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Abstract

This exploratory, qualitative study investigates youth perceptions of cyberbullying in
secondary schools. Using youth participatory action research (YPAR) and drawing on
constructivist grounded theof€harmaz, 2014dhe researcher gained insight into

the lived experiences of young people. The researahed for an academic year

with a group of 13 14 year old students to develop their own research project on
cyberbullying; alongside this projeah-depth interviews were conducted with
twenty-eight students across two schools in areas of ssmmaomicdeprivation.

Quialitative data consists of transcriptions of the YPAR meetings, interview data and a

focus group conducted by the YPAR group.

Research into cyberbullying has been mainly quantitative to date. This study provides
insight into the perceptits and experiences of young people who engage in roles

related to cyberbullying: cyberictims, cyberbully/victims and bystanders. It

uncovers the complexity and irterlatedness of influencing factors which contribute

to cyberbullying roles. Young pelgpshare their experiences of living in an ondine

connected world which bridges school and home; they discuss thelaydretween

these different environments through onli
ecological framework is used as a holistias through which to view these inter

related systems which influence how young people respond to cyberbullying

situations.



The original contributions to knowledge are in five areas: constructing a new
definition for cyberbullying which addresses thereat challenges within the

definition; identifying three types of cyb&ictimisation which will aid analysis of the
causes of cyberbullying; revealing the seriousness of cyberbullying as perceived by
adolescents; identifying the dilemma faced by youngleewhen deciding whether

to disclose cybevictimisation to adults, and a means to provide graduated support;
and the construction of models to support analysis of cyberbullying in schools

drawing on the sociecological frameworkBronfenbrenner, 1979, 1994, 2005)
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Chapter 1 Introduction and Backgroun d

This study seeks to explore with adolescents their lived experiences of cyberbullying.
Most studies on cyberbullying are quantitative, therefore, this qualitative study aims to
uncover the perceptions of young people in relation to cyberbullying. The
contributions to knowledge fall withifive principal areas: exploration and

construction of a new definition for cyberbullying based on the experiences of young
people;identifying the forms of cybevictimisation;recognising the seriousness of
cyberbullying for those who are impacted by it, whereby it is described as serious as
online grooming; adolescents wish to retain control of their situation and face a
dilemma when deciding whether to inform others about their victimisadiemce a

stagel responsdor support is propose@nd a theoretical model has been constructed

to aid schools who wish to analyse their context in relation to cyberbullying.

In this chapterl will present the rationale for this study and the research questions,
the choice of maodology will be briefly explained, as will the choice of guiding
framework for the analysis of the study. The thesis structure will be presented and
contextuainformation provided about the schools which have participated in the
study. Then, definitions of terms used within the thesis will be shared. Finally, | will
present some brief biographical details which are related to the study and consider
how thesanight haveinfluencal my decisions; this is offered to facilitate

transparency.



1.1. Rationale

1.1.1. Research questions

There areseriousssues around the definitidar cyberbullying which have not been
resolved by researchers despite much degleage Bauman, 2010; Brewer & Kerslake,
2015; Hemphill & Heerde, 2014)The current definitions used in the literature adapt
the definition for traditional bullying (intention to harm thietim; perpetrations
repeated; and a power imbalance between the bully and the victim) and add that
cyberbullying is perpetrated via electronic means. Unfortunately, there are significant
challenges with this definition as it does not adequately septeyberbullying

activities For instance, perpetrators frequently claim they did not intend harm to the
victim as they were engaging in banter or a joke; single aggressive incidents online
can be repeated through sharing with others, which is percasvespetition by the
victim, but not by the perpetrator; and a cyberbully and eylxim can beof equal
status or a traditionaldictim may cyberbully their traditionddully. The issues around
definitions are explored further in the Literature Revi@mapter 2, section 2.2)

Some researchers have broadened their definitionstee t hcgberaggressiod o
which encompasses cyberbullying and other aggressive incidents @xjnBabian,

De Backer, & Vandebosch, 2015; Wright, 20Mhen a definition is not clear or
agreed upon it becomes difficult to compare findings from different studies. There
have been calls for further research to explore and ascertain a global definition for
cyberbullying(Slonje, Smith, & Frisén, 2013)Some qualitative research has started
to explore definitional issues, for instance, Dredge, Gleeson and GHit®)

interviewed 15 24 year olds about their experiences, and identified impact on the
2



victim as a key criterion for the definition for youth, while powabalance was not a
factor, but there was no consensus about intentionality and repetition. Meanwhile,
Moreno, Suthamjariya and SelK@2018)surveyed stakeholders and held group
discussions, including with youth, about the uniforrirdgon of bullying (National

Center for Injury Presmtion and Control, n.dgnd how it relateto cyberbullying
experiences. Morenet al.(2018)found aggression to be their top definitional

criteria, followed by power imbalance, repetition and then being anonymised. Dredge
et al (2014)provided a list of negative online behaviours on which the participants
could comment and Morenod0s partiferpants c
responses in a facilitated group, then they could alter their written responses. | have
taken an exploratory approach within this study to enable freedom of expression with
youth. There is clearly a need for more research on the definition fobcyllyerg

and the input of youth, who experience this within their context, is valudbis has
resulted in my first research question: how do young people perceive and define

cyberbullying?

Individuals respond to victimisation differently depending lugirtlevels of resilience
(Hinduja & Patchin, 2017which may be developed through intefated factors in

their lives, such as family and friend supp@ianti, Demetriou, & Hawa, 2012)The
literature suggests perpetration of cyberbullying rises steadily between the ages of 11
i 14 yeargdBrown, Demaay, & Secord, 2014) There is less consistency in the

literature for older age ranges, however, it is clear techniques related to cyberbullying
become more sophisticated with g@arapdar & Kellett, 2013) Schools contend

with cyberbullying incidences frequently and seek guidance on the best methods to

3



employ and how best to advise young people. We know peer bystandbes can
effectively mobilised to reduce traditional bullying perpetra{iéowie, 2014)and

some limited studies, such as Cressl.(2016)evaluate transitioning peer support
initiatives to cyberbullying. Yethere are diffialties associated with bystanders
intervening in online incidents, such asaking a judgement about the form of

exchange, whether it is aggressive or banter between fi{Batierson, Allan, &

Cross, 2017) It is unclear how young pelgpcope with cyberbullying and how peers

may be able to support victims, as research based on traditional victimisation does not
always transfer easily into the online world. Therefore, my second research question
is: how can young people manage cybestdl incidents in their own lives and those

of their peers?

Quantitative studies indicate adults can be positively involved in reducing cyber
victimisation and perpetratigie.g. Fanti et al., 2012; Hinduja & Patchin, 2013)
Parenting style and monitoring can influence the likelihood of both victimisation and
perpetratior(Fanti et al., 2012) Smilarly, positive and supportive school and
classroom climate are associated with reductions of (Batis, Spenser, & Gardner,
2017) However, young people are reluctant to inva@delts when they are
victimised onlingTarapdar & Kellett, 2013) It is important to establish the reasons

f or y ounmgticeneedpehablé sakeholders to respond appropriately and
develop interventions. Young people are on the cusp of adulthood, and it is
appropriate to seek their views and perceptions regarding the support adults could
provide. My third research quem is: how do young people perceive the role of

adults in managing cyberbullying incidences?



A fourth question arose from the data, which can occur in studies employing grounded
theory approachg€harmaz, 2014a)The young people involved in the research
frequently discussed their wider social context in school. They discussed the role of
the sociahierarchy, peer judgements and their use of technology for socialising. A
fourth research question arose from these discussions: how do young people respond
to peer judgement within the school social context and what role does peer judgement

have in cybaoullying?

Hence, there are four exploratory questions which this study seeks to address:

RQ1 How do young people perceive and define cyberbullying?

RQ2 How can young people manage cyberbullying incidences in their own

lives and those of their peers?

RQ3 How do young people perceive the role of adults in managing

cyberbullying incidences?

RQ4 How do young people respond to peer judgement within the school social

context and what role does peer judgement have in cyberbullying?

1.2. Methodology and theoretica | framework

In this study, the voices of young people are paramount; young people have been
involved as fully as possible in the research procesievelop myunderstanohg of
their constructions of cyberbullying. Participatory research approaches offeans

to involve a community in the research process to produce authentic research which is



of use to themSo far, gberbullying researchas predominantly been conducteal

youth rather thawith them; however, cyberbullying impacts young peopletaeg

have a righto be involved in developing understanding and finding a soltioited
Nations, 1989)As a former secondary school teacher, | felt young people had the
capability to engage meaningfully in the research procéssath participatory action
researcl{YPAR) isa critical, emancipatory methodology grounded in the work of

Paulo Freirg1993, 1996) Unlike British action research, it does not require iterative
cycles, but can be completed as a single project. YPAR wadedla®ne part of a
pluralisticmethodology as thad the potential tgive greater insight into youth
perceptions and experiences, and it could, also, develop new skills and knowledge for
the participants. | f aci Iprojeciaintoed t he youn
cyberbullying. | worked with them to identify their assumptions, areas of interest, to
develop research questions, learn about and select appropriate research methods to
collect data to answer their research questions, collect the dataayskat. This

process, which took place over an academic year, meant we became trusting
collaborators; | developed a greater insight into their lives, perceptions and
experiences of cyberbullying and the online world than | would have by conducting

interviews alone.

The YPAR project itself did not collect sufficient data to draw robust conclusions to
be used beyond the school. A criticisnpafticipatory action researcRAR)
approaches is the localised nature of the methodologytar@forethe imitations

for use in wider settings and contexBick, 2007) | wished for the research to be of

practical use to schools who sought methods to coactezryberbullying. Therefore,

6



the contextual information about the study is important to allow schools to judge the
applicability of the researdo their own contetxand whether the theory developed is
useful(Burchett, Mayhew, Lavis, & Dobrow, 2013Pick (2007)suggests utilising

both PAR and grounded theory approaches to exploit the strengths of both
methodologies. Grounded theory approaches facilitate the development of theory
through rigorous analysis of the d@Baskerville & PriesHeje, 1999)while PAR

allows greater insight into the lived experiences of participanénce, ny

methodology ipluralistic utilisingYPAR and drawng on grounded theory
approache#or interviews andanalysis. This should not, therefore, be considered a
grounded theory study. To strengthen the data and provide triangulation, | conducted
twenty-eight interviews across two school settiigsnity Catholic Academy (TC)

and Our L ahbgl @O8)) dibnggitle th® ¥PAR projeathich took place

only in TC. The data set, therefore, includes the transcripts of the meetings held with
the YPAR group, qualitative data collected by the YPAR group in the form of a focus
group, interviews with th& PAR group, and individual interviews with other young
people in the two schoold.spentmost ofan academic year working alongside the
group of YPAR students in TC, whereas | conducted interviews for two days in OL.
In TC | had become a familiar presena the school which, | believe, resulted in

more open and honest interviews, even with those who had not been involved in the
YPAR project. In particulagne studemvho wasinvolved in the YPAR project
explained that they had been more candid wittbeeause | had spent significant time

with them and they knew me.



Br onf en {1908®n18%,r2@Socicecological frameork has been used as

the organising framework for this thesis. It requires a holistic view to be taken of the

interr el ationships between different parts o
with which they directly interact, such as family and fdgnthrough to the

implications for the individual of the society in which they live. The convergence of
exploratory research questionglaralistic methodology incorporatingparticipatory
approach and Bronfenbr enn eedtBegesdancheeme wor k i

adopt an open perspective.

1.3. A brief biography

Engagement with constructivist grounded theory (CGT) and holding a constructionist
epistemological positio(Berger & Luckmann, 967), requires that the researcher
considers and r dof-gramtedipsvileges accommanying oirt a k e n
positions and roleso and on those aspects
engagement with the research prod€dsarmaz, 2017, p. 36) am a former

secondary school teacher, | am now a teacher educator; these aspects of my career
have influenced my decision to utilise YPAR as my methodology. Young people are
capable of engaging in complex tasks végpropriate guidance; further, as an
educationalistl believe it is incumbent on me to provide opportunities for young

people to learn new skills, develop a richer understanding of their community and how
they may influence it. However, my participantsynp@rceive my position as one of
authority and privilege therefore, efforts were made throughout the research process to

minimise this effect and secure equality with the participants, as far as possible.



A moral panic about cyberbullying was evident ia firess earlier this decade with
sensationalist reporting regarding youth suicides connected with social networking
sites. Vandebosch, Simulioniene, Marczak, Vermeulen and B¢2@1t8)identify

the moral panic as originating in the popular pteaspresented negativaories

focused upon individual cases, without reference to academic research. My own role
as a mother, meant the moral panic caused concern and an interest in pursuing this line
of research. In addition, | have insight and empathy for victims as arforctien of
traditional bullying at school. These factors may result in additional empathy for

those with victim status and a focus upon those in my study.

The research is set in schools located in areas of-eooimomic deprivation. Many
studies of cybrbullying appear to be located in more affluent areas, yet-socio
economic circumstances may impact upon the lived experiences of cyberbullying for
all involved. Being from a workinglass family, | am cogsant of the different
experiences young peoplelvhave based upon their family circumstances, access to
resources, social influences, and so on. A central tenet of YPAR is working with
disadvantaged and disempowered groups. Youth voice, and youth voice from
disadvantaged areas, is largely overlookeithe cyberbullying literature and this

study seeks to go some way to redress this.

1.4. Definitions

As this study is exploratory, | have sought to be open with definitional criteria
however, young people are educated regularly in English schools regarding

cyberbullying and are presented with definitions which will influence their



perceptions. The YPAR group also asked me for definitions and | shared the
definition of cyberbullying as it is currently used, but we also discussed the problems
with this defintion. Consequently, through my interactions with young people | have
not imposed a definition of cyberbullying on them, rather they have discussed
incidents and their perceptions based on how they defiroiing people refer to a

wide range of activiis within the scope of cyberbullying, such as spreading rumours,
creating fake profiles, social exclusigkithoughsome researche(s.g. Wright,
2015)suggest these activities could beluded in the more encompassing term of
6cybggressi ond i n slthavardtaingdstieese withm the definition 2 )

of cyberbullying reflecting the perception of young people.

The research has been carried out in two secondary schools atexsbetween 11
T16and17 18 vyear s. The terms O6young peopl ebd
6adol escenced6 are used to describe this a
also be reference to O0school satsatief 6 i n t h
other members of staff in school, sucHessning mentorssafeguarding officerand

teaching assistant&/ho are often significantly involved in providing pastoral support

to student s. I will, al so,usivey®capthre t er m
multiple configurations of families and the people within them who fulfil the role of

parenting (e.g. biological parents, stggrents, grangarents, foster carers).
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1.5. Participating schools

The main school for the research is Trinity li&dic Academy (TC), a school located
in an area of socieconomic deprivation in Liverpool. It is a larger than average
Catholic Academy with over 1,1G@udentf which 270 are in the 6th form. The
number ofstudentsvho receive Pupil Premium (a meeswof socieeconomic
deprivation) is 41% and well above the national average of 30%. The school has
lower than averagstudentsvho are minority ethnic, speak English as an additional
language or who have special educational neadér disabilities. Tk school is
currently graded as Requires ImprovementhgyOffice for Standards in Education,
Chil dr ends S eOfsteg.©Ofsted isahe Bodyaéspohsible for(inspecting
schools in England and currently uses a{ooint grading system: Outstanding is the
highest grading, followed by Good, Requires Improvement and Inadeguate.
Requires Improvement rating will result in moegular inspection visits, while an
Inadequate grading will place the school as a cause for concern and additional
measures will be put in place aimed at securing improve(@éfite for Standards in

Educati on, rvicds and 8kills 20885 Se

The second school participated in student interviews for two days. OuisLady

Catholic High School (OL) is located in Sefton in an area of secomomic

1 Both schools have been allocated pseudonyms which reflect their status and faith.
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deprivation and a high proportion of teeidentsare disadvantaged. &lpercentage

of studentsat the school who are eligible for Pupil Premium is 51%. Itis a smaller
than average school with @8tudenton roll, educatingtudentdetween the ages of
117 16 years. A lower than average proportiorstoidentsare from mirrity ethnic
groups. Mosstudentspeak English as their first language. The school has a greater
proportion than the national averagestfdentsvho have special educational needs

and/or disabilities. The school is currently graded as InadequatestgdOf

1.6. Outline of the thesis

Next, | will present a brief outline torient the readethrough the thesis.

The next chapter is the literature review. The literature has been predominantly drawn
from the global north as these contexts most closely replibatcultural and social
values of England. Recent international research has found cultural and social
differences impact the findings from cyberbullying research, hence it is important to
consider the implications of drawing on cyberbullying reseax tiverse

geographical region@Vright et al., 2018) In the literature review will explore the
issues related to definitions for cyberbullying research; review how young people
cope with involvement in cyberbullying activities and the role of bystanders; the role
of adults will be explored in both the home and school contexts; the social context of
school and how this may contribute to cyberbullying will be investigated; and finally

| will present information on the soeexological framework which is used to

organise and analyse the findir(@onfenbrenner, 1979, 1994, 2005)

12



In Chapter 3I will discuss the methodological approach and consider the

epistemology which underpins this study. | will explain different participatory
approaches as this is a vibrant area of research with different approaches and similar
names. The methods usedlWwe justified, with consideration of authenticity and
trustworthiness of the research. | will discuss the ethical implications of this study

and how these have been addressed throughout. The analysis techniques, drawing on

grounded theory approachesl|iwe explained.

In Chapter 4l present the work of the YPAR group. This chapter celebrates the work
undertaken by the 1314 year olds with whom | worked over the course of an

academic year. My thesis draws on the transcripts from the YPAR grotipgsee

and the rich discussions we had while they discussed their project and analysed their
data, as well as the qualitative data they gathered during a focus group. In Chapter 4, |
also reflect on the impact the project had on the participating youmpdep@&dich is a

key component of YPAR, and my own perceptions of using YPAR within this

doctoral work.

Chapter 5 presents the findings from this qualitative thesis, analysing the YPAR
meeting transcripts, the YPAIRd focus group and the interviews acrsstwo

schools. The findings have been arranged to address each of the research questions.
The data hee been analysed using constructivist grounded th@narmaz, 2014a)

and the categories are presented. The discussion can be found in the separate

discussion chapter (Chapter 6).
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In Chapter 6the discussion is organised around the researchigpesind there is
consideration of each of the categories in relation to the literature; how the study
contributes to the research on cyberbullying is discussed. Finally, within Chapter 6,
the socieecological frameworkBronfenbrenner, 1979, 1994, 200f&s been used to
further analyse the categories and establish-nelationships between them. Through

this analysis models have been constructed for use ilscho

Chapter 7 concludes the thesis with consideration of the original contribution to

knowledge, the limitations of the study, recommendations and future research.

Appendix A and B are offeredr transparencyAppendix A provides examples of the
process taén for open and focused codiagdAppendix Bpresents my notes as |

developed the models.

1.7. Concluding remarks

In this chapterl have provided a rationale for this qualitative study and for the
exploratory research questions posed. | have briefly explained my chosen
methodology and the soeexological frameworkBronfenbrenner, 1979, 1994,

2005) An outline of the thesis has been presented with definitions and contextual
information about the schools. My own biography has been discussed to consider
influential factors for the researginocess. In the next chapter, the Literature Review

discusses key literature arranged broadly around the themes of the research questions.
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Chapter 2 Literature Review

In Chapter 2, | will firstly examine the issues around forming a definition of
cyberbullying(RQ1 How do young people perceive and define cyberbullying?)

Next, | will considerhow young people prevent or respond to cyberbullying and the
role of bystanderRQ2 How can young people manage cyberbullying incidences in
their own lives and those of tingpeers?) The role of adults for influencing
cyberbullying behaviour and supporting young people will be considB@8 How

do young people perceive the role of adults in managing cyberbullying incidences?)
Then | will discuss the social context \wih which cyberbullying occurs and how this
may influence cyberbullying perpetration and victimisation, as cyberbullying does not
occur within a vacuuniRQ4 How do young people respond to peer judgement within
the school social context and what role doesr pudgement have in cyberbullying?)
Finally, I will introduce the theoretical framework which has been used for this study:

Br onf en QIO&NLA78,r1986, 1994, 200f)cicecologicalframework.

In the literature review havedrawn upon literature which usthe terms

cyberbullyingor cyberaggressionsome authors are electing to use the broader term
6cy-dggr essi ond whi c handassotiated actvitiés gvbreomd ul | vy i
the issues with the definitiprefinitional issues will be explored in this review

have opted to use the term O6cybertltchl |l ying
young people are familiafThe literature has been checked for relevance to the

secondary school age range (116 years). | have also limited my literature
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predominantly to thglobal north due to differences in findings between different

cultures(Wright et al., 2018)

2.1. Definitions

Although cyberbullying is a relatively new area of research, it sits within the wider
field of research into bullying. There is significant debateualefinitions and scope
related to cyberbullying, so it is worthwhile spending time exploring these and the
inter-related areas which inform our understanding of cyberbullyihgpugh my
researchl hope to uncovethe way young people perceive and defcyberbullying
activities; the commonalities and disparities between the lived experienteeand
definitions suggested by researchers. Heresgarch questiolRQ) oneis: how do
young people perceive and define cyberbullyiAg. definitions for cyberbullying are

drawn from a definition of traditional bullyingwill first consider these roots.

2.1.1. Bullying

In 1993 Dan Olweus published a key text in which he sought to dddulying. His

definition forms the basis of definitions offered by many researchers into bullying

today( e. g . Bayar & UManok, 2012; T-Fisclteassi dy .
al., 2011, Nickerson, Singleton, Schnurr, & Collen, 208lveus(1993, p. 8ff)

identifiedthree main attributes for schelehsed bullying: (i) the intentionality of the

Anegat i v(p 9 theisecantisng take place repeatedly over time; and (iii)

there is anmbalance of powewhereby the victim cannot defend themselves against

the perpetrator(s). All three of these factors need to be in place for bullying to be said

to have occurred.
16



There is debate in the literature regarding the definition and use efihe t
6cyberbullyingd to descr(iebag.v ®ryilmd s kd g g r2d
et al., 2013)arguments centre on whether the current definisdno broad and some

acts should be relabelled as cylaggression or if the definition itself needs to be

altered or applied differently when the activities are online. This debate is currently at

an academic level andappears thahe perceptions ofouth are noan integrapart

of the debate. Bullying activity itself is perceived as asetof aggressive behaviour
(Bayar & UManok, 2012; Lester, Cross, & S
& Cowie, 2003) It can manifest in diverse waygluding, physical (e.g. pushing,

punching, damaging possessions), verbal (e.g. threatening;aading), social (e.g.

excluding from activities, spreading rumours), psychological (e.g. humiliation) and

relational (e.g. damaging friendships, maniputafimendship groups)Baldry &

Farrington,2004; Corcoran & McGuckin, 2014; Hat€isch et al., 2011; Nickerson et

al., 2014; Paul, Smith, & Blumberg, 2012)l of these activities, except for physical

bullying, are directly transferrable into the online environment. These adivitie

generally fall into direct (e.g. physical, verbal) and indirect, sometimes called covert

(e.g. social, psychological, relational) bullying activitiBerry & Hunt, 2009; Lester

et al., 2012)Cyberbullying is categorised as indirect or covert bullying.

Some studies place slightly different emphasis wgiber factors related toullying.
For instance, the victit status is highlighted through assertions that the abuse is
unjustified(Lester et al., 2012)r it is unprovokedMenesini et al., 2003; Olweus &
Limber, 20D); Nickerson(2014)focuses on gender preferences for bullying with

boys engaging in physical bullying, while girls focus ontretaal bullying; Salmivalli
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(2001)includes the stability of the victim and bully roles, where there is no
interventionto stop bullying as part of her definitiohese nuances within the
bullying definitions argoarticularly interestingvhenconsideing cyberbullying as
these factors become more fluid. Definitions related to traditional bullying are
generally wellestablishedincluding the nuances identified above. However, in
cyberbullying these definitiongnd nuances can be invertéat instance
cyberbullying may be perpetrated by a previous victim as retaliation for traditional
bullying attack§Wong, Chan, & Cheng, 2014; Zhou et al., 20d8)ch calls into
guestion the notion of a power imbalantaese definitional challengésr

cyberbullyingare discussedext

2.1.2. Cyberbullying

The literature demonstrates a lack of consensus regardefgngion of

cyberbullying; this is a debate which has been ongoing for somédimeBauman,

2010; Brewer & Kerslake, 2015; Brown et al., 2014; Dredge et al., 2014; Heirman &
Wal rave, 2012; Hemphi |l & Heerde, 2014,
Cerna, 2015; Slonje et al., 2013; Zhowlket2013) This creates problems for

comparison between studies, building successfully on previous research and
developing theoretical understandings. Similarly to Olw@993) a few researchers

have created definitions which others have then used as the foundational definition for
their research. For instanc&@mith, Mahdavi, Carvalhdsisher, Russell and Tippett
(2008)e x t e n d e & defnition @furadiional bullying to include electronic
contact, formul ating t he mileattcamedioutbyra as

group or individual, using electronic forms of contact, repeatedly and over time
18
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against a victim who cannot easily defend
Hinduja(2006, p. 1520 e f i ne cyberbul l ying as the ndAwil
inflicted through the medium of electroni
referenced multiple times in the literature, often with extendeddidtsee ways in

which the bullying is perpetrated, e.g. mobile phones, Int¢ri@ay ar & UManok,
2012; Paul et al., 2012¢mail, charooms, social networking sites, instant messaging,

video and text messag@semphill & Heerde, 2014 ¥ake website¢Brewer &

Kerslake, 2015)blogs, multiuserdomain gaming sitedearce, Cross, Monks,

Waters, & Falconer, 201,1gomputers and other devic@dledge et al., 2013)

Clearly, the list of technologies used for cyberbullying will be ever evolving which i
problematic if it is to form a substantive part of a global definition. However, there is
debate around the appl i c asiplbA3)defiptions f t he t h

intention, repetition and power imbalaricerthen applied to cyberbullying.

Somebelieve there to be role continuity between the physical and online worlds
(Baldry, Farrington, &Sorrentino, 2017; Shin, Braithwaite, & Ahmed, 2016; Wolke,
Lee, & Guy, 2017) Victims of faceto-face bullying are at a high risk of also
becoming cybevwictims; their aggressors may engage in multiple means of
victimising them across different mechsmis(Lazuras, Barkoukis, & Tsorbatzoudis,
2017)and the majority of cyberictims are also victims of traditional bullying
(Wolke et al., 20173uggesting cyberbullying may be a continuation of traditional
aggression However, despite trepparentlow of aggressive activities between the
two realms, bullying and cyberbullying are seen as distinct actiyieshergBrown

et al., 2014; Corcoran & McGuckin, 2014; Lazuras et al., 2017; Meter & Bauman,
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2018) Brown et al.(2014)state there is little evidence of an overlap between
conception®f traditional and cyber victimisation and, so, they should be treated as
distinct. They identify differences between understandings of dydteaviours
between males and females, suggesting an awareness of contextuahiagtbes
important to definitions.Pabianet al.(2018)highlight aggression can move between
different online platforms as welfor instance, between Facebook and WhatsApp;
public and private conversations. Qualitative studies are needed to understand more
about the contextual factors and how they impact on cyberbullying; insight into the
lived experience of cyberbullying frogoung peoplas needed to hone a definition
and understand any relationship between bullying and cyberbull¥iagusing on the
impact on the victim rather than the intent of the perpetrator is advised by @tedge
al. (2014)who conducted wuepth interviews with 25 adolesceritse adolescents
offered contrasting perspectiviesthe definitions provided by researchers. The
different perspectives uncovered byedgeet al.(2014)support additional research
on definitions and perceptions of cyberbullying from those who are affected. In the
following sections | wi explore some of the definitional areas which become more

problematiovi t hi n t he t hr e(@993driginaldeafirstioro f Ol weus o0

2.1.2.1Intentionality

The notion of intentionality for the bullying act is problematic for cyberbullying;

youth often see the actions involved in cyberbullying as fun or jokes rather than

harmful( Li , 2010; OO0Bri en & Molwihgstsng KigviQ 13; Zh «
PonteandStaksrud2014,p.280s uggest At he | ine between |
hostility is often anyonggeomeausmtths asdertiono mme n t
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A6 Happy sl appi ng] iésitall demehds anavhaetiseyrecord | i n g

and how you are with ya@&urt ofsr if®anapgdsy.& 610t 6 s
Kellett, 2013, p. 470) This raises a disconcerting issuberebysomeonenay ke

identifiedas a cyberbully although their intention may have been banter. The

definition for traditional bullying is cleait is an intentional act, whereas cyber

victims selfidentify in circumstances where perpetrators intention to harm is not

alwaysevident.

2.1.2.2Repetition

For traditional bullyingrepetition is quite cleahowever, for cyberbullying it

becomes difficult to apply. Repetition may be enacted through: sharing material for a
single incident online (e.g. personal information or a pictwtegh is then viewed
multiple times, potentially by a wide audien@&ledge et al., 2013; Moreno et al.,

2018; Obermaier, Fawzi, & Koch, 2016; Slonje et al., 2013; Steffgen, Konig, Pfetsch,
& Melzer, 2011) or the level of publicity or the severity of thetanay have

equivalent harm to repetition in traditional bullyi(@redge et al., 2014)Hemphill

and Heerd€2014)rightly question if repetition is a necessary feature of

cyberbullying in the sens used within the traditional bullying definitiotdow do we
classify a perpetrator of a single incident when the material they upload leaves their
control and is shared multiple times by multiple people? The perpetrator has only

0 bul | iiewhigh dzes motdall within the definition yet the impact on the

victim is felt repeatedly. Indeed, Moreno, Suthamjariya and SERi#8)found
stakeholders did not include repetition in their own definitions of cyberbullying

consequentlythis aspect of the definitioshould be reexamined
21
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2.1.2.3Powermbalance

Olweus(1993)emphasises a fight or argument between two people who are equally
matched is not the same as bullying, yet, power dynamics appear to shift diiene.
definition for traditional bullying refers explicitly to phical and psychological
imbalances of powdOlweus, 1993) Online we need to consider alternative forms of
power, although psychological power may still exist. Some youths may have
increased power through greater technological expd@iseoran & McGucka,
2014)and anonymityf{Bauman, 2010; Corcoran & McGuckin, 2014; Cuadrado
Gordillo & Fernandez\ntelo, 2016b; Mark & Ratliffe, 2011; Moreno et al., 2018;
Slonje et al., 2013)Yet, research which investigates who the cyberbullies and-cyber
victims are,reveas unexpected patterns. Traditional bullies appear to see
cyberbullying as an additional way to harass their victims, so the activity continues
online (Brighi, Guarini, Melotti, Galli, & Genta, 2012; Wong et al., 201#owever,
traditional victims can also bully @ine, perhaps as a form of retaliation and utilising
the potentialanonymity afforded by the mediutinrough fake accoun{§Vvong et al.,
2014; Zhou et al., 2013)Theadoptionof a bullying role by victims online creates
challenges for established notions of a power imbalance. Indeed, Rtealg2014)
found young people did not consider power imbalances as necessary for a definition
of cyberbullying on social networking sitddowever Wolke et al.(2017)suggest
cybebullying is about peer relationships, dominance and power. Cyberbullying can
occur when a power imbalance does not ekistyvictimsbecome more upset when

there are multiple perpetrators or offline contact by the bullies, rather than through a
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power imbalance or repetitidMitchell, Ybarra, Jones, & Espelage, 20IB)erefore,

power imbalance does not seem to be a feature of cyberbullying.

The lack of consensus for a definition causes challenges in the literature and for
researchers. Different researchers use different conceptions (e.g. timescales for
cyberbullying incidences to have occurred with{iBjown et al., 2014and different
terminology (e.gcyberaggression, cybeabuse) and are selective with their use of
definitions(Slonje et al., 2013)hich makes it challenging to compare and build upon
studies. Given the factors aboiutas questionable whether consensus for a definition
maybe reache@Dredge et al., 2014However, a first stephouldbe to listen to the

lived experiences and views of the young people who have different roles within
cyberbullying and examine their own definitiosmsd attempt to identifyefining

featur es. Young peopleds definitions of

How do young people perceive and define cyberbullying?

2.2.  Young people and management of cyberbullying

In this sectionl will exploreh ow young pe tcwolgy hayinflusnee of t ec
cyberbullying and the behaviours of cyléctims and cyberbullies, including the

ways of responding to victimisation.will , alsg consider the role of bystanders, who

have been identified as an influential group for supportingmicwho have been
traditionallybullied. Young people do not always seek the support of adults so it is
important to establish how they support themselves and others consequently, RQ2

asks: how can young people manage cyberbullying incidences in thelivew and

those of their peers?
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2.2.1. Developing use of the online world

In the LhitedKingdom (UK), technology isvidely usedn everyday life.

Smartphones are popular among adolescents and through these devices they have
ready access to the online worlah the UK, 86% of 12 15 year olds have their own
smartphone, 99% of them are online and tloyearters have a social media profile
(Ofcom, 2017) There are mixed reports regarding the impact of age on cyberbullying
activities. Cyberbullying perpetration and victimisation rises steadily during the early
years of secondary school (L14 yearsAckers, 2012; Brown et al., 2014; Mark &
Ratliffe, 2011; Paul et al., 2012; M. Price & Dalgleish, 201@)particular,

cyberbullying increases around transition from @uiynto secondary schqathich

can cause difficulties for children making this transitiPaul et al., 2012; M. Price &
Dalgleish, 2010; Tarapdar & Kellett, 2013Following transition from primary

school, students tend to increasingfve asmarphone and use their technology to go
online (Ofcom, 2017)andusesocial media, which may increase thpportunities for
perpetration angictimisation. For older age ranges there is a varied picture arising
from the literature. Studies suggest older adolescents cyberbully younger age groups
(Pabian & Vandebosch, 201&yberbullying rates are higher in the1148 years age
group(Nickerson et al., 2014¢yberbullying increases for older youths and the
creativity and sophistication of techniques to conduct the cyberbullying also develops
(Tarapdar & Kellett, 2013) There are some studies which indicate the opposing view
age does not have any impéetledge et al., 2013; Festl & Quandt, 2013;

Mach8| kgqv 8 0elt5 ; alMa c h 8| k o WévertBelessfitestagppardnt, 2 0 1 ¢

this is a schoeWide issue, and the development of more sophisticated techpagues
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students grow oldewill impact forms and approaches to victimisation and resolution.
Here age is acting as a proxy for sophisticateqg swever, other factors may also

influence technological expertise.

2.2.2. Behaviour online

The majority of cyberbullies are in the same school as their vi¢iiogsje & Smith,

2008) indeed, Gradinge®strohmeier, Schiller, StefanekndSpiel (2012)state 62%

of cybervictims are victimised by classmates. Some suggest the motives attributed to
bullies have not changed, only now they are also achieved through online mechanisms
(Ackers, 2012; Hinduja & Patchin, 2008)owever, Shin et a(2016)suggest

cyberbullies feel unable to trust their peers, lacking peer support; this is different to
traditional bullying where the pivotal factor appears to be a negative relationship with
teachers and schofflaretFisch et al., 2011)n addition, compared to traditional

bullies, they have lower se#fsteem; this may explain their choice of bullying
mechanismwhich redices the risk of retaliation or confli@rewer & Kerslake,

2015) Therefore, some factors for cyberbullies are different; this could mean those
who are engaging in cyberbullying are a different group than traditional bullies, driven
by new factors, such as a lack of trysiprpeer support and low sedsteem.

Certainly, Brownet al.(2014)state there is no overlap and cyberbullying and

traditional bullying are distinctlt is possible for traditional bullies to utilise new
technology to increaséeir perpetration, while new perpetrators are attracted by the
technological means of perpetrating online. The different motives for perpetration

need to be explored further.
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Meanwhile, studies show cybeictims are socially less competent with lowef se
esteem(Romera, Herrerdopez, Casas, OrtedRuiz, & GomezOrtiz, 2017; Shin et

al., 2aL6; Wolke et al., 2017gnd, in contrast to traditional victims, cybectims can
become aggressors themselv8sntag, Clemans, GrabandLyndon(2011)suggest

the ease and relative safety of retaliating in an online space may encourage cyber
victims to seek revenge. This could establish a cycle of aggression, whereas
forgiveness helps to break this cy@@uintanaOrts & Rey, 2018)Cyber

victimisation is less stable than traditional victimisat{@nadinger et al., 2012)

although the reasons for this are unclear. It may be due to protective strategies put in
place by victims or shoterm victimisation which ceases quickly, perhaps within

friendshipgroups.

Many cyberbullies are also cybeictims (Bauman, 2010; Connell, Sché&lusey,
Pearce, & Negro, 2014; Festl & Quandt, 2013; France, Danesh, & Jirard, 2013;
O6Brien & Moules, 2013; Sont,laogeva,thisal . ,
relationship is underesearched. Connell dt £014)identify those who report being
a cybervictim are four times more likely to also report being a cyberbthig; applies
regardless of gender. They suggest a reciprocal relationship wherevicyimes may
not be blameless. Indeed, this suggests a cycle of-aeyduse between peers which
has perhaps become normalis&texible roles seem to be undertakeith

individuals moving from cybevictim to cyberbully to cybebystandefD. Price et

al., 2014)the causes of shererm cybetvictimisation may be related to individuals
transitioning through these roles. Baunf2@10)suggests cyberbully/victims may be

engaged in cyberonflict with equally matched peei§the cyberbullying activity is
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reciprocal then this could change the ways in which schools intervene and educate
young peopl@bout cyberbullying In partcular, a focus upon the development of
appropriate peer relationships may be a positive interve(iioRrice ¢ al., 2014)
Importantly,young people comment on the lack of rules and enforcement in the online
environmen{Pabian et al., 2018; Patterson,ai] & Cross, 2016)Unlike the offline
world, there is a limited socibistorical context upon which young people can draw to
identify social rules and positive behaviour models. While young peopleapable

of identifying appropriate rules, theyetwadult support to enforce thefgenthe

social rules need to become normalised onlihenay be appropriate to seek the

views of young people on appropriate online social rules and then integrate these into
school policies. Insight from adolescentsorare involved in these activities is needed

to better understand the dynamics and potential solutions.

2.2.3. Passive response to cyberbullying and impact on mental health

Victims can either situate the blame for their victimisation with themselves or with
therr aggressors. This can influence the type of action victims takeblaeie leads

to nonaggressive strategies, such as ignoring; while aggretsme may lead to
retaliation(Wright et &, 2018) Li (2010)suggests that victims use predominantly
passive coping strategies, such as ignoring aggression, which may encourage
cyberbullies to continer However,some victims may consciously decide to ignore

victimisation as a proactive strategy order to deter their aggressors.

The term mental health encapsulates the emotional and psychologicbeimgllof an

individual, including factors such as social anxiety, depression andeialy; some
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studies report that cyberctimisation is a risk factor for mental hea(hg. Fahy et

al., 2016) Those who are cybarictims an suffer in a number of ways. They are
more likely to experience loneliness, have lower levels of support from friends,
experience less seiffficacy(Heiman, OlenikShemesh, & Eden, 2013pwer self
esteen(Brewer & Kerslake, 2015; M. Price & Dalgleish, 2010; Wolke et al., 2017)
morechallenging behaviouiwolke et al., 2017and may setharm and have suicidal
thoughtg(Ditch the Label, 2017) Appel Holtz, StiglbaueandBatinic (2012)suggest
there is a cycle of feeling lonely, seeking online interaction, but experiencing negative
reactions online which reinforce the feelings of loneliness. Hence, estitotaid
victims in socialisation activities beyond the online world may be helpful.
Cyberbullying can induce negative feelings, such as(fMiaduja & Patchin, 2008;
Kofoed & Ringrose, 2012; Mark & Ratliffe, 2011; M. Price & Dalgleish, 2010)
distrust, hate, envy, embarrassment, degpaifoed & Ringrose, 2012anger,
frustration(Patchin & Hinduja, 2006; M. Price & Dalgleish, 2010; Slonje et al., 2013)
distress and depressionO0 Br i en & .Midesel adests car?spilllo8e) into
school, impacting on academic wdMark & Ratliffe, 2011; Patchin & Hinduja,

2006; M. Price & Dalgleish, 201@nd friendshipgM. Price & Dalgleish, 2010)

Most worrying is when young people sakirm or express suicidal thoughts
associated with cyberbullyinigcidents(Perren et al., 2012; M. Price & Dalgleish,

2010)

Brown et al.(2014) though, suggest females are at higher risk of negative outcomes
as they experience higher levels of aegsion, stress and negative emotjoiman

maleswhen victimised online and appear to react more sensitively to their
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victimisation. Also, females tend to engage in relational bull{@mith et al., 2008)

and cyberbullying is considered to closely align with {Riltedge et al., 2013jhis

may explain why females report higher levels of victimisa(io@ 6 Br i en & Moul e
2013) as they appedao be more sensitive to online aggresgirown et al., 2014)

HoweverMa c h § | k o(2085)assert gander does not impact on cyberbullying

when other contextual factors are considered. Cag2@y8, p. 725t at es Af emal
with poorer family relations, reporting less encouragement from teachers, and poorer
sefest eem, were more |ikely to be bullied.
explainthe greater reporting of cyberbullying incidences by females, but should also

cause concern regarding female mental health outcomes when victimised.

Some young people report cybactimisation does not impact negatively on them
(Dredge et al ., 2014; OO0Brien & Moules, 2
2013)this may be related to their resilien@éinduja & Patchin, 2017)accepting

cyberbullying acts as bantérarapdar & Kellett, 2013)r other factorssuch as a

perception that what happens online is not (8kinje et al., 2013)Further insight

into the perceptions of young people may help identify suitable strategies for support.

2.2.4. Active response to cyberbullying

While younger children will normally tell an adult or friend about bullying activities,
this strategy seems to falway during Key Stage 3 (1114 years)Ackers, 2012)
Instead, adolescents begin to develop strategies for coping independently with
cyberbullying, such as using a comment to diffuse the situéiaul et al., 2012)

deleting or ignoring the message or taking more proactive actions like confronting the
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perpetratofAckers, 2012)Sharing appropriate strategies which work for other
adolescents may help victims who have greater difficulty developing their own
strategies. It is important the measures suggested by adults reflect the needs of young
people as they mature. Hence, strategies for 11 year olds may not be appropriate for

16 year olds.

Hinduja and Patchi{R017)highlight resilence as a key protective factdt.is

possible for people to regulate their emotional states, including the types of emotion
experienced, the intensity and duration of the emotion; this management of emotional
states is referred to as emotional regalafErreygersyandebosch, Vranjes, Baillien,

& Witte, 2018) Emotional regulation can help victims to manage the negative effects
of cybervictimisatior however, Erreygerst al.(2018)found this has a limit and

when there are too many incidents, emotional regulation is no longer helpful, perhaps
due to the additional stress and negative impact. iBnadtregulation is important;

yet even low levels of cybesictimisation can lead to poorer mental health outcomes
(Fahy et al., 2016)A literature review from Perren et §2012)identified a

difference in levels of victimisation; those using active strategies were victimised less
than those who used passive strategies. Helping victims to identify appropriate
proactive strategies early is necesdargninimise victimisation and negativmpacts

on mental healthlt seems peers have frequently developed successful strategies
which could be shared schools can identify methods to disseminate this expertise

appropriately

30



2.2.5. The role of bystanders

Bystanders are a potentially powerfubgp through whose actions the cyberbullying

can either be sustained or challenged. Approximately half of students have witnessed
cyberbullying(DeSmet et al., 2016; Li, 20L,0)owever, while bystanders may

approach a teacher with a report of faaéace bullying, they do not tend to do this

for cyberbullying(Pdterson et al., 2017)Bystander behaviour which acts to support

the victim is influenced by their own attitude to positive bystander action, friendship

with the victim, their sekefficacy, personal experience of victimisatiandtheir

awareness afnline monitoring by their mothéDeSmet et al., 2016)Also, there is

some evidence girls are more empathetic and likely tCs3$met et al., 2016)
however, this is disputed by othdrsMac h 8| kov 8§, Dedkova, Sevci
2013; Mach§8| ko v.8Bysfanders ard nsoe hkely t@ drtlf éhey are

present when the cyberbullying occurred and if the victim reports the incident to them
(Mach§8|] kov § & TRefmeral engdgemer Of pe@rk, also, influences
bystandersd decisions to intervene. Those
intervene whemtherpeers are morally disengag@dlison & Bussey, 2017)

although most say they will intervene when the cyberbullying is very severe or when

they are friends with theictim ( Mac h 8| kov §, Dedkova, Sevcik
Pabian et al., 2018; Rarson et al., 2017)Bystanders weigh a complex range of

factors when deciding whether to intervene. When friendships are not involved,

contextual factors are taken into consideration, such as, assessing whether it is a joke,

the likely motive of tle poster and any history between the parties and the gender of

the victim, as these factors influence their assessment of the severity of harm

31



(Patterson et al., 2017)t may be more difficult for bystanders to make an accurate

assessment of the situationline when social cues are not as apparent.

Cowie (2014)suggests bystanders worry about the victim, but are also concerned for
their own safety within the grouBystanders are influenced by the group norms in
terms of their intervention patter(allison & Bussey, 2017)hence, a culture of not
intervening will makeproactivelysupporting a victim more difficulfgroup norms are
discussed further in secti@.4). Proactive suppoiseeking from victims may be
necessary to activate bystanderMa c h 8 | k o v §, hosvéverahe vulnergbilityl 8 )
of victims makes this challenging. Bystanders can offer either supportive behaviour
(e.g. comforting and providing advice, soliciting friends not to participate or directly
challenging the cyberbully) or negative behaviour, the most frequent of which is
ignoring the incidenthowever, they can also support the bully through laughing and
forwarding the material to othef©eSmet et al., 2016)Reasons for negative

bystander behaviour include selfotection, developing popularity, blamingth

victim (DeSmet et al., 2016ylistance from the incident making it easier to ignore,
difficulties interpretinghe context leading to delays, uncertaiatyout authority/

reporting structures for cyberbullyirf§attersn et al., 2016pr being friends with the
bully( Ma c h 8| k o v 8 Begstander intention hGyp@Hhetical scenaresus
reality are differen{Nickerson et al., 2014jhis suggests bystanders understand the
moral imperative to act, but may be inhibited by other factors when dealing with a real
situation. Hence, bystanders need support to developm@pgie actions when

witnessing cyberbullyinggrounded in support systems provided by schools or other
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sources. However, victims should also be supported to proactively contact bystanders

to seek suppofMach§ | kovsg§ et al ., 2018; .Mach§8]| kov§

The way in which young people manage cyberbullying is impotteattainmore
positive mental health outcomes. Bystanders provide a potentially powerful
mechanism for support, yet they are uad#ised in many schools. Older
adolescents, also, develop technological expeatisiestrategiewhich could aid

victims, but thids not exploited. Further insight into the way in which young people
wish to be supported, how they currently support each other and manage
cyberbullying themselvesan be used to inform inventions for support. RQ2 asks:
how can young people manage cyhelying incidences in their own lives and those

of their peers?

2.3. The role of adults

Adolescents gradually move away from adult support, instead turning to their friends

and peer group for support and advice. However, adults remain an important aspect of
their lives.Parenting style can be influential in how children adapt to increasing
independence and autonomy during adolescence and how they are influenced by their
peer grougBeckett & Taylor, 2016) This has implications for adolescents who

become involved in cyberbullying as perpetrators or victidagarentingstyle which

is nurturing and caring, yet also provides firm bounddriesnds t o i ncr ease
self-esteem, decrease the likelihood of their involvement in risky behaviour and

provides a sense of security in the home environn{Betckett & Taylor, 2016)

Close family is still an impoant source of support for most young people
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(Livingstone & SeftorGreen, 2016) Schools also provide a key support mechanism
for many young people who are involved with cyberbullyihigrapdar & Kellett,

2013) Figures for reporting cyberbullying vary between studmesvever, only a

small number of those experiencing cyberbullying actually report the situation in
school, br instance, Tarapdar and Kellg013)found only 10% reported to a

teacher. lence RQ3 investigates: how do young people perceive the role of adults in

managing cyberbullyingicidences?

2.3.1. Parent® role

There is debate about where responsibility rests for dealing with cyberbullying
incidents; most incidents occur outside of school, yet the ing#gedt in the school

environmen{Corcoran & McGuckin, 2014 Parents often lack knowledge and

understanding of t he,jand monitaririg dfrordime @divitiesn | i n e

is frequently ineffectivéBauman, 2010; W. Cassidy, Brown, & Jackson, 2012;
Corcoran & McGuckin, 2014; Hemphill & Heerde, 201@pnsequently, schools
frequentlydeal with the incidences which emergewever, they do not always

receive parental support due to misunderstandings about the severity and seriousness

of the online activitiegW. Cassidy et al., 2012)

There is good evidence in the literature for involving parents in efforts to prevent
cyberbullying dthough traditional advice of installing blocking and monitoring

software or reviewing alci | Inkeinet history has been found to be ineffectivaawv,
Shapka, & Olson, 2010) Unf ortunately, there is no

place; research indicates a positive parenting,stylen dialogue with children and
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clear rules with sanctions reduce cyl@timisation and cyberbullying perpetration

(Brighi et al., 2012; T. Cassidy, 2008; Fanti et al., 2012; Hinduja & Patchin, 2013;

Law et al ., 2 0RoSitive aRdjopea pasektal rétaishipsiah be used

to model methods to deal with cyberbullying and build resilience for future episodes
(Papatraianou, Levine, & West, 201HResearch suggestgberbullyingis related to

parenting style and aggression within the family (Brtghi et al.,2012; T. Cassidy,

2008; Fanti et alHemphikahdHeerdE®id)dugbestk i , 201 2)
families need early education on how to set rules and monitor appropriate online

activity. Consequently, it appears parental interventions to prevent cyberbullying

need to be establishetlithe earliesttaiges of parenting, rather than when

cyberbullying begins to occur.

Py U a(RodRinvestigated cyberbullying as part of a wider set of online aggressive
acts, finding young people engage in a wide variety of online aggression towards
people they frequently do not know. Cyberbullying is a small part of this picture.

Those who erage in aggressive online acts had negative attitudes towards school,
peer norms, norms of behaviour online, wereprggr essi ve and assess
within a famPy yalask iha€aul te@amilypelatioBshigbe

the starting point for the other negative attitudes and aggression? Hinduja and Patchin
(2013)suggestegoung people who recognised there would be parental disapproval

of and sanctions for cyberbullying behaviours, were less likely to engage in those
behaviours. Theyalso,advocate positive parenting and opeslafjue. Where open
dialogue in families exists and young people-g&tlose their online activities their

involvement with sending aggressive messages reduaeset al., 2010) Parenting
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styleappears tanfluence helikelihood of adolescents becoming involved in

cyberbullying.

Family relations impact on both cyberbullying perpetration and victimisation.
Victims are more likely to have poor family relationshiBsighi et al., 2012; T.
Cassidy, 2008)males have low family sedsteemandfemales experience greater
loneliness with paren{®righi et al., 2012)They are less likely to receive
encouragement from parents and hpoerer problersolving strategie€T. Cassidy,
2008) An unsupportive home environment may establish a patteeneby victims
anticipate a lack of support grabnsequentlydo not disclose their victirstatus.
Those who feel supported by their family are at lower risk of eylmimisation,
even if they do not have supportive friendships; at greatest rishase who lack

both supportive families and supportive friendst{fganti et al., 2012)

Lower parental engagement with agidents may provide more opportunities for
going online; the more time spent online, the greater the opportunjerpetrating

or becoming victimisedMore time onlinealsqg suggests young peofles onl i ne
activitiesare monitored les@righi et al., 2012)Indeed, nofperpetrators of
cyberbullying report more restricted use of the Intetin@b perpetrator&hou et al.,
2013) Single parent houselus are also a risk factor for victimisati@anti et al.,
2012)and given the previous discussions in this section, spagkents may have

greater difficulties providing the levels ofonitoring andsupport discussedie to

time and capacity pressures
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2.3.2. School climate

Nickersonet al.(2014, p. 1635t at e school climate include:
and Emotional Environment; Safety and Belonging; Respectful and Responsive Staff;
Academic SeHlregulation; and Welcomig and Di verse Environmen
involvement with cyberbullying alters perceptions of school climate by those

involved. Those who are uninvolved with any activities related to cyberbullying (i.e.

bully, victim, bystander) have the most positivegagtion of school, their teachers

and peersPerhaps surprisinglyybervictims have a higher positive perception of

school tharthose who engage tybebullying behaviour Those involved in

cyberbullying perpetration (either as a bully or a bully/victim) or online aggression

have the most negative perception of school and peer norms priirey ar & UMano
2012; Nickerson et . HitkersoretalZ0¥)hypethedea | s ki , 2
l ow | evel, infrequent bullying may not da
although they have lower perceptions of safety in school. A poorex s€bglonging

to the school communitiyas been found to [@esignificant predictor of cyberbullying
behaviour(Betts et &, 2017; Nickerson et al., 2014; Wong et al., 20T4)is could

form a trigger for intervention to help those individuals and prevent future aggression.

Williford et al.(2013)identified classroontevel differences of cyberbullying and
cybervictimisation. This suggests individual teachers are an important factor in
preventing cyberbullying; young people are aware of policies and sanctions, and how
these are applied by different teachdtfledge et al(2013) though, found teachers

who were very effective at stopping overt bullying in their classroerpgrienced@n

increaseamongst students of usikgvertforms of bullying, such as cyberbullying
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instead Hence, the actions of individual teachers and their impact on bullying or
cyberbullying does not alwayshievethe expected results; young people may react

in unanticipated ways to different classroomiemvments Unfortunately a number of
young people state when they report cyberbullying to teachers/sthatilseir

concerns are not taken seriously or they receive unhelpful resgéwckess, 2012;

Li, 2010; OO0Br i. Sometdachbre helle@ecgberbullyidgticgs not

have an impact or will ser wne6)ofteachetsoughen
participating in a survey in America held these vi¢8tauffer, Heath, Coyne, &

Ferrin, 2012) This is mirrored in interviews with some senior staff in Canadian

schools where there appeared to be a lack of awareness of the issue ar{feMdenial
Cassidy et al., 2012)If teachers lack confidence abdlievecyberbullying does not

harm young people, then adolescents cannot expect appropriate support from them.

T e a c Ipexceians of bullying, including cyberbullying, will influentdes
supportiveness of thechool climatgBrighi et al., 2012and it is of particular concern
when senior staff do not appear to be aware of cyberbullying and the implications for
young people in their care/ictims often choose not to disclose cyberbullying and

it e ac h e sirderpretthis asrack of cooperation and withdraw their support and
encour a@.eCassiayt2008,p.72)urt her damaging a victi
in school Williford and Depaolig2016)suggest teacher empathy towards a victim

and their own perceived sadfficacy for dealing with the cyberbullying will influence

their decisions about intervention. If effective teacher intervention is dependent upon a
range offactors beyond the control of young people, then they are faced with

uncertainty ananaybe less willing to report cyberbullying.
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Schools need to have clear policies in placedeponding t@yberbullying, which
are used by staff, and which make clearghnctions which will appl{Hinduja &
Patchin, 2013)Schools in Enignd are required by law to have a policy in place for
addressingpullying activities(Department for Education, 2017)he existence of
clear school rules enforced by appropriate sanctions provides the framework for
bystanders to report bullying@atterson et al., 2016d dissuades the majority of
adolescents from becoming involved in cyberbullyperpetratiorfHinduja &

Patchin, 2013) Unfortunately, current palies are not always effectiye Béen &
Moules, 2013pnd teachers do not always notice cyberbullying happening under
desks in their classroonf®/. Cassidy et al., 2012)Therefore, since these poési
should already be in place, questions remain regarding effectiveness and best use of
these or if there are alternative strategies for adults to support young pEbpse

issues need to be explored with young people.

2.3.3. School-based interventions

There ae a range of approaches to intervention. Asiitsplest English schools will
enforce their mandatory a#iullying policies(Department for Education, 201ahd
should have regard to thesafetyeducatbnal requirements theNational
Curriculum (Department for Education, 2013I9)ther schools will take a more

proactive approach to attempt to qgmpt bullying and cyberbullying activities.

Mark andRatliffe (2011)investigated cyberbullying across thseools which were
differenttypesof American schoolpublic, private and charter. The results indicated

the charter school had the lowest level of cylaetimisation. As well as
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hypothesising about relative access to technology and a smaller school generating
more positive relationships, this was alse bnly school which had a curriculum
designed to teach about Internet safety. Many interventions include use of a
curriculum to educatstudentssuggesting this may be a proactive technique schools
canutilise (Mark & Ratliffe, 2011; Pearce et al., 2011; Perren et al., 2012)

England, esafety has been part of the National Curricukintce 200§Qualifications

& Curriculum Development Agency, 200ifeaning children and young people

should receive@me education aboutsafety.

Many schools have adopted restorative justice techniques which were first employed

in the criminal justice system. Through restorative techniques schools seek to address
araftofintesr el at ed pr obl e ms truamcyg bullythg, icdence,@andc | u s i
ot her forms of (CGowi¢, Hasonc Jermifer, & Mykrs, 2008 p. $00)
Restorative approaes are seen as a whalehool approach and require a change in
thinking from sanctions and control towards consideration of reasons for why the

harm was caused and what can be done to rec{®pitg & Swearer, 2016)This

involves consideration of the harm experienced by the perpeaiatbe root othe

antisocial behaviour, as well as the harm caused to the victim; the school must also
reflect on any areas of poji@and practice where they may be contributing to the harm
experiencedAnfara, Evans, & Lester, 2013Anfaraet al.(2013)claim the aproach

is participatory and democratiand inconsistent with punitive approaches of

sanctions; yet, many schools attempt to use restorative justice within their existing
system of sanctionsSome researchers havepeessed concern about thaelity of

implementation of themntibullying programmesin schools, and attribute less
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positive results to schools trying to take sharts to implementatio(Karna et al.,
2012;0lweus & Limber, 2010; Salmivalli, Kaukiainen, & Voeten, 2Q0&hich may

also occur with restorative justice approach®sng and Swear¢2016)are

concerned that restoragiyustice approaches have many forms, practitioners are
inconsistent in the application of rules, as thewelasck of carefully researched and
published guidangeand, consequently, it is difficult to evaluate the success of
restorative approaches. Thesll for rigorous testing of restorative approaches to
discoverif it works and if sowhich strategies are successful within a school
environmen{Song & Swearer, 2016 Morrison (2006)reports victims in the

criminal justice system generally have positive outcomes from restorative approaches.
Song and Swearé2016) though,have serious concerns about the use of restorative
approaches for bullying cases; a victim must face their bully and discuss the harm
caused, which may lead to further victimisatidrhere may be differences between
bullying, which is often protracted and personal, and criminal activities, which are
likely to be oneoff events, although they may be deeply traumdgestorative
approacksmay be effective for some cases of bullying, but may also be traumatic for
the victim, een if they have apparently agreed to participate voluntafihere is a
significant power differential between a member of staff asking a victim to participate
and a traumatised victim who is a chil@learly, additional research is required for

the useof restorative approaches in schools.

Peerbased interventions have been welkearched in schools and offer an alternative
approachCross, Lester, Bags, Cardoso, & Hadwen, 2015; Cross et al., 2016; Karna

et al., 2012; Menesini et al., 2003hesemterventions deploy students to support
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peersandprovide a mechanism for developing a greater sense of belai@pmge,
2014; Cross et gl2015) Of course, if the aim is to develop a greater sense of
belonging, then schools need to be aware of who is selected for these roles.
Frequently, those selected for peer leadership roles already have\gepositi
relationship with the schoad, stong sense of belongirand leadership skillsFor
instance, th€yber Friendly Schools Proje(ross et al., 2015)ained peer mentors
who frequently had no personal experience of cylitimisation. Yet, High and
Young(2018)found victims attribute more significance to megsaof support from
those who have prior experience of victimisation themselves, and did not believe
those without experience were credible supporters. Students who have a balance
between leadership skills and experience of victimisation appear to bgtitneim

for empathy and credible suppoA.key role for peer mentors can be gathering and
relaying the common anxieties and worries of their peers to enable schools to take
timely and effective actio(Cowie, 2011) However, it is also important to take
account of the context of each school as there are cultural differences in how
individuals respond to cyberbullyir@Vright et al., 2018 School climate is complex
and depends on school ethos, policies and the actions of individuals with the school.
As well as ensuring a supportive framework is in place for all students, teachers also
need support to respond appropriately withinfthenework as situations arise.
Student input should be a key part of the dialogue for designing an appropriate
framework to be utilised by staff and students together. It is not currently clear,
though, how victimised young people want to be supporteatlbits, hence RQ3

asks: how do young people perceive the role of adults in managing cyberbullying

incidents?
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2.4. Social context through school

Cyberbullying occurs within a wider social context which centres around school and
then continues into the online viar It is important to better understand how this
social context influences cyberbullying behaviours, therefore, RQ4Hstsdo

young people respond to peer judgement within the school social context and what

role does peer judgement have in cyberbot

Technology has become an integral part of life fonyredolescents. It presents
challengesbut alscopportunities for them to explore different facets of life which
they may not have encountered without technol@dy Kids Online, 2014) For

some young people, technology enables them to explore asp#dets wientity with
which they may be strugglindg-or instanceDehan, Kuper, Magee, Bigelow and
Mustanski(2013)interviewedadolescents who used online communities to explore
theirlesbian, gay, bisexual or transgender (LGRIEntity, particularlywhen they did
not feel safe to do so offlinghe anonymityof being onlineafforded them freedom to
express themselves without embarrassmetawever, Davig2013)suggests
adolescents who diffuse their identities online are in unsupportive friendship groups
and then strggle to draw together the diffuse areas of their identity into a coherent
whole. Consequently, while there are opportunities to explore different facets of
identity through online interactions, we need to be aware of the potential impact this
may have ondentity formation for some adolescentSoffman(1959) though,
relatedifferent personas to performances which each person acts out in different
contexts. Th@erformermay be more or less convinced of their own performance,

but seek to convince their audience of the persona they have adopted. The
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performance may change fronttgsgy to setting and will reflect the values and

attitudes of the society in which the perf@ameeis situated. However, the performer

may also adopt different performances in order to increase their upwaibityror

downplay their social status. Consently, adopting different personas may be a
common technique which is employed by everyone as they move between different
contexts however, care may be appropriate for adolescents who become entrenched in

using multiple personas.

The context within whik cyberbullying takes place is important. Young adolescents

want to be popular and included in social groupings; as they reach later adolescence

this need wanei&Closson, Hart, & HoggR017; GameZsuadix & Gini, 2016)

Bullying is now thought to be a social procasgher than a characteristic of the

perpetratof Cho & Chung, 2012; Schultze Krumbho
& Scheithauer, 2016; Wolke et al., 201TYhile in secondary school, peers are

structurally organised by age and class creating a homogenised group who will spend

five years together. Within these groups, there is peer pressure to engage in bullying
behaviour as a means of ensuring conformitgrtup normgCho & Chung, 2012)

Cho and Chun@2012)hypothesse conformity bullying may be related to

maintenance or elevationahi ndi vi dual 6 s rskips, particdatiiu s and
when the perpetrator is popular and is invested in maintaining their status. Popularity
attractsvictimisation as adolescents struggle for position amongst their popular peers
(Badaly, Kelly, Schwartz, & Dabnelieras, 2013; Closson & Watanabe, 2018)

Popular girls who have high levels of peer conformity are reputationally victimised,

while popular boys are reputationally victimised regardless of their peer conformity
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level (Closson et al., 2017)Clossoret al.(2017)suggest popular girls with high
conformity may oveiachieve in conformity to group norms of maésm and
superiority, and, consequently, be perceived as superficiahsimdereresulting in
victimisation. Girls enjoy posting complimentary photographs on their social media
accounts, yet peers can damage this carefully crafted image when they post
embarrassing and unattractive photographs of {t@wie, 2014) Material posted
online can then form the basis of gossiping the following day in s¢Retifey &
Weber, 2014) This kind of victimisation happens within friendship groapsl may
explain the sporadic nature of some cybetimisation (seeubsection2.2.2.

Felmlee and Fari@016)examined different degrees of relationships within a peer
group, including romantic tieand overlaid this with the network of cybaggression.
Aggression typically occurred between friends, friends of friends and previous
romantic partners. This is attributed to the competitive nature of forming romantic
relationships and gaining populgrduring early adolescencélence, cyberbullying
may occur through different people and for different reasons than traditional bullying;

insight from young people is needed about this.

There appears to be a normalised version of social interaction amngongsgtpeople
which includes activities from insults through to publishing humiliating videos or
images(CuadradeGordillo & FernandeAntelo, 2016a; Tapdar & Kellett, 2013)
However victims and perpetrators have different perceptions of the intent to harm
associated with these; insults seem to be generally accepted as part of social
interaction for adolescents, but other activities are seen asutdaynfictims (e.qg.

hurtful rumours, videos). Perpetrators demonstrate a high threshold, only perceiving
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impersonation or sexual harassment as har(@uadradeGordillo & Fernandez

Antelo, 2016a) Cyberbullying may be perceived as a more socially acceptable form
of bullying with adolescentsuggesting cyberbullying does not maftérance et al.,
2013; Pabian & Vandebosch, 2018)is just fun(Bauman, 2010; Law et al., 2010
O6Brien & Moul es, 2013; Smi t h. Céarly, this .
perception needs to be addresséde normalisation of cybeaggressive activities
within youth culture makes it problematic to identify when activities causedurt
others and when adults should intervene. This also helps to account for diffénences
perception betweeadolescentsegarding harmful activities and whether

cyberbullying is real

Students are influenced by classroetawvel attitudes to victims; claggsms with lower
pro-victim attitudes have a higher level of cyberbullying, while the converse is also

true (Elledge et al., 2013)Conformity bullying can be either perpetrated or resisted

200

depending on an individual s own conf or mi

(Cho & Chung, 2012) A reduction in cyberbullying incidents can be achieved when
group norms devalue conformity bullying. Relationally, when peers are cyberbullies,
this tends to apply to the friendship group; the activity is normal{stdduja&

Patchin, 2013) It may be possible for adults to still be able to influence peer norms,

through the social <context ,h -accepthncewenci ng a

perpetration.

Reputational victimisation is easier to disguise and hide than other more overt forms

of aggression, such as exclusion. Those who engage in reputational victimisation are

unlikely to want their own aggression to be recognised by peers, as this woultl impac
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on their own status, but, instead, they use relational victimisation to sully the
reputation of their competito(€losson et al., 2017; Wolke et al., 201 However,

the classhasedyroup norms or norms within a friendship group provugsification

for cyberbullyingandreleases the perpator from individual responsibilitgCho &
Chung, 2012; Game@uadix & Gini, 2016)Bettset al.(2017)suggestyberbullying

can destabilise peer relationships #make involved in cyberbullying activities in any
role, experience lower acceptance frpeers, hence a desire for some to loleer
aggressive behaviour. Amongst unpopular peers there is motivation to conform to
peer norms to avoid victimisatio@®irls who are unpopular and have low peer norm
conformity are more likely to be victimised, @gposed to unpopular girls who strive
towards conformity with peer nornf€losson et al., 2017 yberbullying appears to

be a complex issue which is fuelled by adolescent peer relationships and group norms.
Thelevels ofcyberbullying pepetration can differ from class to class, which
highlights the importance of the social context and group nf@asezGuadix &

Gini, 2016) The social context within school, which feetisough into the online
world, is influential for cyberbullying activities, consequently, RQ4 explohesv do
young people respond to peer judgement within the school social context and what

role does peer judgement have in cyberbullying?

2.5. Socio -ecological framework: A theoretical perspective

In this section, | introduce the framework which is used as a theoretical lens to analyse

the data from this study, amexplain the rationale for engaging with this framework.
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In 1977, Bronfenbrenner critiqued the contemporary wordenelopmental

psychology, which generally took place in laboratory settings, describindthes

science of the strange behavior of children in strange situations with strange adults for
the briefest possible periods of tiong. 513). In response, hegposed hisocio
ecologicalmodel which he continued to develop and refine during higifife.
Bronfenbrenner did not dismiss laboratory work and equally did not advocate only
research in naturalistic settings; Bronfenbrenner called for research noléxaken

in the most appropriate setting for the research questions.

Thesocioecologicalframeworksuggests

fihuman development takes place through processes of progressively more
complex reciprocal interaction between an active, evolving biopsychologica
human organism and the persons, objects, and symbols in its immediate

environment. To be effective, the interactions must occur on a fairly regular

basis over extended periods of ti{@977, p. 38)

The interactions in the immediate environment are proximal; interaction levels
become more remote as the concentric circles of the model move outwardg(see

2.1); however they still impact on the child and the cl@dievelopment.
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5. Chrono-system

Impact of time on the environment, either through change or
constancy. This relates to the person and to the changes in the
environment in which they reside. Examples include, divorce, new
school, employment, etc.

Chrono-system

Macro-system 4. Macro-system
Influences the characteristics of the other environments, such as
maodel of schooling, work patterns, opportunities of the culture.

3. Exo-system

Systems which interact with the micro or meso-systems in-directly.
For instance, a parent's work place will influence the time and
resources a parent can dedicate to the child.

Exo-system

2. Meso-system
The relationship between two or more micro-systems, such as a
parent participating in a school event.

Meso-system

1. Micro-system

An environment which contains the developing person on a regular
basis (i.e. home, school, clubs, etc.) and in which the person
occupies particular roles (i.e. son, daughter, pupil, team member,
etc.). "The factors of place, time, physical features, activity,
participant, and role constitute the elements of a setting.”
(Bronfenbrenner, 1977 p. 154).

Figure 2.1 Bronfenbrenner'socic-ecologicalframework (1977, 1994)

Br onf en QIO&NA78,11986, 1994, 200f)cicecologicalframework has

been suggested by some researchers as an appréjuagsvorkto examine bullying

and cyberbullying activities, for instance, Espel@#l.4)provides a literature review

on bullying which i s mapp,ahileBaomafR0l®nf enbr e
has suggested it as a suitable framework for research into cyberbullying. Despite this

there is limited research which has used the framework as more than an initial

reference point for cyberbullying resear@he micresystem and messystem are the

two contexts which appear most frequently in the literature on bujlgmgever,

even this use of Bronfenbrendeframework is limitedEspelage, 2014)Indeed,

49



criticism is offered by Espelage, Rao and de la 043, p. 17pf thefipiecemead

approach taken by researchers into bullying who reference the framework. This

mi rrors Bronfenbr ennerdik devalopmest,riderttifyiqgu e o f
the initial family unitas the primary area of resear®@ronfenbrenner, 2005, p. 82)

McGuckin and Mintor(2014)also consider the benefitBfr onf e n lsocien ner 0 s
ecologicalframework for researchers into bullying activities. They suggest those who
develop bullying intervention strategifsa e o f t e n , lbifdil to cahgiderv e n 0
the wider social and cultural context of the child and their impac¢heir environment
(McGuckin & Minton, 2014, p. 37) An innovative use of the fraawork is provided

by Papatraianou, Levine and Wé014)who use the framework to identify risk and
protective factors atifferent levels of interaction while analysing the resilience
demonstrated in two cyberbullying case studies. However, their interaction levels are
again limited to micresystem and messystem levels. Through being in the school
environment, working witlyoung people across an academic year and through the
interviews across two school contexts, | have gained some appreciation of wider
factors which influence cyberbullying acr

ecosystem.

A principle benefit of thesacio-ecologicalframework is the holistic approach to a
childdés |ife. I nstead of focusing narrowl
to consider multiple facets at different levels of proximity to the child across time. The
socioecologicalframework facilitates consideration from a sekistorical
perspectivéBronfenbrenner, 2005, p. 96the life history of the child and the

influences which have contributed to their development thus far. | believe this holistic
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approach is more appoate;anindividualts identitiesare formed through their life
experiences, their interactions with those around them, and the cultural and historical
influences in their community. For instance, young people will be influenced by their
school environmet , t heir peers, their parentaos
working patterns and income, the involvement of wider familial and supportive
structures and, importantly, the opportunities and challenges available through the

online world.

2.5.1. Applying the framework

Thesociocecologicalf r amewor k was devel oped over Br

1942 with his doctoral dissertation until the end of his life in 2005. The framework is
shown inFigure 2.1 (pagd9). The framework is frequently presented as a series of

circles or ovals showg the different levels of interaction which intersect in the

p a

(0]

childdés | ife but also have progressively

In the centre is thmicro-system:

AA microsystem is the complex of rel
and envionment in an immediate setting containing that person (e.g., home,
school, workplace, etc.). A setting is defined as a place with particular physical
features in which the participants engage in particular activities in particular
roles (e.g., daughter, pnt, teacher, employee, etc.) for particular periods of

t i nfBrenfenbrenner, 1977, p. 514)
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Themicrosystemi s | i kely to exert the menst 1 nfl u
Bronfenbrenner spends much time considering research studies involving babies and
pre-schoolchildrenand their interactions with parents/other adults, then considering

how these could utilise his framewdiBronfenbrenner, 1979)However, we can also

apply the framework to adolescerftsr instance, Papatraianetial.(2014)examined

case studies from two 16 year olds who had experienced cyberbullying and related

these to theocicecologicalframework, examining risk and protective factors.min

study, | have worked with adolescents in the school rEgstem, butheyhave also

talked tomeabout other micr@ystems, such as home and clubs.

We can see the influence of thicro-systemon the developing child through the

literature on cyberbullyingor instance, earlier in this chapter we explored tie 0b

parenting. Those adolescents who assessed relationships in their family as hostile and

had a range of other negative perceptions related to school, peers and behaviour norms
were more likely to also be involved in cyberbullying and other aggressives @acts

( Py Ual s.kConversely, th@&¢ who have open dialogue with their families and

believe sanctions will be applied for involvement in cyberbullying behaviour are less

likely to cyberbully othergHinduja & Patchin, 2013; Law et al., 201Marental
attitudesandpar enti ng style appear to have an ir

engagement in cyberbullying activities.

The next level is called theesasystemwhich forms the interelationships between
the different micresystems with whicla child interacts. Bronfenbrenn@977, p.
515) descri bes this as fia system of microsys

communications between parents and school or school friends cocatmmin the
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home environment via social media. The use of social media to communicate with

peers from school or clubs, while in the home environment, is a relatively new
phenomenon which enables cyberbullying to take place. It draws previously sgparate
micro-systems togetheintegrating the life children lead at home with the life they

lead in schoglin a new way. Bur(2003)discusses the role of language in the

construction of our identities; we are a product of the language we and others use

about us and the roles offered to us through dialogue with otherg2B08, p. 54)
states, dAlf the self is a product of | ang
constantly in flux, costantly changing depending upon who the person is with, in

what circumstances and to what purposeo.
through dialogue, as victims in a school misgstem and that micreystem merges,

through online media, with a hee environment micrksystem, does the victim

identity become more entrenched as a part of their identity, rather tfamier

times, when a victim could escape the victim identity while away from school? |

would suggest the constasyicle of cyberbullyng and offline victimsationfor some
adolescents makes it problemdtic themto construct an alternative representation of

the self. Itis, consequently, important to consider the roles of different-systems

and how they interact through the messstem level.

An exo-systemnteracts indirectly with micr@ystems and messystemshowever,

they do not contain the chil d,. Exampl es
mass media, agencies of government (local, state, and national), tioeitist of

goods and services, communication and transportation facilities, and informal social

n e t w Brdafenbrenner, 1977, p. 515An impact of the exgystem on the
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participants in this study comes from the work patterns of their parents; many of the
young people | worked with in the YPAR group at Trinity Catholic Academy make
their own way home after school and return to an empty house. This wilttimpa
activities with which they will engage between school and when their parents return,
the level of adult supervision for those activities, additional time with peers, and so
on. In particular, literature suggests adolescents who experience lesalparen
supervision online are more likely to become involved in cyberbullying activities,
either as a victim or a perpetrathaw et al., 2010; Mark & Ratliffe, 2011)In Our
Ladyos Hi gfhtalkBdcabootdhe gangs whech inhabited the community and
how they recruited students from the school; | was told one of the Year 9 interview
participants had recently joined a gang from the local estate. While many students
will not be members of gangthey will be aware of them in the community in which
they live and it colours their lives in different ways. This will be returned to in

Chapter 5

A macro-systenrefers to the structures and ideologies in society which influence the
micro-systems, meseystems and exsystems. They often have invisible influence
over people; they are accepted as O6how
Abl ue 1B77,p1585) An example pertinent to this research is the structure of
schooling in the UK. Most schools operate in similar ways: utilise the National
Curriculum(Department for Education, 2013aperate systems of rewards and
sanctions baseoh the school rules; have policies (i.e. dniilying, behaviour
management) which meet the requirements set out by the government; the buildings

are designed in similar ways with individual classrooms, library space, offices, dining

54

t

h



room, etc. Howevemacroesystems are also developed from communities which

share characteristics, for instance, religious beliefs, ethnicity, social classes, family
structures (i.e. single parent, tyarent, stegparent)(Bronfenbrenner, 2005, p. 150)

In addition, maro-systems can develop over time and are judged by whether they

meet the defining characteristics of a masystem. It is worthwhile, therefore, to
consider Bronfenbrennerds definition whic

defining characteristic@he italics are the extension and highlight the characteristics):

A T hmacrosystensonsists of the overarching pattern of micrese, and exe

systems characteristic of a given culture, subculture, or other broader social context,
with particular refeence to the developmentally instigative belief systems, resources,
hazards, lifestyles, opportunity structures, life course options, and patterns of social
interchange that are embedded in each of these sysiémsnacresystem may be
thought of as a soetal blueprint for a particular culture, subculture, or other broader

soci al (200b,mpt149)t O

| would argue the online world and social media comply with this definition and can
consequently be recognised as a magsiem. The online world offesshost of
opportunities to young people, as well as rigkgon, 2008; EU Kids Online, 2014)

It can give insight to different cultures, igbus beliefs, identities, learning, and so

on, as well as chances to interact with people who you may never meet in the normal
course of existence. The ability to communicate with others and to participate in the
wider world is facilitated by the Inteet particularly in societies (such as Britain)

which are increasingly protective of children and restrict their movement in spaces

outside the homéboyd, 2014) Some young people aspire to new careers which have
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been created through the advent of social media and the online world, such as
YouTubers, social influencers and professionahge. The online world idely
used n todayods gl obal nor t h s o-systamwithens ; i

which childrends | ives unfol d.

A chrono-systenrefers to development of the child over time. This might be through
change or continwt(Bronfenbrenner, 1986)For instance, young peofdé

secondary school will have altered developmentally when they transitioned from
primary to secondary school, as they seek new friendships or encounter bullying
behaviour. There may be other activities which also influence their development
which take pace outside of school, such as the arrival of a new sibling or their parents
deciding to separate. Importantly, within the cyberbullying literature, we are aware of
a change over time regarding perpetration. Some studies indicate cyberbullying
increasesround the time of transition between primary and secondary school, when
children are 11 years o{#aul, Smith, & Blumberg, 2010; Tarapdar & Kellett, 2013)
and cyberbullying increases to a peak between the ages df8 yearqNickerson et

al., 2014) Clearly, this age group are also transitioning between childhood and early
adulthood with significant changes as they go through ppbed search for their

own place in society. Hence, the chresystem can have significant impact on young

people and any engagement with cyberbullying.

Br onf en QIO&NA78,11986, 1994, 200f)cicecological framework
facilitates investigation of the life worlds of young people who are involved in
cyberbullyingi as a perpetrator, a victim or a bystanid&king into consideration

the different facets of their lives which may impact upon their involvement. The
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framework also allows us to raise questions about the nature of the social world which
young people inhabit and how this may impact on their developnighe socie
ecological framework affords a holistic approach to considering cyberbullying within

this exploratory, qualitative study.

2.6. Concluding remarks

In this chapter | have explored the definitional issues which academics are attempting

to resolve ér cyberbullying; factors pertinent to how young people engage with

cyberbullying have been explored; the role of adults, in terms of parents and schools,

have been discussed; and the social context within which young people operate in
school has beencangl er e d . | have al so(l97%919%94p duced I
2005)socioecological framework and explained how this cam$ed to explore the

range of factors which influence young pe
regardless of their role as either victim, perpetrator or bystander. In Chapter 3, | will

explain how constructionisifBerger & Luckmann, 196 Has influenced my

decisions egarding methodology and how | have combined youth participatory action
research with elements of constructivist grounded theory (CGT) to collect and analyse

data. | will describe the methods used to collect data, how ethics and the desire to

create authaic and trustworthy research have influenced decisions. Finally, I will

explain the way in which I have analysed the data drawing on CGT and

Bronf enbr eecoogicabframesarkc i o
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Chapter 3 Methodology

In Chapter 2I explored the literature on cyberbullying and established the rationale
for the four exploratory research questi¢ssepageb). In this chapterl will explain

the methodological approach for tiiesis This will focus upon my rationale for
usingyouth participatory action resear€iPAR) and how | have drawn upon
constructivist grounded theof€GT). Also, | will discuss research methods
employed, authenticity and trustworthiness of the research, ethical, igsdes
safeguarding procedures for k@gg the young people safe and dealing with issues
which might arise. | willalsg discuss how | have analysed the data drawing on CGT
and Br onf e n becomgical dram@work Simaltyj | will acknowledge the

messiness of conducting research of tipe with young people.

A brief noteis madehere regardin@hapter 4vhich presents the YPAR research

project undertaken with Year 9 students (aged 18 years) in schoolThe YPAR

project formed a largely discrete project from which | have dravetitative data in

the form of meeting transcripts and the transcript of the YAR&Rocus group. In

Chapter 4 the design tieir project, data collection methods, analysis of data and

their findingswill be discussed in more detdilwill , also,reflect on the challenges
presented while engaging in YPAR, such as the epistemological challenge when, as a
constructionist researcher, the YPAR group decided to employ mixed methods

research.

Therefore, | have divided my discussion of methodology intoeilethodology for

my thesis (Chapter 3) which includes qualitative data generated by the YPAR group
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and the separate interviews conducted in school; and ii) the methodology employed by
the YPAR group (Chapter 4) which, as a discrete project, has a separgie

directed rationale. The purpose of dividing the chapters in this way is principally for
clarity. As the YPAR project took place within the remit of the thesis, yet has only
contributed particular datsets, it was important to be clear abtng cesign ofthe

work for thethesis, yet also celebrate thehievementsf the YPAR group and reflect

on this work. Two discrete chapters was deemed the most appropriate way to achieve

these aims.

3.1. Epistemological influences

This research seeks to understand the way in which young people perceive their
experiences in relation to cyberbullying. Puig, kdjongberg and Echevarroan
(2008)argueresearchershould makeheir epistemological beliefs clear as these will
influence the way in whictheydesign, analyse and interptheirresearch. My

research is underpinned by constructionism and critical pedagogical approaches.

Constructionism and constructivism are contested terms which are often used
interchangeably. Hpfully, some scholars have drawn a distinction between these
terms: constructivism is used to refer to individual cognitive processes of constructing
our own world which can mean individuals perceive the world in slightly different
ways; constructionismather, focuses upon the social processes and interactions
which construct and maintain our real{Burr, 2003; Puig et al., 2008)

Constructionism holds that we construct meaning when we engage with the world and

i nterpretnotirtye torerwvealiisd it nt er pretati on.
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(Crotty, 1998, p. 47Here, | am using the social constructionism of Berger and
Luckmann(1967) r at h e r s(1983constRcignism which focuses on

constructing arfacts for learning in computer science.

Our constructions are set within a sehistorical context. We enter a world of

meaning and are socialised into this world through the institutions which form our
social world. Our parents initially socialise us into the world in which they live, then,

as we grow, we are socialised into secondary institutions, such as school and work.
We typically accept our s-eeose;xdntrolled bylthd a s
institutions which we have inherited from our predecessors and which we will pass on
to the next generatio{Berger & Luckmann, 1967; Crotty, 19987 heinstitutions

which form the social fabric of our lives cast us in the role of actors who fulfil

particular functions; this is a form of cont(@erger & Luckmann, 1967)But some

of these roles can be more or less desirable; tousmstance, in the case of this

reseach, the roles of victim and perpetrator within the institution of school.

Meanings are constructed using signslthe most important of these is language
people in dialogue construct the social world and their own identities within the world
(Berger & Luckmann, 1967)Through language and dialogyeeople can endeavour

to change the world in which they liyBurr, 2003) this is a fundamentaloncept for
critical pedagogical approaches, such as YPARIch seek to effect change in society
through emancipatory education with those who are disadvantagesiifssesction

3.2.3. In addition, language and other agarbal signs construct our saétfentity.

Where there is dissonance between the identity constructed for us by others in

different areas of our lives, for instance in scHoa$ed bullyingzersushomelife, we
60



may resist or accept the identities offered t¢Bexger & Luckmann, 1967; Burr,

2003)

| was drawn to YPAR as a methodology as it allows the researcher to become a close
part of the lifeworld of their ceresearchers and privileges the knowledge which

young people have about their own lives. Together we work to understand more
about the topic we are studying; the insights of the young people are key in this.
YPAR is informed by critical pedagogy and urgianed by constructionism. | have
endeavoured to promote equality within the research group, as befits both
constructionist research and critical pedag@ggire, 1993, 1996; Puig et al., 2008)
although this has caus@n epistemological challenge when the group moved towards
mixed methods (sesectiond.1for a full discussion) Freire(1993, 1996explains

how the privileged often construct the oppressed as incapalol¢hs construction is
internalised by those to whom it is directed. Critical pedagogical approaches seek to
overcome this through education and empowerment. In essence, it seeks to construct
a new social reality in partnership with the oppressed. | wdrmlppoto effect change
through my research and hope it is of value to the participants, although I also

recognise the limitations of what is possible within the scope of this research.

3.2. Methodology and methods

| decided to use a pluralistic methodology to enable me to fully explore my research
guestions as | did not believe using a single methodology would allow me to gain the
insights and knowledge | sought; a more flexible approach wagqDs#d 2007) My

research questions focused upon the lived experiences and perceptions of young
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people in relation to cyberbullying, however, | also wished to develop a theory or
framework which wald be useful to schools; the main arbiter for cyberbullying in
young peopleds | ives. C o n aneelgmeet oftmy vy , | de
pluralist methodologyo enable me to work closely with young people to ascertain
their experiences and percepsamd to identify those areas of cyberbullying which
were of most concern to thefArdoin, Castrechini, & Hofstedt, 2014; Glassman &
Erdem, ®14; Mirra, Garcia, & Morrell, 2016; Tarapdar & Kellett, 2013; Zaal &

Terry, 2013) | was concerned YPAR would generate insufficient data to be able to
propose a theory or framework on cyberbullying, therefore, the second part of my
methodology drawspon grounded theory (GT). Hen@slditional interviewsvere
incorporatedincludingothers outside of the YPAR grouphich generatd
supplementary data amethabledriangulaton (Creswell, 2013) | have drawn on GT

to aid my analysis and for theory development. There are a small number of studies
(e.g. Butterfield, 2009; Teram, Schachter, & Stalker, 200%¢h have taken a similar
approach, using eithaction resarch(AR) or participatory action resear¢RAR) and
using GT to aid analysis and develop theory. In 2007 Batledusing AR and GT
together an emergent methodological approach. Dick has supervised PhD candidates
using this combination, and he advoeatt@s can strengthen both AR and GT. Given
that eleven years later there are still relatively few publications which use both
methodologies in tandem, this may still be seen as an emergent design.
Methodological strengthening is through the use of GI developed and

systematised form of analysis to increase the rigour of a participatory methodology
(Butterfield, 2009; Dick, 2007; Teram et al., 2008)rquhart(2013, p. 16}kalls on

novice researchers to apply thought and creativity to their use of GT, rather than
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simply following the procedures set out; the integration of the two methodologies has

required creativity and flexibility.

My own desire for this research was to create something of use to schawlser for

them to help young people experiencing cyberbullying. S¢h895, p. 28Hiscusses

the fAdil emma of rigor orgeraeblleev amrcoebd ernesfoe re
highgr ound and comparing them to the fAswamp
messy and confusingo. |l have been experi
opting to investigate an area undesearched using qualitative methassing novel

approaches by merging two methodologiesth of which are less frequently used in

doctoral work(Klocker, 2012; Nagel, Burns, Tilley, & Aubin, 201&h)d choosing to

work with young people from disadvantaged semtonomic backgrounds. Cook

(2009, p. 279kxhorts researchets describe the messiness we experience during the
research process; as | wrestled with the messiness of this project | had a variety of
emotions akin to the experiences of Me[[®001) as my project did not resemble the

neatly presented and packaged research | had read. Although | have struggled with

the messinessofyn r esear ch journey, | believe 1 h
but critically i mport §chdn, F95 puZ@ndthosiss 0 f or

important work.

3.2.1. Action research: same name different roots

As aformer teacher and a current teacher educator, | am very familiar with the notion
of AR as used within the teaching profession; a cycle which requires action, then

reflection on and evaluation of action, with a plan to further develop prébtaidiff
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& Whitehead, P09). However, th&/PAR methodology | have selected does not fit
into this pattern and is, instead, one of the many varietidRafnd participatory
action researcfPAR) which are available. Consequently, a brief summaAfand
PAR may be helpfulas it is important to clarify my epistemological basis for

engaging with YPARAnderson et al., 2015)

The version oAR presented by McNiff and Whitehe&2009) amongst others, is

basel on the work of Stenhouse in the 1970s and 1980s in Britain. Ster(h®84¢

discussed the difficulties of using traditional, scientific research in classrooms given

the number of variabk which need to be controlled; he advocated systematic and

self-critical research by teachers throudR. A similar form ofAR which promoted

the devel opment of teachersdé practice had
America in the 1950s whiicwas founded by Kurt LewifCarr, 2006; Hammersley,

1993; Helskog,2014) These are both aimed primarily
own professional practice and, therefore, unsuitable for addressing the RQs for this

thesis.

3.2.2. PAR

PAR emerged iformer colonialcountries across the world in the 1960s and 1970s, as
a response to colonialism and oppression, and sought to change the saigtihg
order(Glassman & Erdem, 2014 Hall (1985)notes the futility of positivist research

on oppressed and exploited peoples inglbbal southi reseach which provided no
opportunities or benefits for those who were studiedntrasting sharply with

participatory methods which sought to positively influence the lives of participants.
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The work of Freird1993, 199), who developed adult literacy programmes using

critical pedagogy to facilitate the liberation of peasaimt®razil and went on to

develop schoebased programmes, is an influential part of this movement. The
6action r esear c bhdagoges eomes ifram the fiction undertakendol p
improve the lives of the oppressed, rather than the iterative cycles of action in teacher

professional developmeAR.

However, there are still other terms which could be confused with the revolutionary
PAR whch emerged at this time. For instance, in the 1980s Carr and Kemmis named
their version ofAR, Gmancipatory action reseafsh which they advocate teachers
should become more critical and reflective of their letd beliefs and assumptions

while engaghg in AR to develop their practidg€arr & Kemmis, 1986) Carr and
Kemmis(2009)argue allAR is political as education reproduces social life and can

also be used to transform it; whetheregucator seeks to develop their practice while
maintaining the status quo or to change educational practice, there is a political bias to

that decision. My own decisiemaking is grounded in seeking social justice for those

2The use of the term O6peasantso refl eclaisswh&r eireds
workedon the farms in Brazil. Their status as peasants is important; Freire sought to liberate them from
their disempowered position through his critical literacy programme. It is used by Freire as a

descriptive term within the sociuistorical context.
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who are cybébullied and an &mpt to develop theory which can support practice in

school

PAR has been used in different ways over time. The roots are based on the political
and social emancipation of oppressed pegplewever, it has also been used in

contexts with privileged peoplinstead When used with privileged peoptag

political, critical element of PAR which seeks to empower and liberate people from
societal oppressionis diminished Instead, PAR is then used as a way to involve
participants in the research procesther tharasa revolutionary acfAnderson et al.,

2015) For instance, Stou@@008)used PAR to investigate bullying in an elite,
independent preparatory school for predominantly white boys. Stoudt discusses the
inherent tensions of using a methodology grounded in crji@aégogywith

privileged participants. Yet, even in this context Stoudt reflects on the changes he had
hoped to invoke in this privileged school regarding bullysigch as, reflectiony

staff on bullyingwhich ishidden by traditionand exposing disceoses of power and
privilege Therefore, all PAR has at its core
l earning, and s(Andérsaretd.,r2@lh, p.fl&Howewet, theo n 0
emphasis placed on these aspects are different depending on the context in which the

research takes place.

PAR has a number of key strengths: the close relationship to the community and
participants provides authentic research which is expected to be of practical use
(Hawkins, 2015; Vaughan & Burnaford, 2018arning is a key feature of the
research for all who are involvédnderson et al., 2015analysis of data with eo

researchers provides insights unknown to those outside of the lived experiences
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(Cerecer, Cahill, & Bradley, 2013; Hall, 198and it empowers participants by

casting them in a role where their voices are heard and are Y&tweé& Fine, 2015;
Hawkins, 2015; Wartenweiler & Mansukhani, 201@hese strengths were
fundamental in my decision to use YPAR and were moderately successful. However,
these strengths also bring with them chajles, some of which were not recognised
until engaged in the research proceesessitating reflexivity and compromises.
Importantly, engaging with PAR is timmnsuming for all those involved in the
procesgFletcher, MacPhee, & Dickson, 2015; Hall, 1985; HawkR015) the
involvement of the ceesearchers can, therefore, fluctuate depending on their time
availability and willingness to participate at different stages, leading to negotiations
and compromises to still allow meaningful participatibtetcher et al., 2015;

Hawkins, 2015)and participation may highlight inequalities and issues which cannot
berectified by the project, so expectations must be realistic from thelstartko,

2016; Klocker, 2012)this is particularly the case when working with vulnerable

participaits, such aadolescents

3.2.3. Youth and PAR (YPAR)

The strengths and challenges described for PAR are replicated and further
complicated in YPAR. The majority of research studies on cyberbullying have been
conductedn young people rather thawith them andvhile researching with children
and young people is messy, complex and tbmesuming, it is also crucial when
investigating something which impacts their liv8@arapdar and Kelle{R013)

explain the value of the insider perspective offered by researching withwhbath

provide insight into their culturean insightwhich is not afforde@asilyto adults. We
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should also be cogsant of the Unitd Nations Convention on the Rights of the Child
(2989)whi ch gives children Athe right to say
them, and to have t(@®oundwateiSmithyBocketsgkk en ser i o
Bottrell, 2015, p. 4)the British Educational Research Association also siraw

attention to the rights of the child in thejpdatedethical guideline$2018) It is

important to build relationships witfoung peopleand spend time listening carefully

to the multiple layers within their conversatipmsorder to access their authentic
voices(Spyrou, 2011) My own interest in developing a richer understanding of

cyberbullying is grounded in my role as a payremy rolesas a parent and as a former

teacher have led me to value the contributions and capabilities of young people, and
consequently underpinned my interest in YPARecognise children and young

people are experts in their own lives, tfetir voices are ofteundervalued,

particularly where there are dominant discourses from privileged afitultastance,

within cyberbullyingresearchyoung people are used predominantly to create data
sets(GroundwatetSmith et al., 2015) YPAR was selected as a methodology to
facilitate making young peoplebs voices a
(Anderson et al., 2015; Ardoin at, 2014; Mirra et al., 201@&)nd evidence from the

YPAR meetings is they valued that | listened carefully to them. [ further hoped to

develop a useful skiset with the group who could use this in their academic work

and beyongdfor instance througdecisioamaking skills, critical and analytical

thinking, team work, presentation skills, and sdArdoin et al., 2014; Kirshner,

Pozzoboni, & Jones, 2011; Ozer & Douglas, 2012; Zaal & Terry, 28iBysome of

the group commented dheir development ahese skills in their interviews with me.

Empowerment is a key aspect of YPAR and | hoped this project would increase the
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self-esteem of the young people, helping them to see they had valuable contributions
to make which could impact on their lives, evethis was only in a small way

(Kirshner et al., 2011; Mirra et al., 201®8zer, Newlan, Douglas, & Hubbard, 2013)
Hence my aspirations were in no way revolutionhot are underpinned by a desire

to impact positively on the lives of young people who live in more challenging

circumstances.

One of the benefits and challessgef conducting YPAR ithattrusting relationships

are formedwith the young people while this is a positive experience, it can also be
difficult when they describe situations and experiences which are upsetting. For
instance, the futility of trying totgp bullying was frequently discussed and the young
peopl ebs acceptance of bullying as a part
advocate as adults were unpickadd considered wetheaning but useless (although
not always). Burke, Greene and Mck&(2017)reflect on the challenges they have
faced when engaging with YPAR,; they acknowlettgedifficulties of giving hope of
changewhile being honest about the realities of the situations youth face. | tried to be
honest with the young people from the beginning of the proyeetcould not change

the world and conquer cyberbullyiiigout coud perhaps find out more about it and

pass on our knowledge to others to help them.

Kellett (2011)comments about the scepticism of adult researchers regarding

chil drends capabi | iréoanbeapeceptodthatresearce s ear ¢ h
conductedvith or by children is less rigorous than research conduatezhildren
(FloresKastanis, Montoyd&/argas, & Suarez, 2009)nsteadas noted by Kellett

(2011)and Ozeet al.(2013) some adult researchers have minimised the involvement
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of children while still claiming to be engaged in yolgld PAR | have sought to be

led by the young people throughout their research, providing a guiding and facilitating
role which scaffolds their development as beginning resear(¥ers et d., 2016)
However, here can be challengesich arise when seeking equality within PAR, for
instance, the dilemma | have encountered between equality in the group and my own
epistemological beliefs regarding researchergé aretherconstraintsoo, for

instance, young people can be resistanéking on responsibilitigBurke et al.,

2017; Ozer edl., 2013)and may only wish to participate in the fun aspects of
research. However, while minimising their involvement to key areas may have
provided more control and speeded up the overall research process, | have involved
them in all aspects excegtlecting the initial topic as cyberbullyinghich was pre
determined as the focus of this studgddata entry of the questionnaire results
whichwas primarily due to resourcing of appropriet®rmation technologylT)

equipment in the school.

Kirshner, Pozzoboni and Jon@011)suggest children need to learn how to manage

bias when engaging in research whata contradicts their loAgeld beliefs and
assumptions. They advise that childrenos
issues, butan also be a barrier to their ability to consider the data dispassionately. |

was fortunate with the group of young people who attended the YPAR meetings; there
were times whe someone would express initial disagreement with the data, but they

were geneildy open minded and would consider reasons why the data did not resonate

with their experiences. Often in the group another young person would be able to
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offer a different insight or perspective from their experiences which would help

everyone to considéhe data in different ways.

Time is also a constraint for children an
additional pressures on students as they balance their classwork, homework, and other
extracurr i c(Mifrazetral., 2046, p. LOR)Thiese weare some of the reasons

for students missing group meetings or deciding to onhroptcasionally.

3.2.4. Grounded theory

Grounded theory (GT) issystematised and iterative method of generating theory

from qualitative researchvhich was first developed by Glaser and Strauss in 1967
(Higginbottom & Lauridsen, 2014)Over time the views of Glaser and Strauss
diverged resulting in two distinct forms
Glaserian or Classigrounded theoryand Strauss partnered with Corbdndevelop
Straussiamgrounded theor{Higginbottom & Lauridsen, 2014)Classic GT is

deemed to be rooted in positivist thought, emphasising objgctind discovery of

theory from a single realitfKenny & Fourie, 2015)

Since the 1990s Kathy Charmaz has been the main proponent of a third form of GT
calledconstructivist grounded theolyCGT ) ; she steames Al chose
6constructivistd to acknowledge subjectiv
construction and (Chamnaz 20fda,e.t1l4i keyprnciptefof d at a o
CGT is that our interpretation of reality is a constructad in the application of

CGT this interpretation involves bothe participants and thresearche(Charmaz,

2014a; Thornberg, 2012gonsequently, it has affinity with PAR approaches
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(Butterfield, 2009; Charmaz, 2014b) Char maz has devel oped
flexible, intuitive and opere n d e d me t (Kemry & Fourge y2015, p. 1283)

Mills, Bonner and Franci@006)suggest CGT requires that:

1. The participants and researcher areaostructors of data and theory which

draws on the subjective experiences of both participants and researcher;

2. The reationships formed between participants and researchers should seek

to redress any power imbalance which may be inherent in the relationship; and

3. The researcher needs to make clear their own biography and how this may

influence the data analysis and thedevelopment.

The synergies between CGT and PAR can be seen through these statements: PAR,
too, sees participants and researchers assgarchers; seeks to address power
imbalances; and acknowledges subjective experiences. These similarities make CGT
a good fit for research which employs PAR methodology. However, there are also
other synergies with PAR, such as: the flexibility of CGT; use of reflexiaitgCGT
gathers rich and detailed data which is situated in its relevant c¢Gtextmaz,

2014a; Mills et al., 2006)While Charmaz has introduced flexibility into GT through
her version, many of the core technique&d are identifiable. Charmg2014a)
advocates wdepth interviewing with caonstruction oflata with participants; using

two forms of coding technique (initial coding and focused coding); theoretical
sampling and saturation; writing memos throughout the research process; and
theorising from data. A main focus is on the epistemological beli¢fe researcher

who engages in ClG Charmaz argues that usi@g>T within a constructionist
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epistemology allows the researcher to access the social constructions of participants,
but, also, allows the researcheyraret o be in
doing and how and (Chdinyaz, 200& y. 408Fueherdshel ng it o
argues that the research procefbamaz,sel f i
2008, p. 407)This fits well with both my epistemological beliefs and my research

design.

3.2.5. Drawing on GT within YPAR

AR has been criticisefbr being focused on practical, local action rather than theory
developmen{Dick, 2007)and consequently blending an AR or PAR methodology
with GT can help invest the researclthithe potential for rigorous theoretical
developmen{Baskerville & PriesHeje, 1999) There are only a small number of
studies which use this approach, butsthavhich do tend to involve PAR participants
in data analysis through a confirmatory/disputational exercise whereby they examine
the coding and conceptualisations generated by the lead res¢Buatenfield, 2009;
Manuell & Graham, 2017; Rand, 2013lthough Dick(2007)has commented that

an experienced facilitator should be able to guide PAR participants though a
simplified GT process, it was not feasible to analyse all the data generated for the
thesis with the young people inghesearch group due to timing, willingness to
participate and ethical concerns for the individual intereeswHowever, they were
involved in coding and analysing questionnaire data and considering data from the
focus grop (seeChapter 4. An additional meeting was held with the YPAR group to
discuss my findingghe categories, the theoretical modwelid their perspectives on

these. Datdor the thesisvas generated from the recordings of the YPAR meetings,
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thefocus grap conducted by the YPAR group, and 28 interviews | conducted
separately from the YPAR groygoject The quatitative data from the YPAR
project was usedithin that project only and has not formed part of the data for this

thesis (see Chapter 4 for foetr details).

CGT methods were used to strengthen the analysis and theoretical conceptualisation

from the data, rather than conducting a pure CGT research project. Cliadiéa,

p. 15)identifies strategies all grounded theorists use, to help novices check a project is
actually GT. There are a number of stragéggihich | have omitted, including

simultaneous data collection and analyarsl theoretical sampling. These two areas

became impossible to manage due to personal circumstances impacting on available

ti me. Al s Mjrra ¢t &l.e201®,lp ul64bwarlDthe end of the project

meant a large quantity of data (focus group and interview data) was generated in a

short space oftme . | am, therefore, drawing on t
strategies to the extent (Chantaz, hO&da,p.1§)ou c o
which, as originally planned, was to aid with analysis of the data aztah&trucia

theoretical perspective which may help schools.

3.3. Methods

YPAR necessitates a flexdobpproach to the research design. It was important to be
able to respond to tteet u d &ewns$ of ibterest and to work with them flexibly to
create a project which resonated with them. The YPAR project was@s#ined
study which occurred withirhe research for the thesis. Qualitative data generated

during the implementation of the YPAR projeatneused within the thesisyhich
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comprisedthe transcriptions of the YPAR meetings during which the participants
discussed cyberbullying generally andelation to their own project; and the focus
group data which was separately analysed for both the YPAR project and for the
thesis. Figure 3.1 shows the intetationship between the s&bntained YPAR

project and this thesis.

Thesis

Research questions

/ Hictedlesy \

YPAR Study (self-contained) Drawing on CGT

* Explore assumptions

* Devise research questions Interviews across two

* Consider ethical implications schools to collect data to
* Select methods (questionnaire and approach saturation

interviews/focus group)
* Collectdata
* Analyse data
* Present data to school

Qualitative data analysed for thesis using CGT:
* YPAR meeting transcripts
* Interviews with YPAR group participants
* YPAR-led focus group transcript
* Interviews with young people across two schools

Presentation of findings in the thesis

Figure 3.1 Situation of YPAR project within the thesis

The YPAR project,in this contextconsisted of weekly meetings after school to work
collaboratively, supporting the young people to devise their research questions,

methodsof data collection, to carry out their study and to analyse the resulias
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interesting to note the parallels between their areas of intasasidicated by their
research questions (s€bdapter 4 and my owrresearch questions; while this might
appear to be by design, it was actually a fortunate convergence which, in hindsight,
should perhaps have been plann&te weekly meetings were audiecorded and
these, together with tHecus grougrom the YPAR resarch and the interviewisave
been analysed by drawing upG&T. Table 3.1details the data sourcesllected and

thoseused for analysis.
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Data source

Year Group and

participants

Data collected

Use

YPAR meetings at

Weekly meetingsn=20)

Qualitative data:

Thesis analysed

Group at Trinity
Catholic Academy

Year 7 and Year 8
identified via YPAR

guestionnaires

Trinity Catholic held for 1 hour after recorded meetings | tran<ripts

Academy school between October| including personal | (CGT)
2016 and July 2017 with| stories, reflections
between twd ten and analysis of data
participants from Year 9.

YPAR Focus Ten participants from Qualitative data: YPAR:

personal stories and

reflections.

identified broad
themes.

Thesis analysed
transcript (CGT)

YPAR

questionnaires

Year 7n=156
Year 8n=126

Quantitative data:
experiences of

cyberbullying and
bystander actions

YPAR: analysed
data using
graphs and
charts

Interviews with
YPAR Group

Participants at
Trinity Catholic

Academy

Six participants (Female
n=3, Malen=3). Two
individual interviews;

two paired interviews.

Qualitative data:
perceptions of
cyberbullying and
reflection on YPAR

Thesis analysed
transcripts
(CGT)

Interviews at
Trinity Catholic

Academy

Year 7n=1 (Female=0)
Year 8n=3 (Femalea=2)
Year 9n=8 (Female=4)
Year 12n=3 (Female
n=3)

Qualitative data:
perceptions of

cyberbullying

Thesis analysed
transcripts
(CGT)

Interviews at Our
Ladyods Hi

School

Year 7n=6 (Femalen=4)
Year 8n=3 (Femalen=3)
Year 9n=4 (Femalen=3)

Qualitative data:
perceptions of
cyberbullying

Thesis analysed
transcripts
(CGT)

Table3.1 Data sources
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3.3.1. YPAR group meetings

The YPAR group first met in October 2016 at Trinf@gtholic AcademyTC) and

then met weekly for an hour after school, as an edracular activity, during the
academic year 2016/17. Thmidentslected to attend and could decide at any point
to stop attending. The participants were sought via thiegsional knowledge of the
school contact and were all in Year 9 (aged 13 years). The participants varied
from week to weekthere was a core group sévenstudentavho attended the

majority of meetingsluring the first term and this became fivetmgpants following

the Christmas brealEach meeting was recorded, transcribed and analysed in nVivo

11.

3.3.2. Data generated by YPAR group

The YPAR group discussed their own conceptions and assumptions regarding
cyberbullying, we then worked to identify aspewathich they wished to investigate.
We used art work, mirchapping, postt notes, worksheets and open discussions as

ways to instigate debates about these issues some examzdiesvane Figure 3.2
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Figure 3.2 Examples of work with the YPAR group

The group identified a list of questions which | moulded into research que&eams
section4.3); these were discussed fully by the group. The group discussed a range of
different methods to collect data. Despite enthusiastic discussion by the group of
methods such as vignettes and photo elicitaiod,encouragement to use qualitative

methodsthegroup chose mixed methods usigestionnaires and sesstructured
79



interviews. This, perhaps, reflects a level of comfort to be found in methods which are
already familiar to the grouff-letcher et al., 2015although this presented a dilemma
for me. This decision went against my own epistemological beliefdad | rejected

this decision and forced them to use qualitative methods, | would inagerminedhe
participatory nature of the research and the relationship and trust | had worked to
secure.As the time for them to use these methtodsollect their datapproached,

they expressed their risingnxietyas these tasks were unfamiliar and beyond the

scope of their previous experiencéhe groupvorked together tdesign

guestionnaires and interview schedules to address the research questions.

The group discussed the populatsample to be used and elected for Year 7 (12
years) and Year 8 (1213 years). There was a high level of anxiety associated with
researching their own year group and above (18 years), so consequently we

focused on the younger year groups onfifis was an ethical and moral issue; there
were suggestions from some in the group that including older participants could
stimulate bullying activities directed towards the YPAR gralpof whom had
experience of cyber/bullyingSome in the group wekeen to interview Year 12
studentg1671 17 years), however, this could not be arranged within the operating time

of the group and others in the group disagreed with this approach.

The YPAR group introduced their research and the questionnaires dssgmglaies

for Year 7 and Year 8. The questionnaires were then distributed to form tutors and
were completed in hardcopy by Year 7 and Yestu@entsluring morning

registration. Based on their experience, the group decided hardcopy was a more

confidentid medium within a classroom environmesiidentd ook a't each ot |
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screens in an IT room, whidould influence results. The questionnaire results (Year
7n=156; Year &1=126) were entered into a spreadsheet and graphs were generated
(seeChapter 4. There were a number of open questions to be coded, this process was
shared with the group and they contributed to the coding process. Thectdata
discussed by the group and it was related back to their research questions. Here the

experience of the groupas valuable to interpret and explain data.

Included in the questionnaire was a requesstiodentgo identify if they were willing

to talk to the YPAR group. From this list, tetudentdrom across Year 7 and Year 8,
whose questionnaire datadicated they had experience of either being cyberbullied or
helping their friends who were cyberbullied, participated in a focus group. The use of
a focus group, rather than individual interviews, was a pragmatic decision as the end
of the school year &as approaching. The interview schedule was used during the focus
group with additional questions being posed as they arose. The YPAR group had
participated in interviewased rolegplays prior to the focus group. All participants

were required to providentten consent for themselves and from a parent prior to

participation in the focus group.

The focus group was recorded and | extracted key points from the dialothe

studentad also made extensive notes during the focus group. The key points were

3 Thefocus group transcript has been separately analysed using CGT for the thesis.
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discussed during a YPAR meeting atddentdrought their own experience to bear
on these results. Tletudentsntendedto feedback their findings through a drama
based assembiyhich theywerecreating as part of the@eneral Certificate of
Secondary Bucation GCSE Drama qualificatiorwhich can be taken at the end of
Year 11 when the students are 15/16 yearsTdié drama production presedkey
themedrom the researchThe YPAR group regularly discussed ethics and
undersbodthe importance of perving anonymity and not disclosing information
which oouldidentify participants.The drama productiowasbased on the broad

findings, rather than individual case studies.

3.3.3. Interviews

In addition to working with the YPAR group, | conducted intervievith 28

individuals across two schools. | interviewed the core members of the YPAR group;
four members of the grougsked to bénterviewed in pairs and this was
accommodated. This equates to 24 individual interviews and two paired interviews.
Out of thetwenty-eight interviewees, six were members of the YPAR group and one
studenthad also participated in the YPAR focus group. The other twamty
participants had no prior involvement with the research. Thirteen interviewees were

from a different school.

Interviews took place across two schools, as there was difficulty recruiting a sufficient
sample of participants within a single settirigie schools were purposefully selected
as they were situated in areas of sesonomic deprivationin both schots the

contact person for the research identis&adentsvho they felt were suitable and
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would be able to contribute an informed perspective on cyberbullying. For instance,
many were drawn from those who were cyberbullying victims while some had prior
experience of engaging tybebullying activities themselves. A small number had no
prior experience of cyberbullying providing an alternative perspective on the issue.

Details of the participants can be foundreble 3.1 (pagé&?7).

The interviews were I in the schools, in a private room, during the school day.

They lasted between 20 minutes to over an hour depending upon the experiences of
the participant in relation to cyberbullying. All of the interviews were recorded,
transcribed and then codedn¥ivo 11. During the interviews | sought to adopt an
informal tone and make the interview as relaxed and conversational as possible; it was
important to put the young people at ease quickly, so | started each interview with a
brief introduction, reiteratetheir ethical rights and reassured them that they did not
need to disclose anything about which they were uncomfortable, yet explained | was
bound by safeguarding rul€Sohen, Manion, & Morrison, 2007; Groundwatamith

et al., 2015) The interviews were serstructured with an intervieachedule;

therefore additional questions were posed as needed. Sometimes a participant would
state something which was new to me, which | would then reflect on and, where
relevant, incorporate ia subsequent interview8irks & Mills, 2015). Reflective

memos of initial ideas from immediately after interviews were hartien into a

research diary; later relevant memos were transcribed into ri€ivarmaz, 2014a)

83



3.4. Authenticity and trustworthiness

Validity and reliability are contested terms in qualitative rese@Zoen et al., 2007)
Alternative terms are suggested which move away from positivist terminofogy
validity and reliability, for instance, Guba and Linc¢&®05)argue for the use of

terms like fairness and autitecity. PAR researchers use a variety of approaches to
ensure their work is authentic and trustworthy. For instance, some discuss integrity
and authenticityArdoin et al., 2014r that the decisiemaking processes should be
transparent. Consequentljnave attempted to set out a clear and honest account
showing how | hag engaged in this research process. Others suggest that
triangulation of data is importa(@aal & Terry, 2013)so | have sought opportunities
to gather data in multiple waydn the context of this thesis, triangulation comes
through the different methods used in dialogue with young people across the two
schools: he YPAR meeting transcripts providedepth, authentic discussions about
cyberbullying within the context of their project; the interviews allowed me to listen
to individual stories and constructions of cyberbullying and to probe these through the
semistructured interview approach; the interviews occurred acrosslifieoent

school settings and, while they were in similar sa@gonomic areas, within the same
geographic region and from schools of the same faith, their lived experiences were
distinct;andthe focus group transcript provided a further perspective, as young people
involved in the YPAR group posed questions and engaged in dialogue with Year 7
and Year &tudentswhereby they were able to probe constructions from an insider
perspective. SomRAR researchers suggest fully including participants and being
faithful to their contributiongFletcher et al., 2015and working to ensure that
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research has impact, it is of use, locally or further af€eimmarota & Fine, 2008;
Cerecer et al., 2013)Therefore, | have sought to involve the YPAR patrticipants as
fully as possible throughout their YPAR project. My use of CGIsedto strengthen
analysis of the data and facilitate theory developmei create research which can

be used within schools.

In order to construct an authentic and trustworthy account, | have worked with the
young people for an extended period of time; used triangulation; debriefed and sought
paticipant checking of data analysis; clarified researcher bias; used recording devices
and verbatim transcription; and used qualitative analysis software tools, such as nVivo
(Creswell, 2013) All of the meetings, interviews and focus groups were recorded,
transcribed and analysed in nVivo 1As the thesiss a solo piece of work and
confidentiality and anonymitywere guaranteeds part of the Information Sheets

provided to interview participants, it was not possible to engage withaotkar
arrangements for the individual intervie{@reswell, 2013) However, the group

were involved in a further meeting wh considered the coding and analysis | had
conducted across the data sets and ¢tbegurred wittmy analysigTeram et al.,

2005)

3.5. Ethics and safeguarding

As the research involved young people of school age, there were additional ethical
issues to consider. Also, the topic area of cyberbullying meantdearol could
uncover sensitive issues. Hence, the consideration of ethics and safeguarding of

children was paramount from the start of the research. The ethical guidance from
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Lancaster University, Edge Hill University and from the British Educationat&teb
Association(2011)were used to inform the development of the research in line with

ethical standards.

Informed written consent wasbtainedfrom theheadteachersf the participating

schools. Each participatirggudentand their parents provided informed written
consenfor participation in the YPAR group meetings, focus groups and interviews.
The language usleon the information sheets was adjusted to be age appropriate and
the reading ages were checked. The questionnaires developed by the YPAR group
included a stateent providing information about the reseaaci the study was
explained during an assembly to the Year 7 and Year 8 studglhthe participants

were informed in writing, and verbally reminded theirright to withdraw from the
research at any stage without any pen@tjtish Educational Research Association,
2011) however, they could only withdraw their data if they informed me of their
withdrawal within twoweeks of the data collection event (e.g. a meeting, interview),
after this time the dataould be integrated with other data and unable to be extracted
The first meeting with the YPAR group included a discussion about the ethical
procedures for the prajeto ensure full understanding; all questions were addressed
and the young people had the opportunity to inspect the recording devices | would be
using during the meetings/interviews. Regular conversations were held with the
YPAR group to ensure the peajt was proceeding as they wished and to help maintain
the cohesiveness of the group. Pseudonyms were allocated to participants and used

throughout the research process for anonymity. @ataheld securely using
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password protection and encryption. éditawereregularly backed up securely to

minimise the risk of data logBritish Educational Research Association, 2011)

Participants were informed that normal school safeguarding procedures would apply.
Consequetly, if they disclosed details to me which indicated they may be at risk of
harm | would have to inform th&afeguarding officeat the school and may need to
inform the Edge Hill Universitgafeguarding officef{GroundwateiSmith etal.,

2015) In addition, | monitored the young people carefully during discussions, so
these could be adjusted, if they were causing distress. The research with the YPAR
group was designed in such a way to minimiseativitieswhich the group

perceved as a risk, for instance, working only with younger children. | was in regular
contact with thesafeguarding officeand the young people in the YPAR group had an
excellent and trusting relationship with him; the young people felt confident they
couldalways seek support from him and | would regularly remind them of the support

available via the school.

It is important to recognise the potential powabalance between adults and
children/researcher and participants which may occur in interviewss firoups and
throughout the YPAR project. All interviews, the focus group and the YPAR
meetings took place in the schools to ensure participants were comfortable in their
surroundings. | sought to create an appropriately informal atmosphere to &cilitat
discussions. During the YPAR project | was a facilitatorignfor the young people
involved to takesupportedwnership. The young people appeared to enjoy being in a

context where their views and ideas were taken seriously and acted upon
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(GroundwateiSmith et al., 2015)rust was developed by acting on their ideas each

week and working consistently with them to move the project forward.

An important facet of this research was also training the YPAR members to act
ethically with regard to the research they were carrying out and in relation to each
other; confidences were shared in the group and the rules established by the group at
the start of the project emphasised the trust they were putting in each other to not
share confiences outside of our meetings. Their training in ethics involved one
meeting at which we considered ethics, but also regular reminders; the YPAR group
would seltmonitor their ethical obligations as the meetings progressed, as
demonstrated when a memioeight suggest actions which were ethically dubious and
their peergpre-empted mexplainng why this could not be done ethica(lgellett,

2005)

3.6. Analysis

The verbatim transcriptions from the meetings, focus group and interviews were
imported into nVivo 11 for analysiSCGT advocates a process of open coding,
allowing the codes to emerge from the data rathen imposing codes. Although a
literature review had been conducted, this had been completed approximately a year
before the coding commenced. This allowed the data to be viewed midheapen
perspective without prior findings from the literatumgoosing themselves on the data
unduly. Following analysis and identification of the categories, the literature was
revi ewed agai n (19798994, 200%ocikecotogiaaldramework

was used to further analyse the categories and organise these into modetuldich
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be used in school. In this section, I will discuss the CGT coding strategies and
analysis used, pk the use of the socaxological framework to further analyse and

abstract the categories to construct theoretical models.

3.6.1. Open coding and memoing

The datawereread carefully during the coding process and the audio was listened to
alongside the careful reading. This facilitated understanding and recall of expression,
emphasis and nuances in the data which may not be achieved through close reading
alone. The dataverecoded in a combination of ways including fragments of

sentences, line by line, sentences and paragraph(fereberg & Thornberg, 2016)

The choice depended on the content of the data. Sometimes a sentence fragment
contained a key idea, while at other times a paragrapidebthe context and

examples of how an incident unfoldes®e Appendix A)While guidance on applying
grounded theorgften advocates linby-line coding, others suggest a combination of
techniques may be needed to fully understand the(@atrmaz, 2014a)Codes were
developed using a combination of themes and gerunds, as recommended by grounded

theorists(Charmaz, 2014a)

Alongside coding the data, | also developed memos about theCdzatauggets
developing memos about each emerging code, yet | found this process problematic.
The interviews were telling a story of ann d i v expeariente$ and perceptions and

| believed this was an integral whole which provided additional insight into the wa

the participant constructed their experiences. The process of chopping this into coded

pieces and focusing only on the codes did not feel helpful at the early stages of
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analysis. In addition, this approach would have meant that | missed the development
of the story of each individual. While some intervieweeslimaited experience of
cyberbullying, others had {depth and nuanced histories. Instead, | opted to memo
abouttha n d i v stary thelir bigory and perceptions. Alongside this | coded my
memos, so they could later be extracted for detailed examination of the data relevant
to each code. This worked well for pa&s | memoed, for instanc8,r a dnéedview
(from Our Ladyo6s Hilgvas al8ectdientifylincomgistenciesnn Ye ar
what she said, to identify the different layers of identity she had constructed to help
her to manage school and the bullying which happened there. Without examination of
her story at this level, | would have likely missbdsedata. This resonated witliher

data collected from other individuals and it has become an important aspect of this

thesis.

3.6.2. Focused coding

Focused coding is the second phase of coding suggested by C20dva) Codes

were reviewed alongside the research questions and sorted according td these.
examined the codes and the data they contained checking for duplication,
opportunities to merge codes and to rationalise the codes | had created; memoing
aided in this process (Dey, 2007). This was ag@ng process rather than a single

event. Only at this point did | vexamine my original research questions and begin the
process of identifying which codes were related to each research question. As an open
coding process was used, there is some @wessbetween some of the codes and
research questions. The open coding process had also uncovered other data which

suggested earging research questions (Urquhart, 20I3)ose codes which had
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most significance, or more analytical or explanatory power were used, while others

were set asideCharmaz2014a)explains how these codes may be returned to later

for subsequent studies using the d&ta the codes | have set aside, | would need to
conduct further research to reach saturatibime relationships between the codes

were examined; some codes were merged to create categories of more conceptual
significance. The dataerere-examined to esure the codes and concepts devised at

this stage were supported by the data. Relationships between the codes and categories

were analysed.

To be explicit regarding this processiexample is presented. For R@QZow can
young people manage cyberbutigiincidences in their own lives and those of their

peers?Jive key categories emergéwm focused coding

i) Managing expectations of public persaesusonline protection

i) (Not) recognising boundaries for behaviour

iii) Feelings ofutility and damaging mental health

iv) Taking control of the situation

V) Bystanders and friends supporting victim in a managed way

If we consider iManaging expectations of public persorexsusonline protection

this has been created frdour initial codes

1. Managing expectations of public personaersusonline protection 1

captures the tension between developing a public persona online, one which
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peers can recognise and with whom they can engage, versus the online
protection young people also setkevade online threats, including
cyberbullying

2. Managing online threatsi related to more general threats, using privacy
settings and being cautious about sharing personal data

3. Protecting yourself from cyberbulliesi how individuals managed
cyberbullyingas a specific threat, which may have some eoves with the
codemanaging online threatdut was more specific to cyberbullyirand

4. Using pseudonyms$ about how some used the ability to hide their identity on
the Internet by using false identities whiallowedthem to engage in activities

without their peers recognising them

Thefinal three codes were about protection onliwgile the first code (which became
the category name) highlightse tension between building a profile and managing
online dangersThesefour codes were united in the categamanaging expectations
of public personaersusonline protectioras this hd most explanatory and
conceptual powegiCharmaz, 2014a)Further details about this process amevpted

in Appendix A.

3.6.3. Using the socio-ecological framework for analysis

A critique of some researchers who engage with grounded theory methods is they falil
to grasp the full potential of grounded theory, instead simply developing categories
and omitting tle next stage of analysis: developing the@karmaz, 2014a; Urquhart,

2013) As theory development was a key rationale for choosing to draw on CGT, it
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was important to engage with thigdil stage. Urquha(R013, p. 136advocates

using the literature 0 deepen analysis of the categor
theories to form fian interestingAdaenso th
range of factors influence the perpetration and victimisation of individuals through
cyberbullying, includng factors such as individual resilien¢@induja & Patchin,

2017) friendship groupingéFelmlee & Faris, 2016xlass normgElledge et al.,

2013; Williford et al., 2013)school climate and eth@Betts et al., 2017; Nickerson et

al., 2014)andparenting styl¢Brighi et al., 2012; Fanti et al., 2012; Hind§

Patchin, 2013)it was necessary to consider a theoretical framework for analysis

which would enable a holistic approach to be takedraw together these different
facets of an i1 ndivi dl9%,)189, 200fdcieecologi®&lr onf enb

framework was deemed appropriate to this task.

Br onf en QIO®NAM, 2@Socicecological frameworkseeFigure 2.1,
page49) provides a holistic way to analyse contexts by lookirgyatems which
impacton an individual adifferentlevels ofproximity to the individual.The socie
ecological framework has been explained in se@iénhowever, | will briefly recap

the main points here.

Themicro-systemsre those systems which contain the individual, such as home and

schoo] and tlese are the most proximal systems. esesystemsre where micro

systems ovelap, for instance a parent visiting the school with their cHigo-

systemsreareasf influence which do not directly contain the individual, but still

have infuenceoh hei r | i ves, for instance, their j

a parent retumhome whichimpactsthe time spent with the childviacro-systems
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are wider influences which often fade into the background, unnpBcedfenbrenner
describes thesast h e 6 b foruthee gaciétynirt which the child residgd977, p.
515), so,a macresystem can bthe way in which a schod organised with a
timetable, tutor groups, disgte subjects following a curriculumbutalso systems

like local and central government, laws, policing, and soFenally, thechronc
systemis the passage of time and how factors within the systems will chiaegee
alteing the impact on the indidual, for instance, the birth of a sibling, changing
schools, new curricula, etdhese systems are typically represented via concentric
circles progressively becoming more distant from the individual who occupies the

micro-systems.

Theorybuilding inwlves moving from detail and specifics to greater degrees of
abstractior(Charmaz, 2014a)Thisis a complex process which involves examining
the findings, the literature, theofrquhart, 2013)anaysing the intetrelationshipg,
arranging and rarranging data and applyiiigt he or et i ¢ ahichpllbwasy f ul n e
different analysis and interpretations of the data to em(@larmaz, 2014a, p. 245)

The key points from the discussion around each of the categories were extracted for
further analysis of the inteelationships and how these applied to the socio

ecological frameworkFirstly, the datavereexamined to identify whether it was
relevant to the micrg mese, exa, macre or chronesystemgsee AppendiB). In

some caseslatacould be relevant to twsystems for instance, a micrgystem which

is interacting with another micigystem, becomes a mesgstem, thereforesome
datawerelabelled as both. This was initially a sorting exerciben, he datavere

analysed for interelationshipswvithin andacross the different systemBor instance,
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analysis of interelationshipsdentified three ways young people can respond to
victimisation, whereas previously | had identified twad only two have been
suggested in the literatyrne two initial formswerepassiveandactivestrategies, to
this | have addedrotection Also, some interelationships crossed systems,
particularly between micrand mesesystems. For instance, thecro-systempeer
context in schoddets out rules and norms with which the peer group is expected to
abide however, it relates to a mesgstem where home and school misystems are
bridged by the online worjdvhile the rules are set in tipeer context in school
micro-systemyoung p@ple are victimised tensure complianceith the rules

through the messystem of home/schadiridged by online mechanisniseesul>
section 6.5.1 These interelationships were identified and analysed through mind
mapping processewhich successively identified and developed the inter
relationships and how they fitted into the see@wlogical framewds. This resulted

in a detailed modekge Figee 6.1, pag@16). This model is complex and may not be
suitable for discussiongithin schooj however, it has been discussed with my contact

at Trinity Catholic Academy who is keen to evaluate it.

| believed a further level of abstraction was requtcechake the model more user
friendly for schools and could have the details of each sectiond#te model. This
resulted inFigure 6.2 (pageZb). To achieve this level of abstraction, | took apart the
first model and further analysed the relationships. Here | began with the victim as the
central pointwith the choices they can make about Howespond to their

victimisation The factors which will influence their decisidmasedn their micre

systems are arranged around the vicfmendships in school; peer context in school;
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school as an organisation; and parents/home environnibaethree forms of
cyberbullying which have been identified through this stuake arranged in the
mesaosystem layer where the home and school msysiems interact online. The
relationship with the peer context and friendships is indicated. Finallyitlee

online community and its impact on the other systems encompass the others. The
technical language associated with the sedological frameworkBronfenbrener,
1979, 1994, 2009)as been removed in this model, however, the influentkeo

model is still visible to those who are aware of the framew®tks abstracted model

is based on the detail from the first, but is more helpful to stimulate convessatith

school staff and students.

3.7. Messiness

The primary context for this thesis was a schoalr area of socieconomic

deprivation andvorking for an academic year with young people who have
experienced bullying or cyberbullying. This context is itlesituated for employing
critical, emancipatoryYP A R . However, working with youn
procesgCook, 2009)they have their own agendas and priorities which do not always
mesh with those of adults. While the young people did learn from the expdigerce
section4.7), they were not always fully engaged in the process, moving in and out of
the YPAR group as suited their own priorities; an issue of sporadic engagement is
reported by other PAR research@gy. Fletcher et al., 2015; Hickson, 2009he

young people with whom | worked were agedi 1! years and engaging in YPAR as
an extracurricular activity. This contrasts with a number of published critical,

emancipatory YPAR projects where the young people are often older (aged over 18
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years), may be engaging in YPAR for academic créiitarell, 2008; Ozer &

Douglas, 2012pr where YPAR is integrated into the school curriculiallett,

2011) These different contexts can impact on the stability of the YPAR group and
form ethical and logistical challenges, for instance, managing varying degrees of
engagement and attendance without coercion or impact on remaining members.
Working with the young people for this research was sometimes frustrating, but
always rewarding; their insight and analysis of their own contexts has increased my

understanding of how they navigate and construct their lives online.

3.8. Conclu ding remarks

In this chapte | have explained how my constructionist epistemology has influenced
my choice of methodology; my rationale for electing to use both YPAR and CGT
within the study to strengthen both my ability to gain insider perspectives and to
develop theory from therfdings. | have explained the methods used within the study
and how these are used to triangulate and provide trustworthy and authentic data. |
have also considered the ethical implications for my study and explained how |
engaged in ethical discussionih the young people in the YPAR group about their
own study. Finally, I have explained the data analysis processes while drawing on
CGT and using the sociecological framework as a lengn Chapter 41 will discuss

the discrete YPAR project, the dilemma caused by the group using mixed methods,
their findings and the impact of the project on the young peopleny own

reflections on researchirigrough YPAR
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Chapter 4 YPAR project

In Chapter 3the design of the thesis was explaindadave drawn on qualitative data
usinga pluralistic methodologgf both YPAR and CGRpproachesin this chapterl

will outline the design of the YPAR project, explore the epistemological challenge |
faced, report on thigndings from the YPAR group projeas analysed by the young
people, considehe impact the project had on the participants based on discussions
during the YPARmMeetings and their interviews with raad Iwill reflect on the

YPAR project processThis chapter is largely focused on celebrating the work of the
YPAR group their achievementand the impact the project had upon the YPAR
participants It should be ated thathe qualitative dataenerated through YPARNd

used in the thesikas been separately analysed drawing upon CGT.

4.1. Concerning epistemology

In Chapter 3l explained the underpinning of my research as situated within
constructionist and criticgdedagogical approaches. | recognise the doisiorical
contexts within which social lives are lived out and how our socialisation, within our
separate contexts, i nfl ue(Becgers Lutkanann,o u r
1967) | discussed the role of language dialogue in the construction of the social
worl d and i ndiBergat & lautkdann, 1967 Butr,i2QQ3ytech is
paticularly important when considering the impact of cyber/bullying on individuals

and their constructions.
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YPAR privileges the knowledge residing within the community which is being
studied and seeks to establish equality witmesearchers from that commty. The
co-researchers bring the capacityllominatethe social constructionwithin their

own communityto offer insights which are not available to an outsider. In Chapter 3
(subsection3.2.3, | highlighted that YPAR researchers take different approaches to
the degree to which young people are involved aesearchers. Kellee011l)and

Ozer et al(2013)highlightthat in some studieslaiming to beyouth-led, the

involvement of youth coesearchers is minimal, meanwhile other studies fully
involve the ceresearchers in every aspect of the project from conception to
completion(e.g. Mirra et al., 2016; Wartenweiler & Mansukhd016) My aim was

to involve the young people as fully as possible in the project in their school: my only

specification was the topic as cyberbullying.

Seeking to develop research with young people and striving for equality within the
decisionmaking processes brings risks and challengs&though| steered the group
towards qualitative methogthe group decided to use a mixed methods approach
utilising questionnaires and interviews/focus groups. | had explained to the group that
much of the resarch on cyberbullying had been quantitative and, consequently,
another survey would not necessarily add to our know|duneever, they still

wished to pursue this data collection method within their own context.

The paradigm wars from the 1980s onwdrdge established clear delineation
between quantitative and qualitative methods, grounded in different philosophical
beliefs and ways of constructing the world, however, mixed methods researchers see

these sharplglefined lines as unhelpfiDenzin, 2010) i nst ead suggestir
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di viding | i ne ¢$Johasore Omvuegbhzief &iTaraer, 20070 p. 117)
Mixed methods research is firmly established as a methodological approach to
researctwhich utilises, pragmatically, the most helpful methods and methodologies to
address the research questi@ishnson et al., 2007However, | do not construct my
own research in this way; | amténested in localised contexts and problems,
recognising the way in which context may impact on the issues and problems under
study. Therefore, | faced an epistemological challenge during the YPAR prbject

did not agree with the selection of questiaresmas a data collection method,

however, | had also committed myself to equality of voice and deaisaking in the
YPAR group. | decided that | needed to maintain my commitment to equality and
allow the young people the freedom to explore their rebeguestions in the way

they wishedoverruling them would have undermined the democratic principles of

YPAR (Karnilowicz, Ali, & Phillimore, 2014)

While quantitative methods may not be a first opfamme,the young people were
engaging in the research process and creatiog/lledge based on their own
experiences and drawing on the experiences of others through their rébatth
2016) which matched with my constructionistliefs Also, | acknowledge that
guantitative research is another construction of the social world which can give a
different perspectivéo developour understandingMason, 2006; Onwuegbuzie,
Johnson, & Collins, 20090nwuegbuzie et a(2009)explain that qualitative
researchers are likely to use gustsitistics to support and enhance their narrative

reporting, using terms such as most or few as descrijgtstsengthen their analysis
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consequently, some quantitative dasagecan be compatie with qualitative

research

Consequently, the YPAR group collected data uaingxed-methods approach to
address their research questions. My thesis, however, has drawn solely on the
qualitative data whickveregenerated through the YPAR project dhd interviews

(see sectioB.3for details) which corresponds to my constructionist epistemalogy

4.2. YPAR group p articipants

All YPAR group participants were from Yea®31 14 years old) and attended
Trinity Catholic Academy There wawariable attenanceat the groughroughout the
year. During the first ternthere were seven who attended frequeaitigl this

decreased to five regular participants following the Christmas bitadke first term
there was regular attendance from Alice and Ryan, aftesh they drifted away,
despite promises of future attendance. Alice did not return after the first term,
however, Ryan participated in a few further meetings and helped to lead the focus
group. The core members of the group throughout the year weesféinales: Layla,
Bella,andHannah; and two males: Josh and Déni@&lhe five core group members

had experienced either bullying or cyberbullying in the past, one was still an

4 All participants have been allocated a pseudonym.
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intermittent victim. The females enjoyed being on social media, whéoshand
Danielparticipated in social media, but were more interested in online gaming.

Daniel had his own YouTube channel. The influence of YouTubers was evident
during some of our meetings as they discussed different YouTubers, sang songs from
YouTube, btialso discussed the abuse famous YouTubers received in their

comments.

4.3. ldentifying research questions

In October 2016, the group brainstormed ideas for questions usint pots. The
guestionsvere discussed in the group initially, and | was taskighl reformulating

those of most interest into research questions. The discussion document drafted for

the subsequent discussiorsiownin Figure4.land i ncl udes the grou
guestions and the proposed reformulated research questions. The main areas of

interest for the group can be seen from the thematic titles: focus on the cyberbully;
transitioning away from cyberbullying; focus on victims¢@is on bystanders; and

general questions about punishment and prevention.
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Draft questions arranged into themes
Focus on the cyberbully

s  Who does/ doesn't like you?

* Why do you bully?

+  [Does the bully need help?

* How does home lifg/ childhood, mental health effect actions of the bully?

Research Question

1. Which factors in a student’s past or present life contribute to their decision to cyberbulby
others?
2. How could these factors be alterad to allow the bullying behaviour to stop?

Transitioning away from cyberbullying

* How quickly do cyberbullies feel remoarser
+  [Does remorse stop them bullying?

Research Question

3. Why do cyberbullies stop bullying others?

Focus on victims

*  Have you ever been bullied?

* Do you know why you are bullied? If so, explain

+  How do people deal with cyberbullying?

* How do people react to cyberbullying? s+——  _ WWhat does regct’ mean here?

And Bystanders
* What is the role of t:rl,'standers':‘|
Research Question

4. How do victims respond; feel to/about cyberbullying incidents?
5. How do people protect themselves and others from cyberbullying?

General

* Do you think a bully should ke punished or helped?
+  How do you prevent cyberbullying?

Research Question

6. How should school respond to cyberbullying? Shauld this be broader and
inciude parents, community,
police, peers, etc.?

Figure 4.1 From initial questions to proposed research questions

Two factors contributed to the decision to reduce the numlzgrasitions to three.

Firstly, the group were unable to find a suitable (and ethical) strategy to identify
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cyberbullies to interview GroundwateiSmith et al(2015)argue that researchers
working with children should develop ethical values, beyond those &t ou
institutional guidelines, to guide their decisioraking and interactions with children.
The young people had serious misgivings about interviewing cyberbaricds

believed their anxiety about this was an ethical isgiee group were concerneuit
interviewing cyberbullies could potentially result in harm, through members of the
group becoming victims of those they interviewed. | took the decision, with group
approval, that this was not appropriatewas important to me that the group weog n
exposed to potential harm or a perception of potential harm through the project.
Secondly, when we started to consider the methods of data collection and logistics for
collecting data, we decided that we would be most able to address the final three
guestions with the time and resources we had available t&/aen working with
children, deciding on a manageable research problem which can be achieved within
the timescale is necessdoymaintain intereqikellett, 2005) The three questions

focused upon by the group were:

1. How do victims respond to cyberbullying incidents?

2. How do people protectemselves and others from cyberbullying?

3. How should school (and other adults) respond to cyberbullying?

4.4. Data collection

The YPAR group discussed a range of approaches for data collection including

gualitative methods such as: interviews, focus gropipsto elicitation, vignettes and
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observation.These methods were explored through practical activities and discussion
over two weeks Following discussion of possible data collection methods, the group
debated these for each of the research questions. The YPAR group decided to use a
mixed methods approach using questionnaires and interviews and/or a focus group.

The data collection mieod for each research question is outlined@able 4.1

YPAR Research Question Data collection method

How do victims respond to Questionnaire and interview/focus gro

cyberbullying incidents?

How do people protect themselves an{ Questionnaire and interview/focus gro

others fromcyberbullying?

How should school (and other adults) | Interview/focus group

respond to cyberbullying?

Table4.1 YPAR data collection methods

The YPAR group decided tmnduct their research with Year 7 and Yeatulents
As previously explained, the group were anxious about researching their own age

group(Year 9)or above.

4.4.1. Questionnaires

Questionnaires were designed by the YPAR gtoaged on their research quessio
Josh had raised concerns that questionnaires would not be taken seriously by the

students and they would give false results as g jukeever, the statistidsom the
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YPAR questionnairegere generally in line with statisticgportedn the literature

For instanceHinduja and Patchi(2017)found 22% of young peopl@ged 12 17
years)were cyberbullied (sample=1204)within the past monthMeanwhile, Shin et
al. (2016)report that 7% of 12 13 year olds were victims of cyberbullying (sample
n=3956). Smith(2014)highlights the difficulties with prevalence rates due to
differences in definitionrad measuremeniWhilst using a smaller sampla=282),

the statistics generated by the YPAR group are in line with published statistics for
prevalence o€yberbullying victimisatior(Year 7 17% and Year 8 15% prevalence
ever; or 9.62% of Year 7s and 6.3%%yYear 8s in the past year). However,
prevalence statistics are quite wigaging In addition,we could also triangulate our
findings from the quesficonhaktaal weeld ekep

(Fine, 2008, p. 2249ndfindings from thenterviews/focus group.

The questionnaire was desigri®adthe young people with my support. We discussed
issues for the design of questionnaires including avoiding bias in the question
formulation,we used a fouspoint Likert scaleto avoid neutral responsesith
guestionsarranged in a matrixgnd wedevelgpedopen questions where we believed
responses could not becuratelypredictedCohen et al., 2007)The arrangement of
the questions was considersalthatroutine questionsuch ag/ear group and gender
were situatect the beginningf the questionnairgnd questions aboutein own

behaviour as bystandetswards the en@Flick, 2015)

The young peoplexplainedtheir researclprojectto Year 7 and Year 8tudents
during their year group assembli&ge YPAR group created a presentation and script

which they used during the assembly and negotiated the roles they would take during
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the presentationThequestionnaires wemistributed in hard copyluring form time

at the beginning of thechoolday. The YPAR group believed hard copy
guestionnaires were a more confidential means of collecting data and more likely to
elicit honest responses from partiaipg The numbes of questionnaires returned

were 156 in Year 7 and 126 in Year 8. They were distributed on a single day and
were completed by those who were preskeming form timeunless they opted not to

complete the questionnaire.

4.4.2. Focus group

Participants for the focus group were identified through responses to the
guestionnaire. The final question asked for the participants to provide contact
information if they were interested in participating in further research with the group
through an iterview or focus groupThose who had indicated interestatking

further with the groupand had either experience as a victim or a bystander of
cyberbullying were invited to participate in a focus grotipe schocbased contact
spoke to the individais and provided information sheets on the projébie

participants and their parents prowdeformed written consent prior to the focus

group. The focus group took place with ten participants from across Year 7 and Year
8. They were interviewed by do, Daniel and Ryan from the YPAR group, and |
facilitated the process. The YPAR group had participated in a number of role plays to
prepare for interviewing and we met before the focus group to go through the
guestions again and prepare. The focus glastpd for 53 minutes and whsld in a
meeting room in the schaollhe YPAR group had a list sEmistructuredquestions

which they had divided between themselves, but they also probed for additional
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responses when need@bhen et al., 2007)The focus group was audio recorcedl
the YPAR group took extensive handlitten notes. Bfore commencing, we verbally
summarised the informed consent statements for the focus group participants and

provided the opportunity for any questions to be addressed.

4.5. Analysis of data

4.5.1. Questionnaires

Thequestionnairelatawereentered into a spreadsheet for analysiduding data

from incomplete questionnaireQuantitativecontent analysis was used to analyse the
open questiongenerating categories, thrquency analysis was apgl to the
categoriegFlick, 2015)and graphs were generateddisplay the dataThe YPAR

group partigpated in thegeneration of categories and coding the dating one

meeting | completed most of the coding due to time constraints and the availability

of technology in the school. The group confirnaesample othe coding | had

completed Creswell, 2013) Thefrequency of responses for theantitative

guestions was calculated and use@roduceébar chartshowing the incidence levels

for each iten(Cohen et al., 2007)The YPAR group discussed the graphs and free

text responses during a YPAR meeting. The young people were able to draw on their
own experiences to explain daggts and their meaning®Vithin YPAR the ability of
co-researchers to triangulate findings with their own experiences is seen as a strength
and a way to assure the trustworthinasg authenticityf the researcfFine, 2008;

Fox & Fine, 2015)
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4.5.2. Focus group

The group held a meeting immediately following the focus group when we discussed
our initial findings referring to the hanaritten notes. Between this meeting and the
following meeting, | listened to the audiecording anddentified the main themes
which emerged; these themes were then discussed with the group who contributed
their own experiences to ttigemes identified Completeanalysis of the focus group
data with the YPAR group was restricted due to timescales andisimng

attendance at YPAR meetingShe analysis offereffom the YPARgroupof the

focus group data is, therefore, tentative.

4.6. Findingsand discussion

In this section | will present the findings from the questionnaires and the focus group,
drawing onthe discussions which took place with the YPAR group while analysing

the data.

4.6.1. Questionnaire responses

In Year 7 17%1§=27) and in Year 8 15%€19) of participants had been cyberbullied

in the past{see Figure 4.2)
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Have you ever been cyberbullied?

Year 8

Year 7

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

EYes :=No

Figure4.2 Have you ever been cyberbulliefizar 7 n=152Year 8 n=126)

Figure 4.3 shows that 9.62% of Year 7s and 6.35% of Year 8s had been cyberbullied
more than once in the past yea@@5 of Year 7s and 4.76%f Year 8s had been
cyberbullied once; and 3.85% of Year 7s and 3.97% of Year 8s had been cyberbullied

in previous years, but not the current year.

How often have you been cyberbullied in the past year?

9.00%
ook 7.89%

7.00%

6.00% 5.26%

£ 00% 4.76% 4.76%

4.00% 7 7

3.00% % /

2.00% % % 1.32051-59%

1.00% / / ?f// 0.66%
0.00% // _ . _ T

Once 2 - 4 times 5-10 times Continuously

EmYear7 % Year 8

Figure 4.3 How often have you been cyberbullied in thstyearAYear 7 n=23; Year 8 n=14)
110



For those in Year 7 who had been cyberbullied in previous years this means they were
cyberbullied in primary school (511 years of age). We asked if they were still being
cyberbullied now: the majority said no (61%0Year 7; 69% in Year 8), but 36% of

Year 7s and 25% of Year 8s said they were not (@@ Figure 4.4)The group felt

that this indicated the uncertainty around cyberbullying, whether it had stopped and

that it could resume at any time.

Are you still being cyberbullied now?
80%
70%
60%
50%
40%
30%
20%

10% 3% 6%
IR— 7/

Yes N

69%
61%

36%
25%

Not sure

HmYear 7 % Year 8

Figure 4.4 Are you still being cyberbullied now¥Year 7 n=28; Year 8 n=16)

Figure 45 (Year 7) andrigure 46 ( Year 8) show the response
did you react to the cyberbullying?d whic

do victims respond to cyberbullying incidents?
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How did you react to the cyberbullying? (Year 7)
AR e e

| reported it to the provider := o
| closed my account - AR AR ™ T
| blocked the person cyberbullying me: B R
I changed my security settings: R e e e e
EIIR
I asked my family t0 help - e R R AR e e e e e e e e
B e e m e
Pl e s en s s |
B S S |
R R R R R R R R AR M "
B S R e e R e e e e e,

10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

| asked a member of staff at school to helg:
| asked my friends to help::

| did something else to take my mind off i
| denied it was happening

| was unhappy

| was angry/ annoyed
lignored it i
0%
: Strongly agree % Agree = Disagree o Strongly disagree

Figure 4.5 How did you react to the cyberbullying? (Yean=26)

How did you react to the cyberbullying? (Year 8)
| reported it to the provider i e AR e e e N
| closed my account & AReast e e " """ " " o
BE N
R T T T, N
AR ARARAR AR e e e e
R, I
e e
P R e
B e e e e e e e e e
A A A g
R R R SRR e e e e e
RS e o e o

10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

| blocked the person cyberbullying mei:
| changed my security settings::

| asked a member of staff at school to help
| asked my family to help::

| asked my friends to help:

| did something else to take my mind off it
| denied it was happening:::

| was unhappy ::
| was angry/ annoyed
I ignored it ::
0%
= Strongly agree # Agree = Disagree ™ Strongly disagree

Figure 4.6 How did you react to the cyberbullying? (Yean=818)

The majority in both year groups changed their secsatiings or blocked the
cyberbully. Over half of those cyberbullied sought help from friends, family or
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teachers. The YPAR group were very surprised at the number in Year 7 claiming to
report their cyberbullying to the provider; this means reportingdtagram,

SnapChat, etc. so that they investigate the cyberbullying and take action against the
perpetrator. The high number concerned the group with regards to its accuracy and
whether the Year 7 students had understood what it meant; not everyoaé& PAR
group had been aware that they caeplort to a providerIn Year 8, the figurgvas

more in line with their expectations. However, it is possible that educatiosaiety

has developed and younger students are more knowledgeable about tigethetio

can take.

Open response questions were used to gath
guestion: How do people protect themselves and others from cyberbullying? (see

Figure 47). The YPAR group assisted in coding the responses, adding ceseg®r

required. A number of theategorie®nly contained one response and, for

presentational clarity, | have removed these from the graphever, the complete
datawerediscussed by the YPAR group. Notable is the high number of responses for

using privacy settings, blocking cyberbullies and only accepting people they know.
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How do you protect yourself online? If you have been
cyberbullied, did you change anything you normally do
online?

Don't get involved in arguments onlingg
Retaliate gy
Delete social media jimmm
Don't go on sites

Leave the game

Don't Know/ blank e —

Doesn't apply to me gaEEEE™

Add more friends to group (strength in numbersgg

Safeguard personal informationggss
Appear offline g

Only accept people you know

Password security

Ignore them |

Delete them g

Block them j

Report them i
Tell adult g
Tell someone &

Tell family

Privacy Settingsj
0% 5% 10% 15% 20% 25% 30% 35% 40% 45%

#Year 7 ®mYear 8
Figure 4.7 How do you protect yourself online? If you have been cyberbullied, did you change anything you

normally do onlie?(Year 7 n=141; Year 8 n=108)

They were also asked how friends helped to protect each other in the event of
cyberbullying. For both Year 7 and Year 8 33% did not respond to this question.

Following the coding by the YPAR group, there were some categooigaining only
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single responses which have been merged with other data or removddduwe43

for presentational clarity. IRigure 48 we can see a shift in how the cyberbullying is
dealt with between the two year groups. Year 7 are more likalgeto adult support
(18%), which would have been a successful approach in primary school, however,
only 7% of Year &tudentsuggest this approach. Instead, Yeatu8lentsaare more
likely to support their friends to change their privacy settings arak tbhe

cyberbully. Year 8s are also more likely to advocate ignoring the problem or to

confront the cyberbully.

115



How do you and your friends help protect each other
from cyberbullying or help each other if you are
cyberbullied?

Would not help/ Don't want to pick side

General help - non specifict
Confront the bully
Avoid arguments
Protect - general statement
General Advice i
Advice to stop using it s
Advice on privacy settings/ blockingi

Advice 10 IgNore |t i —
Advice on who to add

Tell someone i ——
Identify adult to help you i

Tell friends m——————

Develop confidence/ emotional SUpPOr i ———————.

Cheer them up
Check on each other
Stick up for each other &

0% 2% 4% 6% 8% 10% 12% 14% 16% 18% 20%

# Year 7 mYear 8

Figure 4.8 How do you and your friends help protect each other from cyberbullying or &ettpother if you are

cyberbullied?(Year 7 n20, Year 8 n=90)

While this question was to some degree hypothetical, the group also included some

guestions for those who had experience of supporting their peers through
cyberbullying. The questionnaireaske 6 Have you ever

being bullied online?06: Yhe3@)rhadhelpeesponses

hel ped

someone; and Year 8 stated that 288420) had helped peers. They were then asked

an open response question to state what they didgdhem; some did not respond to

this question, despite indicating that they had helped someone. Those who answered

the question in Year 7 indicated that the most popular responses were to provide

116

[



advice on the privacy settings and how to blagkl(l); toidentify an adult to help
(n=8); tell them it would be finenE8); or to confront the bullynE7). In Year 8 there
were only a small proportion who provided additional information, but the most
popular response was to confront the butiy4). Otherstrategies were to develop
their peero6s conf i dencnm=2),;telthemrodgnaredte e mot i o
(n=2); add friends online to support the cyestim (n=2); or report the

cyberbullying to someon&£2). TheYPAR group explained that thespnse to

¢dd friends onlingis about developing strength in numbers against the cyberbully,
hence the bully is confronted by a group rather than the victim alone. The YPAR
group suggested that this could be an effective strategy to make a cyberbediy retr
The YPAR group also identified the shift from asking for adult support, to more self

or peefreliance in Year 8.

4.6.2. Focus group

Notes from the focus group made from the recording and the notes made by the
YPAR group memberguring the focus grouwere discussed at YPAR meetsg
The analysis of the focus group data was constrained by time implications and a
reduced number of participants in the YPAR groley areasdentified from the

focus groupwere:

i)  The participants conflated the terms bullyargd cyberbullying. Although
they could define these two terms, in practice they did not draw a distinction as

their experience drew the two areas together.
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i)  There is namealling online, but the perpetrators will not say it to the victim
faceto-face; thefocusgroup believed this was because the perpetrator is
cowardly.

iii)  There are difficulties getting the perpetrator to take responsibility due to
hacking and the claim, 6lt was just a

iv)  The support from the school was recognised, yet they believef ttregr
investigation is needed; in particular, victims feel very aggrieved when they
report cyber/bullying and the perpetrator manipulates the situation so that the
victim gets blamed. Victims can also have an emotional, retaliatory outburst
towards the bullies during school; the high profile of these can mean that the
victim receives sanctions, again leading to them feeling aggrieved.

v/ Being seen as o0different6é can | ead to
race and religion. Family connectiorencalso lead to victim status, if a
family member is already a victim.

vi)  Young people want their parents to take a more active role in monitoring
communications online and being more proactive when they do report
cyberbullying to them. They talked about th#erence between primary and
secondary classrooms and ethos; there are significant changes during the Year
6 to Year 7 transition, and this includes the amount of responsibility young
people are expected to embrace just as support from teachers and igare
withdrawn. Also, this point is where the risk of cyberbullying (and other
online hazards) increase as young people increasingly use the technology.

vii)  Involving the police is only for the most serious cases where there is a threat to

life. However, tle police are seen as having the power to stop cyberbullying,
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whereas the school has more limited power. Even exclusions do not
necessarily stop cyberbullying.

viii)  There is a mixed response about teacher responses to cyberbullying (and
bullying in general).There is acknowledgement that teachers are busy with
other aspects of teaching, but some teachers were singled out because of their
empathy and proactive approach; this seemed to be a minority, however.
While there are systems in place to protect yousgigtents (separate staircase
for Year 7s was discussed) these are not enforced sufficiently, leading to
aggressive incidents.

iX)  Friends are important for emotional support and advice, but they were not
expected to stand up to the bullies due to the darigke dullies switching
attention to the supportive friendExamples of when this had happened to

themselves or othergere given

4.6.3. Findings in relation to research questions

I n this section we summari se t heestionsndi ngs

1. How do victims respond to cyberbullying incidents?

The majority of students who were cyberbullied, across both Year 7 and Year 8 were
unhappy and angry or annoyed that they were cyberbulliethe focus group, the

young people described cyberbullies as cowards and expressed their frustration over
the ations of these individuals. In particular, they were vexed by the claim that
cyberbullying was a joke or banteY.oung people become frustrated about

cyber/bullying and felt that they could be provoked into emotional outbursts in class
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which divert atteion from the bullies and shift schebased sanctions to the victim;

it was felt that cyber/bullies can be very manipulati@er 70% were proactive and
blocked the cyberbully; in Year 7 it prompted 67% to change their security settings.
In Year 7, thg are more likely to seek support from friends (63%), a member of staff
(55%) or family (41%); in Year 8 the focus shifts as they seek support from family
(69%)), friends (53%) or a member of staff (52%j)iends provide an important

source of emotional gyort and advice. This suggests that education initiatives could

be targeted at friends to provide more targeted and better advice.

2. How do people protect themselves and others from cyberbullying?

The most popular way of protecting themselves online isse the privacy settings.

Yet only 37% of Year 7s and 40% of Year 8s state that they do this. Although this is
the most popular means for protection, the figures suggest that more can be done to
educate the young people about the benefits of usingqysettings for their

protection online. The other most popular responses were also about utilising control
through the settings available online, including blocking individuals and only

accepting people they know as friends online.

In terms of protectig others, the YPAR group were surprised by the relatively small
proportion of people who stated that they had helped others; they suggested that this
might be because they were younger and did not know how best to support their
friends and peerdlt would be beneficial to develop a menu of choices about how
friends can support each other through cyberbullyingwing on the expertise in the

student body. Emotional support from friends is impor@arybung peopleghowever,
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practical support and interviéon is seen as more problematic. There are risks to the

supportive bystander of becoming a victim of the bullies too.

3. How should school (and other adults) respond to cyberbullying?

Following the focus grouphe YPAR group suggested that the schstauld consider
whether the separation of the terms cyberbullying and bullying is an accurate portrayal
of how victimisation occurs. The provision of specific members of staff to support
students who are having difficulties was appreciated by the studéhe focus group
indicated that additional investigation was needed around cyber/bullying; in particular,
the bullies were felt to be excellent at manipulation and had the ability to turn a

situation around and make the victim the wraluogr.

Thefocugr oupd6s comments about teacher suppor
specific teachers who mentored them and provided an excellent level of support,

however, others felt that teachers generally ignored bullying behaviours and did not

have time to adequatetieal with incidents. It was believed by the focus group and

YPAR participants that this is not a core functioratéachets role; teachersvere

there to teach them instead.

The focus group demonstrated that students want parents to take a more active role in
monitoring what happens online. Students also want more proactive support from
parents when they tell them that they are being cyber/bullied. At precisely the time
thatthey transition to a new school and are more likely to experience cyberbullying,
they are also given a lot of new responsibility without commensurate support from

parents and teachers.
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The focus group also discussed police involvement in cyberbullyingis felt that
police should only be involved for the most serious cases, such as when there is a
threat to life (including selharm). It was felt that the police have more power to stop

cyberbullying compared to the school.

Josh and Daniel, with sone¢hers from their GCSE Drama class, are developing a
drama production to communicate the findings from the YPAR group research project

to the students in the school.

4.7. YPAR and the participants

YPAR is a critical, emancipatory pedagogical methodolddiyra et al., 2016)
Consequently, the impact of the research is not just the results obtained for the
research questions; it is also important to consider the impact on the participants in the
reseach group.Ozer and Wrigh{2012)highlight that young people cadevelop new
skills, their voican their communityand professionalismEngaging in the research
process develops skills around planning, data collection, analysis, presentation skills,
communication and so on; aif these areoncrete skis which can benefit young

people as they grow oldéirdoin et al., 2014) However, the development of new

skills occurs with assistance and train(igllett, 2011; Mirra et al., 2016)

consequently, the impact of the YPAR project on the individisads important part

of the worth of a YPAR project. The impact on thed® took part is considered

below.

The YPAR group participants felt that they understood more about cyberbullying by

theend of the project,
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Just experienced more about cyberbullying how like, how it can
effect people, how it came, like how it can happen mostly and how

itds | i ke devel oped. ( Ryan)

But ités definitely expanded my knowledge of it, and, and |
understand...l éfinitely, like, know more about it, 100%, like how to
sort it, how to handle it, how if someone else comes to me, or | go

to them, or just...oh yeah, definitely a lot more about it. (Bella)

They also had engaged in a range of activities which they laded before,
developed their skills and confidence, and felt that they might use those skills again in

the future,

I might take | i ke the stuff 1 6ve | ear

(Hannah)

| think it helped English. Definitely [..dcause, likethe type,
the...type of data we got, like how to read it and, like, analyse it and
take things out of it, anéh, wait, that looks weid@ and [...] stuff

like that, yeah. (Bella)

The most enjoyable part about it is the assembly and stuff, because

theyare the type of things that you need to learn. Speaking in front

of people, because | would never do t
All the pie charts and things that we were looking at, | learnt a lot

from that because it was what people were actualjinga (Josh)
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Although Hannah felt that she would not want to do a similar project dgapite

learning from the experience

| actually did learn quite a lot. So like but then I did kind of get a
l'ittle bit bored with iicalpdfsomuse | amé

so | like hair, beauty and fashion and all that. (Hannah)

During the coding of the questionnaires, Bella suggested that she was not clever
enough to do the activity, yet as | talked her through the process, she gradually gained

confidence anavas able to code successfully,

| feel dead like | know what | am doing. Okay. Nice one. (Bella)

Part of this project also demonstrated that learning can be hard work, but that this is
acceptable | always tried to stress that while it might be diffictiiat they were

doing the work and being successful, for instance, in this dialogue with Bella during

the coding
Bella: l m not smart é
Claire: You are, youore doing it!
Bella: This hurts my brain. ltoés |i ke
smile.
Claire: |l t6s meant to hurt your brain!

The group enjoyed being listened to, having their ideas taken seriously and seeing

their input into the project being used to move the project forward each week
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You know the O6focus on viredaree mso6 t he f
mi ne! [ appl ause] Those are two that |

were good! (Ryan)

ltds | i ke everyone has a voice in it
everyone I s cooperating and we all ge

all, like, shouting like politics(Bella)

The YPAR group hadot participated in aesearctproject before. They were
exposed to a range of new skills and developed their understanding of the research
process. They enjoyed participating in the sessatiheugh attendanceaned

towardsthe end.

4.8. Reflections on YPAR

YPAR appears to offer significant potential for working with young people in a
productive and egalitarian way which provides advantages to the young people, their
community and to the researcher. As | was researching irearofsocieeconomic
deprivation | was enthused by the empowerment agenda within YRR et al.,

2016; Scott, Pyne, & Means, 2015; Zaal & Terry, 2013klished the opportunity to
hel p devel op vy o dkngwledge mpéeweiGkediondrédoinktlals a n
2014 Kirshner et al., 20113nd had a strong desire for the research to be of use to the
young people and their school commurfiBammarota & Fine, 2008 However,

YPAR can also be challenginigp this section | reflect on the impact of challenpes

encountered while conducting YPAR.
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YPAR requires the researcher to minimise power differentiatween themselves

and their ceresearchergScott et al., 2015)et this can introduce tensions too. There
were occasions where the focus of the young people was difficult to maintain, as they
perceived extraurricular activities as additional and soci&ls a famer teacher

there was a temptation émlopta teacher persona, however, this would have negated
the work | had done to establish equity in the group. Encouraging leadership within
the group rather than a collectivepay have helped to overcome this ssund help to
developa greater sense oésponsibility and selfjovernancgArdoin et al., 2014)

although this would need to avoid introducing power imbalances to the.group

The group were resistant to taking on responsibilities for the research process outside
of our time together ancoyth leadership may hawelped to overome this reticence

As | visitedthe school for an hour a week, | could not provide the addittwaradson
support required to move them on in the project timely way Consequentlyl

would arrive for &Y PAR meeting expecting actions to have been completed by the
young peopleto find that they had not; this became very frustrating and elongated the
timescales for the projeciThisoccurred mainly aroundata collectiorandwithout

datawe could not move forward witthe project Youth leaders within the group may
have helped to manage this process more effectively. They may also have helped to
hold the group together until the project was fully completed. As previously

menti oned, the gi towasdéthesehdiokthe prajgmstead,tthei | ed o
boys completed the project togetheith my support. While youth leadership may

have alleviated some of the challenges, Batkal.(2017)suggest that young people

are resistant to adopting leadership ropesticularly with unfamiliar adultsMirra et
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al. (2016)discuss the rush which céake place towards the end of a YPAR project
and how adult authoritgftenresumesto delegate tasks and ensure the project is
completed. It appears that there is no simple solution to these issuesthaut fur
iterations of YPAR perhaps sensitises the researcher to the likelihood of these

challenges arisingenabling appropriate action to be taken.

Although there have been challenges, | believe that YPAR has contributed positively
beyond the qualitative dawhich | have used in my thesiShe time | spent with the
young people allowed me insight into thélived experiences [to reach] more exact

k nowl éFeigeel®93, p. 24}heir analysis of the data presented explanations
which | would not necessly have considered without their insider perspective
(Cammarota & Fine, 2008and through working with the groupbecame a more
familiar presence in the school. Indeed, Josh commented thdtdtidoeen more

open with mebecause of the relationship we had established.

because we got to know you | think | would be more honest than |
would have been if you had just given us a questionnaire and said,

AnoOh, fill that outo. (Josh)

There is a sense of unease, howenagrarding the gap between reality and vision for
the project. Similarly to Burke et d2017) | was naive about the challenges which
emergedthe reality did not matchny expectatios. Insteadl am straddling the
positions ofresearchingn and researchingith children, rather thaheing positioned
firmly as aresearchr who researchesgith children(Cerecer et al., 2013;

GroundwateiSmith et al., 2015; Hawkins, 20155ome researchers have used PAR
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approaches as a way to develop greater understanding of the participants, take
seriously different ways of knowing and avoiding using participants to just generate
data(Datta et al., 2015)which resonates with my current positenmd the way | have
used the data in my thesiBurkeet al.(2017)suggest that conducting YPAR has a
learning curvewhich they have engaged with over several iterations it is therefore,

my hope to move towasanore robust use of YPAR the future.

4.9. Concluding remarks

In this chapterl have presented the YPAR project, considered the challenges
presented by engaging in YPAR, discussed the data collection methods, analysis of
data and the findings of the grow their research questions. | have also considered
the value of YPAR to the group in terms of the skills and knowledge they have
acquired during the project. Finally, | reflected on my use of YPAR, with the benefits
and challenges of this approati Chapter Swe return to the qualitative data

analysed for my thesis, which draws upon the YPAR meeting transcripts, the
interviews and the YPAfRed focus group transcripThese data haveeen analysed
using CGT and the following chapteregsens the categries constructed, and the data

which support these categories.
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Chapter 5 Findings

In Chaptel3, | discussed my constructionist epistemolegych informs my choice
of methodologies, methods and interpretation of the data. | introgrocdial
participatory action research (YPAR)dhow | have combined this methodology
with aspects ofonstructvist grounded theorfCGT) (Charmaz, 2014ap strengthen
the theorygeneration potential of my thesis. Hence, the analysis draws on the
gualitativedatagenerated through nmeetingswith the YPAR groupthe YPARIed
focus groupand the interviews with participants from two schools. The luzta
been coded using nVivo 11 and drawing on C€Testablistihe major categories
which are presentdd this chapter In Chapteb, | discuss the findings in relation to
my research questioifseepage5). Then, inChapters, | will present a discussion of

these findingsn relation to the literature and the implications of the data.

Throughout the chaptgpseudonyms are used for the participants. The participants
are indicated by thepseudonyniollowed by an acronym for their school and their
year group. Therefore, a participant attendinigity Catholic AcademyTC) in Year

7 will be indicated by the code TC/YWhile the OL code indicates participants from

OQur Ladybés High School

5.1. RQ 1. How do young people perceive and define
cyberbullying?

As there are challenges associated with the definition of cyberbullying, it is important

to investigate young peopleds own percept
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define it, as this may contribute to a more honed definitidhen asked to define
cyberbullying young people would give a generic definitidmich reflects thee

safety education which is walitegrated into modEnglishschools for instance:

ltdés when someone is |ike humiliated
on thelnternet. (Noah OLY7)

ltds where | i ke someoneds saying |ike
not very nice language or skittingou, or calling you names or stuff

l i ke that. I t 6s | i kleternetiwhichisher eds any
being said to you personally by someonel t hi nk t hat s what
(Eva TC/Y8)

So cyberbullying, a definition is where, in my opinion, is like where

you want to harm someone online, caus

their face. (Alice TC/Y9)

However, as they talked furtheruancevecamesvident. There is an established

definition of bullyingwhichincorporates three key aspects:

i) intention to harnsomeone through tirenegativeactions

5 Skitting is a colloquial Liverpool phrase meaning to tease or make fun of someone.
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i) a power imbalance between victim and perpetrataich makes it difficult

for the victim to defend #mselvesand

iii) it happens on multiple occasions, it is not a-offeevent(Olweus, 1993)

This definition has been adapted for cyberbullying to include actions which take place
through electronic mediawhenanalysinghe data, participants draw out the

following key aspects:

i) intention to harm or humiliate;

i) the victim cannot escape fratme activity or activities perpetrated against

them;

iii) attempts tdransfer power from victims to perpetrators; and

iv) the perpetrator hides behind the screen

These are closely related to, yet not quite the same as, the original definition of

bullying. Next | will consider the different dimensions of these four points.

5.1.1. Intention to harm or humiliate

The original definitiorfor bullying, and the adapted definition for cyberbullyjng

include the intention to harnHere humiliation has been added. Humiliation can be
deemed a form of harm; however, young people seem to perceive humiliation as a
separate issue and not necessarily harmful. Some adolescents argue cyberbullying is
joking, fun or banter; indeed, there weliscussions with the YPAR group regarding

banter when they would become frustrated with peers labelling bullying activities as
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Obantero. Banter is normally between fri
it should not involve humiliation or harras this is when it becomes cyber/bullying.

It appears perpetrators may have difficulty identifying humiliation as a harmful

activity and do not regard it as part of cyberbullying. However, others do identify
humiliation as an aspect of cyberbullyingncluding humiliatiorwithin the category

makes it clear humiliation is also harmful and a cyberbullying activity.

And then youdre just basically trying

front of other people (Josh TC/Y9)

The perpetrators take something whicturyg peopldike, for instance a photograph
which has beeposted, anduin it. Ruining it in this sense is not just about the
physical changes they make, but the way the victim also feels about it. The wide
audience on social mediahich is predominaiy their peer group in scho@nsures

humiliation is complete

Especially when theydére taking your p
enough to post that picture and then

somet hing bad, theyo6re using it again

Therange of cyberbullying activities described is extensResting sty comments

on photographs the victim fposted is one dhe most common activitiesThe
cyberbullying becomes more serious when the perpetnapesatedly add the victim

into groupchats or send direct messages where they are verbally abused by multiple
people As perpetration escalatéske hate accountsain be set upyhere malicious
material isposted online about the victjithe audience can be large, but may exclude
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the victim. Then,theremay bethreatening messages gptibne callgo their mobile

phonefrom unknown perpetratorghich scare the victim

Wel | , |l i ke, they all just, I
just send it to me, aégrlsiiosmeny t
ot her school texting me that

was, like, eight or nine of them on to me. (Olivia OL/Y9)

they make Instagram accounts aboutpeéplend | i k e,

dead nasty and, oh it just, it wrecks medg&harlotte TC/Y12)

Like, phoning you on the phone and what have §olike, calling
you names and all tha#. And like, threateningyoé L i k e,
going to batter you, or 1611

oL/Y8)

i ke,

type

he ot her

I donot

theyodor e

When perpetrators obtainparsonamobile phone numbethis is perceived as an

escalatiorof threatbeyond accessing someona their social media accounts, as

Jacob explains:

letting you knowt h e ygdi woer number and they might like find

out where you live asomething. (Jacob OL/Y9)

The intention here is to instil fear and maximise harm to the victim. This

potentially be very damaging to the mental health of the vi®enpetrators appear to

can

use multiple methods of cyberbullying together to maximisentipact on the victim
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and there can be multiple perpetrators. However, Charlotte, reflecting on assemblies

with outside speakers about cybeltying, makes the point:

when you say O6cyberbullyingd and 6bul
wel |, |  dountd tt hdeon tthhaety, or ebal i se t hat ét h
that by you saying nasty things to pe

TCIY12)

There is an escalation of harm to the victim, which includes humiliation. The intention
to harm is very clear through most of thesévities, yet young people appear to need

additional clarityregarding lamiliation, which some perceive as fun or banter.

5.1.2. The victim cannot escape from the activity or activities

perpetrated against them

Emerging strongly from the data is that youngpglesee cyberbullying and

traditional bullying as linked parts of bullying. Although they can recite the
definitions for cyberbullying and bullying which they have been told, their reality is
different. These are not generally separate activities. layeibeing cyberbullied,

you are very likely to also be bullied in school and vice versa. Although there are
times when they are separated, tlie majority of participants did not experience
cyberbullying and traditional bullying as two separate actisitConsequently, it

makes sense to link these terms and | have chosen to do this using the term
6cyber/ bullyingbé. Cyberbullying takes pl
is at home. Meanwhile traditional bullying takes place in school. Gyldgring is

where both activities take place on a continuous cycle; the activities from one form of
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bullying feed into the other. The victim feels they are unable to escape, they are

victimised continuously in both the online world and the physical world

they are joined somewhere along the line, like, you could basically,

like, have somebody be mean to you in the school and then they

could be, like, texting you stuff during the night. Like, they might,

say, text you, | i k etyou @ ghg schogl , i ke, I O

tomorrow and stuff (Amelia OL/Y7)

the mixture of them both is possibly the worst, becausd you 6 t

youd o mgét.tlike, a break from it. (Megan TC/Y12)

Participants also discussed the permanence/impermanence of the materialposted f
cyberbullying and how it impacts upon the victim in different waysake them feel
trapped Some social media are designed to be impermanent, such as SnapChat,
where material posted can be viewed a limited number of times for a limited duration,

thenit is deleted forever.

mai nly Snapchat, only because the cha

chat deletes itself so no one else can see it. (Jack TC/Y9)

There is an element of controlled risk here for the perpetrator. They may send

something unpleasant,butt t hen becomes their word aga
the message contained and their intentions when they sehich makes reporting
victimisation problematic, further trapping the victim. Perpetrators also delete

material when they reflect moocarefully on what they have pesl. This appears to

be related to removing an evidericail (not taking responsibility for actiswill be
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discussed isubsection5.1.4); however, the victim is still conscious of the negative

material and a wider audiee of peers have also seen it.

you can say something, or you can post something, and be, like...so
you get your reaction out of it, but then, like, if you think, like, once

I taf salmed down, kinda thing, was that worth it? so you can
delete it. But tdeélsted and, like, obviously youa neally trace

it, but the persomv h ob@emn the victim of it, still knows about it and

it still affects them whatever has been said. (Megan TC/Y12)

Meanwhile, other material remains as a permanent reminderatfhak been posted
about the victim until the perpetrator removes it or it is removed by the service
provider (i.e. Instagram)Where material is always available for victims to see, Alice
highlights they can keep looking at it, renewing and buildingheir victimisation

which compounds the sense of being trapped in the cyberbullying

You don6ét want to do it to their face
always there so they can always keep looking at and feel more bad

about themselves (Alice TC/Y9)

Even ace the material has been deleted it was suggested the impact remains with the
victim. The impact can also be developed since a wide audience has seen the
material, they continue to refer to it, gossip about it or bhupldn that victimisation

thereby ircreasing the sense of not being able to escape.
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ltds something that once you post so
youdbre going to school people arenot

OL/Y9)

This contrasts with traditional bullying where the victimisatiemds to be more

covert, the number of people who witness the bullying tends to be smaller and so
while others may know it is happening, those who have access to original perpetration
is limited. A wider audience online means victims feel everyone kaod$ave

been witness to their humiliation.

Young people rank cyberbullying as one of the top threats online. The majority stated
cyberbullying was equal to or above the threat of online grooming; those ranking it
below online grooming generally placegust below, although some qualified this
based on the level of cyberbullying experienced (i.e. a brief argument with friends
versudong-term, serious cyberbullying). The reasons for this high rankergtwo-

fold: their perception of how easy it was to stop both; and the harm which could be
caused to the victim. For online grooming they said the groomer could be blocked
which would stop all further contact, whereas cyber/bullies are persistent, thay are i
school with the victim and if they are blocked they find another way to continue the
victimisation (i .e. f asmarphanestaccaunts,s, usi ng
involving friends). Young people suggest thaiet persistence of cyber/bullies can

lead tomental health issues, séldrm and suicide.

I think grooming and everything can

bullyingds worser. é Because thatds
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know, where grooming you can just say
where é thgeootban bhboaolg them, but the
a way to text you back. € Like peopl e
you start thinking, AOh itds right, o
people have hanged themselves and eve

(Charlotte TC/YL2)

The perpetrators can be so persisteatyoung people perceive cyberbullying to be
equal to or above the threat of online grooming. The victim believes they are unable

to escape from cyberbullying due to this harassment.

5.1.3. Attempts to transfer power from victims to perpetrators

Participants make it clear anyone can be cyberbullied, so we do not necessarily start
with a power imbalanges is required in the original definitions for bullying and
cyberbullying However, it becomes apparent through ttierviews that there is a
transfer of poweor an attempt to transfer powauring the victimisation process and

if successfulthis negatively impacts on the mental health of the victidithin youth
culture nasty online behaviour seems to be normailissdme groups and can

manifest through cyber/bullying. This behaviour can isolate individuals, and develop

a situation where they feahable to trust other people.

Everyone bullies everyone nowadays, everyone bullies anyone, it
happens. Friends bullyfi ends, i tdéds just, itdsél me

nowadays saying they have trust 1 ssue
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a surprise because everyone has it now because youreally

trust. (Grace OL/Y9)

Grace highlights how damaging this culture isifalividuals, they feel unable to trust
others because even their friends will bully each other grilediminishes the
confidence of individuals While the issue can appear widespread, there are
individuals who have not experienced cyberbullying,ipaldrly in younger yearso

it should not be assumed that everyone experiences a lack of trust in others.

Charlotte said victims shouldlock cyberbullies immediatelyand then considers the

impact on the victim of reading cyberbullying posts

block trem, tell someoné 6 Cause i f youbre gonna sit
read it and not keep it in you, gonna
on you mentallyé But if you tell someone and block the person

altogether, and every time someone po
st there and goéand talk back to then

(Charlotte TC/Y12)

Her rationale here is interesting because she seedigde actions into passive and
reactive. Raoudiree giosr nah esdi ¢a rfidh etrhee savnidc trienz
the comments, internaé s t h e mwaskon yolhneegtalfi, wher eas t he ¢
part where the victim is actively telling and blocking suggests action, taking control.
Charlotte says not to engage with the bullies; the victim has control and the power to

decide what they will read, who can post on their feed, & victims can be active

or passive. This is related to power and a victim using their power to decide what will
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happen within the limits available to them; they can decide what will be read,
internalised and how it will affect them mentally. Choosmogito engage with the
bullies at all helps to reduce their power over the victim. The most popular response

when questioned about how to manage cyberbullying was to block the bully.

However, Amber argues blockingoally can be counteproductive:

somet mes especially when theyodre in sch
them could be worse because now t heyo
sheds shooko anhd sy dubkvee .gots htabdiosw ki nd
sheds scared of wus. 0 Andaganhen t hat os
into real |l ife 6cause now youdve bl oc

won in a sense. (Amber TC/Y9)

Here she is talking about when cyberbullying has reached a stage of group chats. The
perpetrators can keep adding the victim into a group chat whiobusdd on bullying
activities. They can see when the victim leaves the chat and then they keep repeating
the process of adding them back into the chat. The only escape is to block the
perpetrators. In this extract we have a sense of power transfer beiat® and

bully. Blocking provides a reaction to the bullying activity and the perpetrators know

t hey shomlo et ie victim, the victim is scared

While cyberbullying does not necessarily start with a power imbalance, therptype
seeks to establish power over their victim through the cyberbullying pro¢ess.
victims can try to stop the power transfer through deciding to respond proactively to
cyberbullying.
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5.1.4. The perpetrator hides behind the screen

This category is a newspect to the definition for cyberbullying, but emerged strongly
from the data. Young peoptdten repeated the view that the cyberbullies are
cowardly; they hide behind the screen. Some participants have suggested
cyberbullying gives the bully a relatilyerisk-free environment in which they can
perpetrate their activities. Not only are they behind a screen, but they can also use a

fake username

|l think 6cause when itdéds online | thi
confidence to say things that they say a lot neo, l i ke, you woul d

just walk up to someone and start saying some of the things that

theyoll say o nl&e kirel ofppooteaies pourseli | i ne you
youdre behind a screen. Or some peop
and al l t h i smore brutdl dnline Idhink. (Atlzer a | ot

TC/Y9)

Somesurreptitiously uss 0 me o n esmaphane ansapparently regular

occurrence amongpungeradolescents so the cyberbullying activities cannot be
traced back to themYoung adolescentsppear to have Xaattitudes towards security

of their devices and technology, sharing passwords and rarely changing them
however this alters as they maturd@his makes it simple for others to access someone

e | ssen@rfshone or social media e@unt to engage in perpation.
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You could like make a separate account or you can go on someone
el sedbs phone and send it, so it | ooks

(Caitlin OL/Y7)

However, there appear to be degrees of protection. Where a cyberbully is anonymous,
this is clearly a fgh degree of protection from most people who might intercept the
messagesowever, cyberbullying does occur where the victim knows who the bully

is. Indeed, it appears this is frequently the case. However, this idea of hiding and
being protected behiralscreen is still discussed even when the identity of the

perpetrator is knon.

Amber(above)realises people would not say the same thingsttatace that they do
onlineg cyberbullies are experiencing disinhibition through the online mechanism.
Grace (OL/Y9) offers this from her own experience of saying horrible things via

online mechanisms to her sister when they are arguing:

itéds more or | ess theydére hiding behi
says, itbés Ocause yowneithesfiork you can s
when | 6ve texted someone, l i ke me si s
me wrong itosodmseocafalt medgraeatest 1 nver

amazing but Olike that sometimes texting and feeling really

awkward, saying somehow text and go,
my sister [l aughter] weoll text each
room.é But | 61 I say it on there so it 1is

cyberbullying. GraceOL/Y9)
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She recognises what she is doing is cowardly, she is hiding behind a screen rather than
just saying what she wants to say to her sister during the argument. There seems to be
a level of protection afforded by the screen, even if you are gdilystlose to

someone. | believe there may be a nuance here about being protected, in the same
way aswe are from animals at the zoo, where they are behind glass or in a cage. We
each know the other is there, but cannot reach them. Potentially thnatis w

protection means for cyberbulligather than anonymity. Therefore, protection may

lie on a continuum from bullying fage-face where there is no protection through to

anonymous cyberbullying with apparent total protection.

Participants also talkembout the evidenegail for cyberbullying. It appears when

young people are cyberbullied they are expected to produce evidence of perpetration
which can be used by the school in their investigation. This seems to cuuitinast
faceto-face bullying whee victims are unable to gather evidence in the same way.

The ability to delete messages, use of apps like SnapChat which automatically deletes
messages, and wsmdrphanesartdaceauntspmake @ prablémsatic for

victims to pove what has hgened to them.

after they send something you can press a button and it unsends it so

A

itdéds gone from the chat (Jack TC/ Y9)

You could like make a separate account or you can go on someone
el sebs phone and send it, syo it | ooks

OL/Y7)
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Although sometimes it appears to the person deleting the messages that it has

disappe

ared, but it is still availaiethe victim on their account.

they can delete it and act | i ke theyo

stays on t hereent(flveTC/YB)er sonds sc

As explained,lieyounger adolescenkad a very lax attitude to security; they share

passwords and do not appear to chahge passwords when discovered.

They

Hannah: Everyone knows my password. You know my password

dondt vy ou?lydhangeimy passdords raShapCiéat.

Layla: Yours are still the same because | remember yours when you

told me, when you gave it to me.

Bella: | told you as well. Why am | telling everyone the passwords?

(TC YPAR Meeting 3.4.17)

al s o usmarpheres with ar withctrpérmission, sending messages

to others fromhesmarphones of family or friends.

someone came up to her and said why are you texting someone this

about this and she was hdirpHome, 6 what 206 s
got their, the sisterds phone or some
changed the name to me, to me, er. m
OL/Y9)

When young people are so lax about security, it becomes very difficult to state

definitively the person who is thight to be the perpetrator, definitely sent the original
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message. This provides another means for protection behind the screen, built
deniability, and could foster a lack of responsibility. Combined with the capacity to
delete messages, this is regdtywerful for perpetrators who wish to hide and avoid
responsibility or sanctions. It is much harder for victims to demonstrate and prove

what has happened to them and who is responsible.

A further reason for perpetrators to hide was raised by a fewveipartts who
identified that sometimes nice people are cyberbullied, but bystanders would take

action, if the perpesitor was seen to be doing this.

people could be seeing it and theyore

behindé behind thensccarernsée atusey d® hen

doingittothemé 6 Cause they feel scared that

rest of their friends because theyore

can all see it. (Hannah TC/Y9)

The perpetrator may also want to protect their reputation and aviogllbbelled as a
bully. Hiding behind the screen, therefore, is about protection for the perpetrator; it is
not, necessarily, about anonymity. Rather it provides distancing from the victim and,
in some cases, the opportunity to protect their own répaotahd status, avoiding a

Obull yé | abel

5.2. RQ 2. How can young people manage cyberbullying

incidences in their own lives and those of their peers?

There are five key concepts related to RQ2:
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1)  Managing expectations of public persamgisusonline protection

i) (Not) recognising boundaries for behaviour

iii)  Feelings of futility and damaging mental health

Iv)  Taking control of the situation

v)  Bystanders and friends supportithig victim in a managed way
The concepts ahanaging expectations of public persamgsusonline potection
and(Not) recognising boundaries for behaviare linked. All participants were
attempting, in their different ways, to manage both the persona which they projected
through online and faew-face means to their peers in school and beyond, while
operating in an arena of inconsistent social rulesbauthdaries set by their age
group. Feelings of futility and damaging mental headtidtaking control of the
situationare opposite positions, but not necessarily exclusive for victims who may
transition between thenBystanders and friends supportitigevictim in a managed
way captures that bystanders may be people other than friends, although those who
support victims in the two research schools, tend to be friends rather than other
bystanders who may witness cyber/bullying incidents. | will expah of these

concepts in more depth in the followiagb-sections.

5.2.1. Managing expectations of public persona versus online protection

There appears to be a tension between developing an online presence and identity, and
being able to protect yourself online a YPAR Meeting (19/12/16) the group

discussed privacy settinga YouTube. Somased privacy settingsn YouTube and

others were critical of this as the aim of the platform is to share videos. Josh suggested

publishing YouTube videos is about makimgney, which is not possible if the
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YouTuber 6 sunasadable This tensiorsis also apparent when young people
were discussing the need to build their Instagram accounts. Their peers expect
everyone to have a certain number of followietisis ersures you are not bullied for
having too few yet having a private account means it is more difficult to reach this
number. One participant had moved schools due to cyber/bullying, yet still retained
her bullies on her Instagram account as they conétbtd her number of followers;

she had accepting bullying as the price for building followers and developing a robust
profile. Here she reflects that her number of followyar(hundred had probably

reached a level where she could now remareblallies:

Yeah, well my mum al ways tells me to
just about, like, having, like, the most followers and stuff, but |

probably will block them now. (Olivia OL/Y9)

The majority of participants discussed using privacy settings, yet alsmeeferred to
unpleasant incidents in the past which had made them review the security of their
accounts. This seems to fit into a broader picture of young people sharing their own

and otherds personal i nf aingreectity seriodslg c count s

enough.

Some random person has got my phone number and they keep voice
mailing me and itbds creepy and they a

TCIY9)
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He used to, like, text me and all that, saying he was my age, but
then, like, he posted a picture, amel was, like, very olé@ Like, he

scared me, but | just blocked hifdessica OL/YB

Conversely, Lucy (TC/Y8) had created a range of online personas for each of her
interests, then a separate scHoaded persona which she maintains online and in
school. These personas serve to compartmentalise her life and interests. Her school
based persona reflects the interests of her friendship group, rather than her own
interests which she describes as o6nerdy6é6.

persona cafally to ensure there is no creeser between them.

Young people can be lax about securing their accounts and may unwittingly share
personal information which is then used by others for more nefarious purposes. Yet
they also experience tensions betweelne identity/presence building and the

mechanisms to secure their protection.

5.2.2. (Not) recognising boundaries for behaviour

In the social world there are unwritten rules for behaviour to which people subscribe,
often without conscious thought; they aretjd a socialisation process for the society

in which people livgBerger & Luckmann, 1967; Burr, 2003Adolescents are

learring to navigate these rules in both the offline and online worlds; however, the
online world does not have the sodistorical culture of the offline world which has
been developed for each generation to pass to the next. Therefore, through the data,
there is evidence of adolescents struggling with the boundaries for behaviour in both

the offline and online worlds.
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A number of interview participants believed cyber/bullying was a normal part of life
However, this belief was not reflected in my discussions with the YPAR gaodp

other intervieveesdiscussedheir supportive friendships. Therefore, it seems for
certan groups of young people, cyber/bullying has become a normalised part of their
lives, one with which their social circle engages on a regular basis. They perceived
this as normal behaviour, whereas othmtsevefriends do not normally bully friends
and instead offer support. This has serious implications for those who are within a
normalised cyber/bullying circle as it could damage relationships, their sense of trust

and mentalvell-being.

Most of the time t péople thay o u dosesto.(RyanTC/Y9)

Sometimes cyber/bullying between friends happens when there is an argument. This
can escalate into friends taking sidéeenindividuals becora isolated from friends
and victimised.This will damage trust, ngtst through the original argument, but

also trough the negative actions of the group.

Therebds just an argument, and then th

stuff, and start bullying you. (Jessica OL/Y8)

This can be a trigger for sharing materials or inforarathich friends believed
would be kept confidential, whichgain feeds into trust issues. Here Ryan (TC/Y9)
is discussing the difficulties of finding someone to confidéf ipou are being

cyberbullied, but his statement reflectsler issues of trustg friends:

Just really tell someoneétell someone

anyone, so telling someone like that you can trust. Someone adult
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and not only your friends, and just keep it private really because if
you tell it and like say like you s&y one of your mates yeah? They
could spread it, cause you dibRnow, cause yoa a rreally trust

anyone. (Ryan TC/Y9)

There seems to be an issue with respecting confidentiality and privacy. When
friendships breaklown, this becomes a more significasgue as they may seek to

damage the reputation of theeind with whom they have argued.

Li ke, 1itds where you get filters and
horrible like, there is one where you have massive teeth, if a girl
takes a picture of someone ahen as soon as they fall out she

might like post it and send it to everyone. (Emily OL/Y7)

Friends have fun with the technology, they share secrets, thoughts and dreams, but
then as soon as there is an argument the
ammunition which can be used online and quickly spread. There needs to be

awareness of boundaries for sharing personal information with pdvers in the

event of a friendship breakdown

5.2.3. Feelings of futility and damaging mental health

Repeatedly, youngeople discussed the futility of actions to try to stop cyberbullying

and the resultant negat i viedeed, thp effectof on peop
cyberbullying appears to remain with the victim even if the perpetration is stopped.

Even though cyliullying may be deleted, the effect of seeingrtiaterial remains

with the victim
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cyberbullying is, like, you knowdit there, but it can quite easily,
like, be deleted, like, the effects of @ ilike, still with you (Megan

TCIY12)

The ephemeral nate of some material online does not lessen its impact. Where
material is not deleted, it seems victims may reuvisit it, strengthening its impact on
them. The perpetrators hound the victim constantly, makieqfeel like they

cannot escape.

Well, if youget bullied online they can bother you, bother you,

bother you, bother youédo you know wh
notification, notification, notificatio® When youb6re i n school
can just walk away, but online itods a
eventuaf youdre gonna read it and i1itds goc
TCIY9)

Young people seem to be drawn to their notifications, as it sits orsthaiphone
waiting for them. Jackds description of
property; they cannotseape it. The young people discuss the impact on mental

health,including thoughts of suicide, for example:

Because it actwually | i ke made my hear

wanted to kill myself. (Sofia OL/Y7)

That s why, sort obpl goki skeéhamoregcas
suicidal thoughts aboutébecause of on

6cause in real |l ife they, sort of, pe
151



than online. Onlineds sort of a one
head, you can mess with their hegdu can make them feel great,

you can make them feel horrible (Harry TC/Y8)

The hounding is an important part of the cyber/bullyandeal andthis reinforces the

feelings of futility which are often expressed. This aspect issided though: young

people say cyberbullying cannot ever be stopped, yet they advocate telling an adult to
make it stop, although t Hinhthe datathesetiss mes &6 ma
sufficient evidence of either approach working or not, so young people themselves are
likely to be reflecting their knowledge of relative successes and failures of stopping
cyberbullying which, in turn, are likely to be based arouiffer@nt contextual

factors. Some of these contextual factors will be related to the individual and how

they process their victimisation. Here, Ryan suggests victims need to accept

cyberbullying as part of lifegndinstead try to control their emotiorsthate to

minimise impact on their menthgalth; to develop resilience:

No. You cdnéortealyloyu sctaonp cyberbull ying.

can you get over it? Can you get over that fear? (Ryan TC/Y9)

Cyberbullying is a complex issue which is influentsgdcontextual factors, including
the victimbés own attitude and resilience.
perpetrators and the invasion via their own, personal devices can increase feelings of

futility and the impact on mental health.
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5.2.4. Taking control of the situation

Young people describe choices which involve an affirmative decision about how they
will take control of their situation. Sometimes this may appear to be a passive
response, but they have still actively chosen this responsenskamnce, they may

decide to ignore the cyber/bullying; this requires resilience and that they act as if the
cyber/bullying does not bother them. They need to try not to take on board the

negailve messages they are receiving.

Youc a rgét away from cybdsullying, no one can. But the only

thing you can do is just o digien to it. (Ryan TC/Y9)

D o nsbdw them thag o u €cared and it bothers yo&. Anyway,
t h e mavd oh because they thinklio e dath@rtyou. (Jacob

OL/Y9)

Alternatively, they maylecide to be more proactive through gathering evidence of the
cyber/bullying ready to present to someone else; they may tell sonlsersmd seek

support from them.

Well, if people say something bad to you should block them straight
away and tellsomeoiee cause i tébés better. | 6ve
bit, i ke, i f you dondét tell anyone,

You should always tell someone. (Olivia OL/Y9)

Alternatively, they may actively confront the perpetrator either verbally or physically

Verbal confrontation requires a set of skills togdt potential risks of becoming
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further embroiled in victimisation or the victim of a physical assault. Sometimes,
directly confronting the perpetrator can remove misconceptions and
misunderstandings, salting in a cessation of cyberbullying and empowering the

victim.

It, like, depends if you feel confident to them, like, to just go and
speak to them, which I 6ve done in the

(Jessica OL/Y8)

She got jumpédand then she fought back and she obviously won

and everybody heard about -shet . So if
got jumped and the people that jumped other people have ended up

losing then no one else is gonna say something to her or hit her in a

way& ause they think shebés not scared t

TCIY9)

Although physical violence is alluded to by some patrticipants, this seems to be
something which most wish to avoid. It is seen, by the majority, to be a last resort. In
the case relatedyllack, the girl managed to overcome her attackers, but this is not a

guaranteed result; she fought because she was given no other option. It seems most

6 Jumped is to be physically attackedéygroup
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will try to avoid this form of resolution. Even verbal confrontation is risky as it may

escalate tolpysical violence, if it is mishandled.

This concept is the conversesaflrsection5.2.3Feelings of futility and damaging

mental health In subsection5.2.3the victim is a passive recipient of the

cyber/bullying; they are overwhelmed and unable to cdffaen the victims take

control of the situation they regain some control, some power which was transferred to

the perpetrators when thectim wasfearful.

5.2.5. Bystanders and friends supporting the victim in a managed way

The young people perceived theiefrds as a key support during cyber/bullying

incidents. They discusséwf r i ends O6stick up for youd,
and 6get you through ité (TC Focus Group)
risk involved for their friend$ and otler bystanders hence the inclusion in the
category of supporting in a Omanaged way?®b
carefully manage the ristf becoming avictim themselvesthroughtheir involvement

as a bystander. A number of younger participants explained how they ot b#uers

become victims aftethey tried to defend a friend.

6cause when | stuck up for my mate an
alright with that person who they were being meaarnd then they

just turned on me (TC Focus Group)

Older studentsthoughhad devi sed ways of mediating w
while minimising the risk to themselves They judged the perpet

before approaching them, developed coatwly dialogue, rather than escalating the
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situation through aggressive tones and sought to dispel any misunderstandatgs whi

had caused the cyberbullying.

| can sort of be like, your advocate in it, not necessarily get

involved, butl couldgoandspeeko t he per son who itd&s
with and be, like, why are you doing this? You know, not as in

attacking way, but as in sort of like, neutral ground. (Megan

TCIY12)

However, the risks of bystander victimisation are minimised when the bystander has a

higher social status in the school or are thelwvess considered to be a bully.

I f itdés only | i ke one or two peopl e |
him alone now, you don6t know him, vyo
you just, erm, takeédlkoyg yomt | ad o6édcause
mates with him so | dondédt see why you
(Harry TC/Y8)

Harr yods namesomepespleltoibullying ohcidbnys where he was the
perpetratora n d h e a d mbeeniretitat sbreof anea @ couple of ties

However, he also discussed times whe had defended others and taken action to

stop perpetration against his friends. His status protected him and gave him the means

to protect those around him.

Jack discussed the social hierarchy which existsarschool and how he had moved

from a middle band to the highest level in the hierarshgiél hierarchy is discussed
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in subsection5.4.2. This change in status meant if he was bullied, his friendso

were also in the higher tiércould step in andtop the perpetration

It depends have you ever éwhatodos the w
Hierarchy if you know what | meaé. So obviously #f like if

youor e hi ginehepyramid them ebviduslyeand

someone is lower in the pyramid tries to bully wbwiously your

friends are going to intervene. | t 60s

theédo you get what | mean? (Jack TC/

Some young people decide there is strength in numbers and use groups of friends to
defend against perpetratiofowever, this strategyoes require the victim to have a

supportive friendship network already in place who are prepared to act as defenders

If you have more than one person on the defence side then yeah it
tends to wor k, because they dondét wan

than two people. (Josh TC/Y9)

Therefore, the risks of becoming involved as a bystander defending a victim can be
mitigated by other contextual factors. This is not a simple process for young people
and requires them to be aware of their wider context. Befordidgon appropriate
actions, they need to go through a process of risk analysis for their own involvement
and how best to mitigate this. Many people do not support others who are being
cyber/bullied. While the YPAR group were analysing data from the ¥Yea

guestionnaires, this exahge occurred between the girls:
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Bella: Have you ever helped someone who has been cyber bullied?

Look how many people said no.

All: [Gasp].

Bella: Ninetysix people and then only 39 people said yeah.

Hannah: | have.

Layla: Butin away,| see that they might not

Layla raises an important poinere;the Year 7 students may not know how to help
othas who are being cyberbullied’he inactivity of bystanders was raiseddh as

well:

most of the time, other studemshe school are just bystanders and

kno

they donét do nothing. (Amelia OL/YT7)

This suggests more can be done to educate bystanders regarding the best actions to

take when witnessing cyberbullyin@harlotte (TC/Y12kuggestdystanders could
help to stop gber/bullying, butwill not risk themselveshowever, this may be caused

by inexperience rather than a lack of desire to act

people can be, fAWell I dondét wanna

turned round, but by you saying something that could sttiait,

could make someoneo0s élButfifgouait whol e
there and watch it then what are
anything, theyodére gettingétheyore

theydore watching s oénkkoowé atpett t i ng
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thatd6d be horrible. 6Cause | al ways
me getting done, and | al ways have th

alright?o But they never done nothin

Charlotte makes this a moral responsibildyget involved and she invalidates their
follow-up after the event. The bystanders watched what was happening, watching her
6getting doneb6, a phrase which evokes the

could change 0s o me avoleed;#is & mofakimperatiye. b ec omi ng

Yet, there is also a necessity for friends to act in a way which does not contravene the
victimdés wishes. Participants did not wa
without their permission. During a YPARayp meeting the following exchange

occurred while we were analysinget Year 7 questionnaire results:

Claire: Sofriends are actually the least popular option for them to

go to and sayé.

Hannah: Yeah.

Josh: Because in Year 7 if you tell a friend they go and tell a

teacher.

Josh (TC/Y9) captures the loss of control which victims can experience when friends

or bystanérs act without their permission. In primary school, children will often

relate friendship issues and bullying to the class teacher who then acts to resolve those
issues, however, in secondary school this changes. In Year 7 the students are still

adaptingo the new context and perceive telling the teacher as a positivenstegd,
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this is the advice they are given if they withess any form of bullyldgring the

Focus Group Josh was involved lmistexchange with a participant:

R: Yeah, a redlly dcdreel gf the teachers, the people
who are bullying because, theyodre jus

try to acté

Josh: Cause the teachers cané6t really

The students believe there is little teachers can do about cyber/bullying. There wa
anger expressed about what the students perceived as teachers ignoring the problem,
but some also suggested teachers are too busy toeribnsl judge what is

happening.

Cause theydre teaching and they donodt

see, theydidnt see that much (TC Focus Group

Theresistancdo telling a teacher is the perceptiboe an 6é make t hings wor
well as the namealling which can result (e.g. nark, snitch, grass) the victim loses

control of the situation as the teacher will tli@ke action. So, the role of friends is to

persuade and support the victim to take action through telling pth#rsr than to

take action on their behalf.

Strategies altered as the children and young people matured; older participants had
developed mie effective strategies to minimise their own risk, while also helping
their friends. This ranged from directly discussing the situation with the perpetrators,

advice and support behind the scenes, encouraging the victim to disclose to an adult,
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advisingabout privacy settings or posting positive messages on social media to
counteract the negative bullying messages. It may be possible for schools to harness
the strategies developed by older students to develop a training programme or script

for bystandes, to help them to intervene more effectively.

5.3.  RQ 3. How do young people perceive the role of adults in
managing cyberbullying incidences?

The participants strongly believed it was
They did not always statewhoe 6 someoned should be, thei
needed to know about the cyberbullyisg the emotional burden could be shared.

They also have different levels of expectation depending on who they are telling:

friends and family are expected to pidey emotional support and advice; school has a

dual role of providing emotional support for some cases, but in others they are

expected to work to resolve the situation; and the police are expected to resolve

complex or longasting cyberbullying cases agkiy. Only a few participants

mentioned other sources of support, such as Childline.

5.3.1. Telling and damaging your reputation

The young people are conflicted about the role of adults in cyberbullying. Young
people want the opportunity to resolve situatitmishemselves, yet do not always

have the skills or ability to do this. Young people are also very aware of the
reputational damage which can occur when it becomes known they have told an adult
about cyber/bullying. Young people describe a delicatenoailg act of navigating

the space within school and preserving their reputatigheiftell an adultheyare
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being cyber/bullied thetheyare branded as a nark, grass, snitchvetch increases

perpetration.

No,6 ¢ a somatimes they can make ittifBes worse and harder
on you, because it looks like, likeo u tld ®omeone and like you

might get called a grass, or something. (Evie OL/Y7)

Like, she gets involved and, I i ke,
just keep it to myself, and sort it auyself, because &rather get it
sorted out myself, than get other people involved. (Jessica OL/Y8,

discussing her mother)

However, the stage at which young people report cyber/bullying and at which adults
intervene seems to have an impact on this brgnd@eport too early andctims fix

theirr e put at i o,yandare likely t@sgfferarore écutely at the hands of the
cyber/bully and others; report latgrhen things have moved beyond what peers
would deem normal levels of bullying type behavj@rdless reputational damage is
likely. The young people interviewed advise reporting once cyber/bullying has
reached advanced stages or if it has been going on for a longesctibeé reporting,
then, is to be expected, and therefore their reputatibnat be damaged in the same
way. Young people report their parents (and some school staff) often want to step in
and resolve the situation for their child, quickly and efficiently, by going directly to
the school. This is unhelpful for young peoplargyto avoid additional bullying due

to reputational damage.
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I would probably go a Ilittle bit more
school every time | said something. (Josh, TC/Y9, talking about

discussing problems with his mother)

The decision to tell someoig therefore, contextual and needs to be carefully

considered by young people due to the potential for reputational damage.

5.3.2. Staged processes for supporting victims

The ways in which adults are expected to provide support does not change
significantly acoss the parental/schebised realms. There appear to be three levels

of support to which young people expect to have access: i) Reactive (listen; emotional
support; advice; safe space provision); ii) Proactive (develop sense of belonging;
rebuild confidace); or iii) Interventionist (mediation with bully/parefsishool

sanctions; police involvement). The best support for young people seems to be the
provision of these options from which they can freely choose at different stages of

cyber/bullying.

Youngpeople want support from adults, but they want to be able to decide the level of
supportprovided In particular, they want there to be a staged progression of support;

young people want initially to have space, @lisbg ear and some sound advice.

Youj ust want to talk about it but you
just gonna do something about it but

want them to listen and understand in a way. (Jack TC/Y9)
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Supporting the young person can also help to rebuild confidenitelemonstrates to

the victim that someone cares sufficiently to help them. However, young people say
they need to be able to resolve the situation for themselves wherever possible. Indeed,
one interviewee linked this to building resilience anth@peble to practice resolving
situationsto improve skills Lucy draws an analogy using the immune system as a

metaphor for developing resilience for cyberiaung:

if a child grows up in quite a bad atmosphere, the immune system

tends to be better, but ifchild is brought up in a really clean

atmosphere, with no animals, the slightest thing can make them sick.

So, |i ke an immune system itbds based
dependent on how youdre being brought
peopleovee mphasi s the matter, and i f youo:

your whole life (Lucy TC/Y8)

Lucy suggests resilience is attributable to the opportunities presented to practice
overcoming situationghereby building resilienceAdults could scaffolénd advise

on appropriate actionsather than proteictg young people in all instanceSome

young people have very little or no confidemlesatadults can support or understand.
They draw attention to the difference between howyindlwas perpetrated and
resolved for theip a r egeneration as compared to todayg u knbvdedige of the
technologies being used; and understanding the normalised banter between friends,

which can appear as bullying to adults.
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Your parents, when theyere getting bullied, they just ignored it
and that would stop it. Times have changed now and if you ignore it
then it still continues. And when you complain, it gets worse.

(Daniel TC/Y9)

A principal barrier to young people confiding in adudtbow they anticipate the adult
will respond. If they believe the adult will immediately take control of the situation
away from the young person, then they will only report the most serious cases to
them. However, if they believe the adult will work with therha pace with which

they are comfortable and they have an open and honest relationship with them, they

are much more likely to talk through cyber/bullying issues earlier.

5.3.3. School approaches to cyber/bullying incidents

As interviews were conducted in twdfdrent schools, | became aware of differences
in studentsd perceptions about how cyber/
settings. Based on the interviews with the young people: TC operated a restorative
justice system; while OL operated a system $eclion sanctions, including exclusions
where necessary. One of the interview qu
cyberbullying is viewed at your school ?6.

cyberbullying very seriously and dealt witlicidents swiftly and authoritatively

| know they really do take it really seriously here, like, mostly in this
school, they take it, like, really really serious, like, they threatened

that theyo6éd kick the girls out i f the
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then 1t did stop after that, 6cause t he

They took it very seriously. (Amelia OL/Y7)

In TC this question received a more mixed response and the YPAR group also

discussed the effectiveness of the school measuréferentocaasions. | visited

TC for a year and therefore, had more opportunity fatapth discussions with the

students, whereas | visited OL for two days, this means the TC students have had

more opportunity (and trust) to open up about areas of school policih wiay

concern them. One of the main areas of contention at TC appeared to be over the
application of theestorative justice processés. mai n concern was ¢t he
ability to manipulate and lie during the restorative justice sessions, theramgttive

blame onto the victim.

@Cause | had a little incident and they tried to make us friends, but

no, weobdre stild]l not friends now. (Han

At first, when we first went in it was Sam who was bullying me and

all of a sudden, half way through, itrhed around and it was all my

faul t . I felt | iéKrethefermhjustar e you mess
accepted everything she was saying, she turned it all around, she

bl amed it all on me, so | went, AdAWhat
because every time | saidnsething she would turn it on me. (Josh

TC/Y9, discussing how a member of staff had been manipulated into

thinking he was the bully instead of the victim)
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Sometimes they tell the truth, but mostly tell lies. (Eva TC/Y8,

discussing what cyberbullies say whecidents are investigated)

I f you came t o, i ke, school and was
Andthert hely® dl i ke, AnWell, ybaveesétd proof!

got that, because h e yldete@it. (Megan TC/Y12)

While the restorative justice procesmems to work effectivelip some instances, in
others it does not appear to have the desired impémivever, one participant talked

about wherTC had excluded her bully and this deaher feel safe and cared for:

Well , itdés very dfhfadc tsioune ohedwss & hyea e
you and you, like people do care for you, they might not show it but

people do care for you. (Eva TC/Y8)

It appears young people value strong, authoritative action from school for
cyber/bullying casesHowever, this could be ungenned by a desire to see their

bully punished for the harm they have caused.

There was some awareness of reporting cyberbullying to Instagram, Facebaosik, etc.
accounts could be removed by the providers. Participants also talked about police
involvement in more serious cases of cyber/bullying or cases which were very
protracted. There was a marked difference between the two schools with regard to
police involvement. In both settings they believed the police should be involved in
serious cases, but Gitudents related this more to violence and serious threats to
individuals and/or their families. OL is in an area where there is gang activity; the

school staff explained to mbatthe gangs were recruiting students and it was difficult
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tocounteractth al | ur e -roefl attheed dgdrmegt yl ed, such a
clothes. This influence can be seen in a number of comments which the young people

make, although they do not ogrtefer to gangs as the source.

Yeah and if people are threateningdmo h | 6 m goi ng to get m
brother to shoot youd and all this, d

on speed dial. (Grace OL/Y9)

When they start, like, making threats or something, or to your house

or your family or something. (Jacob OL/Y9)

Li ke, i efting yhieats) ar kike, gomething happened to your
family.é Or |l i ke, your house. Li ke, sayin

your house, and all thaé set it on fired (Jessica OL/Y8)

Yeah, | i ke i f someoneds saying |ike t
something, in the messages and that.ike, people saying like
watch when | see you and that and people might be frightened to go

out their house and that. (Lily OL/Y9)

In this context, cyer/bullying takes on a new perspective as part of a violent culture
where the threats made can have very real repercussions for individuals and their
families; they need to be taken very seriously. This contrasts with the discussions
with TC students wherthe threat level was lower or threaisre not always taken

seriously.
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Like, when people threaten you same like, like loads of people say

strangers could say that as wel l and
But when itods | i ke nwour dmat ésat,ybut kmw
itds strangers you donét know t hem. I

threatened by strangers. (TC Focus Group)

She always says it to peopl e. She sai
youodre asl eepd and all t haand And er m,
we donot find it funny. (TC Focus Gro

Clearly, the perspective students have on the seriousness of threats made during
cyber/bullying will be very contexlependent. The context of the local area in which
the young people reside and are growipguill influence how they view and respond
to threats. The ganglated contexat OL lifts cyberbullying beyond the typical level
associated with schotlased bullying into a mechanism for garagsed threats and
control. This is a factor which needs® considered when researching

cyberbullying.

5.4. RQ 4. How do young people respond to peer judgement
within the school social context and what role does peer

judgement have in cyberbullying?

This was an emergent theme from the data. It became clear thehsexarchy
within school provided a mechanism for se
against these, exerting power relative to social status and exerting power (via

cyber/bullying) to establish conformity. Within this context, some young peopke we
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trying to retain control of their own identity through ptsick on and off line.

Judgement of peers appears to be a mechanism of control.

5.4.1. Being aware of the judgement of peers which ensures conformity

On their own social media accounts, young people post material designed to show
their lives in a positive way. They are very conscious of the judgement of their peers
and others on social media, and they contribute to the judgement of their peers. They
are approveaf (or not) through the number of likes, followersefrd requests, etc.

they receive.

You get judged by everything. You get judged by how many likes of,
people delete posts because it didnot
they just delete it.c5l ended up just deleting it all. (Josh TC/Y9

Meeting 15.5.17)

During the YPAR group discussion of the Year 7 questionnaire data one of the
responses to thecylhershdulolny iédthgedidt fiddemat hyo u ?

feel insecure and like | alwa had to look nice to post pictures/just go. odtayla

commented
ltés sad that they have to feel I i ke
post pictures but itds also funny 6ca

(Layla TC/Y9 Meeting 6.3.17)

So young people, evdrom Year 7, are conscious of what they post and how this is

perceived by others because of the judgements made. The personal image created
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online feeds forward into their physical world image and becomes an expectation

which others have of them

Youkid of want to portray that i mage bu
that people, kind of, expect it from y@u.people always say that,

erm, your Instagram, when people look at your Instagram they like

know you or something and they get to know you from your

Instagram or from your online profileg. it affects your confidence

6cause now | always have to wear make

people expect of me. (Amber TC/Y9)

Their activity on social media is a topic of conversation the next day in school, and
this in tun feeds into what happens later online. Lucy describes using social media to

find out about people in preparation for social cnsations in the physical world:

I 61 | go on the soci al media and | 611
trying to pick out as amny details as | can, trying to find out what
type of things they like, what type of things they find nice. (Lucy

TCIY8)

This fits into the judgement which they feel from their peers and which they in turn
apply to those around them. Lucy has gone totdgegths to avoid judgement from
others which could hurt her and to ensure she fits in at school. She has multiple
accounts for her different interests all neatly compartmentalised under pseudonyms
and she has a separate scHaolng account which reftes the interests of her school

friends. She works hard to create an image for dakioich fits in with her clique.
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I 61 | always try and | i ke make myself
as many people as | c&n | know the majority of my friends
probablyhave absolutely no idea what my actual interests are,

6cause you have to try and put this |

TC/Y8)

Thereds | i ke a group of people that d
acceptable or youdre not, youdre weir
thh s showbés not, and itodos mainly |ike t
(Lucy TC/Y8)

Lucy has taken imagereation to an extreme with multiple personas, using

pseudonyms for each of her different interests, plus a separate, carefully crafted image

for school. $cial media has provided a way for her to maintain and gain affirmation
from the wider world for her O&érasedyd inte
image to allow her to survive in school. Unfortunately, Lucy believes all her interests

must be kepseparate as she does not want others to judge her based on her combined

interests.

Others were also awaod the judgement of their peers, for instance Olivia explained:
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éin my other scdi@ooduyeouwbwsled etto stkavea.,e |
followers andhen you used to get skitted for that, for having less

followers than anyone else. (Olivia OL/Y9)

Olivia was cyber/bullied and changed schools, yet she retained her cyberbullies on her
Instagram account because shedl not have ¢ d@heoungrto® f ol | owe
followers people had was referenced in a number of interviews. Some young people
appeared fixated on their number of followers; it is a way for other people to judge

them and for them to demonstrate their popularity.

People like getting lots of falvers (Eva TC/Y8)

|l 6ve got over 171 friend requests, It
people actually like me and, and that makes me warm inside (Sofia

oL/Y7)

Gaining a certain level of followers also helps to protect young people from

cyber/bullying becase they are then deemed to lopylar and leading a valid life.

A lot of people get criticised for things that they like in school, so

itdéds | i ke the more foll owers you have

7 Skittedis a colloquial Liverpool phrase meaning to tease or make fun of someone.
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you are in person, the less likely you are to larget for bullying

and all that. (Lucy TC/Y8)

While a focus on the number of followers individuals have on social media may not

be a concern, it does become one when they are engaging in risky behaviour to

increase their followers, for instance, retainoyfperbullies who have caused you to

move school, as in Oliviads case. As wel
followers they have, young people are also concerned about the number of likes they

receive for content they post.

Everything you post ifor the likes, for the attention that it geisif

it gets less than 2, 10 maybe comments or maybe it needs to come

down because | havenot got enough I 1iKk
people that, okay, this is what they
yourse f i tds more for other people. ( Amt

The awareness of judgement from peers puts pressure on young people to conform to
peer expectations and they gain reassurance they have achieved this through the

number of followers and likes they receive.

5.4.2. Operating within an insular social hierarchy

A significant number of participants talked about the social hierarchy which exists in
school. They generally referred to three principal levels of hierarchy: popular group;
middle band; and lower band. Howeveny® gave more granularity to the

definitions including Layla who included a group who mta to be popular but are

not:
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ltds | i ke thereds the popul ar ones, t

them but theyodore not (Layla TC/Y9 YPA

The descripbns of this group are fairly consistent, focusing on material possessions,

appearance, ardisrespect for the school rules.

they think téhaenydrteh &y dtdrsi gk ftthat &6 c au s
better thanéthey think theydre better
might have money, or they might be dead skinny and pretty, or

they might be a footballer, do you know, just stupid things and you

just thinking @d&mYywucoelld,bd Wiy a ni

person, and you donodot, yowWw decide not

The perception is thamost of the cyber/bullying is perpetrated by those in the

0 popul gyeththey ar@considered to be imme to cyberbullying.

And then cyber bullying, the top tier
like, slowly the more yogo down the more goading you get (Harry

TCIY8)

Ethan makes an interesting observation about power and status suggesting bystanders

will automatically supportth 6 popul ard person due to fea

So like a popular kid can like say something to the less popo&r
é And more people will back the, back the popular one because
hebés probably | i ke, theyodre al/l l i ke

(Ethan OL/Y7)
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This group holds power due to their perceived social status within the school/year
group. Thepeopleinhe Opopul ard group use this sta
particularly those in the lower groups; those in the middle group appear to be largely

ignored.

A cause of cyberbullying appears to be when there is a misunderstanding. This seems
to permeat all the social groupings. A simple error or a rumour can cause arguments

whichthen spiral into cyberbullying.

Theyor e, |l i ke, theyoll, l'i ke, tell, I
rumour about and then they al/l come u
say ng no, but they wondot believe you o
ot her person and then ito6ll turn into

(Amelia OL/Y7)

Bellasuggests hose i n the more Olytopwdreactand gr oup a

they drawtheir friends intohe argument.

then they get worked up about it, and all their friends back them up,
and thery o u i troeble and.ité a nightmareg especially the
certain people there are in a group, or like a particular, like, kind

like popular people and stuff likadt. (Bella TC/Y9)

Jack (TC/Y9) from his position within the
this group would band together and support each other against othessl{seetion

5.2.5.
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The impact of actions on and offline seem to be exatsatli@ecause of the closed

social environment of a school. A year group enters the secondary school together

and remain together throughout the next five years. Their friendships and many of

their social activities (via extraurricular clubs) are withithis closed social milieu.

This creates a quite unique social environment with minimal variation. When the

interview participants were talking about different situations which arose, it appears

feasible these situations do not arise outside of the schoaht e xt because pe
social environments are more diverse; the school environment feels like a pressure

cooker. Layla and Ryan (TC/Y9) were discussiog/lmumours spread about people:

Ryan: It could be spread and the per st
person,te per son thatos bullying th:

out and it could get worse.

Layla: Because friends have friends who have friends who

also have friends.

Ryan: Who have friends.

Claire: éall a networ k.

Layla: And have friends.

Claire: Okay.

Ryan: And they havenore friends. (Layla and Ryan TC/Y9)

While they were being lightearted here, their point is serious: secrets and rumours

qguickly spread around a school and can ge
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ammunition. It gives a sense of the closed, insdaral milieu in which young
people are operating. Lucy has orchestrated an online escape from this insular

environment through her extensive use of pseudarfgmdifferent online accounts.

And 11 ke, I 61 1 have accouants for f an
groups or members of bands or like art posts and stuff like that,

things | enjoy, but without using my actual name. So | can get

criticised on an account where | use my real name and people in

school follow me, Il 611 jvewthatcancel fr
one where it can be like a society where people like what you post.

(Lucy TC/Y8)

Lucy has created a O6faked persona in scho
would be a source of bullying in school as they do not fit the rules of abdeptset

out by t he .aueywepcapesitre8oci@ u o whicldonly apply for

school, by having multiple accounts for the things she enjoys. While the school social

rules say she cannot like those things, the wider world says she can. She is

manipulating her online presence to enable a social position in both redtliges

closed school environment; and the wider world. However, she cannot be herself in

the wider worldin case schoad f r i teack thes down, so she has secret identittes o

those platforms. The technology allows her to be herself and be approved by others,

while surviving within a school social environment which does not provide those

opportunities.
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Schools create an insular environment, with a social hierarchy whichusethat is

and is not acceptable for their peers. The young people are then judged routinely on
what they do and what they like. The online environment exacerbates the ability to
pass judgement on others. The pressure to have as many followers de possils

they are adding additional people who can judge tlaeah their livesto their social

media accounts. Those who do not comply may become cyber/bullied; cyber/bullying

can encourage compliance.

5.4.3. Constructing and reconstructing personas

In the pevioussubsection,| have discussed the formation of social rules for peers by

the O6popul ard group, the soci al hierarchy
status of young people in the school environment can give them relative power over

their peers, and in particular, over their victims. Cyber/bullying does pose risks for

perpetrators, yet the technology helps to minimise these risksulssection5.1.4).

Participants discussed the impact of cyber/bullying on them and others. While some
victims internalise the messages presented by the bullies, others push back against
this, deciding to o6l augh it offdé and act
to victims are hateful and hurtful, and, as discussed previously, hounding by the

bullies reinforces these negative messages continuouslguybsection5.2.3 which

can begintoreconstric t h e v iperdeptiomdb s s el f

because most people their world is the cyber world. Cause you see
them..t h e yiké & social butterfly. T h e yod Instagrami hey 0 r e

on Snapchat, h e pyroMy®pace, which diedl h e yob r e
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everything. Then afteldlahese comments are coming up hating on
them and just hating on them and sometimeschayrtaie it so
they go to the path of suicide. All kinds of thirdggk roads, drugs

and all that stuff. (Layla TC/Y9)

Some present a persona of not caring about the cyber/bullies and what they say. Yet

under the surface they can also be affected, debgiteoutwardfacing bravado.

Both of the following gotations are from Grace (OL/Y@hd betray the outward

facing persona and the internal struggle with victimisation

|l 6m a strong person | take nothing se
nowadays whenlmk ar ound youdbve got kids cry

6cause theyodére terrified (Grace OL/ Y9

Any st age, it doesndt matter where it
it doesnot , |l was scared |li ke in case
scared becausebddlose tihdy daemrgdty, nmgo
got things where you can see location and everything, they know
where you live. | was terrified in case they hunt me down and did
somet hi ng, but youbve got to get it s

just keep it like that.Grace OL/Y9)

These two quotes are from within a few minutes of each other. The first reflects

statements she made throughout her interview in which she states people take

cyberbullying too seriously. The second quote was in response to a question asking

when cyberbullying should be reported. Her response is in stark contrast to her

180



previousod o kpargodawhich she had presented throughout. Slieis ay e d 0
0i t 6s to0etrhmowfwhdarenygud i Mheypcouldd h ume tliown anddo]

something this is a very different picture of her and how she is coping with
cyber/bullying. There appears to be two layers: one is the scared girl inside, and then
an outer layer shown to the world; one who jokes around and does not take things
seriously. This eternalfacing persona is ideal for apparently deflecting negative
comments and cyber/bullying. This can be compared with Lucy (TC/Y8) who creates
multiple social media accounts and a fake persona for school to position herself with
t he O popul lagirldaregresentipg.diffédBenttpersonas in school as ways to
protect themselves. If people knew Grace was scared and terrified, it could make her
appear as victim and there is a risk of victimisation increasing. If she can maintain
her jokey personahe can minimise this risk, prevent people seeing and exploiting
how she really f eelcsanbitalaluys et,r lsshted sp ead pelse
both found ways to push back against the cyber/bullies, using their grsoha to

deflect negative@mmments and retain some control.

5.5. Conclu ding remarks

In this chapter, | have addresdbdfour research questioliseepageb). For RQ1, |

have explored a new definition for cyberbullying, based on the perceptions of young
people, includindnighlighting the intertwined nature of bullying and cyberbullying

t hr ou g h cybdr/bullyin@ rTine teém cyber/bullying encapsulates the cycle of
bullying between online and offline activities. | have identified that the permanence
of the material posted onlinen®t a main feature of cyberbullying, as many activities
involve speedy deletion of the material, rather it is the impact the material has on the
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victim. Most young peoplgerceived cyberbullying & least as serious or more

serious than online grooming his is due to the hounding of perpetrators, their
knowledge of their victim and alternative ways to reach them if they are blocked from
one route; whereas, paedophiles can be blocked easily through privacy settings. The
screen provides a means of gaiton for the cyberbully, even when the perpetrator
does not hide their identity. The protection afforded to perpetrators can be classified
on a scale from no protection in fateface bullying, through to almost total

protection when anonymouwsline

For RQ2 I identifiechow young people experience a tension between their need to
build a suitable online profile with sufficient followers and the need to protect
themselves online. Some young people have difficulties recognising appropriate
boundaries fotheir behaviour online; and some groups have normalised bullying,
even between friends. Reiteration of app
personal information, including confidences, may be helpful to develop and reinforce
young peophdag Fhe hourdiggvhich aan be part of cyber/bullying

very wearing to the victim; it feels like there is no escape from the perpetrators. This
can affect the mental health of the victim. Victims can respond to cyberbullying
either passively or actively, although an active response may be to ignore the

per pet r at oBystadderaaan supportyictipethough it can take time for
bystanders to learn how to intervene without increasing the risk of becoming a target
for theperpetrator$oo; this could be an area for training in schools. Active
bystanders tend to be friend€ontrol of the decisiomaking process for intervention

shouldremain with the victim; bystanders should not take over.
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For RQ3 young people again experience a tension between wanting to share the
emotional burden of cyber/dying by telling an adult, but losing control of the

situation if they do, as the adult will take control. Adult support needs to be in
consultation with the victim and three levels of possible support were identified: i)
reactive; ii) proactive; and iiinterventionist. When schools do intervene, young
people expressed support for a strong approach involving sanctions. The context of
thelocal area needs to be considered when researching cyberbudlyitigs can

change the interpretation of commeaitsl threats which are made to victims.

For RQ4 | explored the role of peer judgement and its use to encourage conformity
with the social o6r ul e showsthodls ofertate asmelased gr ou
and insular social milieu with a sociallaer c hy, wher eby those in
decide what is acceptablaroviding a means to judge each other. Some young people
internalise the messages they receive from cyber/bullying, but cibeesr tgush

back against this; they create schbatedpersonas which allow them to survive in

the school environment.

In Chapter6 these findings will be discussed further in relation to the literature and

through the | ens ocetoloicaldranfeworkbr enner 6 s soci
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Chapter 6 Discussion

In Chaptelb, the findirgs were presented in relation to the R@sthis chapter | will

explore the findings in relation to the literatamed present further analysiSrstly, |

will explore my proposed definitiofor cyberbullying (RQ1), rather than exting

the definitionfor bullying. Next, | will use the literature to examine the concepts

related to each of the remaining research questions; theétaéed nature of these
concepts and questions wil/ be nlOAeal ed.
1994, 2005¥ko0cicecological framework to analyse and organise the concepts further.
Usi ng Br o n fraemewonk lemil explorétke different forms of interaction

with the individua) through each of the system levels he proposed, to create a

theoretical model for aiding schools in dealing with cyberbullying.

In brief, Bronfenbrenne(1977, 1979, 1986, 1994, 20Q&pposed his socio

ecological framework as a means to research the contextual ancklated aspects

of peopledbs | ives. tolansndivaduads influenced byias wh a't
range of factors which become further removed from the child agonkethrough the

model; hence his model is often presented as concentric circldadsee 2.1, page

49). When micresystems intersect (e.g. hommécro-systenmwith schoolmicro-

systen), they become mesgystems; a system of inteonnecting micresystens

around the child. The micro and mesgstems are influenced by the eystem,

which is the wider communityAn example in this study is the gargated violence

which happens in the commun(Ol),yhear ound Our

community is influened by the gangs even if they are not in direct contact with them,;
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the macresystem sets the blueprint for the wider community (i.e. these systems are
frequentlybased on the culture or society in which the individual resmies include
forms of governace, the way schooling is organised, patterns of work, and so on.
Macro-systems become so familiar to people they fade into the background of their
lives, e.g. all schools operate on similar principles, they look similar, use the national
curriculum. In section2.5, | argued the online world has become a magsiem as it

is embedded within youth culture and influences the different aspects of their lives.
Running through the other systems is the chisygtem; the passage of time. The
chronesystem recgnises people, organisations, family structures, and so on change

over time and this will have a bearing on the other systems.

6.1. How do young people perceive and define cyberbullying?

(RQ1)

The definitions in the literature for cyberbullying are currentlgdabon the original

definition for traditional bullying and involve three aspects:

i)  Anintention to harnthe victim
i) A power imbalance between victim and perpetrator; and

iii) It happens repeated(®Iweus, 1993)

For cyberbullying tis definition has been extended to include perpetration through

electronic means, such as social media, text, emails, npftalees, instant messaging

andsofort{f Bayar & UManok, 2012; Hemphill &
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Yet, it is clear academics struggle with this adaptation of the traditional bullying

definition; cyberbullying does not quite fit. There preblems associated with each

of the three aspects of the original definition wh&emptingo apply the definition

to cyberbullying (see sectidh2for a full discussiorof the literaturg Some

academics have deci ded tshfcienthecaptrethe y ber b ul
essence of online abuse andaggvessiuomedwh
allows a broader range of activities to be included. Importantly, though, the definition

is being debated and decided by academics, largelputiteference to those who are

actually involved in the activities. A few studies have involved young people, who

offer different perspectives on the definitipf® instance, power imbalance appears

to be a nonssue for young people and repetition dnesalways need to occur for

them to consider the incident as cyberbullyibgedge et al., 2014; Moreno dt,a

2018) Consequently, this study sought to explore definitions through discourse with

young people. While interviewees, when asked directly, would give a standardised
definition of cyberbullying which they had evidently heard through educational

initiatives, their discussions during the interview uncovered different lived

experiences. Four categories emerged from the data, related to the definition for

cyberbullying:

1) Intention to harm or humiliate;
i)  The victim cannot escape from taetivity or activities perpetrated against
them;
iii)  Attempts to tansfer power from victims to perpetrators; and

iv)  The perpetrator hides behind the screen.
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These will be considered in more detail next.

6.1.1. Intention to harm or humiliate

The intention to harm or humiliate comes through strongly in the data. Generally, the
literature supports this aspect of the definit{patchin & Hinduja, 2006; Smith et al.,
2008) however, somauthorsgquestion whether cyberbullying always includes the
intention to harm others, as some adolesadaim their intention was a joke or
banter(e.g. Li, 2010; Tarapdar & Kellett013) The idea of banter was derided by

the YPAR group; instead, interview participants acknowledged they may have posted
hurtful itemswithout reflecting on the potential consequenceéhis is difficult to

resolve; the technology makes it easy toddaurtful messages onlirteefore reflecting

on their potential impagcbut this is not banter or a joke. Indeed, once they have time
to pause and think, they may decide to remove the mategaéttingtheir actions

and the hurt causedsome young pgae appear to have difficulty associating
humiliation with harm; Cuadrad@ordillo and Fernande&ntelo (2016a)state
perpetrators and victims perceive harm in different ways, perpetrasyrsnly

recognise the most serious forms of harm as harnitfseems young people are adept
atdevelopingesponsibilityavoidance techniqueshich build in deniabiliy to excuse

their actions to themselves and to othefgese techniquescludecalling

cyberbullying banter, using apps like SnapChat which deletes the material

automatically or sharing their passwords antarphones with each other.

Alongside this adlescent behaviour, they are also regularly exposaddesirable

normative behaviour via online celebrities, whose followers may deride them and call
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on them to selharm. This creates a normalised social interaction based on being
abusive towards othe(CuadradeGordillo & FernandezAntelo, 2016a)

Br onf e n 20@5)sotieacdogicalframework (sedigure 2.1, pagd9)

explains a macrgystem sets out the blueprint for communities; the normalisation of
abusive behaviouthrough the models presented in the online world to young people
could be such a blueprint, upon which young people base their own behaviour with
others. For some peer groups this normativesottial behaviour extends to
cyberbullyingbetween friendsrad breaks down trust. However, despite these
contextual factors, | would argue the intention to harm or humiliate is still in place
when the initial message is sent; the regret which follows does not mitigate the

original intention.

6.1.2. The victim cannot escape from the activity or activities

perpetrated against them

This aspect is related to the mental health of the victim, whereby the victim feels

unable to escape from the activity or activities which have been carried out against

them. Morencet al.(2018)identified nuances in terms of repetition which involve the

victim repeatedly viewing the abusive material or the further dissemination of the

material by others; these factors could induce a sense of being trapped, even from a
singlecyberbullying episode, as peavho have viewed the negative matemady

discuss it in schodPelfrey & Weber, 20144 nd t he vi cti més i mage
been damaged. Dredgeal.(2014)suggested dmitional components should be

considered from the victimdés perspective
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Hence, refocusing the definition away fro

trapped by the activities may be helpful.

The convese of single incidents is where a victim is continuously hounded through
both cyberbullying and traditional bullying means; this formed the majority of the
stories | was told by interviewees. A cycle of abuse is created which leaves the victim
without away of escaping from the cyber/bullying. Wolkeal.(2017, p. 903}tate

85.2% of the time, this cycle is formed between cybetimisation and traditional
victimisation. During cyber/bullying, the perpetrators invoke a range of online
strategies, including c oanmessages graumchdatshe vi c
with a group of perpetrators against a single victim, creating fake accounts about the
victim, mobilephone calls, and so on; this is supplemented by traditional bullying in
school. In the literature review, | discussed the rsgstem of the twanicro-

systens of home and scho@Bronfenbrenner, 1979, 1994, 200&)ich are mediated
through the mechanism of the online wgidée sectio.5). The socially constructed
reality for a victim who is subjected to continuous abuse from peers, through both
online and traditional means, must appear bleak. @003)explains we construct

our identities through the roles which are offered to us in dialogue with others; if the
dialogue is perpetually abusive (both at han@gecyberbullyingand in schoovia

traditional bullying, the identity constructeoly the victimwill be negatively

impacted by this. This can be seen through the references to mental health issues,
including selfharm and suicide ideation both in this study and otfeegs Fahy et al.,

2016; Wolke et al., 2017)Unlike traditional bullying, cyberbullying follows the

victim into their home, meaning there is no escape. Even if technology is tifned
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the abusive messages wait for the victim until they return toghearphones and
online accounts. Then they can continually revisit the abusive materigit is

removedyet the impact remains

Some studies have found teachers and schoolstddvways take cyberbullying

seriously, particularly in comparison to traditional bully(legy. Stauffer et al., 2012)
However, the finding that young people perceive cyberbullying tastserious as

online grooming calls this approach into question. If young people rank cyberbullying
alongside online grooming in terms of harm, then sustained cyberbullying needs to be
taken as seriously as we would a child reporting online groomingeabhsthe

number of young people reporting cyberbullying decreases as they progress through
secondary school, not because they are no longer being cyberbullied, but because they

do not have faith the school systems will support tlieanapdar & Kellett, 2013)

6.1.3. Attempts to transfer power from victims to perpetrators

The notion of a power imbalance between victim and perpetrgtoolidematic in

cyberbullying, as peers of equal status are involved in cyberbullying perpetration and
victimisation(Moreno et al., 2018)However, there is a transfer of power from the

victim to the perpetrator during cyberhyuhg activities. The selésteem and

confidence of the victim decreagedDr edge et al ., 2014; Hei ma
& Moules, 2013) while the cyberbullygeeks to gain power and sta{Ugolke et al.,

2017) Wolkeet al.(2017)argue that, like traditional bullying, cyberbullying is about

power and domance, and this includes reducing competition for friends or romantic

relationships, through increasing their own status at the expense of dthers.is
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not necessarily a power imbalance when cyberbullying commences, rather the
cyberbully seeks to estlish a power imbalance to gain ascendancy over their victim
and secure their social statuBhe literature suggests a high level of cyberbullying
activity occusin the top level of the social hierarchy in school; Closson and
Watanab&2018)discuss how popular students are subject to covert manipulation and
relational victimisation as they strive for status within the popular group. Hence, the
difference between peer group perceptions: some state everyone bullies everyone else;
and other grups who are mutually supportive against cyberbullies and do not bully
each other have a different view. When there is no struggle for status within a
friendship group, the group can focus on supportive friendship instead. Layla
commentedhatthetop level of thesocial hierarchy consists of the popular group and
those who want to be in the popular group; membership of this group requires status
maintenance and wrangling for positi@ho & Chung, 2012)vhich invokes

cyberbullying behaviour.

Cyberbullying is also targeted at those who do not conform to group 1iGos&

Chung, 2012)This is discussed further subsection6.2.1 In brief, the popular

group appeato establish the social rules and norms for the year group, and these are
enforced through peer judgement and pressure. If there dsamdarmity, this may

result in aggressive acts, such as cyberbullying, to encourage conformity. Here, the
choice (or pwer) about how to present their lives and what they do is curtailed by the

enforcement of the group norms.

Cybervictims can maintain power by choosing to deal with their victimisation

proactively(Perren et al., 2012)Allowing a sense of disempowerment to develop
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impacts on mental health and wb#ing. Instead, victims castain power by

decidng to blockthe victim, refugg to engage with the cyberbullies and the material
they post and se#lg support from others. Blocking the cyberbully was the most
popular way of dealing with cyberbullying, but it is by no means universally applied

by students. The diston to block a perpetrator may be affected by an existing
relationship with the cyberbullfFelmlee & Faris, 2016) how do you block your

friends? How do you explain to others your decision to block someone else from your
friendship group? Consequently, the relational ties between victim and perpetrator
may make it problematic for victints take the actions recommended to them. This

will strengthen the perception that a victim cannot escape from the situation and

disempower them.

6.1.4. The perpetrator hides behind the screen

There is much discussion in the literature about the role of angnymit

cyberbullying yet, tte literature suggests approximately half of victims know the

per pet r at (Bauan, 20140; Mark & Ratliffe, 2011)lhe discussion centres
around the usef anonymity to redress the power imbalance and aid victims in
retaliating against traditional bullié€uadradeGordillo & Fernandezntelo, 2016b;

Zhou et al., 2013)r the role of anonymity as a facilitator of the disinhibition effect,
which enables young people to engage in unpleasantness online which they would not
do off-line (Pabian et al., 2018)This category, though, goes beyond simply being
anonymous, it also captures the protection afforded by hiding behind the screen, away
from a victim and their response, even if the vidtimows the identity of the

perpetrator. Protection is afforded through cyberbullying, even when the perpetrator
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makes no effort to hide their identity. Hence, this is not just about anonymity.
Certainly, some perpetrators go to great lengths to hideidieatity, including setting

up fake accounts for themselves or for
or smarphones. However, hiding behind the screen was also discussed when victims
knew the perpetratpthis was discussed by participaatsoss all qualitative data
collection methods Hence, there appears to be a continuum of protection afforded by
cyberbullying from complete anonymity and apparent protection, through to being
virtually distanced from the victim and their response, through the use of the

technology.

Hiding behind he screen affords the perpetrator advantages over the victim: it is more
difficult for the victim to tell someone, as school staff will ask for evidence, which

may have been deleted; and the lax security which adolescents have around their own
technology ad passwords, means cyberbullies are able to deny it was them and blame
an unknown perpetrator who used tlegmarphone instead. However, it may also be

that it would damage their social status in the group, if others discovered they were

cyberbullying #meone who was nice or a frie(dlosson et al., 2017)

These categories for inclusion in a proposed definition for cyberbullying are based on
the lived experiences of young peqpther than extending the definition for

traditional bullyng. While there are similarities with traditional bullying, there are
many differences too. Refocusing on what young people tell us about cyberbullying

can help to develop a definition which reflects their experie(igesige et al., 2014)
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6.2. How do young people respond to peer judgement within
the school social context and what role does peer

judgement have in cyberbullying? (RQ4)

This question emeggl from the data when it became apparent there were issues

around the judgement of peers, conformity to peer expectations, the social status and
power conferred by O6populard status, and
young people in some circumstaes. | have positioned the discussion for RQ4 here

as much of the discussion sets the foundation for RIp2. three categories which

emerged were:

i)  Being aware of the judgement of peers which ensures conformity;
i)  Operating within an insular social hierayc and

i)  Constructing and reconstructing personas.

The soci al hi erarchy is used to establish
context and conformity is maintained through the judgement of peers and

cyberbullying. These three themes are closely-r@ated and aspects from one

theme can r@ccur in another. In the followingubsections, | suggest there may be

three principal strands within cyberbullying: i) ensuring compliance with group norms
established by teénferced ippegrwdgemerd; i)gulicnes p an d
relationalaggesi on t o secure status, typically i

arguments between friends which escalate to cyberbullying.
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6.2.1. Being aware of the judgement of peers which ensures conformity

Young people are very aware of the judgement of their peers.gvamoliescents are

keen to be popular, to be part of a social grouping and this is a natural part of their
developmen{Closson et al., 2017; Gam&auadix & Gini, 2016) The introduction of
socialmedia has provided another way for adolescents to be accepted by peers. Now,
young people seek to develop a positive representation of themselves and their lives
through social medjand this should have congruence with theirliok persona.
Cowie(2014)suggests this is a performanasthey carefully craft an online image

which shows them to advantage.

The process appears to be instigated from the group at the apex of the social hierarchy.
They decide on the social rules and norms for the year gnowever, they will also

be influened by what has gone on previously in other year groups and in the whole
school peer communityThe young people in school form a microcosm of society.
Although school is a micreystem(1979, 1994, 2005)ontaining the individual, it

also masquerades as a magystem replicating wider society. The peer relationships

in school have a socibistorical basis through the rulesdanorms passed on by

former year group@erger & Luckmann, 1964nd a blueprint for the social

hierarchy is inherited by each year group. This sets out the types of people who might

i nhabit the adgdpuwlgehr @ hgrso W, uepri nt d al t e
throughchanging fashions, technology and so @iy .(thechronagsystem). The

popular group decide what is acceptable or Batllying has been identified as a

social process rather than, as previously thought, an individual charac{@insiié

Chung, 2012; Schultze Kr umb hentezconbotmityal . , 2
195



with the groumorms is induced through peer pressure and peer judgeEerhy.

adolescence is characterised by a desire to fit in with the peer group, so compliance is
assured in most casé®wever, if peers are naompliant then forms of aggression,

such as cyberlying, may be invokedCho & Chung, 2012; Closson dt,2017)

For instance, Clossaet al.(2017)suggest girls who appear superficial and

materialistic may be ovechieving in meeting group norms and consequently

experience victimisation to adjust their activities. Adolescents are very aware of the
judgement of their peers. Now, thrdugocial media, this judgement is made more

explicit, more tangible. Youth no longer need to guess if they have peer approval, they
can check online and see how many foll owe
they have posted about their life, andatvbthers comment about their posts.

Certainly, the number of followers attained seems to confer a degree of protection

from victimisation and young people gain a sense of security through the approbation

of their online followers.This would form the fist type of cyberbullying: ensuring
compliance with group norms established b

judgement.

While the judgement of peers was evideniniy study there was also a sense of in

cligue wrangling for position in the poulgroup. There was insufficient data to
demonstrate this in this study, however, Felmlee and 2016) suggest this as a

feature of cyberbullying. Within the popular group there is covert relational

aggression to damage the reputation of competitors and maintain or elevate the status
of others(Felmlee & Faris, 2016)This would form the second type of cyberbullying:

in-clique relational aggression to secure status, typically in thel@ogroup. It
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would be beneficial to conduct further qualitative researchyberbullying related to
inclique relational aggression and young p

cyberbullying.

6.2.2. Operating within an insular social hierarchy

The social ferarchy in the school was typically described as three levels: popular

group; middle band; and lower band. Some also talked about other groups,

introducing more granularity to the description. The description of the popular group,
though, is contradictoy ; t hey are described as o6popul
and attitudes about this group suggests the reverse. The perception of those outside of
the group is the popular group are materialistic, focused on appearances, have a
disrespect for thechool rules while also believing they are better than other peers.

This group, though, has status within the peer group and, consequently, there is a
desire to be part of the d6épopulardé group.
they are powerfuand can victimise others. The popular group can band together

against other peers to ensure they do not threaten their status and power. The
precarious nature of the popular group me
overreact to suspected dhits. These young people could lose their valuable status as

part of the popular group, so when they are accidently left out of communications,

they may become concerned for their status in the group; they are unlikely to see this

as a simple mistake or ersight. These oversights can escalate to arguments and
cyberbullying, with the injured party from the popular group involving their friends as

supporters in the dispute.
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The nature of school is insular. Young people enter the school in Year 7 ang quickl
find appropriate social groups within their year group. The school day is organised
into form groups and subject classes by year group and often by attainment level with
atimetable, including breaks and lunchtimes. At the end of the school day, rinere a
extracurricular activities in which young people can participate. Outside of school
there may be additional organised activities which young people can join within their
local community and in which they are likely to see some peers from school. This
presents a very closed circle of acquaintance for young people and it may be difficult
to move beyond the approved collective group norms for interests (e.g. television
programmes, music, etc.), even if these restrictions do not apply outside of the insul
school/year group setting. Some students may use technology to segregate their in
school and outsidschool interests, like Lucy (ssabsection5.4.1); however, Davis
(2013)warns it may become difficult to integrate dse identities.The insular nature

of school means friendships may be placed under strain. Arguments occur between
friends, yet, it is difficult to acquire distance teeealuate an argument, particularly
when the interaction continues at home via enlimechanisms. Friends who have
argued use the information they have about each other to retaliate and cause distress
by posting it online. This, clearly, has a negative effect as it becomes available to a
wide audience and impacts on the trust individted$ towards friends. This forms

the third type of cyberbullying: arguments between friends which escalate to

cyberbullying.

The judgement of peers, the insular nature of school which then permeates online and

offline interactions and the necessity o¥img a significant social media following,
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creates a pressured environment for young people in which they seek to present an
appropriate image of themselves online which is, generally, congruent with their
offline image.These elemenisfluenceeachotherin a continuous cycle. Some seek
to use the technology to their advantage by only presenting aspects of their lives
which they believe will gain approval within their clique, or presenting aspects of

othersdé |l ives (incl udi hdgmageuhmiostatus and goss

6.2.3. Constructing and reconstructing personas

Young people develop strategies to cope with the threat of potential victimjsation
which can be an inherent part of being at school. For some, the strategies may involve
developing persorsawhich provide a layer of protection between themselves and the
perpetrators. Isubsections5.3.3and6.3.4 | will discuss other strategies for coping

with cyberbullying,whichinclude: passivity, which may involve internalising the
negative messagesline and a negative impact on mental heati-6ection6.3.3;

or active strategies(bsection6.3.4, which can involve a decision to ignore the
perpetration and an ensuing performance to convince the perpetrator they are
unaffected; or active stregies like collecting evidence and telling others. The use of
personas is also an active strategy, but one used to try to avoid becoming a victim or
to deflect victimisation. The person using this strategy is very convincing and appears

to O1 i weebcet he exp

There were two clear examples of persbndding withinmy study. The first was
Lucy (TC/Y8) who carefully segregated her online activities into separate accounts for

each of the different interests she had and a separate persona online for school. She
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appears to be situated on the outer circle of the popuapgrShe has crafted an

online and offline persona which reflects the interests of her group of friends. She is

still victimised by this group, despite her careful curation of her persbimaperson

they are victimising, thoughs the persona she haseated; they do not have access to

the O6real é Lucy, who gains validation for
in which she patrticipates. The second example was Grace (OL/Y9) who had

developed an outwafdcing persona who laughs at everythand does not take

anything which happens, or is said, seriously. She mocks attempts to victimise her

and deflects any victimisation through this persona. However, inside she is scared and

terrified, worrying they wel Idofwindd out wh

For both examples the maintenance of the personas appeagsite much efforand

there is a shift where the fake persona starts to become the real identity, because they
have been performing in this role for some time. Their identitgiisgoreconstructed
through their performance. Goffméto59)discusses this pcess, showing those

who are initially cynical about their rel@daying may come over time to be convinced

by it themselves. This is particularly the case when their interactions and dialogue

with others helps to reinforce the construction of the role liaee undertake(Burr,

2003) So, for instance, Lucy has developed a persona which mirrors the people in her
friendship grop, she participates in similar activities, discusses the same television
shows and music, until, through this dialogue with others, the mirroring back of her
persona from others and engaging in living in this persona, reinforces the construction.
Grace, ao, only temporarily allowed a glimpse at the scared girl inside; she

maintains her laughing persona throughout her time at school and this was the persona

200



expected by her peers. Young people can be very adept at hiding their feelings
through an adopted p®na. Adults need to be aware that even those who appear

unaffected by victimisation may be performing in this role.

6.3. How can young people manage cyberbullying incidences

in their own lives and those of their peers?  (RQ2)

There were five categories idded related to managing cyberbullying:

i)  Managing expectations of public persamgisusonline protection;
i) (Not) recognising boundaries for behaviour;
iii)  Feelings of futility and damaging mental health;
Iv)  Taking control of the situation; and

v)  Bystanders and friels supporting the victim in a managed way.

The first two are contextual features around the pressures to develop an online profile,
to keep safe online and to recognise and respect boundaries for behaviour, particularly
between friends. Points iii) and)iare about how individuals respond to cyberbullying
incidents, and point v) is about the involvement of bystanders or supportive friends

while managing the risks to them of becoming embrdieteing victimised too.

6.3.1. Managing expectations of public persona versus online protection

Young people engage in some activities which places them at risk for becoming
involved in cyberbullying. There is pressure to develop a secure online following
which is demonstrated by the number of social media followershiiey on their

account; having too few followers can be a source of victimisation. An apparent lack
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of online friends may be seen as disregarding group norms and bullying may be a way
of ensuring compliancéCho & Chung, 2012)however, less followers could also be a
sign of low peer support and less social competence, making victimisaisoer

(Romera et al., 2017)Consequently, some adolescents may take risks giniront

setting privacy settings, to build their followers online, or by retaining bullies as

followers. This category is closely related to those discussed in sécfion

6.3.2. (Not) recognising boundaries for behaviour

Adolescents push against the boundanieeh have been set for them by adults.

Online there is an absence of established rules and social etiquette and adolescents
comment on the lack of adult presence and rule enforcement @éiban et al.,

2018; Patterson et al., 2016} his creates a vacuum which is filled with less desirable
models of online behaviour, such as abusive messages, memes, trolls, flaming, and
other forms of cybeaggression to whichogng people are exposed in their daily

online lives. For somehese examples may normalise abusive behaviour and

encourage them to engage in similar activi{f@sldstein, 2016) As | have aleady

argued, this model of online negative behaviour forms part of the online 1\stemm
(Bronfenbrenner, 1979, 1994, 2088)ming a blueprint for acceptahiteehaviour

online(see sectioR.5). Certainly, for some friendship groups, cyberbullying has

become the norm and they believe everyone engages in cyberbullying, including

friends. Online negative models of behaviczanhelp to normalise and reinforce the

abusive behaviour within their friendship gre . Ot h e rtlwodggh,s@dt avi our
affected by the online models or peersod c

attributable to protective factors elsewhere in their lives, for instance, a supportive
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home environment, a good relationship with parants supportive friends are
protective factors against involvement in cyberbullying as either a victim or
perpetratofBrighi et al., 2012; Hemphill & Heerde, 20140d may protect against
other negativenlineevents as well. The normalisation of abusive behaviour within a
friendship group is concerning; it impacts negatively on mental health and the trust
theyare willing to place in others. The popular group seem to be more prone to this
type of negative behaviour due to the competition for s{@lessson & Watanabe,

2018)

When friends argue they may resort to cyberbullying. Some of these incidents become
protracted and bitter with friends choosing sides and individuals becomingdsolat
Pabiaret al.(2018)explain peers become frustrated when they are asked to take sides
in an argument placing further strain friendships. Unfortunately, some friends

choose to break confidences during an argument and share damaging material and
secrets online which amplifies the sense of peers not being able to trust each other.
This appears to betray unspoken rules abebiaviour between friends, even when

they have argued. Young people need to learn how to cope with disagreements and
arguments this is part of growing up however, the ability to take their grievances

to social media has added an aspect which canrgdetful and damaging to
relationships. Pabiagt al.(2018)suggest schools develtpedigital literacy and

conflict resoldion skills of adolescentsertainly a greater understanding of their own
responsibilities when online, and how offline social rules can be replicated online,

would be beneficial for some.
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6.3.3. Feelings of futility and damaging mental health

Cybervictims can experience feelings of futility about their situation which can
damage mental health. We know those who are victimised have poorer mental health
outcomegDitch the Label, 2017; Fahy et al., 20,1B)it those outcomes are also
differentiated depending upon the mental attitude of the vistinght et al., 2018)

Some victims are very resilient; able to shrug off their victimisation with little

apparent impact otihem(Hinduja & Patchin, 2017) Others, though, are deeply
disturbed by what they experience at the hands of perpetrators or when the additional
stress of victimisation becomes too much for ti{&meygers et al., 2018)There are
factors which contribute to these outcomes which haveetdigen fully explored

through research.

The nature of online material has a permanence in the mind of the victim, which does
not seem to be replicated offline. The fact others have seen the negative messages or
images weighs heavily on the victim, whet the material is quickly deleted (as with
SnapChat) or whether it is retained for the victim to revisit. The potential audience is
unknown to the victim, whereas, with traditional bullying, it is possible to see who has
witnessed the bullying; the viot is left with questions about how many have seen it,
who they are, if it will be sent on to others, and if they will be gossiping about it in
school . Young people have mixed experien
experiences, about whether cyberbulycan be stopped. Some strongly believe it
cannot be stopped or, even if it does stop, the impact remains with the victim, as
others will still gossip about it. Pelfrey and WeliZb14)identified gossi@sa main

constituent of cyberbullying behaviour. Consequently, even if the cyberbullying itself
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stops, the ietim may still be gossiped about as a result of what has been shared
online. Ryan (TC/Y9) explained the main question for victims was whether they could
get over their fear, not whether cyberbullying could be stoppedllbtmates

responsibility for deahg with the issue successfullg the victim.

6.3.4. Taking control of the situation

There appear to be two options for how victims can take control back. A popular
method, and one often recommended by friends to cyberbullied peers, is to ignore the
cyberbullyng and pretend it does not affect them. The victim engages in a
performance which hides their feelings and attempts to deter the perpetrator. This
strategy is not without riskbowever Erreygerst al.(2018)warn too many incidents

will overcome the emotional regulation needed for thigesgsgandLi (2010)

suggests passivity may encourage the cyberbully to contiviiée Li (2010)

suggests ignoring is a passive strategy, | argiseproactive with the appearance of
passivity; it requires an active decision to pursue this strategy and resilience to
continue if it does not mean the victim accepts their victimisatidnrmore proactive
strategy is to collect evidence, in case tltotim decides to report the cyberbullying,

and to seek support from others. Some decide to confront the cyberbully. The
decision about passive or active strategies may be influenced by how the victim
situates blame for the cyberbullying; if they blamenikelves, they are more likely to
adopt a passive response, such as ignoring it, whereas situating the blame with the
perpetrator may encourage them to retalféfeght et al., 2018) Discussing blame
attribution may help some victims to adopt more robust and active strategies. Older

students had developed strategies to enable them to confront a cyberbully which
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minimised risk of escalatigit involved careful reading of the mood of therson,

trying to speak to them alone to-dscalate the situation and speaking in & non
confrontational way. Successful strategies already exist within the school setting,
through the experience of older students. It seems sensible to harness tienexpe

to educate and support younger students about how they might manage cyberbullying
incidents most effectively, particularly as a significant proportion of cyberbullying
appears to begin with a misunderstanding. High and Y&0IB)highlight that

victims find messages conveyed by those who have experienced cyberbultygng m
trustworthy, hence harnessing older students to peer mentor younger victims and share

their successful strategies may be effectvewie, 2014)

6.3.5. Bystanders and friends supporting the victim in a managed way

Friends are the most likely group to provide emotional support to young people who
are vctimised(DeSmet et al., 2016; Pabian et al., 201B)iends were one of the
primary sources of support identified through ¥AR project focus group and
interviews, for providing predominantly emotional support. There are different ways
friends can offesupport to a victiniDeSmet et al., 2016but some of these, unless
managed effectively, involve a ristir the friendof becoming a victim too. The risks
are contextual, hence, a bystander who has a high social status or is considered to be a
bully, may be protected from victimisation when they intervene on behalf of a friend;
this is part of the rationale for utilising high status individuals as |eadlgeser
mentoring programmeg.g. Cross et al., 201550me friendship groups act as a
collective to discourage the perpetrator. As discusssdlisection6.3.4 older

students have developed strategies for minimising the risks and their expertise should
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be harnessed within schools to train youngedestts. As bystanders, friends can
mediate on behalf of their victimised friends, which establishes emotional distance

between the two parties and can help to calm the situation.

Bystanders are often inactive and do not become invde8met et al., 2016)

While the literature recognises the potential of this group to change the outcomes of
cyberbullying, they need to be empowered and organised viangaffered by the

school through peer mentoring systei@swie, 2014; Cross et al., 2015)his may

help overcome some of the difficulties bystanders veloenassessing contextual

informationVi ct i ms ar e f r ust rfadiondnd bugporbwhitetha nd e r s
cyberbullying is goig on, yetMa ¢ h § |akd@fet§ch(2016)andMa ¢ h 8 |ekab v §
(2018)suggest most bystanders will act when approached for support; a formalised

system would support victims to seek this help.

Some victims, though, will not seek support from friends as they may then lose

controlof the situation. Notablyhe YPAR group discussed théear 7 students will

frequently tell a teacher about a friend who is victimised and this can have further
repercussions for the victim. Those who tell a teacher, or are suspected of telling a
teactr , can be further victimised; they <can
wider array of people than just the original perpetrators (this is discussed further in
section6.4). So, a friend taking control of the situation and telling a teacheibmay
counterproductive. The theme of retaining control appears throughout; young people

are reticent about telling others because they may lose the control they have in the
situation,whichincludes telling friends, teachers and parents, everyone wha bagh

expected to offer support. If young people do not feel able to share their victimisation
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with anyone, this could compound their sense of isolation. Young people said they
wanted to be able to share how they felt with someone else, without theédacwaf

trying to resolve the situation for them.

6.4. How do young people perceive the role of adults in

managing cyberbullying incidences? (RQ3)

The role of adults in managing cyberbullying incidents is complex; young people are
very conf | i crolesdDudng mtartiewsybund geapl@é would shift
position from: adults cannot help at all,
when questioned, they typically meant they should tell an adult. Young people are
facing a dilemma: the advice thake given by adults to tell an aduli can make the
situation worse for them, through additional victimisation by others beyond the
original perpetrator. It is unsurprising, then, that so few follow this advice and the
numbers of students who do tellcdeases during secondary school, as they realise the
impact of telling(M. Price & Dalgleish, 2010; Smith et al., 2008; Tarapddfedlett,

2013) Other research has highlighted the issue of adolescents not telling, and
speculated on the reasons, but do not identify this conundrum explicitly. Itis only
once the situation has reached an advanced level, involving a seriousotitineat

mental or physical health, that peers will accept aidtdirvention as necessary.

There were three main categories identified for this research quéRQa)

i)  Telling and damaging your reputation;

i)  Staged processes for supporting victims; and
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iii)  School approaches to cyber/bullying incidents.

6.4.1. Telling and damaging your reputation

Young people face a conundrum about how best to deal with cyberbullying. Advice is
regularly given to tell an adult, so it can be resolved. Yet, their own experience and
that of their peers demonstrates adults are not always able to resolve cyberbullying
and, indeed, their intervention can make things worse for the victim. However, there
are also sufficient cases, within the sphere of their experience, of when adult
intervention has helped. These different experiences cast sufficient doubt on the
applicability of maintaining a fixed position for giving advice to either tell or not. The

decision needs to be situated within its wider context.

Cybervictims who tell promptlyor when cybewictimisation is considered
inconsequential by peemmayf i x t heir reputatioh as a 6gqgr
someone who tells on their peers. These names are reputationally damaging for young
people and have longevity. The applicatidithese names means others beyond the

original cyberbully will join in with cyber/bullying activities associated with the

names. Hence, the point at which adults are told, when additional perpetration can
hopefully be avoided, depends upon: the duratforyberbullying; the seriousness of

the activities; and the likely harm to the victim, as judged by peers. This research did

not examine the particulars of how these thresholds are judged by peers, however, this
would be worthy of investigation as itwd help to support victims and their

supporters in their decisiemaking.
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As discussed isubsection6.3.5 fri ends can someti mes t
behalf. While this is welmeaning, the reputational damage can be the same as if the
victim themselves had told the adult. The YPAR group explained the decrease in
individualstelling friends about victimisation between Year 7 and Yeardiago

friends tellng teachers about the victimisation. Unfortunately, when friends take this
action without reference to the wishes of the victim, the victim may suffer

reputational damage, increased victimisation and, alagJose their owrsense of

control of the situation.

6.4.2. Staged processes for supporting victims

The reticence expressed about tellan adult should not be misinterpreted: young
people do want to tell an adult, but they want to have some control about what
happens afterwards. Currently, this is not the case for many of the young people to
whom | spoke. Resolving cyberbullying onith@wvn (or using advice from someone
else), avoids the reputational damage associated with telling an adult, and is important
for building their own skills and knowledgdouthow to deal with similar situations

in the future. It would be more helpful fadults to consider how they can best

support the young adult to resolve the situation without taking control.

Some interviewees did speak openly to their par@ypscally their mothersabout
cyberbullying incidents and other worries and these yoaoglp were clear their
parents would offer advice and support, but would not take control from them. They
appeared to have an open and trusting relationship with their péfamdsija &

Patchin, 2013; Law et al., 2010Unfortunately, this type of relationship is not
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possble to establish quickly, but requires time and effort. In some circumstances, the
relationships within a family might not be supportive, resulting in lowestiem and
loneliness within the family unit, which can increase victimisatignghi et al., 2012;
Fanti et al., 2012) This situation is clearly the converse of the open relationship
where young people are willing to disclose worrying events online, and it will not be
easy to change. Ihis study, the young people who were unwilling to discuss
cyberbullying with their parents were generally indicating a relationship with parents
who cared deeply about their children, but had not yet adapted to the changing
relationship needs of adolescgrthe parents still wanted to be fully involved in their
chi |l dr e n tosesoheitheiepsobleans fdr them. This does not fit within either

of the extremes described in the literature, but can perhadjustedo reflect the

open and trusting k&tionship described as ideal for minimising victimisation and
perpetration by Hinduja and Patcl{z013) Papatraianou, Levine and W¢2014)

present two case studies where strong family relationshipsugpdrs were key in
overcoming cyberbullying and the potential impact on the victim; importantly,
though, they reflect on the way the family support develops skills and resilience in the
young person, so they are more able to deal with similar challeggesia the

future.

The anticipated adult response is important in the decision about whether to disclose
cyberbullying or not, whether the adult is a parent or member of school staff.
Therefore, adults need to consider the forms of support they cadeto young

people and how these might be applied in different circumstances. Themes regarding
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the required support emerged from the data and | have classified these into a staged

process for supporting victims of cyberbullying:

i)  Reactive (listen; emoti@h support; advice; safe space provision);
i)  Proactive (develop sense of belonging; rebuild confidence); and
iii)  Interventionist (mediation with bully/parents/school; sanctions; police

involvement).

Thereactivestage involves providing a safe space for the victim to talk and be

listened to without judgemergmotional support can be provided. Advice can be

given which the victim can then attempt to act upon. fArbactivestage involves
rebuilding the confidence of the victim, perhaps through peer support mechanisms and
buddying, a sense of belonging neaalbe developed. This might be achieved

through advising the victim about building additional friendship networks or
involvement in activities to boost sedsteem. Finally, in consultation with the victim,

the adult can deploy theterventioniststage vinere adults take a more proactive role.
Parents may seek support from the school or the police. School might arrange
meetings with the cyberbully and their parents, sanctions may be applied to the
cyberbully, or the police may be asked to assist inrthestigation and resolution of

the cyberbullying. The community context will also be vital here; for instance, if
gangrelated violence is threatened this moves beyond the realms of cyberbullying and
needs intervention involving the police. The victim glddbe involved in choosing the
levels of support which are appropriate to them, and these might change at different
stages of victimisation. At present, this system is a theoretical means to support young

people who are victimised and needs to be impléadeand evaluated.
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6.4.3. School approaches to cyber/bullying incidents

Cyberbullying victimisation and perpetrat
schoolclimatd Bayar & UManok, 201 2; Ni ckerson et
Cyberbullies have theost negative perception of school climate and belonging

(Nickerson et al., 2014jvhich is why interventions to suppayberbullies, as well as

victims, are important. This study involved mainly those who had experienced
victimisation, although some were cyberbully/victims. Consequently, | am unable to
theorise about appropriate interventions for cyberbullies, howaVgarties to

cyberbullying require consideration when designing interventions.

The young people who participated in interviews were from two schools who
appeared to hawdifferent approaches to dealing with cyberbullyim@. used a
restorative justiceystem, and would escalate sanctions to include exclusion, when
deemed necessar®L focused on sanctions for the cyberbully and had support
systems in place for the cybeictim. It is worth noting these are the perceptions

from the adolescents inteeviw e d , not a reflection of t he

Restorative justice is an increasingly popular means of resolvingpetsonal issues

in secondary schogliowever, there is little rigorous research to support its use in
educational settingsSong & Swearer, 2016)SongandSwearel(2016)are critical of

the use of restorative justice in scits, highlighting there is no manual for

implementing restorative approaches in schools, the research is largely anecdotal, and
it has yet to be shown it benefits those who are involved in bullying. Cowie, Hutson,

Jennifer and Myer§008) though, believe there is potential for restorative
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approaches to impact positively in schoélswever, without a wellresearched

approach and knowledge of the systems and process which work within educational
settings, it is difficul for schools to implement restorative approaches with fidelity.
Schools are finding their own wawith restorative justice approache&nfaraet al.
(2013)highlight restorative approaches do not involve fasilitating children

meeting to discuss the issue of contention, but is a wdableol approach and

philosophy which is against blame and punitive sanctidfming people express
concerns regarding the manipulation of restorative justice by perpstsatdrappear

to favour a more punitive approach, with perpetrators subject to sanctions iristead.
may be that victims have a desire to see their bullies punished, rather than engage in

dialogue with them.

Here, | am not evaluating the restorative gestapproach at TC, as this is outside the
scope of this study, rather | seek to highlight some of the issues which schools seeking
to adopt restorative approaches will encounter, and potential reasons why some young
people may not regard it favourably. darticular, some young people were disturbed

by how open the system could be to manipulation by the perpetrator, whereby the
victim was accused of wrordping and allotted blame. Clearly, further research is
required into restorative approaches in edooawvhich can then offer rigorous

guidance to schools seeking to implement this approach.

6.5. Applyingas ocio -ecological framework

I n this section, [(19%®) 1094, 2005 aciodkologicaf e nbr enn e

framework(Figure 2.1, pagéd9) to draw together the different concepts and elements
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disaussed earlier in this chapter, including how this study and elements of the

literature may be drawn together to create a holistic view of cyberbutlyibg used

for analysis of cyberbullying in a secondary school contépresent two models: the
firistprovi des detail and relates the differe
framework Figure 6.); the second has applied a greater levebstraction to

present a model of the integlationships which may be helpful for schools to

diagnose cyberbullying issudsigure 6.2. AppendixB presentsny noteswhile

constructing the models.

6.5.1. Relating concepts to the socio-ecological framework

In Figure 6.1 the socieecological framework has been used to arrange the different
concepts and show how these intelate within the different systems specified by
Bronfenbrenne(1979, 1994, 2005)| will start toexplainthe model from the base

with the micresystem.
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Figure 6.1 Conceptual model related to soaagological framework



