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INTRODUCTION

At the time of my completion of this book — June, 2016 — I have been active in the
field of anti-bullying work in schools and school communities, as a researcher and
a practitioner, for just over a decade and a half. One of the things that I have found
that many people struggle to acknowledge (and perhaps this is more true of parents
than it is of young people in schools themselves) is that as human beings, we are all
capable of causing hurt (be that physical, or emotional hurt) to others, as well as
being hurt by them. In my professional experience, the parents of young people
who report having been bullied have consulted me far more frequently than have
the parents of young people who have been involved in the bullying of others.'
There are many reasons for this, of course — when I have spoken about this
observation to others, some have opined that the behaviour of young people who
bully might be disavowed by, ignored by, receive the tacit (or even direct) support
of, or perhaps has been modelled on that of their parents. All of these are
possibilities, of course; the point that I am attempting to make here is that both
capacities — the capacities to be aggressed against and persecuted, and to aggress
against and persecute others — exist within every human being, and as we shall see
over the course of this book, across what appears to me to be a variety of social
contexts.

Few psychologists (for such I am) find their professional niches accidentally,
and I would say that this is doubly so for those involved in the practitioner
disciplines of psychology. In my career, I have endeavoured to keep a foot in both
the ‘research’ and ‘practice’ camps; although originally trained as a counselling
psychologist in the mid-1990s, I found myself increasingly drawn to the world of
research and teaching, and consequently took up an academic position at Trinity
College Dublin’s School of Education whilst completing my Ph.D. (2002-2007),
where I have remained ever since. My initial involvement in anti-bullying research
was for a temporary (three-month) contract in 2000, when I was hired to co-write a
national report regarding what had been done in Ireland to prevent and counter
violence in schools (published as O’Moore & Minton, 2003). Somehow, I stayed in
the field of anti-bullying; and when, within a matter of eighteen months, I found
my newly accrued ‘expertise’ called upon by schools and school communities, I
took the welcome opportunity to involve myself on a practical level, talking to and
with young people, their parents, teachers, and school management staff — anyone
who wanted to talk, listen, and wanted to make a difference (or in a thankfully

' When introducing this idea to groups of parents, I often reflect that in my professional career in
Ireland, many hundreds of parents have consulted me (in person, or by e-mail or telephone) regarding
their child being bullied, whereas just two have telephoned me for advice regarding their child bullying
others — and clearly, it cannot the same two children running around Ireland perpetrating the bullying.
This reflection, which is intended to be (and thankfully, has always been received as) both humorous
and thought-provoking, illustrates that parents can be more than a little blinkered regarding their own
children’s actions. (I know that I am.)

X
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small number of cases, wanted to appear to be making a difference). Publications
(chapters, conference papers, journal articles, even a couple of books), and
involvement in national and European projects, all followed, and as the years
passed, I began to feel more grounded in offering the knowledge and skills that I
had accrued over the years.

But nowhere — or, as we shall see, almost nowhere — in this output did I publicly
acknowledge what had either initially drawn me to the field of anti-bullying, or
kept me active there; and, as I have already said, I believe that few psychologists
find their professional niches accidentally. As we shall see, in the first chapter of
this book, I posit that a form of aggressive behaviour (that often stems from
marginalisation and prejudice) that most people will have at least second-hand
experience of is school bullying behaviour. For me, the experience was first-hand.
In my professional life, no adult — no editor, co-author, academic colleague,
university student, civil servant, government minister, school manager, teacher,
parent or member of the clergy — has ever asked me whether I have had first-hand
experience of bullying behaviour. But young people often have had the —
indelicacy? No, straightforward honesty and curiosity — to ask me. And because 1
believe it to be important for me to be honest with young people — it seems
important to be so, if there is to be a basis for trust, safety and respect — I answer
them honestly. I tell them, yes. Some parts of primary school, and the early part of
secondary school, were difficult for me, because I was bullied. And I have come to
realise, especially in my adult years, that when I was at school myself, I missed
many opportunities to prevent others from being bullied. And to the almost
invariable follow-up question to my second admission — ‘So are ye tryin’ to make
up for it now?’ — again, my honest response is, ‘Yes’. I suppose that I am.

I lived for eleven years as an adult before I got directly involved in anti-bullying
work, and at some level I suppose that I tried to make sense of what had gone on
for me, in direct or indirect ways. Seemingly instinctively, but doubtless as an
outcome of experience, I have always found myself drawn to and sympathetic
towards so-called ‘outsiders’ — those excluded from, or marginalised by, the
‘mainstream’ of society. In a way, that is the genesis of this book. As I will argue,
such marginalisation finds its extreme form in genocide, and the accounts of
intended victims of genocide formed a not insignificant part of my reading in my
student years. Consequently, I found myself relatively uninspired by my
undergraduate psychology reading lists, especially when placed next to
autobiographical survivor accounts such as Primo Levi’s personal survival of
Auschwitz, If This is a Man (1979). Consider the following passage, in which Levi
describes the psychological impact of the process of being interred (pp. 32-33):

Then for the first time we became aware that our language lacks words to
express this offence, the demolition of a man. In a moment, with almost
prophetic intuition, the reality was revealed to us: we had reached the bottom.
It is not possible to sink lower than this; no human condition is more
miserable than this, nor could it be conceivably so. Nothing belongs to us any
more; they have taken away our clothes, our shoes, even our hair; if we
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speak, they will not listen to us, and if they listen, they will not understand.
They will even take away our name: and if we want to keep it, we will have
to find ourselves the strength to do so, to manage somehow so that behind the
name, something of us, of us as we were, still remains.

This was surely, I thought at the time, the psychology that was worth paying
attention to; this was the sort of experience and writing that really lit a fire under
me. Or had the fire always been there? Whilst it would be absolutely ridiculous —
nonsensical and utterly offensive, in fact — to compare my feelings on having been
bullied as a child to those of Levi’s in a death camp, I have to own that, ‘justified’
or not, accounts such as Levi’s held, and still hold, great emotional resonance for
me. Because although I had not ‘reached the bottom’, like many of those who have
been bullied that I have spoken to since, I had felt low; I had felt miserable,
voiceless, unheard, undignified; I had taken physical beatings and humiliations that
at that time I had felt helpless to defend myself against. Compared to mine, Levi’s
experiences were, of course, magnified by an order that it would be senseless to
attempt to compute. But he had survived.” (And so did I). Others had not. Early on
in my period of involvement in the field of anti-bullying research, the authors of
Bullycide: Death at Playtime (which I read on its publication in 2001), journalist
Neil Marr and anti-bullying campaigner Tim Field, made an informed estimate that
around sixteen children a year in the United Kingdom committed suicide rather
than face another day of bullying — they were literally ‘bullied to death’. The main
section of the book comprised a series of such case studies, and it is one of the
most profoundly moving books that I have ever read.” Consider the following
passage quoted by Marr and Field (2001), the final diary pages of thirteen year-old
Vijay Singh:

I shall remember forever and never forget.
Monday: my money was taken.

2 Primo Levi died in 1987 after a three-storey fall from his Turin apartment’s interior landing; the
coroner ruled his death a suicide (Thomson, 2002). Many linked this apparent suicide to his experiences
at Auschwitz, and possible ‘survivor guilt’: Elie Wiesel, the Nobel Peace Prize (1986) laureate, writer
and political activist, himself a survivor of Buchenwald and Auschwitz (Kanfer, 2001), said that, ‘Primo
Levi died at Auschwitz forty years earlier’ (Nadkarni, 2010). Others have questioned as to whether there
exists any direct evidence to suggest that his death was a delayed response to his experiences at
Auschwitz. Jochnowitz (2004) pointed to the fact that Levi was going through a period of severe
depression, from which he had suffered his entire life (i.e., pre-dating his internment), and for which he
was taking prescribed anti-depressant medication. Furthermore, at the time of his death, Levi had been
experiencing a fear of being unable to write, a difficulty in witnessing the senility of his aged mother
and mother-in-law, and had recently (twenty days previously) undergone a prostate operation. Shortly
before his death, Levi had also denied the link between his depression and his experiences of Auschwitz
to a close friend (Jochnowitz, 2004). Hence, although his most recent biographer (Thomson, 2002)
agrees with the coroner’s verdict, we have no way of knowing — nor is it apparent how we may ever
know — whether Levi’s death was suicide, or if it was, how accurate it is to attribute it to his experiences
at Auschwitz.

’ The reader may wish to consider the fact that the youngest victim of ‘bullycide’ mentioned in Marr
and Field’s (2001) book was eight years old — a little girl who hanged herself with her skipping rope,
rather than return to school after the Christmas holidays.
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Tuesday: names called.

Wednesday: my uniform torn.
Thursday: my body pouring with blood.
Friday: it’s ended.

Saturday: freedom.

Vijay Singh was found hanging from the bannister rail at his home on the
Sunday. On my reading this, Vijay’s words and acts beggared a host of questions.
Why was the only situation in which Vijay could find his ‘freedom’, or indeed any
sense of control and agency, in his decision to commit suicide? What, in the way of
hope, strength, resources did I wish — as a reader, a psychologist, as a human being
— that Vijay, and others like him, could have found? How do some people survive
the experiences that lead to such desperate feelings, and such absolutely hopeless
situations? As a young man, I found a very evocative fictional description of the
almost sacred, existentially vital (and perhaps mystical and mythical, for surely, we
are talking about the embattled soul) ‘last inch’ that can be found in desperate
situations in the graphic novel, V for Vendetta (Moore & Lloyd, 1988). The story’s
protagonist, Evey Hammond, reads a letter apparently left in her solitary prison
cell* by a former prisoner (Valerie) of the neo-Fascist regime that governs the
future dystopic England in which the graphic novel is set (pp. 159—160):

I shall die here. Every inch of me shall perish. Except one. An inch. It’s small
and it’s fragile and it’s the only thing in the world that’s worth having. We
must never lose it, or sell it, or give it away. We must never let them take it
from us. I don’t know who you are, or whether you’re a man or a woman. |
may never see you. I will never hug you or cry with you or get drunk with
you. But I love you. I hope that you escape this place. I hope that the world
turns and that things get better, and that one day people have roses again. I
wish I could kiss you. [signed] Valerie. [Evey’s response:] I know every inch
of this cell. This cell knows every inch of me. Except one.

To move away from the experiences of fictional characters, and back to
atrocious historical realities, the passage reminded me of something that Viktor
Emil Frankl (who was remarkable not only as a psychotherapist and thinker, but
also as a survivor of the Nazi concentration camps) wrote of his experiences as a
prisoner at Auschwitz:

Everything can be taken from a man but one thing — the last of the human
freedoms — to choose one’s attitude in any given set of circumstances, to
choose one’s own way. (1963, p. 104)

Along similar lines, Levi (1979) reported a ‘complete lesson’ administered to
him by his fellow prisoner at Auschwitz, the ‘... ex-sergeant Steinlauf of the

* Those who have read V for Vendetta will recognise the paucity of the description; this is deliberate, as
to explain the situation in which Evey found herself would take rather too long, and would also be a
plot-spoiler for those who have not yet read it!
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Austro-Hungarian army, Iron Cross of the ‘14—"18 war’, about the importance of
washing and its apparent link to survival (pp. 46-47):

I must confess it: after only one week of prison, the instinct for cleanliness
disappeared in me .... Steinlauf sees me and greets me, and without preamble
asks me severely why I do not wash. Why should I wash? Would I be better
off than I am? Would I please someone more? Would I live a day, an hour
longer? I would probably live a shorter time, because to wash is an effort, a
waste of energy and warmth. Does not Steinlauf know that after half an hour
with the coal sacks, every difference between him and me will have
disappeared? ... He administers me a complete lesson ... precisely because
the Lager [camp] was a great machine to reduce us to beasts, we must not
become beasts ... even in this place, one can survive, and therefore one must
want to survive, to tell the story, to bear witness ... [and] to survive we must
force ourselves to save at least the skeleton, the scaffolding, the form of
civilisation. We are slaves, deprived of every right, exposed to every insult,
condemned to certain death, but we still possess one power, and we must
defend it with all our strength for it is the last — the power to refuse our
consent. So certainly we must wash ... we must polish our shoes ... we must
walk erect, without dragging our feet, not in homage to Prussian discipline
but to remain alive, not to begin to die.’

My own experience in university teaching (where, unlike my own
undergraduate lecturers, I often refer to Frankl and Levi) has shown me that
hearing about such accounts of the choice for dignity — and perhaps the fact that
choice of attitude can and does exist, even under the most extreme sets of
circumstances (which was absolutely fundamental in Frankl’s theoretical and
therapeutic viewpoint, which in itself was formed and remained grounded in his
experiences in the camps; see Frankl, 1959) — is often deeply affecting for
audiences. But other, and opposite choices in extreme sets of circumstances also
exist, and it is the fact that they exist that contributes to, and generates those
situations of extremity in the first place. Having already owned its importance in
the early development of some of my own personal and philosophical viewpoints, I
would ask the reader for a final opportunity to share (and I can only hope that this
does not feel like too much of an indulgence) something else that I learnt from the
graphic novels of Alan Moore. In Watchmen (Moore & Gibbons, 1986), the deeply
emotionally disturbed former vigilante, and current mental patient, Walter Kovacs,

* Levi, apparently with some regret, owned that he could not accept Steinlauf’s ‘complete lesson’
whole-heartedly. ‘These things Steinlauf, a man of good will, told me; strange things to my
unaccustomed ear, understood and accepted only in part, and softened by an easier, more flexible and
blander doctrine, which for centuries has found its dwelling place on the other side of the Alps [author’s
note: Levi was Italian]; according to which, among other things, nothing is of greater vanity than to
force oneself to swallow whole a moral system elaborated by others, under another sky. No, the wisdom
and virtue of Steinlauf, certainly good for him, is not enough for me ... is it really necessary to elaborate
a system and put it into practice? Or would it not be better to acknowledge one’s lack of a system?” (p.
47).
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in an uncharacteristically lengthy and apocalyptic utterance, and making full use of
a sudden and stark expression of his deeply nihilistic Weltanschauung, forces a
prison psychiatrist to confront for himself certain bleak aspects of human
existence. He does so by describing the ‘certain type of insight’ (prompted by his
own killing of a criminal who had abducted and murdered a child, and attempted to
conceal his crime by feeding her body to his dogs) that it took to for him (Kovacs)
to ‘become’ his vigilante alter-ego, ‘Rorschach’ (ch vi, p. 26):

Live our lives, lacking anything better to do. Devise reason later. ... There is
nothing else. Existence is random. Has no pattern save what we imagine after
staring into it too long. No meaning save what we choose to impose. This
rudderless world is not shaped by vague metaphysical forces. It is not God
who Kkills the children. Not fate that butchers them or destiny that feeds them
to dogs. It’s us. Only us .... Does that answer your questions, Doctor?

Later on, during my university and especially my postgraduate years, I would
find that the importance of human choice was very heavily emphasised in the work
of the phenomenological and existentialist philosophers, psychologists and
psychotherapists that I became familiar with, and professionally inspired by.
Arguments such as human freedom and human responsibility being, properly
considered, one and the same, echoed in an important way what I had picked up in
my earlier years from graphic novels, and my own teenaged musings. Such
arguments form an important part of the theoretical basis of this book (where the
more academically-minded reader may be relieved to be reassured that they are
made on the basis of philosophical and psychological writing). It is to Frankl
(1959) that T will return to conclude on this particular point, in order to reproduce
the clarity which he provided concerning the absolute given that for human beings,
multiple choices can and do exist, albeit delimited by the circumstances in which
we find ourselves, and that we ourselves cannot be anything other than responsible
for the choices that we make under that given set of circumstances. In his classic
Man’s Search for Meaning, Frankl stated that in the concentration camps (1959, p.
157):

. in this living laboratory and testing ground, we watched and witnessed
some of our comrades behave like swine while others behaved like saints ....
Our generation is realistic, for we have come to know man as he really is.
After all, man is that being who invented the gas chambers of Auschwitz;
however, he is also that being who entered those gas chambers upright, with
the Lord’s prayer or the Shema Yisrael on his lips.

In summary, I have always had a curiosity in finding out what it is that underlies
choices in extreme circumstances; as I grew older, [ was no longer content to read
about them purely in graphic novels (or any other form of fiction), or survivor
accounts. I had a desire to find out what is it that can or could help human beings
survive, and also how and why it is that human beings construct the very situations
in which it is necessary for their fellow human beings to try to survive. For this, I
had turned to the study and profession of psychology, and found that when I
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needed a job on completion of my studies, what was open to me was an
involvement in anti-bullying research and practice. This book, therefore, tracks
some of my life-long interests and developing understandings, maintained and
forged in the context of that career involvement; as a consequence, it draws
primarily on the informing disciplines of psychology and education. I will now
provide a summary of its five chapters.

In Chapter 1, ‘Aggression and Marginalisation in Educational Systems: the Case
of Bullying in School Communities’, bullying — a form of aggressive behaviour
which generally stems from marginalisation and prejudice and which, given its
frequency, most people will have had at least second-hand experience, as I have
already indicated — is examined. The ways in which researchers into bullying and
cyber-bullying have designed and conceptualised their areas of enquiry is
considered, before providing a summary of the chief findings of those researchers
over the past three to four decades. How that research has informed the underlying
philosophy, development, design, implementation and evaluation of ‘whole-
school” approaches to (especially) large-scale anti-bullying intervention is
reviewed, as are the outcomes of such intervention programmes. It has been found
that such programmes have generally had rather modest effects, in terms of
changing the ways in which young people behave. Some have argued for a shift in
focus, and rather than continuing to focus directly on bullying behaviour, that
attention should instead be paid to the making of improvements to the learning
environment in schools. I have suggested instead that attending to prejudice as an
important, yet hitherto relatively unattended-to factor that may underlie bullying
behaviour, should be considered in the attempt to improve the efficacy of anti-
bullying interventions. This suggestion is based upon findings that so-called
‘minority’ groups (and here, homophobic and disablist bullying, as well as the
bullying of those from ethnic minorities, and young members of alternative sub-
cultures are considered) are disproportionately more likely to report having been
bullied at school. As young and adult members of these so-called ‘minority’ groups
have experienced, and continue to experience, other forms of aggressive and
discriminatory behaviour, I assert that a view of school bullying not so much as a
phenomenon in itself, but as one of a number of possible manifestations of broader
historical and contemporary patterns of marginalisation in society, may be
supported.

In Chapter 2, ‘How and Why do Aggression and Marginalisation Occur?
Psychological Considerations’, a review of the psychological understandings of
aggression, according to most of the major schools of psychological thought, is
undertaken. This includes an introduction to the principles of, and insights from,
evolutionary accounts of aggressive behaviour; the physiological bases of
aggressive behaviour; the neuropsychology of human aggression; psychodynamic
accounts of aggression and aggressive behaviour (including the contributions to
this area of Sigmund Freud, Alfred Adler and C. G. Jung); the role of learning in
accounting for aggression and aggressive behaviour (including behaviourism and
social learning theory); type and trait approaches in considering the potential links
between aggression and personality; and some psychological models that
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emphasise social interactions. Marginalisation is considered through a somewhat
more multi-disciplinary lens, with psychological perspectives being supplemented
with insights from other cognate disciplines. Sociological approaches to the
phenomenon of social exclusion are considered, followed by a consideration of
how social understandings along the lines of the ‘One’ and the ‘Other’ are
constructed. My own arguments regarding the existence of a ‘continuum of
marginalisation’ are then advanced; essentially, these are based on the assertion
that a similar set of individual, group and societal mentalities and actions (all of
which relate to the targeted persecution and destruction of ‘Otherness’) exist,
which underlie and stretch across a continuum of aggressive marginalisation
phenomena, spanning prejudice, stereotyping, discrimination, harassment, bullying
and street violence, through to acts of colonisation, forced assimilation, legally-
sanctioned subjugation, war, and at its most extreme, genocide. As we shall see,
these ideas are further developed in the next two chapters. Philosophical and
sociological approaches to understanding marginalisation and power relationships,
exemplified in the work of Michel Foucault and Erving Goffman, are then
introduced; these points are developed in the consideration of the phenomenon of
‘victim-blaming’, and how some oppressed people may exhibit the learning of the
power of the oppressor.

In Chapter 3, ‘Psychology, Social Cognition and Physical Genocide’, a (self)
critical assessment of the contributions that experimental psychology, and more
especially, the sub-discipline of social cognition, has made to our understanding of
the underlying processes of physical genocide is made. It is argued that if
psychology is genuinely a ‘science of mind and behaviour’ (i) it should offer more
than an ordinary understanding of such matters; and, (ii) it should offer predictive
validity, which if extended to the extremes of human behaviour, means that we
should at least potentially be able to predict (and therefore take steps to avoid) the
atrocity of physical genocide. In attempting to illuminate how psychologists have
attempted to contribute to a social cognitive understanding of physical genocide,
and in the attempt to evaluate their efforts, an eight-stage model of physical
genocide is offered: (i) ingrouping/outgrouping; (ii) the construction of an
aspirational national Weltanschauung that excludes the ‘Other’; (iii) the positioning
of the ‘Other’ as ‘Gegentypen’; (iv) the dehumanisation of the ‘Other’; (v) the
deindividuation of the ‘One’; (vi) the vilification of resistance; (vii) the
mechanisation of means of destruction; and, (viii) ongoing denial and
mystification. In providing a historical exemplar of physical genocide in this
chapter, specific reference is made to the Lakota-Cheyenne Campaign (1864—
1890) of the so-called ‘Indian Wars’ of late nineteenth century United States.
Through the elucidation of the afore-mentioned eight-stage model, it is contended
that whilst a start was made by social cognitive psychologists in the 1960s,
comparatively little has been contributed to our understanding of the fundamental
underlying factors for around forty years — psychologists who have specialised in
‘aggression studies’ since have more often focussed their efforts on smaller-scale
(e.g., peer group, school) dynamics. Nevertheless, even with the acknowledged
limited psychological knowledge that we have, it is concluded that we can, at least,
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learn to look out for the warning signs of ‘genocidal mentality’, primarily through
attending to the use of linguistic signifiers of the first six stages of the model.
However, it is concluded that what has been contributed by experimental
psychological understandings of genocide can only be, at best, one possible (and
approximate) picture of the genocidal mentality. The systemic and power factors
that permit genocidal behaviour to be actualised are, therefore, to be considered in
the following chapter.

In Chapter 4, ‘Educational Systems and Cultural Genocide’, the concept of
‘cultural genocide’, which has been recognised by the Truth and Reconciliation
Commission of Canada (2015) as having been pursued in the historical policy of
the forcible separation of Canada’s aboriginal children from their families and
traditional societies, and their subsequent enrolment in residential schools, is
examined. It is rendered as distinct from physical genocide which, although
seemingly determinative of the way in which most people think about the crime of
genocide is, in terms of international law, just one of the five categories of
genocidal actions, the other four of which can best be understood as forms of
cultural genocide. According to international law, the intent of genocide, regardless
of the means, remains the same — the destruction of a racial, religious, ethnic or
national group, and the imposition of the cultural or national pattern of the
oppressor. The bulk of this chapter is devoted to the provision of two extensive
case studies that demonstrate the past culpabilities and participation of education
systems and educators in actions of cultural genocide. These are (i) the role of
schools and school systems in the policy of the ‘Norwegianisation’ of the Sami
people during nineteenth and twentieth centuries; and, (ii) following on from the
previous chapter, and thereby showing how cultural genocide can ‘complete the
task’ that was begun in actions of physical genocide, the American Indian boarding
school system. The process of the forcible separation of indigenous children from
their families and native cultures, the often abusive nature of the ‘education’ that
such children received, the conditions that they endured, and the role that education
systems and educators played through this type of schooling in the marginalisation
of and cultural genocide perpetrated against indigenous cultures, mean that these
past processes have continued to cast a long shadow. Some concluding thoughts
are provided on the possible use and likely effectiveness of truth and reconciliation
processes in addressing these issues of legacy, and the challenge is laid down to
today’s educators that, with their historical predecessors having been part of the
problem, it remains to be seen if and how they could be part of potential solutions
and resolutions.

In Chapter 5, ‘What Can Be Done? Some Ideas Regarding the Humanisation of
Psychological and Educational Practice’, some starting problems raised regarding
these aims that have been raised in the previous four chapters of the book are re-
stated. In the first place, the drive towards aggression is deeply embedded within
the human system; secondly, so too is our tendency to understand ourselves in our
relationships to others in terms of inherently and necessarily conflictual ‘One’ and
‘Other’ dynamics. Taken together, it is of little surprise that a continuum of
aggressive marginalisation, introduced as a concept in Chapter 2, and exemplified
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in Chapters 1, 3 and 4, is discernible. This chapter provides a final critical look at
the informing disciplines of psychology and education, in the consideration of
whether the understandings generated in these disciplines regarding
marginalisation and aggression have been helpful in addressing these issues, or in
some sense, may contribute to their persistence. The roots of traditional
psychology’s primary focus on behaviour are traced back through the
psychological school of thought known as behaviourism, and that school’s
understandings of the thinking of the British empiricists, and its continued
persuasiveness is considered through the broader Western cultural emphasis on the
individual, and the perception of relationships in terms of oppositional dualisms.
Other possibilities — ecological thinking, humanistic psychology and systemic
approaches — are introduced, with a consideration of what is offered by modern
positive psychology being made. It is acknowledged that traditional approaches to
education (in its systems, and in terms of classroom practice) show similar
influences, leading to a restricted view of education as schooling, or informational
instruction. It is suggested that psychologists and educators attempt to
meaningfully re-capture genuine person-centredness, in the radical form in which it
was originally conceived, in their thinking and their practice. The chapter
concludes with my outlining the hopes that I have had for this book; essentially,
these revolve around our being, within whatever constraints that we may have,
genuinely active in our possibilities for reaffirming humanity in our individual and
collective choices.

I would also like to make two notes on my use of language forms here. Firstly,
in my own writing, I attempt to avoid the use of gendered language; perhaps
because I identify as a feminist, I am particularly conscious of the use others have
made, and some continue to make, of individual masculine pronouns when
expressing what should actually be a neutral form. Earlier on in the introduction
(see page xiv), we have seen that Frankl (1959) made such a use; whilst that might
have been typical at that time — and indeed, direct quotes will be reproduced in
their original form throughout — my preferred usage is of the ‘she and/or he’,
‘her(s) and/or his’, ‘herself or himself” type. Secondly, due to the considerable
influence of Nordic authors in the field of bullying research (as we will see in
Chapter 1), and my focus on the situation of the Sami people in Norway in Chapter
4, 1 have made extensive reference to Nordic authors throughout this book. The
Nordic languages contain ‘extra’ vowels (i.e., those that do not appear in the
standard Latin alphabet; in Danish and the Norwegian languages, these are ‘®’, ‘0’
and ‘4’; in Finnish, ‘4’, and ‘6’; and in Swedish, ‘a’, ‘4’, and ‘6’. In the Nordic
languages, these ‘extra’ vowels are not diacritic versions of Latin vowels (as are
the French ‘a’, ‘&>, ‘&’, ‘¢’, €’, ‘&’, ‘&, 1", ‘1", ‘0, ‘ee’, ‘0, ‘0, ‘0’ and ‘y’, and the
German ‘4’, ‘0’ and U’), but are, rather, separate letters, and in Nordic
orthographies, they are positioned at the end of the alphabet (so after ‘z’). I have
used the Nordic style of alphabetical ordering in my own system of referencing (to
give an example, in the references section, a work by the Swedish authors Alberg
and Ljunggren, 2015, is listed affer a work by the American author Zimbardo,
2007).
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As stated above, the content and course of this book reflects the maintenance of
some of my life-long interests, and some developments in my understanding that
have taken place over the course of my professional life to date. Other people may
have reached similar insights via different routes, and may have reached them
rather more quickly; others, too, may examine the material that I place before them
in this book, compare my arguments with their own knowledge bases, experiences
and insights, and reach entirely different conclusions to mine. But this has been my
journey, and I own that; and the reader will make of it what he or she must.
Whether the reader finds herself or himself in agreement or disagreement with me,
I hereby invite her or him to let me know. Let’s talk. And listen. And think. And
maybe do things a little differently, and who knows, maybe even a little better in
the future.
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CHAPTER 1

AGGRESSION AND MARGINALISATION IN
EDUCATIONAL SYSTEMS

The Case of Bullying in School Communities

INTRODUCTION

A familiar arena in which the aggressive behaviour which stems from
marginalisation is played out — i.e., one which most human beings will have at least
second-hand experience of — is bullying behaviour in schools. World-wide, where
reliable evidence exists on the subject (that is to say, information based on large-
scale studies), bullying behaviour in schools would appear to be commonplace. For
example, in North America, Nansel, Overpeck, Pilla, Ruan, Simons-Morton and
Scheidt’s (2001) study of a representative sample of 15,686 sixth to tenth grade
students in public and private schools in the United States showed that 29.9 per
cent of students reported moderate or frequent involvement in bullying (13.0 per
cent having bullied others, 10.6 per cent having been bullied, and 6.3 per cent
having both bullied others and having been bullied themselves). To give an
example of a European country, in the Republic of Ireland, large-scale empirical
studies of bullying behaviour in schools (Minton, 2010; O’Moore, Kirkham, &
Smith, 1997) have shown bullying behaviour to be a persistent problem.
O’Moore’s survey of a representative sample of 20,422 students showed that 31.2
per cent of primary school children and 15.6 per cent of secondary school students
reported having been bullied in the last school term (O’Moore, Kirkham, & Smith,
1997), and my survey of a sample of 5,569 school students showed these figures to
be 35.3 per cent and 36.4 per cent respectively (Minton, 2010). In Australasia,
Rigby and Slee (1999) provided collated results from surveys in Australian schools
(giving a total sample size of 15,152 males and 10,247 females; mean ages = 13.83
and 13.6 years respectively) which confirmed their initial estimate that ... about
one child in six or seven is being bullied in Australian schools with quite
unacceptable frequency, that is, on a weekly basis or more often’ (p. 326). Finally,
and internationally, Mona O’Moore (2013) reported that according to a study of
thirty-five countries conducted by the World Health Organisation (2004), over one-
third of young people reported having taken part in the bullying others at least once
in the past couple of months (30 per cent of 11 year-olds, 38 per cent of 13 year-
olds, and 36 per cent of 15 year-olds. For ‘frequent’ bullying (here, having taken
part in the bullying of others two to three times or more often in the past couple of
months) the age-group figures were 9 per cent, 12 per cent and 13 per cent
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respectively. In the same WHO survey, over one-third of young people reported
having been bullied at least once in the past couple of months (38 per cent of 11
year-olds, 36 per cent of 13 year-olds, and 27 per cent of 15 year-olds. For having
been frequently bullied (again, two to three times or more often in the past couple
of months) the age-group figures were 15 per cent, 14 per cent and 10 per cent
respectively (O’Moore, 2013). Given such incidence rates, it can be assumed with
a reasonable amount of confidence that even if you weren’t bullied at school
yourself, then you probably at least knew of someone who was.

Bullying behaviour has usually been defined and conceptualised as a sub-type of
aggressive behaviour (Olweus, 1973, 1999a; Roland & Idsee, 2001). For example,
Olweus (1973) stated that, ‘... bullying is a sub-category of aggressive behaviour,
which in turn is generally defined as “behaviour that is intended to inflict injury or
discomfort upon another individual”’. However, although bullying behaviour may
include physical violence, as Olweus (1999a) notes, ‘... there is a good deal of
bullying without violence ... and, likewise, there is a good deal of violence that
cannot be characterised as bullying’ (p. 24). Therefore, bullying may also include
(Byrne, 1999, p. 115):

. damage to property, extortion, intimidation, abusive telephone calls,
isolation, name calling and ‘slagging’ ... [in cases where the latter] extends to
very personal remarks aimed again at one individual about appearance,
clothing, personal hygiene or involves references of an uncomplimentary
nature to members of one’s family, particularly if couched in sexual innuendo
... [or] sexual orientation.

In addition to these types of bullying, over the past few years, there has been a
growing awareness of the phenomenon of cyber-bullying. An early study in this
field by Smith et al. (2006) identified seven sub-categories of cyber-bullying
behaviour: text-message bullying; bullying by the taking, sending and publication
of photographs or film-clips via mobile telephone cameras; telephone call bullying;
e-mail bullying; chat-room bullying; bullying through Instant Messaging (IM); and
bullying via web-sites (defamatory blogs, personal web-sites, on-line personal
polling sites, general polling sites, and social networking sites) (O’Moore &
Minton, 2011). To these, nowadays we must surely add the possibilities of being
cyber-bullied via games systems, and indeed any devices that permit remote
communication between users, such as mass on-line games. Bullying behaviour
has generally been differentiated from other types of aggressive behaviour on two
counts — firstly, the idea of repetition (Olweus, 1991, p. 413; italics mine):

A person is being bullied when he or she is exposed, repeatedly and over
time, to negative interactions on the part of one or more other persons.

Vandebosch, Van Cleemput, Mortelmans and Walrave (2006) raised a point that
has important implications for how we both characterise and deal with bulling and
cyber-bullying (see Minton, 2012a). Consider the following (Vandebosch, Van
Cleemput, Mortelmans, & Walrave, 2006, p. 1):
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With cyber-bullying, it is not necessarily the case that the victim is harassed
repeatedly. A defamatory website, for example, will often stay online for a
longer period of time and can, moreover, be read by many individuals. A
spoken insult, by contrast, disappears from the moment it is uttered, and is
only heard by those present at the time.

It has been argued since that this position compels us to address ‘... where the
“repetition” lies; in cyber-bullying, the perpetrator’s act of posting offensive
material is a one-off event, but due to the possibility of multiple viewers and
viewing, the target’s experience of being abused is one of repetition’ (O’Moore &
Minton, 2011, p. 4). In many definitions of bullying, the focus has been placed on
the perpetrator’s actions, and bringing specific action under many schools’ anti-
bullying policies, for example, is based around the accumulation of evidence that
person A has aggressed against person B on multiple occasions, rather than (say)
considering person B’s experiences of being continually aggressed against, or her
or his feelings of being locked into a dynamic in which he or she feels powerless
and afraid.

The second point of differentiation from other forms of aggressive behaviour is
the idea of a power imbalance, in the perpetrator’s favour, existing between the
perpetrator and the target (Roland & Idsee, 2001, p. 446; italics mine):

Aggressive behaviour may involve conflict between equals, whereas bullying
always involves hurting someone who is not quite able to defend

himself/herself.

In the case of physical bullying, for example, the imbalance could be one of
physical power (such as superior size and strength, numbers, or a greater
propensity towards aggression). In non-physical (social/relational) forms of
bullying, the imbalance could be in popularity or social influence (e.g., a person
deliberately manipulating friendship groups in order to exclude someone). In the
case of cyber-bullying, the imbalance could lie in ‘technological power’ (a person
using his or her superior knowledge of or access to technological systems in order
to abuse or harass someone), or the manifestation of the ‘social/relational’ forms of
bullying that have just been mentioned in the cyber-environment (see also Minton,
2012a; O’Moore & Minton, 2004a).°

% In the Republic of Ireland, however, successive government departmental definitions (Department of
Education, 1993; Department of Education and Skills, 2013) have omitted this emphasis on a power
imbalance existing between the perpetrator(s) and the target(s). Bullying behaviour has been defined as
‘... repeated aggression, verbal, psychological or physical, conducted by an individual or group against
others” (Department of Education, 1993, p. 6); and, ‘... unwanted negative behaviour, verbal,
psychological or physical, conducted by an individual or group against another person (or persons) and
which is repeated over time. The following types of bullying behaviour are included in this non-
exhaustive definition: (i) deliberate exclusion, malicious gossip and other forms of relational bullying;
(ii) cyber-bullying; and, (iii) identity-based bullying such as homophobic bullying, racist bullying,
bullying based on a person’s membership of the Traveller community and bullying of those with
disabilities or special educational needs’ (Department of Education and Skills, 2013). I have argued
elsewhere that the omission of the imbalance of power aspect precludes the possibility of the
(continued)
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As well as these three aspects (aggression; repeated or systematic nature; being
characterised by an imbalance of power in favour of the perpetrator(s)), other
aspects have been emphasised in some definitions, namely that the behaviour is
deliberate on the part of the perpetrator(s), and generally unprovoked on the part of
the target(s) of the bullying (see Hutchings & Clarkson, 2015a; Minton, 2010,
2012a). It has been argued that when all of these aspects are present, we may then
legitimately categorise the behaviour in question as bullying (Minton, 2010, 2012a;
O’Moore & Minton, 2004a).’

The negative effects on people who have been bullied have been documented in
both the scientific research literature and the popular media. Mona O’Moore and 1
(20044a) recorded that being made the target of bullying behaviour can, and often
does, ‘... destroy a person’s confidence and self-esteem [and] cause physical,
emotional and psychological damage of the potentially most serious and long-
lasting kind’ (O’Moore & Minton, 2004a, p. 2). Olweus’ longitudinal studies in
Norway and Sweden showed that those bullied at school had higher levels of
depression and poorer self-esteem in adulthood (Olweus, 1993). Roland’s (2002)
study of 2,083 eighth graders (ca. 14 years old) in Norway showed that depression
and suicidality were associated with having been bullied. This has been found to be
true also of Finnish (Kaltiala-Heino, 1999) and Irish adolescents (Mills, Guerin,
Lynch, Daly, & Fitzpatrick, 2004). In an analysis of data from 130,908 students in
the sixth, ninth, and twelfth grades responding to the 2010 Minnesota Student
Survey, Borowsky, Taliaferro and McMorris (2013) found that suicidal ideation
existed in 22 per cent of those who had bullied others, 29 per cent of those who had
been bullied, and 38 per cent of those who had both bullied others and been

differentiation between incidents of bullying behaviour and ‘fair-fights’, which is problematic,
especially when one considers working at the practical level in schools and school communities (Minton
2010, 2012a). Furthermore, this omission contradicts the intuitive/experiential sense that most of us
have, from early childhood, of bullying as a fundamentally unfair act; this is a sense that informs the
way in which the word is used in everyday speech. The Oxford Advanced Learner’s Dictionary, for
example, defines bully (as a noun) as ‘A person who uses strength or influence to harm or intimidate
those who are weaker’ (italics mine), giving the example, ‘He is a ranting, domineering bully’, and [to]
bully (as a verb) as ‘use superior strength or influence to intimidate (someone), typically to force them
to do something’ (again, italics mine), giving the usage example, ‘A local man was bullied into helping
them’ (Oxford Dictionaries, 2016).

” These definitional aspects are important to consider, especially when working at the practical level,
i.e., attempting to prevent and deal with bullying in school communities. For example, at what age can
we consider children to be capable of deliberate behaviour — at what age can we say bullying behaviour
‘starts’? Additionally, if certain students (not only younger ones) are deemed less capable than others of
executing deliberate behaviour (for example, those assessed as having attention deficit hyperactivity
disorder), or understanding and responding to social cues (for example, those assessed as having autism
spectrum conditions), how can this be accommodated for in anti-bullying actions in school
environments? Finally — in terms of bullying being unprovoked — what does this say of the often-
referred to ‘provocative target’, whose social skills (or sometimes, lack thereof) seem to others to
‘invite’ certain categories of peer abuse (O’Moore & Minton, 2004a), or the ‘self-sabotaging’ student?
Small wonder that the ‘first step’ of getting different groups within school communities (e.g.,
management staff, teaching and non-teaching staff, parents, students) ‘on the same page’ regarding how
they understand bullying behaviour can sometimes be a lengthy and concentrated process, and a state of
affairs that one cannot safely assume already exists (see O’Moore & Minton, 2004a).



