Australian 

Council for Educational Research.  

Rigby, K. (1995). What schools can do about bullying. The Professional Reading Guide for 

Educational Administrators: Vol.17 (1): p91-95.  

Rigby, K. (1997a). Attitudes and beliefs about bullying among Australian school children. 

Irish Journal of Psychology, Vol. 18(2): p202 -220.  

Rigby, K. (1997b). The Peer Relations Assessment Questionnaires. Point Lonsdale, 

Victoria, Australia: The Professional Reading Guide. 

Rigby, K. (2002). New Perspectives on Bullying. London: Jessica Kingsley. 

Rigby, K. & Barnes, A. (2002). ‘The victimised students’ dilemma: To tell or not to tell’, 

Youth Studies Australia, Vol. 21(3): p33-36. 

Rigby, K. (2004). Addressing bullying in schools: Theoretical perspectives and  

implications. School Psychology International, Vol. 25(3): p287-300. 

Rivers, I. & Smith, P.K. (1994). Types of bullying behaviour and their correlates. 

Aggressive Behaviour. Vol. 20: p359-368. 

Rossi, P.H., Freeman, H.E. (1989). Evaluation: A systematic approach. Beverley Hills.  

Rothman, J., & Thomas, E.J. (1994). Intervention Research: Design and Development for 

Human Service. New York: Haworth Press, Inc.  

 

 

 

 



237 

 

Salmivalli, C. (2001). Peer-led intervention campaign against school Bullying: Who 

considered it useful, Who benefitted? Educational Research, Vol. 43: p263-278. 

Salmivalli, C., Voeten, M., Poskiparta, E., (2011), Bystanders Matter: Associations between 

Reinforcing, Defending, and the Frequency of Bullying Behaviour in Classrooms. 

School Psychology Review, Vol 37 (2). 

Schroeder, B.A, Messina,A., Schroeder,D., Good,K., Barto,S., Saylor,J., Massiello, M. 

(2011) The implementation of a statewide bullying prevention programme: Preliminary 

findings from the field & the importance of conditions. Health Promotion Practice, 

March 21, epub. 

Salmivalli, C., Voeten, M., Poskiparta, E., (2011), Bystanders Matter : Associations 

between Reinforcing, Defending, and the Frequency of Bullying Behaviour in 

Classrooms. In A.B. Nickerson, B. Mande, M.P. Martens, P.Matthews. School Violence: 

Associations with Control, Security/ enforcement, Educational/Therapeutic Approaches 

& Demographic factors. School Psychology Review, Vol.37(2). 

Sharp, S., & Thompson, D. (1994). The role of whole school policies in tackling bullying 

behaviour in schools. In P. K. Smith & S. Sharp (Eds.), School bullying: insights and 

perspectives. London: Routledge. 

September, R.S., Willenberg, I., Savahl, S., Beerwinkel, V., Cakata, Z., Kader, K., Kafaar, 

Z., Leoschut, L., Odendaal, W. (2005). Child and Youth Research and Training 

Programme (CYRTP) Project. Towards the development of Child Well-being Indicators 

from Children’s Perspectives. South Africa: University of the Western Cape. 

 

 

 

 



238 

 

September, R., Beerwinkel, V., & Jacobson, S. (2000). A neighbourhood response to Child 

Protection: a study conducted in three neighbourhoods in the Western Cape. Institute for 

Child and Family Development, University of the Western Cape. Nelson Mandela 

Children’s Fund. 

Simpson, G. (2001). South Africa: beyond exclusion. The UNESCO Courier, April.       

[On-line]. Available: http//www. Unesco. org/courier/2001_04/uk/education2.html. 

Smit, K. (2005). 3 slaan, steek mede-leerling glo by skool dood. Beeld, 2 Junie 

Smith, P.K., & Sharp, S. (Eds.). (1994). School bullying: Insights and perspectives. London: 

Routledge.  

Smith, P.K. (2000). Bullying and harassment in schools and the rights of children. Children 

& Society, Vol.14: p294-303. 

Smith, P.K., Morita, Y., Junger-Tas, J.,Olweus, D., Catalano, R., & Slee, P. (Eds.). (1999). 

The nature of school bullying: A cross-national perspective London: Routledge.  

Smith, P. (1991). The silent nightmare: Bullying and Victimisation in school peer groups. 

The Psychologist, Vol. 4: p242-248. 

Smith, M.E. (2003). The bully/victim problem in South African schools. Acta 

Criminologica, Vol. 16(4): p27-33. 

Smith, P.K., Ananiadou, K., & Crowie, H. (2003). Interventions to reduce bullying. 

Canadian Journal of Psychology, Vol. 48(9): p591-599.  

 

 

 

 



239 

 

Smith, J.D., Cousins, J.B. & Stewart, R. (2005). Anti-bullying interventions in schools: 

ingredients of effective programs. Canadian Journal of Education, Vol. 28(4): p739-

762. 

Sunday Times. (31 May, 2007). “SA’s bloody week of violence.” 

Sunday Times. (29 March, 2009). “Teachers need help with bullies”.  

Smokowski, R.R., & Kopasz, K.H. (2005). Bullying in schools: An overview of types, 

effects, family characteristics and intervention strategies. Children & Schools, Vol 27(2): 

p101-110. 

South Africa: Department of Education (2001). Education White Paper 5 on Early 

Childhood Education: Meeting the challenge of early development in South Africa, 

[Online], Available: www.education.gov.za [March 2002] 

South Africa: Department of Basic Education (2013c). Report on progress in the schooling 

sector against key indicators, [Online], Available: www.education.gov.za [November 

2013] 

South Africa (1996) Act 84 of 31 of 1996. Pretoria: Government Printers. 

South African Journal of Education, Vol.30,(2010). 

Stevens, V., De Bourdeaudhuij, I., & Van Oost, P. (2000). Bullying in Flemish schools: An 

evaluation of Anti-Bulying intervention in Primary and Secondary schools. British 

Journal of Educational Psychology, Vol. 7: p195-210. 

 

 

 

 

http://www.education.gov.za/
http://www.education.gov.za/


240 

 

Swart, E., & Bredenkamp, J. (2009). Non-physical bullying: Exploring the perspectives of 

Grade 5 girls. South African Journal of Education. Vol. 29(3): p405-425. 

Swearer Napolitano, Susan M.; Espelage, Dorothy L.; Vaillancourt, Tracy; and Hymel, 

Shelley, "What Can Be Done About School Bullying? Linking Research to Educational 

Practice" (2010). Educational Psychology Papers and Publications. Paper 

141.http://digitalcommons.unl.edu/edpsychpapers/141. 

Swick, K.J., & Williams, R.D. (2006) An analysis of Bronfenbrenner’s bio-ecological 

perspective for early childhood educators: Implications for working with families 

experiencing stress. Childhood Early Education Journal, Vol 33(5): p371-378. 

Taki, M. (2001). Japanese School Bullying: Ijime – A survey analysis and an intervention 

program in school. Understanding and Preventing Bullying: An International 

Perspective. Queen’s University, Canada. 

Theis, J. (2003). “Rights-based Monitoring and Evaluation – A Discussion Paper.”  

Tisak, M. S & Tisak, J. (1996). Expectations and judgements regarding bystanders’ and 

victims’ responses to peer aggression among early adolescents. Journal of Adolescence, 

Vol.19: p383-392. 

Tudge, J.R.H., Mokrova, I., Hatfield, B.E., & Karnik, R.B .(2008). Uses and Misuses of 

Brofenbrenner’s Bioecological Theory of Human Development. Journal of Family 

Theory and Review. Vol 1:p198-p210. 

 

 

 

 



241 

 

UNESCO (2007). Background note to expert meeting on “Stopping Violence in Schools: 

What Works” 28-29 June 2007, Paris. [On-line]. Available: 

http://www.portal.unecso.org/education/en/ev.php. 

United Nations Children’s Foundation (UNICEF). Convention on the Rights of the Child. 

(2003) 

United Nations Educational, Scientific and Cultural Organization, EFA Global Monitoring 

Report 2010: Reaching the marginalized, UNESCO and Oxford University Press, Paris 

and Oxford, UK, 2010: p6. 

UNICEF (2012). ‘Inequities in early childhood development: what the data say - evidence 

from the multiple cluster surveys’, United Nations Children’s Fund, February, 2012. 

United Nations (UN) (1989). Convention for the Rights of the Child. New York: United 

Nations. 

Vally, S., Dolombisa, Y., & Porteus, K. (2002). Violence in South African Schools. Current 

Issues in Comparative Education, Vol. 2 (1): p80-90. 

Van der Merwe, A., & Dawes, A. (2007). Youth violence: A review of risk factors casual 

pathways and effective intervention. Journal of Child and Adolescent Mental Health, 

Vol.19 (2): p95-113.  

Van Stuijvenberg, M., Suur, M.H., de Vos,S.,Tjiang,G.C.H.,Steyerberg, E.W., Derksen-

Lubsen,G., & Moll, H.A. (1998). Informed consent, parental awareness, and reasons for 

participating in a randomised controlled study.Vol.79: p120-125. 

 

 

 

 



242 

 

Warren, R. (2005). Parental mediation of children’s television viewing in low-income 

families. Journal of Communication, Vol 55: p847-863. 

Whitney, I. & Smith, P.K. (1993). A survey of the nature and extent of bullying in 

junior/middle and secondary schools. Journal of Educational Research, Vol.35: p3-25. 

Whitney, I., Rivers, I., Smith, P., & Sharp, S. (1994). The Sheffield project: methodology 

and findings. In P. Smith & S. Sharp (eds.), School Bullying: Insights and perspectives. 

London: Routledge. 

World Health Organization (2004). Promoting Mental Health: Concepts, Emerging 

evidence, Practice – Summary Report. Geneva: WHO. 

World Health Organisation. The Ottawa Charter for Health Promotion. First International 

Conference on Health Promotion, Ottawa, 21 November 1986. 

Wilczenski, F.L., Steegmann, R., Braun, M., Feeley, F., Giffin, J., Horowitz, T., & Olson, S. 

 (1997). Children as Victims and Victimizers: Interventions to Promote ‘Fair Play’. School 

Psychology International, Vol. 18(1): p81-89.  

 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



Appendix C

 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 



 

 

 

 


	Title page
	Acknowledgements
	Contents
	Keywords
	Abstract
	Chapter one: Introduction
	Chapter two: Theoretical overview
	Chapter three: Literature review
	Chapter four: Methods
	Chapter five: Results
	Chapter six: Discussion, conclusion and recommendations
	Bibliography

