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ABSTRACT

This paper describes the development of the Toronta Anti-Bullying Inter-
venl :m.. The effectiveness of the Anti-Bullying Intervention was examined with
titative and qualitative data gathered before and 18 months afler its imple-

ation,
"I',I:n results of this research confirm that bullying continues o be a perva-
v 2 problem in Toronto schools, There were some improvements in students’
'E" 1 of bullying as assessed at the individual, peer, and school levels. COrver
”ﬂm 18 months of the program, children reported increased teacher inter-
-'.'=- ons 1o stop bullying. More bullies indicated that teachers had talked to

- but there were no differences in the proportion of bullies or victims who
discussed their problems with parents. Fewer children indicated that they
join in a bullying episode following the intervention. There was an
e in the number of children who admitied to bullying, but a decrcase i
number of children who had becn victimized during the past five days,
inconsistent results raise several issues related 1o implementing the Anti-

Y

nce is becoming an increasing concern within our communities. To
and intervene in the problem of violence, we must consider its devel-

viours {M:Mn Psychological Association, 1993). Children's expen-

on of this paper was presenicd ai the Biennial Meetings of the Intemational Society for the
inural Development, Recife, Brazil, July 1993, We arc indebted to the Toromo Board of
m, Anti-Bullying team leaders, teachers, school staff, and children in the four
e the Anﬂmmht Intervention was implemenied, Their effors and commitment are
L this paper. This rescarch was made posible by a grant from the Omiario Memal
_-].I:I the Ruth Schoarty, Foundation, Requests for reprings should be sent 1w Dr. Debrn
ah Research Centre on Vioknee and Conflict Resolution, York University, 4700 Keele
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ences within their family, peer group, school, and broader communily are infly.
ential in the development and maintenance of aggressive behaviour patterns. Thig
paper examines the problem of bullying at school, which is one type of ALBressiy,
behaviour that may portend problems of violence later in life (Farrington, 1993
The development, components, and 18-month evaluation of the Toromo Anti.
Bullying Intervention are described in this paper.

Bullying comprises physically or verbally apgressive behaviours directed g a
child who 1s powerless to defend him or herself (see Olweus, 1991). The behavigy,
is repeated over time and there is a power differential between the bully and g,
victim, by virtue of size, reputation, or numbers. Bullying may be direct or indireg
and comprises 4 continuum of behaviours including teasing, gossip, subtle sociy)
exclusion, extortion, verbal attacks through to severe physical abuse. A Bullying
Survey conducted in Toronto schools indicated that bullying is a pervasive prob.
lem: 15% of the students acknowledged bullying others more than once or twice
during the term and 20% of the students said they had been victimized more thag
once or twice during the term (Ziegler & Rosenstein-Manner, 1991). Observations
of children on the school playground indicate that bullying occurs frequently; how-
ever, teachers and other children intervene very infrequently to help vietims (in 4%
and 11% of the episodes, respectively) (Craig & Pepler, 1994a). The behaviours of
bullies, victims, and peers unfold within the wider system of the school where
adults are unaware of the extent of the problems and other children are unsure
about whether or how to get invelved,

In response to the results of this Bullying Survey, the Toronto Board of Edu-
cation implemented a pilot Anti-Bullying Intervention in four elementary schools. It
was modelled afier a national intervention in Norway which was designed to; in-
crease awareness of and knowledge about the problem, including dispelling myths;
actively involve teachers and parents in planning and implementation; develop
clear rules against bullying behaviour; and provide support and protection for vic-
tims, with an emphasis on eliminating their isolation within the peer group
(Olweus, 1987). The Norwegian program comprises a systemic approach to re-
ducing bullying with components at each of the school, parent, classroom/peer,
and individual levels (Olweus, 1991; Roland, 1993). It combines primary and sec-
ondary prevention: all children in a school participate in activities to increase their
understanding and to provide them with skills to deal with bullying, Individual chil-
dren who experience problems related to bullying and viclimization are provided
with additional guidance.

The Norwegian program reduced bully/victim problems by 50% over (W0
years, with no displacements of bullying from the school yard to unsupervised
loeations (Olweus, 1991). Other positive effects included a reduetion in thefl,
vandalism, and truancy, as well as an increase in students' satisfaction with schotl
(Olweus, 1991). Based on follow-up data, Roland (1993) cautions that the mr'!"ﬂl'r
successful effects were seen in schools with & strong commitment to imple rnEH“'?Er
the program; whereas few, and sometimes detrimental effects were evident 1B
schools which made minimal implementation efforts, Similar intervention effons
are currently being conducted in the United Kingdom (Sharp & Smith, 1993}
Preliminary evaluations of the UK. intervention indicate significant decreasts i
physical and verbal bullying (Smith & Sharp, 1993},
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_.‘_ + Toronto Anti-Bullying Intervention was based upon the Norwegian model
o rarions for Canadian educational methods, culural norms, and ethnic di-
'ThJ!l'E are imporant differences between the Norwegian and Toronlo
¢ in the precipitating factors and program development. Following three
~nt suicides apparently linked to extensive viclimization, the Norwegian
= mandated that every classroom in every school in the country would
A5 program 1o combat bullying (Olweus, 1991). In Norway there was s
1. nationally based effort with the Ministry of Education financing both
oment of the program and its evaluation. Norwegian schools were
'wilil a video and a package of written materials on the background and
ot of bullying. Roland (1993) notes that the Norwegian campaign had
fed on 10 years of efforts during which research fostered public and
1| concern about bullying which was translated into wide media coverage
.t for the intervention. In the UK., the development of interventions has
scted by researchers such as Smith and his colleagues or by professors of
*Fﬂﬁh as Tattum (1993).
. Canadian experience is different and considerably more modest. Rather
provided with a fully developed nationally mandated program, teachers
istrators with extensive practical experience, but limited knowledge of
arch and literature on bullying, were given the wsk of developing the
jon. The Toronto schools have gradually developed the Anti-Bullying
ion from the bottom up, with school staff working toward identifying
jons to the problem of bullying in their own schools. There has been no
hed policy or anti-bullying code for schools, no specially prepared films
ble to carry the message, no curriculum manual for teachers, and no
ed pamphlets for parents. Although a nationally supported program would be
neficial in the current Canadian context where violence in schools is

jerefore, the current intervention and evaluation reflect an implementation
1 education system in which control and initiative essentially reside within
ual schools and classrooms, with resources available from central board ser-
pon request. The Anti-Bullying Intervention has relatively modest costs,
Leffective, may be broadly generalizable to other school contexts,

DESCRIPTION OF THE TORONTO
ANTI-BULLYING INTERVENTION

* pilot phase of the Toronto Anti-Bullying Intervention began in the fall of
iring the previous summer, two team leaders were designated from each
" Toronto schools involved in the pilot intervention. These team leaders
th:llll bullying and the Norwegian Intervention Program and to
] the adaptation and implementation of an anti-bullying program at their
m Planning team recognized that the Anti-Bullying Intervention would
“eeeed with the motivation and support of administrators and teachers in the
bence this became a primary goal for the first year of implementation.
;:":lFm.ﬁ'Dul the four pilot schools have continued to meet over the past two
‘address concerns and further develop program components.
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The school, community (parents), class/peer, and individual levels of the 1,
onto Anti-Bullying Intervention dare described in turn as they have been adapag
from the Norwegian intervention, The implementation across schools has vare,
somewhat; however, all schools have introduced three critical elements: staff try;,
ing, codes of behaviour, and improved playground supervision (for a fuller dieg.
cription, see Pepler, Craig, Ziegler, & Charach, 1993).

R—

I School Level

jis : :

S In the Norwegian intervention, core components at the school level incluge 4
§ school conference day, improved recess supervision and playground OTRAniZatioy
S and equipment, regular staff meetings for continuing education, and monitoring of
3 the program within the school (Olweus, 1994), Olweus prepared a 32-page booklet

for teachers to inform them of the problems of bullying and strategics for
addressing them (Olweus, 1994).

In Toronto, the goal of eliciting motivation and support for the inlervention
was met in all schools during the first year of implementation. Teachers particip-
ated in a school conference day on bullying and victimization. Adult supervision
was increased on the playgrounds and in the hallways, prime locations for hullying
according Lo students’ reporis. Additional play equipment was purchased for
outdoor activities. Codes of behaviour were being developed and implemented in
all schools, The behavicur codes state the behaviours that are not allowed, but alse
identify positive rights and responsibilities of those within the school (students and
adults). Consequences for misdemeanours are clearly spelled out for the students,
stafl, and parents. A common understanding and commitment to the school-wide
policy is the first step in creating a school climate that discourages bullying (Tal-
i, 1993).

rom www.cjcmh.com by 18.117.118.;
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Parent Level

In Norwegian schools, there were regular parent-leacher meetings to inform
parents of the problem of bullying and of the signs associated with a child's
victimization, Parents and teachers worked together to enbance school climate,
increase supervision during recess and lunch, and promote school/home contact. I
addition to meeting around the problem of bullying, resources were available 10
support parent involvement, Olweus developed a four-page booklet which was
distributed to parents of school children throughout the country (Qlweus, 1994). A
video depicting various bullying scenes involving both hoys and girls Wi
developed and shown to teachers, parents, and children. The bullying episodes are
praphic and deliver a cogent message about bullying and its consequences.

The Toronto Board of Education has recently produced a booklet on bullyine
and an excellent film to raise sensitivity and concern for the problem of bullying
within # Canadian context.! A pamphlet for parents has yet o be prepared i
distributed. Parents of children in the four pilot sehools haves been informed of the
program through newsletters and parent meetings. Parents have been BTED”_HEE 4
to talk to their children about bullying and to be aware of potential signs of victm
Leation.
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'.um Norwegian program, there were several components at the class-
Class rules were established in collaboration with the children, such as
. will be tolerated, anyone witnessing bullying is responsible for inter-
U iting assistance, and efforts will be made to include isolated children.
sortant component at the class level was regular class meetings 1o
rules and any infractions, to develop fair sanctions, and Lo encourage
' ees and concern for victims.
wﬂg. a number of activilies on bullying were introduced to change stu-
s dee and behaviours related to bullying, such as drama and language
> to bullying and exclusion. Teachers used shont stories and novels
@ themes to stimulate class discussions. Classroom discussions were
o ded through "Learning Circle," which allows students to talk in a safe
ictured way, without threat of judgement, This activity trains children to lis-
spectfully and provides teachers with the opportunity to relate the anti-bully-
neents to real, everyday incidents and interactions among the classmates. A
ring program involving small groups of students with a teacher was imple-
1 in the senior grades. Like Learning Circle, it provided an opportunity for
{0 address interpersonal, non-academic concerns in a comfortable and sup-
Although not part of the Norwegian program, the three primary schools in the
program have implemented a peer conflict-mediation program which trains
1 to intervene in conflicts on the playground and elsewhere. The conflict
0 does not exclusively target bullying, but includes any interpersonal
ot which children need help in resolving, Mediators can initiate the inter-
‘or they can respond (o a child's request, Teacher support is always avail-
asxist in mediating a conflict and is critical in a bullying situation where
é_t‘-_pw:r differential. An example of this type of intervention is the Peace-
program (Roderick, 198%8).

Bullies and Victims
orway, the core components at the individual level include serious talks
§ and victims, as well as with their parents. In response o bully/victim
Tﬂfﬂﬂn teachers have talked to students collectively, and to bullics and
lividually. Talks with bullies emphasize the unacceptability of bullying
g ke established sanctions. Talks with bullies' parents inform them of their
Sfe0s difficulties and enlist their cooperation in disciplining bullying behaviour
fOmitoring for further occurrences. Talks with victims encourage them to
P and confirm the school's intention to follow-up to ensure that the victim is
“Aed from further harassment. Talks with victims' parents enlist their support
yINg victimization and providing suppont for their children, Toronto
*ﬂﬂﬁlﬂd the same approach and were asked to keep logs of bullying
* 85 & [orm of documentation and communication about those children
And sleps taken to address the problems.

::;{Tﬂfﬂlﬂﬂ program was evaluated with the questionnaire developed by
S and used in the Toronto Bullying Survey (Ziegler, Charach, & Pepler,
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1993). Pretest questionnaires were completed prior to program implementatioy, i
the fall of 1991, Preliminary assessment data were colleeted six months afier the
implementation of the Anti-Bullying Intervention and are reponed in detail g,
where (Pepler et al., 1993), The preliminary evaluation indicated a 30% reductiny
in reported incidents of bullying when children were asked, "How many tip,,
have you been bullied in the last five days?"™ Fewer children reported spending
tme alome at recess and at lunch following six months of intervention. There wyy
however, no significant change in children's reports of the prevalence of bullying
in the last two months, racial bullying, peer intervention, or in discussions ahpy
bullying with adults. Children reported significantly less adult inlervention in
spring than in the fall. Finally, fewer children reported being uncomfortable ohser.
ving bullying in the spring than in the fall,

We recognize that a comprehensive intervention such as the Anti-Bullying [p-
tervention takes considerable time and effort to implement across the various Sys-
tems, The preliminary results are, nevertheless, encouraging with respect to (he
possibility of reducing bully/victim problems in school. In the next section, we des-
cribe the subsequent assessment, conducted 18 months following the implementa-
ton of the Anti-Bullying Intervention.

METHOD

Both quantitative and qualitative assessments were conducted to evaluate the
first 18 months of the Anti-Bullying Intervention. The quantitative assessment pro-
vided information on the reduction of bullying in the schools and behaviour
change. The qualitative assessment provided an evaluation of the process of imple-
menting the Anti-Bullying Intervention.

Participants

The four pilot schools were selected because of their interest in the problem of
bullying and willingness to commit time, energy, and resources to the intervention.
The four schools are all located in dense urban arcas and their students represent 3
wide variety of ethnic groups. Three of the schools had children from Kindergaried
to Grade 8 (ages 5-14); the other school was a senior school, with grades 7 and 8
(ages 12-14). All students in split Grades 3/4 to Grade £ (8 to 14 years old) coni
pleted the questionnaires. With students transferring in and out of the schools over
the study period, the samples of students who completed the questionnaires at
pretest and 18 months were not identical. At pretest, 1,052 students (547 boys and
505 girls) completed the questionnaire and at the 18-month assessment, '*‘H‘I
students (502 boys and 539 girls) completed the questionnaire. For the quEitm:"-'ﬂ
assessment, 78 teachers (74%) completed the Classroom Activities Questionnaif®
and eight team leaders were interviewed (two at each of the four schools).

Instrument and Procedures
: : . . t
The self-report questionnaire used in the previous Bullying Survey t_?"i“-E‘”,"
al., 1993) was administered at the pretest and 18-month assessment. This Engh

- & & " 5 r
translation was based very closely on the questionnaire developed by Olwcus fu_
use in schools in Scandinavia (Olweus, 1989), The self-report questionnaire pro
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e dnﬁl-“uﬂn of bullying for the students. Students answer 40 questions about
riences of bullying and victimization; their talks with teachers and
entions by themselves, peers, and teachers; and general information
m]munn of bullying, The reference period for the questions is approx-
aly tWO months—since the bmgmmn_u_., of the school year for the fall adminis-

h ﬂﬁgmm March break for the spring administration. Multiple responses are

for each question.

' .t data were collected in November and the 18-month data were collecied
nd of May, These administration times were selected to equate the reference
nd to ensure that students had sufficient experience to report on hu]l:.rmg
current school year. As in the Norwegian evaluation, the questionnaires
1o schools with accompanying instructions and were administered to
b} teachers. Students completed the questionnaires anonymously, noting
r gender and their class.

. Euqsrnm:n Activities Questionnaire was sent to teachers and completed at
» time as the student questionnaire. This questionnaire assesses whether
g'umpmm of the Anti-Bullying Intervention have been implemented at the
level. Questions are provided in Table 1. Face-to-face interviews with
ders 4t each of the four schools werc based on an interview protocol

TABLE 1
Classroom Activities Questionnaire

5 a list of classroom activities which may be part of the Anti-Bullying Intervention,
¢e & checkmark after any which you use or have used during the school year in

8 meetings o talk aboul bullying.
' _: rming circle.
anks and stories about bullying, with class discussion,
He-play or drama about bullying and solutions to it
Iks with individual children who are bullies.
Talks with individual children who have been bullicd.
ih_mwlm parents of bullies or victims.
Halks with students who have witnessed bullying, but not intervened or gone for

Niscussions about racism and how to avoid and/or combat it.
_ " !bﬂl.ll. ::;nﬁm and how ln avod and/or combat it

.-“"'H:r strategies and activities you use o discourage bullying, please describe
% are other resources (training, curriculum matenals, adminstrative suppor,
Sl ¥ou feel you need in order (o have a greater impact on bullying in your classroom
_Idiml please describe them.
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the behavioural and attitudinal levels was assessed. There were questions abuoy the
playground, supervision, a policy for consistent responses and consequences g,
bullying, increased intervention in bully-victim situations, and curriculum unjis on
bullying and victimization. Questions also tapped whether there had been a ':h-"“lgt:
in the awareness and attitudes of staff and students toward bullies and victims,

RESULTS

Quantitative Assessment

Effectiveness of the Anti-Bullying Intervention was examined at cach of gy
school, parenl, peer, and individual levels (see Table 2 for percentages). The fre.
quencies of responses for different elements of a question were first caleulajed,
then a z-test for proportions was used to caleulate differences in the frequencies of
responses hetween the onset of the program and the 18-month assessment.

School level. Students were asked about the teachers' reactions 1o bullying
situations. Over time, the proportion of students answering that teachers sometimes

TABLE 2

Percentages of Students Responding Positively to the Bully/Victim Questions
at the Pre-intervention and 18-Month Evaluations

Bully/Victim (Juestions Pre 18 Months

School Level

Do teachers stop bullying? (sometimes or always) 47 5%

Have teachers talked to you about your bullying? (bullies only) 47 50*

Have teachers talked to you about being bullied? (victims only) 47 23

Parent Level

Have your parents talked to you about your bullying? 47 42
(bullies only)

Have your parents talked to you about being bullied? 62 a9
(victims only)

Peer Level

Do you try to stop bullying if you see it? 33 11

Do other children iry to stop bullying? 48 45

Do you feel unpleasant when watching bullying? 81 ko

Do you think you could join in bullying? 18 15*

Individual Level: Bullies

Have you bullied this term? {more than once or twice) [ 2

Have you bullied in the past 5 days? (once or more) 16 2]*

Individual Level: Victims

Have you been bullied this term? (more than once or twice) 12 15

Have you been bullied in the past 5 days? (once or more) 24 237

Have you spent recess along? 14 20°

Have you been racially bullied? 5 g®

_I—._._.-.-.

* p< .05 (two-tailed )

102




ANTI-BULLYING INTERVENTION

Y5 intervened increased (z=3.81, p<.001). Approximately hall of the
1 who admitted to bullying indicated that teachers had spoken to them about

ing behaviour and this proportion also increased significantly over time
s ...;5-..;:_[;4}. Approximately half of the children who indicated they had been
- ed reporied that their teachers had talked o them. There was a slight, but
Feqnt increase in the proportion of victims who had reccived support
.chers from the pre- (o 18-month assessments,

it Jevel, Parents appeared to be less informed of their children's bullying
than teachers, Fewer than half the children who admitted to bullying had
soken to by their parents and this remained consistent over 18 months of the
n. Conversely, parents appear to be somewhat more aware than teachers
.n's viclimization. Fifty-nine percent of victims indicated that their parcnts
wnoken to them about the problem. This proportion also remained stable over
1 18 monihs of the Anti-Bullying Intervention.

seer lovel. There was no change over the 18 months in the proportion of
1 indicating they would try to stop bullying if they witnessed it, nor in the
jon of children who indicated thal other children try to stop bullying.
v. there was no change in the proportion of children who reported feeling
t or very unpleasant when watching bullying. There was, however, 4
ot in the proportion of children reporting they could join in bullying
child whom they did not like (z=2.35, p<.02). The data on pecr involve-
bullying and victimization suggest that additional efforts are required 1o

)

ndividual level. Over the 18-month period, there was a small, but significant

(7% to 9%) in the proportion of children who indicated they had bullicd
1 Once or [wice during the term (2=2.65, p<.01), Similarly, there was al-
crease in the proportion of children who admitted to bullying at least once
the past five days (z=3.48, p<.001).

proportion of children indicating they had been victimized more than once
ce during the term remained relatively constant over the 18-month period
% to 15%). On the other hand, fewer children indicated they had been
during the past five days (z=2.47, p<.02). The discrepancy in these
8 likely represents differences in the aceuracy of the children's memories
EVEDLS in the lust five days compared Lo the last two months. Over lime, signi-
' more children indicated they had spent recess alone (z=3.12, p<.01).

" Tegard (o racial bullying, which involves a verbal attack on another child's
Wy, culture, and ethnicity (Tattum, 1993), there was an increase over tme in

e

Percentage of children indicating they had been racially bullied (z=2.13,

.:' Intervention had been implemented and to describe various com-
3 ..-'.P_f the imtervention as they had been developed within the four pilot
; ! _.Thﬂl'l! were two phases to this assessment. First, teachers from the four

—S eompleted a checklist indicating which of the Anti-Bullying activities they
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had used during the school year. There were two additional open-ended Uestione
about other strategies that teachers use and resources they would find helpfiy)

classroom activities and open-ended guestions are listed in Table 1.) The secong
component of the qualitative assessment comprised structured interviews with the
two Anti-Bullying team leaders at each of the schools, Data from the qualitatiye
assessment are summarized at the school, parent, classroom, and individual levels.

School level. Each of the four pilot schools oifered workshops for leachers to
continue discussions of bullying and viclimization at school. There was a reques it
sume schools for more specific guidelines for intervening and following through i
4 bullying incident. Thirty percent of teachers indicated they have a code of bepgy.
1our which specifically mentions bullying and specifies consequences for bullying
behaviours. When interviewed, all the team leaders indicated that a whole schoy)
policy on bullying was in the process of being developed. The process of
developing the school policy varied across schools. In one school, each class
submitted suggestions for the general philesophy and specific guidelines for
siudents’ behaviour. The teachers then reviewed these suggestions and devised 3
two-level code: one level emphasizes a positive learning environment, while the
second included specific expectations and consequences for students. This prelim.
iary code will be discussed with the entire staff and shared with parents.

There have been improvements in school playgrounds and supervision on
playgrounds and in the hallways. The team leaders report n more consistent
response from teachers to bullying on the playground. In all schools, efforts have
been made (o inform lunchroom supervisors about the Anti-Bullying Intervention.
The lunchroom supervisors are usually women from the community who work part
time supervising the children during lunch hour. They generally lack specific
training in behavioural management techniques. Workshops for lunchroom staff
provided information on bullying, a common language to prevent and inlervens in
conflicts, and strategies for intervening in conflicts on the playground. The dif-
ficulty of these workshops is that the lunchtime supervisors must attend on their
own time, given financial constraints and the pan-time nature of their work.

Parents. Throughout the year, the anti-bullying initistives were shared with
parents in newsletiers and parent nights. When the problems of bullying were
topics of discussion at parent nights, turnouts were often disappointing. The team
leaders indicated a need (o strengthen the linison and communications’ with parcits
and the commumnity,

Classroom and peers. A majority of teachers had employed classroom
activities related to the Anti-Bullying Intervention: 71% had held class meetings 1@
talk about bullying, 73% had established cooperative learning groups o cnsure
inclusion of all children, and 88% had led classroom discussions on racism. The
concerns of bullying, racism, and sexism have been presented topether within e
school eurmiculum as issues copcerning equity within the school environménl
These have been addressed through activities such as videos, stories and novel:

role-plays, current events, drama, and dance.

The initiatives mentioned in the program description have continued a th

four pilot schools. These include conflict mediation on the playground and mentar
Loy i frar 1
ing groups for students in older grades. In addition, social workers within WV .
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guls have worked with small groups of older students using drama and role
*n|1= school the students developed a video on bullying. Teachers' efforts
: ng with bystanders (students who had wilnessed il. but not
«ped or gone for help) are not fully implemented: 41 % of classroom teachers
'lllﬂ they talked to peers who witnessed bullying. This may, in part,
(he concern raised by one team leader that students have not yet taken the

ving Intervention on as their mandate,

ioidual bullies and victims. Teachers' reporis suggest a high level of
i 1o individuals involved in bully-vietim conflicts. Eighty-nine percent of
indicated they had talked to bullies and 94% of teachers had talked to
‘Some teachers remarked that it was easier to develop strategies to deal
oallies than to help victims escape their harassment. Fifty-five percent of
ore indicated they had talked with the parents of bullies or victims in their
One team leader noted that parents usually tell teachers about bullying
this draws the problem to the teachers' attention. Team leaders reported
of incidents when they gathered all students involved in a bullying

:_;&Euﬁar'fnr problem solving and counselling.
DISCUSSION

% mutu of this survey confirm that bullying continues to be a problem in
':-.-w]m-nls The quantitative analyses indicated some improvements in
§' reports of bullying as assessed at the individual, peer, school, and parent
JLI: the individual level, there was an 18% decrease in the number of
__anrhu reported they had been victimized in the past five days. On a less
note, there was an increase in the number of children who reported having
ctimized because of their race and an increase in the number of children
orted they had bullied others. At the peer level, there was a 17% decrease
proportion of children who indicated they could join in a bullying episodc,
lere was not a corresponding increase in the proportion of children who
: iﬂﬁhg uncomloriable watching bullying. The reporied frequency of inter-
f the respondents themselves or by their peers did not change over time.
School level, the reported frequency of teacher intervention increased over
hilhnr proportion of bullies reported that teachers had talked to them.
ﬂ“‘ same proportion of victims had talked to their teachers prior to and
18 months of intervention. Finally, there was no change in the number of
o F"v?-_P'-‘rﬂ-ﬂlE that their parents had talked to them about either bullying or
m"hm“]ﬂgltal constraintl in this evaluation is the difficulty of discrim-
s behavioural change from changes in perception. For example, the in-
; Mh*-'i' of reported bullies may reflect an actual increase in bullying or an
EIWW‘HIEES of the acts that constitute bullying, including verbal and in-
Ilg. such as exclusion, gossip, and teasing. A change in perceplions
: mﬂﬂﬂtﬁd in the discrepancy between teachers' efforts to combat racism
5' reports of increased racial bullying. The students’ awareness of the
5 of bullying and victimization may contribule to their high levels of re-
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porting, even though the actual prevalence may have decreased or remaine thie
SAme.

The efforts and assessments within the Toronto Anti-Bullying Interventioy are
still in a formative stage. The inconsistent pattern of results reflects the challengpy
related to implementing systemic interventions to combat the complex problems o
aggression at school. The process of developing and cvaluating the Anti-Bullyjpg
Intervention has highlighted several important components in the implementation o
such a program. These components, which are very similar to the six minimyg,
criteria identified by Sharp and Smith (1993), are summanzed below as guidclineg
for similar endeavours.

Defining Bullying and Developing an Awareness

When asked what they needed in order to have a greater impact on bullying iy
the classroom and school, teachers noted that bullying needs to be more fully
described and defined for all parties. Bullying comprises 4 wide continuum of
behaviours from direct physical assaults and insults to indirect behaviours such ag
exclusion, gossip, and racial slurs. Sharp and Smith (1993) involve staff, parents,
and pupils in achieving a muiual definition of bullying, They note that this process
and clarity of defimtion alleviate problems with those who discount bullying as
“only playing" or "a bit of fun® (p. 48). Bullying involves the combincd use of
power and agpression and is common to many interactions, not just those between
children. Within the Toronto schools, an increased awareness was evident when
staff began to question their own behaviours and consider whether they compnsed
bullying.

Changing Attitudes, Communicating,
and Providing Strategies for Intervention

In order to reduce the number of aggressive interactions at school, there must
be increased understanding, together with attitudinal and behavioural changes it
the individual, peer, school staff, and parent levels. These changes must be spects
fcally targeted by elements of the program. A consideration of the consistencies
and discrepancies among individual, classroom/peer, school, and parent levels may
direct future intervention effors.

School level, There are many players in the effort to reduce bullying al schoal
and they all have important roles to play. These roles must be clearly scripted 59
that all parties have clear puidelines for action, first, the school policy ™
articulate a clear course of action to be followed by teachers and E!CHF_ i
predictable consequences for students who bully others. The evaluation indicales
that students perceive teachers as more consisient in their responses 10 t"-ﬂ]!"“"s':
On the other hand, there was a marked discrepancy between teachers and 5‘::
dents' reports of intervention. The majority of teachers indicated they had wlked
botlh bullies and victims, while only half of the bullies and victims indicated €
had spoken with a teacher, It is possible that while teachers are increasing ther “ﬂ:
forts to address the individual needs of bullies and victims, they are still nol E““'-‘-a_
af the extent of the problem as indicated by other research (Craig & Pepler, 1970
Olweus, 1991; Ziegler et al., 1993), Continued ¢fforts are required to inereass
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e of teachers, administrators, and lunch-time supervisors and o ensure
\w through on their mandate 1o intervene in bully-vietim problems.

! in addressing bullying problems, school staff members must com-
ﬁw themselves. In talking to children, we have often heard complaints
:-'ﬂﬂ‘ (particularly lunch-time supervisors) do not respond to their request
. ance, but redirect them to their classroom teachers. With training and a
Gt uf their responsibilities, these staff could provide an immediate re-
the problem and refer it to classroom teachers or the principal for follow-
pm whereby bullying concerns are identified and communicated must be
ented within the school to ensure a consistent and reliable response (o
i!l'ﬂhm by school stail,
B o In spite of clear guidelines to involve parents in the process, the
sessiment suggests that these efforts are falling short. Just over half of the
fhad talked to the parents of bullics or victims in their classes. The stu-
! reports, however, suggest that in a class of 25, there are likely to be five
"'5_ n who have bullied and five children who have becn victimized within the
sweek, Parents must be made aware of the extent of bullying problems in the
m:mmunity' as 1 whole and provided with strategies lo recogmize and
s hullying or victimization problems among their own children. Parents of
m tl’u:n Jearn of the problem before the teacher and should advocate for their
.|. within the school. Parents of bullies need to learn of their children’s
ms at school. Ideally, these parents should be engaged in attempls (o0 manage
.. dren's bullying at home to complement the school program and 5U|:r]:n:|rl
Zation. While it has been difficult (0 engage large numbers of parents in
ns about bullying, some concerned parents have been mmportani in
g the momentum within the Anti-Bullying Intervention. Coordinated
[ teachiers, parents, and students are essential to address the problems of

ser level. Peers play a critical role in bully-vietim interactions. As
iers, they can either reinforce the bullying actions or intervene to stop the
- A positive indicator of peer involvement was that fewer children said they
d join in bullying. On the other hand, the current assessment suggests that
' ﬁl&!ﬂﬂd attitudes and behavioural responses of peers have not been enhanced

.l-]" Teachers mulit'. a point of talking to students who had witnessed
h'-ll l:la.:l not intervened. It is important t help these children undcﬁtand

: 1€ potential (o involve peers is illustrated by our earlier observational study
,.3“-"5 Peers were present in 85% of bullying episcdes on the playpround and
YEre observed to intervene almost three times more frequently than teachers
% Pepler, 1994b). It is essential, however, to teach peers appropriate
§ for intervention: Our observations revealed that half the peers' interven-
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tions were appropriate, while hall involved the use of aggression o Com
bullying (Craig & Pepler, 1994b). Efforis to inform students about E‘““Fiug o
curred in most classrooms through discussions and related activities about bullyin =
In the present assessment the lack of increased peer involvement to reduce bully x
problems raises concerns. Teachers noted that students who witness bullying Need
to be provided with strategies to intervene and/or seek help. Teachers requesiag
more books, films, and curriculum activities about the problems of bullying, Vi
tmization, and byslander responses.

To ensure peer participation, teachers and school administrators mus; Fein-
force peer intervention efforts and model consistent responses to bullying. Confligy
mediation programs within the Toronto schools have supported peer interveition
on the playground. It is essential, however, that peers not be held responsible for
interventions to stop bullying., While peers may be essential to identify bullying
problems, adults must follow through to address the power imbalance within the
bully-victim relationship.

Individual level. A critical feature of an anti-bullying program s
communication between feachers and bullies. The bully must be provided with
clear guidelines for what will not be tolerated and informed of the conscquences.
Data in the present evaluation suggest that teachers may not be identifying the
bullies in their classes, Classmates are often more aware of bullying than teachers
and should be encouraged to draw these interactions to the teachers' attention,
Inereased communication between teachers and victims is also eritical. The power
differential inheremt in bullying implies that victims are not able w defend
themselves, and most likely require the assistance of adults to shift the power
balance away from the bully. Mevertheless, children are reluctant to report victim-
ization for a varety ol reasons, including fear of reprisals, shame, and a concern
that adults may not be able to help. To support victims, we must override the
traditional taboo of "tattling” or whining and support children in approaching adults
about bullying problems. Hence, increased communication among teachers and
students as well as serious consideration of students' concerns are central 1o anti-
bullying efforts.

Recognition of the Process

For guidance in the implementation of an anti-bullying program, we can draw
from the work done in England by Smith and his colleagues (Smith, 1991; Smith &
Sharp, 1993; Smith & Thompson, 1991). The critical and core component of the
DES Sheffield Bullying Project is a Whale School Policy (Sharp & Smith, 1992): It
his attempts to implement the Bullying Project in England, Smith iPlFT“'”ml
communication, 1993) noted that it takes approximately 18 months for a 51:I1|:|nl1 LY
establish and implement an anti-bullying program with a Whole School Policy
about bullying. Tattum (1993) has also noted the long-term process of Pl
menting an anti-bullying intervention, which can take up to three years 1o ot
solidate efforts at the administrative, curriculum, and community levels. .

While the importance of 4 Whole School Policy was recognized at the initia!
planning meetings of the Toronto schools, this component has been difficult ¥
achieve with the full involvement of staff, parents, and children. The hurden ¥
implementation of an Anti-Bullying Intervention resides with the school stafl wh
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i that! (a) bullying occurs regularly in their school and is a problem that
tion, (b) teachers have an important role in intervening to reduce the
. and (c) teachers’ behaviours and atitudes may inadvertently support
‘behaviours by overlooking bully-victim problems or modelling the use
, power in interactions with the swdents. Given the substantial load

o} n;'l"_"i:' Yers for their students' academic and social instruction, it is nol

 that they have limited resources and energy for the problem of bullying
i Nevertheless, if schools are going to be safe, positive, and supporiive
- epvironments, we must eliminate the threats of verbal and physical

 that pervade some children's lives.

?mbkm of bullying in schools is complex and part of the larger problem
ce in our society. The current intervention study provides guidelines for
e pdel of prevention and intervention for this problem. Schools are the

4ry community institutions for our children, The values touted by the school
; t community values and have the potential to modify them. Prevention
sd at the young of our society have tremendous potential for change. A
mple of this is the environmental movement. School children across the
v have been bringing the environmental message home o their parents and
ng waste and garbage within their own homes, Through an initiative such as
o Anti-Bullying Intervention, we have the potential to reduce aggression,

NOTES

den commissioned by the Toronto Board of Education is enfitled, "Bullying af
l: Strategies for Prevention." It is available through King Squire Films Lid., 94
Street, Toronto, ON M55 2N1, telephone (416} 922-6500,

RESUME

L ‘E'H aticle rapponte |"élaboration du Teronte Ann-Bullying Intervention.
Lleflicaciie de ce programme a &€ vérifiée & partir de données quantitatives cl
Hatives recucillics avant Ie programme cf 18 mois apres 1o début de son
anlation.

un probiéme répandu dans les écoles de Toronte. Quelques amélio-
1008 onl €18 constatées d'aprés le rapport des Eléves sur I'intimidation
Sigque tel qu'évalué au plan individuel, des pairs, et de 'école. Pendant ces
75 18 mois d'implantation du programme, les enfants ont rappore une
Malion des interventions de 1'enseignant pour faire cesser les intimi-
ons, Un nombre plus élevé d'enfanis agressifs ont indiqué que les en-
£ leur ont pardé du probléme, mais aucune difference n'a &€ constatéce
& la proportion d'éléves agressifs et celle d'éléves viclimes qui en ont parlé
IS parcois. Aprés le programme, un nombre moins élevé d'enfants ont
& qu'ils pourraient s'impliquer dans un épisode d'infimidation physiquc.
M, Un nombre plus élevé d'enfants ont admis avoir infligé de tels actes

nidation, mais un nombre moins élevé d'enfants ont déclaré en avoir eté
B8 lorsque mesuré Tors des cing derniers jours. Ces résuliats contradic-
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toires soulévent plusicurs questions concernant 1'implantation du progrimme
Toronto Anti-Bullying Intervention.
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