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ABSTRACT
The purpose of this thesis was to examine pre-service teachers' attitudes about bullying.
The sample consisted of pre-service teachers (N = 514) from the Master of Teaching
Program at the University of Calgary. An exploratory factor analysis was conducted to
identify factors in the scale that measure attitudes about bullying. A Varimax Rotation
resulted in four factors that accounted for 59.8% of the total variance in six iterations.
They include commitment towards school strategies and classroom strategies, concern,
and confidence about managing bullying. A multivariate analysis of variance indicated
that female, in comparison to male pre-service teachers, hold more negative attitudes
against bullying. Also, confidence about managing bullying was higher for pre-service
teachers in their second program year than in their first program year.
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CHAPTER I
INTRODUCTION
Bullying among school children is not new. Over the last decade, a great deal of
media attention has focused on children who have committed suicide and homicide
seemingly as a result of being bullied. Highly publicized events such as the shootings at
Columbine High School have increased public awareness about the negative effects of
bullying (Kaltiala-Heino et al., 1999; Morita et al. , 1998; Olweus, 2001; Rigby, 2001 ).
Some effort has been devoted to examining the psychological and familial characteristics
of bullies and victims (e.g. , Baumeister, 2001; Kochenderfer-Ladd & Wardrop, 2001 ;
Rigby, 1998). The main focus of these studies has been on students, with little attention
given to the role of teachers, especially pre-service teachers, in managing bullying.
According to a dynamic systems perspective, teachers have a strong influence on the
impact of bullying on students (Pepler, Craig, & O ' Connell, 1999). Therefore, a more
comprehensive understanding of bullying must also include a focus on teachers.
The term "bullying" has become widely used to describe violent behaviors
exhibited by children at school. Olweus (1993 , 2001) defined bullying as a negative
action that is repeatedly used to hurt another child. The action can be physical, verbal ,
social , or emotional and has been likened to a form of torture whereby victims experience
an impending sense of doom about being repeatedly targeted. In situations of bullying,
the bully dominates over the victim, and the victim becomes increasingly distressed and
afraid. It also involves an imbalance of power whereby victims are unable to defend
themselves. Examples of this imbalance include differences in physical strength and
social status.
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Many studies have examined the nature of bullying. Many emotional, behavioral,
and cognitive difficulties have been identified (e.g. , Bond, Carlin, Thomas, Rubin, &
Patron, 2001 ; Forero, McLellan, Rissel, & Bauman, 1999). Children who bully others are
described as aggressive, impulsive, and lacking in empathy (Baldry & Farrington, 2000).
Children who are bullied are described as anxious, helpless, and insecure (Olweus, 2001 ).
Bullying occurs frequently among children in the 10 to 12-year-old age range (Paul &
Cillessen, 2003; Peiper et al. , 1997). Sex differences have also been found whereby boys
are more likely than girls to engage in bullying behavior and to be the victims of bullies
(Beran, 2002; Craig & Pepler, 1997).
Some family characteristics have also been identified in relation to bullying.
Specifically, a positive parenting style, parent-child relationship, and family climate are
protective factors that reduce the likelihood of children bullying or becoming bullied
(Miller, Cowan, Hetherington, & Clingempeel, 1993; Stevens, De Bourdeaudhuij , & Oost,
2002).
Many researchers have examined the frequency and nature of bullying (e.g. ,
Beran & Tutty, 2002; Bulach, Fulbright, & Williams, 2003; Craig, Pepler, & Atlas, 2000;
Hawkins, Pepler, & Craig, 2001)); however, methodological problems in measuring
bullying continue to exist. For example, the percentage of students at school who report
being bullied ranges from 9% to 35% (e.g. Olweus, Limber, & Mihalic, 1999; Ziegler &
Rosenstein-Manner, 1991 ). Since most bullying incidents occur on the playground and
various areas of the school , teachers are often in the vicinity and can provide an important
perspective on understanding and managing bullying (Craig et al. , 2000; Johnson et al. ,
2002). Moreover, teachers are often at the forefront of coping with students' problems,
and have the responsibility of establishing a safe environment in which students can learn
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(Kallestad & Olweus, 2003; Meyers, 2003). Therefore, their attitudes in dealing with
bullying are important to examine.
Although numerous anti-bullying programs have been developed and
implemented, students report that teachers do not always intervene, and that their
strategies may not always improve the situation (Heinrich, 2003; Pepler & Craig, 2000).
Indeed, many teachers recognize this problem and report the need for further training,
particularly in classroom management skills, to intervene more effectively in bullying
incidents (Boulton, 1997; Dake et al., 1997; Nicolaides, Toda, & Smith, 2002).
Cognitive theory can be applied to our understanding of teachers' behaviors in
response to bullying. According to the theory, a person's behavior is affected by his/her
attitude about that particular issue (Bandura, 1997). Thus, to understand the teacher's role
in bullying and use of anti-bullying strategies, it is important to consider their attitudes in
managing bullying. Indeed, preliminary results suggest that the majority of teachers hold
negative attitudes against bullying, feel a responsibility to prevent bullying, and are
concerned about bullying; yet, they have little confidence in dealing with the problem
(Dake et al., 2003; Espelage & Swearer, 2003, Stockdale, 2002). Moreover, the vast
majority of teachers are dissatisfied with their pre-service training and feel they lack
essential skills to effectively manage bullying. However, there are few studies on preservice teachers' perceptions about bullying. Pre-service teachers are identified as
students in a teacher-training program who have not yet obtained their teaching certificate.
To gain a comprehensive understanding of bullying, pre-service teachers' attitudes about
bullying must be considered.
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Statement of the Problem

The main objective of the present study was to examine several attitudes
pre-service teacher have about bullying and determine if these attitudes differ according
to their gender and year in the training program. Also, the relation among various
attitudes was explored to better understand teachers' perspectives. Since few
questionnaires measuring teachers' attitudes about bullying are available, a questionnaire
was developed and its psychometric properties analyzed. A number of research questions
are posed to guide the study:
1. What are pre-service teachers' attitudes about bullying?
2. How concerned are pre-service teachers about bullying?
3. How confident are pre-service teachers in managing bullying?
4. What kinds of strategies do pre-service teachers commit to in dealing with
bullying?
5. How prepared do pre-service teachers feel about dealing with bullying?
6. Do teachers' perceptions of bullying differ according to their gender and year of
pre-service training?
Chapter II presents a review of current research on bullying and its links to
classroom management. It consists of a historical and empirical review of bullying,
personality and familial factors of bullies and victims, anti-bullying intervention,
teachers' attitudes, and teachers' preparation to manage bullying. Chapter III describes
the sample and research method used as well as the questionnaire developed for this
study. Chapter IV presents the questionnaire's psychometric properties and reports of
pre-service teachers' attitudes about bullying. Finally, a discussion of the results is
presented in Chapter V together with an identification of the limitations of the present
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study. This chapter concludes with directions for future research and a summary of the
significance of the present findings.
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CHAPTER II
LITERATURE REVIEW
The first section of this chapter examines the historical and empirical research on
bu! lying. The second section explicates the personal and familial characteristics of bullies
and victims. The third section discusses several theoretical views on bullying, and the
fourth section explores teachers' management of bullying. In addition, the teacher
preparation programs and their adequacy to address prevention and intervention are
addressed. This chapter concludes with several research questions that will be explored in
this study.

Bullying
Definition o_/Bullying
Before the 1970s, mobbing was used to describe aggression at school (Olweus,
2003). Doubts were expressed of the suitability of mobbing to denote the kind of peer
harassment occurring in school settings since a group may not necessarily be involved. In
1973 , Olweus conducted an extensive empirical study on peer harassment in Sweden
(Olweus, 2003). He suggested the term bullying to describe the aggressive behaviors of
students at schools. Specifically,
A student is being bullied or victimized when he or she is exposed, repeatedly
and over time, to negative actions on the part of one or more students. The
person who intentionally inflicts, or attempts to inflict, injury or discomfort
upon someone else is engaging in negative actions, ( ... ). Bullying also entails
an imbalance in strength (or an asymmetric power relationship), meaning that
students exposed to the negative actions have difficulty in defending
themselves( ... ). (Olweus, 2003 , p.13)

Pre-service Teachers ' Attitudes
In this definition, Olweus characterizes bullying according to three criteria:
bullying is an aggressive behavior; it is carried out repeatedly and over time ; and it
involves an imbalance of power. An aggressive behavior can be either active or passive,
which is not limited to physical aggression. Bullying can be exhibited in the form of
name calling, put-downs, making or writing degrading comments about a person,
deliberately excluding individuals from activities, not talking to a person, taking or
damaging someone' s belongings, hitting or kicking a person, making a person do things
he/she does not want to do, taunting, teasing and coercion. In fact, there are an unlimited
number of aggressive acts that a bully may direct at a victim.
Researchers have categorized these actions according to whether they are directly
or indirectly exerted towards someone (Olweus, 1993, 2001, 2003; Olweus, Limber, &
Mihalic, 1999; Pellegrini, 2002; Pepler, Craig, & O'Connell, 1999; Rigby, 2000). Direct
bullying occurs when a victim experiences aggression from an aggressor face to face.
Indirect forms are much less obvious and visible to the victim because the aggression is
exhibited by other students that were incited by a bully. Often the victims are at a
disadvantage because they may not be aware that bullying is taking place or of who is
doing the bullying. In this case, it is difficult for adults to identify bullying and, thus,
intervene.
Olweus also defines bullying as a repeated occurrence. It is intended to "exclude
occasional non-serious negative actions that are directed against one student at one time
and against another on a different occasion" (Olweus, 1993, p.9). Thus, an isolated
incident would not, by definition, constitute bullying. However, Siann and Callaghan
(1993) found that only 10% of teachers interviewed referred to repetition as one of the
essential components of bullying. These researchers also reported little consistency
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among teachers about the perceived impact of an isolated incident. Some teachers are
very concerned about bullying and focus on the distress·experienced by a victim, whether
or not it was an isolated incident. It is possible that the extent to which teachers focus on
victims varies according to their attitudes about bullying.
In addition to repetition and victim impact, Olweus states that there is a clear
imbalance of power between the bully and victim. Victims usually feel they are unable to
defend themselves. The imbalance may arise from many aspects of the relationship
including differential size, physical strength, age, social status, or abilities. An imbalance
is apparent when a physically strong bully towers over a cowering victim, or a group of
bullies target a single individual. Yet, the imbalance can also occur when, for example, a
bulJy is more quick witted, has a stronger argument, can rely on friends for support, or
can assert authority over others (Rigby, 1998). Moreover, the asymmetric power
relationship might be due to the hidden vulnerabilities in the victim, such as a father who
is in prison, a stammer under pressure, an overweight physique, or a phobia that can be
exploited (Farrington, 1993; Janssen, Craig, Boyce, & Pickett, 2004).
In fact, children do not place the same emphasis on the imbalance of power or on .
the repeated or intentional nature of bullying as adults do (Madsen, 1996; Smith & Levan,
1995; Smith, Madsen, & Moody, 1999). It is generally considered that older children are
in an advantageous position to bully younger children, presumably because of their larger
size and greater strength, or possibly because of their greater social skills in knowing how
to bully. In fact, the opposite is true: the majority of bullying is exerted by children within
the same class or age group (Eslea et al. , 2004; O'Moore, Kirkham, & Smith, 1997).
Those studies also noted that when older or physically stronger children move to a new
school, their relative power in the peer hierarchy changes significantly, and they are
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unlikely to engage in bullying in the new setting. These results lead to inconsistencies in
detecting the power differential inherent in bullying.
Olweus ' definition of bullying has been widely adopted by researchers (Hirachi,
Catalano, & Hawkins, 1999; O'Moore & Kirkham, 2001; Pellegrini, & Bartinin, 2000;
Pepler et al. , 1999; Smith, 1999); however, children, parents and teachers express
confusion about how to identify and respond in specific bullying situations (O ' Moore,
2000; Rigby, 2002). Friendship is an example of a type of situation that is difficult to
assess. A child, who is bullied by someone considered to be a friend, may not identify the
incident as bullying and, thus, not report it (Mishna, 2003). Moreover, some school
personnel and parents may perceive bullying as a harmless rite of passage, whereby
students are able to practice and develop social skills to deal with such situations
(Charach, Pepler, & Ziegler, 1995). This view ignores the harmful impact of bullying for
those children who are unable to stop it. A belief in this view may prevent a teacher from
identifying or confronting the bullying, despite its potential negative impact on a victim.
According to Olweus' definition, there are three categories of behaviors: bullying,
victimization and witnessing. Bullying is the aggressive behavior exerted against another
child, and victimization is the experience of that aggression. Other children, or bystanders,
then witness the bullying. They may encourage the bully by laughing, cheering, or not
doing anything to stop the bully. The discussion of the present study focuses on children
who are bullied and who bully others.

Measures of Bullying
The three criteria in Olweus' definition are difficult to measure in research. Since
our understanding of bullying is limited by our ability to measure it (O ' Connell, Pepler,
& Craig, 1999; Siann & Callaghan, 1993; Smith, 1991 ), it is important to examine
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measurement problems. Researchers suggest measuring bullying with the use of various
sources including students, teachers, and parents, as well as different methods such as
naturalistic observations, self-reports, peer nominations, and teacher reports.
Naturalistic observations have been conducted to obtain information about the
role of peer bystanders in bullying. The playground is reportedly the least safe area of the
school where most bullying takes place (Atlas & Pepler, 1998; Craig, Pepler, & Atlas,
2000; Hawkins, Pepler, & Craig, 2001; Pepler, Craig, Ziegler, & Charach, 1994; Whitney
& Smith, 1993). In naturalistic observations, students are observed and videotaped, and
then researchers code the behaviors according to specific criteria. A difficulty with this
approach is that many bullying episodes occur in places where behaviors cannot be
observed, such as in washrooms. Moreover, some bullying behaviors may not be easily
distinguished from normal play or conversation (O'Connell et al. , 1999). Videotaping is
also limited as conversations may not be heard, which de-contextualizes the behaviors.
Researchers have also interviewed children about their experiences in school as a
means of measuring bullying. These data provide detailed descriptions and explanations
of bullying, but it is a cumbersome method of obtaining incidence data. Moreover, this
method requires a high degree of trust and confidentiality for students to disclose their
personal experiences. Self-report data have also been criticized for being biased as they
may better reflect the child's experiences of bullying, rather than the events that actually
occurred (Espelage & Holt, 2001; Graham & Juvonen, 1998). For example, feelings of
embarrassment may alter children ' s interpretations of bullying behaviors, which may also
affect their willingness to report such experiences. Whereas victims may minimize their
experiences to reduce their vulnerability, bullies may embellish their stories to relay a
sense of strength and bravado.
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To reduce student bias, some researchers use peer nominations and anonymous
self-reporting questionnaires (Matloff, 2002; Olweus, 2003; Warden, Cheyne, Christie,
Fitzpatrick, & Reid, 2003). With this approach, students report the names of students who
engage in behaviors such as starting fights and pushing other kids around, making fun of
others, and spreading nasty rumors, in addition to names of students who are targeted by
such behaviors. Since victimization sometimes occurs in unsupervised areas, peer reports
provide an otherwise undetected source of information (Boulton & Smith, 1994; Leff,
Power, Costigan, & Manz, 2003; Olweus, 1993). It is possible, however, that they too
minimize or exaggerate stories.
Since the playground and the classroom are common and visible locations where
bullying takes place, researchers suggest that the teacher is an available resource in
measuring the nature and extent of bullying (Craig & Pepler, 1997; Craig et al. , 2000;
Johnson et al. , 2002; Leff et al. , 2003; Nicolaides, Toda, & Smith, 2002 ; Pellegrini, 2002).
Asking teachers to identify victims and bullies will provide an alternate perspective of
bullying. However, just as student reports of bullying may be biased, teachers' reports of
bullying may be affected by their attitudes and understanding of bullying.
Teachers' awareness and attitudes about bullying likely vary and influence their
behaviors. Indeed teachers with negative attitudes against bullying are more likely to
actively intervene in bullying situations (Atlas & Pepler, 1998; Craig & Pepler, 2001 ;
Pepler et al. , 1994; Nicolaides. et al. , 2002; Siann & Callaghan, 1993). Some teachers may
make exceptional efforts to identify incidents of bullying; however, most teachers are
only aware of a very few incidents. Therefore, teachers need considerably more
knowledge to intercede in bullying (Boulton, 1997; Johnson et al. , 2002 ; Merrett &
Wheldall, 1993 ; Nicolaides et al. , 2002 ; O ' Moore, 2000; Pearce & Thompson, 1998;
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Sharp, Arora, Smith, & Whitney, 1994). However, studies show that few victims report
bullying to teachers, thus limiting teacher awareness (Naylor & Cowie, 1999; Smith,
1999; Whitney & Smith, 1993).

Incidence of Bullying
Reports of bullying vary across countries. In Norway and Sweden, 15% of grade 1
to 9 students were involved in bullying (Olweus, Limber, & Mihalic, 1999).
Approximately 9% were victims and 7% were bullies. The study also noted that 5% of
those students were involved in bullying at least once a week or more. In Finland, 11.3%
of students in grades 1 to 5 were identified as victims of bullying (Kumpulainen, Rasanen,
& Henttonen, 1998). Another study done in Finland noted that 4.7% of grade 6 to 8
students reported being bullied (Salmivalli, Lappalainen, & Lagerspetz, 1998). Among
grade 9 to 12 students, a total of 9% of the girls and 17% of the boys were involved in
bullying on a weekly basis (Kaltiala-Heino, Rimpelae, Rantanen, & Rimpelase, 2000).
Rigby and Slee ( 1998) conducted a study in Australia of both primary and
secondary school students. Results show that approximately one child in six reported
being bullied on a weekly basis. Approximately one child in ten reported that they were
frequently involved in bullying other children, and approximately 7% of children
reported that they had stayed away from school because of bullying. In Ireland, O' Moore
and Kirkham (2001) found that the severity of peer victimization occurs at a rate of 50%.
In England, Naylor and Cowie (1999) found that 23% of middle school students reported
being bullied. They further noted that this figure only tells part of the story because many
students did not report being bullied.
In China, 19% of primary and junior middle school students were involved in
bullying problems (Zhang, 2002). In Japan, 15% of primary and 10% of secondary school
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students reported being bullied (Whitney & Smith, 1993). Direct verbal bullying was the
most common type of bullying behaviors reported in both of these countries. In the
United States, the prevalence estimate was 19% (Pellegrini & Bartini, 2001). An
extensive study showed that a total of 30% of the grade 6 to 10 students reported
moderate or frequent involvement in bullying, with 13% as bullies, 11 % as victims, and
6% as bullies-victims (Nansel et al. , 2001 ). Boys were more likely than girls to be both
perpetrators and victims.
In Canada, the prevalence rate is comparable to other countries. In a 1991 study of
students in grades 4 to 8 in 22 Toronto schools, 35% of the students reported bullying
problems more than once or twice in the school term (Ziegler & Rosenstein-Manner,
1991 ). Of these students, 20% were victims and 15% were bullies. They also found that
the common locations for bullying, in order of frequency were: playgrounds, hallways,
classrooms, lunchrooms, and washrooms. These researchers also found that most bullies
are boys (75%) and that bullying peaks at age 11 to 12 years-of-age. Indeed, a recent
study in Canada indicated that the reporting rate of being bullied at school is quite high
where 28% of 10-11 year-old students were bullied at least sometimes (Beran, 2002).
As seen by these varying incidence rates, it is possible that bullying is being
measured in various ways, or that bullying greatly varies among countries. Researchers
around the world have provided various translations and examples of bullying. Some
researchers have included physical bullying exclusively, while others have included
indirect forms of bullying. For example, the Japanese term used for bullying is based on
verbal bullying (Morita, Soeda, Soeda, & Taki, 1999; Smith et al. , 2002). In Poland,
bullying is used interchangeably with aggression and violence (Janowski, 1999). In
Ireland, the term is used to refer to physical bullying (Smith et al., 2002).
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Another reason for the difference in the prevalence rates is the strategies used to
measure bullying. A study found that the percentage of students who reported bullying is
substantially higher than the percentage of teachers who reported bullying (Jaeger, 2003).
Perhaps teachers are less aware of bullying than students are. Indeed, verbal and indirect
forms of bullying are less obvious and are often undetected by teachers (Pepler et al. ,
1994). Moreover, very few children surveyed indicated that aggressive behaviour needed
to occur regularly in order for it to be defined as bullying (Guerin, 2001 ). Since students
focus more on the effect on the victim and victim's interpretation of the incident than do
teachers, in the students' eyes, a single isolated incidence can be considered bullying;
whereas, from the adult's perspective it would not.
Due to this discrepancy, Craig and Pepler (1997) employed naturalistic
observations rather than students' self-reports to study bullying. The researchers taped
students in Toronto schools, and analyzed the results. They found that on average, one
incident occurred every 7 minutes, and a typical incident lasted only 3 7 seconds. School
staff was visible in only 17% of the incidents, and they intervened in only 4% of bullying
episodes. Although these observational data are more objective than student or teacher
reports, it omits the informant's interpretation of the incidents. Therefore, Ladd and
Kochenderfer-Ladd (2002) suggested that a multi-informant composite measure should
be used to derive a better estimate of peer victimization. Yet, the majority of research is
based on students' reports. To obtain a more objective understanding of bullying, adults'
perspectives should be included, and adults who are most likely to be aware of bullying
are teachers.
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Age Trends
The rate of bullying varies according to children's age. Zindi (1994) found that
most bullies are in the same grade as the victims. They tend to bully students who are the
same age as they are, followed by younger students (Whitney & Smith, 1993). Pepler and
her colleagues (1997) found that children between 4 to 10 years-of-age are mainly
involved in bullying of the same sex, while children between 11 to 18 years-of-age are
more likely to bully opposite-sex peers.
Regarding the victims, research indicates that younger children are bullied more
often than older children (Olweus, 2001, Pepler et al., 1997; Seals & Young, 2003; Zindi,
1994). Specifically, younger students are more likely to be victims of older bullies,
whereas students in higher grades are more likely to be victims of same-age bullies.
Among those students, 10 to 11 year-olds are most likely to be bullied (Beran, 2002;
Pel per et al., 1997). Also, younger students experience more direct bullying, whereas
older children experience more indirect bullying (Olweus, 2001 ). This difference is likely
due to older children becoming more sophisticated in their use of language and subtle
behaviors such as giving threatening looks. Adults are less likely to detect indirect
bullying, which may result in avoidance of discipline.
Ethnic Differences
Besides age and gender, ethnicity is another factor implicated in bullying. In the
United States, studies reveal few differences among ethnic groups in the percentage of
students who report being bullied (Kaufman et al., 2001; Seals & Young, 2003; Siann et
al., 1994). However, White and Black students are more likely to report being victimized
by bullies than are students of other ethnic groups including Asians and American Indians.

Pre-service Teachers' Attitudes

16

Yet, these findings do not indicate whether they were bullied by students of the same
ethnic group.
In England, a study showed that it was just as likely for Asian children to be
bullied by other Asian children as White children (Eslea & Mukhtar, 2000). It was
uncommon for children to be bullied by others in the same ethnic group. In the
Netherlands, children belonging to ethnic minorities are more often victims of harsh
name-calling and social segregation than Dutch children (Verkuyten & Thij s, 2002). Also,
in Australia, children from non-English speaking backgrounds are more likely to
experience frequent bullying than their English-speaking counterparts (Slee & Rigby,
1995). These combined findings suggest that children of any ethnic groups can be the
targets of bullying.

Characteristics of Bullies and Victims

Personality Characteristics of Bullies
Bullies may exert aggression not only towards their peers but also their siblings,
parents, teachers, and others (Bullock, 2002; Connelly & O'Moore, 2003; Craig, Peters,
& Konarski, 1998; Olweus, 2001). They tend to have positive attitudes about aggression.
In addition, they are described as tough, impulsive, and lacking in empathy (Baldry &
Farrington, 2000; Olweus, 1993). They are less likely to be happy at school and have a
higher prevalence of psychological, psychosomatic, and behavioral problems including
anxiety, insecurity, and low self esteem than non-bullies (Forero, McLellan, Rissel, &
Bauman, 1999). Alcohol and cigarette use, lower academic achievement, aggression and
anti-social behavior are also common problems exhibited among bullies (Baumeister,
2001 ; Bulach, Fulbright, & Williams, 2003; Bushman & Baumeister, 1998 ; Schwartz &
Gorman, 2003 ; Woods & Wolke, 2004).
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There is evidence that bullying behaviors persist into adulthood with the
development of violent criminal problems (Baldry & Farrington, 2000; Baumei ster, 2001 ;
Olweus, 1993). Moreover, the bully's ability to develop and maintain positive
relationships is seriously affected (Oliver, Hoover, & Hazier, 1994). Therefore, without
intervention, the frequency and severity of bullies' aggressive behaviors may increase as
they approach adulthood.

Personality Characteristics of Victims
In general, victims of bullying are described as passive, anxious, insecure,
withdrawn, weak, and helpless (Craig, 1998; Craig et al. , 1997; Olweus, 2001; O' Moore
& Kirkham, 2001; Rigby, 1998). Both male and female victims tend to display symptoms

of depression and anxiety (Bond, Carlin, Thomas, Rubin, & Patron, 2001 ; Craig, 1998;
Pellegrini & Bartini, 2000; Seals & Young, 2003). In response to relational aggression,
girls report more emotional distress, symptoms of social anxiety, and self-restraint
difficulties than do boys (Kochenderfer-Ladd & Wardrop, 2001).
Due to feelings of fear and discontent about school, victims tend to be frequently
absent from school (Boulton & Smith, 1994; Bullock, 2003; Olweus, 2001; Rigby, 1998).

It is of little surprise, therefore, that they experience low academic achievement (Miller et
al. , 2000; Schwartz & Gorman, 2003). In addition, they are likely to report health
complaints, such as headaches, sleeping problems, abdominal pain, bed-wetting, and
fatigue (Fekkes, Pijpers, & Verloove-Vanhorick, 2004; Nansel et al. , 2001).
Victims often have feelings of inferiority in many areas of their lives
(Kumpulainen, Rasanen, & Puura, 2001; Olweus, 2001). They are unhappy, anxious, and
vulnerable. Moreover, suicidal ideation and attempted suicide have been reported in cases
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linked to bullying (Kaltiala-Heino et al., 2000; Roland, 2002). Given that victims are at
risk for suicide, adult intervention is crucial.
In addition, there is a subset of victims known as aggressive victims (Olweus,
1993; Yates & Smith, 1989). They respond aggressively to perceived threats against the
aggressor as well as others. Their hostility is fuelled by their own experience of
victimization (Olweus, 1993; Stephenson & Smith, 1989; Yates & Smith, 1989). Indeed,
their main problem solving approach is to use aggression, which is the key characteristic
that differs from passive victims. In a sense, they are both victims and bullies. About 20%
of 10 - 11 year-old students in Canada are these so-called aggressive victims (Beran,
2002). Boys are more likely to be aggressive victims than girls (Beran, 2002). However,
few researchers have clearly distinguished these victims from passive victims.
For both bullies and victims, family characteristics may predispose them to
bullying. This significant link between familial characteristics and bullying has been
investigated in many studies (e.g. , Beran, 2002; Schwartz, Dodge, Pettit, & Bates, 1997;
Stevens, De Bourdeaudhuij, & Oost, 2002).

Familial Characteristics of Bullies
Studies show that bullies learn the patterns of bullying in the early years and from
family members (Baumeister, 2001; Bullock, 2003; Stevens, De Bourdeaudhuij , & Oost,
2002 ; Vladimir & Brubach, 2000). In their familial relationships, bullies are likely to
experience physical forms of discipline, child-parent relationship difficulties, and parental
marital difficulties (Espelage & Swearer, 2003; Flouri & Buchanan, 2003; Bartos &
Power, 2000; Oliver, Oaks, & Hoover, 1994; Rigby, 1994; Stevens et al. , 2002). Their
parents tend to experience high levels of conflict, provide little supervision, and exert
inconsistent discipline (Baldry, 2003; Stevens et al. , 2002). Bullies often identify their
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families as lacking in warmth, and use aggressive behavior within their families. Thus,
poor familial relationships are associated with children's aggressive behaviors and
illustrate the role and influence of adults on bullying behaviors.

Familial Characteristics of Victims
Parenting behaviors as well as marital conflict and maternal depression increase
the likelihood of a child being bullied (Beran, 2002; Connolly & O ' Moore, 2003 ;
Schwartz, Dodge, Pettit, & Bates, 1997). That is, marital distress negatively affects
parental behaviors whereby parents become less likely to demonstrate warmth, patience
and support to their children. These children, as a result, may experience distress, sadness,
and low self-esteem, leaving them vulnerable to bullying directed by a peer. Also, some
families of victims are over-protective, thus preventing these children from developing a
sense of independence and self-reliance (Bower, Smith, & Binney, 1994; Ladd & Ladd,
1998 ; Stevens et al. , 2002). Thus, victims may use few assertive behaviors, leaving them
vulnerable to attacks from their peers (Berdondini & Smith, 1996; Sharp, 1996; Stevens
et al. , 2002).
By understanding personality and family characteristics related to bullying,
teachers can have a better understanding of children who are involved in bullying. Yet,
these characteristics do not explain how bullying develops. Several theories have been
proposed and they are discussed below.

Theories of Bullying
Beginning in the 1970s Olweus has documented various personality
characteristics of bullies and victims. However, researchers recognize that social,
physical, institutional, and community contexts are also implicated in bullying (Coie &
Jacobs, 1993 ; Patterson, Reid, & Dishion, 1992; Pepler & Craig, 1999). Two theoretical
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perspectives, social interaction theory and dynamic systems theory, have received
considerable attention in the research and are reviewed next.
The social interaction theory provides a feasible explanation of bullying.
According to this theory, children's behaviors are learned through family interaction,
which serve as a training ground for later development (Bandura, 1983; Patterson et al. ,
1992). From this perspective, bullying occurs as a result of experiencing aggressive and
antisocial behaviors at home (Bandura, 1983; Patterson, Reid, & Dish ion, 1992). In
addition, bullying concerns the interaction between bullies and victims (Hawkins et al.,
2001; Swearer & Doll, 2001 ). Thus, children learn aggressive interaction patterns with
family members and continue these behaviors among peers.
Still, the personality characteristics and social interactions are insufficient in
explaining the complex system of bullying. Since bullying usually occurs in full view of
the peer group (O'Connell et al., 1999; Pepler et al., 1999), peer influences must be
considered. Researchers have found, for example, that peers' tolerance for aggressive
behaviors reinforces or discourages the bully (Coie & Jacobs, 1993; Pellegrini, Bartini, &
Brooks, 1999). In addition, teachers and other adults may unintentionally enable bullying
if they are not responsive to indications of bullying. These sequential and simultaneous
interaction patterns require a dynamic perspective.
Dynamic systems theory originates from the physical sciences. This theory
describes the relationships between systems, especially how many random episodes can
be pulled together, in time, to form a single, stable unit (Pepler & Craig, 1999). This
definition can be applied to our understanding of the complex nature ofrelationships
between people (Atlas & Pepler, 1998; Pepler et al. , 1999).
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With respect to bullying, dynamic systems theory extends research beyond
examining the bully-victim interaction (Pepler et al., 1999). For instance, some studies
have documented the role of peers in sustaining bullying (e.g. , Espelage & Holt, 2001;
Jeffrey, Miller, & Linn, 2001). Friends have a significant impact on children ' s emotional,
behavioral and affective development (Bukowski, 2001; Juvonen, Nishina, & Graham,
2000; Nangle & Erdley, 2001). In situations of bullying, friendship mediates the
relationship between bullying and children's anxiety. That is, friends may offer protection
that deters a bully, and provide coping advice to a victim (Hodges & Perry, 1999; Jeffrey,
Miller, & Linn, 2001). However, children who are bullied report having few friends
(Beran, 2002). Thus, the absence of support from peers increases children's vulnerability
to bullying. In addition to friendship, peers play additional roles. During a bullying
episode, they may join in, cheer, passively watch, or intervene (Atlas & Pepler, 1998;
Bosworth & Simon, 2000; Espelage & Holt, 2001; O'Connell et al. , 1999). When
students provide attention and perhaps encouragement to the bully for the aggressive acts,
the bully is positively reinforced and motivated to continue these behaviors. In addition,
the victim ' s submissive response may exacerbate and maintain the bullying behavior.
Second, according to dynamic systems theory, family characteristics may buffer
children from bullying. Positive parenting styles and family harmony are significant
protective factors (Ahmed & Braithwaite, 2004; Baldry & Farrington, 2000 ; Beran, 2002 ;
Pellegrini et al. , 1999; Smith & Myron-Wilson, 1998; Steven et al. , 2002). For example,
positive parent-child relationships are related to high levels of self-esteem, self-control ,
conformity to rules, and security, which decrease the risk of being involved in bullying
(Baldry & Farrington, 2000). In addition, aggressive behavior can be modeled from the
use of physical and verbal aggression toward the child by parents, by parents towards
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each other, or among siblings (Duncan, 1999; Schwartz, Dodge, Pettit, & Bates, 1997).
Thus, a warm family environment discourages the development of children's aggressive
behavior.
In addition to peer and family factors, school characteristics are implicated in the
dynamic system of bullying. School climate can impact bullying whereby students who
feel secure and respected are likely to be happy and motivated to be academically
successful (Dake, Price, Telljohann, & Funk, 2003; Eisenberg, Neumark-Sztainer, &
Perry, 2003). In contrast, when students are being bullied they likely feel unsafe and
disrespected. Schools with a clear school policy, such as open communication, consistent
consequences, anti-bullying education, and playground supervision have a more positive
school climate, and will likely experience a low frequency of bullying (Bullock, 2002;
Charach et al. , 1995; Leff et al. , 2003; Olweus, 2003).
Since teachers are central to the school community, it follows that they are at the
forefront of coping with students' learning and behavior problems (Kallestad & Olweus,
2003). Most important y, it is the responsibility of teachers to establish a safe classroom
environment in which students can learn (Beran & Tutty, 2002; Espelage, Bosworth, &
Simon, 2000; Espelage & Holt, 2001). Thus, the teachers' attitudes in counteracting
bullying are important determinants of intervention (Craig, Henderson, & Murphy, 2000;
Dake et al., 2003; Espelage & Swearer, 2003 ; Kallestad & Olweus, 2003; Nicolaides et
al. , 2002).
According to the dynamic system perspective, the mutual influences of peers,
family, school, and teachers serve to instigate, maintain and exacerbate bullying
behaviors. Since teachers have been largely excluded from studies on bullying, the
present study will examine their perceptions of bullying.
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Teacher Management of Bullying
Anti-Bully ing Intervention Programs
Anti-bullying programs are often implemented to manage school bullying.
Comprehensive school-wide approaches have been shown to have the greatest effect in
comparison to programs that use a few strategies, such as a problem-solving approach or
mediation (Hawkins, Farrington, & Catalano, 1998; Olweus, 2003 ; Pepler et al. , 1994;
Rigby, 2002). When all the members of the school community are involved in managing
bullying, the overall culture and climate of the school can be positively impacted. These
programs typically include specific interventions that are used at the school, classroom,
and individual levels. Strategies include a comprehensive policy statement on bullying,
staff training, use of consequences, clear reporting procedures, supervision in all school
areas, integration of bullying into the curriculum, involvement of students' families and
the broader community, and additional resources and support for students involved in
bullying. In addition, school conference days, bullying prevention committees, classroom
rules and classroom meetings are established. Through these strategies, bullies, victims,
other students and various adults have opportunities to meet and discuss solutions to
bullying.
Effective implementation of these programs requires teacher participation, which
is Iikely influenced by their knowledge, as well as their commitment and concern about
bullying (Olweus, 1993). Indeed, Olweus (2001) indicated that teacher awareness
combined with commitment is likely to reduce bullying by 50%. Thus, teachers' attitudes
toward bullying are important to consider when implementing anti-bullying programs.
The present study will examine these attitudes in pre-service teachers.
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Although many teachers indicate the need for training, few intervention programs
provide or suggest teacher training (Craig & Pepler, 1997; Orpinas et al. , 2000; Rigby,
2002). However, training that includes bullying information, program guidelines,
identification techniques, and strategies for dealing with bullying situations are useful and
valuable for teachers to implement the program effectively (Nicolaides et al. , 2002). It is
unclear whether teachers believe that these strategies are useful or whether they consider
teacher training in this area to be necessary. Also, little research has focused on teachers '
perspectives on intervention. Such perspectives are considered important when
developing intervention strategies. For example, if teachers perceive intervention
programs to be only moderately effective (Dake et al., 2003), then teachers may be
reluctant to use this resource, especially if the programs do not address the needs of the
students. Thus, teachers ' attitudes about intervention strategies require investigation.

Classroom Management and Bullying
Researchers generally agree that effective classroom management, in addition to a
school-wide approach, is necessary to prevent and reduce bullying (Craig et al. , 2000;
Marzano, 2003; Olweus, 2002). Indeed, Black (1994) and Gettinger (1988) point out that
aggressive behaviors may deescalate with the use of early and appropriate classroom
management. Since bullying often occurs in the classroom (Craig et al. , 2000), teachers
are likely to regularly encounter these problems. Classrooms characterized as effective
learning environments are warm and welcoming, which increases feelings of
connectedness and acceptance for students. It is these very characteristics that are likely
to deter children from bullying one another. The goal of classroom management
strategies is not simply to control student behavior, but rather to help students develop
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self-control and responsibility (Duke, 1979; Kounin, 1970). Thus, classroom management
strategies are critical to managing school bullying.
Classroom management includes many interrelated aspects of teacher-student
interactions, and positive teacher-student relationships are associated with lower rates of
bullying (Marzano, 2003; Teddie & Stringfield, 1993). Marzano (2003) reported that
teachers who have high-quality relationships with their students have 31 % fewer
discipline problems, rule violations, and related problems than do teachers who do not
have high-quality relationships with their students. Effective teacher-student relationships,
contrary to popular belief, are not related to the teacher's personality style or the students'
view of the teacher as a friend (Teddie & Stringfield, 1993). Rather, the most effective
teacher-student relationships are characterized by the teachers' goals for student learning.
For example, if teachers take an interest only in academic achievements, they are likely to
commit themselves to supporting students' academic activities. Yet, if teachers are also
concerned about students' behaviors and emotional development, they will likely spend
more time and energy on creating a safe school and classroom environment for students.
Thus, commitment and perseverance are two factors associated with the type of
classroom management skills that teachers use.
In addition, effective classroom management involves not only responding
effectively when problems occur but also preventing the occurrence of problems. Thus, if
teachers perceive bullying as a problem in their classroom, they will likely feel
responsible and take action to manage it (Dake et al., 2003). Therefore, teachers' attitudes
are crucial as they influence management skills. However, little research has been
conducted on the relationship between teachers' attitudes and classroom management of
bullying.
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Teacher ' Attitudes About Bullying
The majority of teachers hold attitudes that do not support bullying (Boulton,
1997; Craig et al. , 2000; Dake et al., 2003). These attitudes may vary according to gender
and years of teaching. For example, female teachers express stronger attitudes against
bullying than do male teachers (Boulton, 1997). Also, Boulton (1997) reported that
teachers with the greatest length of service tend to express few supportive attitudes
towards victims. However, there is little research examining the attitudes of teachers
before they enter their profession - when in their teacher training program. The present
study will examine and compare attitudes about bullying for female and male, as well as
first-year and second-year pre-service teachers.
Attitudes to consider when examining teachers' perspectives about bullying
include the degree of concern they have about the problem. Some researchers have
attributed teachers' low reported rates of bullying to their low level of concern and
awareness of the problem (Bidwell, 1997; Ziegler & Rosenstein-Manner, 1991). However,
recent studies show that the majority of teachers consider bullying to be a noteworthy
problem in their classroom, are concerned about its negative impact on their students, and
feel responsible to prevent it from happening in their schools (Boulton, 1997; Dake et al. ,
2003; Stockdale et al., 2002).
In contrast, teachers may be unwilling to intervene due to lack of confidence in
dealing with bullying (Espelage & Swearer, 2003; Leff et al., 1999; Stockdale, 2002).
Indeed, researchers suggest that confidence is an important attitude to consider, and that
most teachers express little confidence in their ability to deal with bullying (Boulton,
1997; Dake et al. , 2003). Moreover, Nicolaides, Toda, and Smith (2002) found that
trainee teachers also experience low levels of confidence in dealing with bullying. The
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present study will examine student teachers' views concerning their ability to deal with
bullying.
In addition to their concern and confidence, pre-service teachers' perceived need
for more teacher training warrants attention. The majority of teachers report wanting
more training on classroom management strategies, regarding bullying in particular
(Boulton, 1997; Dake et al., 2003; Nicolaides et al., 2002). This lack of training may
explain teachers' reported difficulty integrating anti-bullying activities successfully. In
fact, they report feeling uncertain about their ability to cope with bullying due to lack of
training (Boulton, 1997; Dake et al., 1997). Thus, it is expected that pre-service teachers
will also request more training on bullying while completing their training programs.
It is also important to examine the type of pre-service training that is received.

Studies show that some pre-service courses on school bullying do not have extensive and
specific coverage on this topic (Baginsky, 2000, 2003; Merrett & Wheldall, 1993;
Nicolaides et al., 2002). Student teachers have reported their dissatisfaction with the
amount of knowledge that teacher-training-program course tutors provided on bullying
(Begainsky, 2000, 2003; Nicolaides et al. , 2002). Specifically, Begainsky (2003) studied
the initial teacher training programs in UK. She found that a maximum of 3 to 4 hours in
training courses and 1 to 2 courses in the training programs were devoted to the topic
regarding child protection. When these student teachers began their teaching career, they
reported wanting more in-service training even after completing those courses on school
bullying. Begainsky (2003) also indicated that child protection training should be part of
the core training in teacher programs and need to be re-attended once teachers are
working in school. Given that many teachers feel responsible for preventing bullying in
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school, it is essential to examine how the initial training prepares teachers to meet this
responsibility. Yet, there is very little research on this issue.
Bullying is recognized as a serious problem in school. Due to the amendment of
the Alberta School Act in 1999, there is a legal and political obligation for teachers to
ensure student safety. Just as bullying is complex, so too are the strategies that can
effectively manage it. To support teachers in developing an adequate understanding of
and skills to manage bullying, it is important to examine pre-service teachers' attitudes
about bullying.

Pre-service Teachers' Attitudes

29

CHAPTER III
METHOD
Sample

A sample of convenience was used whereby 514 pre-service teachers consisting

of 34.6 females (67%), 122 males (24%) and 46 unspecified (9%) from the Master of
Teaching Program, in the Faculty of Education at the University of Calgary were
included. A total of 550 questionnaires were delivered, and 36 were returned
uncompleted, yielding a response rate of 94%. Of these pre-service teachers, 45% (n =
231) were enrolled in their first year of the program, and 55% (n = 283) were in their
second year.
The Master of Teaching Program is a two-year post-degree program. The goals of
the program are for pre-service teachers to gain knowledge and skills for teaching as well
as develop practical wisdom for teaching. The program offers lecture based courses, case
studies, professional seminars, independent inquiries, and supervision in field experiences.
Course topics include understanding learning from various theoretical perspectives,
examining teaching in historical, practical, personal and ethical dimensions, developing
curriculum, and integrating theory and practice. During the off-campus observationparticipation period, pre-service teachers spend several weeks in school sites and do
supervised fieldwork including planning and teaching in order to experience real
classroom situations. The participants of the present study were pursuing training at either
the elementary or secondary school level.
Measures

Due to the limited research in this area, a questionnaire was developed to measure
pre-service teachers' attitudes about school bullying (see Appendix A). The 22 items are
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based on the researchers' experiences working in schools on cases of bullying, as well as
research findings on bullying and intervention programs. For example, programs
typically suggest providing a day of training to teachers, and that committees be
established to plan the implementation of the program. Therefore, items such as "Schools
should use professional development days to train staff about bullying," and "Committees
should be formed in schools to look at the problem of bullying" were developed. Items
also include teachers' attitudes and beliefs about bullying, "If I saw bullying at school I
would do something," "I feel confident in identifying bullying," and "I want to learn
more about bullying in my university education." Responses for each item are on a Likert
scale ranging from strongly disagree to strongly agree. The Alpha coefficient of the
internal reliability of the instrument is 0.91.
Procedure

The Teachers ' Attitude About Bullying Questionnaire was administered to preservice teachers during a regularly scheduled orientation to discuss program updates and
policies. They were informed that the purpose of the research was to study bullying and
better understand pre-service teachers' perspectives. Questions were answered, and then
they completed the questionnaires at their desks. A consent form was not required. They
completed the questionnaire anonymously, noting only their gender and year in the
teacher preparation program. The administration time was about 10 minutes.
Data Analysis

Data were analyzed using the Statistical Package for the Social Sciences (SPSS
10.0). To derive a concise list of explanatory constructs from the data collected, a
principal components analysis was employed. To eliminate error variance, Kaiser' s
criterion was applied prior to factor rotation, thus keeping only those factors with an
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Eigenvalue of 1.0 or greater. Orthogonal rotation using a Varimax procedure was
employed to minimize the number of loadings on a factor, thus simplifying its structure
and making it more interpretable. Extracted factors were examined and named based on
an analysis of the items that loaded on each one. In addition, to explore group differences
in the extracted factors, a two-way analysis of variance was conducted, using gender and
program year as the independent variables.
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CHAPTER IV
RESULTS
The analyses are presented in three sections: (1) descriptive statistics for items
were computed, (2) the items were inter-correlated and factor analyzed, and (3) gender
and year of pre-service training differences on attitudes identified in the factor analysis
were examined.

Descriptive Statistics of Items
In Table 1, the distribution of the data is presented by the frequency, percentage,
mean, standard deviation, and skewness of each response. Although most responses fall
above the means, the degree of skewness is not high, indicating that the data are evenly
distributed. The majority of pre-service teachers agree on most of the items, with the
exception of three variables: "I feel confident in identifying it," "I feel confident in
managing it," and "I am being prepared in my current education." In general, most preservice teachers have neutral or negative perceptions about their confidence and
preparation.

Factor Analysis
Pearson product-moment correlation coefficients were computed for all pairs of
items from the questionnaire. The resulting correlation matrix is shown in Table 2.
Principal components factor analysis with Varimax rotation and Eigenvalues exceeding
unity was performed. When interpreting the items which loaded on each factor, .40 was
adopted as a minimum factor loading because it indicates that approximately 20% of the
variance for a corresponding variable has been explained by a factor (Kerlinger & Lee,
2000). First, an initial five-factor solution accounting for 62.7% of the total variance was
obtained. Table 3 presents the descriptions of the 22 items and reports their factor
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Table l
Descriptive Statistics of Questionnaire Items Reported by Pre-service Teachers (N=514)
Frequency of each response
Variable
Bullying is a problem
Chi ldren are affected
1 am concerned about it
I fee l confident in identifying it
I feel confident in managing it
I wou ld do someth ing
Schoo l should develop policies
Need professional development
days
Need curriculum
Need class act ivities
Need school-wide activ ities
Need surveys
Need comm ittees
Need parents
Need assembl ies
Need community links
Need media
Need counsel ing
Need school resources
Prepared in education
Want to learn more
Bullying is just as important

Strongly
disagree

Disagree

2
0.4%
1

0.2%
3
0.6%
6
1.2%
14
2.7%
0
0.0%
2
0.4%
3
0.6%
8
1.6%
3
0.6%
6
1.2%
8
1.6%
11
2.2%
1
0.2%
4
0.8%
4
0.8%
7
1.4%
2
0.4%
6
1.2%
135
26.4%
15
3.0%
21
4 .2%

8
1.6%
4

0.8%

10
2.0%
68

13.3%
142
27.8%
4
0.8%

7
1.4%
11
2.2%
38
7.4%
16
3.1%
28
5.5%
34
6.6%
29
5.7%
6
1.2%
23
4.5%
13
2.5%
18
3.5%
,7
1.4%
10
2.0%
196
38.3%
28
5.5%
54
10.7%

Neutral Agree
91
17.8%
11
2.1%
65
12.7%
223
43.6%
235
46.1%
37
7.2%
24
4.7%
45
8.8%

122
23.9%
106
20.7%
79
15.4%
138
26.9%
145
28.5%
45
8.8%

100
19.8%
96
18.8%
80
15.7%
86
16.8%
58
11.4%
132
25.8%
11 3
22.2%
148
29 .2%

264
51.6%
119
23.2%
240
47.0%
172
33.7%
100
19.6%
204
39.9%
106
20.8%
167
32.7%
199
38.9%
2 19
42.8%
198
38.7%
181
35.3%
186
36.5%
191
37.4%
202
39.9%
219
42.9%
244
47.8%
199
38.9%
231
45.5%
38
7.4%
213
41.9%
2 11
41.7%

Strong ly
agree
147
28 .7%
377
73.6%
193
37.8%
42
8.2%
19
3.7%
266
52.1%
370
72.7%
285
55.8%
144
28.2%
168
32.8%
201
39.3%
152
29.6%
138
27.1%
268
52.4%
177
35 .0%
178
34.9%
161
31.6%
217
42.5%
203
40.0%
11
2.1 %
139
27.4%
72
14.2%

M

SD

Skewness

4.07

.75

-. 56

4.69

.57

-2.22

4.19

.77

-.9 1

3.34

.85

-.04

2.94

.85

.22

4.43

.66

-.91

4.64

.67

-2.20

4.41

.79

-1.42

3.85

.97

-.60

4.04

.84

-.63

4.09

.93

-.95

3.85

.97

-.53

3.81

.97

-.5 5

4.41

.72

-1.1 0

4.04

.89

-. 72

4.09

.84

-.75

4.05

.86

-.95

4.22

.80

-.76

4.21

.81

-1.16

2 .2 1

.99

.59

3.85

.98

-.81

3.5 1 1.00

-.55
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Table 2

Matrix of Pearson Product Moment Correlation Coefficients of 2 2 Variables (N = 514)
2

3

I .Bu ll ying is a problem

1. 00

2.Chi ld ren are affected

0 .52 •••

1.00

3. I am concerned about it

0.57 •••

0.52 •••

1.00

4 .1 feel confident in identi fy ing it

0.06

0.03

0.08

5.1 fee l confident in managing it

-0 03

-0.04

-0.07

4

6

9

10

ll

12

13

14

15

16

17

19

18

0.53 •••

1.00

0.10 •

0. 19 •••

0.19 ...

0.19 •••

0.29 •••

1.00

7.School should develop policies

0.30 •••

0.40 •••

0.46 •••

O.IO*

0 .01

0.33 •••

1.00

8 .Need PD days

0.34 •••

0.40 •••

0.45 •••

0.03

-0.15 ••

0.18 •••

0 .50 •••

1.00

9 .Need curriculum

0.33 •••

0.30 •••

0 .3 9 •••

0.01

-0 08

0.13 ••

0 .39 •••

0 .51 •••

1.00

IO.Need class activities

0.37 •••

0.34 •••

0.3 6 •••

0.03

-0.05

0.16 •••

0.33 •••

0 .51 •••

0 .69 •••

1.00

I I .Need school-w ide activities

0 .3 4 •••

0.34 •••

0.42 •••

0 00

-0 06

0.15 •••

0.41 •••

0 .52 •••

0 .57 •••

0.67 •••

1.00

12.Need surveys

0.29 •••

0.29 •••

0.37 •••

-0 01

-0.02

0.12 ••

0.29 •••

0 .34 •••

0.35 •••

0.37 •••

0.36 •••

1.00

13.Need committees

0.3 1 •••

0 .29 •••

0 .38 •••

0.04

0 00

0.18 •• •

0.34 •••

0.40 •••

0 .4 1 •••

0.39 •••

0.47 •••

0.48 ••• 1.00

14 .Need parents

0.41 •••

0.44 •••

0.46 •••

0.07

-0.04

0.26 •••

0.40 •••

0.43 •••

0.40 •••

0.4 7 •••

0.44 •••

0.41 ••• 0.50 •••

1.00

15 .Need assemblies

0.37 •••

0.38 •••

0.46 •••

-0 03

-0 06

0.16 •••

0.45 •••

0.43 •••

0.45 •••

0.47 •••

0 .57 •••

0.43 ••• 0.54 •••

0.55 •••

1.00

16.Need community links

0.37 •••

0.40 •••

0.41 •••

0.04

0.01

0.19 •••

0.36 •••

0.48 •••

0.44 •••

0.55 •••

0.53 •••

0.40 ••• 0.47 •••

0.57 •••

0.53 •••

1.00

l 7.Need media

0 .3 5 •••

0.30 •••

0.44 •••

0.02

-0 .04

0.24 •••

0.36 •••

0.42 •••

0.42 •••

0.46 •••

0.49 •••

0.46 ••• 0.47 •••

0.52 •••

0.48 •••

0.57 •••

1.00

I 8.Need couseling

0.31 •••

0.34 •••

0.33 •••

0.03

0.02

0.22 •••

0.34 •••

0.40 •••

0.34 •••

0 .34 •••

0.35 •••

0.42 ••• 0.41 •••

0.45 •••

0.40 •••

0.49 ...

0.47

***

1.00

19. eed school reso urces

0.2 7 •••

0.33 •••

0.36 •••

0. 11 ••

-0 .07

0. 19 •••

0.36 •••

0.41 •••

0.37 •••

0.43 •••

0.40 •••

0.34 ... 0.4 1 ...

0.48 •••

0.45 •••

0.52 •••

0.40

***

0.5 3

20 .Prepared in educati on

0.06

0 .07

0.07

0 .21 •••

0.03

0 00

0.07

0.04

0.06

0 .08

0.02

0.09

0.04

0 .07

21 .Want to learn more

0.39 •••

0.37 •••

0.49 •••

-0 .08

-0 .20 •••

0.08

0.36 •••

0.49 ...

0.50 •••

0 .42***

0.47 •••

0.33 ••• 0.46 ...

0.4 1 ***

0.46 •••

0.3 9 •••

0.4 I

***

0.37

***

0.44

***

-0 07

22 .Bu ll ying: is just as impo11ant

0 .39 ...

0.32 •••

0.4 7 •••

-0 .05

-0 .08

0.08

0.27 •••

0 .3 8 ...

0.47 •••

0.45 •••

0.46 •••

0.36 ••• 0.44 ***

0.36 •••

0.45 ***

0.42 •••

0.39

***

0.36

***

0.41

***

0. 14

*** p < .001 , ** p < .01 , * p < .05

22

1.00

6. 1 wou ld do somethin g

-0 07

21

20

-0 0 1

0 12 *

***

1.00
-0 .05

0.0 1

1.00
1. 00

**

0.64

***

1.00
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loadings and Eigenvalues. Some items split loaded on two factors. For example, " Want to
learn more" split loaded on the second and third factors. Moreover, the item "I am being
prepared in my current education" failed to load on any of the first four factors. Thus, this
item was examined as ari individual variable, and was not included in further factor
analyses.
Due to the split loadings and single-item factor found from the first factor analysis,
another principal components factor analysis without the item "I am being prepared in my
current education" was conducted. The commonalities were estimated by iterating the
factoring routine until convergence at the .001 level was achieved. Convergence required
6 iterations. There were four Eigenvalues greater than one: 8.48, 1.83, 1.20, and 1.07,
which accounted for 59.8% of the total variance. The four factors were rotated to the
normalized Varimax criterion. The result, which is summarized in Table 4, indicates that
the 21 items emerged in clearer clusters, describing teachers' attitudes about school
bullying. Thus, a four-factor solution was regarded as an adequate representation of the
data provided.
The first factor was defined according to items identifying school-wide strategies,
such as school resources, open discussion with parents, surveys, and community links.
This dimension was labeled "School Strategies." The second factor included items
describing teacher strategies, such as "Teachers should use a curriculum on bullying to
teach children," and "I want to learn more about bullying." This dimension was called
"Teaching Strategies." The third factor was comprised of items related to an individual's
awareness and concern of bullying at school. The label chosen was "Concern." The last
factor consists of three items describing an individual ' s confidence about dealing with
bullying (e.g. , "I feel confident in managing it").
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Table 3

Factor Loadings, Eigenvalues and Percent of Explained Variance From Principal
Components Analysis with a Varimax Rotation (all items) (N = 514)

Need counseling
Need school resources
Need media
Need surveys
Need committees
Need parents
Need community links
Need assemblies
Need class activities
Need curriculum
Need school-wide activities
Need PD days
Want to learn more
Bui lying is just as important
Bullying is a problem
I am concerned about it
Children are affected
School should develop policies
I feel confident in managing it
I feel confident in identifying it
I would do something
Prepared in education
Eigenvalues
% of Variance

Factors
School Teaching
strategies strategies Concern Confidence
.76
.09
.16
.05
.30
.15
.66
.08
.30
.20
.65
.02
.17
.64
.17
-.05
.30
.64
.18
.03
.23
.34
.64
.11
.63
.41
.19
.05
.39
.29
.55
-.01
.14
.28
.82
.05
.23
.16
.81
.03
.34
.18
.75
-.02
.34
.34
.57
-.01
.36
.45
-.19
.46
.32
.40
-.12
.46
.18
.16
.79
.03
.28
.25
.76
.03
.25
.14
.74
.04
.35
.32
.40
.20
-.03
-.09
-.09
.83
-.03
.06
.08
.82
.04
.30
.09
.56
.03
.00
.08
.18
8.48
38.56

1.86
8.46

1.27
5.75

1.15
5.22

Preparation
-.08
-.17
.04
.22
.16
-.08
-.02
.02
.03
.03
.00
-.18
.01
.30
.13
.03
-.18
-.31
.22
.08
-.32
.82
1.04
4.71
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Table 4

Factor Loadings, Eigenvalues and Percent of Explained Variance From Principal
Components Analysis with a Varimax Rotation (Without Item "Prepared in Education ")
(N=514)

Need counseling
Need school resources
Need parents
Need media
Need community links
Need committees
Need surveys
Need assemblies
Need class activities
Need curriculum
Need school-wide activities
Bullying is just as important
Need PD days
Want to learn more
Bullying is a problem
I am concerned about it
Children are affected
School should develop policies
I feel confident in managing it
I feel confident in identifying it
I would do something
Eigenvalue
% of Variance

School
strategies
.76
.68
.64
.64
.62
.60
.59
.54
.27
.24
.34
.26
.37
.33
.14
.26
.25
.41
-.04
-.03
.38
8.48
40.37

Factors
Teaching
strategies Concern Confidence
.10
.17
.03
.28
.18
.05
.23
.36
.08
.31
.20
.01
.42
.19
.04
.36
.16
.03
.25
.14
-.04
.41
.29
-.02
.15
.06
.82
.16
.04
.79
.74
.19
-.01
.54
.36
-.10
.37
-.04
.50
.44
-.18
.49
.21
.77
.03
.26
.76
.02
.12
.75
.02
.21
.46
.15
-.05
-.11
.86
.08
.07
.84
-.08
.16
.51
1.83
8.70

1.20
5.70

1.07
5.10
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To assess the consistency of the items within each factor, an analysis of internal
reliability was conducted. Cronbach's alpha for each factor was computed, and they are
moderately high: School Strategies, .87; Teaching Strategies, .87; Concern, . 77; and
Confidence, .61. Thus, all factors with the exception of confidence are highly reliable.

Correlation Analysis
The correlation coefficients of the four factors range from - 0.01 to 0.78 (see
Table 5). Commitment to school and teaching strategies was highly correlated, r(506)
= .78 , p <.001 , indicating that people who are committed to school strategies are also
committed to teaching strategies. Teachers' concern about bullying was also significantly
related to the commitment of school and teaching strategies. The more they are concerned
about the problem, the more they commit to the strategies to counteract it. However,
confidence was less highly correlated with the other three factors.
In addition, feeling prepared (a separate item according to the factor analysis) was
not highly correlated with the four attitude factors. Although the correlation between
feeling prepared and confidence is statistically significant, the coefficient is small, r(506)

= . 15; p < .01. In brief, student teachers' preparation in their current education is not
related to commitment to school and teaching strategies, or concern, but is somewhat
related to confidence.

Multivariate Analysis
To explore whether there were group differences between the different
demographic subsets on pre-service teachers ' attitudes, a 2(gender) by 2(year of preservice training) MANOV A was conducted, using the four attitude factors and
preparation variable as dependent variables. The results are presented in Table 6. No
significant interaction effect between gender and year of training in the scores on four
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Table 5
Pearson Correlation Matrix of Four Attitudes and Preparation (N = 514)

School strategies

School

Teaching

strategies

strategies

Concern

Confidence

Preparation

1.00

Teaching strategies

.78***

Concern

.66***

.,64***

Confidence

.09*

-.01

.13**

Preparation

.06

.05

.02

1.00

Note. * p < .05 , ** p < .0l , *** p < .001

1.00
1.00
.15**

1.00
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components was found. Thus, gender and year of training can be examined on their own
because they are not influenced by each other. There is an overall main effect for gender,
indicating that female student teachers endorsed more school and teaching strategies and
reported more concern about bullying than did male student teachers. They also reported
lower levels of confidence than did male student teachers, Mmale = 11.15 ; M_remate = l 0.50 ;

F(l , 428) = 11.18, p < .001. In addition, main effects of program year were found.
Teacher' s confidence was higher in their second-year (M = I 0.96) than in their first-year
(M = 10.30). Also, findings show that student teachers in their first program year

considered themselves to be less prepared than those in the second program year, Mi s, year

= 2.10, M 2nd year = 2.30; F(l, 463) = 5.38,p < .05.
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Table 6
Means of Attitudes/or Female, Male, First and Second Year Pre-service Teachers

1st year

211 year

F

(n = 186)

(n = 246)

31.23

16.13***

32.62

33.00

.83

24.32

21.49

34.74***

23.73

23.49

1.02

17.60

17.74

16.83

14.13***

17.60

17.44

.24

Confidence

10.71

10.50

11.15

11.18***

10.30

10.96

7.88**

Preparation

2.21

2.23

2.10

1.61

2.10

2.30

5.38*

Entire

Female

Male

sample

(n=321)

(n= 111)

School strategies

33.00

33.39

Teaching strategies

23.72

Concern

Note. * p < .05 , ** p < .01, *** p < .001

F
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CHAPTERV
DISCUSSION

General Discussion of Findings

The main findings of the present study are summarized as follows: 1) Factor
analysis identified four types of attitudes that pre-service teachers hold about bullying:
Concern, confidence, and commitment to school and classroom strategies, 2) Pre-service
teachers are highly concerned about bullying in school, 3) Pre-service teachers have
moderate levels of confidence in managing and identifying bullying, 4) The resources
pre-service teachers endorsed are divided into two categories: school and teaching
strategies, 5) Pre-service teachers report that they are not being adequately prepared to
deal with bullying in their current education program, 6) Significant differences in gender
and program year of pre-service teachers emerged.
Pre-service Teachers ' Attitudes About Bullying

Pre-service teachers' attitudes were measured with the Teachers' Attitude About
Bullying Questionnaire. Four types of attitudes were explored and empirically tested
using factor analysis and internal reliability procedures, indicating that the questionnaire
provides an accurate and reliable estimate of pre-service teachers' attitudes. These
attitudes include commitment to school and teaching strategies, concern, and confidence.
Compared to the other three types of attitudes, teachers' confidence has the lowest
consistency suggesting that the items that measuring teachers' confidence may have
limited applicability. This low reliability may be a result of having only a few items in
this factor and their low inter-item correlations. That is, the item "I would do something"
had a lower factor loading than the other two items, suggesting that responses to this
question differ from the other two questions. Therefore, alternative items that measure
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teachers ' confidence should be considered in future research. Overall, however, the
questionnaire demonstrated adequate psychometric properties, and it provides some
indication of pre-service teachers' attitudes.
Frequency results showed that most pre-service teachers consider bullying to be a
problem and that children are negatively impacted. At the same time, pre-service teachers
report low levels of confidence and preparation to manage the problem. This finding is
similar to previous reports from teachers (Bidwell, 1997; Boulton, 1997). Despite the
awareness of bullying occurring and its harmful effects on victims, pre-service teachers
have little confidence in their ability of dealing with bullying ~ven though they reported
they would try to do something to stop bullying at their school.
Along with their high degree of concern, pre-service teachers consider that a
school policy on bullying is necessary to effectively deal with it. Indeed, a clear school
policy can support initiatives to create a safe school environment for students (Bullock,
2002; Olweus, 2003). According to Olweus (2003), it is important that the school policy
clearly specifies the responsibilities for each school community member, such as teachers,
pupils, parents, and ancillary staff. Given pre-service teachers' high levels of concern, it
is possible that they feel responsible in managing the problem, and, thus, they are likely
to implement an anti-bullying program (Boulton, 1997; Nicolaides et al., 2002). This
response to bullying may be due to increased attention in the media over the last few
years. In addition, administrators and parents now expect teachers to use anti-bullying
strategies. These combined changes may explain the high levels of concern pre-services
teachers reported in the present study.
Although the level of concern was high, reported confidence about managing
bullying was low. Nicolaides and her colleagues (2002) reported similar results whereby
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trainee teachers had little confidence about their ability to deal with bullying. Thus,
despite wanting to confront bullies and support victims, teachers may feel helpless and
powerless if they consider themselves as lacking in the skills to do so. These feelings may
create considerable stress for teachers if parents and school administers expect them to
ensure the safety of the students.
In addition to reflecting a lack of skills, low confidence may indicate that preservice teachers lack scientific and experience-based knowledge about bullying behaviors
and effective management strategies. Considering that teachers' confidence creates a
sense of security and safety for students (Boulton, 1997), it is important for teachers to
develop knowledge and skills about dealing with bullying, thereby increasing their
confidence.
Pre-service teachers also reported a high degree of commitment to school-wide
strategies. Indeed, the majority of pre-service teachers indicated that school-level
strategies are required to tackle bullying at school. These results coincide with Olweus '
(2003) recommendation that intervention be focused on the entire student population of
th¼school. School-level strategies are directed at developing a warm and accepting
school climate through implementation of strategies such as group and individual
counseling for students who bully or who are victimized, committee meetings to discuss
bullying problems and solutions, student surveys to determine the extent of bullying
problems and solutions, student surveys to determine the extent of bullying, assemblies
that publicly address bullying, and parent-teacher meetings to discuss progress. Research
on school climate suggests that these strategies substantially improve school climate and
increase students' perceptions of safety (Dake et al. , 2003; Eisenberg et al. , 2003;
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Forgatch, 2003; Kallestad & Olweus, 2000; Leff et al., 2003; Ma, 2002; Olweus, 2001 ;
O ' Moore, 2000; Rappaport, 2001 ; Yoneyama & Naito, 2003).
In addition to requiring strategies to support students at school, pre-service teachers
identified the need for specific teaching strategies for themselves. That is, ideas for
classroom activities and rules, curriculum materials, and in-service training are needed. In
addition, pre-service teachers wanted to be involved in more school-wide activities,
perhaps as a means of learning about bullying from observing other teachers. Since preservice teachers report dissatisfaction with their teacher training on bullying, they may
expect to gain on-site training. Considering that pre-service teachers perceive bullying to
be as important as other topics covered in their university education, and that teaching
strategies can create a more supportive social climate in the classroom (Olweus, 2003), it
seems worthwhile to provide such training to pre-service teachers.
Of the four attitudes, commitment to teaching and school strategies are the most
closely related. If teachers are willing to address bullying in their classroom, they are
likely to support school-wide initiatives. Since bullying often occurs outside of the
classroom, it seems difficult to manage by the sole use of classroom strategies. Rather,
bullying most often occurs on the playground (Atlas & Pepler, 1998; Craig et al. , 2000;
Hawkins et al. , 2001; Pepler et al., 1994; Whitney & Smith, 1993), and, thus, under the
supervision of another teacher or playground volunteer. Communication between the
classroom teacher and other adults at school is needed to identify bullying incidents and
enforce consequences. Thus, managing bullying requires school-wide as well as
classroom strategies.
School and teaching strategies are also closely related to pre-service teachers '
concern about bullying. If teachers are concerned about the negative impact of bu] lying,
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they likely feel responsible to prevent it in their school and are willing to intervene
(Boulton, 1997; Dake et al. , 2003 ; Stockdale et al. , 2002). Thus, teachers may commit to
school and teaching strategies to address their concern for student safety.
Pre-service teachers who were highly concerned about bullying were also likely to
be confident in managing it, although this relationship is small. There may be other
potential variables that influence this relationship, such as motivation or the teacherstudent relationship. For example, a positive relationship may motivate teachers to
improve their skills and knowledge to provide a better learning environment for students.
These results can be explained according to dynamic systems theory, whereby,
interactions among children, parents, peers, school, and teachers serve to reduce,
maintain, or increase bullying. Pre-service teachers hold negative attitudes against
bullying and high concern. However, given their low confidence and little preparation,
the effectiveness of pre-service teachers ' attempts to stop bullying may be limited. If
students perceive them as ineffective, acts of bullying may increase and go unchecked,
which may further lower teachers' confidence in managing bullying and increase their
concern. This impact may increase teacher frustration and result in stress and fatigue.
Preparation to effectively deal with bullying may be necessary to prevent these
difficulties.

Pre-service Teachers' Preparation in Managing Bullying
Only one tenth of pre-service teachers were receiving training to manage bullying.
Students in this study were enrolled in a 2-year post-degree teacher training program.
Considering that many such programs are four years in duration, this shorter program
may be limited. Topics such as curriculum learning likely receive more attention than
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topics related to socio-emotional development of children, which would encompass
aggressive behaviors such as bullying.
Moreover, teachers' preparation is related to their confidence. While pre-service
teachers feel not well-prepared in managing bullying in their education, they likely feel
low confidence in their ability to combat bullying. It is possible that with additional
training, pre-service teachers will develop greater confidence.
Year of Training and Gender Differences in Teachers ' Attitudes
Pre-service teachers' confidence and preparation significantly differ according to
the year of the training program they are enrolled in. Second-year pre-service teachers
felt more confident and prepared in managing bullying than first-year pre-service teachers.
As more years of training are completed, confidence in their general ability may increase
their sense of confidence in managing bullying (Boulton, 1997). Commitment to school
and teaching strategies and concern, however, did not significantly differ between the
first- and second-year pre-service teachers. Thus, regardless of training, pre-service
teachers are concerned about the problem of bullying and require various strategies that
can manage it. However, there is very little research on year of program difference in
teachers ' attitudes. Replication of this result is, therefore, necessary.
Significant gender differences also emerged. More female than male pre-service
teachers reported the need for school-wide and teaching strategies. Similarly, Nicolaides,
Toda, and Smith (2002) found that female trainee teachers see more value in training than
do male trainee teachers. Considering that female teachers express significantly more
negative attitudes against bullying than do male teachers (Boulton, 1997), female teachers
may be more likely to value resources that can help address bullying.
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Female pre-service teachers also expressed greater concern about bullying at
school. Hawker and Boulton (2000) indicated that since male teachers are less aware of
the ill effects of continuing victimization than are female teachers, they are less
concerned than are female teachers. Male pre-service teachers reported more confidence
about their ability to deal with bullying. It is possible that male teachers have higher
capacity in managing the stress, which affects the level of confidence, from dealing with
bullying than do female teachers. Taken together, these results suggest that even though
both groups hold negative attitudes against bullying, female pre-service teachers may be
more involved in managing bullying than are male pre-service teachers.
Implications for Teacher-Preparation Programs

Consistent with previous studies (e.g. Boulton, 1997; Nicolaides et al., 2002), preservice teachers in the present study reported the need for training and information on
school bullying issues, and were dissatisfied with their preparation on bullying in their
current education. Therefore, the results of the present study suggest the need for preservice training to include information about bullying and school-wide and teaching
strategies, which are not currently a core component of teacher training courses. Various
approaches such as providing a course, conference, information session, and assignments
on bullying may be considered. Since teacher preparation programs attempt to address
many issues, it is important to recognize the limited amount of time available and
encourage students to continue their professional development by gaining more
information from agencies, and reading latest research articles about bullying once they
complete their training. With this kind of information, pre-service teachers will have
sufficient knowledge and skills to manage bullying, which may increase their confidence,
and, hence, create a greater sense of security in their classroom.

Pre-service Teachers ' Attitudes

49

Limitations and Strengths of the Study
Although the questionnaire developed for this study demonstrated adequate
psychometric properties, it requires further refinement. Several items in the factor
analysis (e.g. , "Want to learn more" and "School should develop policies") loaded highly
on more than one factor. It is possible, therefore, that these factors measure more than
one construct. Also the reliability of the "Confidence" factor was below .70 and should
be refined in future research. In addition, preparation in the teacher-training program was
measured by only one item, which may not be an accurate or reliable indicator.
Furthermore, the present study only demonstrated four types of attitudes, and additional
attitudes and characteristics such as motivation and creativity may be related to teaching
and school-wide strategies.
Another limitation is the conditions in which data were collected. The
questionnaire was administrated at a regularly scheduled meeting for students in the
teacher-training program. During this meeting, students expressed many concerns about
various issues, which may have influenced their responses to the attitude questionnaire.
Directions for Future Research
This exploratory study describes the attitudes of pre-service teachers in dealing
with bullying. Although the results represent the majority of students enrolled in teacher
preparation at one university, it may not reflect the attitudes of students from other
universities. Therefore, future research must include different universities in order to
increase the level of generalizability of the results.
Future research must also examine the problem of measurement. Evidence of
validity and additional methods of measuring teachers' attitudes must be acquired for an
accurate understanding of their perspective on bullying. Moreover, evaluation of training
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programs would demonstrate the degree to which students are prepared to enter a
teaching career.

CONCLUSION
According to Pepler and Craig (1999), the best approach to understanding the
complexity of bullying is to explore the various roles and levels within the social system
including children, parents, administrators, teachers, and other people involved in schools.
Bullying has received a great deal of attention in research, yet teacher and student
teachers have been largely excluded from studies. Considering that teachers play a central
role in bullying, they require support during their training, which according to the present
study, is not what they are currently receiving. To understand the type of support teachers
need, it is important to understand their attitudes about bullying. In this vein a
questionnaires was developed to measure pre-service teachers ' attitudes about bullying.
This study represents an exploratory examination of various attitudes about bullying that
with replication of findings from future studies, can suggest ways of providing training to
meet the needs of pre-service teachers.
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APPENDIX A
Survey on School Bullying
Please state how much you agree with the following statements. Circle a number from 15 where 1 states you strongly disagree and 5 states you strongly agree. Please think of
children in Kindergarten to .grade 12 in local schools when answering these questions.
Gender: Male

Female

Year in Program: Ist

2nd

--,rd

.)

4th

5th 6th or more

Strongly
Disagree

1. Bullying is a problem in schools ..... . ......... ........ 1
2. Children are affected by bullying ...... ... ............. 1
_,. I am concerned about bullying ......................... 1
4. I feel confident in identifying bullying ............... 1
5. I feel confident in managing bullying ................ 1
6. If I saw bullying at a school I would do something. 1
7. Schools should develop policies on bullying ......... 1
8. Schools should use professional development days
to train staff about bullying ............................. 1
9. Teachers should use a curriculum on bullying to
teach children ............ .. .......... ... ......... .......
10. Teachers should organize classroom activities to
deal with bullying .............................. ....... .. 1
11. School administrators should organize school-wide
activities to deal with bullying ........................ 1
12. Surveys should be given to children to ask them
about their experiences of being bullied .............
13. Committees should be formed in schools to look at
the problem of bullying ................................. 1
14. Schools should discuss bullying with parents ....... 1
15. School assemblies should address bullying .......... 1
16. Schools should link with community resources to
deal with bullying ........................................ 1
17. TV and other media should discuss bullying ......... 1
18. Children should receive counseling to deal with
bullying ..................................................... 1
19. School resources should be used to help teachers
deal with bullying ......................................... 1
20. My current university education has been preparing
me to manage bullying ................................... 1
21. I want to learn more about bullying in my university
education .................................................... 1
22. In comparison to other topics I want covered in my
university education, bullying is just as important ... 1
Do you have any other comments about school bullying?
')

Strongly
Agree

2
2
2
2
2
2
2

3
3
3
3
3
3

_,

4
4
4
4
4
4
4

5
5
5
5
5
5
5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2
2
2

3
3
3

4
4
4

5
5
5

2
2

3
_,

4
4

5
5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5
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