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Abstract: The definition of bullying has been the subject of debate by researchers, who are
exploring various traits of its manifestation. The ongoing research around bullying aims to
better understand and define the act, while guidelines from policies and examples from
research-based prevention practices contribute to the de-escalation of this behaviour. The aim
of the current study is not to offer a new definition about what bullying entails, but rather to
understand the way that the theory and research concerning bullying, existing bullying policies
and actual practices, interconnect with and impact each other, through the lens of professionals
actively engaged in the prevention of bullying. The study is connected to research conducted in
Cyprus, with the aim of understanding and revealing the insights of five professionals around
bullying and bullying prevention practices. The research questions focus on the professionals’
understanding on bullying and bullying prevention practices, the way that their disciplinary
identity, academic background and work experience, influence their understanding of bullying,
their awareness of their own professional identity regarding the others’ bullying prevention
practices, and their understanding around the possibilities, the limitations and the challenges of
interdisciplinarity for bullying prevention. Five professionals, working for bullying prevention
in primary education in Cyprus, an educational psychologist (EP), a music therapist (MT), a
teacher (T), a theatre practitioner (TP) and a social worker (SW), were selected through
purposeful sampling. Following an Action Research methodological approach, the data
collection involved professionals writing short vignettes illustrating some aspects of their work,
participating in individual interviews based on the vignettes and finally, three focus groups,
where they met in order to exchange perceptions, which respond to research questions. The
findings reveal that the professionals hold a broad understanding of bullying which is linked
with their actual practices. Additionally, the professionals entered a process of increased critical
reflection, giving new information and shedding light on the efficacy of their and others’
prevention practices, finding their role and responsibilities, and developing their professional
identity around bullying prevention. Finally, they identified multiple challenges of
interdisciplinary collaborative practice and assessed the opportunities that the process could
bring both for their personal and professional growth, and for the education of the pupils. The
study concludes with the insights of the research, identifying its limitations and challenges,
which impacts the trustworthiness of the results. It reveals that further research is needed in
order for interdisciplinarity for bullying prevention to reach its full potential, while illustrating
the way that the findings can inform and problematise future anti-bullying policies and

professional practice for bullying prevention in general.



Impact statement

This study has offered bullying prevention professionals a platform to present, through their
own lens, what they believe about bullying, bullying prevention, effective professional practice
and interdisciplinary collaboration. Their input may help individuals in charge of bullying
prevention, be the policymakers or leaders in the Ministry of Education and Culture Cyprus
(MOEC), understand the long-term impact of interdisciplinarity for bullying prevention in
Cypriot primary education. A longer-term perspective on the usefulness of interdisciplinarity
for bullying prevention may greatly improve bullying prevention practices and contribute to a

de-escalation of bullying in the Cypriot primary educational context.

The research findings are related to the understanding of the complexity of bullying, the
efficacy of current bullying prevention and the prospect of an interdisciplinary collaborative
process to improve understanding and offer alternatives for bullying prevention. This study is
useful in offering some explanation to professionals involved in bullying prevention,
particularly teachers, seeking to make sense of the various options they can employ in the
struggle to limit bullying in the Cypriot primary educational context. It offers the opportunity
of opening up and exploring ways of working with other professionals, with the common aim

of helping their pupils overcome the problems that the complex issue of bullying creates.

For researchers and practitioners, the findings of my thesis, which explore the links between
policy design and implementation as well as the parameters of collaborative practice, help in
providing a background context of the possibilities, the limitations and the challenges that
professionals can encounter when proceeding with any kind of interdisciplinary work. By
acknowledging these limitations and challenges, they understand the possibility of
interdisciplinarity when applied in different contexts, with different objectives and diverse
aims. For the latter, the publications with my supervisor and fellow doctorate students (i.e.
Jones, P., Charitou, C. Mercieca, D. and Poplete Nurez, H. (2019) ‘Reflective Practice and
participant involvement in research’, Reflective Practice, Vol 20, No. 4: 453-468
https://doi.org/10.1080/14623943.2019.1638244 and Jones, P., Charitou, C. Mercieca, D. and

Poplete Nurez, H. (2019) ‘Critical Practice in work with children and young people:
perspectives from research’. In Robb, M., Montgomery, H. and Thomson, R. (2019) (eds)
Children practice with children and young people, Bristol, The Open University) are
particularly useful. Those publications introduced me to the field of academia and to the way

that findings can be presented in articles and book chapters for use in future research.



Throughout my studies for the Doctor in Education (EdD), I participated in four major
conferences, presenting different aspects of my findings each time. These conferences are the
Drama Australia, Drama New Zealand International Conference (Sidney-July 2015), the 5%
International Scientific Conference for Interdisciplinarity (Heraklion-April 2019), the 2™
World Anti-bullying Forum (WABF) (Dublin-June 2019) and the 3" WABF (Stockholm-
November 2021). Additionally, I gave presentations at numerous national conferences and
seminars. My participation in these conferences and the discussions with fellow researchers and
scholars has contributed to developing our shared understanding of our purpose in producing
new findings around bullying and bullying prevention. The latter has been of paramount

importance in the analysis and presentation of my findings.

The work of this Thesis has already provided the foundation for professional discussion
amongst MOEC’s policy makers, the Cyprus Observatory on School Violence (COSV) and the
Direct Intervention Taskforce (DIT). For this reason, in 2016, MOEC appointed me to
collaborate with the COSV. Through this collaboration, my preliminary results were presented
to its members, which assisted in creating two training courses for the primary sector of
education and one for the higher education sector, around a holistic approach to bullying
prevention, including an explanation regarding the parameters of the Cypriot anti-bullying
policy and the elements of collaboration with professionals. In accordance with these, two
manuals were published for all Cypriot teachers, one including diverse activities for bullying
prevention and the other proposing interdisciplinary practices in dealing with bullying amongst
pupils. Additionally, COSV took into consideration the theoretical framework of my thesis and
the analysis around the Cypriot policy in order to proceed with corrections in the bullying
prevention policy regarding the areas of bullying definition and understanding, as well as the
documents that schools use to report and assess bullying. As agreed, the final findings of the
thesis will be disseminated to MOEC, the COSV and the DIT to examine what else can be done
in order to improve both policy design and implementation. Finally, a new article will be created

in collaboration with my supervisor to disseminate the final results of my thesis.
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Reflective Statement

From the beginning of my EdD studies in 2012, I have focused on examining bullying and
bullying prevention from various perspectives. My interest in bullying and bullying prevention
stemmed from my own experience as a primary school teacher faced with multiple challenges
relating to defining and addressing bullying in my daily professional reality. During my MA in
Applied Theatre, I decided to become more involved and to explore bullying and bullying
prevention in primary education. Therefore, I designed and developed the Remove the Power
(RTP) theatre bullying prevention programme in primary education. RTP was a 6-day theatre
bullying prevention programme which aimed to raise awareness regarding bullying, amongst
pupils, parents and teachers, contributing to the efforts for preventing bullying in Cypriot
educational settings. Since the Cypriot bullying prevention policy was designed only recently
(February 2012), every attempt to tackle the phenomenon was viewed in a positive light from

the MOEC and thus, RTP was given the approval to be implemented in schools.

RTP was implemented under the umbrella of TheatrEtc, a non-profit organisation which I co-
founded and which promotes the use of theatre and drama in Cypriot education and other
settings, with a focus on social concerns and inequities. As RTP was an approved programme
from the MOEC, we began collaborations with, along with the training of, other theatre
practitioners, in order to be able to work on preventing bullying in Cypriot primary schools,
seeing as the demand was so high. However, the MOEC still harboured some doubts, and
teachers were continually questioning the theatre practitioners' credentials and expertise in
pedagogy and teaching for applying the intervention in the primary sector, making the
implementation of RTP challenging. Therefore, at this point decisions needed to be made on
how to maintain the professional integrity of the intervention in the eyes of the MOEC by

introducing the ‘appropriate’ professionals to the training, without discarding its methodology.

The Foundation of Professionalism (FOP) report, as a part of my EdD, was a good place to start
questioning the reasons behind the MOEC and the teachers’ uncertainty regarding whether
theatre practitioners possess the professional skills to implement the RTP. Furthermore, it was
important to identify the challenges theatre practitioners face in forming and establishing their
professional identity as a newly emerged profession, in order for them to fit in at the primary
educational institutes. Lastly, I was intrigued by the potential of the two professional
communities collectively working together for the successful realisation of the programme’s
aims. My report was titled: Cypriot primary teachers, theatre practitioners and the Remove the

Power anti-bullying theatre intervention: collaborative communities of practice in a highly
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centralised educational system. Therefore, in the study a theoretical background was developed
around professionalism, professional identity, specialisation and communities of practice. As
was argued in the report, the RTP has created the apparent paradox of blurred boundaries
between the roles and responsibilities of teachers and theatre practitioners in Cypriot primary
institutions regarding bullying prevention. At the same time RTP offered the potential of
becoming a platform for creative collaborations between Cypriot primary school teachers and
theatre practitioners, by challenging professional social identity and boundaries and reforming
professional desires and practices. Whether that creative collaboration could be applicable in

Cypriot educational settings was something that needed further examination.

The theoretical background of — along with the arguments which emerged from — the FOP, led
me to question whether there might not be additional approaches for limiting bullying which
could be implemented in Cypriot educational settings. Since RTP was using the methodology
of Theatre in Education (TiE), it only made sense to examine the efficacy of TiE as a tool for
social transformation and, more specifically, for changing pupils’ attitudes to bullying. The
latter was addressed in my Methods of Inquiry 1 (MOE1) report, with the title: Can theatre
influence attitudes towards bullying in a classroom setting? A Participation Action Research
in a Cypriot primary school. Therefore, a preliminary research proposal began to take shape.
The research proposal in the report assisted me in familiarising myself with research and in
going deeper into the areas of literature reviews, ethical considerations in research, accurate
structure of research questions, research design and methodology, sampling and methods of

inquiry which could lead to the generating of data relevant to my research questions.

The MOE2 module took me a step further in implementing small-scale research, which gave
me the opportunity to test and enhance my skills in the previous areas mentioned, regarding
actual research. More specifically, I decided to proceed by investigating the extent to which
teachers perceive TiE as a reflective tool in influencing attitudes towards bullying. My
assignment had the title: Theatre in Education in attitudes to bullying: A qualitative approach
in exploring the views of Cypriot primary teachers. Essentially, I developed a theoretical
background about TiE and its efficacy around social issues and more specifically bullying,
explaining the reality of the matter in Cypriot educational settings and pondering what teachers
might believe about TiE’s ability to transform pupils’ attitudes in bullying. This specific
endeavour assisted me in being thorough with the designing of my research methodology and
the research instruments, since I had to implement the research and to be able to collect the
amount of data that needed to be analysed. The MOE2 report greatly assisted me in delving

deeper into the subject of collection of data and analysis, as well as initiating a discussion
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around the findings and responding to the research question. Overall, my sample consisted of
two teachers and a headteacher, who participated in an open-ended interview concerning
bullying and the use of TiE in education. The results demonstrated that their view of TiE was a
positive one, by virtue of their past experiences, though they did express concerns around the
sustainability of the results. Furthermore, they avoided implementing themselves TiE

methodology in the classroom and considered it something they cannot proceed with.

Thus far, the written reports were limited to 5000 words, with the FOP, the MOEI and the MOE2
preparing me mainly in areas important for proceeding with research, including building on my
theoretical framework, designing the research methodology, thinking of ethical considerations,
implementing the research by choosing my sample, analysing the data and initiating a discussion
around the findings, which lead to conclusions corresponding to my research questions. The
Institutional Focus Study (IFS) with the title: Forming Collaborations in Cypriot primary
classroom settings: Action Research for exploring an anti-bullying intervention came to deepen
my understanding, offering the scope for greater depth in all the areas I previously mentioned in
20000 words. At that time, I was still interested in bullying and bullying prevention, as well as
creative means, such as TiE, for raising awareness around this vast phenomenon amongst pupils,
making them change their attitudes towards it. Hence, I evaluated four international
interventions, in whose methodology theatre and experiential activities were incorporated. The
interventions are the DRACON project-Australia 1996-2004 (Burton and O’ Toole, 2002; 2005),
the DFE Sheffield-England 1994 (Elsea and Smith, 1998), the UPEI project-Canada 2004
(Belliveau, 2005a; 2005b; 2006) and the DAPHNE II-Greece, Cyprus, Lithuania 2004-2008
(Stefanakou et al., 2013; Sismani Papakosta et al., 2014).

Taking into consideration all my previous findings regarding the efficacy of RTP and TiE, the
uncertainty of teachers as regards the theatre practitioners’ expertise in pedagogy and teaching,
and the teachers’ fear of using TiE in their teaching every-day reality, allowed me to design and
test a new intervention with the name Creative Collaboration between a teacher and a theatre
practitioner. In a Cypriot school context, the two partners were asked to co-design and co-
facilitate five anti-bullying workshops. Using the Action Research (AR) methodological
approach and by incorporating diverse research instruments such as interviews, observations,
focus group discussions with pupils, and electronic diaries, my IFS report investigated the
participants' knowledge of bullying, anti-bullying techniques of learning, and how they value
and assess their collaboration. The findings of the study revealed that there was an increased
awareness from both partners around the way pupils define bullying, along with a better

understanding of new approaches to anti-bullying learning techniques. More specifically, they
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both came into the process with preconceived notions about what bullying is and how it affects
pupils' lives, and they were confident in the strategies they used to properly handle the issue
individually. By the end, they had realised that their perspectives had altered, elevating bullying
to the status of a more complex issue, which needed a comprehensive approach in order to be
addressed. The teacher’s recognition of the potential that the collaboration offered was crucial,
as it provided a space for her and the pupils to address trust difficulties. Additionally, in order
to achieve the collaboration's primary goal, the pupils put themselves in the shoes of the bullied,
pondered, and made key judgments about what measures they should take to remedy the
problem. The intervention gave both collaborators the chance to broaden their professional
horizons and see that bullying can't be eliminated by relying on individual qualities alone;

rather, its complex nature demands a more collaborative approach in order for it to be resolved.

During the IFS, it was interesting to look at the findings and realise that Creative Collaborations
provides an opportunity for offering both teachers and art professionals a shared space to work
on bullying prevention, to invest in their professional capacity building, as well as to work
towards pupils’ ability to react and address bullying in their daily life. The research process
showed that the collaborators’ interaction led them to think creatively and distinguish their
individual practices, voicing their limits and boundaries of what they can practice and what they
could not proceed with. For example, on many occasions they would divide specific activities,
naming them “teaching oriented” or “theatre oriented” in their effort to allow room for each
other in the process. At other times, they would merge activities and co-facilitate a session,
proving that boundaries are blurred and not always distinguishable. Therefore, my interest
around interdisciplinary collaborative practice started to grow, causing me to think that teachers
and other artistic professionals, as well as pupils, could benefit in multiple ways from

interdisciplinarity in educational establishments.

A preliminary study of the Cypriot bullying prevention policy was a prerequisite for seeing
whether there is room for interdisciplinarity in the Cypriot educational setting, before I
embarked on my journey for my thesis. The review of the policy revealed that not only is
collaboration valued, but also that there is room to involve professionals from diverse
backgrounds in bullying prevention. More specifically, the policy recommends individuals,
organisations and services who can collaborate with schools during the designing and the
implementation of their anti-bullying protocol. Considering the results from my IFS, my
interest lay in further exploring the factors that create limitations, as well as possibilities, for
experts from many disciplines who want to collaborate on bullying prevention. For example,

the two partners in my IFS worked out their differences, focused on the common good and
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achieved equal and actual participation in the new shared learning space they formed.
Therefore, it was interesting to explore the perceptions of a number of professionals-
collaborators in the context of introducing interdisciplinary collaboration for bullying

prevention.

Essentially, all the previous areas that my EdD covered helped lend a greater depth to my
research and allowed me to put the current study together. My thesis incorporates and engages
with research, with the goal of exploring and revealing the perceptions of five professionals
from various disciplines regarding their understanding of bullying and bullying prevention
practices. By using multiple research instruments such as written vignettes, interviews, Focus
Group Discussions (FGD) and electronic diaries, my research reveals the perceptions of the
professionals around the efficacy of their practices and their awareness of other professionals'
bullying prevention practices, as well as the lens through which they view interdisciplinary
collaborative bullying prevention practices. The findings examine the link between policy
guidelines, worldwide bullying theories, and bullying prevention measures in the Cypriot
educational system, as well as the possibilities for an interdisciplinary and multi-agency

collaboration, via their discourse.
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Introduction

My review of literature shows that new and diverse anti-bullying interventions are being
implemented, many of which are influenced by the work of Olweus (1983) (Stevens, De
Bourdeaudhuij and Van Oost, 2001). Nevertheless, the literature asserts that despite the work —
insofar as it has progressed — regarding bullying and bullying prevention, bullying still thrives
in schools (Dawn and Cowie, 2012; Hemphill et al., 2012; Hong and Espelage, 2012), causing
the literature to call for new ideas and innovative approaches in order to limit it. In its recent
Declaration, the Committee of UNESCO (2020), proposes a whole-education strategy to
bullying prevention, based on empirical data and years of successful practical application
throughout the world. Strong leadership and solid policy frameworks are the first steps to
achieve the latter, which entails building a secure and positive school environment for all the

members of a school community.

In 2015, the MOEC, in collaboration with the COSV and the Educational Psychology Service
(EPS), circulated the first anti-bullying policy titled: Preventing, combating and addressing
school bullying (February 10, 2015; February 23, 2016) (Appendix 1). The aim of the policy is
to regulate a consensus among school members around bullying theory and anti-bullying
approaches, and to introduce basic steps that each school should follow in preventing and
addressing school bullying (MOEC, 2016: 1). Additionally, the Cypriot policy states: ‘The
collaboration of the school with other institutions assists the efforts of the school for the academic
and social success of their students” (MOEC, 2016: 7). For the latter, the MOEC offers a list of
organisations and institutions which work with professionals in bullying prevention, suggesting

that a collaboration between them is possible.

The potential to introduce collaborative work — and especially more creative approaches to
bullying prevention — to the Cypriot educational system appeared fascinating, coming from my
role as a primary school teacher and a theatre practitioner in Cyprus. Therefore, during my IFS,
I focused on exploring the efficacy of theatre and other creative approaches to bullying
prevention, through the collaboration of a teacher and a theatre practitioner. Following an AR
methodological approach, the IFS reports that the potential of limiting bullying through working
with creative and collaborative approaches exists. An additional key finding was that
opportunities and challenges can emerge for the professionals-collaborators, involving the way
they negotiate their roles in the process and the way they understand each other’s needs, in order
to achieve their aims. The contribution of the study to new knowledge, was an insight into those

challenges and opportunities, as well as how highly both professionals-collaborators valued the
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process of developing their professional skills, while raising awareness around bullying amongst

pupils.

While the Cypriot anti-bullying policy offers the possibility of many different professionals being
employed in Cypriot schools with bullying prevention as the focus, little work is done to
understand their practices, as well as their opinions on each other and the relationships they
develop with each other and with the members of the school community. Therefore, this study
examines whether there is room for interdisciplinary collaborative practice for bullying
prevention in Cypriot schools. For this purpose, the study incorporates and engages with
research, exploring and revealing the perceptions of five professionals from different disciplines,
regarding their understanding of bullying, bullying prevention practices and their efficacy, as
well as the professionals’ awareness of the bullying prevention practices of others, and their
perception of interdisciplinary collaborative bullying prevention practices. Through their
discourse, the findings explore the relationship between policy guidelines, international bullying
theories and bullying prevention practices in the Cypriot educational system, and the potential of

an interdisciplinary partnership.

The literature review in Chapter 1 critically bridges the gap found in the knowledge regarding
the relationship between theories of bullying, policy design and implementation, bullying
prevention practices, and interdisciplinary approaches. Particularly, the chapter examines the
way that anti-bullying policies are constructed by combining bullying definition through theory
and research. Then it addresses the interpretation and implementation of policies using the
Cypriot anti-bullying policy as an example, exploring the impact that the policies have on
relevant professionals and their effort to work on bullying prevention. Finally, the chapter
reviews theories around interdisciplinarity, in order to explore what interdisciplinarity envisions

and in what ways it could be put into practice for bullying prevention.

Chapter 2, presents the rationale, the aim and the research questions of the research. It reflects
on the choices made for the flexible methodological research design, including the social
constructivism paradigm and AR methodological approach (Bradbury, 2008; Levin and
Greenwood, 2011; Coghlan, 2019). Multiple research instruments are used, such as vignettes,
interviews, FGD and electronic diaries developing the three cycles of the AR. The
methodological paradigm makes the research and the results relevant for the professionals
involved in the process, while the multiple research instruments assist in collecting a large
quantity of data to shed light on the research questions. The four research questions focus on

the professionals’ understanding of bullying and bullying prevention practices, their
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descriptions of the efficacy of their practices, their awareness of others’ bullying prevention
practices, and their understanding and view around interdisciplinary collaborative practice for
bullying prevention. Finally, the chapter justifies the choices of sampling and piloting, as well

as deals with ethical considerations, to safeguard the trustworthiness of the research.

The study follows a Thematic Analysis (TA) approach both in its Inductive and Deductive form
(Braun and Clarke, 2006; 2012; 2019) for the analysis of the data emerging from multiple
research methods. The data is coded, organised and presented in themes in Chapter 3. The
qualitative paradigm can produce an excess of data, which can be challenging when having a
word limit. Therefore, in order to convey the findings faithfully, delivering coherency to the
reader, the data is grouped in a way that divides the chapter into two sections according to the
methodology and the methods of data collection used. The first section pertains to the first two
cycles of the research, presenting the data collected from the vignettes and the interviews
combined, while the second section pertains to the third cycle, and the data collected from the

FGD and the electronic diaries.

The goal of Chapter 4, is to extract examples from the data and discuss them, making
comparisons with existing research and literature on the topics raised, highlighting new findings
and describing how the latter could lead to a fruitful future discourse (Hewitt and Lago, 2010).
Therefore, the objective is not to re-present the data as in Chapter 3, rather to link it back to the
research questions and the theory, illustrating the meaning of the research findings. The four
sections of the chapter correspond to the four research questions, discussing themes within the
data, identifying gaps in the knowledge, and creating new understanding around each topic.
Critically reflective practice, professional identity and interdisciplinary knowledge offer
insights on possibilities and challenges of interdisciplinarity on bullying prevention,
constructing the conceptual framework of the study, and tracing the future of anti-bullying

practice in the Cypriot educational system.

The current study moves beyond examining the specifics of bullying behaviour per se, and does
not attempt to offer a new definition for a rather complex and much researched issue. Following
Crawford’s (2020) triangulation of experience, literature, and theory to construct the conceptual
framework of the study, bullying, as the main focus of the study, opens-up a space for sharing
experience about its definition, bullying prevention practices and collaboration. The study is
unique and original, since few people have conducted research on how professionals in the field
of bullying prevention perceive bullying and bullying prevention practice. Most of the research
in this field focuses on exploring and explaining bullying as a behaviour, moving closer to an

— as much as possible — accurate definition, in order to deal with it more effectively. However,
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here, the definition of bullying, as presented in theory and the findings, is appreciated and
valued, while equal importance is placed on the interpretation of bullying, as seen through the
lens of the professionals. The latter opens up the space for understanding the dynamics between
theory and practice and between policy design and implementation, offering the possibility of
working on what needs to be done in order to bridge the gap. Furthermore, this has been the
first time that such a study has proven relevant for the Cypriot context, exploring not only the
insights of the professionals in the field of bullying and bullying prevention, but also the
potential for an interdisciplinary collaborative practice. Thus, the results are pertinent to all the

stakeholders involved in bullying prevention in the Cypriot educational setting.
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Chapter 1

Bullying prevention policy and interdisciplinary collaborative practice
1. Introduction

According to Crawford (2020), experience, literature and theory construct the conceptual
framework of a study. As described by Ravitch and Riggan (2017) the conceptual framework
is an argument of a study that serves two purposes: to show the importance of the study to the
relevant audience and to present the relationship between research questions, data, and analysis.
Personal interests, perceptions and experiences allow the development of a stimulus for
research, and evidence in literature and the theoretical basis assist in supporting the conceptual
framework of a study. For the purposes of the current study, bullying becomes the main topic
of concern, which opens up the space for five professionals from various disciplinary
backgrounds to share their experiences about its definition, prevention and interdisciplinary

collaborative practice.

While the focus is on bullying, bullying prevention practices in Cyprus and interdisciplinarity,
the study informs and activates a research process which enables the professionals to exchange
their knowledge and expertise. Therefore, bullying is the focus, reflected in the research
questions, with data examining how the professionals explore and offer information about their
perceptions of its definition, prevention and to interdisciplinary collaborative practice
concerning bullying prevention. The study aims to showcase the process and the insights of
disciplinary and interdisciplinary perspectives during the professionals’ interaction, in which
they critically reflect on bullying and bullying prevention understanding in terms of, the
efficacy of their and others’ bullying prevention practices and the potential of interdisciplinary
collaborative approach in bullying prevention. In order to establish the study’s conceptual
framework, this literature review assesses the degree to which the aforementioned have been

examined and indicates a potential gap in literature (Booth et al., 2016).

Onwuegbuzie, Leech and Collins (2012) argue that the role of the literature review is to offer
the foundation and a sophisticated review and synthesis of different resources for the
implementation of relevant research findings. They refer to the literature review as the
groundwork for the undertaking of research. The current chapter critically approaches literature
review, as described by Onwuegbuzie, Leech and Collins (2012), moving beyond mere
description, to include a degree of synthesis of various resources linking the literature review

with the research to follow. Therefore, the literature review asserts the dynamic relation
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between the synthesis of theories and research related to bullying, bullying prevention policy

and interdisciplinary practice for bullying prevention.

According to Boswell and Smith (2017), policy makers favour expertise and an evidence-based
approach to produce more ‘effective’ policies. Therefore, the Literature Review utilises the
Cypriot bullying prevention policy to critically reflect on its effectiveness through the synthesis
of theories and research around bullying and bullying prevention (Appendix 1). In order to offer
a better understanding of the Cypriot context and its anti-bullying policy, the Greek version of
the policy is attached as an Appendix and relevant to the discussion parts are extracted in boxes

in the main text translated in English for the readers comprehension.

The Literature Review begins with exploring the definition of bullying in policies, focusing on
specific areas which continue to be a subject of debate amongst scholars: aggression, violence,
predetermination, intention to harm, power imbalance and repetition. Then it examines the
dynamics between policy design and policy implementation, and the potential of engaging in
Whole School Approaches (WSA) to bullying prevention. Regarding bullying prevention, the
literature reviews theory and research about disciplinarity and interdisciplinarity to explore the
way that the latter could be put into practice to meet its full potential for specifically bullying
prevention. The topics of discussion involve the awareness and appreciation of diverse
disciplinary perspectives, which includes communication, integration of ideas, evaluation and
a recognition of disciplinary limitations and appropriateness of interdisciplinarity. Moreover,
the literature reviews critically reflective practice and professional capacity building in relation
to interdisciplinarity. The aim of the development of this part of the literature review is not to
argue that an interdisciplinary collaborative approach could be more effective in dealing with
the issue of bullying, but to critically examine how interdisciplinary practice and integrative

learning could work together towards a desirable outcome.
2. Bullying prevention policies

This section embraces a holistic and multi-faced approach to policy design and implementation.
It begins by exploring the literature relevant to policy construction and the dynamics of the
relationship between policy makers, specific interest groups and the public. In line with the
literature, the terms ‘bullying policies’, ‘anti-bullying policies’ or ‘policies for bullying
prevention’ (Hall, 2017) are similarly used to refer to policies related to bullying, which are
developed by governing bodies or public officials to achieve specific outcomes. The discussion
moves on to explore the possible impact of policy planning on policy implementation, focusing

on the educational context and bullying prevention, by having as a reference the Cypriot anti-
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bullying policy. More specifically, it approaches to coding the Cypriot anti-bullying policy by
extracting information and comparing them with the way the definition of bullying and the
bullying prevention practices appear in bullying policies according to literature. Then by
critically analysing specific areas of the definition the nuances between the literature and policy
design are presented. Finally, it argues that, in order for policies and practices to be successful,
they should relate to all aspects of bullying definition, intervention and prevention and involve

all stakeholders in every stage of design and implementation.

According to the literature, policies are systems of regulations designed by the current
governing bodies to address specific matters that are of public interest (Hall, 2017; Meier and
Bohte, 2007). As the definition suggests, there is a dialogic relationship between the policy
designers, who are authorized by law to engage in constructing and implementing the policy
(i.e., government officials) and the general public (i.e., specific interest groups, practitioners
etc.). In this dialogic relationship, one party should inform the other of the matter which needs
to be addressed, working collectively to construct and apply the relevant policy. However,
according to Meier and Bohte (2007), the general public is usually neglected in the process of
design and implementation, although their input is invaluable in making decisions for changes
relevant to them. The latter causes problems to the insights and the dynamics of the relationship
between policy makers, specific interest groups and the public, and the efficacy of the policy in

practice.

According to Hall (2017), bullying policy shares the same ideology, design, course of action
and outcome as any other policy. He describes bullying policies as ‘systems of principles
created by governing bodies or public officials to achieve specific outcomes by guiding action
and decision making’. Here lies the distinction between the state policies which are constructed
by ‘governing bodies or public officials’ and school policies which are constructed by the
schools in order to meet the objectives of the state policies. The value of the state policies is
found in the fact that they act as ‘upstream’ interventions, which promote the design of
‘downstream’ interventions (p. 47). In terms of the Cypriot context, the ‘downstream
interventions’ or school policies are included in the Education of Health and Prevention of
Delinquency Action Plan (hereafter Action Plan) that the school develops and involves all the
necessary actions that the school should take for awareness, prevention and addressing bullying

according to the state policy guidelines.
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“The Ministry of Education and Culture, as part of its policy for prevention and dealing
with the phenomena of delinquency and violence at school, urges each school unit to
develop its own action plan to prevent and deal with school bullying. This action plan can
be included in the Education of Health and Prevention of Delinquency Action Plan, which

is designed by the school in the beginning of each school year and is kept in its Archives.

During the preparation of the Education of Health and Prevention of Delinquency Action
Plan, both the particularities of each school unit and the obligations of the state arising from

the Convention of Children’s Rights must be considered”.

(Cyprus anti-bullying policy-introduction, 2016: 1)

Box 1: Developing an Action Plan

From this perspective, bullying policies impact and guide the behaviour and actions of the
students, the teachers and the school administrators, calling the schools’ officials to develop an
Action Plan which either prohibits or requires certain behaviours. For example, a bullying
policy could lead to an Action Plan, which either discourages students from acting in specific
ways or promotes the reporting of bullying so that it may be addressed in an explicit manner.
Downes and Cefai (2016), in their survey of the anti-bullying policies of the EU Member States,
argue that in countries with a national anti-bullying policy for schools, said policies are mostly
directed towards evidence-informed processes and it is unclear to what extent bullying and
violence prevention is embedded in the curriculum. In other words, a possible gap can be
spotted between the way that the policy makers apply specific bullying and bullying prevention
theories to their anti-bullying policies, and the way that these theories are interpreted and
followed by the policy’s implementers in their Action Plans, such as the teachers and/or other

professionals in the field.

Policies involve constitutions of values and ideologies created by the governing bodies or
officials (Meier and Bohte, 2007; Chung, 2017; Hall, 2017) and therefore, the objective for the
relevant stakeholders is to make decisions and promote action, to achieve changes in particular
domains, in the form of explicit outcomes. On the one hand, the framework of all policies
consists of formal procedures and on the other hand, according to Rayner and Lewis (2011), an
effective policy for bullying prevention has a broader meaning and should include the bullying
definition and specific instructions on how the organisation should prevent bullying and deal
with it, should it occur. Important is the broader meaning of an effective policy as described by

Rayner and Lewis (2011), which is to act both as a statement of intent and as a practice,
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proposing specific steps for the relevant stakeholders to take, for every stage of bullying the
organisation may find itself involved in. Nevertheless, the latter is rarely reflected in anti-
bullying policies. For example, Downes and Cefai (2016), reveal that EU countries with
policies lack a strategic focus on differentiated needs and/or various levels of prevention. They
reveal that most countries are restricted to general prevention approaches. Therefore, the
bullying policies seem to be losing their broader meaning of being able to address specific and

differentiated needs among different students in different schools.

Anti-bullying policies should set the framework what bullying consists of and propose specific
steps for designing and implementing more targeted programmes, projects and practices from
individuals, organisations or services in schools (Ananiadou and Smith, 2002; Hall, 2017,
Rayner and Lewis, 2011). For example, a bullying policy which requires that schools provide
counselling services to students who behave in a negative way, should be distinguished from a
policy which employs punishment for students who continuously engage in bullying behaviour.
In the first case, the policy implementers (i.e., teachers, school counsellors etc.) will develop
an Action Plan, which concentrates on different methods for preventing bullying (i.e., positive
school environment). In the second case, the Action Plan will rely more on various
confrontation methods of addressing bullying (i.e., reporting and punitive action). The latter
proposes a different course of action in two different cases of implementing the anti-bullying
policy, which challenges the interpretation of the different dimensions of bullying policies. In
other words, the extent to which the policy’s implementers interpret the directions of the policy
as being relevant and inclusive to education is of great importance. Furthermore, the differences
in interpretation of the policy challenges the credibility of the assessment methods that measure

its effectiveness.

According to the literature, political parties consider anti-bullying policies as a legacy and
inheritance of the government’s agenda, demonstrated in a school environment in a rather
complex way and serving as a mixture of ideological and epistemological discourses (Chung,
2017; Hall, 2017). Therefore, it is crucial to raise a discussion about the dynamics behind the
decisions of various governing bodies to develop policies for bullying prevention, together with
their expectations that derive from within this process. The policy’s various regulatory
measures, rules and actions are accountable to the legal authority of the individual or group,
which establishes the policy, stemming from the need to either increase awareness and concern
for student violence and school safety (Birkland and Lawrence, 2009) or to form behaviour
management in schools (i.e., Clovelly House School Policy, 2017). Downes and Cefai (2016)

identify the need for a stronger focus on student participation in the design process of an anti-
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bullying policy. Therefore, it seems that there is a top-down approach to planning, designing
and acting upon a bullying policy, lacking a bottom-up course of action, with the actual

implementers of the policy being unable to assess and impact the effectiveness of the policy.

The differences in understanding of the bullying theory and bullying prevention approaches
among various stakeholders, together with the impact that the latter has on the process of policy
design and implementation, appears relevant to the current literature review process. According
to Chung (2017), it is fundamental for bullying policies to become acquainted with the relevant
theory, starting with a clear terminology and a definition of what is and what is not bullying.
The latter will safeguard a common understanding between the policy’s implementers of what
is considered bullying in order to be able to prevent or deal with it more effectively. A clear
definition of bullying assists teachers to identify children who need help, whether they are the
one being bullied or doing the bullying. Furthermore, it provides a means for raising awareness
among students and parents promoting bullying prevention. However, according to Brown et
al. (2020), the stakeholders responsible for investigating the act of school bullying depend on
its definition, yet at the same time are confused about the way that bullying is presented in
policies or state statutes. In their research with school principals, the findings suggest a clearer
definition of bullying, together with a step-by-step protocol to investigate reports, to follow up
and to monitor the situation. The latter stimulates a discussion around the way that bullying
definition and bullying prevention practices appear in bullying policies, emphasising specific
conflicting areas or presenting nuances between the literature and policy design. Therefore, the
following section focuses on the discussion around specific areas regarding the definition of
bullying, which continue to be a subject for debate amongst scholars: the distinction between
linking bullying with aggression or with violent behaviour, the relation between
predetermination and intention to cause harm, the understanding of power imbalance in

bullying, the idea of repetition and continuity, and the association between intent and repetition.
2.1. Bullying definition in policies

Policies should provide information on the theory of bullying and its prevention, together with
a step-by-step protocol of addressing bullying if it occurs, in dialogue with international anti-
bullying programmes and interventions (Chung, 2017; Rayner and Lewis, 2011). In the
discussion that follows, a thorough examination of the literature on bullying and bullying
prevention enables insights from scholars in specific complex areas regarding the definition of
bullying: the correlation of bullying with aggressive behaviour, the connection between the
aspect of predetermination in bullying and the intention to cause harm, the aspect of power

imbalance in bullying, the repetitive nature of the act, and the association between intent and

26



repetition. Those areas appear to divide scholars when it comes to defining bullying, providing
nuances when interpreting bullying in practice and the implementation of downstream
interventions. For each area of discussion, the content of the Cypriot anti-bullying policy
(MOEC, Preventing, combating and addressing school bullying, ypp3745, February 23, 2016)
is brought in to explore the dynamics of the relationship between the theory of bullying and
policy design, in correspondence with perceptions concerning bullying prevention found in the

relevant literature.

In Cyprus the decisions for the development of policies regarding educational matters and
interventions concerning children’s emotional development and well-being, function within a
centralised mechanism of the MOEC. However, a review of the Cypriot anti-bullying policy
reveals a diversified approach to bullying prevention moving between the ‘centralised
direction’ (Pashiardis 2004) of the educational system and the individuality of the schools. For
example, the centralised aspect of the educational system is reflected in the existing requirement

that schools to report their Action Plan to the MOEC by submitting an online report.

“The report form will help to better manage incidents and collection of statistical data,
which will be sent to the Ministry of Education and, specifically, to the Observatory on
School Violence in electronic form, during or at the end of the school year, through the
Educational System Programming. The responsibility for registering the bullying incidents
rests with each school’s deputy, who is responsible of the Committee for Health Education
and Prevention of Delinquency. More information on the electronic entry of the data can

be found in the Appendix VII”

(Cyprus anti-bullying policy-introduction, 2016: 2)

Box 2: The schools report to the MOEC

The above is an attempt from the MOEC to regulate the way bullying is dealt with. However,
as seen previously, the policy allows room for the schools to decide on the course of action that
best suits their individuality. Additionally, an element of a holistic anti-bullying approach is
evident throughout the policy, arguing that this could be achieved through equal collaboration

between the teachers, the pupils, and the parents.
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“The most effective school prevention and treatment programs of bullying include
interventions at the individual and school level, as well as in other contexts in which
children are active. Therefore, the prevention that is planned and applied at school should

be done at three levels:

1. Teacher Level

2. Student Level (class and school)
3. Parent Level”

(Cyprus anti-bullying policy- Appendix II, 2016: 2)

Box 3: Collaboration between teachers, pupils and parents

Moreover, the collaboration with other external organisations and services is valued in the
policy by introducing each of them on the Appendix VI with the title “Supportive Services and

Organisations against bullying”

Therefore, the examples from the Cypriot anti-bullying policy are central to this literature
review, in order to better illustrate the relationship between theory and practice, and a relevant
context for the research that follows, which explores the insights of bullying and bullying

prevention through the lens of Cypriot professionals.
2.1.1. Bullying, aggression and violence

The literature on bullying asserts a disagreement among scholars when it comes to the definition
of bullying. One of the areas that they all seem to agree on is that bullying is linked directly
with aggression, with the exact meaning of aggressive behaviour varying depending on their
individual disciplinary perspectives. Researchers from a sociologist background (Murray-Close
et al., 2006; Catanzaro, 2011; O’Brien, 2011; Hemphill et al., 2012) divide aggression
according to the nature of the act, into direct/overt (physical and verbal bullying) and
indirect/covert (i.e., spreading rumours, encouraging others not to play with someone), while
others, exploring the psychological effects of bullying (Salmon et al., 2000; Dixon, 2011; Hong
and Espelage, 2012; Sismani-Papacosta et al., 2014), divide aggression according to the form
the act can take, into physical (hitting, kicking, shoving, taking or damaging belongings) and

verbal (i.e., teasing, taunting, threatening, excluding).

According to Benbenishty and Astor (2019), although violence and bullying are interrelated

concepts, though with conceptual differences, often they are used by practitioners, parents, and
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children interchangeably. This is connected to the way bullying is linked with aggression and
relates to the impact that policy formation has on bullying prevention practices. Lines (2008),
for instance, asserts that bullying involves physical violence, and he admits that incidents of
covert hurtful behaviour, such as teasing, name-calling or being excluded from a group of peers
are frequently not perceived as violent and thus not as bullying. Cantazaro (2011) discusses
‘relational aggression’ (p. 84) expanding more on the socially motivated act of ignoring or
excluding someone in a face-to-face conversation and including cyber-bullying as a
phenomenon of our society’s major technological achievements. Therefore, it depends on
where the emphasis is placed in policies: whether it links bullying to aggression, or whether it
describes it as a violent act. The latter potentially influences the way professionals perceive
bullying and construct their interventions, as well as the way parents and children interpret

bullying in their real live experiences.

Taking the Cypriot anti-bullying policy as an example, we see the definition of bullying
drawing information from national legislation and regulations of education, as well as from the
Convention of Children’s Rights, highlighting the important role pedagogy plays in securing
those rights. Additionally, the policy directs the theory of bullying towards Olweus’ (1986,
1991) definition which emphases the negative feelings of the act.

“A student is being bullied or victimised when he or she is exposed, repeatedly and over

time, to negative actions on the part of one or more other students”

(Olweus in Cyprus anti-bullying policy-Appendix I, 2016: 1)

Box 4: Olweus definition of bullying

Of particular note here is the ‘negative action’, which seems to refer to aggression. However,
the policy appears to make no other mentions of aggression; yet it characterises bullying as a

‘violent act’, borrowing the term from the World Health Organisation (WHO, 1997).

“Violence: Violence is the intentional use of physical force or authority, whether in the
form of threats or real, against oneself, another person, or against a group or a community,
which either causes or is likely to cause injury, death, psychological harm, dysfunctional

development or deprivation (World Organisation of Health, 1997).”

(Cyprus anti-bullying policy-Appendix I, 2016: 1)

Box 5: Violence definition
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Moreover, the Cyprus anti-bullying policy divides the violent behaviour into direct and indirect,

as well as verbal, physical, relational and destruction of property.

“Ways that bullying can occur:
1. Direct: occurs in the presence of the targeted person (i.e., pushing, swearing, etc.)

2. Indirect: does not occur in the presence of the targeted person (i.e., spreading false

and/or harmful rumors etc.)
Forms of Bullying Behavior:

1. Physical: use of physical violence by the bully towards the targeted person (i.e., hitting,
kicking, punching, spitting, tripping, pushing, threatening/unwanted sexual gestures,

coercion to commit sexual/offensive acts, etc.).

2. Verbal: verbal or written communication from the person who bullies to the targeted
person, which causes harm. Verbal bullying behavior includes: taunting, using derogatory
nicknames, swearing, threatening or offensive messages, inappropriate sexual comments

and verbal threats, etc.

3. Relational: behavior by the bully, intended to harm the reputation of the targeted
person's relationships with other people. It happens directly, when the person who bullies
isolates the targeted person, ignores them, or prevents them from interacting with peers. It
happens indirectly, when the person who bullies, spreads false and/or harmful rumors,
writes derogatory comments in public places, or exposes photographs of the targeted person

in a physical or electronic space, without their permission or knowledge.

4. Destruction of property: theft, alteration or destruction of the person's property-target
by the person who is bullying, with the intention of causing them harm (i.e., theft, seizure
or destruction of personal items, deletion and/or alteration of personal electronic

information, etc.). (Gladden et al., 2014)”

(Cyprus anti-bullying policy-Appendix I, 2016: 1-2)

Box 6: Forms of bullying manifestation

Therefore, while the emphasis is on bullying as a violent behaviour, it seems that there is an
effort from the policy makers to equally include indirect aggression in the terminology of

violence explaining thoroughly the different forms that the specific act can take.
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The diversity in opinion between the association of bullying with aggression and violence
appears important to understand the complexity of the act. Furthermore, it offers insights into
the natural disparity in perceptions among various stakeholders when it comes to translating the
theory of bullying, as seen in the relevant literature and in policies, into their Action Plan and
practice. For example, the different direction or nuances in the way bullying is defined in the
literature and in policies, which places emphasis on physical violence (i.e., the Cypriot anti-
bullying policy), at first appears challenging. However, it leaves room to explore the way
various professionals perceive bullying, as well as whether their practice is directed towards

including — and to what extent — relational aggression as bullying.
2.1.2. Predetermined act and intention to cause harm

Further definitions of bullying in literature perceive bullying as an ‘intentional act’ (Agatston
et al., 2009: 17), or as a behaviour arising from the ‘deliberate intent to cause distress to others’
(Hickson, 2009: 134). While both definitions appear to introduce predetermination of bullying,
the first implies that there are various reasons behind bullying manifestation, while the second
becomes specific, emphasising the predetermined results (i.e., ‘cause distress’), which are
considered before the action takes place (i.e., ‘deliberate intent’). Whether the harm that occurs
is a result of premeditation on the part of the bullies or whether other reasons exist to trigger

this behaviour is relevant for the following argument.

Reviewing the literature about the profile of children who present aggressive behaviour,
Bjorkqvist (2001) offers another perspective. Offering a new twist on the bully’s profile, she
argues that the age and development of the perpetrator’s intelligence must never be left out of
the equation. Her research group in Finland found that very young children, whose social skills
are underdeveloped, tend to employ physical aggression. With the development of verbal skills,
the aggression becomes more verbal, while with the development of their social intelligence,
they manage to manipulate social relationships to their advantage (Bjorkqvist, 2001). Elame
(2013), who examines bullying from an intercultural perspective, agrees with Bjorkqvist. Of
particular note here is that he goes one step further, linking emotional intelligence to the
maturity of children with special needs, such as children with disorders or behavioural
difficulties (i.e., dyslexia, clumsiness and stuttering). Those children, he states, interact
differently in their various environments and respond to different stimuli, increasing their risk
of becoming bullies. Therefore, children who are less emotionally mature and more prone to
impulsive reactions than their fellow students are more likely to develop attitudes that favour
bullying, without always being aware of their actions. While this statement appears valuable in

re-defining bullying, of relevance for the current study is the further exploration of its input in
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anti-bullying policies, both in the way the policy makers make decisions throughout the design
process and the way that various stakeholders choose to interpret the ideology of the policy in

their Action Plans.

Further examining the way predetermination and intention to cause harm is presented in
policies, the example of the Cypriot anti-bullying policy appears particularly helpful. For
instance, it seems that there is an effort to identify the protagonists of bullying, quoting possible
characteristics they may possess. In relation to the above, three different roles are identified in
bullying: the bully, the bullied and the bystander, while there is a reference to a fourth category

called bully/bullied, children whose role depends on the circumstances.

“A third group is also identified through research, which consist of children who are, at the

same time, bullies and bullied.

Characteristics of bully/bullied:

e low self-esteem and self-confidence

e deficiency of social skills

e difficulty in resolving their differences
e academic difficulties

e tendency to adopt negative standards

e isolation and rejection by peers”

(Cyprus anti-bullying policy-Appendix I, 2016: 3)

Box 7: Characteristic of bully/bullied

The literature corresponds with the profiling that the policy proposes and especially with the
fourth category and the possibility that children who are bullied will become bullies in other
contexts (Dixon, 2011; Leiner et al., 2014; Olweus, 2003; Stavrinides et al., 2010). What is
interesting in the policy is that the intention to cause harm is overlooked, referring solely to
predetermination, describing the bully as often being popular and sometimes possessing
physical power, aggression, impulsivity, lack of empathy, low self-confidence and self-esteem,

and underdeveloped communication skills.
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“Characteristics of bullies

e physical power, aggression, use of violence

¢ impulsivity, anger, low frustration tolerance

e "popular" people who usually dominate and impose themselves
e insecurity, low self-esteem

¢ showing confidence and self-assurance to others

¢ undeveloped communication skills and reduced social skills

e academic difficulties

e difficulties in resolving differences with others

¢ coming from a family environment with conflicts and difficulties in demarcation
e negative disposition towards school

e tendency to adopt negative standards

e propensity to break rules and exhibit anti-social behaviour

e ability to escape from difficult situations

e absence of moral qualms or remorse for their actions

e lack of empathy”

(Cyprus anti-bullying policy-Appendix I, 2016: 2-3)

Box 8: Characteristics of bullies

The bully’s profile in the policy implies that we should look beyond the intention to cause harm

and identify those reasons, multiple and varied as they are, which are responsible for the

manifestation of bullying behaviour towards another individual.

Scholars identify a need to re-think whether bullying should be considered an act with the intent

of causing harm (Bjorkqvist, 2001; Elame, 2013). This could possibly result in the exclusion of

those incidents that are caused by disorders, personal distress or deficiency of communication

and social skills. Therefore, the exploration of the dynamics between bullying policy design

and implementation appears paramount, as well as the identification of the exact position in
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which the professionals working in this field place their bullying prevention practices, in terms

of their interpretation of the relevant bullying prevention policy.
2.1.3. Power imbalance

More theoretical definitions of bullying perceive the act as aggressive behaviour that involves
an ‘imbalance of power or strength’ (Agatston et al., 2009: 17). Expanding on this, Agaston et
al. (2009) state that in bullying cases, the imbalance of power between one or more individuals
is always present. Scholars claim that power imbalance is a fundamental aspect of bullying,
theorising about the existence and the impact of societal power relations on the manifestation
of bullying. For example, Hickson (2009) states that bullying can be viewed as an abuse of
power and adds that when children lack power, they are more likely to be bullied. Moreover,
Aalsma and Brown (2008) argue that imbalance of power is used in schools when investigating
a bullying incident. According to them, it is a significant element, which helps distinguish
bullying from conflicts and instances of violence that are not considered bullying. Therefore, it
is equally important to investigate how power imbalance is perceived in literature, the way it is

incorporated into policies and its interpretation in practice by the relevant stakeholders.

Hemphil et al. (2012) identify two forms of power in bullying: the physical (i.e., stronger,
bigger, taller etc.) and the sociological (i.e., the victim is an ethnic minority). Nevertheless, they
conclude, the difficulty lies in measuring and responding in practice to the imbalance of power
present in each bullying occurrence. According to a qualitative research conducted by Mishna
(2004) with pupils, confusion was created when, although in their definition of bullying they
recognised the aspect of power imbalance, they were unable to spot it when given examples of
bullying between friends. This led to various occasions of bullying amongst friends or peers
remaining unreported. In an effort to address the aforementioned confusion, Sawyer et al.
(2008) tested a behaviour-based definition of bullying with pupils, not including power
imbalance. What they discovered was that the latter impacted the rates of bullying being
reported considerably, proving that although power imbalance is crucial for distinguishing
bullying from other forms of violence, it remains hard to convey, especially amongst younger

children.

These results appear fascinating in the context of the current study. As seen, Hall (2017)
considers policies as the primary systems that guide practice and decision making. In this
particular case, policy makers’ decision to either include or not include the aspect of power
imbalance in the definition of bullying appears to be of paramount importance and seems to

have an impact on the reporting of bullying cases. Additionally, Brown et al. (2020) highlight
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the general confusion that professionals face when they are called upon to interpret bullying
policies and especially the definition of bullying. Therefore, the differences in the
understanding of power imbalance in literature could have an impact on the design and
application of bullying interventions in schools, which in return will influence the efficacy of

the bullying policy.

In the Cypriot anti-bullying policy, power imbalance is included as one of the fundamental

aspects of defining bullying.

“The phenomenon of school bullying manifests itself as violent behavior between

students, which has the following characteristics:

e an event of school bullying can be directed towards a person or group,

e deliberate, unprovoked and unwanted,

e repeated or likely to be repeated,

e existence of power imbalance

e the harm that can be caused is physical, psychological, social or affects learning”

(Cyprus anti-bullying policy-Appendix I, 2016: 1)

Box 9: Elements of bullying manifestation

What is noteworthy in this specific context, is that the policy makers briefly explain in a

footnote the meaning of power imbalance.

“The power imbalance exists when an attempt is made on the part of the bully to exercise
control over the targeted person's behavior or limit the person's ability to defend themselves.

The power imbalance can exist in a specific relationship for specific period of time”

(Cyprus anti-bullying policy-Appendix I, Footnote 1, 2016: 1)

Box 10: Power imbalance in bullying

The brief definition that the policy offers identifies power imbalance as the efforts bullies make
to control the behaviour or to limit the ability of bullied children to defend themselves. The
description of power imbalance in the policy is essential for investigating the particulars of the
relationship between theory and practice in the specific context and potential challenges or

opportunities that could surface within this relationship. Therefore, the Cypriot anti-bullying
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policy acknowledges the difficulty in detecting and measuring power imbalance in a bullying
incident, and thus, recognizing its significance, offers a description to make this identification

easier in practice.
2.1.4. Continuity, repetition, and intention to harm

Another definition of bullying is Lines’ (2008) approach, who identifies bullying as ‘continual
physical, psychological, social, verbal or emotional methods of intimidation by an individual
or group’ (p. 19). Of particular note here — apart from the definition taking into account more
than just the physical and considering verbal abuse and isolation as contributors to the bullying
phenomenon — is the continuity and repetition of the aggressive behaviour. Indeed, ‘whether a
behaviour is a one-time occurrence or whether it is part of a pattern of ongoing behaviour’

(Agatston et al., 2009: 17) appears to be critical to understanding bullying.

Scholars agree that one of the major aspects of defining bullying is that it occurs repeatedly
(Menesini and Salmivalli, 2017). However, even this is not so simple, seeing as, according to
Elame (2013) some of the bully’s motives are linked to specific events in particular time periods
(i.e., various family issues, poor performance at school etc.). Elame explains that these motives
tend to be temporary and when they cease to be an issue, the children find balance, which
reduces their discomfort, complicating the aspect of repetition or continuity when defining
bullying. However, the study by Skrzypiec et al. (2018) has shown that young people who
experienced repeated victimization that did not meet the bullying criteria (i.e., not specifically
targeted by someone or a group) reported that they had been harmed by it. The latter calls for
reconsideration of the association between repetition and intention leading to the conclusion
that, regardless the motives or the state that a perpetrator is found, the bullied still perceives the
act as harmful. The latter raises many questions in terms of whether repetition of a harmful
behaviour is perceived as bullying and/or whether the policy makers associate repetition with

the intention to harm in the policies.

As seen, while the negative psychological effects of bullying on young people are widely
recognised, the harm caused by incidents that do not fit the bullying criterion is little
understood. Therefore, some researchers define bullying ignoring the aspects of repetition and
power imbalance (Hamburger et al., 2011; Hemphil et al., 2012), while others, who are for the
most part engaged in constructivist methodologies, (Duncan, 1999; Hickson, 2009; Catanzaro,
2011; Skrzypiec et al., 2018) emphasise the societal powers that are present in the act, which
have a repetitive nature and will essentially harm individuals regardless the motives of the

perpetrator. According to Smith, del Barrio and Tokunaga (2012), repetition and intent to harm
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can interact to some extent, seeing repetition of a harmful action to be a strong indicator that
the harm is what the perpetrator intends. However, as they continue, repetition, while a
significant requirement in bullying, is not an essential one such as the power imbalance is;
rather, it is more of a probabilistic indicator. In this framework, the literature contemplates the
interpretation of a policy, which includes repetition and continuity in its definition of bullying.
The framework also considers whether the policy discusses the frequency of the repetition in
bullying cases or whether it suggests that it is important to first examine the motives of the

implicated parties and then define the behaviour as bullying.

Taking the Cypriot anti-bullying policy as an example, we see that it includes repetition in its
description of bullying: “repeated or likely to be repeated” (Cyprus anti-bullying policy-
Appendix I, p.1). Moreover, it acknowledges the following:

“Noted that specific changes in children’s behaviour may indicate other issues and other

difficulties that a child is facing (i.e., depression and other psychological disorders)”

(Cyprus anti-bullying policy-Appendix I, 2016: 5)

Box 11: Other issues that can be misleading in identifying bullying

This acknowledgment leaves room for further research into the way that Cypriot professionals
working on bullying prevention perceive bullying, and whether the elements of repetition and
continuity are included in their descriptions, or influence — and to what degree — their anti-

bullying approaches.
2.2. Whole School Approaches to bullying

So far, the review has been focused on considering the nature of bullying and the way that it is
defined in policies, by examining main aspects of the definition that either create confusion
among stakeholders or are debatable and conflicting when applied in practice. Additionally,
Rayner and Lewis (2011) argue that effective bullying policies should act both as a statement
of intent and as a practice. A successful policy is one that takes all the aspects of bullying
intervention and prevention into account, including specific instructions on how the
organisation should, on the one hand, prevent bullying and, on the other hand, deal with it if it
occurs. Therefore, it appears that if we wish to have a better understanding of the relationship
between policy design and implementation and the impact that the latter has on bullying

prevention practices, then a review of different bullying policies is required.

According to Hall (2017), a systematic review of the effectiveness of policy design and
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implementation has not yet been completed. Instead, research mainly presents findings on the
effectiveness of downstream interventions and/or whole school programmes. Some examples
from international articles are, the DRACON project-Australia (Burton and O’ Toole, 2002;
2005), the DFE Sheffield-England (Elsea and Smith, 1998), the UPEI project-Canada
(Belliveau, 2005a; 2005b; 2006), the DAPHNE II-Greece, Cyprus, Lithuania 2004-2008
(Stefanakou et al., 2013; Sismani Papakosta et al., 2014), the KiVa programme Finland
(Salmivalli et. al, 2011) and the Support Group to bullying (Young, 1998).

The findings of Denny et al. (2015) on the evaluation of anti-bullying programmes and
interventions suggest that schools with approaches to violence that promote positive school
climates and clarity in their support services rank lower in terms of levels of violent behaviour
and bullying amongst pupils. Additionally, according to the meta-analysis contacted by
Gaffney, Ttofi, and Farrington (2019), intervention programs in schools could reduce bullying
perpetration by 19-20%, while they appear effective to bullying victimization by about 15-16%.
Their meta-regression analyses showed no significant relationship between effectiveness and
the number of intervention components included in a program (Gaffney, Ttofi, and Farrington,
2021). Of particular note here is that an effective bullying prevention practice is described as
one which moves beyond knowledge on the issue and its elements, and which favours the
positive transformation of the school climate with a clear and consistent action plan to support

pupils.

According to the literature, any approach for the development of healthy relationship skills, will
not meet its aims unless teachers and other adults who are in contact with the pupils display the
expertise and skills to safeguard a secure and healthy environment which promotes learning
(Kallestad and Olweus, 2003; Jennings and Greenberg, 2009). Stefanakou et al. (2013) argue
that many of the anti-bullying interventions have the development of a holistic approach in their
design and implementation as a priority, while their main goal is to change the school climate
to increase the sense of safety by bridging the relationship of all stakeholders (i.e., pupils,
parents, teachers, local authorities etc.). Therefore, the framework and the content of the
school’s Action Plan, together with the people involved in its implementation, could make a
difference to the well-being of the pupils in terms of feeling safe on school grounds, which in

turn will limit bullying.

According to Boyd and Lawes (2018), holistic approaches are often encountered in literature
under the term Whole School Approaches (WSAs) and appear more effective than isolated
practices. They go on to say that one of the contributors to the success of WSAs is that they

value collaborative processes, involving the whole school community, when framing the vision
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of the school in terms of bullying, as well as planning a series of actions to realise said vision.
Another contributor is the combination of several mechanisms that aim to transform the
different layers of the system surrounding the pupils to benefit their well-being. However,
Bradshaw (2015) argues that, although WSAs encourage change through an effective context
and practice, the limited research in specific cultural settings calls for further investigation to

pinpoint the most effective components of WSAs that limit bullying behaviour.

The studies of Ttofi and Farrington (2011) and Gaffney, Ttofi and Farrington (2019) more
closely resemble review research on bullying policies and practice, which present findings from
a systematic review and meta-analysis of the contribution made by different components of
anti-bullying programmes in bullying prevention. Evaluation of these programs has shown
generally positive results with notable reductions in bullying victimization levels (Gaffney,
Ttofi and Farrington, 2021). However, not all interventions have managed to respond to victims
with the worst prognosis or the longest duration (Kaufman et al, 2018). Boyd and Lawes (2018)
conducted their research in schools in New Zealand, in an effort to describe the extent of
aggressive behaviour and bullying and identify the most efficient practices or interventions that
make a difference to pupils’ experiences regarding their well-being, which influences the
reporting of bullying incidents. Their findings reveal that, similarly to Ttofi and Farrington, a
combination of practices or multifaced approaches that target different aspects of school life,
and particularly bullying behaviour and aggression, appear more important than isolated

actions.

It seems that schools which follow systemic, multifaceted and holistic approaches are in better
condition and thus more effective when fostering a range of protective factors to prevent a
complex issue such as bullying from taking place, and to address risk factors that trigger violent
behaviours in general (Ttofi and Farrington, 2011; Smith, 2011; Langford et al., 2015; Beltran-
Catalan et al., 2018; Boyd and Lawes, 2018, Gaffney, Ttofi and Farrington, 2019, 2021). Real
world phenomena, like bullying, can hardly be confined within discipline boundaries. A
consideration of the integrated nature of such behaviour, as well as a discussion that reflects on
the integrated nature of societal issues, is essential for addressing specific challenges of this
type of behaviour, in order to in turn address the challenges that society is facing (Klein, 1990;
Carayol and Nguyen Thi, 2005; Repko, 2008). Therefore, collaborative, holistic and
multifaceted approaches lead to more effective bullying prevention practices, as opposed to

1solated interventions.

The literature moves even beyond collaboration within the school premises, introducing the

idea that a balanced approach to school safety consists of interdisciplinary practices (Cowan
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and Paine, 2015; Kinsella and Wood, 2019). According to Kinsella and Wood (2019), recent
occurrences of school violence demand that our communities engage in dialogue with various
stakeholders, including school administrators, teachers, parents, policy makers, legislators and
other members of the community. They introduce interdisciplinary collaborative approaches as
a positive step towards creating a school-community partnership, which will assist in violence

prevention, as well as addressing violence crises when they arise.

Holistic, multifaced and interdisciplinary approaches to bullying prevention in schools are at
the epicentre of the discussion, providing opportunities for the pupils to not only learn, but also
to develop and maintain healthy relationships, regulate their emotions and develop conflict
resolution skills (Crooks et al., 2013). Therefore, by involving the community,
interdisciplinarity opens the door for multiple stakeholders to participate in promoting a safe
and caring school environment (Crooks et al., 2013; Cowan and Paine, 2015; Kinsella and
Wood, 2019). However, this involvement could prove challenging, considering the numerous
opportunities all the different professionals bring to the field, making further discussion and

research on the context and content of such an approach necessary.
3. Disciplinarity and interdisciplinarity

A precise definition for interdisciplinarity appears integral to the understanding of how it could
possibly be put into practice, in particularly bullying prevention. It could essentially equip and
prepare professionals before they embark on any interdisciplinary or collaborative work.
However, defining interdisciplinarity and setting down its concept and its objectives is
complicated, while distinguishing it from collaboration is — in some cases — challenging (Klein,
1996; Haynes, 2002; Barry and Born, 2013; Olson, 2015). The following discussion attempts
to arrive at a definition of interdisciplinarity by comparing it with disciplinarity. The objective
is to then explore opportunities and challenges that interdisciplinary practice could entail both
for the disciplines involved in the process and the receivers of its outcome, in this case, pupils.
The discussion concludes on the implementation of interdisciplinarity in practice and on

important elements of process assessment.
3.1. Towards a definition

Interdisciplinarity refers to a process of communication between various stakeholders and
professionals involved in bullying prevention (i.e., policy makers, teachers, practitioners, social
services etc.) enabling them to explore and in practice combine several ideas, knowledge and
expertise (Repko et al., 2012). The exploration of disciplinarity appears fundamental, not in the

sense of defining the concept, rather of critically examining the affiliation between the two
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terms: interdisciplinarity and disciplinarity. For example, Boisot (1972) presents two historical
tendencies for disciplinarity: man’s need to distinguish, categorise and conceptualise his
surroundings and the need for science in order to take full advantage of the accumulated
knowledge (p. 89). The crux of the matter here is the notion of separation and, while cross-
disciplinary studies concentrate on identifying differences across disciplines (Lim, 2010),

interdisciplinarity consists of a process, in which each individual’s approaches are appreciated.

Along the same lines, Swales and Feak (2000) assert that interdisciplinarity is a process of
‘borrowing information from other disciplines’ and ‘creating a new field of knowledge that is
inextricably linked to its disciplinary roots’ (p. 176). For them, discipline is something you learn
in higher education and comes with a particular way of thinking about the world. This is
different from a profession, which is any type of work that needs special training or knowledge
to do. A good profession requires you to have knowledge in a specific discipline in order to
apply it in practice. In the context of the current research, the value is given to the disciplines
of the five professionals and their perspectives which derive from those disciplines in order to
apply practice and potentially form an interdisciplinary collaboration. For example, the
Educational Psychologist represents the discipline of psychology in the field of education,
studying how people learn and retain knowledge. While professional experience, which derives
from professional practice is acknowledged and existing, the value is given to the perspectives
and the code of ethics of his discipline, which assist him to clarify and stand critical toward his
and the other professionals’ practices. Putting the latter under the framework of
interdisciplinarity, the professionals’ knowledge and training together with their expertise in
bullying and bullying prevention is valuable in revealing, whether, during interaction, a new

field of knowledge is created around bullying and bullying prevention.

Swales and Feak (2000) go on to argue that with an interdisciplinary approach the aim is to go
beyond disciplinary boundaries for information on a topic, to formulate questions representing
each disciplinary field, to choose from a range of methodologies and practices to resolve the
issue, employing more than a single discipline. Therefore, while interdisciplinarity could be
seen as a method of bringing disciplines together, disciplinarity appears to emphasise, restrain
and control the boundaries of each discipline. However, Lim (2010) shows appreciation for the
study of cross-disciplinary differences, which, he argues, offer valuable information on the
restrictions of various disciplines. This process could possibly better equip and prepare
professionals before they embark on any innovative interdisciplinary work, something that, as

will be argued, was anticipated in the current study.

By debating the importance of disciplinarity and cross-disciplinarity in terms of appreciating
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the boundaries of the various disciplines, a key element within my research leads to the concept
of specialisation. Aram (2004) asserts that disciplinarity is the need for professionals to gain
specialised knowledge in order to be economically active, a process that becomes a safeguard
for their own professional identity. Additionally, as Perkin (2002) notes, ‘specialisation leads
directly to professionalism’ (p. 23). In other words, to have specialisation in a specific practice
means that, on an individual level, you protect your skills from competition and, on a collective
level and with the members of your professional community, you maintain the high status of
your discipline. However, according to Turner (2006), specialisation does not always imply that
an organisation of knowledge could automatically become a discipline or a new profession;
rather, as Freidson (1994) states, specialisation sometimes contributes to de-professionalisation.
Expanding on his argument, he states that regardless of specialised knowledge, it is the
government that has the authority to grant the specialised profession the exclusive right to
practice and to evaluate a certain domain of knowledge and expertise. Therefore, specialised
knowledge cannot by itself strengthen disciplinary boundaries, and disciplinarity appears

stronger only if considered significant and effective for the government and for society.

Disciplinarity does not only have to struggle to maintain its boundaries through specialisation,
but also has to deal with interdisciplinarity lurking in the wings, waiting to be established.
Nevertheless, it would seem too simplistic and injudicious to argue that disciplinarity and
interdisciplinarity are always at odds with each other and for this, one of Klein’s (1996) initial
definitions of interdisciplinarity could help us see the matter from a different perspective. He
argues that ‘interdisciplinarity requires active triangulation of depth, breadth, and synthesis’
(p.12), explaining that the term ‘synthesis’ indicates the creation of an interdisciplinary outcome
by dealing with a series of interactive actions. Of particular note here is the continuous process
of triangulation of depth, breadth and synthesis placing value on each discipline and

appreciating every individual contribution to knowledge.

Further definitions describe interdisciplinarity as a process of ‘learning and then synthesising
two or more disciplinary discourses’ (Haynes, 2002: xii) or ‘a course of study, which draws on
more than one academic discipline to create a structured perspective on topics which are
common to both (i.e., examine cultural deprivation drawing on the disciplines of education and
sociology)’ (Wallace, 2015: 152). With the emphasis on knowledge and learning, the
triangulation of depth, breadth and synthesis is found both in the process of interdisciplinarity
and the outcome of said process. As a result, interdisciplinarity could by no means be viewed
as static, rather it is a continuous process, which highlights common topics between disciplines

and combines them to produce new knowledge. As Klein (2000) states, disciplines are
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becoming stronger due to an investment in connecting professions, while at the same time
standing strong against the division of labour, building bridges over gaps and creating a new

field of focus for knowledge inquiry.

At first, by attempting to understand interdisciplinarity, an immediate response was to not only
distinguish it from disciplinarity, but also to position it across from it, presenting the two as
contradictory terms. However, the literature asserts that interdisciplinarity and disciplinarity
essentially complement and enable each other, making it — more often than not — difficult to
explain one without the other. It is striking that arguments about interdisciplinarity emerge from
debates around disciplinarity. In her work exploring theories on interdisciplinarity,
Chettiparamb (2007) follows Klein’s (2000) argument that interdisciplinarity exists within
disciplines. She further claims that, historically, interdisciplinarity flourished within disciplines,
dividing the arguments for interdisciplinarity into two main threads: interdisciplinarity as a
means of filling the gaps that disciplinarity creates, and a way of achieving what disciplinarity

could only hope to achieve.
3.2. Interdisciplinarity in practice

Literature has extensively explored different dimensions believed to contribute and establish
the aim of bringing together the right kind of available knowledge and expertise, in order to
resolve complex issues (Nowotny, 2017). Acknowledging the correlation between
disciplinarity and interdisciplinarity is the first step towards exploring how interdisciplinarity
can prove equal to this task. However, according to Olson (2015) ‘although we can have a
glimpse of how it [interdisciplinarity] could possibly evolve, more study is required on the
multiple variables that influence the success and failure of multi-party co-development’ (p. 54).
The literature goes one step further to examine the way interdisciplinarity could potentially be
integrated into school life, focusing on bullying prevention, and the opportunities and

challenges it could bring to the process.

The literature narrows it down to two directions that interdisciplinarity could take in teaching.
According to Wentworth and Davis (2002), it is possible for one professional to be qualified in
two or more disciplines and design an interdisciplinary session alone, but a more common
format is that of ‘team-teaching’ (p. 16). Stewart (2018) describes this as a ‘model which
integrates instruction by teachers with different area specialisations in a fully collaborative form
of team teaching’ (p. 32). What’s interesting is that Stewart (2018) highlights the element of
‘collaboration between teachers’ referring to the model as Collaborative Interdisciplinary Team

Teaching (CITT) (Stewart, Sagliano and Sagliano, 2000; Gladman, 2015; Stewart, 2018) with
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teachers from different disciplines planning, teaching and evaluating a session together. Here,
the idea of exploring both models (individual and team-teaching) appears intriguing. However,
as previously discussed, the focus is on approaching and understanding bullying and bullying
prevention practices in a holistic, multifaced and collaborative way, rather than an individual

approach to interdisciplinary practice.

A diverse terminology for interdisciplinary team-teaching can be found in literature, such as
CITT, interdisciplinary collaboration, interdisciplinary team teaching or just interdisciplinarity
(Stewart, Sagliano and Sagliano, 2000; Wentworth and Davis, 2002; Gladman, 2015; Stewart,
2018). Additionally, more definitions describe the process as ‘a method of coordinated
classroom instruction, which involves a number of educators, professors only or professor and
field experts, working together for a single course to bring a variety of different teaching styles
and expertise to the course’ (Dong et al., 2011). Important here, other than the essence of
collaboration, which is paraphrased as ‘working together’, is the professional background of
those people who could work together in planning, applying and evaluating the session. The
idea of bringing not only teachers to the process, but also practitioners and experts on a specific
field, appears valuable and constitutes a key element within my research, which explores a

social and a complex issue such as bullying from an interdisciplinary collaborative perspective.

The literature reviews, explores and identifies opportunities and challenges of
interdisciplinarity, both for the representatives of the disciplines and the receivers of its
outcome. Therefore, an interdisciplinary bullying prevention practice is examined from three
main angles: the opportunities that interdisciplinarity brings to the pupils, the gap that exists
between idea and practice, with all the challenges that accompany it, and the impact that

interdisciplinarity has on a professional critical reflective practice and capacity building.
3.2.1. Opportunities for pupils

One of the benefits of interdisciplinarity is the fluidity of its outcome (Meyer, 2007) in relation
to the active and continuous process of interaction between the disciplines and the professionals
representing those disciplines (Bailis, 2002; Haynes, 2002; Meyer, 2007; Schmid, 2008). To
clarify, the literature identifies a need to bring people, agencies or organisations together, to
realise that their interests are compatible, to react positively, and to start forming intergroup
relations that will produce maximum results (Sacramento et al., 2015). By bringing
professionals working for bullying prevention together, they will essentially take the first step
to form a mutual understanding of the issue of bullying. Furthermore, Longhitano and Testa

(2015) add that coming together and developing trust is key for achieving openness, dialogue
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and shared experimentations that will lead to successful innovations. Particularl here is the
element of trust, which is of the utmost importance if the professionals are to engage in dialogue

and experimentation.

The outcome of interdisciplinarity is fundamental, either for gaining new knowledge and
understanding of a topic or for going even further and collaborating for the development of a
new practice. Furthermore, the outcome acquires more value, especially amongst pupils, and it
is applicable to the particular subject (Bailis, 2002), when interdisciplinarity is applied in
education exploring an issue that negatively affects members of the school community, such as
bullying. However, according to Meyer (2007), the outcome of interdisciplinarity is never
concrete, expected and stationary, rather it is a system for linking framed points of interest,
which are created by the inter-relationships between individuals and systems. Here, we should
not view knowledge as evident and held by authority figures. On the contrary, pupils in schools
who learn through interdisciplinarity can reconcile and synthesise the differing disciplinary
worldviews and acquire knowledge through inquiry, relating it to a specific context (Haynes,

2002).

In terms of bullying prevention, the process of overcoming bullying involves the association of
differing disciplinary viewpoints, which was a part of the initial interdisciplinary teaching
approach. Therefore, the process and the outcome appear interrelated, with one informing the
other and each being part of the other. The individual’s sense of self, Haynes (2002) continues,
is based on a fusion of the expectations of others, theories and ideas, with these forming the
way one views oneself. The children learn to co-construct their sense of meaning with other
people and components of their environment. Those who do not come in contact with
interdisciplinary learning face difficulties when critically evaluating either other people’s
conflicting views or the hidden motives behind their actions. Thus, it would not be unrealistic
to assert that in an interdisciplinary process for bullying prevention, pupils could critically
reflect, gain a broader perspective and rationalise the behaviour they experience, building up

their resilience.

From the above, we see that interdisciplinarity moves away from the ‘absolutist conception of
truth to a conception of truth that is situated, perspectival and discursive and that informs, and
is informed, by the investigator’s own sense of self-authorship’ (Haynes, 2002: xv). Self et al.
(2018), echoing the ideology of interdisciplinarity whilst moving away from the juxtaposition
of two or more disciplines and focusing on the pupils’ learning, support that their learning
experiences should be infused with the integration of disciplines, which includes disciplinary

skills, knowledge and expertise. Only through this could interdisciplinary learning perspectives
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be accommodated. Wentworth and Davis (2002), identify seven opportunities of
interdisciplinary team-teaching, amongst which that of pupils being offered a wider base of
knowledge to draw on and a wider pool of personalities, from which they can find compatibility.
Therefore, pupils become more involved and active in learning, since through
interdisciplinarity, an atmosphere of risk and experimentation is formed, which tends to

generate involvement and enhance learning.

Interdisciplinarity moves beyond the process of answering a question, solving a problem or
addressing a topic that is too broad or complex to de dealt with adequately by a single discipline.
As Klein (1996) argues, with interdisciplinarity, the ‘definition of intellectuality shifts from
absolute answers and solutions to tentativeness and reflexivity’ (p. 214). Moreover, Little’s
(2011) findings from the integration of interdisciplinary approaches in higher education
demonstrate a significant switch of students’ attitudes, as they gained broader and diverse
worldviews. Thus, interdisciplinarity for bullying prevention could offer the pupils the
opportunity to acquire the essential skills to critically think, reflect, change their attitudes and
potentially overcome their problems; in this case, bullying. Yet, the apparent discrepancy
between theory and practice acts as an obstacle in further predicting the scale on which

interdisciplinarity could be realised.
3.2.2. A perceived gap between idea and practice

As seen at the beginning of the chapter, policy makers usually overlook the involvement and
contribution of important stakeholders, such as practitioners, specific interest groups, the
general public and political parties, to policy design and implementation (Meier and Bohte,
2007). While the policy makers see the stakeholders as an entity to be managed, rather than
aiming for collaboration and mutuality in pursuit of a common objective (Adriof and Waddock,
2002), they appear to both value and depend on absolute knowledge equally. This is
problematic and fundamentally contradicts the essence of interdisciplinary approaches and their
outcomes, creating a schism between the idea of interdisciplinarity and what the regulations of
a policy demand in practice. For example, the very process of forming and proceeding with an
interdisciplinary collaborative approach for bullying prevention in schools is an obstacle, due
to how sensitive the topic is, with the professionals wishing to enter this process having to

struggle to overcome said obstacle.

From the above and with all the opportunities that interdisciplinarity could potentially bring for
the pupils, the literature asserts the existence of an obvious gap between the idea of

interdisciplinarity and its practical application, between what interdisciplinarity envisions and
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what actually occurs in practice (Wentworth and Davis, 2002; Nowotny, 2017; Corcoran et al.,
2019). Corcoran et al. (2019) agree that there is a discrepancy between what actually occurs in
schools and the ‘ideal integrated prevention model” (p. 288) which needs to be applied. They
narrow the causes down to time and resource constraints, as well as the fact that the
responsibility of implementing, coordinating and sustaining interdisciplinary programmes

proves to be extremely challenging for schools.

More issues that the relevant literature brings to the surface include the fact that
interdisciplinary team-teaching could lead to negative results in the pupils’ learning (Self and
Baek, 2017). The findings of a study conducted by Self and Baek (2017) on the pupils’
experiences with interdisciplinarity have indicated that, while various activities towards
interdisciplinary teaching and learning have fostered awareness on disciplinary perspectives,
certain challenges could also be identified. One of the challenges was that pupils reported a
more fragmented learning experience, which is possibly due to limitations in the integration of
disciplinary knowledge. Furthermore, while most of the time the collaborators worked together
at co-defining their aims, the pupils’ deliverables and their evaluation, at other times, instruction
was provided separately by staff from different disciplines, resulting in a contradiction of

disciplinary views and ideas.

Wentworth and Davis (2002) complete the list of challenges by adding various issues that
influence the process of interdisciplinarity and which involve problems with overlapping roles,
territorial conflicts and conflicts of status, and a tendency certain disciplines display for
dominating the process. However, they stress the importance of communication and add that,
in order for interdisciplinarity to be effective, the team members must keep returning to and
reflecting on what it means to everybody and how it will affect their goals and practices. This
perceived gap and the challenges that we encounter during the application of interdisciplinarity
in the real world could prove fruitful and seems to be trying to tell us something (Nowotny,
2017). Thus, the professionals becoming involved in a process of interdisciplinarity identifying
the challenges, could only be considered positive if they are prepared to face said challenges
through communication and by repeatedly revisiting their aims and their broader vision of what

they wish to accomplish.
3.2.3. Professional critically reflective practice and capacity building

The motivation for professionals to desire to work with an interdisciplinary collaborative
approach on the issue of bullying could possibly derive from within the challenges of

interdisciplinarity. Wentworth and Davis (2002) argue that when the sharing of knowledge
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takes place within the context of interdisciplinarity, new expertise is developed. They explain
that the professionals — experts in their discipline — learn more about their field through trying
to convey their knowledge of their discipline and their expertise to other colleagues from other
disciplines in as comprehensive a way as possible. This suggests that interdisciplinarity, other
than the opportunities it creates for pupils, also contributes to professional development by
offering a deeper understanding of the professionals’ own practice and by making them aware
of other disciplines. In other words, the professionals become better equipped to communicate
their boundaries and limitations, and at the same time acknowledge the opportunities other
disciplines could offer. While Wentworth and Davis assert that evidence of disciplines
overlapping could potentially be found throughout the process, they simultaneously accept that
an open space is created where the participants can ask questions about professional boundaries
and professional identity. When enough sharing of information has taken place, a certain
familiarity of the newly created open space settles over the participants, and the expert no longer

seems so unapproachable.

From the above, interdisciplinarity becomes a medium for developing professional critically
reflective practice, which would lead to capacity building. The literature asserts that reflective
practice encompasses several dimensions. According to Saric and Steh (2017), in addition to
the cognitive dimension, reflective practice incorporates the affective dimension which refers
to the emotions this experience elicits, the motivational dimension which deals with the aims
and needs of the situation, the personal dimension regarding personal characteristics of
individual professionals, and the physical dimension, which concerns reflection and the way it
is applied in practice. They move on to describe ‘critical’ in ‘critical reflection,” as the
characteristics required for critical thinking, such as curiosity or doubt, and the process of being

critical towards complex issues related to the process.

In critically reflective practice, the professionals have the opportunity to communicate and to
enter a process of directing practice and professional development (Thompson and Pascalm,
2012; Bassot, 2015). Similarly, in order for interdisciplinarity to be successful, it must be
considered an integration of perspectives and approaches through the sharing of knowledge,
ideas and skills in the co-development of programmes, to best accommodate interdisciplinary
perspective learning (Self et al., 2018); this integration should embrace holistic as well as
reductionist thinking (Newell, 2010) and move, as previously argued, between depth, breadth

and synthesis.

Literature identifies several opportunities of interdisciplinarity, both for the disciplines

involved, as well as the receivers of the outcome. However, according to Garr, Loucks and
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Bloschl (2018), we should pay attention to the context in which interdisciplinarity occurs and
it should involve personal values, goals and expectations, the physical environment, the
bureaucratic setting and institutional support. Institutional and funding arrangements actually
act as facilitators and motivators that support interaction between collaborators. Equal
importance must be placed on a history of successful collaboration between professionals,
which acts positively towards additional motivation and an ability to collaborate further, which
in turn see an increase in output. Fostering awareness of the challenges and limitations when
working on interdisciplinarity could assist in achieving the maximum opportunities that could

emerge from the process.
3.3. Communication, integration of ideas and evaluation of interdisciplinarity

Exploring the way that interdisciplinarity could be put into practice, the literature asserts that
communication between the professionals representing different disciplines is vital. An
example for the latter can be found in Haynes’ (2002) argument, who cites Klein (1996) and
presents the essentials of interdisciplinarity, which are the common language between the
professionals and their audience, and deciding on the best approaches available for them, in
order to demonstrate important perceptions deriving from each discipline, regardless of whether
they concern worldviews or assumptions (Klein, 1996: 213, 214 in Haynes, 2002: xiv).
Similarly, Bailis (2002) emphasises the continuous interrelation between disciplines, the
influence the relevant domains have on them and the way they are translated into practice by

the professionals in their everyday work.

According to Klein (1990), interdisciplinary work is ‘neither a subject matter nor a body of
content. It is a process for achieving an integrative synthesis, a process that usually begins with
a problem, question, topic, or issue’ (p. 175). Therefore, interdisciplinarity takes to a greater
extent into consideration the nature of the integration of two or more disciplines, and the ability
of the professionals to identify a common task and then to determine the tools that could assist
them in dealing as effectively as possible with the task at hand (Haynes, 2002; Barry and Born,
2013). It would appear here that integration goes beyond simple communication and values the
importance of bringing ideas from several disciplines to bear on each other, and narrows it

down to topics that are related or similar, in this case bullying and bullying prevention.

Bailis (2002) perceives interdisciplinarity to be a process of attaining new knowledge and he
highlights the importance of the disciplines defining commonalities of assumptions, approaches
and subjects, as well as the importance of identifying connections between their field and other

types of knowledge. He offers the example of social sciences, which appears relevant to the
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discussion on interdisciplinarity for bullying prevention, and in which a variety of assumptions
and approaches are identified. He argues that, in order for the disciplines to arrive at a common
ground when dealing with complex issues, examples of similarities and differences between
specific behaviours, which are treated in a different way, must be provided (Bailis, 2002). Only
through this can we move from professional capacity building, which can be achieved through
finding a common ground, to the impact on the receivers, who will be called upon to explore

and negotiate the ideas and knowledge they gain from any particular approach.

When we consider communication, integration of ideas and identification of a common topic,
the evaluation of interdisciplinary practices comes into discussion. Worthy of note are the
criteria for assessment as described by Mansilla and Gardner (2003). According to them, for
assessing competence in interdisciplinarity, three criteria come into play: focusing on the
pupils’ understanding by integrating more than one discipline, strong appreciation of the
disciplines involved, and critical awareness in order to synthesise the disciplinary knowledge.
Therefore, it is importnant to continually revisit the initial objective of the process, which in
this case is the pupils’ understanding of bullying. Along the same lines, Lattuca et al. (2012),
in their work on developing a measure of interdisciplinary competence for engineers, agrees
with the aforementioned criteria and goes on to place value on non-disciplinary perspectives
(i.e., professionals drawing examples from experiences rather than the discipline itself), the
limitations that exist within all the disciplines, and reflexivity, which is the ability to reflect
upon one’s own choices in defining a given problem. Therefore, the professionals involved are

able to find common ground and evaluate interdisciplinary practices effectively.

As seen, when discussing the subject of interdisciplinary assessment in practice, some
researchers aim to capture the nature of the interaction and the integration of two or more
disciplines (Barry and Born, 2013), others are concerned with the results and the expected
outcomes for the beneficiaries (professionals or researchers or pupils) (Meyer, 2007; Schmid,
2008; Wallace, 2015), while others still ascribe equal importance to both (Bailis, 2002; Haynes,
2002). Ultimately, for an interdisciplinary practice to achieve maximum value and result, the
first step should be for the professionals to be prompted by a common question, or a topic or
issue relevant to them, such as bullying and bullying prevention. Communication between the
professionals is then vital for obtaining a common language, entering a process of self-
reflection, defining commonalities and nuances between their practices, and modifying one’s
individual perspectives, worldview and expectations. Finally the professionals determine a
common task and an objective and identify the tools they will use to achieve the desired

outcome.
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4. Conclusion

The importance of this literature review lies in anticipating critical thinking when it comes to
bullying in theory and in practice, and in viewing bullying prevention from a new
interdisciplinary perspective. Therefore, the literature review initially approaches the subject of
bullying in schools as a multi-layered issue, which becomes more complex as the gap between
theory, policy design, policy implementation and practice widens. The idea is not to embark on
a systematic review of bullying policies, but rather to attempt to understand the way bullying
theories impact the design of bullying policies, to locate specific points of differing viewpoints
and to explore the possible impact that the latter can have on relevant professionals and their
effort to put a bullying policy into practice. The Cypriot anti-bullying policy offers valuable
findings and stimulates a discussion around the way the definition of bullying, along with
bullying prevention practices, appears in anti-bullying policies, emphasising specific
conflicting areas or areas that present nuances between literature and in policy design. It opens
up the possibility of further inquiry about the way professionals engaged in bullying prevention
translate controversial concepts regarding the definition of bullying — such as aggression,
violence, predetermination, intention to harm, power imbalance and repetition — into practice,

as well as creating a space for engaging in WSAs to bullying prevention.

The literature review examines and critically reflects on an interdisciplinary collaborative
practice for bullying prevention. However, the aim of the development of this literature review
is not to argue that an interdisciplinary collaborative approach could be more effective in
dealing with the issue of bullying, but to critically examine how interdisciplinary practice and
integrative learning could work together towards a desirable outcome. Therefore, the topics of
discussion involve the awareness and appreciation of diverse disciplinary perspectives, which
includes recognition of disciplinary limitations, appropriateness of interdisciplinarity, finding a
common ground, and the ability to reflect upon one’s choices for defining a given problem and
integrative skills. The discussion surrounding the challenges of interdisciplinarity generates
opportunities for pupils, which are fundamental for professional critical reflective practice and
professional capacity building, while identifying a gap between the concept of

interdisciplinarity and actual practice.

The current research illustrates the perceptions professionals have of the theory of bullying and
bullying practices, and detects possible limitations and challenges of interdisciplinary practice
for bullying prevention in relation to strengths and opportunities involved in the process. The
research methodology targets professionals from different disciplines with the aim of recording

their views surrounding bullying prevention and interdisciplinary collaborative work in primary
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education in Cyprus. It generates the research questions around professionals’ understanding
of bullying and bullying prevention practices, their perceptions of the efficacy of their bullying
prevention interventions and their awareness of other people’s practices, as well as their
understanding of an interdisciplinary collaborative practice for preventing and addressing
bullying. Finally, the research explores the possibilities that interdisciplinarity brings in relation
to bullying and the way interprofessional relationships function, interrelate and develop in a

process of critically reflective practice.
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Chapter 2

Action Research Methodological Framework

1. Introduction

The current chapter critically reflects on the methodological research design, which incorporates
the social constructivism paradigm, following the AR methodological approach (Bradbury, 2008;
Levin and Greenwood, 2011; Coghlan, 2019). The chapter begins with the rationale and the
background of the research, which includes those aspects of the Cypriot anti-bullying policy that
first suggested the idea of conducting the specific research. The chapter continues with the aim
of the research and the four research questions, which led to the designing of the methodological
framework. The chapter then explains the reasons behind the choices of the research
methodology and debates the use of purposeful sampling for the selection of the participants
(Patton, 2002; Creswell and Plano Clark, 2011), and the procedure of the piloting of the multiple
research instruments (i.e., vignettes, interviews, FGD and electronic diaries) in order for it to
assist in the collection of a large bulk of data to respond to the research questions. Then the
chapter argues the trustworthiness of the study by presenting its ethical considerations, together
with acknowledging the researcher’s personal involvement. Finally, TA, both in its Inductive and
Deductive form (Barnett-Page and Thomas, 2009) is presented, which acts as a response to the

great bulk and volume of the data, as well as their narrative format.
2. Rationale

As seen, a review of the Cypriot anti-bullying policy reveals a diversified approach to bullying
prevention moving in-between the ‘centralised direction’ (Pashiardis 2004) of the educational
system and the individuality of the schools. The policy, in line with various international
interventions (i.e., Norwegian anti-bullying model-Olweus (1993), KiVA-Salmivalli (2006)),
proposes that specific steps need to be followed for the schools to develop their own anti-
bullying Action Plan (see Chapter 1, p. 24). The centralised aspect of the Cypriot educational
system is reflected in the requirement for schools to communicate their protocol to the MOEC,
by submitting an online report (see Chapter 1, p. 27). However, the MOEC neither gives
feedback to the schools about the protocol, nor any assessment on the efficacy of the schools’
effort to address bullying. Therefore, questions are raised around the effectiveness of the
various protocols that schools develop and the form of their reports, which in turn has an impact

on the effectiveness of the anti-bullying policy.

The matter of interdisciplinary approach to bullying prevention becomes interesting, unique,
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and rather complex in the case of the Cypriot educational system. What is fascinating and
relevant to the current study, is that the Cypriot policy concludes by introducing several national
organisations, services and individuals that could assist schools in realising their Action Plan
(Cyprus anti-bullying policy-Appendix VI, 2016: 1-3). By supporting the work of the specific
organisations, services, and individuals, the MOEC values their independent approaches, which
implies the support of their theoretical perspectives on bullying. Therefore, a possibility is
created for the MOEC, to co-ordinate an exchange of ideas and/or good practices between the
proposed organisations, services, and individuals introducing potential interdisciplinary
collaborative approaches. However, apart from a brief introduction, the policy lacks detailed
information about the nature of the programmes and their activities. This challenges the efficacy
of the policy, since the educational institutions have no examples and/or tangible outcomes to

act as a point of reference in their struggle to tackle bullying amongst their pupils.

In the Cypriot policy, there is an appreciation of the involvement of all stakeholders, introducing
guidance for parents and allowing each school to decide on how they can involve them. The
element of a holistic anti-bullying approach is of paramount importance throughout the policy
and argues that this could be achieved through equal collaboration between the teachers, the
pupils and the parents. Nevertheless, the MOEC misses the chance to play a key role in bringing
together and working alongside other experts on the issue of bullying in an interdisciplinary
way, taking advantage of and combining the variety of their disciplinary approaches and
methodologies. Therefore, the professionals work independently, unaware on many occasions
of the work that the others are doing, introducing similar activities with identical objectives or

different perspectives on topics related to bullying.

The MOEC, embraces the struggle to combat bullying in Cyprus schools, by introducing
opportunities for a holistic and collaborative approach. Nevertheless, there is some
inconsistency between its centralised philosophy and the open nature of the Cypriot anti-
bullying policy. This inconsistency, together with the lack of assessment of anti-bullying
protocols in Cypriot schools and the missed opportunity for the MOEC to play a co-ordinating
role between schools and external organisations and services, challenges the implementation of
the policy and impacts its effectiveness. Thus, further research is required to explore the
understanding of Cypriot professionals of bullying and their awareness of the efficacy of their
and other people’s bullying prevention practices, as well as to discover the prospect of an

interdisciplinary collaborative approach for bullying prevention.
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3. Aim and research questions

The study explores the perspectives of professionals from various disciplines on bullying and
bullying prevention practices in Cypriot schools. It examines the professionals’ engagement in
a discourse on bullying theory, policy and practice, focusing on their understanding of bullying
and bullying prevention practice, the efficacy of their bullying prevention processes, as well as
their awareness of others’ bullying prevention processes, together with their response to an
interdisciplinary collaborative approach for bullying prevention. The research questions are
formed to provide a viable way of investigating each topic and to collectively set the
groundwork of the research project. Bullying definition, disciplinary and professional identity,

academic background, expertise and empirical work are considered relevant to the research.
3.1. Research questions

1. How do Cypriot professionals from different disciplines understand bullying and
bullying prevention practices?

2. In what ways do their disciplinary identity, academic background and working
experience influence their understandings of bullying and of the nature and impact of
their bullying prevention practices?

3. What is their awareness of their professional identity in bullying prevention practice, in
relation to other disciplinary processes and approaches for preventing and addressing
bullying?

4. What does the research reveal about the interaction of professionals from different
disciplines and their understanding of the possibilities, limitations and challenges of

interdisciplinary collaboration for preventing and addressing bullying?

4. Social Constructivism and Action Research methodological approaches

Considering the areas and the parameters on which the research questions are focused, the
current study moves away from the positivist paradigm and quantitative methods of inquiry,
which are used when studying bullying prevalence, attitudes and behaviours (Cantazaro, 2011;
Hamburger et al., 2011; Hemphil et al., 2012). Therefore, the research does not consider the
researcher as an external expert and observer, who enters the frame recording and representing
the facts, in order to access the one ‘true’ knowledge of the world (King and Horrocks, 2011;
Kemmis et al., 2014). The way the research questions are formed calls for the researcher to
consider his role as both a member of the community of practice, and as a researcher of that
community during the different periods of time in which research takes place (Burs and

McPherson, 2017).

55



The study is based on the social constructivism paradigm with the primary concern of making
the researcher the medium of communication for introducing interdisciplinarity and a process
of knowledge exchange between the participants (Levin and Greenwood, 2011). In other words,
the interaction between the researcher and the participants is highly valued, with the participants
considered to be the experts when it comes to sharing knowledge and giving information on
bullying and bullying prevention practices. As Herbert (2005) argues, if the participants of the
study own the discourse, they will seize power, and it is for all these reasons that the current

study refers to them as ‘professionals’ rather than participants.

The initiative of the social constructivism paradigm is to have the professionals engage in the
active commitment of social interaction and knowledge construction. The aim of constructivism
is to approach empirical realities, favouring thorough knowledge over efficient completion of
analysis (Charmaz, 2009). Therefore, its role in the current study is to locate the way
professionals make meaning in larger social contexts, then look at the principles that the
professionals’ meanings could be in reference to and the assumptions from which they
formulate those meanings. In other words, and as Charmaz continues, its role is to identify the
links between micro, meso and macro levels of analysis, connecting the issue with the social
narrowing down of the definition of bullying and prevention practices in the specific setting

and within the professionals’ reality.

Essentially, the concept of the social constructivism paradigm intends for the professionals to
be able, through interaction, to produce knowledge and meaning. In other words, it is the
recognition of the capacity of professionals working in specific settings to be part of a research
process, which will produce knowledge particularly useful for enabling them to make
improvements in their practices and/or their settings (Robson, 2011; Kemmis et al., 2014). For
this reason, the study places value on social interaction between the professionals when
discussing the theory of bullying and bullying prevention practices, while at the same time
exploring their ideas and responses regarding the development of an interdisciplinary

collaborative approach for preventing bullying.

As previously argued, by introducing the idea of social constructivism to the research
methodology, knowledge and meaning will come into existence through the views and the
understanding of the professionals. Equally, the study explores the dynamics that will develop
between them through an interactive and an iterative process, in a research design, which
investigates their responses to the possibility of formulating an interdisciplinary collaborative
approach for bullying prevention. This creates a reasonable argument for combining an AR

methodological paradigm, which is ideal for making this study and the results relevant to the
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professionals involved in the process (Levin and Greenwood, 2011). As Bradbury (2008) states,
AR is an open and participatory orientation to knowledge creation, ‘with’ people and not
‘about’ people. It bridges theory and practice, action and evaluation, in search of finding

solutions to issues of pressing concern (Coghlan, 2019).

Deciding on AR as the relevant methodological approach for the current study is intentional,
seeing as, when AR is combined with social constructivism, it moves beyond traditional
research approaches and the creation of just knowledge or theory, aiming at taking action as the
action unfolds (Coghlan, 2019; Coghlan and Coghlan, 2002; Svyantek and McChrystal, 2007).
As Kinsler (2010) argues, AR is a medium for producing consciousness and practice, with all
its potential and challenges, which essentially leads to a prospective change. Thomas (2017)
agrees and goes one step further to place the emphasis of AR on problem solving in the most
appropriate — per situation — way possible. In this case, through the social interaction and
negotiation of roles and responsibilities, the professionals are called upon to exchange ideas
and thoughts with the potential of developing an interdisciplinary collaborative approach for

bullying prevention.

An additional advantage of AR is its flexible design, which in this case assists and supports the
study to a great degree since the professionals enter the process with their own disciplinary and
professional identity, whilst being called upon to negotiate their professional role and agenda.
AR methodological approach is potentially the research mechanism to propose, monitor and
reflect change in a community of people, as well as a medium for social and cultural
transformation, including a constant negotiation, reflection and re-examination of principles,
worldviews and practices (Armstrong and Moore, 2004; Swantz, 2008). The professionals have
the opportunity to be equally exposed to a process of knowledge and practice exchange, leading
them to revisit and critically think on their own work, with the ideas, assumptions, thoughts and
aims that surround it, and then potentially modify it in order to be more effective and efficient

in their practice (Thomas, 2017).

AR demands communication between the researcher and the participants in order for them to
enter a process of mutual development of knowledge and learning and to understand people’s
concerns (Swantz, 2008). Therefore, the data collection model is qualitative. As Bresler (2006)
argues, the benefit of this approach is the support of a self-reflexive and self-critical stance that
allows the participants-researchers ‘to “move closer”: to linger, connect, perceive, [and] re-see’

(Bresler, 2006: 56) the challenges, the nuances and the similarities of practice.
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The study implements AR’s ‘spiral’ methodology (Robson, 2011; Coghlan, 2019), which is
iterative and cyclical, and the research data is collected over a period of time of three research
phases (cycles). Each cycle includes a four-step process: (a) planning and constructing, (b)
taking action (gathering data), (c) evaluating (identifying variables), (d) further planning
(decisions taken ahead of time) leading to further cycles and so on, to address the pertinent issue
and to generate actionable knowledge. Each of the three cycles includes a specific method of
collecting the data, beginning with written vignettes, moving on to interviews and finally to

FGD with electronic diaries (Diagram 1).

CONCLUDING

Planning / Constructing
FGD1

)

Taking actions

Reportin "
Planning / Constructing eportng <‘ /7 (gathering data)

\ \ Evaluating /
) Further planning Taking actions (identifying variables)
Planning / Constructing (decisions taken forward) (gathering data)
CYCLE3
FGD
Further planning Taking actions Evaluzting
{decisions taken forward) (gathering data) {ideniifying variabiss)
CYCLE 2
INTERVIEWS
Evaluating
(identifying vanables)

CYCLE1
VIGNIETTES

Diagram 1: The methodology of the current AR

The methodological paradigm in AR is repetitive, reflective and cyclical. According to Burns
and McPherson (2017), a researcher who wishes to utilize AR must be creative and ready to
adopt any changes that occur during the process due to a change in circumstances, as well as
the nature of the issue under investigation and the participants’ responses. Therefore, within the
FGD cycle function three smaller repetitive cycles (Diagram 2), each of these corresponding to
one FGD meeting. A cyclical process consciously and deliberately takes place with the
professionals responding, reflecting, and then evaluating and repeating the cycle. Important is
the need for the professionals to understand that the study benefits their own work, valuing

differing points of view in order to move closer to answers regarding the research questions.
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Diagram 2: The three repetitive cycles within the FGD cycle

The focus is on exploring the views and responses of the professionals on the matter of the
efficacy of their own practices. Additionally, the emphasis is placed on issues that have to do
with change and produce or encourage change in those involved. This leads to the idea of
introducing collaborative and interdisciplinary approaches in order to assist the professionals
in critically reflecting on their work and potentially seeking new practical ways to approach the

issue of bullying in a classroom setting.
4.1. Sampling and research plan

The findings from a qualitative and flexible research design are non-numerical, making the
conventional statistical analysis nonviable. However, the idea here is for the data to somehow
be abundant and relevant in describing what might occur in other cases and/or settings and with
other professionals (Robson, 2011). For this to be achieved, a sampling strategy which could

assist in collecting rich and relevant-to-the-research data was developed.

Initially, an attempt was made to follow the guidelines of the Cypriot anti-bullying policy and
to make targeted choices from amongst the suggested organisations, services and individuals
that are active in bullying prevention, yet this proved somewhat problematic. Although the
policy suggests a collaboration between the school and various experienced providers, it would
appear to lack detailed information on their work, making the selection challenging. This offers
the opportunity for the utilization of the purposeful sampling technique (Patton, 2002; Creswell

and Plano Clark, 2011), that is, the selection of participants amongst a plethora of cases, which
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in this case are the different organisations, services and individuals the policy refers to. The
professionals should come from diverse disciplines, without necessarily excluding
professionals with overlapping disciplines and expertise. Thus, contacting each of the external

providers was essential.

Selecting the professionals according to their rich knowledge and expertise was not enough
since ethical issues need to be considered. According to Bernard (2002), it is important to take
into account or ensure not only the participants’ availability and willingness to participate, but
also their ability to communicate in a clear, explicatory and reflective way. This guarantees that
the process will run smoothly, with participants prepared to take part and comply with the
research demands. However, it contradicts probabilistic or random sampling, two sampling
methodologies ideal for an easier generalisation of the findings and the limitations of the
possibility of bias in the selection of the participants (Palinkas et al., 2015). Therefore, it was
critical to revisit the research aims and questions and to select professionals who meet four
criteria: (a) they belong to organisations or services, or are individuals suggested by the anti-
bullying policy, (b) they come from diverse disciplinary and professional backgrounds, (c) they
are active in the practice of bullying prevention in primary schools and (d) they are willing to

engage in a long research process.

Following the qualitative paradigm, which attempts a more in-depth understanding, in contrast
to the quantitative methodology’s aim of achieving a wider yet more surface-level range of
understanding (Patton, 2002), the potential candidates were narrowed down to five
professionals willing to engage in a long research process incorporating various methods of
data collection. As it will be discussed, a balanced approach to ensure their anonymity was
followed, which at the same time maintained the rigor of the research results. The participants
of the study are a teacher (T), an educational psychologist (EP), a music therapist (MT), a
theatre practitioner (TP) and a social worker (SW). After the research process was explained to
them, by completing an informed consent form (Appendix 2) they all committed to taking part
in the study, following the cycles of the AR as described below:

Cycle 1: Vignettes

The participants composed written narrative-based vignettes, offering consultation to a fictional
‘newbie’ professional called Rachel, while being encouraged to give examples of their own
work to help Rachel ‘find her feet’ (Appendix 3). Examples of areas that the questions included,
is to give advice and guidance to Rachel on how to prepare her sessions, on how to incorporate

bullying in her sessions, on how to open up and maintain a discussion about the topic, on how
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to create trust and foster empathy between her and the pupils, on how to handle and address

specific bullying incidents and on how to evaluate her work.
Cycle 2: Interviews

The professionals’ responses in the vignettes assisted in forming the semi-structured interview
protocol in order to highlight specific areas in need of further clarification regarding their
answers. All the professionals participated individually in an approximately 1-hour interview
expressing more specific views on their background, on bullying theories and practice, and on
current and future collaborations. Moreover, they shared their understanding of
interdisciplinary collaboration practices for bullying prevention (Appendix 4). The interview
was semi-structure and it included open-ended questions, such as “Tell me about bullying
prevention in Cypriot education”, with additional prompts, such as “Any strengths?” or “Can
you give me an example?”. Additionally, instead of asking the participants directly the
definition of bullying from the beginning, specific statements were created, calling the
professionals to complete them, such as “Children bully because (complete)”. The latter
statements were followed by various prompts in order for the professionals to expand their
answer and give examples, such as “Factors that enable bullying?” or “You base your answer

on...?”.
Cycle 3: FGD

Three FGD were formed to assist the professionals in their interaction and communication
(Appendix 5). At the end of each FGD, the professionals set down their thoughts in an
Electronic Diary (Appendix 6) having the opportunity to disclose anything they were unable to
during the process. The structure of the FGD took into consideration the professionals’
interview responses, which were divided into themes and informed the three smaller cycles,

each of them responding to an individual FGD meeting as described below:

Cycle 3.1: ‘My practice’: The professionals were called upon to identify their professional
background and to reflect on the interview responses regarding the definition of bullying and
anti-bullying practices in chosen situations and scenarios. The activities of the first FGD
included, for the participants to choose cards with various bullying definitions and combine
them in order to explain how they understand bullying, justifying it through their practice, to
physically position themselves in an opinion line according to their response in different
statements and justify their opinion and to re-enact scenarios in frozen images and then make
changes or not according to their opinion on the matter. Additionally, they demonstrated an

activity that they have prepared prior the meeting and which they implement with pupils in a

61



classroom setting, in order to exemplify the way they understand their work in relation to their

own understanding of bullying.

Cycle 3.2: ‘Me and the others’: The professionals discussed each other’s practices and

identified similarities and differences. Additionally, they were asked to refer to the efficacy of
potential past collaborations, and the factors that contributed to their effectiveness or any
obstacles they faced during the process. Furthermore, they were called upon to identify and
express their views on opportunities and challenges that an interdisciplinary collaboration
process for bullying prevention could entail. In order to response to the latter and achieve
interaction between them, various activities were implemented, such as the use of vesica piscis
diagram in order to discuss about pass collaborations, or placing cards with disciplinary
professions near or far of the word “collaboration” according to the challenges they encountered
in the pass or even taking a step forward, while in a line, if they agree regarding different

opportunities that interdisciplinarity could bring.

Cycle 3.3: ‘Together’: The professionals reflected on collaborations and interdisciplinary
practices and discussed future extensions of their work. They were asked to make decisions
about and to design an interdisciplinary session either working with members of the group or
individually. After presenting and explaining their session and their choices regarding their
collaborators, aims and activities, they discussed the opportunities and challenges of this
approach comparing it with the work they have been doing up to this point. In order to assist
them deciding on who they were planning to involve in the specific session plan, a prior activity
took place, in which the professionals were given cards with different professionals, as well as
empty cards to add more professionals if they wished. Then they were called to create diagrams,
grouping different professionals, who could work in an interdisciplinary collaborative process
for bullying prevention. They had the choice not to include cards or add more cards in their

diagrams.
4.2. Piloting

Before the actual study was carried out, piloting of the research instruments took place. Piloting
is considered essential in research since it assists in the testing of whether the questions mean
the same thing for both the researcher and the participants and whether the time frame designed
for completing an interview or any other research instrument reflect the reality of the situation
(Phelas et al., 2012). During the process of bridging comprehension of the questions between
the researcher and the participants, items that will potentially not generate usable data or are

confusing can be identified and eliminated. Nyatanga (2005) agrees that when piloting is
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conducted as part of a research process, the trustworthiness of the collected data improves
significantly. However, he argues that there are limitations, especially when the researcher
makes assumptions based on pilot data, something that was considered during the pilot process

of this study.

The current pilot research followed the Polit et al. (2001) argument, who state that piloting can
be viewed as a ‘small scale version or trial run’ and it assists in preparing for an actual study
(p. 467). Commenting on the major advantages of pilot research, Van Teijlingen et al. (2001)
argue that a pilot study might give advance warning about where the main research project
could fail, where research protocols might not be followed, or whether proposed methods or

instruments are inappropriate or too complicated.

For the current study, the vignettes, the interview and the FGD were tested before reaching the
professionals. Baker (1994) states that a pilot study should be used to try out a research
instrument and suggests that a sample size of approximately 10%-20% is a reasonable number
of participants, in order to increase the chances of the study’s success (Baker, 1994).
Nevertheless, this usually applies to cases with a large number of participants and mostly occurs
through the use of questionnaires. Since the current study proposes the participation of five
professionals in a qualitative methodological approach and focuses on the collection of rich
data by the use of various research instruments, the specific percentage was seen as simply a
suggestion. Additionally, the pilot study followed the argument of Phelas et al. (2012) according
to which it is preferable to test the research instruments on the same type of people you will
include in the study and if this is not feasible, to include a few other people, who will not in fact

participate in the actual study.

Taking the above into account, the piloting of the vignettes, the interview schedule and the FGD
included two professionals, one with an educational and one with an applied theatre
background, with both having previous experience in working with primary school pupils on

bullying prevention. Both professionals were excluded from the actual research.

During the pilot study, it was mostly wording issues that emerged, especially because all the
research instruments were translated from English to Greek and special adjustments needed to
be made for them to correspond to the original form, in order to promote better communication
between the researcher and the professionals. Changes were made to the interview agenda,
primarily in these three areas: wording, the order of the questions and elimination of repeated
questions. Additionally, question 13 could not elicit the anticipated data since both pilot-

participants asked for clarification and more information in order to answer (Appendix 7A).
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The aim of the specific question was to stimulate an initial discussion around interdisciplinary
approaches, since it requested that the professionals compare their approaches with those of
other professionals working for bullying prevention. Therefore, a question was added preceding
it, to warm the interviewees up by asking them to first list other professionals from different
disciplines who work on the prevention of bullying and then to compare their approaches to

theirs.

In the vignettes protocol, part 10 was eliminated since the pilot-professionals perceived it to be
a repetition of part 9 and produced two different kinds of data from the two pilot-professionals
(Appendix 7B). The point of the tenth topic was to collect from the professionals their views
on specific research methodologies which they may use to examine the effectiveness of their
practice. On the one hand, the first pilot-professional had already commented on their research
methodology in part 9 and found part 10 confusing and repetitive. On the other hand, topic 10
prompted the second pilot-professional to refer to a research methodology and be more precise.
Both cases raised the issue of whether the professionals could perceive topic 10 as a guiding
question, since it could potentially put pressure on them to refer to more structured ways of
evaluating their practice in order to satisfy the researcher. This however would be unrealistic,
since some professionals possibly use only observation or other means of evaluation to test
whether pupils change their attitudes or behaviour, and not any structured research
methodology. Therefore, the decision was made to remove topic 10 from the vignettes and to
give to the participants more time during the first interview to comment on their vignette’s

answers, clarify specific points, and to expand on their views on the area of evaluation.
5. Research methods

Prior to the study a preliminary meeting with the professionals was arranged. As Wilson-
Agostinone (2012) argues, although preliminary meetings are sometimes overlooked and
viewed as waste of the participants’ time, they can facilitate a positive environment so that they
may make an informed decision regarding whether to take part in the research study (p. 32).
This preliminary meeting was necessary, especially because the specific study demanded they
invest a great amount of time and employed research methods the professionals were potentially

not familiar with.

After sending the informed consent form to all the professionals via email, a meeting was
arranged in order for them to sign on and to provide them with a hard copy of the vignette
document, clarifying any queries they might have had. Additionally, an electronic version of

the vignette document was sent via email, giving them the option of completing it and sending
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it back within a given reasonable amount of time that was discussed and decided upon
individually. After the vignettes were handed in, a second meeting was arranged for individual
interviews. After the interview process, a meeting was arranged for each of the three FGD, with
a month elapsing each time before the next one, in order for the professionals to have enough
time to properly reflect in their electronic diaries and for the researcher to adjust each FGD

accordingly.

This section presents the decisions made to include the chosen research instruments, which are
written vignettes, interviews, FGD and electronic diaries, and to start a discussion surrounding
them, presenting their limitations and strengths, and comparing them with other research
methods. Furthermore, ethical considerations for the implementation of the research are
discussed, including the role of the researcher. Trustworthiness of the results is put forward to

justify the choices made for the implementation of the current study.
5.1. Vignettes

Vignettes, as a research tool, are either linked to narrative theories, incorporating narratives as
a means for analysis (Breuer, 2000; Monrouxe, 2009), or to research mainly connected with
discursive narratives in the form of research evaluation (Elliott, 2005; Dausien et al., 2008) or
a combination of both (Jones, 2009; 2014). According to Stecher et al. (2006), using vignettes
to gain a contextualised description of classroom situations is not a new research technique, and
they can be used for prompting detailed descriptions of institutional practices. Additionally,
they make data collection processes more realistic by providing a context for professionals
working in a classroom setting to situate their responses. This is relevant for the current research
since it investigates bullying and bullying prevention practices specifically in a Cypriot primary

school classroom setting.

According to the literature, researchers either use vignettes alone or in combination with
other research techniques to study peoples’ actions and practices, views and attitudes,
beliefs, and perceptions (Hughes and Huby, 2002; Renold, 2002). The current study describes
an exploratory use of vignettes as part of the spiral process of AR methodology, informing and
complimenting the initial interviews. The research process begins with the vignettes, which
illustrate the professionals’ responses to classroom-based scenarios within an action research
cycle, in order for them to reflect on and reimagine their actions and to then potentially suggest
changes (Spalding, 2004). These changes were mostly decisions made ahead of time, before

entering a classroom setting, or after a situation arises. The responses to the vignettes informed

65



the individual interviews, since all the professionals were asked to comment on their narratives,

so the researcher could expand on their views and clarify any conflicting points.

The exploratory and complimentary use of the narratives, in combination with the positioning
of the five professionals within the framework of a classroom setting, assisted in condensing
their responses and allowed them to reflect on the issue under discussion, that is, bullying and
bullying prevention. An example of this is Hunter’s (2012) research on history curriculum and
pedagogy, which employed the use of narrative vignettes amongst secondary education
teachers. The process of designing her vignettes was a creative way of recording self-reflexivity
within academic writing. It was also noted that in many cases, knowledge and practice
intersected, and at the same time, disciplinary boundaries were negotiated. Although Hunter’s
results appear appealing and pertinent to the current research, designing vignettes that are
relevant and suitable for each of the five professionals, enabling them to be self-reflexive, was
challenging. The difference here is that the five professionals come from distinctive disciplines,
with not all of them basing their practices on a classroom level, and treating bullying prevention

differently, something that needed to be considered.

The current study employed narrative-based vignettes in the style of ‘conversational interviews’
(Breuer, 2000; Jones, 2014) to investigate the professionals’ general understanding of the
choices they make in their practices and at the same time to organise their thoughts and explain
their reasoning. The vignettes included written descriptions of a fictional professional working
for the prevention of bullying in a classroom setting, encouraging the professionals to support
her, giving examples of decisions they themselves would have made ahead of time to address
a situation. The narrative-based piece of writing had been expected to be a layered combination
of academic socialisation, discussion with theory, practice and expertise (Hunter, 2012).
Therefore, the choice of the fictional ‘newbie’ professional named Rachel, with an open
description of her ideas and actions, gave the professionals the possibility of distancing
themselves from their own practices, safeguarding their individuality. Additionally, it opened
up ways of identifying with her by operating on the level of a mentor or counselor towards her,

offering objectivity and truthfulness to their responses.
5.2. Interviews

Conducting interviews within AR is of paramount importance since, as previously argued, the
aim of employing the AR as a qualitative methodological approach is to gain the maximum
possible insight into the professionals’ knowledge, as well as to explore the meaning the inquiry

at hand holds for them (Kvale, 1996; Patton, 2002; Roberts-Holmes, 2005; Seidman, 2013).
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Interviews in research can either be used by combining them with other research methods, or
by themselves, since they have the ability to transport you into people’s realities and let you
witness the way they understand more complex issues. Researchers are of the opinion that it is
impossible to attain this kind of rich information by only using other written research techniques
such as questionnaires (Bell, 2005; Roberts-Holmes, 2005). The advantage of an interview is
that it can be described as a live process which enables the researcher to probe into areas that

emerge during the interview, maximizing the depth of the participants’ responses.

Cohen et al. (2007) states that interviews are ideal for testing the hypothesis of a study, or for
detecting variables particularly useful for the study and the way these correlate to each other.
For Seidman (2013) the real reason behind using interviews in research is not to examine
hypotheses or the way people explain theories; rather it is to profit from their real experiences,
since they are considered experts in the topic under investigation. And he continues, ‘social and

educational issues are abstractions based on the concrete experience of people’ (p. 7).

One of the requirements of this study is for the professionals to provide responses on how they
understand bullying prevention practices, offering examples of their own work. This could
prove problematic since, according to Remenyi (2011), many researchers question the
subjectivity of one’s memory and the accuracy of some of the responses given in the interview.
Here the social constructivism paradigm comes into play, considering the responses of the
professionals as a ‘recollection of impressions of past events’ (p. 10), probing and encouraging

them to be as precise as possible when using examples of their practices.

As Remenyi continues, one additional limitation of the interviews is that bias can creep into the
process, without, in many cases, either the interviewer or the interviewee realising it. Since both
interpret the situations through their own biased lens, instructions and clarification from the
researcher at any point in the process are fundamental in order to not guide or influence the
answers in any way (Gray, 2009). In order to avoid this, and aside from the fact that the
interviews were conducted in tandem with the written vignettes and FGD, instructions were
clearly stated at the beginning of the interview, while prompts and probes were carefully added

to the interview protocol during the piloting of the research instruments.

For this specific study, and in an effort to limit the challenges while maximising the
opportunities created through the specific means of data collection, the choice to use semi-
structured questions appeared ideal. A semi-structured interview, as opposed to an unstructured
interview, is easier to analyse, while a structured interview differs only slightly from a

questionnaire (Opie, 2004). The questions in AR are usually semi-structured by using an
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‘interview guide’ (Robson, 2011: 280) as a checklist for what needs to be covered in the
research questions, while the addition of probes offers the interviewees the opportunity to
expand on their answers and divert the interview into other possibly unexpected directions

(Gray, 2009).

As previously stated, for the current research the vignettes informed the structure and the
content of the interview questions, although the primary aim was to allow personal choices in
wording and for additional questions to be asked, based on the flow of the interview. As Wilson-
Agostinone (2012) describes, the interview was designed to be a ‘deliberate, informed
conversation’ (p. 21) with the focus on creating ‘open-ended questions that will maximize the
potential for participants’ responses and rich data’ (p.29), allowing them to further describe
their practices and to define the issues they are dealing with themselves. An additional
technique used was that of the professionals being asked in different stages of the interview to
verbally complete specific statements. Robson (2011) talks about the technique using ‘prompt
cards’ (p. 284), in which the professionals explained their views on how to best define bullying

and their understanding of bullying prevention.

5.3. Focus Group Discussions

As discussed, the interviews were designed to primarily assist, in their direct way, the
exploration of the professionals’ perceptions of specific areas, which arose from the responses
to the vignettes. However, being consistent with the research questions and the research
methodological approach, one of the aspects to consider was ways to encourage interaction
between the professionals. In contrast to the interviews, which could offer rich and in-depth
data excluding, however, interaction, FGD appeared ideal in order for the professionals to
exchange knowledge directly and communicate. Researchers believe that one of the advantages
of the FGD is that participants feel less threatened by it, thus facilitating a positive environment
for discussing perceptions, ideas, opinions and thoughts (Krueger and Casey, 2000;
Liamputtong, 2011). Robson (2011) refers to this method as ‘focused interviews’ (p. 289) used
particularly in flexible research designs, such as AR and evaluation, creating the potential of
bringing change to the group and setting. For these professionals in particular, it was about
reflecting on the efficacy of their and others’ practices, and possibly considering a new direction

for approaching bullying in the Cypriot primary education, that of interdisciplinarity.

Although FGD are frequently used in flexible designs due to their adaptable nature, it is no
coincidence that researchers safeguard their three most important attributes when applying

them. In Wilkinson’s (2004) words, traditional FGD are ‘informal’ group discussions between
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a ‘small number of people’ about a ‘specific topic’ (p.177). Their informal or open-ended nature
is imperative, with an experienced researcher acting as the facilitator, in order to prevent certain
participants from dominating the discussion (Robson, 2011). Equally beneficial, together with
the facilitator’s skills, is the maintaining of the number of participants as low as possible, with
some of the researchers reaching the maximum of 10 participants. Moreover, the profile of the
participants is of great importance to Krueger and Casey (2000), who are critical of researchers
introducing FGD to pre-existing groups or to people who have previously worked together,
fearing that the well-established dynamics or hierarchies could influence the data. Therefore,
by opting for purposeful sampling, the current study has opened the door to those professionals
associated with the field of bullying prevention for them to express their views on bullying and

bullying prevention practices in primary education in Cyprus.

The involvement of the professionals in the interaction was highly significant, enabling them
to discuss complex topics that are both relevant to them and which are rarely breached in a
structured and instrumented way (Seymour et al., 2004). However, asking just anyone to react
to their professional practices pertaining to challenges and limitations is a sensitive issue,
making overcoming this difficulty a priority. Therefore, in different stages of the FGD the
professionals were called upon to complete tasks through interactive activities, either
individually or in groups, to set them at ease so they could express their opinions more freely.
Infusing the FGD with interactive activities gives the professionals a safe space to
spontaneously express their views since, as Liamputtong (2011) states, ‘people feel more
relaxed when talking about sensitive issues when they see that others have similar experiences
or views’ (p. 107). Therefore, the process was transformed, from me asking direct questions to

me simply facilitating the discussion.

Interactions in FGD could bring many opportunities as well as challenges when compared to
other research instruments. According to Onwuegbuzie et al. (2009), FGD encourage
participation from people who are normally reluctant to be interviewed, with the participants
discussing personal issues and suggesting solutions to these problems. Additionally, they are in
favour of the inclusion and participation of groups of people in the study who feel they do not
have anything to say (Gates and Waight, 2007; Kroll et al., 2007). Nevertheless, as Thomas
(2017) argues, there is always the possibility that the answers to a question will be different
when these questions are posed individually in an interview, since FGD have the ability to make
the group bolder and more daring with their answers. As a researcher, you neither presuppose
that the group will be more talkative than they are in interviews nor that their silence always

indicates consent. In order to ensure this, the FGD were used together with other means of
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research, including the professionals’ entries in structured electronic diaries. Their reflection
process assisted in primarily examining the challenges they faced during the interaction process
(Swantz, 2008), and allowed them to disclose any views they were not able to express during

the process in their own time.
6. Ethical considerations

The study investigates the professionals’ perceptions around their understanding of the
opportunities and the limitations of an interdisciplinary practice. Therefore, it encompasses
certain ethical issues which need to be addressed prior the implementation. Here, two areas are
discussed around the ethical consideration of the undertaken research and involve (a) anonymity
and confidentiality of the participants, and (b) personal involvement and trustworthiness of the

research
6.1. Anonymity and confidentiality of the participants

Apart from the ethics approval from the IOE/UCL (Appendix 8) a preliminary visit meeting
with the professionals took place. During this first meeting, the five professionals were asked,
among other things, to consent by signing the informed consent form to the interviews and the
FGD being recorded, to ensure transparency and credibility in the data collection. Furthermore,
an AR methodology deals with issues of ‘confidentiality, privacy, protecting the rights of
participants’ (Glanz, 1998: 241), especially due to the limited number of participants in this
study. As previously explained, the names of the participants were not used; rather, seeing as a
great part of the study deals with professional practice and interdisciplinarity, it was important
to refer to them by at least using the initials of the discipline they identify to represent in the
research. However, according to Surmiak (2018), the use of pseudonyms or initials does not
always guarantee anonymity, especially as far as small communities are concerned. She then
separates anonymity into two categories, according to the research conducted with researchers
from different research fields: protective and balanced. According to her, some of the
researchers prioritise the anonymity of their participants and are very protective of them, while
other researchers proceed with a thorough anonymisation of the study results, which at the same

time does not affect the analysis.

The decision of what to anonymise for the current study was based on the desire to create a
balance between protecting, on the one hand, the professionals’ identity, and on the other, the
credibility of the data. Therefore, anonymity was ensured for those concerned, taking care to
balance between not revealing any personal information that exposes anyone’s identity

(Robson, 2011: 208) and by contemplating the six key areas of anonymity as described by
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Surmiak (2018), which include: 1) people's names; 2) places; 3) religious or cultural
background; 4) occupation; 5) family relationships; and 6) other potentially identifying

information.

Bellow (Table 1) are the information that the participants gave at the beginning of the interview,
-including the description of the discipline or the disciplines, that they identify to represent-
carefully transcript in order to ensure anonymity, but at the same time to maintain the credibility

of the findings:

Educational
Psychologist

(Study of how people
learn and promote
educational success-
Psychology)

- 6 years’ experience
working with NGO (peer
pressure, sex education,
LGBT rights)

- 5 years’ experience
working with NGO (anti-
bullying programme).

Music Therapist
(Therapeutic application
of music-Psychology,
Therapy)

- 10 years’ experience as
music private tutor.
- 5 years’ experience as a

special education teacher.

- 4 years’ experience in
designing and applying
workshops through music
(aggression, expressing
emotions).

Social Worker
(Meeting the basic needs

- 4 years’ experience in
youth clubs and after

- 3 years’ experience in
applying experiential anti-

of individuals-Sociology, | school clubs. bullying workshops in

Psychology) collaboration with clinical
psychologists.

Teacher - 18 years’ experience in - 2 years’ experience in

(Planning, implementing,
and evaluating of

teaching.

working in a relevant to
violence sector of the

learning process- MOEC (workshops with

Pedagogy, Didactics) pupils, parents, and
teachers).

Theatre Practitioner -10 years’ experience in - 7 years’ experience of

(Raising awareness and | youth clubs and after applying a bullying

shape social change by school clubs. prevention theatre

using theatre as a tool- programme.

Theatre, Art, Sociology)

Table 1: Information about the professionals-participants

In dialogue with the information provided in the table, names and surnames are not mentioned;
the place that they live and work is not specified; their religion or cultural background is not
mentioned; names of organisations they worked or are still working are not named, rather a

description is used (i.e., NGO or relevant to violence sector of the MOEC); names and content
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of their previous programmes and practice is not extensively described; specifics of their current

occupation is not mentioned.
6.2. Personal involvement and trustworthiness of the research

The great value of the current research lies in managing to minimise error and pursuing truth in
every stage of the process, building in this way trust to the reader. Some researchers refer to
this as reliability and validity of the research, which together strike a balance between the
decisions you make as a researcher about the methodological aspect of the research — theory
and practice — and the collaboration you achieve with the participants (Murphy and Dingwall,
2003; Roberts and Priest, 2006; Ladkin, 2007). Other researchers support that in qualitative
research, even when a specific set of data is gathered and shared, several authors might provide
several and distinctive interpretations (Stahl and King, 2020). As a result, qualitative
researchers instead of aiming for validity they aim for trustworthiness, which implies that
readers will feel confident in the researcher's findings when they interpret the written work.
Therefore, the reader shouldn't anticipate being able to replicate the precise results in their own

applications of the study.

In order to achieve trustworthiness, the researcher depends on credibility, which relates with
internal validity and the assurance of precise findings (Korstiens and Moser, 2018), which
respond to the research questions without bias. Credibility can be accomplished through
triangulation, peer reviews, member checks and audit trail (Shenton, 2004). Other aspects of
trustworthiness are transferability, which is a form of external validity and encompass the use
of purposeful sampling, dependability, which is linked with reliability and requires
triangulation and peer examination, and confirmability, which is about checking and rechecking
the data, coding and presenting the themes (Gunawan, 2015; Shave and Nikengbeza, 2018;
Zinyama et al., 2022).

The AR methodological approach often includes an evaluation process, which presupposes a
process of collecting data from various data resources. Klein (2012) argues the critical nature
of this, yet she goes on to state that collecting and analysing data from multiple resources often
puts the credibility of the research in jeopardy, since the separate pieces of data you collect will
unavoidably contain contradictions. Additionally, given the strong personal involvement of the
researcher and the professionals-participants in the research process, issues of bias and

subjectivity arise in findings, which negatively impacts the trustworthiness of the study.

Robson (2011) argues, ‘a practitioner-researcher is someone involved in carrying out

systematic enquiry that is of relevance to the job’ (p. 535). Indeed, my professional practice as
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a teacher and my extensive involvement in bullying prevention has influenced my decisions
throughout the research process. As a primary school teacher, I am face to face with everyday
challenges regarding the lack of awareness around bullying between the members of the school
community, as well as the absence of, or limited knowledge regarding bullying prevention.
Therefore, during my MA studies in Applied Theatre, I have decided to research bullying in
depth, resulting to the designing of an intervention for bullying prevention in primary education.
Using theatre as a tool, the intervention aimed to raise awareness of bullying, amongst pupils,
teachers and parents, as well as to promote reporting. The specific initiative has received
appreciation and approval from the MOEC and it was applied in the majority of primary schools
in Cyprus, proving the increasing demand of the school communities to develop the necessary
tools to deal with bullying effectively. The latter has led to the invitation from the MOEC, and
specifically the COSV, to collaborate in the development of anti-bullying holistic programmes
in schools following the guidelines of the Cyprus anti-bullying policy. Throughout my
experience, I have collaborated with various academics, government officials and
professionals, who research and work around bullying, from policy development to

implementation of practice.

The multiple roles I have held throughout this journey, have led me to believe that taking
advantage of the best from every disciplinary knowledge and expertise can be a means of
transforming people’s perceptions and attitudes towards bullying and bullying prevention
practices. It therefore seems impossible to isolate my lived experiences and professional
identity from the narrative, since they are essentially at the core of the study (Hunter, 2012),
something that raises significant issues of trustworthiness in the research findings. The latter,
reflects similar concerns around the personal connection to the research from the professionals-

participants, which influences the degree and the dynamics of their participation.

Acknowledging the personal involvement in research, either on the part of me as the researcher,
or on the part of the professionals participating in the study, was a first point added in favour
of the trustworthiness of the study and its findings. The latter was considered from the beginning
and was included in the decisions made ahead of time regarding the methodological approach
that the research should follow, especially approaching the inquiry from a social constructivism
paradigm (Swantz, 2008). Social constructivism paradigm in combination with the AR
methodological approach offered trustworthiness to the findings. For instance, during the data
collection process, as a researcher, I had the clear role of coordinating the exchange of
knowledge within the AR cyclical process from single to collective, equally giving value to the

dynamics of the interaction between the professionals during FGD (Gray, 2004). Additionally,
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by activating the purposeful sampling technique, transferability regarding the objectives of the

research and close collaboration with the professionals were assured.

Most importantly, a safe space was created during the FGD, making sure everybody understood
that the study was a group effort, with the common aim of producing optimal results in our
work. By thinking ahead and incorporating an on-going dialogue on the ethical implications of
the research into each stage of the process, a deeper appreciation of the importance of each
person’s role was elicited amongst the participants (Brydon-Miller, 2008). Nevertheless, an
open space for reflection was provided after each FGD in the electronic diaries, which allowed
the professionals to freely express their views if for any reason they did not feel comfortable
doing so during the workshop. Furthermore, ‘the data reporting process included an opportunity
for the researcher and the participants to review and reflect on findings through member

checking (Klein, 2012: 14); this enhanced both credibility and dependability.

Additionally, various processes of data triangulation took place, by collecting and comparing
data from multiple resources and by repeating the analysis throughout the spiral and cyclical
process (Cobb et al., 2008; Hartas, 2010; Robson, 2011; Chisaka, 2013; Metler, 2014). The
latter was important in order to enhance the credibility of the findings, a process that
trustworthiness is depending on. Therefore, the findings on the one hand communicate the way
that me as the researcher think regarding the social world in a research process (Thomson, 2017)
and on the other, the way I examine and continually re-think research findings from theoretical
and empirical perspectives (Burns and McPherson, 2017). The recordings of the interviews, the
FGD and the electronic diaries assisted in the triangulation of the data, since during the analysis,
it was watched back, making sure that nothing was missed. Data triangulation was additionally
applied during not only the interpretation of the data but also while writing the Discussion
chapter, in order to develop a clear argument around the findings, enhancing dependability and

confirmability, which is equally important in trustworthiness.

The research design process included collecting data from vignettes, interviews, three FGD
with interactive activities and electronic diaries. According to Metler (2009), the credibility of
a qualitative research relies on whether the data collected measure what they intended to
measure in the first place. In this case, the research questions were clear, and the research
methods were not only chosen specifically but also used methodically to respond to those

questions as presented bellow (Diagram 3).
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RQ 1: How do Cyprus
professionals from different

disciplines understand
bullying and bullying
prevention practice?

RQ 2: In what ways do their
disciplinary identity,
academic background and
working experience influence
their understandings of
bullying and of the nature
and impact of their bullying
prevention practices?

RQ 3: What is their
awareness of their
professional identity in
bullying prevention practice,
in relation to other
disciplinary processes and
approaches for preventing
and addressing bullying?

RQ 4: What does the research
reveal about the interaction
of professionals from
different disciplines and their
understanding of the
possibilities, limitations and
challenges of
interdisciplinary
collaboration for preventing
and addressing bullying?

* Vignettes (examples of professionals’ practice)
* Interviews (moving deeper into their empirical

work in comparison with another professional’s
work)
FGD 1 (demonstration of one activity)

Vignettes (examples of professionals’ practice
and professionals’ statements of bullying
definition)

Interviews (moving deeper into their empirical
work in comparison with other professionals’
work from their past experience including more
detailed definition of bullying)

FGD 1 (Critical reflection of other professionals’
views and practices)

Electronic diary (Critical reflection of other
professionals’ views and practices)

Interviews (Critical reflection of their empirical
work in comparison with the other professionals’
work)

FGD 2 (Critical reflection of other professionals’
views and practices and initial thoughts on
collaborations)

Electronic diary (Critical reflection of other
professionals’ views and practices)

Interviews (Critical reflection of their empirical
work in comparison with the other professionals’
work)

FGD 2 and 3 (Critical reflection of other
professionals’ views and design of a
collaborative session plan)

Electronic journal (Critical reflection of
collaborative work and interdisciplinary methods
of learning)

Diagram 3: The Methods of Inquiries’ design to respond to each Research Question

In conclusion, to ensure trustworthiness, multiple actions took place from the beginning to the
end of the research process, which include dedication and clarity in roles during the collection
of data. Member-checking, multiple processes of triangulation, detailed transcription,
methodical plan, and coding aimed to arrive, to as much as possible precise, consistent and

exhaustive data, strengthening even more the trustworthiness of the findings.
7. Thematic Analysis

The current study employs various methods of data collection to form an argument intended to

provide answers to the research questions by following a flexible qualitative methodological
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design. The social constructivism paradigm was activated by incorporating the AR
methodology in the form of an evaluation. Therefore, through vignettes, interviews, FGD, and
electronic diaries, the professionals were called upon to communicate their beliefs about the
theory of bullying and bullying prevention practices, while evaluating the efficacy of their own
practice with a critical eye, by reflecting on the practice of other professionals. Additionally,
the study challenged professional boundaries, revealing the professionals’ understanding of
interdisciplinarity in bullying prevention, promoting their collaboration in Cypriot primary

education.

The purpose of the methodological approach is to progressively and repeatedly build on new
knowledge and make new meaning from the new data emerging from each research instrument,
by activating the AR cyclical and spiral process. Therefore, a decision needed to be made
regarding the right strategy for the careful interpretation of data as soon as it arrives, in order
for the study to continuously progress. Researchers describe data which derives from qualitative
research designs as ‘rich’, ‘full’ and ‘real’ (Robson, 2011: 465-466) and far from abstract
numbers found in quantitative paradigms. Barnett-Page and Thomas (2009) argue that TA is a
method of analysis, which can sufficiently measure the effectiveness of an intervention using a
constant comparison method between all the data collected from various research instruments.
Since the current research design is flexible and exploratory (i.e., three iterative cycles of AR),
it appeared fitting to implement TA as an approach, as it allows one to analyse the data as it

arrives, before moving on to finetuning the data and applying the next research instrument.

The choice of TA reflects the reflexive and subjective view of the current study, since,
according to Braun and Clarke (2019), the TA understands the researcher’s subjectivity as a
resource, rather than as a potential threat to knowledge production. ‘Qualitative research’, they
continue, ‘is about meaning and meaning-making, and the data analysis is about telling
“stories”, about interpreting, and creating, not discovering and finding the “truth” that is either
“out there” and findable from, or buried deep within, the data’ (Braun and Clarke, 2019: 591).
Therefore, due to the great volume of data, as well as the narrative elements in the vignettes,
the open-ended responses given during the interviews and the interactive discussions in FGD,

the form of analysis decided upon was the TA.

Researchers argue that TA cannot be considered a specific method of analysis since, in contrast
to other methods of discourse, analysis is not an extension of a pre-existing theoretical
framework (Lawless, 2019). Furthermore, it is more frequently used in Grounded Theory (GT)
studies (Chapman et al., 2015), rather than as a stand-alone methodology. However, it is the

absence of any theoretical or epistemological stance and its flexible nature that makes TA so
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popular in practice, with Braun and Clarke (2006) calling it a ‘foundational method for
qualitative analyses’ (p. 4) and ‘reflexive TA’ (Braun and Clarke, 2019: 594). Although it is
usually used as a simple method for discovering patterns and forming analytical themes to
respond to the topics raised by the research questions (King and Horrocks, 2011), it can just as
easily introduce basic skills that researchers can apply to any qualitative analysis. Wengraf
(2004) disputes this statement and argues that GT is a methodology which could be seen as the
foundation of any other method of analysis seeking to create theory from data, in contrast to
TA, which could not stand alone as a method of analysis (Wengraf, 2004). Regardless, herein
lies the difference between GT and TA, with the first seeking to develop theory through data
and the second aiming to produce ‘conceptual-informed interpretations of the data’ (Braun and

Clarke, 2006: 6), which is pertinent to the current research.

According to Braun and Clarke (2006; 2012) there are two forms of coding in TA. The inductive
approach to data coding and analysis is a bottom-up approach and is governed by the data itself.
In contrast, a deductive approach to data coding and analysis is a top-down approach, in which
the researcher introduces a number of concepts, ideas, or topics into the data, which they use to
encode and interpret said data. For the current study, the inductive approach appeared to better
suit the methodological design since it permitted the emergence of themes from the data, rather
than the data simply being adapted to adhere to the researchers’ presumptions or relying solely
on the research questions and the literature review. However, according to Braun and Clarke
(2012), as researchers, it is impossible to be purely inductive, as we always bring something to
the data when we analyse it, and we rarely completely ignore the semantic content of the data
when we code for a particular theoretical construct—at the very least, we have to know whether
coding the data for that construct is worth it (p. 58, 59). Therefore, for the current study and due
to the nature of the methodological design, a combination of both approaches was followed

(Diagram 3).
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Diagram 4: Example of Inductive and Deductive TA (i.e., understanding of bullying)

Deductive Thematic Analysis

Barnett-Page and Thomas (2009) refer to the process of coding the findings as ‘thematic
synthesis’ (p. 3) since the findings are organised in codes, informing bigger analytical themes.
The codes were formed to respond to either statements and narratives of the professionals or to
address one or more of the research questions (Koh et al., 2014). In cases of views at odds with
the majority, sub-codes were created (Appendix 9). The inductive TA was mainly used when
coding from the data, in order to not miss the professionals’ experiences, which construct their
stories. Additionally, the inductive TA was particularly useful for entering a social
constructivism epistemology by examining the social interaction between the professionals,
since you cannot isolate data from the social interactions and the context in which they take
place (Braun and Clarke, 2006). Nonetheless, the use of deductive TA was imperative when
drawing on hypothetical builds from bullying theories, professional identity theory, critically
reflective practice and interdisciplinarity, to render obvious issues that participants did not

explicitly express (Braun and Clarke, 2012: 60).

The foundation for interpreting the data was as Rossman and Rallis (2003) describe ‘learning
as you go’ (p. 127), with notes taken during every research method used and transcripts from
audio recordings created immediately after the completion of the interviews and each of the
three FGD. To clarify, after the professionals handed in the completed vignettes, an initial

coding commenced manually, through the thorough reading of the replies and the taking of
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notes on the side. Then, although a first draft of the interview protocol had already been
designed, it was revisited and restructured both as a whole and in its separate components, to
correspond to and relate with each professional. This appeared vital because, on the one hand
the professionals’ answers generated more questions relevant to each topic and on the other
hand, inconsistencies emerged between their answers that needed to be clarified individually.
After the completion of the interview process, the recordings were transcribed verbatim with
notes of the moment, suggesting code headings along the way. The notes were revisited before
finalising the topics and the content of the three FGD. The transcript process was repeated after
each of the FGD and every time the previous notes and their codes were revisited, more notes
were created, and multiple readings of the data took place in an attempt to not miss anything.
Finally, a careful transcript of the electronic diaries took place, with a constant revisiting of the

previous codes and their finalisation where it appeared possible.
8. Conclusion

The current chapter describes the decisions for designing the research methodology and the
assimilation of multiple research instruments, such as written vignettes, interviews, FGD and
electronic diaries, in order to shed light on the research questions. Furthermore, the chapter
describes the procedures that lend trustworthiness to the study, encompassing specific sampling
and piloting techniques, while simultaneously raising the subject of ethics and the researcher’s
personal involvement in the study. For the analysis of the data, the TA is employed both in its
deductive and inductive form in order to develop the following chapter, which presents the data
coded in themes in order to respond to the research questions. More specifically, the data
presented reveals the way in which the professionals engage in a discourse around bullying
theory and practice. The data focuses on the professionals’ understanding of the efficacy of
their and the awareness of others’ bullying prevention practices, and their understanding of

interdisciplinary collaborative practice for bullying prevention.
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Chapter 3

Presentation of the data

1. Introduction

The current chapter presents the interpretation of the data in two sections. The purpose of the
two sections is to provide the reader with relevant and timely data. Specifically, the
professionals were asked to comment and expand on their answers from the vignettes during
their interview, while after each FGD, the professionals were asked to reflect in an electronic
diary. Therefore, the first section presents findings from the vignettes combined with findings
from the interviews and the second section presents findings from the FGD complemented with
data from the electronic diaries. At the beginning of each section, a diagram signposts the
themes. Moreover, cases of co-occurring codes, in which codes partially or entirely overlap,
were anticipated and treated with care following by a bottom-up approach in TA (Braun and
Clarke, 2006). Therefore, all the themes were revisited, the overlapping data was compared to

the already existing codes, and then included in the presentation of each theme.

The five professionals-participants of the research are a teacher (T), an educational psychologist
(EP), a theatre practitioner (TP), a music therapist (MT) and a social worker (SW). It is their
initials that will be mentioned every time their input is presented, to offer coherency regarding
their perceptions and the dynamics that developed throughout the research process and the

different research cycles.
2. Vignettes and interviews

The first cycle of the AR consisted of the five professionals completing written vignettes in
order to explore the way their professional background and code of conduct influences their
decisions during their practice. After collecting the vignettes, the first codes were created, and
the interview protocol was revisited and reformed to allow the professionals to go deeper and
expand on their responses or clarify their opinions on specific matters. The latter especially was
essential, seeing as some of the questions were open-ended, while others were direct responses
to their vignettes. After the interviews, a coding process was conducted, and the new codes
were compared and merged with the vignette ones, creating new analytical themes. The theme
titles were chosen to accord with the language of the professionals, combined with a
terminology that was used to detect the link between all their answers. The following diagram

synopsis the themes that were created after the coding of the interviews:
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2.1. Bullying understanding

* 2.1.1. The importnace of definining bullying
 2.1.2. Aggression, lack of empathy and bullying
* 2.1.3. Predetermination, repetition and normalisation of bullying

2.2. Anti-bullying practices

» 2.2.1. Encouregment to report

* 2.2.2. Peer mediation VS individual interogation

 2.2.3. The role of teachers in addressing bullying
 2.2.3.1. Teachers' responsibility
* 2.2.3.2. Training for teachers

» 2.2.4. Collaboration with other professionals and services

2.3. Current anti-bullying efforts in schools

+ 2.3.1. Health Education, experiential activities, and training of teachers
* 2.3.2. Whole-school approach
* 2.3.3. Anti-bullying policies

2.4. Professional practice reflection

* 2.4.1. Personal and professional impact
» 2.4.2. Professional practices as a means of pupils' expression
* 2.4.3. Shared space of trust
* 2.4.4. The effectiveness of experiential and creative activities
* 2.4.5. Structured VS flexible processes
* 2.4.6. The professional code of conduct and practice

* 2.4.6.1. Addressing the issue in front of the group

* 2.4.6.2. Support group to bullying

* 2.4.6.3. Addressing the issue privately

Diagram 5: Themes and sub-themes from the Vignettes and Interviews

2.1. Bullying understanding

The vignettes were structured to collect the professionals’ input, through an effort to help a new
colleague decide on how to act in every step of her work (Appendix 3). At this stage of the
process, a direct question about how the professionals perceive or understand bullying was
avoided. This process provided the professionals with a space to freely express their views and
points, in many cases revealing the degree of significance defining bullying holds for them.
Therefore, the focus at that point was not to discover what the professionals define as bullying,

rather the importance they place on their opinions agreeing with the theory of bullying and the
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theory of bullying prevention. It was during the interview stage that the professionals had the

opportunity to solidify their views on the matter, defending their opinion on theory and practice.

The following themes present the professionals’ input from both the vignettes and the
interviews and include: the importance of a bullying definition, the association between

aggression, lack of empathy and bullying and bullying as a predetermined and repetitive act.
2.1.1. The importance of defining bullying

The professionals highlight the importance of knowing what bullying is and they place the

emphasis on different parameters to distinguish it from other behaviours:

“It is similar with disorders in which you need to know what bullying is and find
the correct way to act.” (MT)

“...bullying is not a conflict, which needs different treatment.” (T, TP, EP)
“...arguments can take place once, as opposed to bullying which causes damage
to the child.” (TP, T)

“Bullying is not teasing, which is usual in a child’s development.” (EP).

The MT identifies similarities between bullying and disorders, in which you must understand
what you are dealing with in order to tackle it. The other professionals differentiate bullying
from other similar behaviours which would require a different type of treatment. They refer to
‘conflicts’ (TP, T, EP), to ‘arguments that take place once’ (TP, T) and to ‘teasing’ (EP). Their
responses suggest the importance they give in bullying definition in order to differentiate it
from other behaviours and address it appropriately. Additionally, they present the vast spectrum
that behaviours can take, which, in some cases, are mistaken as bullying, while they view

bullying as complex and harmful.

The SW and the EP debate the appropriateness of communicating the definition or specific

terminology of bullying to pupils:

“As a professional, I know the definition of bullying, but we should let the
pupils tell us what bullying means for them.” (SW)

“From where I am coming from, terminology is important. If we don’t use
terms at all we are in danger of normalising behaviours... if we overuse them
)

there is the danger of labelling children. I think it depends on the situation.’
(EP)
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The SW’s comments that pupils should not have the definition of bullying imposed on them
rather them as professionals to open up a space to the pupils to discuss what bothers them or
what does not. The EP argues that by using the terms bully or bullied, the pupils will ‘label’
their peers and often refer to them as bullies or bullied and for him it always ‘depends on the
situation’. Both professionals negotiate the degree of communication of the definition of
bullying to the pupils, yet in practice they seem to follow a different direction. The SW appears
more exploratory, letting pupils discover bullying in a more experiential way, while the EP
follows a more thorough approach by demonstrating that he understands the language and the
culture of pupils, choosing to act differently in different situations without rejecting the use of

bullying terminology.
2.1.2. Aggression, lack of empathy and bullying
The professionals showcase the connection between aggression and bullying:

“According to psychology, unresolved feelings of anger can lead to aggression
and bullying. Kids experience stressful circumstances or are excluded in school
in many ways or even the parents are absent during childhood offering no

support to them.” (MT)

“If a child piles up anger due to stressful circumstances, then this can lead to
aggression and bullying. Sometimes they learn from their parents to react

aggressive.” (EP)

The MT and the EP consider an unresolved feeling of anger as prone to aggression, which
essentially leads to bullying. For example, they refer to cases of pupils experiencing ‘stressful
circumstances’ (MT, EP) or are ‘excluded in school’ (MT) or ‘learn from their parents to react
aggressive’ (EP) or cases of ‘parents being absent during childhood’ (MT) as factors that

predispose ‘aggression in school’ (EP). The EP adds to his comments:

“If you look at it from a psychoanalytical perspective it [bullying] is an expression of
anger.” (EP)

Both professionals directly link the feeling of anger with aggression, which leads to bullying

behaviour.

One of the factors that the professionals suggest, that contributes to pupils’ aggression is lack

of empathy:
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“...the children have no empathy so as to understand that what they are doing
is wrong and that is why you should build empathy during your practice with
them.” (MT)

“...offering the space where children can express their feelings and speak about

them [...] a great possibility to be able to empathise.” (TP)

The MT and the TP discuss fostering empathy, something they prioritise in their work, with the
TP to ‘offer space for expression’ and the MT to ‘build on empathy’ for the children to

understand their wrongdoing.
2.1.3. Predetermination, repetition and normalisation of bullying

Throughout the professionals’ answers, predetermination and repetitiveness are the two most
common elements assigned to bullying, which distinguishes and separates this type of

behaviour from other harmful behaviours:
“Bullying happens repeatedly, and the target is one specific person.” (MT)

“...bullying is something predetermined, a conscious repetitive violent act
towards an individual or group from an individual or group. Children cannot

understand the violent nature of bullying, so they keep quiet.” (T)

“Two very important things can define bullying, repetition and targeting of an
individual. However, there are children that don’t experience distress, while you,

as an adult, see it differently.” (TP)

Beyond the reference of the three professionals to predetermination and repetition, the T’s
comment on the normalisation of bullying in schools is relevant to the specific theme, since it
raises issues of children enduring the harmful effects of this behaviour, which often understand
its harmful results. The TP also comments on normalisation, yet she approaches it from a
different angle. While, both professionals discuss the normalisation of bullying, the first refers
to lack of reporting due to normalisation, while the second emphasises the views of adults on

the relationships of children, which contrast with how children experience bullying.
2.2. Anti-bullying practices

One of the topics expanded on both in interviews and vignettes was that of the various ways in
which the professionals proceed for the prevention or addressing of bullying in practice.
Although there was a broad spectrum of responses, they were grouped together according to
their content, developing themes to showcase similarities and nuances in the professionals’

answers. The themes on anti-bullying practices that emerge concern: encouraging pupils to
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report bullying, the approach of peer mediation versus individual interrogation, the role of the
teachers on bullying prevention and the collaboration with other professionals-experts or

services.
2.2.1. Encouragement to report

While the professionals support the idea of encouraging pupils to report bullying, the way they
approach this differs:

“When a child reports bullying, it means that they feel strong and are governed
by their need to deal with this behaviour. Of course, sometimes children don’t
know how to report an incident in a discreet way to ensure their safety and they
need to learn how to do this. For example, they need to be encouraged to not

report in front of everyone, but rather tell a person they trust.” (MT)

“Children need guidance and support from the people in their environment in

order to feel strong and to recognise that what is happening to them is wrong.”
(T)

The MT and the T support the culture of ‘zero tolerance’ of bullying behaviour, which is
essential if a pupil is to report an incident, should it occur. They both support empowerment of
children (i.e., ‘they need to learn’, ‘encouraged’, ‘guidance and support’), yet taking different
angles. The MT comments that the intervention must take place in order for the children to
learn different and discreet ways to report, while the T argues that for pupils to arrive at a point
of feeling strong and confident to report, they need prior ‘guidance’ and ‘support’ in order to

‘recognise’ that what they experience is not right.
2.2.2. Peer mediation VS individual interrogation

Collecting information during the investigation phase of a bullying incident can lead in two
different directions, as evident from the responses of the professionals. One of the suggested

directions is peer mediation, yet not approved by all the professionals:

“A good practice to collect information and potentially resolve the issue is
mediation, in which you bring both parties together to express their feelings. I am
trained to enter a process of mediation when two pupils can confront each other
about an incident, and I can control this process of exchanging information and

expressing feelings.” (MT)

“I will never bring the bully and the bullied together to confront each other since

the bullied child will not feel strong enough to express how he/she feels in front of
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the bully, while the bully can manipulate the situation [...] Mediation is effective
in conflicts.” (TP)

The MT argues that the best way of collecting information and resolving the issue is to bring
the bully and the bullied together in a mediation process, ‘to express their feelings’. She states
that she has the training to enter this process and to recognise if two pupils can ‘confront each
other’ about what happened. The TP in her response takes a different direction, arguing that in
cases of bullying, putting the perpetrator and the victim in direct contact is a risk to the bullied
child’s emotional safety. She presents mediation as an effective approach in cases of conflict
between pupils, yet not so efficient in cases of victimisation, which is the case in bullying since
‘the bullied child will not feel strong enough’ to talk freely and ‘the bully can manipulate the

situation’.

The other direction of collecting information is individual interrogation, something that it is

supported by the T and the SW:

“The best way is to take individually both parties in order to discover the answers
you are looking for.” (T)

6«

. ask them separately in order to be sure of what you are dealing with,

identifying conflicting information and arriving at the truth.” (SW)

Here, the two professionals support individual questioning for gathering more information
about the incident, without referring to mediation, and place emphasis on getting a clear picture
of what is taking place. For example, the T refers to the process as a way of ‘discovering’ what
took place and the SW as a way to ‘identify conflicting information’ and to discover what really
happened. What both professionals have in common in their different responses, is the core of
their practice, which is to gather as much information as possible before taking the next step to

address the situation.
The opportunity of not excluding either direction is also considered:

“You need to question all the people involved individually to arrive at the truth.
You don’t bring them together at an early stage. The bullied is very fragile at that
moment. [ am not opposed to bringing both parties together in a mediation process
to resolve the issue, but not until both feel safe within this process. 1 believe that
in order to go through mediation you need to consider you professional code of
ethics, meaning knowing that you are qualified, trained and capable to do so.”

(EP)
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The EP supports individual questioning as the first step towards approaching the matter
suggesting that you need to expand the questioning to as many people as possible in order to
arrive to truth. He is not opposed to mediation, but he believes in taking safety measures
beforehand in order for both parties to feel safe in the process. He reflects and asserts that
professionals are free to proceed with mediation if this is a part of their ‘professional code of

ethics’, if they are ‘qualified’, ‘trained’ and ‘capable’ of realising it.
2.2.3. The role of teachers in addressing bullying

Across the data, references to the role of teachers in addressing bullying are evident. The
responses vary, from teachers being placed at the centre of raising bullying awareness, to
mention being made of their responsibility of following the necessary protocols and taking
action to prevent and tackle bullying. The different areas the professionals refer to suggest that
the teacher’s role is multi-layered and their involvement in bullying prevention and de-
escalation is vital. The themes emerging concern the teacher’s responsibilities and further

training for teachers.
2.2.3.1. Teachers’ responsibility

Teachers are considered to be the adults, who are most directly involved in school life and

therefore they have a great responsibility in addressing bullying:

“Teachers’ role is multi-layered since we are responsible to safeguard pupils’
emotional safety, and this comes down to have the skills to communicate with

them. As a teacher, I feel great responsibility.” (T)

“Teachers have the central role in addressing bullying and need to be held

responsible if they do not.” (SW)

“Teachers must constantly observe and be on the lookout for possible changes in

a pupil’s behaviour, while at the same time finding time to talk with them.” (TP)

“Trust between teachers and pupils can only be built when teachers manage to

open up channels of communication with their pupils.” (MT)
“Children must be able to open up and speak to their teachers.” (EP)

The T positions teachers at the centre of bullying prevention, explaining that their role is ‘multi-
layered’, from their responsibility to ‘safeguard pupils’ emotional safety’, to the way they enter
the learning process and teaching. Additionally, she explains the burden her profession has in
bullying prevention and her concern in ensuring that pupils are safe and happy in school. The

responses of the other professionals focus on the importance of teachers fostering trust between
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themselves and their pupils, with the TP translating trust as a process of teachers constantly
observing possible changes in a pupil’s behaviour, while ‘finding time’ to talk with them. The
MT states that trust can be fostered if the teachers manage ‘to open up channels of
communication’, something that the EP, also supports and which is essential in bullying

prevention.
2.2.3.2. Training for teachers

Training for teachers is another discussion which arises from the data and is directly linked with

the theme of the teacher’s role in bullying prevention:

“...teachers need to be trained on how to deal with the issue and how to change

children’s attitudes.” (EP)

“A psychiatrist can explain the psychosynthesis of a human being and provide
guidance to teachers for how to approach emotions and feelings of their

students.” (MT)

“It is teacher’s responsibility to be constantly pursuing further training and to be

up to date on current issues.” (T)

“Some teachers do not ask for help and reject it when it is provided [ ...] teachers
feel threatened by other experts involved in their work, but they need to realise

that they cannot deal with bullying alone.” (SW)

According to the EP, teachers are in the front lines of bullying prevention, and he thoroughly
enjoys visiting schools where the teachers seek consultation on how to approach each case and
‘change children’s attitudes’. The T and the MT support teachers receiving guidance and
training. More specifically, the MT refers to the role of a ‘psychiatrist’ in explaining the
‘psychosynthesis of a human being’ and provide consultation on how to deal with ‘emotions
and feelings’, while the T claims it is up to teacher’s whether they need to seek ‘further training
and to be up to date on current issues’. On this matter, the SW states her disappointment in
some teachers’ reaction when it comes down to helping them to addressing bullying incidents

and the importance of realising that they need help to deal with bullying more effectively.
2.2.4. Collaboration with other professionals and services

Another theme emerging from the professionals’ responses is the school investing in a potential

collaboration with other professionals and services, which can lead in dealing with bullying:

“A holistic approach for preventing and dealing with bullying is the implication

of more professionals in the struggle. Health services meet parents and can act as
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an intermediary between school and home, while the police can help children
realise that in the future, if they happen to be dealing with numerous issues, they

need to know how to go about asking help.” (T)

“Unfortunately, as a visitor, in schools I cannot intervene in dealing with a
bullying case but at least I can report to the teachers what is happening. The head-
teachers are responsible for inviting experts to schools to talk, present or work
with the kids in a more experiential way. Many experts are capable of doing this,

such as psychologists, social workers or even special education teachers.” (SW)

“It is of highly importance to include psychologist to this [addressing bullying]

since they are able to ensure pupils’ well-being.” (TP)

“It goes without saying that we need psychologists in schools. These psychologists
need to have the freedom to refer the case to other professionals, who can help

the situation.” (MT)

“Collaborations are great and offer a holistic way of dealing with the issue, yet |
believe the first priority is to train people who are in the front line first and then

see who else we can invite to help.” (EP)

According to the T and the EP, collaboration with other services is a ‘holistic’ way of
approaching bullying issue. The T sets as an example the health services or the police, who can
help in the struggle of dealing with bullying, since health services can act as intermediary
between school and parents. She suggests that police can help pupils to understand that it is ok
to seek out for help when they need it. While the T is positive in open up school to other services
and collaborators referring to even psychologists, the SW expresses her discomfort of not
allowing her when she is visiting a school to be part of addressing bullying in schools,

highlighting that her only role is to report to the teachers in order for them to handle it.

Psychologists is one of the professions suggested as directly linked with bullying prevention by
the MT and the T and their ability to foster the well-being of the pupils’ involved. Beyond the
psychologists, the SW includes her profession and special education teachers as professionals
who work in a more experiential way and can also offer their help. Similarly, the MT implies
that psychologists alone is not enough, and more professionals need to be brought in.
Interestingly, while the EP supports the involvement of psychologists, he takes a different
direction by stating that beyond working with the pupils, it is more important to work with
adults too (i.e., teachers, parents), since those adults are closer to pupils when anything occurs,

and they can help directly.
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2.3. Current anti-bullying efforts in schools

The five professionals refer to the current educational system and the existing anti-bullying
approaches linking it to what they imagine or wish to change. The areas they mention are
divided into three themes according to the micro, meso and macro areas of interventions, which
are the individual and classroom approaches, the whole-school approaches, and the anti-

bullying policies.
2.3.1. Health Education, experiential activities, and training of teachers

The role of Health Education (HE) as a subject within the national curriculum is one of the

themes which emerges from the professionals’ responses:

“The development of the Health Education curriculum is the most positive step
forward that has taken place in recent years and an opportunity to develop
communication skills or human values through experiential activities. However,

it falls to the teacher to decide on how to approach it.” (EP)

“Teachers have limited time to talk about bullying and most of them focus only
on knowledge and information transference. We need experiential activities for

the children to form their own views on the issue.” (MT)

“There are seminars and training sessions offered by the MOEC regarding how
to teach the topic. Regardless of whether the experiential activities prove more
effective for teaching matters related to social issues, it is equally important to
infuse your teaching with literature, texts and terminology. This is a more

holistic approach.” (T)

“Health Education is a good initiative, but we cannot expect everything from

teachers.” (TP)

“Apart from teachers, other professionals can also assist in preventing bullying,

by working directly with children.” (SW)

As the EP states, it is an innovative subject that involves ‘experiential activities’, yet it is left
to the teachers to decide the way they will ‘approach it’. In the same line, the MT links the
subject of HE to the limited time the teachers have for discussing bullying and the lack of ability
on the part of some teachers to teach the subject in general, ‘focusing only on knowledge and
information transference’. Both professionals highlight the importance of experiential activities
in contrast with the traditional teaching approach. The T comments on the positive aspects of

HE combined with ‘seminars and training sessions’ offered by the MOEC regarding how to
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teach the subject. She values the training of teachers thinking of it as catalytic in order for the
teachers to change their approach to teaching. However, she further adds that teaching needs to
follow a ‘more holistic approach’ and teach bullying cross curricular. The TP and the SW,
although valuing HE subject and the role of teachers, place emphasis on the contribution of

other professionals, trying in this way to find potentially their own role in bullying prevention.
2.3.2. Whole-school approach

Apart from the classroom approaches for bullying prevention, the professionals refer to the

existing WSAs and the system of addressing bullying in schools:

“The last few years, MOEC requests from schools to develop their own Action
Plan to address bullying. The Action Plan raises the responsibility of the
teachers to facilitate discussions on topics around social issues, such as

bullying.” (T)

“From my personal experience the Action Plan is only good on paper and the
teachers are either inactive from some point on or they do not have any protocol

to follow when a violent incident occurs, which is alarming.” (TP)

“I believe that the Action Plan is ineffective because teachers lack the proper
skills for addressing bullying. They feel insecure when it comes to either
preventing or addressing bullying, which can lead them to an approach of

assigning blame rather than of one of taking action.” (EP)

Their responses include a need for change, yet the language and the descriptions they use vary.
The T, the EP and the TP make references to the Action Plan (AP) for violence prevention
which the MOEC dictates every school to develop at the beginning of each school year. The T
supports the AP as a means of making teachers recognise that they have a ‘responsibility’ to
start talking about social issues referring to bullying, conflicts and racism. The TP on the other
hand is apprehensive and concerned, suggesting that from her own experience the AP is only
good on paper characterising teachers as ‘inactive’ and not having any protocol to follow when
a violent incident occurs. Much in the same vein, the EP expresses his concerns regarding
teachers’ ‘insecurities’ when it comes to either preventing or addressing bullying, which can
lead them to ‘blaming’ others rather than ‘taking action’. Therefore, while the T highlights the
importance of the AP with the emphasis on violence prevention, the TP raises issues of
sustainability due to the lack of anti-bullying policies, something that it is seconded by the EP,
who adds that teachers lack the proper skills for addressing bullying, characterising the AP

ineffective.
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Through revisiting examples from their experience, the professionals describe the way they see
teachers dealing with bullying, through revisiting examples from their experience. For example,
the MT and the SW present a similar perspective, commenting on the teachers’ lack of the
necessary skills for addressing a situation. On the one hand the MT emphasises the fact that in
most cases “teachers follow a more punitive approach when addressing bullying, which leads
to targeting the bullies instead of supporting them and understand their behaviour.” On the
other hand, the SW states that only a few teachers “have the skills” and calls for collaboration
with other experts, who can offer their help. She reveals that teachers ‘reject’ any assistance

because they feel ‘threatened’ by other experts and the latter comes from her experience.
2.3.3. Anti-bullying policies

Amongst the professionals, the T, the EP, and the TP appear more in favour of the anti-bullying
policies developed by the MOEC, while the MT and the SW refer to the lack of planning and

policies:

“Recently the MOEC appears sensitive in violence prevention and that is why
two new services have been formed; the DIT and the COSV that offer their
support to the schools. COSV is responsible of designing policies, training
teachers, and offering consultation to the school staff on how to develop a whole-

school protocol against violence.” (T)

“The MOEC started taking action since the Educational Psychology Service has
designed the anti-bullying programme DAPHNE, which is applied in many
primary schools.” (EP)

“The MOEC is open to accepting and supporting different approaches but
sometimes is acting irrational, and you get the feeling that they approve as many
programmes as possible just to show that they want to deal with some bullying
cases. Remove the Power is for raising awareness around bullying, yet we are
appointed to work with classrooms that they are dealing with serious incidents
of violence or bullying. In those cases, we cannot do much and it is not our job

to deal with such incidents.” (TP)
“There is no plan from the MOEC apart from the HE subjects.” (MT)

“Schools need renovation and don’t offer a stimulating environment for the

pupils. It’s natural for the pupils to be de-motivated and violent.” (SW)
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The T makes specific reference to the services of the MOEC responsible for preventing and
limiting violence, the DIT and the COSV, characterising the MOEC in recent years as ‘more
sensitive’ in developing a policy to prevent and deal with violence in schools. Regarding the
COSYV, she emphasises the importance of it ‘designing policies, training teachers and offering
consultation to the school staff on how to develop a whole-school protocol against violence’,

including bullying.

The other two professionals (EP, TP) refer to two anti-bullying programmes that are offered in
primary schools, the DAPHNE, and the Remove the Power. Both programmes deal with raising
awareness around bullying and they are included as examples of good practices in the MOEC’s
anti-bullying policy. More specifically, the EP highlights the importance of the Educational
Psychology Service (EPS), which designed the anti-bullying programme DAPHNE for primary
school students. According to him, this is an example of how ‘the MOEC started taking action’.
Much along the same lines, the TP refers to the bullying prevention programme Remove the
Power, supporting the MOEC’s efforts, stating that they are ‘open to accepting and supporting’
different approaches. Although the TP’s opinion of the MOEC’s efforts to tackle violent
phenomena appears positive, she states that, sometimes, inadequate decisions are made, while
no clear strategy exists for what should be activated each time. She characterises the MOEC’s
decisions as ‘sometimes irrational’, and as aiming ‘to show that they want to deal with some
bullying cases’. Referring to the programme Remove the Power, she explains that, while it is a
bullying awareness programme, the services from the MOEC frequently request it be applied
in schools dealing with serious incidents of violence or bullying. The MT and the SW take a
different direction, supporting that the MOEC is rather passive in the fight for violence
prevention. While the MT states that ‘there is no plan’ from the MOEC apart from the HE
subject, the SW links violence and bullying manifestation to the positive school environment

or lack thereof.
2.4. Professional practice reflection

The data from the vignettes and the interviews reveal that the professionals enter a process of
reflective practice. Their responses are combined and divided into themes according to their
content, to tactfully include all the professionals’ diverse answers, while at the same time
offering coherency, to help said answers make sense to the reader. The themes brought forth by
the professionals are those related to their practice and their personal growth. They discuss the
impact of their practice on their personal and professional development and the pupils’

emotional expression, the creation of a shared space of trust, the effectiveness of experiential
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activities, the debate of structured versus flexible processes and the professional code of

conduct.
2.4.1. Personal and professional impact

While identifying the factors of their involvement in anti-bullying work, the professionals
explain the impact that their practice has on them firstly on a personal and secondly a

professional level:

“My work around bullying is like a mechanism of self-reflection. I'm looking
myself changing. It impacts the way I think about bullying and this changes me

as a person.” (T)

“I feel more active. I was lucky enough to find people through my work who
inspire me and show me the right way. Now, I am re-shaping the model of my
facilitation during practice, something that is challenging, yet useful for me as

a professional to adjust my practice.” (TP)

“When you go to a school, you come face to face with different situations, so you
have to be flexible and adapt your practices [...] Music Therapy is usually either
addressed towards a small group of children or to individuals. However, in

schools I had to be more creative to my approach.” (MT)

“You become aware of the world around you. You learn how to identify which

children are at a high risk of becoming bullies or being bullied.” (EP)

The professionals identify a personal growth through their engagement in anti-bullying work.
The T characterises her growth as a process of entering ‘a mechanism of self-reflection’,
something that helps her change as a person and the way of thinking. The TP expands on her

thoughts on how her work causes her to be more ‘active’ and she feels ‘inspired’.

Additionally, the professionals identify the impact on their professional development and the
challenges they face when working in schools. For example, the MT and the TP explain that
their experience in schools causes them to be more aware of their work and shows them how to
strive towards improving ‘flexibility’ and ‘adaptability’. The MT offers the example of the
methodology of music therapy, which is usually either addressed towards a small group of
children or to individuals. As she explains, due to the number of pupils she has to ‘become
more creative’. The TP argues that she is re-shaping her ‘model of facilitation during practice’,
which although challenging, is useful for her professional development. Both discuss

adaptability and flexibility in a specific context in terms of experiential approaches, with the
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MT referring to ‘specific activities’, and the TP to adjusting in practice. Furthermore, the EP
and the TP comment on gaining awareness of their knowledge on bullying and the methodology
they use. The EP values the experiences he gains through his work by becoming ‘more aware
of the world’ around him. Through their reflection, the professionals appreciate the impact they

have on pupils, which is linked to their personal and professional development.
2.4.2. Professional practices as a means of pupils’ expression

The professionals argue that their practices invest in pupils’ emotional expression, with nuances

in how this is presented:

“Music makes pupils able to understand their feelings and the emotions they bring
with them to the session each time. Music therapy is to create a space where the
pupils can express themselves, without forcing them to disclose anything they do

not feel comfortable disclosing.” (MT)

“Theatre’s open nature helps pupils to express their feelings and overcome their
problems. Some children finding it therapeutic and others entertaining and fun...

or some viewing it as an opportunity to take action.” (TP)

The professionals’ responses show a more open and flexible process without aiming in a
specific outcome. According to the MT, the aim of her practice is for the pupils to ‘understand
their feelings’ and ‘their emotions’ during the session. Music Therapy is an open process for
exploration and a safe space in which pupils do not feel the pressure to disclose anything they
do not want to disclose. Similarly, the TP refers to the ‘open nature’ of theatre, through which
pupils ‘express their feelings and overcome their problems’. She further highlights that ‘theatre
could be perceived differently’ by each participant with some of them finding it ‘therapeutic’,

others ‘entertaining and fun’ and others as ‘an opportunity to take action’.

The EP and the SW take a different direction from the previous professionals. They highlight
the importance of safeguarding emotional investment from pupils, by slowly building-up their

trust and introducing new elements gradually:

“It is important to start with fun activities, as well as provide more information
on the issue in general and not open up the space for emotional expression from

the outset.” (SW)

“It takes time to earn pupils’ trust and for them to feel safe expressing themselves.
That is why it is useful to start first with fostering social skill and empowerment.

Activities for emotional expression should go last.” (EP)
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For the SW the ideal is to begin with ‘fun activities’ and introducing knowledge on the topic of
bullying, while the EP explains that he prefers first to introduce activities, which aim in
building-up ‘social skills and empowerment’. Both appear reluctant in starting their practice by
entering a process of emotional expression, with the SW first focusing on fun and knowledge

and the EP on skills and empowerment.
2.4.3. Shared space of trust

According to some of the professionals, emotional expression is directly linked to the creation

of a safe space and trust:

“...it is important to create a relationship of trust with pupils for them to feel

safe discussing sensitive and emotional issues.” (T)

“Children need a space, in which they feel safe enough to express themselves.
Profiling ahead of time is a way of creating this protective shield that I call a
safe space.” (MT)

“Theatre can offer one a sense of security for sharing emotions and actions, as
well as decisions, while pretending to be someone else: the person dictated by
your role. For example, you ask children to take props and play the role of a
bullied child [...] By doing this, and despite playing a role, they will show you
what they would do in a real-life situation.” (TP)

The T argues that without trust the pupils will not be able to feel safe in order to discuss
‘sensitive and emotional issues’. The MT states the importance of ‘studying each child’s
profile’ and to select activities that will create a ‘safe space’ among the participants. The TP in
her response suggests that theatre is designed to build trust and offer a safe space, giving
examples of activities of ‘using props’ and ‘role-playing’. She maintains that theatre can create
distance between the pupils and the issue since they are playing a role, while at the same time

they react and respond as themselves, showing their actions in real life.
2.4.4. The effectiveness of experiential and creative activities

The professionals commend on the effectiveness of experiential activities when working with
children on social issues and bullying, giving examples each time of what they consider as

experiential and of the impact of such activities:

“The uniqueness of experiential activities lies in that they contain the element of
fun [...] anything visual can be used as a stimulus for discussion, such as

pictures [...], pupils re-enact scenarios and then, through discussion, they put
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things in order and change the storyline, making the right decisions, while still
playing.” (TP)

“...exchanging ideas and thoughts through incorporating experiential

activities.” (EP)

“...coordinate a process of initiating a discussion by providing stimuli through

experiential activities.” (T)

The TP suggests the use of not only theatre, but also ‘pictures’ or ‘anything visual’ to initiate
discussion amongst pupils. She supports that ‘the uniqueness’ of this approach lies in that they
contain the element of ‘fun’, giving examples of pupils ‘re-enacting scenarios’, which leads to

discussion and decision making about how they can shift things around, while still playing’.

Both the T and the EP maintain that the most effective approach when creating awareness for
bullying is for them to stimulate a discussion with the use of an experiential activity. While
they consider experiential activities important and effective, they shift the weight onto the
discussion that will follow rather than the activity itself. More specifically, the EP describes the
process as ‘exchanging ideas and thoughts’ and the T as a process of initiating a ‘discussion’.
It appears that both professionals give more value to the coordination of such a discussion rather

the activities as such.
2.4.5. Structured VS flexible processes

A negotiation between a structured design and a flexible process when doing work regarding

bullying was another theme that emerged:

“For teachers, it is highly important to have a structure when teaching any
subject. Especially for this topic it is important to revisit the objectives of the
lesson, and this will help you for timekeeping, especially when discussing

things... And it prevents the pupils from bringing in other irrelevant topics.” (T)

“An idea is to divide your session into different topics. You must be careful, when

working on bullying with children, to not leave things too open.” (EP)

“While having specific topics in every session is useful, the process is always
changing considering the needs of the teachers, the pupils’ profiles and the needs
of the parents.” (TP)

“It is important to leave the process accessible for the pupils to share personal

stories and address whatever they are dealing with. Pupils need to express how
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they feel and, as a group, handle any situation that comes up and me to take it

anywhere the process will take me.” (MT)

The T describes a more structured process in her approach, elevating it to the status of ‘highly
important’. She states that she keeps referring to the ‘objectives of the lesson’, useful for time
management and directing the discussion. She adds that a structured process prevents the pupils

from bringing in other ‘irrelevant topics’.

The EP and the TP insist on learning as much as possible about the issue of bullying and are
constantly planning, dividing the sessions with the pupils into different topics. The EP states
that dividing the sessions into different topics accommodates a smooth and a structured process.
The TP describes some of the topics, yet she highlights the importance of a professional
adjusting his practices to meet the needs of everybody involved in the process. As she asserts,

the process is always shifting ‘considering the needs’ of everybody involved in the process.

The MT is the only professional who supports a completely flexible process with the initial
sessions revolving around getting to know each other and the pupils feeling more comfortable
with her in order to open up. She favours the idea of being ‘flexible’ in the form of leaving her
process ‘accessible’ for the pupils to ‘share personal stories’ and ‘address whatever they are
dealing with’. As she states, the only objective she has is for the pupils to express how they feel
and, as a group, handle any situation that comes up, allowing her to be open to going anywhere

the process takes her.
2.4.6. The professional code of conduct and practice

Across the data, the theme of the professional code of conduct and practice appears to be
constantly at play. The biggest divergence in opinions is when the professionals express their
views on professional responsibility and the limitations of their work. More specifically, they
are called upon to respond to a possible scenario of a pupil reporting bullying during their
practice. Their responses are divided into three themes: addressing the issue in front of the
group, forming a support group for bullied pupil and handling the issue privately, after the end

of the session.
2.4.6.1. Addressing the issue in front of the group

The MT and the SW are the only two professionals in favour of addressing the issue in front of

the whole group, yet the way they position their reaction differs:

“You must deal with the issue now and then when it surfaces. You cannot keep

an incident quiet when it occurs within the group and especially if a child is
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upset and starts sharing. Sharing is something that I anticipate, and I believe it

is cathartic for the person.” (MT)

“If it happens, I will invite everybody to share their views and critically think,
instead of only asking questions to find exactly what happened. For me it is a
necessary process because the group comes face to face with real situations, and

they realise that this is happening.” (SW)

The MT justifies her opinion by explaining that, for her, the issue should be addressed
immediately, since ethically she ‘cannot keep an incident quiet” when it occurs within the group
and especially ‘if a child is upset’. She further explains that this is an approach she follows,
since sharing is an expected outcome when she runs her workshops with children, and she calls
the moment ‘cathartic’ for the pupil who does the sharing. The SW has a similar opinion,
although, as she says, sharing in front of everybody is not something that she usually anticipates
through her practice. She explains that in case it does occur, she will ‘invite everybody to share
their views and critically think, instead of only asking questions to find exactly what happened’.
For her, it is sometimes a ‘necessary process’ because the group realises that what they are

discussing is real and it is happening.

The other professionals are more in favour with addressing the issue privately, yet with nuances

in the way they approach it:

“If a child starts sharing in front of the group it is a part of my practice. Then [
normalise the situation, by stating how natural his/her reaction is. Then I will

ask the pupil to discuss with me about this after we finish the session.” (EP)

“It is important not letting children expose themselves in front of the whole
group. If it happens, the teachers should take the child and discuss it privately
away from the group. The rest of the group must carry on, but I will let them

know that the issue is being taken care of.” (TP)

“The dynamics of the group might start working negatively for the child and the
teacher could lose control over the situation, which does not help. The best way

is to reassure him/her that you will discuss privately after the session.” (T)

The EP believes that he is adequately equipped for addressing the issue of bullying, stating that
this is a part of a psychologist’s ‘professional practice’. However, he refers to his intervention
towards the group as entering ‘a normalisation strategy’, by stating how natural his/her reaction

is, allowing the pupil who did the reporting to discuss the matter privately with him after the
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session. Referring to their professional code of conduct and practice, both the TP and the T, are
opposed to even leaving room for an outburst to happen in the group. The TP was adamant in
not ‘letting children’ expose themselves in front of the whole group and this is something that
she has insisted on from the beginning of the process. However, in the event this does happens,
she is in communication with the teacher, so he/she can take over, requesting that he/she and
the pupil discuss the matter privately outside the classroom. She further comments that she will
conclude the session by informing the others that ‘the issue is being taken care of’. The T
highlights the fact that ‘in a group of pupils, power dynamics exist’ and if you enter a process
of discussing the situation casually, then ‘the dynamics’ of the group might start working
negatively for the child in question. Moreover, the teacher will ‘lose control’ over the group or
feel unable to help the child expressing the specific feeling. Therefore, she supports that the
best way forward is to interrupt the pupil and reassure him/her that you will speak with him/her

in private after the session.
2.4.6.2. Support group to bullying

Another approach that the professionals mention is the Support group to bullying, a solution-
focused approach. The way they put emphasis on how they believe that the approach could

work differs and it is interesting to observe those differences:

“The whole group will assume the responsibility of addressing the issue and
helping the individual to see things in a different way. When a child is crying,
then the rest of the group reacts in a supporting way. As a therapist you have to

believe and support the process and the group.” (MT)

“My technique is called ‘Self-revelation’. For this, I share my personal story for
the children to feel that what is possibly happening to them could happen to

anyone, and the group helps them to overcome their issue.” (SW)

“I believe that I am well-equipped to proceed by involving the whole group in a
supportive phase of the process. I do think though that academic background is

sometimes not enough. It is important not to expose anyone.” (EP)

As the MT states, the group will ‘assume the responsibility’ of helping the individual to see
things a different way, to offer a broader understanding of the situation. She further claims that
when a child is on the verge of tears, then a sense of support from the entire group arises and
she supports her professional capacity to deal with it. Similarly, the SW approves the support
group for bullied students offering examples of success from her experience, as well as

presenting a technique she uses called ‘Self-revelation’. In this technique, the facilitator shares
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her personal story as a facilitator in order for the children to feel that what is possibly happening
to them ‘could happen to anyone’, and they need to start talking about it’. Then the group will
take over and support the pupil. The EP offers a different perspective on the topic. Although
personally he feels well-equipped to proceed by involving the whole group in a supportive
phase of the process, he states that ‘academic background is sometimes not enough’, suggesting
that it is a combination of training, as well as expertise and experience, which allow the
implementation of the approach in order to, as he says, ‘not expose anyone’. All three
professional seem to value and support their professional background and their disciplinary
code of conduct. They are not just referring to the specific approach, rather they support it

through their academic and disciplinary background.
2.4.6.3. Addressing the issue privately

One of the themes that emerges, which is associated with addressing bullying, is to approach
the issue privately by arranging a one-to-one meeting with the bullied. However, there are

differences on the reasons and the content of such a meeting;:

“To expose a child by having him/her talk about what is happening to him/her
in front of everybody else is wrong. Therefore, I would refer him/her for one-to-
one sessions of music therapy for him/her to feel secure. [...] If someone wants
to open up in front of the group, it means that he/she is ready to discuss things.

1 will never force anybody to talk, unless they want to.” (MT)

“It is important to have a ‘one-to-one discussion for gathering more information
in order to address it more effectively and informing of course the teachers in

order to go forward with handling it.” (SW)

“Informing the teacher is the only way forward. My job is to just bring the issue
to the surface.” (TP)

“No matter if you are a teacher or psychologist or anyone else, you must put
your professional skills aside, because a private discussion can help you
understand the magnitude of the issue and encourage the pupils to express
themselves freely. For sure the school’s protocol always helps to manage

things.” (T)

Although the MT appears in favour of the Support group to bullying approach, she states that
handling the issue privately is equally effective. Her response in the matter appears to contradict

her previous response by saying that it is preferable not ‘to expose a child by having him/her
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talk about what is happening to him/her in front of everybody else’. She prefers a ‘one-to-one
sessions of music therapy’ to make him/her feel safe. When asked to elaborate more, she says
that she is open to approaching the issue in many ways and it depends on each case. The SW’s
response to the private meetings with children is positive, regardless of whether they have
previously reported bullying in front of the whole group. She emphasises the importance of
‘one-to-one discussion for gathering more information’ in order to address it more effectively.
Then she highlights the importance of ‘informing the teacher’, who most probably will activate
the appropriate protocols to address the issue. ‘Informing the teacher’ is also a suggestion made
by the TP, who states that when she manages to ‘bring the issue to the surface’ and discuss
without pupils exposing themselves, the matter ceases to be her responsibility. Finally, the T
maintains that setting ‘professional skills’ aside, the one-to-one meetings are more efficient for
understanding the reasons behind his/her behaviour and role, encouraging pupils who have low
self-esteem and confidence to express how they feel. In any case, she states, a school requires
a protocol for how to approach any behavioural matter, bullying included. While in the previous
theme the professional code of conduct and disciplinary background was at play, here we see
the professionals to prioritise the children’s emotional safety and effectiveness in dealing with
bullying. They highlight the role and responsibility of teachers in dealing with bullying, stating

that they need to be inform about the case in order to address it more effectively.
3. Focus Group Discussions and electronic diaries

A key element in the current study is the way that bullying and bullying prevention relates to
the development of professionals’ understanding within their interaction. For the latter three
FGD with experiential and discussion stimulating activities were designed, which aimed for the
professionals to: (a) explore and respond to each other’s disciplines and approaches in relation
to bullying and bullying prevention practice, (b) expand on topics which emerged during their
interviews and vignettes, elucidating ambivalent areas in their answers, (c) identify and
consider similarities and (d) communicate and debate nuances among their practices and their
professional codes of conduct concerning bullying and bullying prevention. The FGD were
divided into three sessions to facilitate the huge spectrum of themes which emerged from the
interviews and vignettes. At the end of each session the professionals were asked to reflect in a
structured electronic diary, which offered a safe space for disclosing further information that
for whatever reason they did not disclose during the session. The current section presents the
context of, and the themes emerged from the FGD, as well as the themes from the professionals’
reflection in the electronic diary (Diagram 6). On occasions, longer extracts from the dialogue

are included in order to comment on the dynamics and the contend between the professionals.
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* 3.4.5. The shrine diagram (SW)

Diagram 6: Themes and sub-themes from the FGD and Electronic Diaries

3.1. Bullying definition

The FGD began with exploring the professionals’ understanding of the definition of bullying.
Thus, fourteen bullying definitions were identified and depicted from the data during the
vignettes and the interviews, which were displayed during the FGD. It was made clear to the
professionals that the specific definitions came from them during the interviews and the
vignettes and the aim was not to arrive in a common definition or identify which definition was
theirs. Therefore, the professionals were given time to read and choose the definition or
definitions that best describe their understanding on bullying, regardless of their answers in the

interviews and vignettes. The discussion produced rich data that was coded and the themes
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emerged involve defining or not defining bullying, bullying versus conflict or other violent

behaviours, the four elements of bullying and the factors behind bullying behaviour.
3.1.1. Defining or not defining bullying

The initial comment from the SW, during the first activity of choosing the definition or
definitions that best describe her understanding on bullying, triggers diverse reactions amongst

the professionals and tension:

“I think for all of us to arrive in a common definition of bullying is problematic.
Everyone has a different idea about what bullying is, and what’s important is to

focus on social skills with the pupils.” (SW)

The T and the MT form an opposing view, with their reaction reflecting their individual

practices:

“It is very important to define bullying in order to address it more effectively.
Bullying is not just a violent behaviour or a conflict and you have specific

protocols to follow according to the policy of the school and the MOEC” (T)

“I agree. In order to be effective in addressing bullying you have to know what
this behaviour entails. It helps you in making an assessment that it is linked to

the diagnosis of the problem or the disorder.” (MT).

While the specific activity was not aiming for all of them to define bullying in the same way,
the SW raises the issue of professionals arriving in a common understanding of bullying,
describing it as ‘problematic’. Therefore, she directs the discussion towards the importance of
focusing on developing pupils’ social skills rather than defining bullying as such. It seems that
for the SW, bullying is linked to limited ‘social skills’, and, for the other two professionals,
bullying appears to be separated from ‘conflict’ or other ‘violent’ incidents and it is identified
as a ‘problem’ or a ‘disorder’. That distinction in the definition appears to also differentiate the

way that professionals view an ‘effective’ bullying prevention practice.

The EP intervenes to the discussion generating two points of view, which continued shifting

throughout.

“It is true that as professionals we must be clear whether an incident is bullying
or requires a different form of intervention. Now whether we need to share this

definition with the children is another matter.” (EP)

The first point of view here regards the usefulness for the professionals of having a clear

definition of bullying and the second, the necessity of this definition being communicated to
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the pupils during any type of intervention. The EP asserts that, as professionals, they must be
‘clear on the definition’ to address it with the intervention that is needed. He explains that
whether they ‘need to share this definition with the children is another matter’. The EP’s

position allows the SW to clarify her comment. As she states:

“I am not rejecting the definition of bullying. However, when you work with

children, you don’t need to explain to them exactly what bullying is.” (SW)

The SW seems to shift her opinion stating that bullying definition is important directing the
issue to the interventions that are more didactic and rely on bullying terminology. This
statement creates a shift in the dynamics between the professionals. Here, the dialogue
following on from each other is included to help enable the analysis of the dynamics and what

it reveals about the act of definition:

“Definition of bullying is not for pupils. Personally, I invest more in a process
in which pupils form their own opinion about the issue, proving to them that
some of their actions are wrong and offering them the way in which they can

change their behaviour.” (MT)
“No, definition is important for pupils...” (T)

“Yes, pupils must know what bullying is. If you wish to inspire pupils to report
bullying, then they need to know what it is.” (TP)

“I agree. What if you are working with pupils who are experiencing bullying,
but they cannot understand what is happening to them? How will you make them

understand that what they are experiencing is bullying so they can report it?”
(T)

“The issue is that a teacher might enter the classroom and say, ok, this is
bullying, and this is the “bully” and the “bullied”. However, there are thousands
of other more creative ways to help the pupils overcome their issues and not just

offer them stereotypical knowledge.” (MT)

“Pupils should use the correct terminology and yes, it is important to be careful
with when and how we [professionals] use words in our practices because they

have a strong meaning.” (T)

“I don’t think there is right or wrong. Bringing this to a close, it is your role in
the intervention, your professional background and the aims you set that

determine how you will approach it in the classroom”. (EP)
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After the last comment of the EP the professionals agree that every approach is of value if it
benefits the pupils. The discussion illustrates the way that the topic shifts to different directions
constantly. It begins with a debate of whether pupils should be able to define bullying, then it
continues to the importance of pupils being able to recognise bullying if it happens and use the
right terminology to report it and finally, it moves on to professional practice. It is an example
of how the professionals link pupils’ knowledge around bullying definition with their ‘role’,

their ‘professional background’ and their ‘aims’.

Another aspect of the dynamics in relation to definition is the interpretation of the comments
of the EP and the SW by the end, which reveal even more about the process that the

professionals went through during their interaction:

“I guess there is a middle ground. Let’s not enter the classroom and say, “Hi,
kids, this is bullying”. Let them express themselves first, explore their
understanding and then give them the definition.” (SW)

“What I got from the discussion is that, while the definition is important,
professionals need to be careful when they intervene, always thinking of their

specific aims.” (EP)

Both statements reveal a sense of critically reflective practice, with the SW identifying a
‘middle ground’ and the EP taking it back to a professional code of practice with ‘always

thinking’ of your practice aims.
3.1.2. Bullying VS Contflict or other violent behaviours

One of the themes that is linked to bullying definition is the need to distinguish bullying from

other forms of violence, which is illustrated to the comments of the T and the TP:

“If it is not bullying but a conflict between pupils, teachers shouldn’t turn to the
anti-bullying policy that the MOEC dictates.” (TP)

“Bullying is a social issue, of which pupils have limited knowledge or confused

ideas about. Therefore, they report every violent act as bullying.” (T)

While the TP emphasises on the distinction between bullying and conflict, the T elevates the
issue to the level of a ‘social’ problem, explaining that pupils have ‘limited’ and ‘confused’
knowledge about. It appears that clear separation between bullying and conflict or other violent
behaviours could lead to better communication between teachers, parents, and children, helping

them identify, report and address each case accordingly.
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At this point, the SW and the MT appeared not to be familiar with the anti-bullying policy
circulated by the MOEC and the T provided a brief explanation, including information on three
documents at a teacher’s disposal. The TP added that, in cases where the act proves not to be
bullying, there is no need to complete any documents, while the EP noted that from his personal

experience, there is a misconception amongst teachers regarding the policy and the documents:

“...by completing the bullying incident report form provided, you create a clear

understanding of whether the case is actually one of bullying.” (EP)

Here, it is clear the distinction that it is being made between bullying and conflict from both
policy makers (i.e., MOEC) and receivers of the policy (i.e., the professionals). It is interesting
to note the different perspectives on the policy, as well as the comments, which reveal

misunderstanding of the protocol.
3.1.3. The four elements of bullying

The conversation about the definition directs the TP to introduce four elements which, in her

opinion, co-exist in bullying. More specifically, she argues:

“Bullying is a repetitive, predetermined act that contains a power imbalance

and leads to causing harm to an individual.” (TP)

According to her, bullying is ‘repetitive’ and ‘predetermine’, she identifies ‘power imbalance’
between the parties involved and ‘harm to an individual’. The specific position allows the
professionals to debate about the elements that themselves consider important to identify a
behaviour as bullying. Their extracts that are following from each other are significant to
understand the way that they state their opinion regarding what they consider important in
bullying definition and whether there is any shift in their perception, which is influenced by the

process of exchanging those insights:

“...the intensity of the distress caused to an individual is linked to whether an
action took place once or is a recurring action. Teasing someone once might not

hold the same intensity as when it is repeated every day.” (SW)

“I believe that intention to cause harm is a given element of bullying since some

children have a need to harm another child.” (T)

“I disagree. Sometimes children do not understand that their actions will harm

other children. They act impulsively.” (MT)
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“I don’t think we should link predetermination with intention to cause harm. It
is more linked with targeting an individual, either the intention is to cause harm

or it happens because of other reasons.” (TP)

As it seems from the discussion, the SW agrees on the repetitiveness and predetermination, as
important factors to define bullying, while the T and the MT debate on the element of intention
to cause harm. On the one hand, the T believes that intention to cause harm should not be
examined since it is a ‘given element’ and always exists among children, and on the other hand,
the MT claims that intention to cause harm can appear problematic in bullying and gives
emphasis to the ‘impulsivity’ of children, which leads to bullying. The TP suggests a different
approach to the matter explaining that predetermination should not be linked with intention to
cause harm rather with targeting an individual for any reason, either maliciously or not. It is
interesting to note the debate between the professionals and the distinction in their perceptions
about what predetermination consists of and whether bullying is always an act that intents to

harm an individual.

The EP adds to the discussion the element of ‘power imbalance’, in his effort to offer clarity in

the debate:

“In bullying there is always power imbalance, repetitiveness, and
predetermination, while the harm caused to an individual requires a different
approach. If we identify even two of these elements then we should consider it
bullying, which causes subjective distress to the individual. I am referring to
subjective since in some cases the bullied child may not feel distressed, and you
must always examine it from the perspective of the individual who experiences

this behaviour.” (EP)

The T states that in some cases, you cannot assume that there is no harm caused just because

the bullied does not speak:

“I agree. When a repetitive and predetermined act towards a weaker individual
occurs, that is bullying. That is why [ am saying that causing harm is a given
factor since this type of behaviour causes distress to a child, whether it is

expressed or not.” (T)

In both comments we witness an effort from the EP and the T to move away from a strict
definition of bullying being aware that there is a vast spectrum of different cases, in which you
get different reactions from a bullied child (i.e., ‘subjective distress’, ‘whether it is expressed

or not’). Similarly, they favour a more open definition of bullying, since according to them
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repetition and predetermination on the form of targeting an individual are enough elements to

consider an act as bullying.

The comments from the two professionals shift the discussion towards professional practice
and ways to explore and reveal the feelings of a bullied child. The latter is evident to the
comment of the SW, who refers to “the right questions to extract information”, elevating
interrogation as an important part of investigating an insistent and of determining whether it is
bullying or not. Other examples are the comments of the EP, who states: “If you see it through
the lens of psychology...” and the MT, who refers to “children on the autism spectrum.” On
the one hand the EP visits back his professional discipline (i.e., psychology), which contains
specific parameters of questioning and collecting information. On the other hand, the addition
of the MT positions the discussion in a broader context bringing in examples of her practice,
referring to children on the autism spectrum, who find it difficult to express feelings and

emotions.
3.1.4. What about the bullies?

During the FGD, the professionals went through an Opinion Line activity, in which they had to
position their opinion according to given statements. One of the statements they had to respond
to was: ‘Bullying is a conscious behaviour’. The specific statement was important in order to
link their responses with the previous discussion of whether bullying is an intentional act or not
offering clarity to the data. However, something that was not anticipated was that it shifted the
dynamics of the discussion, creating the following tension between especially two of the

professionals:

“According to psychology, there are two types of bullies. One of them is children
who don’t have empathy and therefore don’t understand that what they re doing
can harm others. The other kind, according to the theory of mind, understand

the harmful effects of their actions, but they do it anyway.” (EP)

“Coming from a professional background of both psychology and sociology, 1
question whether they don’t recognise the harm caused by their actions. They
feel powerful and they like it. However, some children are not mature enough to

sense the harmful effects of their actions.” (SW)

“With no disrespect to anyone’s discipline, but I am referring to tested theories

here.” (EP)
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“My opinion comes from my own professional background and discipline. It is

not a personal thinking on the matter.” (SW)

While the EP refers to his professional background and discipline, it causes the SW in her
reflection to draw on her professional background and discipline. The latter creates a moment
of tension between the two professionals, which was silenced during the FGD, since none of
them wanted to expand more on the matter. Later, the EP comments on this in his electronic

diary:

“I do respect social workers and the work they do, but they cannot question
psychology and especially theories that have long been proven. Maybe it was a
case where I didn’t quite manage to get my meaning across. In my experience
there are cases where bullies consciously cause harm to others. The majority
though are impulsive and immature children, and all we need to do is teach them

how to be more empathetic.” (EP)

Of paramount importance here is that the two positions do not appear to diverge from one
another to a significant extent, except that the EP during the discussion refers to ‘lack of
empathy’ and the SW to ‘lack of maturity’. Additionally, in the electronic diary reflection, we
see the EP to link immaturity with lack of empathy. Therefore, it appears that it was the tone in
which it was said and the reference to the professional background that created the moment of

tension between them, and not their perception on the matter as such.
3.2. Addressing bullying

In addition to the definition of bullying, the Opinion Line activity led the professionals to
explore the topic of bullying reporting. While the professionals discussed limitations and
boundaries in their role and responsibility when a pupil reports bullying, the discussion was
mainly directed towards acknowledging the teachers’ role, as the key professionals for handling
and addressing bullying cases in schools. The T remained silent for most of the discussion, and
she offered her perspective on what was said at the very end of each topic. Her comments are
important to be included in the presentation in full length since they demonstrate a process of
critically reflective practice, including data around limitations and boundaries in teachers’ roles
and responsibilities. The themes that were identified through the discussion were: making
reporting safe for the pupils, professional limitations and boundaries when addressing bullying

and addressing a bullying incident in front of the whole classroom.
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3.2.1. Making reporting safe

The TP and the EP raise the topic of tolerance of violence in schools, resulting to low rates of
reporting from pupils. Both professionals refer to the pupils’ culture of calling the person, who
reports ‘snitch’, which causes fear amongst them and limited reporting. From their following
comments they direct the discussion towards professional roles and responsibilities, which

opens a space up of professional reflection:

“Part of my work is to make them [pupils] understand that there are safe ways
of reporting. For example, in many cases pupils accuse other pupils in front of

them, creating the possibility of being victimised even further.” (TP)

“That is the reason for teachers to create a supportive system, in which pupils

feel secure when reporting violent behaviours.” (MT)

“Teachers must care about their pupils. Only in this way the children will feel

safe.” (SW)

“I believe that teachers take the matter of reporting lightly, sending the message

that you are bothering them in some way.” (TP)

“Teachers label children who report incidents as ‘needy’ or ‘moaners’, with

bullies taking advantage of that, to bully them even more.” (EP)

Here, we see the TP to enter a process of critically reflective practice, identifying a gap in
bullying prevention, something that she is called to fill (i.e., ‘Part of my work...”). Nevertheless,
she contributes to the discussion about the role of teachers, who are responsible, according to
the professionals, to create a ‘supportive system’ for reporting, to ‘care’ of their pupils in order

to feel ‘safe’ and to show interest in the matter and the pupils who report.

After the last comment, there is tension between the T and the other professionals, with the T
asking for permission to speak and share her insights on what was said regarding lack of support

from the educational system:

“I agree that some things you said occur in schools, and it’s true that there are
teachers who may behave in this way. From my perspective, these things don’t
happen on purpose or even, I would say, consciously. We are dealing with
human relationships and a centralised educational system that doesn’t have the
correct criteria for appointing teachers to schools. Also, it is a matter of further
training teachers, something that is seriously lacking, except, of course, if you

are talking about training in subjects of the curriculum. Most teachers seek
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training on their own. Sometimes teachers might not have the skills to respond
properly to a serious situation, so they try to make light of it in front of the pupils
to make them feel better. The downside is that pupils see a teacher who does not

empathise with them. Therefore, they never approach him/her again.” (T)

The tension directs the teacher to reflect on the matter and explain that lack of support and
training leads to misunderstandings between the teachers and the pupils, resulting in pupils
drawing the wrong conclusions. Moreover, she emphasises the importance of fostering trust
between teachers and pupils, commenting that most teachers have the ability to do so, and this
is demonstrated by their interest in seeking further training. The rest of the professionals did
not comment on the T’s statements, apart from the TP, who argues that in her experience “the
majority of teachers are professionals, who try to do as much as they can, and who care about

)

their pupils.’
3.2.2. Professional limitations and boundaries when addressing bullying

The professionals were asked to comment on the protocol they follow when a pupil reports that
he/she is being bullied in order to explore professional roles and responsibilities, beyond the
role of teachers. Initially, the EP and the MT support that to reassure the pupil who reports is
the first step:

“First of all, you should reassure the pupil that you will resolve the issue.” (EP)

“Yes, and you must be specific, explaining that it will not be resolved instantly.

Just give him/her the assurance that you will protect him/her.” (MT)

The two perspectives on the matter lead the other professionals to form an opposition and argue

strongly that promising to resolve something that you have not investigated yet is ‘rash’.

The discussion of what is appropriate or not to do when a pupil reports bullying was shifted to
professional roles and responsibility. The TP and the SW express a parallel standpoint. The
teacher’s role for both professionals is in the centre of the discussion once again as the
professional who is ‘always there’ and not a “visitor’ and who is responsible to ‘monitor’. The
difference between the two professionals is that the first prioritises the comfort of the pupil and
then informing the school staff, while the second does not disclose her actions towards the
pupil, who reports and rather diverts the responsibility to the school staff. For example, the TP
refers to ‘fake expectations’ and that it is more appropriate to ‘reassure the pupils that you are

there to listen” before you inform the school staff. On the contrary, the SW emphasises the fact
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that she is ‘a visitor to the school’ and she cannot promise something she is not able to

‘monitor’.

The discussion gives the opportunity to the EP and the MT to respond and clarify their opinion

creating a space of reflection:

“I have to say that the discussion led me to question my role on how I am
handling bullying reports, yet I am a bit sceptical on how I could communicate

to the bullied pupil the fact that someone else will investigate the case.” (EP)
“Visitor or not, you have to do everything you can to help.” (MT)

“I do have a role in this yes. However, the school staff needs to take over the

case and follow the protocol.” (SW)

“How can you follow an investigation protocol since you are there for just a few

short visits? You have a role to play, but not the leading role.” (TP).

The above is a moment of critically reflective practice for the EP by questioning his role and
by identifying possible gabs in his practice (i.e., ‘...how I could communicate...”). In contrast,
the MT stands by her initial comment, while both the SW and the TP try to clarify that they are
not denying they have a responsibility, instead offering clarity on their role in the school and

the next steps they will take, in accordance with the anti-bullying protocol in schools.

The discussion led to a moment of tension between the T and the SW, which offers the

opportunity to collect data around examples of professional practice:

“It would be troubling if my pupils disclosed this information to visiting
professionals. Obviously, my pupils don’t trust me. Regardless, I disagree with

visitors reassuring a pupil that they will resolve the issue.” (T)

“I don’t want to generalise and [turning to the T] please don’t take it personally,
but a visitor to a school who comes to hold an intervention is a threat. In my
experience, although you communicate to the teachers exactly what you need
from them before you start working with their pupils, you still experience

resistance from them.” (SW)

The T, reflects on the overall discussion, raising the issue of visiting professionals’ role in
schools and that of the teachers having the last word in handling bullying in schools.
Additionally, she is questioning the reasons behind pupils’ decision to report bullying to a
visitor in the school. The latter gives the opportunity to the SW to express her disappointment

from teachers offering examples from her personal experience.
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The above comment of the SW led the T to open the space up for discussing possible challenges
the visiting professionals may encounter during their work in schools. The EP and the MT refer
to examples of pupils reporting cases of bullying to them, in which they reassured the pupils
that they will try to resolve the issue. In both cases, the two professionals investigated the case
through observation and afterwards had an informal discussion with the bully, communicating
that they have information on their aggressive behaviour. Additionally, they communicated the
school’s zero tolerance to bullying policy, and informed the teacher and the school’s counsellor
about the issue, with them promising to take over the case. The MT expresses her
disappointment at the teacher’s reaction: “...she just replied that this specific pupil always

“«“

complains about everything” and the EP is amazed by the counsellor’s reaction: “...she

promised to take care of it, but she didn’t even know which pupil I was talking about.”

Towards the end of the discussion, the T is asked to comment on what was said, with the

emphasis on the role and responsibility of the teachers:

“You have to understand that there are regulations set by the MOEC that we
need to follow. First of all, any intervention from a visiting facilitator or artist
in a school needs to be approved by the MOEC. If the approval also dictates the
teacher’s presence, then we should be present. Communication prior to any
intervention is vital in order to clarify roles and boundaries and, most of all,
what is expected from the teacher. In my professional experience, visitors in
schools offer a different perspective in class, and the pupils enjoy it a lot.
Personally, I would like to be present so I can learn more and address any
situation that might come up. I never saw my presence as an obstacle to the

process.”” (T)

Here, the T puts boundaries and limitations in visiting practices in schools, which are dictated
by the MOEC. She informs the professionals on two parameters when it comes down to other
practices from visiting professionals: ‘approval’ by the MOEC and ‘communication’. At the
end, she states that talking from a professional point of view, she cannot understand why

teachers should question anyone’s approaches.
3.2.3. Addressing the issue in front of the group

Another theme to emerge during the Opinion Line activity was the debate of the professionals
between one-to-one discussion with the bullied pupil versus addressing the issue in front of the
group. The latter was a theme emerged from the interviews, something that needed clarification

and therefore, was brought back to the FGD.
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The initiator of the discussion is the MT, who on the one hand supports not putting ‘pressure’
to anyone to report bullying and on the other hand exploring the ‘support group’ to bullying
approach. From their comments, all the other professionals, apart from the EP, oppose to the
support group to bullying approach. For example, the SW speaks about “not exposing the pupils
in fronts of the whole group”, the TP about the “appropriateness of addressing the issue in
front of others” and the T about “the benefits of ‘one-to-one private discussion.” The EP
appears more inclusive in his perception directing the view towards professional code of ethics

and competences:

“I think there is no right or wrong approach, as long as a professional you can
handle it’ and if a professional is not confident in his/her ability to address it in

front of the group, then deal with it in private.” (EP)

The discussion causes the MT to ask for alternative solutions, in case of a pupil discloses his/her
situation in front of the group. The EP, the SW and the TP agree that the best thing to do is
‘wrap it up’. The latter led the MT to share a concern of hers with the rest of the professionals,
requesting clarification on their approach to ‘wrapping things up’, something that as it seems

from the following discussion, creates tension between them:

“So, I would reassure him/her, and after the workshop, we would talk about it.”

(TP)

“What about the rest of the group? Something is happening in front of them.
They need to respond to it.” (MT)

“It is quite interesting, because it is like saying the same thing, but we
understand it differently. I would personally calm him/her down and of course
have a private discussion with him/her. I will later ask the rest of the group how

they feel about it.” (EP)

“I would ask the same question. How does the group feel about one of their
classmates expressing himself/herself in this way? It is a special moment of

creating empathy.” (SW)

While the tension is escalating, the TP differentiates her position from the group’s creating new

tension with the SW:

“Well, I may be wrong, but I would not let them discuss it. For me, the correct

approach is asking the teacher to take over with the pupil, while I deal with the
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rest of the group by carrying on with an activity, to change the mood of the

group.” (TP)

“So, you think that the best solution is to isolate the pupil who had the courage
to express how he/she feels?” (SW)

At this point in time, the T, who had remained quiet during the brief period of tension, takes

the chance to intervene, placing the situation in the context of a classroom setting.

“I agree that it is quite risky to have the whole group discuss what happened.
The pupil in question is in a fragile emotional state. I don’t know how the rest of
the group will react and I don’t want to risk it. However, it always depends on
what kind of group we are talking about, the number of kids, their ages etc. In a
conventional classroom in primary school, I wouldn’t do it, because I feel that
they probably don’t have the maturity to address it properly. They could laugh,
they could start making fun of him/her, they could even all start crying, and you
wouldn’t be able to handle it. A teacher may not have the expertise or the ability

to proceed with addressing the issue in front of the group.” (T)

The T’s intervention led the professionals to discuss the variables that dictate the approach you

should take each time. The following comments show exactly the latter:

“Whether you are called upon to offer just knowledge and inform them [pupils]
about bullying, or you are called upon to address a situation, there are
potentially pupils in your classroom that have experienced this type of behaviour

and you have to be aware of this.” (EP)

“I guess everybody responds through his/her expertise. I am a therapist, and [
can handle it. What I would do is from the outset choose a smaller group of

pupils and not work with the entire class.” (MT)

As it seems, the intervention of the T led the EP and the MT to enter a process of reflection and
realisation of individual professional practice. The EP refers to being aware of the profile of the
group and the MT, while insisting on supporting her practice, she agrees that many variables

are at constant play, and expertise is something that we should consider in each case.
3.3. Similarities and differences

The aim of the study is for the professionals to offer their understanding around bullying and
bullying prevention practice through their interaction. Therefore, it was interesting to explore

and reveal their understanding around commonalities and differences between various
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professional disciplines, as well as the benefits or limitations of collaborative interdisciplinary

approaches for bullying prevention.

During the FGD the professionals were called to design and perform an example of the activities

they use in the classroom and then discuss the approach, the objectives, as well as any risk

factors that could possibly arise. Each activity was described by each professional in written

form and then applied during the FGD, stimulating the discussion amongst the professionals.

The activities designed by the participants are presented in the following table as part of the

data of FGD. The activities were performed by the professionals, while the discussion, which

aimed to reflect to the activities took place after everybody introduced their work. The latter

was deliberate in order to avoid any influence from the comments of the professionals that could

lead to alternate or adjust the next activity to please anyone in the group.

No.
1.

2.

Facilitator

Music

Therapist

Theatre

Practitioner

Objectives

e Express emotions through
improvisational music.

e Encourage teamwork and
team support through music

jam.

e Understanding the emotions
of a bullied person in
comparison to a confident

and happy person.

Description

Participants choose an instrument that they feel
comfortable with, and they form a circle. The
facilitator gives a pencil and a piece of paper and asks
the participants to write down a sentence that best
describes their current emotional state i.e., “Music
makes me happy” or “I feel full of energy tonight”.
Then they try to get to know their instrument and
practice their emotional state that they expressed in the
piece of paper. They can compose melody, which best
compliments their sentence like composing music for
lyrics. When taking turns to present their piece they
can invite the other participants to jam in by
improvising. The facilitator joins in and directs the
orchestra for each piece.

Discussion: How did you feel when sharing your
music with the group?

Did the instrument you chose represented your
emotion or would you prefer something different and
create a different melody?

Did you ask for the group to participate or not? How
did that feel?

Participants are called to identify the feelings that a
person experiences when he/she is being bullied. All
the feelings are written down in a column on a
cardboard. Then they are asked to say feelings that a

confident and happy person feels, which are written on
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3.

4.

Social
Worker

Educational

Psychologist

e Stepping into a bullied

person’s shoes and fo

empathy.

e Work on building

stering

trust

amongst the participants.

e Creating

shared

responsibility for the other.

e Working on teamwork.

e Challenging perspectives on

bullying.

e Deconstructing  stereotypes

and fostering

thinking.

critical

a second column. The cardboard is on display and a
story is presented: “Alex is in Year 5 and experiences
bullying from students on Year 6 in the corridor of the
school. How does Alex feel”? The participants stand
in two parallel lines forming the school’s corridor.
Each one takes turns and acts the role of Alex by
caring his school bag and goes through the corridor.
The rest of the participants are calling the unpleasant
feelings written on the cardboard with aggressive tone.
The second part of the activity is to do the same but
this time calling the pleasant feelings and supporting
Alex.

Discussion: How did you feel while going through the
corridor? Imagine how Alex feels who goes through
this in real life.

Did we manage to make Alex to feel better?
Participants go in pairs. One takes an instrument with
a specific sound and the other is blindfolded. The pairs
are standing across each other and the person with the
instrument tries to guide the blindfolded in a route.
Discussion: Do you prefer to lead or to follow? Why?
How did you feel having the responsibility to guide
someone who is blindfolded? How did you feel to trust
someone else to guide you through?

What do we need it to do to manage to gain our
partner’s trust?

How important is to work together?

The facilitator points out an imaginary line on the floor
that starts from one part of the room and ends to
another. He explains that he will read some statements
and the participants should stand somewhere in the
line according to their opinion where the one end is
“Agree” and the other “Disagree” with the statement.
They could even place themselves in the middle of the
line if they have any other opinion if they can justify
their choice. Statements: “Bullying could only have
the form of repetitive physical violence, pushing and
kicking”, “What form of bullying is more serious,
verbal or physical?”. “Bullying is an unacceptable
behaviour that occurs only amongst boys”. Use

examples each time to challenge their opinion.
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5. Teacher e To identify commonalities
and differences among us.

e To understand that

differences make us strong,

while some people take
advantage of them.

e To understand the

components of bullying and

the protagonists’ motives

and emotions.

Discussion: The discussion is formed according to the
participants’ opinion. Areas of discussion are around
how we define physical bullying, how we understand
covert bullying and socially constructed norms etc.
Participants are called to go into groups according to
their eyes colour, then according to their hair colour
etc. Then the facilitator reads a story of a boy who is
being bullied by four classmates. More specifically the
boy is excluded by his peers for various reasons and
finds comfort hanging out with a girl, who is targeted
too by the bullies.

Discussion: The discussion takes place during the
activities

Are we all the same? Why is it important to have

differences? Is it ok to belong into groups? What is it
not ok though?

Who are the bullies? Who are the bullied? Who are the
bystanders?

Who of all those people could intervene and offer

solution to the problem and in what ways?
Table 2: Information about the activities designed and implemented by the professionals

From the description of the activities, it looks like the professionals are looking to meet with
their objectives by referring back to the tools/activities they use. It is interesting to note that in
the planned activities the MT and the SW do not focus on bullying and their discussion is
designed to explore the emotions and feelings of the group, while the EP and the T focus on
exploring knowledge around bullying behaviour. The TP links bullying behaviour with the
emotions of a bullied person, thus offering both knowledge around bullying and fostering

empathy among the pupils in the group.

The themes emerged during the process of presenting the activities were about acknowledging
commonalities and understanding the differences between disciplines, professional boundaries,
similarities in practice and the lack of communication between professionals working on

bullying prevention.
3.3.1. Acknowledging commonalities and understanding the differences

After the application of the activities, the space was open for discussion about what unites and

what differentiates each professional from another. The following discussion illustrates the
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parallels and the nuances between the professionals’ perceptions, as well as the dynamics that

cause a shift in perceptions of specific professionals:

“I have to say that my perception has changed during these activities about
what each one of us is doing in his/her practice. I think we could all benefit

from each other.” (SW)

“Yes, there is room for all of us. What we need is to find where each of us could
be of more help in de-escalating bullying, from its prevention to its resolution.”

(TP)

“I value more now our common understanding regarding bullying and the

different anti-bullying approaches.” (EP)

“As teachers, our aims could include teaching the four elements of bullying or
three ways of reacting when being bullied, while the aim of a psychologist or
therapist is for the pupils to express emotions and, if anything comes up, to

handle it then and there.” (T)

“All professionals could potentially have the same aims and objectives, while

the difference lies in how we go about achieving them.” (MT)

From the above discussion it seems that the SW and the TP suggest that knowing each other’s
similarities and differences could lead to a fruitful collaborative interdisciplinary practice. The
fact that the SW states that her perception has changed is valuable to witness the way that the
specific process impacts their thoughts about similarities and differences between them, which
could benefit a possible collaborative process. The discussion guides the professionals to
identify the areas that unite and differentiate them from each other. For example, the T suggests
that the objectives of each profession are probably something that need to be taken into
consideration when encounter in interdisciplinarity for bullying prevention, while the MT

emphasises in common objectives but different approaches to achieve those objectives.
3.3.2. Discussing professional boundaries in a classroom setting

Another theme is on the matter of professional roles, responsibilities, boundaries and limitations
when working at schools. The following discussion is valuable to demonstrate the professionals
effort to find balance between their practice and the boundaries they are facing when they are

working in public schools:
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“While the teachers are into structure and have specific guidelines on what to
teach, music therapists have the freedom to explore emotions and free

expression.” (MT)

“When I am invited to schools, it is not to address a specific situation but to
offer knowledge in a more experiential and creative way to the pupils, focusing
on prevention. My role is to raise awareness on bullying and not to address the

specific issue. Let the teachers act on that.” (TP)

“No matter my status in the school, I must address the issue. Different

professionals have different approaches to this.” (SW)

“I feel that addressing bullying depends on how secure you feel with your
expertise and discipline in order to do so. So, the way you approach it stems
from your discipline and professional background, and then moves on to the

flexibility you have when working in public schools.” (EP)

“Our discipline dictates that we address the issue then and there, this being a
part of our code of practice. I'm not saying that I will push the teacher aside

or not involve him/her in the process.” (MT)

The discussion establishes the role of teachers, while it sets the professional boundaries of the
professionals, who enter a process of critically reflective practice. For example, the MT and the
TP separate their approach from that of a teacher, stating that their approach is ‘to explore
emotions and free expression’ and to ‘raise awareness’ with a more ‘creative’ process. The SW
and the EP while acknowledging the limitations when working in the educational system, they
try to find their role and responsibility in addressing bullying behaviour. The last statement

from the EP triggers the reaction of the MT, who comments on professional compromise.

The discussion makes the EP to revisit the discussion on whether the teacher should be present
during their intervention on bullying in a classroom setting, something that enhances the

discussion about teacher’s role in each professional process:

“You [turning to the SW] don’t want a teacher present, because if anything
comes up, you know how to handle it, while you [turning to the TP] want a
teacher to take initiative in case something does come up. So, it is a matter of

how far you can go as a professional.” (EP)

“Personally, I don’t want to exclude teachers from my practice, but rather I

ask them not to intervene in the process.” (MT)
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“In my case, one of my objectives is for them [teachers] to co-facilitate and
explore theatre activities, as this could potentially help them in their future

learning processes and approaches with their pupils.” (TP)

“My objectives are for pupils to express their emotions freely. I'm not
forbidding the teacher’s presence, but when I work with the group, I want

control over the situation because I know how to handle it.” (SW)

The EP tries to identify the reasons why each professional wishes or not to have the teacher
present in their process. He elevates the issue in professional competences and objectives and
not to the role of teacher as such trying to offer clarity between the professionals. The MT and
the SW set their boundaries in terms of teachers’ presence stating that they do not need them to
‘intervene’ and having the ‘control’ of the situation, while the TP emphasises in co-facilitation

with the teachers as part of developing their professional competences.
3.3.3. Similarities in approaches, differences in tools

Another theme that is emerged during the discussion after the activities held by the
professionals is whether there are potentially similarities in the approaches they follow, yet the
difference is around the tools they use coming from various disciplines. It is again a moment of

tension between the SW and the EP:

“I find that social workers to resemble psychologists more closely. We have
some differences, but these are few and far between. For example, we [social
workers] have a broad knowledge about how to handle issues in every concept
and context, while the psychologists choose to follow a professional direction

after their studies and focus on one aspect only.” (SW)

“If you are talking about how we can both apply experiential activities when
working with a group, then yes, we are similar. However, if, for example, a
child is bullied, and he/she is dealing with Post Traumatic Stress Disorder
(PTSD) then it is down to me to deal with it, and not to the social worker.” (EP)

“I agree on that, but as a social worker, I have my own ways of dealing with

this situation too. Your approach is not the only correct approach.” (SW)

The above tension between the SW and the EP, makes the SW to be more defensive towards
her discipline and generates the need to clarify it emphasising on similarities rather than

differences:
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“I feel like I came here to justify my profession, just because people don’t know
what we actually do as social workers. I can easily do what the MT does when
there is a disclosure of bullying in the group. I could work with role-playing,
as the TP does, and I can also work on gaining knowledge on bullying, like the
T does. Of course, collaboration is important, and I support that. However, I
can use music in my sessions, not in the same level as the MT, but the process
and the aims could be similar. I'm not saying that they would be the same
because, if they were, we wouldn’t have all these different disciplines. I would
say that, yes, our objectives and our approaches could be similar but the tools
we use are different or, let’s say, each person places the emphasis on the tool

he/she feels more comfortable with.” (SW)

After listening to the SW’s statement, the EP tries once again to follow a more inclusive

approach in his attempt to bring down the tension:

“Ok, I guess the MT, the SW and me are focused on the same thing when going
into a group, and that is to explore the emotions of the pupils in order to make

them speak up and address everything within the group.” (EP)

“Theatre as a tool is somewhat similar because, again, it is experiential,
however, yes, there are differences between how a theatre practitioner works
and how a drama therapist works. Well, my difference with teachers is the fact
that they are more focused on the learning outcome, and I don’t blame them.

The whole educational system is directed towards gaining knowledge.” (SW)

It seems that from the tension, the professionals refer to important aspects about similarities
and differences between them. Beyond the difference in ‘exploring emotions’, the tension
highlights nuances of each professional practice in terms of the different tools they use during
their practice. Of high importance here is the difference highlighted between theatre practitioner
and drama therapist, which draws the line between raising awareness around bullying and

offering therapy to people involved in the incident.
3.3.4. Lack of contact and collaboration in the educational system

The theme of lacking contact and collaboration in the educational system is a point of view that

the T expresses, something that generates a new topic of discussion between the professionals:

“This is the first time I am coming in contact with a social worker, to be able

to understand his/her practice. We come in contact with other professionals
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such as psychologists, not in the degree I would like, but I am at least able to
understand their role in the issue of bullying. Evidently, there is lack of
collaboration with any other profession in a school context. Even the
psychologist will come and never ask our opinion on how to approach a

situation. They will receive information from us and then suggest what needs

to be done.” (T)

“In my experience, when I invite the school’s psychologist to attend the final
presentation or to participate in my sessions, they never come unless it’s their
regular scheduled visit to the school. Maybe they don’t have the time, since

they are responsible for so many schools.” (TP)

The T directs the discussion towards collaboration and interdisciplinarity, stating that she has
never had the opportunity of collaborating in the school. Responding to the latter, the TP brings
the anti-bullying programme that she implements in primary schools into the discussion,
emphasising to the absence of the psychologists despite her effort to invite them. Both views
highlight the difficulty in entering a collaboration within the context of Cypriot educational

system due to lack of communication and lack of time.

Another potential for interdisciplinary collaborative practice is, as the SW notes, the different

perspectives they all have on the same issue:

“I’'m not implying that every professional cannot work on the issue effectively
from his/her position, rather that it is beneficial for the pupils and the
professionals to see a different perspective.” (SW)

“A successful collaboration is one where each professional presents his/her
perspectives to the group or the individual to the other professionals to reach

a consensus on the matter they are working on” (MT)

“I don’t agree on that. What do you mean different perspectives? There is only
one diagnosis. If there is PTSD, then we can both come to the same conclusion
because of the signs. What is the purpose of looking at both perspectives?”
(EP)

“I think the idea here is to look at the issue in a holistic way in order to find

ways to limit it.” (T)

“Yes, each professional has his/her role in bullying prevention and his/her

contribution is invaluable.” (TP)
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As seen in the discussion, beyond lack of communication and lack of time, the professionals
discuss around the benefits of collaborative practice highlighting the value of different
perspectives that come into the process. Although the EP disagrees that different perspectives
are one of the opportunities created through collaboration, the T’s explanation offers clarity to
the group stating that the objective of looking at things from a different perspective does not
only apply to the diagnosis of a situation. The adding value to this discussion is that it
demonstrates again the way that the interactive process between the professionals assists them
to offer clarity and move on towards the same direction, something invaluable for an

interdisciplinary collaborative process.

The professionals agree that each of them has a different role in preventing and addressing
bullying favouring interdisciplinary collaborative practice. The tension that is created in the

discussion assists them to explore different aspects of interdisciplinary collaborative process:

“When it comes down to making a diagnosis about a child’s psychological state

that falls withing the psychologist’s role.” (MT)

“I need to say that a social worker can also diagnose a situation. We are
trained in this area as well. A successful collaboration is the one that respects

each professional and value each other’s disciplines.” (SW)
“I disagree. Social workers cannot diagnose and treat bullied children” (EP)

“Ok. Let’s agree that we are all in favour of collaboration and we value it.
However, we are all capable professionals who can enter a classroom, work
on the issue, and direct it to wherever we feel we can comfortably deal with it.
For me this is the potential in interdisciplinary collaborative practice. It asks
the professionals to think of a greater plan of action and then for each of them
to add a piece deriving from their expertise to the puzzle and create something

together.” (T)

As seen, the statement of the MT directs the professionals to new tensions, this time coming
from the SW who feels the need to clarify her discipline. At the same time the EP vocalises that
he disagrees with this last comment and insists in not acknowledging the fact that social workers
can diagnose and treat bullied children. Finally, it is the T’s last remark, which assists in
bringing the discussion to a close describing the essence of interdisciplinary collaborative
practice. At the end, all the professionals agreed with the T’s position, with the T highlighting
the potential in them working together in an interdisciplinary collaboration, as opposed to

individually, and the huge impact that this could have on the pupils.
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3.4. Professional relations

Apart from the activity that each of the professionals introduced to the group, another activity
aimed to explore and reveal the professionals understanding around their commonalities and
differences, as well as the benefits or limitations of collaborative interdisciplinary approaches.
Therefore, cards with the disciplines and professions mentioned during the interviews and
previous FGD were given to the professionals, asking them to create diagrams, demonstrating
their understanding on professional relations regarding the bullying issue and anti-bullying
approaches. Empty cards were given for the professionals to add any other discipline or
profession they found relevant, while they had the option to use as many cards as they wished.
The diagrams are illustrated bellow, together with a summary of the description made by the

creator and the short discussion that followed.
3.4.1. The flower diagram (MT)

The MT creates three groups, first identifying similarities between the professionals with a

psychology and therapy background:
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Diagram 7: The MT’s flower diagram

Expanding on her decision, she states that the specific group of professionals have similar
academic backgrounds, as well as a more therapeutic way of addressing bullying issues when
they occur. During her studies, she came in contact with all these professions, which resulted
in her understanding that they share similar professional codes of conduct and approaches.
Moreover, she comments that the group with the applied theatre practitioners, music teachers,
PE teachers, art teachers and theatre teachers have commonalities in the more experiential and
artistic tools they use in their learning processes, yet they are more focused on prevention than

on addressing any issues concerning bullying cases. The last group with sociologists, social
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workers and teachers are involved, according to her, with learning processes, yet not in an
experiential way, as their approach to bullying is not to offer therapy, but rather to investigate
and address the issue in a procedural and structured way, following specific protocols and

policies.

During the discussion, the SW disagreed with the smallest group of professionals, explaining
that there is a distinction between her profession and the sociologists, who are more involved
in research, rather than learning processes. Furthermore, as she commented, the social workers
could potentially work with experiential activities, as well as address bullying through support
group approaches in the same way that psychologists and therapists do. The MT clarified that,
for her, these particular three professions are more in the field of following policies to address
bullying issues, while she is not rejecting their involvement in prevention or any other creative

approaches.
3.4.2. The circular diagram (T)

The T explains that she formed two groups, consisting of professions which, as she sees it, are

connected:
Art
Therapists
Music
Dance Therapists

Therapists Educational
Psychologists

Teachers

Drama
Teachers = Social
Clinical Workers
Psychologists

Theatre

Applied Theatre Toachers
Practitioners Sociologists

Art

PE Teachers Teachers

Music
Teachers

Diagram 8: The T’s circular diagram

She argues that the smaller group, which includes psychologists, sociologists and social
workers, could offer information and statistical findings on bullying that are useful for the
professionals in the larger circle, for building on activities and sessions so that they can address

the issue more effectively. Additionally, the professionals in the smaller circle could offer
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support to the professionals of the larger circle during their work, as well as addressing issues
that might appear. The way that the large circle should work could be an interdisciplinary
collaboration, since all these professionals could complement each other in building on a bigger
anti-bullying programme. The anti-bullying programme could focus on learning, expressing
emotions through experiential activities and addressing bullying when it occurs. Her thoughts
about a bigger anti-bullying programme are influenced by the Health Promotion Model for
Violence Prevention and Exposure, which covers primary prevention before the violence
occurs, secondary prevention to tackle violence from the outset and tertiary prevention to ‘treat’

the issue after violence occurs.

The EP asked for clarification regarding the smaller group and their role in the anti-bullying
programme she was suggesting. He mainly focused on the meaning of the psychologists giving
information to the professionals of the larger circle and the form that this information could
take. As the T clarified, the information provided by a psychologist to the larger group is highly
significant, since the psychologists could give advice on specific approaches that the
professionals could follow to help children overcome their problems. The SW agreed with the
T’s diagram and she further commented that she sees those in the smaller circle as the experts
on the issue of bullying, who could support and monitor the interdisciplinary programme that

could potentially be created by the larger circle.

3.4.3. The staircase diagram (TP)
The TP forms two groups with the cards given, excluding, however, PE teachers from the

groups:

Applied Theatre Theatre
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Psychologists Teachers
Dance Art
Therapists Teachers
Art ot
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Social Clinical
Workers Psychologists
Music
Therapists
Teachers

Diagram 9: The TP’s staircase diagram
The bigger staircase involves professionals who could enter a group or a classroom and, by

using experiential activities, raise awareness on the issue of bullying. She argues that she sees
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it as a staircase with many steps, and it is of no coincidence where each profession is placed, as
they are all needed, so they can support each other. Furthermore, commenting on the smaller
staircase she states that she agrees with the way the T placed the elements in her diagram, since
it includes professionals who could potentially support the professionals belonging to the larger
staircase. The support provided in discussions could take the form of information, monitoring,

as well as alternative methods of working with the group (i.e., drawing, music activities etc.).

Commenting on the PE teachers, the SW argued that she believes that sports and athletics could
offer much to the issue of bullying, yet she is apprehensive about the way it is currently being
used in schools, and therefore decided to exclude the profession from the group. As she stated,
although she believes PE has potential, she does not see it working in that direction, to which
the T agreed, commenting that we should follow the example of programmes in other countries,
which use sports in a positive way and for fostering life values, respect and teamwork, rather

than competitiveness.

3.4.4. The pillars diagram (EP)

The EP identifies three categories of professionals, in which he did not include music teachers,

PE teachers, theatre teachers, art teachers and sociologists.

Educational Dance
Psychologists Therapists

Clinical Drama
Psychologists Therapists

Social Applied Theatre
Workers Practitioners

Music

Therapists
Art
Therapists
Teachers

Diagram 10: The EP’s pillar diagram
As he states, these professionals have much to offer on the issue of bullying because they all
have knowledge on theories on bullying, meaning they could design and apply anti-bullying
interventions and address the issue when it occurs. On the matter of excluding the other
professionals from the pillars, he states that he values their work, yet he believes that they do

not have anything to offer to the previously mentioned areas. Additionally, he explaines that he
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distinguishes the groups according to whether they could work on a one-to-one basis or with a
group. The pillar with the psychologists and the social workers can easily work on an individual
level, the art professionals mostly in groups, though he questiones whether the teachers have

the expertise to work one-to-one with their students.

The TP intervened and asked whether the teachers could be slotted into both categories, while
the EP clarified that they need their own category since they are more equipped to address the
issue of bullying in schools. Moreover, the MT pointed out that she can work on a one-to-one
basis, though not in the same way as a psychologist. According to her, it is in a child’s best
interests to work individually with the music therapist since he/she could identify his/her needs
and find a solution to his/her situation more easily. She asked that the rest of the group not
dismiss the activity she does with them because it is specifically adjusted for each group. When

it comes to group work, it is not as complex as the individual work she does with the children.

3.4.5. The shrine diagram (SW)

The SW begins the discussion on how she sees her profession amongst the other professionals.

Educational Music
. h )
Psychologists b Therapists
Art Music Dance
Therapists Teachers Therapists
Clinical Art
Psychologists Teachers
Social Applied Theatre
Workers Practitioners
. . Dance
Sociologists Therapists

Diagram 11: The SW’s shrine diagram
She states that in terms of addressing the issue of bullying, she finds similarities mostly with
the teachers and sometimes with the educational psychologists. She argues that, in her opinion,
the profession of the sociologist is important since research on the issue of bullying is itself
always important, and it is responsible for directing all the empirical work that could possibly
take place. The PE teachers and theatre teachers were not included. Additionally, she comments

that she decided against creating different groups of professionals, and instead decided to create
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the shape of a ‘shrine’ in which the middle top card (teachers) is crucial to the fight against
bullying. Teachers have to bring all the other professionals together, to collaborate and apply
anti-bullying interventions and programmes in schools, focusing both on prevention and
addressing the issue if it occurs. The PE teachers were not included in her shrine diagram since,
according to her, they are more focused on the physical abilities of the students than on fostering

any other skills and values.
4. Conclusion

This chapter focused on the presentation of the data collected and analysed. The data was
derived from a multi-method approach which involved using narrative vignettes, semi-
structured interviews, FGD and electronic diaries. Furthermore, the chapter provided additional
material that the professionals brought to the FGD, such as the description of their activities
used and the diagrams which they developed to justify commonalities and differences amongst
other professionals working in bullying prevention. The themes to emerge from the data were
presented in two sections, first the vignettes in combination with the interviews and then the
FGD with the electronic diaries and were in response to the research questions. The Discussion
chapter that follows focuses on summarising the research findings, providing a discussion on
concepts and ideas identified in the study and which respond to the research questions. It draws
comparisons with previous research and literature on the topics raised, highlighting new

findings, and describing how the latter could lead to a future fruitful discourse.
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Chapter 4
Discussion

1. Introduction

The objective of the current chapter is to present the research findings and to make the readers
aware of and to engage with the way that the professionals reflect, critically think and share,
concerning bullying definition, bullying prevention practice and interdisciplinarity for bullying
prevention. Following Hewitt and Lago’s (2010) argument, the Discussion chapter is directed
towards analysing data to respond to the research questions, making comparisons with previous
research and literature on the topics raised, highlighting new findings, and describing how the
latter could lead to a future fruitful discourse. The data were collected over the three cycles of
AR incorporating written vignettes, interviews, FGD and electronic diaries. Since part of the
data is derived from the FGD, which is an interactive process, group dynamics were considered
in the interpretation, and especially the risk of interpreting an absence of dissenting voices as
indicating consensus, to strengthen the confirmability of the findings (Gunawan, 2015; Shave
and Nikengbeza, 2018; Zinyama et al., 2022). The discussion, as formed, contextualises and
interprets the nature and the meaning of the data, such as acknowledging the relation elements
of the group and the reticent of individuals; this will be included where it is particularly relevant.
Many of the findings refer to commonalities or observations about the group of professionals

as a whole and where there is difference is significant and it is noted.

Consistent with the way that the thematic analysis ‘identifies, analyses and reports themes
within data’ (Braun and Clarke, 2006: 79), the Discussion chapter is divided into four sections,
each one responding to one of the four research questions. Each section is divided in smaller
sections in order to guide the reader through the content and the context of the discussion that
follows by extrapolating extracts of data, comparing them with the literature review and finally
raising questions and concluding. Prior to each section there is summary of the findings in bullet

points, as a way of orientating each area.

2. Research question 1: How do Cypriot professionals from different disciplines understand

bullying and bullying prevention practices?

The analysis of the vignettes and the individual interviews identifies a wide range of bullying
understanding, according to the professionals’ descriptions. To explore this further, the
responses of the professionals during the vignettes and the interviews, which were linked to
bullying definition were brought back at the first FGD for them to select those that better

represent their perspective, identifying parallels and nuances between them. The aim was not
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for the professionals to detect which statement was theirs or to arrive in a common definition,
rather to explore and expand on the factors they find important for defining bullying and to
initiate a discussion around the multiple perspectives of the definition, linking it to bullying

prevention practice.

The following discussion responds directly to the first research question about the way that
professionals from different disciplines understand bullying and bullying prevention practice,
identifying three important areas according to the analysis and the interpretation of the data
collected: 1) There is an appropriate variety of the way that bullying is understood, influenced
by several factors, 2) There is an association between cross-disciplinary theories and bullying
understanding, and 3) Bullying understanding and bullying prevention practice become a

dialogic process.
2.1. An appropriate variety of bullying understanding, influenced by several factors

The professionals:

e use parallel terminology, such as repetitiveness and predetermination to define bullying,
but their examples illustrate that their understandings of these differ.

e appreciate the different understanding of bullying by other professionals and they create
dialogue with them.

e in their examples of practice show that they are not attached to one definition and in
different context they use different terminology, which sometimes is in line and other times

challenges their previous description of bullying.

According to findings, the professionals narrow it down to repetitiveness and predetermination
as the two most important elements for classifying an incident as bullying following literature,
which asserts that repetitiveness and predetermination are prominent components in bullying
behaviour (Olweus, 2003; Lines, 2008; Agatston et al., 2009; Stavrinides et. al., 2010; Dixon,
2011; Leiner et al., 2014). For example, the professionals refer to bullying as “...something
predetermined [...] a conscious repetitive violent action...” (T), “...something that is
happening repeatedly...” (MT), “...targeting an individual...” (TP). The importance of the
current research process lies in the fact that it encourages the professionals to contextualise, to
expand on their understanding of bullying and to give examples from their experience, revealing
both parallels and nuances in the way they respond about repetition and predetermination in
bullying in their everyday practice. As the FGD progress the professionals reveal with examples
that the the way they understand repetition and predetermination differs. For example, some of
them do not link predetermination with intention to cause harm (TP) and intention to cause

harm is for them a given element in bullying (T). Additionally, some professionals through their
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interaction, they reject initial ideas about bullying. For instance, they support that intention to
cause harm needs a different approach (EP) and repetition can cause harm which is not
expressed (T). The latter shows that the professionals are not attached to one definition since
they understand and appreciate the different understanding of bullying by other professionals
and they show a capacity to create dialogue with each other perspective on how bullying is

defined.

Apart from repetition and predetermination, the findings reveal a plethora and variation
between professionals’ perceptions of bullying definition in general. Similarly, Gladden et al.
(2014), identify a variety of bullying definitions in literature, while Shiakou et al. (2019) argue
that the variety of definitions provided by scholars creates confusion amongst professionals,
parents and pupils, and barriers to bullying practices. The importance of the current research is
that it goes deeper into exploring the factors, which influence the way that the professionals
understand and define bullying, such as the form of their practice, their role and their status in
the educational institution and their target group. For instance, the professionals who are invited
to collaborate with schools for a short period of time (i.e., TP, SW, MT) do not favour a ‘strict’
definition of bullying, in contrast to the permanent school staff (i.e., T) or professionals, who
are collaborating with the schools in the long run (i.e., EP). The visiting professionals, who
work with pupils in groups with experiential activities (i.e., TP, MT), favour a definition which
does not include the intention to cause harm and repetition. The professionals who are involved
in addressing bullying through a one-to-one process (i.e., EP, SW, T) consider repetition, power
imbalance and intention to cause harm for their definition of bullying. If the latter category
professionals are not permanent staff in schools (i.e., SW, EP), they challenge the element of
predetermination and intention to cause harm for identifying bullying. The professionals in their
examples of practice show that they are not attached to one definition and in different context
they use different terminology, which sometimes is in line and other times challenges their
previous description of bullying. Therefore, the findings of the research challenge literature that
claims the existence of different definitions is confusing, which negatively impacts practice,
and reveals that there is an appropriate diverse variety of definitions applicable to different

contexts, which is linked with everyday practice.
2.2. The association between cross-disciplinary theories and bullying definition
The professionals:

e put forward their opinion about bullying definition using their disciplinary knowledge and

tradition in order to promote the authenticity of their ideas and practices.
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e can explain their understanding of what aggression is, but the way they link it with bullying

varies.

e who identify themselves to belong to psychology (i.e., educational psychologist and music
therapist) do not include the element of ‘deliberate act’ in their description of aggression

as their discipline dictates.

e are able to explain through examples their understanding around the different forms that
bullying can take and use terminology, which sometimes is in accordance with their

disciplinary distinction as described by literature and sometimes not.

During the FGD, they were different moments of tension between the professionals, which
reveal their appetite to link their understanding of bullying with their disciplinary theories. One
of the examples was the tension between the EP and the SW and their debate around individual
versus societal factors influencing bullying. Individual factors in relation to bullying have
hitherto been dominant in research, including, amongst others, temperament (Olweus, 1980,
1997), anxiety (Jansen et al., 2011), school performance, race, ethnicity and gender (Mynard
and Joseph, 1997; Juvonen et. al., 2000; Jeong et. al., 2013). Nonetheless, more researchers
emphasise the need to examine the role societal power relations play in the manifestation of
bullying (Hickson, 2009; Horton, 2011; Horton, 2012). The disciplinary distinction on the way
that scholars approach the matter is crucial in understanding the data, since the findings reveal
that both professionals put forward their opinion using their disciplinary knowledge and
tradition to promote the authenticity of their ideas and practices. For example, they use phrases
like: “according to psychology” (EP) and “stemming from a combination of both psychology
and sociology” (SW). The attempt to draw on and to be supported by the authenticity of their
disciplinary knowledge is an example that the two professionals understand, and they describe
bullying according to their disciplinary distinction. However, the latter could also be viewed as
an example of how the professionals attempt to establish and assert their professional identity
during the FGD and reveals their dynamics. Therefore, the study allows one to explore the role
of disciplinary distinction in bullying understanding and the degree that the latter impacts or

applies in practice.

Beyond the beforementioned tension, evidence in the findings reveals that during the FGD there
is a frequent reference from the professionals of aggression. The way they understand
aggression varies according to their cross-disciplinary bullying theories. Similarly, in literature,
all scholars agree that bullying is linked directly with aggression, with the exact meaning of
aggressive behaviour varying depending on their individual disciplinary perspectives. Scholars

exploring the psychological effects of bullying (Salmon et al., 2000; Dixon, 2011; Hong and
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Espelage, 2012; Sismani-Papacosta et al., 2014) support that aggression is a deliberate act to
make a person feels unwanted or threatened. According to the findings, the EP and the MT link
aggression in bullying from — as they put it — a ‘psychoanalytical’ perspective, emphasising the
‘unresolved’ feeling of anger, which ‘is piled up’, and which ‘can lead to bullying’. It is worthy
to mention that in the Cypriot anti-bullying policy, there is no reference to aggression proving
that the two professionals are not influenced by the policy when they define aggression to
bullying. Initially, this translation verifies the way that professionals associate their disciplinary
theories (i.e., psychology) with the way they define bullying. However, it seems that the
explanation of the term from both professionals presents nuances from the way that psychology
defines it. For example, they do not include in their description ‘deliberate act’ something that
it is dictated by the discipline they claim to identify with. The latter, allows to explore whether
the professionals, by referring to their disciplines, prioritise to establish their professional
identity amongst the group rather than to offer a definition of bullying, which is tailor-made

according to their disciplinary distinction.

The professionals expand their thoughts around different forms of aggression that bullying can
take. The latter is invaluable for analysing and moving closer to the nature and the dynamics of
the association between their understanding of bullying and their disciplinary theories.
Regarding the forms of aggression in bullying, literature follows either a sociological perceptive
— dividing aggression to overt or covert, according to its nature (Murray-Close et al., 2006;
Catanzaro, 2011; O’Brien, 2011; Hemphill et al., 2012) — or a psychological perspective and
the harmful effects of bullying — dividing it into physical, verbal, psychological and relational
bullying (Dixon, 2011; Hong and Espelage, 2012). Looking at the way that the Cypriot anti-
bullying policy presents the forms that bullying can take, there is no distinction between
disciplines, rather it makes a general distinction between direct and indirect violence and then
becomes more specific in dividing bullying in physical, verbal, relational and destruction of
property. According to the data, the professionals refer to “...covert [and] indirect bullying”
(T), “...physical bullying” (EP), “...verbal bullying and psychological bullying” (TP),
“...isolation” (SW). These findings reveal that the professionals refer to forms of aggression
related to bullying without necessarily relying on their respective disciplinary categorisation
from literature or the terminology used in the Cypriot anti-bullying policy. For example, the
SW, who held on steadfastly to her disciplinary authenticity (i.e., identifies commonalities with
psychology) when defining bullying, refers to bullying as ‘isolation’ and not as ‘relational
bullying’, or the TP borrows terms such as ‘verbal’ and ‘psychological’ from the psychological
perspective, without necessarily belonging to the specific discipline. The findings here suggest

that understanding of bullying is more complex than the tendency to assert that individuals
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locate their theories in disciplinary silos or according to the national anti-bullying policy.
Therefore, the study problematizes the understanding of bullying, which is more complex than
the disciplinary distinction in literature, because, in real life, the professionals work alongside
others and their experiences are different from their cross-disciplinary unity or distinction.
Nevertheless, there is the tendency from the professionals to frequently refer to disciplinary
distinction, not necessarily to justify their beliefs on bullying definition, rather to establish their

professional identity amongst the group.
2.3. Bullying definition and bullying prevention practice become a dialogic process

The professionals:
e are able to link their understanding of bullying with examples of good practices in order to
prevent it, but their descriptions of same approaches to bullying prevention (i.e., Peer

Mediation) differ.

o illustrate their understanding to the role of empathy and moral disengagement regarding
bullying and make links with the nature of their everyday practice and their role in Cypriot

schools, rather than their cross-disciplinary distinction.

e who work more in a creative and experiential way (i.e., theatre practitioners, music
therapists) favour an open definition of bullying linking it with their open and exploratory

approach to bullying prevention.

Insofar the findings reveal that the professionals define bullying in various ways, which is
influenced by many factors linked with their practice, while their references in their disciplinary
distinction offers them the opportunity to establish their professional identity amongst the
group. It seems that practice plays an important role on how the professionals understand and
describe bullying, something that allows further examination of the dynamics of this
association. One of the examples is the reference to Peer Mediation by the EP and the SW.
While both professionals refer to mediation as one of the good practices to address bullying,
the way they describe the approach brings to light multiple nuances. The description of the two
professionals’ practices when bullying occurs reveals more about how they translate their
constructed bullying definition into practice. Mediation is described as asking the pupils “to
express their feelings” (MT) and for “both [pupils] to feel safe within this process” (EP). The
EP continues by saying that it is a part of “professional code of practice”, if the professionals
are “qualified”, “trained” and “capable” of realising it. Therefore, the difference in the
description of the professionals’ practice reveals that professionals link their practice with the

different way they understand bullying. It seems that code of practice, professional
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competencies, and work ethics are considerable factors in the way both professionals approach

practice, making the association between bullying understanding and practice more dynamic.

Another example that can be considered revealing, and which exhibits the nature and the
dynamics of the relationship between professionals’ understanding of bullying and their
practice, is the discussion around empathy and moral disengagement. Psychology studies
around individual factors as predictors of bullying reveal that cognitive and affective empathy
are negatively correlated, while moral disengagement is positively correlated with bullying
(Kokkinos and Kiprisi, 2017; Antoniadou and Kokkinos, 2018; Bjarehed et al., 2019). The data
from the MT can be understood in relation to literature, who states: “The children have no
empathy so as to understand that what they are doing is wrong”. However, the findings reveal
a differing perspective on empathy between the EP, who links lack of empathy to the existence
of a conduct disorder (i.e., Callus Unemotional Traits) and the other professionals, who link
lack of empathy to social factors. Mentions include, among others: “dysfunctional family” (TP,
SW, T), “school climate” (T, TP) and “the responsibility of the teacher” (MT). While the data
is treated with care since the dynamics between the professionals constantly shift and change,
the possible reason behind the professionals’ distinction here could be linked to the nature of
their practice in public schools. For example, the EP’s expertise is mainly in one-to-one
meetings or small group sessions with pupils, in order to provide a diagnosis and refer the case
to other public or private services, if need be. The MT and the TP work on a classroom level
and therefore refer to the responsibility of the teacher and school climate respectively.
Additionally, the TP includes parents in her intervention and the SW deals with families in
collaboration with the school, and they link lack of empathy to a dysfunctional family.
Therefore, the findings reveal that the form of a practice, the role in the educational institution
and the target group impact the way that professionals understand and define bullying, making

the association between definition and practice a dialogic process.

Examining more parameters that impact the professionals’ bullying understanding and bullying
prevention practice within the data, attention is drawn to the perceptions of the professionals,
who acknowledge that they work with creative and experiential approaches (i.e., TP, MT). The
two professionals differentiate their perception from the others’ and raise questions on whether
bullying is an action with the intent to cause harm and whether bullied children experience
bullying as a negative action towards them. Shetgiri (2013) maintains that the latter is the
subject of ongoing debate in literature, with only a few scholars arguing that intent to cause
harm is not always present in bullying, while in some cases, bullied children do not experience
any distress during the act. For example, in their research, Basile et al. (2009) identifies a 40.6%

of bullies who do not understand that what they do is bullying. Moreover, Elame (2013) asks
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us to consider the cultural dimension in the definition of bullying, since in different cultures,
different actions are perceived as normal, with children mimicking behaviours or remaining
oblivious to the oppressive relationship they find themselves in with their peers. The two
professionals state: “There are children who behave in a certain way without understanding the
effect of the harm they cause” (MT) and “Some children don’t experience distress, while you,
as an adult, can tell their relationships are not healthy” (TP). Regardless of whether we are
talking about bullies or bullied children, the findings reveal that the way the two professionals
understand and describe bullying is more sophisticated and has more layers than a linear action
to cause harm would. This is linked to their effort to differentiate their practices from the other
professionals, with an emphasis on art and creativity. For instance, the MT claims that: “While
the teachers are more into structure and have specific guidelines on what to teach, music
therapists have more freedom to explore emotions and work on free expression with the pupils”,
and the TP: “In my case, when I am invited to schools, it is not to address a specific situation
but to offer knowledge in a more experiential and creative way to the pupils, focusing on
prevention”. The description of their practices appears fundamental, since it indicates that
creative and experiential professionals (i.e., theatre practitioners, music therapists) favour an
open definition of bullying and a more exploratory approach to bullying prevention, referring
to it as ‘having more freedom to explore emotions’, ‘free expression’ and ‘experiential and
creative’. Additionally, the way that they distance themselves from other professional roles and
their explanation that they are not into ‘structure’ or ‘specific guidelines’ or ‘addressing a
specific situation’, solidifies the previous finding that the nature of everyday practice and the
role that the professionals are called upon or choose to perform within the educational

institution impacts their understanding of bullying.
Summary of findings

In the current section, the discussion gives light to the first research questions and the way that
the professionals understand and describe bullying and bullying prevention practice. The
findings reveal a wide range of bullying understanding, with the professionals using parallel
terminology to define bullying, yet with their examples to illustrate that their understanding of
these differ. The latter proves that the professionals are not attached to one definition, rather
they appreciate other perspectives about bullying brought by other professionals showing that
they are whiling to create dialogue with others. Moreover, while there is an initial sense that
the professionals are creating links between their disciplinary theories and bullying definition,
in reality the references in cross-disciplinary distinction could also be viewed as an example of
how the professionals attempt to establish and assert their professional identity amongst the

group. It seems that the examples that the professionals give from their disciplinary theories are
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neither in accordance with their cross-disciplinary distinction, nor they are influenced by the
Cypriot anti-bullying policy. Therefore, the professionals prioritise the establishment of their
professional identity rather than offer a tailor-made definition, which derives from their
disciplinary distinction. While disciplinary distinction is not in direct contact with
professionals’ understanding of bullying, the findings reveal that the professionals link their
understanding of bullying with their practice. Therefore, the professionals understand bullying
according to their professional competencies and work ethics, the form of their practice, their
target group and their role in educational institutions. Those factors assist the professionals in
communicating their understanding of bullying and at the same time in making decisions of
whether they should proceed with a specific practice, defining their limitations in practice and

the degree of their involvement.

3. Research Question 2: /n what ways do their disciplinary identity, academic background and
working experience influence their understandings of bullying and of the nature and impact of

their bullying prevention practices?

As seen, the findings reveal that there is variation between professionals’ perceptions around
bullying understanding, which is influenced by several factors. Additionally, there is a complex
association between cross-disciplinary theories of bullying and bullying understanding, while
bullying definition and bullying prevention practices are found in a dialogic process. An
innovative aspect of the current study is that of creating a space, in which the professionals
were able to interact and exchange ideas and thoughts placing this interaction within the
framework of interdisciplinarity for bullying prevention. The order, in which the research
methods were implemented was significant in order for the professionals to be able to critically
reflect, to think about their practices on a deeper level, to question assumptions and ideas and
to gain greater self-awareness. Each research method was analysed and the findings informed
the next research method, building moments of tension during the FGD, which assisted the
professionals to enter a process of ‘critically reflective practice’ (Thompson and Pascal, 2012;
Bassot, 2015; Jones et al., 2019), an approach of linking together their disciplinary identity,
their academic background and their working experience. In other words, although moments of
tension appeared to have potentially challenged the professionals’ communication during the
FGD, the findings demonstrate that those moments generated moments of critically reflective
practice around the impact and the nature of their bullying prevention practice. Therefore, as it
will be argued, opportunities were given for the professionals to enter a shared space of
reflection that could potentially influence their future decisions and consequently the efficacy

of their practice.
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The discussion here corresponds to the second research question and the way that disciplinary
identity, academic background and working experience influences the professionals bullying
understanding and the nature and the impact of their bullying prevention practices. The analysis
of the data examines the relationships between the potential the research process has of
connecting with critically reflective practice and of illuminating and contributing to current
debates about the nature, the value, and the form of critically reflective practice. Two areas are
identified that are responding to the research question dividing this section into two parts: 1)
The importance of bullying definition, and 2) The efficacy of professionals’ practice through

critically reflective practice.
3.1. The importance of bullying definition
The professionals:

e justify the importance of them having a clear understanding of the definition of bullying
and link clarity of definition with efficacy of their practice and their role in bullying

prevention.
e support that teachers, pupils and parents are confused concerning bullying definition.

e communicate the importance of following the Cypriot anti-bullying policy, however some
of them appear uninformed of the policy’s protocols, illustrating a gap between policy and

practice.

The debate of the professionals around the importance of defining or not defining bullying to
the pupils, which created tension between them, is significant to identify the dynamics and the
impact of critically reflective practice during the professionals’ interaction. As Barnett (2008)
explains, critically reflective practice takes place when professionals observe how their own
practice fits within a specific context and how it can potentially contribute to their own
professional learning and professional development, with them individually constructing their
own identity as part of a discursive process. While the initial aim of the discussion was to
explore the professionals understanding around bullying definition and how this is translated
into practice, by the end, the dynamics of the discussion have changed. In terms of
understanding the nature and value of this aspect of critical reflection, it is interesting to
examine those dynamics at work within the data. The following argument of the SW caused the
professionals speak up on the importance or not to define or not to define bullying: “At the end
of the day, defining bullying is not necessary. Everyone has his/her own opinion on this”. While
she brought the practical challenges stemming from the complex nature of defining bullying,
she overlooks the issue by claiming that the solution to bullying is for the pupils to report any

“bothersome” behaviour. In other words, she argues that defining bullying is complex and
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therefore the best solution is to consider every bothersome behaviour as bullying. The latter
caused reactions from the rest of the professionals, expressing their need to communicate the
way they view the importance of having a clear definition of bullying. For the MT, definition
is essential for addressing the issue more “effectively”, since it assists in making an assessment
that it is linked to “the diagnosis of the problem or the disorder”. The TP adds that if you wish
to inspire children to “report bullying” then they need to know what bullying is. Both
professionals put at the front the importance of bullying definition linking it with the efficacy
of their practice. They directly reflect that their approach differs from the others’, presenting
issues of ‘how to address effectively’ bullying and the introduction of a process that is ‘based’
on pupils’ understanding and reporting. Their words can be understood as critically reflecting
around their professional role and responsibility leading to the construction of professional
identity in bullying prevention practice. It is an example of professional critically reflective
practice, in which they think aloud about the importance of them having a clear understanding

of the definition of bullying and link clarity of definition with efficacy of their practice.

The reflection of the teacher on the same topic, who remains silent for most of the discussion
offers the possibility to examine the dynamics insight her process of reflective practice. Mann
et al. (2009) and Robb and Thomson (2010) describe the specific reflection that the T went
through as a meta-reflection process, in which she interrelates her professional distinctiveness
and strengths at micro, meso and macro levels. The T highlights the importance of bullying
definition in order to be able to address it more effectively. As she argues, parents and pupils
cannot separate bullying from other forms of violence, creating issues when it comes to
addressing a situation, since if it is bullying, you must follow specific protocols “according to
the policy of the school and the MOEC”. She further supports that even teachers cannot separate
bullying from other forms of violence because they are not fully trained to do so, which can
lead to them not following the protocols for addressing the issue in an appropriate way. A close
examination across data, illustrates that other professionals express similar concerns with
examples such as their references around the importance of communicating bullying definition
to pupils, in order to differentiate it from other violent behaviours and the lack of training of
teachers with a result not knowing how to approach the situation. Considering the interaction
between macro, meso and micro levels, the T’s meta-reflection can be interpreted as an analysis
of her situation. For the T, the micro level represents her day-to-day work with pupils, the meso
level her professional training and the macro level the national and international laws, policies,
and guidelines. Here, the process of meta-reflection of the T detects a lack of awareness around
the definition of bullying from teachers, parents and pupils, which intensifies the gap between

policy makers the daily experience of professionals-practitioners and the public, with the policy
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makers seen as failing to create links between theory and practices for dealing with bullying
behaviour. The latter is further supported by the findings during the discussion around the
Cyprus anti-bullying policy, in which there was confusion amongst the professionals on how to
use the protocols of the policy, while some of them were unaware of the specific protocols.
Therefore, teachers remain on the front line when it comes to bullying prevention in Cypriot
educational settings, having the main role to address it effectively, without, in many cases, the
necessary tools or abilities to tackle it. The latter calls for immediate action, for the policy
makers to create links between theory and practice in order for a policy to be effective and

respond to its cause, which is to identify, prevent and address bullying in Cypriot schools.
3.2. The efficacy of professionals’ practice through critically reflective practice.
The professionals:

e show awareness around limitations and boundaries of their individual professional practice
and they articulate this in terms of the definition of their role and the way they connect their

roles with responsibilities.

e detect areas that they can work on and areas that they cannot in bullying prevention practice

and they link this with their professional competences and professional code of practice.

¢ identify possible reasons behind specific limitations of their practice, creating links with

solutions for professional capacity building.

An interesting and significant moment of tension between the professionals during the FGD
was their debate around the efficacy of one-to-one versus group approach in dealing with
bullying. According to Garandeau et al. (2016), literature refers to both approaches for
addressing bullying, a confrontational and a non-confrontational approach, with each having its
proponents and its critics. The stimulus for the specific discussion was the MT’s comment, who
states that she ““...would encourage him/her [pupil who is bullied] to speak more about it and
address it with the rest of the group, which will act as a support group”. The T and the TP
immediately react to her comment and favour a more one-to-one approach for addressing
bullying. Here, a like literature disparity on how to address bullying appears amongst the
professionals, with the research process enabling them to enter a process of reflexivity, in which
they critically reflect on the effectiveness of their practice and identify limitations and
boundaries therein. This can be understood from: “I’m trying to picture this with my class, and
I find it risky” (T) and “...addressing the issue with the rest of the classroom puts the pupil’s
emotional safety in jeopardy...” (TP). According to Thompson and Pascal (2012), reflexivity
is a method of reflecting as a mirror does, to be certain that in a certain practice, the full amount

of knowledge is used, actions are consistent with the professional value base and opportunity
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for development emerges. The two comments can be used to showcase witness reflexivity, with
the professionals finding themselves in direct dialogue with their working experience in a
school setting, presenting the case as ‘risky’ and ‘putting the pupil’s emotional safety in
jeopardy’. Therefore, they present another view or piece of knowledge on the topic and shape
their understanding of their own work, by identifying similarities and differences, as well as
specific points that they refuse to — or believe they cannot — follow in their practice. For
example, the TP states that her role is not to “resolve bullying incidents”, rather to “offer a safe
space”, in which children can explore, express their feelings, and promote reporting to the
teachers, and the T maintains that the one-to-one meetings encourage pupils who have “low
self-esteem to express how they feel”. Therefore, the findings reveal that they critically reflect
on and show awareness around limitations and boundaries of their professional practices. They
articulate the latter in terms of the definition of their role and the way they connect their roles
with responsibilities, replying in the negative to the proposed group approach to bullying, as it

is something they ‘cannot address’ professionally.

Equally important is the added value of the content and context of the specific study from other
processes of critically reflective practice since it brought different professionals together to
discuss interdisciplinary bullying prevention practices. Literature asserts that critically
reflective practice enables the professionals to ‘think aloud’ for themselves and engage in
discourse, aware of their emotional responses and being prepared to challenge their
assumptions, attitudes, values and beliefs in relation to other professions they take for granted
in their everyday practices (Bassot, 2015; Jones et al., 2019). For example, the EP, commenting
on the beforementioned group approach to bullying, states that “there is no right or wrong as
long as you can handle it”. He moves further to state that as a psychologist he “would probably
open up the discussion to the rest of the group” adding that the way that each of them would
handle the situation is a part of their “professional code of practice”. The critically reflective
practice that took place during the FGD was possibly influenced by the framework of the
discussion, which bridged the professionals’ awareness of their and others’ professional
practice with examples such as: “I don’t think there is right and wrong in this matter”, and “we
are saying the same thing, but we understand it differently”. Apart from thinking aloud and
voicing their thoughts, they detect areas that they can work on and areas that they cannot in
bullying prevention practice and they link this with their professional competences and
professional code of practice. The latter is an initial thinking around a future interdisciplinary
collaboration since it illustrates the professionals’ appetite to reflect together, to identify what
each one can individually offer in practice and find a common ground, proving in practice the

impact and the value of interdisciplinary framework to critically reflective practice.
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Signs of professional learning and growth are evident in the data, with the professionals
constantly entering a process of reflective-in-action. Reflective-in-action is described in
literature as a part of people’s everyday lives, sometimes without them being aware they are
doing it. Schon refers to it as ‘thinking on your feet’ (Schon, 1983: 54) and as Bassot (2015)
states, the process is very important for people who work with other people, giving them
solutions in their everyday problems. One example came up during another moment of tension
and the professionals’ debate of how bullying is being handled by teachers in schools. The T’s
reflection appears relevant and significant to examine the nature and the dynamics of reflective-
in-action process. As she admits, teachers might not know how to respond properly when pupils
report bullying or may not have the skills to do so. She further comments that teachers, in their
effort to offer comfort and compassion to the pupil who reports bullying, accidentally
underestimate the weight of the incident, with the pupils “receiving the message that their
teacher is not empathetic”. She shows awareness that this calls for “more training in classroom
management and communication skills”, and this is something that the teachers seek on an
individual level, for their personal and professional growth. Here, Schén and Bassot point of
view as being reflective-in-action assists in revealing the perceptions of the professionals
around whether they enter a process of finding solutions to make their practice more effective.
In this case, the T acknowledges the lack of efficient communication and understanding
between her and her pupils. She enters a dialogue with herself, questioning these issues and
laying down the reasons for teachers’ incompetence in communication, which ultimately leads
to lack of trust between the pupils and their teachers, discouraging the reporting of bullying.
Nevertheless, she suggests that teachers are aware of this shortcoming in their competence and
are looking to improve, identifying solutions for the situation. Therefore, the professionals’
interaction allowed them to identify possible reasons behind specific limitations of their

practice, creating links with solutions for professional capacity building.
Summary of the findings

The current section responds to the second research question, exploring the way that
disciplinary identity, academic background and work experience influence the professionals’
understanding of bullying and the nature and impact of their bullying prevention practice. It
contributes to the knowledge and understanding of whether there is clarity in bullying
definition, the importance thereof and the way that this impacts their practice. The importance
is placed in moments within the data that professionals enter a process of critically reflection
practice, in which professionals identified the importance of having a clear definition of
bullying and the lack thereof from teachers, parents and pupils, which creates a gap between

policy makers’ guidelines and the daily experience of professionals. Therefore, the study
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determines and showcases the agenda of policy makers and the difficulty professionals have
responding to this agenda. Furthermore, the findings reveal that the professionals show
awareness around limitations and boundaries of their individual professional practice and they
articulate this in terms of the definition of their role and the way they connect their roles with
responsibilities. They detect areas they can work on and areas that they cannot in bullying
prevention practice, linking them with professional competencies and professional code of
practice. In dialogue with the latter, they identify possible reasons behind specific limitations
of their practice, thinking of practical steps to follow and find solutions for their professional
capacity building. Therefore, critically reflective practice is appreciated in cases where the
professionals observed the way their practices are understood and the way that this contributed
to their own professional learning and professional development. The value of the critically
reflective practice that took place in the current study lies in the fact that all five professionals’
practices are distinct, and therefore the process enables them to draw elements from different
disciplinary theories offering an abundance of evidence on professional roles and
responsibilities, boundaries of professional identity and capabilities in their contact with other
professionals. While all the professionals defend their professional boundaries, there is a sense
of mutuality and respect for each other’s professions by critically reflecting on their
professional practice. Their common aim leads them to find bridges and their own place in a
process of collaborating in bullying prevention practices, overcoming challenges and barriers
that could essentially arise in a future collaboration. Yet, the findings show that there is much
more to learn when the boundaries of professional work are crossed in a process of entering

interdisciplinarity for bullying prevention.

4. Research Question 3: What is their awareness of their professional identity in bullying
prevention practice, in relation to other disciplinary processes and approaches for preventing

and addressing bullying?

As previously discussed, the professionals entered a research process, in which they reflected
to their own understanding of bullying, creating moments where they critically questioned the
efficacy of their own professional practices in addressing bullying. Beyond the data from the
interviews and the vignettes, it was significant to look at the way that the professionals respond
during the FGD and particularly their discussion after the creation of their professional relations
diagrams. The specific activity assisted in viewing the way that professionals view each other’s
and other professionals’ practices identifying parallels and differences between them and their

own professional identity.

The following discussion responds to the third research question and that means looking at the

awareness of the professionals of other disciplinary processes and approaches and the impact
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that the latter has on their own professional identity. As it will be argued, the professionals
constantly form and re-form their professional identity by thinking about roles and
responsibilities, limitations and boundaries and they clarify the relation or lack thereof to each
other’s practices, in describing their views on the role of other professionals, and then
positioning themselves in relation to them. Therefore, the current section is divided into two
parts: 1) Professional identity negotiations, and 2) The individual and social process of

constructing professional identity.
4.1. Professional identity negotiations

The professionals share their different perspectives on their approach and experience of

negotiating their professional identity, with some of them to:

e emphasise particular qualities of their professional identity (i.e., music therapists value
most children’s free expression instead of a structure learning process) and hold strong to

their distinct role that derives from this, without negotiating their professional identity.

e show a willingness to adapt and negotiate their practice in order to fit in and be able to
function within the Cypriot educational institution (i.e., theatre practitioners), by

prioritising these objectives and by being open and flexible.

e communicate the importance of negotiating their practice in school because of their role as
visiting professionals (i.e., theatre practitioners, social workers, educational psychologists),
which is influenced by the structural features and the objectives of the educational
institution (i.e., short-term results, bigger number of pupils, structured activities, specific

objectives).

The FGD and the interaction between the professionals showcase a process in which they share
their different perspectives on their approach and experience of negotiating their professional
identity in bullying prevention practice. According to literature, professional identity is a
continuous process of interpretation and re-interpretation of experiences (Day 1999; Beijaard
et al., 2004), in which the professionals have roles strongly determined by the communities and
institutions of which they are members (Kogan, 2000). A vivid example from the data, which
illustrates that the research process stimulated the professionals to start thinking of their own
professional identity regarding bullying prevention practice is their debate of whether it is
necessary to communicate bullying terminology to the pupils. For instance, the T approaches
the matter from an educational perspective, aiming for pupils to gain knowledge about what
bullying entails and separate it from conflict in order to report the incident or support the bullied.
Conversely, the MT invests more in a process in which “pupils form their own opinion about

the issue, proving to them that some of their actions are wrong and offering them the way in
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which they can change their behaviour”. Here, the T links her professional identity with her
community of practice (i.e., offer knowledge) and her role in the education institution (i.e.,
enhancing bullying report). Similarly, the MT finds links with her own community of practice
(i.e., focuses on self-expression and creation) and she interprets her own experiences in bullying
prevention by helping the “pupils to form their own opinion” about bullying (i.e., “proving to
them” and “offering them”). In addition to the latter, the MT in the professional relation diagram
she created during the FGD, finds similarities with professionals incorporating more therapeutic
approaches, while she places the T in the category of professionals, whose role is to investigate
and address bullying in a procedural and structured way, following specific protocols and
policies. Both professionals emphasise particular qualities of their professional identity and
hold strong to their distinct role that derives from this, without negotiating their professional
identity. Therefore, this can be understood as revealing that the research process stimulated the
professionals to start thinking about professional identity regarding bullying prevention

practice, by exploring the way they expect to see themselves and the others in actual practice.

Another aspect, which is valuable to look at, is the impact that the structural features have to
the development of professional identity looking at specifically the way that bullying prevention
practice is described by the professionals. According to the literature, the influence of the
structural features of the social world plays an important role in identity formation, with many
professionals struggling within the boundaries of those structures to legitimately enter that
social world (Deem, 2006). Participation in this struggle also impacts the development of both
academic and professional identity (Wilson et al., 2013). A vivid example of the latter, which
is revealing within the data is the comment of the TP, who states: “When I am invited to schools
[...] is to provide knowledge in a more experiential and creative way to the pupils, focusing on
prevention”. The TP, in contrast to the MT’s previous comment, attempts to find her role in
bullying prevention practices within the structures of Cypriot schools, bridging the expectations
of the stakeholders on ‘providing knowledge’ and her approach of being ‘experiential and
creative’. Therefore, the findings develop a contextual insight into the literature, revealing the
process of construction of one’s professional identity. In this case, the TP shows a willingness
to adapt and negotiate her practice in order to fit in and be able to function within the Cypriot
educational institution by prioritising these objectives and by being open and flexible. Her
description of her practice demonstrates exactly this, by instrumentally choosing activities that
have either been extended to fit both directions (i.e., knowledge and creativity) or combined
activities to achieve the same goal. The value she places on creativity can be seen in her
professional relations diagram, in which she includes her profession in those, who can

incorporate experiential activities in a classroom setting for bullying prevention. Therefore, the
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findings reveal that there is a strong influence from the structural features (i.e.,
instructions/policies of the school institution), which calls for the professionals to come to terms
with their practice and the way that it will function within a specific institution, meaning

negotiations are taking place within this process.

The findings demonstrate that the professionals are faced with the strong influence from the
structural features, which calls for negotiations of their practices and the way they will function
within the school institution. According to literature, increasingly, the institutions are directed
towards implementing strong strategy, in order to aim for maximum effectiveness (Moos, 2005;
Meyer, 2007). In the case of educational institutions, such as schools, the teachers and other
professionals are being gradually more supervised, monitored and evaluated by external
components or services with as a result to proceed with many restrictions and negotiations in
practice (Vdhésantanen et al., 2008). The process that the professionals went through and their
interaction through FGD generated data, which refer to multiple occasions of professional
identity negotiations. Therefore, the findings of the research explore the framework and the
insights of the literature, by presenting those negotiations that are taking place regarding
bullying prevention practice in Cypriot educational reality. Examples of those negotiations
include “I guess there is a middle ground...” (SW), “...the discussion led me to question my
role...” (EP), “What I would do is from the outset choose a smaller group of pupils and not
work with the entire class” (MT) and “You have a role to play, but not the leading role” (TP).
It seems that the negotiations of the professionals include, minimizing time, achieving short-
term results, working with bigger number of pupils and structured activities and setting up and
meeting specific objectives. Those negotiations are link with and are influenced by their role as
visiting professionals, the structural features and the objectives of the educational institution.
Here, the centralised nature of the Cypriot educational system and the monitor of the anti-
bullying policy by the DIT plays an important role to the professional identity negotiations,
especially for the teachers. The frequent reflection of the T and her mention of the two
parameters when it comes down to visiting professionals in schools: “approval by the MOEC”
and “communication prior to any intervention”, shows initially her professional identity
negotiation and secondly her agency as catalytic in professional identity negotiation of the
visiting professionals in schools. Therefore, the professionals find themselves in a constant
dialogue between their professional identity and the reality of their practice, thinking of what
they can and what they cannot proceed with when they are called upon to work on bullying

prevention in, specifically, the Cypriot educational system.
4.2. The individual and social process of constructing professional identity.

The professionals:
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e who are invited to work in schools are found between their individual and the social process
of constructing their professional identity since they communicate the reasons of not
negotiating their practice, referring to the authenticity and value of their disciplinary theory,
while the teaching staff employed by the school calls them to negotiate, referring to the

institutional guidelines and instructions.

e present what they think is appropriate in real practice and then express the need to find a
middle ground between respective disciplinary theories and the structural features of an

educational institution.

e describe the way they see themselves in practice and their role and differentiate them from
the role of a teacher, elevating teachers as the most important and valuable professionals

in bullying prevention.

e show an understanding between the different perspectives and refer to common areas
between teachers and other professionals regarding their roles and responsibilities in

bullying prevention, communicating their willingness to find a middle ground.

The FGD and the interaction of the professionals enable potentially the creation of a social
network between them, in which they create dialogue between theirs and the other
professionals’ practices, influencing the formation of their professional identity in bullying
prevention. A study on the extent of the influence of social networks on the clarity of
professional identity by Dobrow and Higgins (2005) showed that the more access you have to
various, non-repetitive sources of information, the more clarity you gain of yours and others’
professional identity (Dobrow and Higgins, 2005; Sweitzer, 2009). Exploring whether a social
network is created during the professionals’ interaction through FGD, the previous example of
the T is particularly relevant. As seen, the T communicates the professional boundaries of the
visiting professionals, calling them to negotiate their professional identity putting forward her
role as a teacher in Cypriot educational system and the institutional guidelines and instructions.
Opposing to the latter, the MT puts an effort to communicate the uniqueness of her practice,
putting in across and comparing it with the teachers’ practice. As she states: “A teacher might
enter the classroom and say, ok, this is bullying, and this is the “bully” and the “bullied”.
However, there are thousands of other more creative ways to actually help the pupils...”. The
latter reveals the context of a process, in which a potential social network between the
professionals is created during the FGD, offering them a new understanding and clarity of their
roles and responsibilities regarding the issue of bullying prevention. For instance, the MT puts
an effort to clarify her role by determining the role of other professionals (i.e., teachers offering

“stereotypical knowledge”), by finding parallels (i.e., “help the pupils”) and by distancing her
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practice from them (i.e., “more creative ways”). In this case, the MT, as a visiting professional
in schools, voices her professional identity by explaining that her different approach of
incorporating ‘creative ways’ for deconstructing stereotypes about bullying is what makes her
unique and valuable in the process. Therefore, while a social network between the professionals
is formed, the process enables them to discuss and communicate the reasons of not negotiating
their practice and refer to the authenticity and value of their disciplinary theory. They have the
opportunity to clarify and voice their professional identity and to explain that being different is

what makes them all fit in when it comes down to bullying prevention practice.

The creation of a social network during the FGD offers possibilities for the professionals to
enter different processes of constructing their professional identity in bullying prevention
practice. Literature asserts that there are more to learn about our abilities and skills, when a
process of social comparison is taking place with others, in which we test the appropriateness
of our knowledge, beliefs and opinions, constructing in this way our social self. (Lundell and
Collins, 2001; Buunk and Gibbons, 2007; Van Lange, 2008). While previously the MT by
comparing the practice of a teacher elevates her practice as unique and valuable, other examples
from the data show a different approach. For example, in the discussion around the challenges
around communicating terminology to the pupils the EP quotes: “From where I am coming
from, terminology is important. [...] I think it depends on the situation”. The data demonstrate
the process that the EP is found in constructing his social self within everyday reality presenting
his opinion as a disciplinary authenticity (i.e., “where I’'m coming from”) and at the same time
seeing bullying in Cypriot schools from a broader perspective (i.e., “it depends”). Here, the
findings depict the relationship between the professionals’ experience and practice, and their
discourse and discipline, as linked by the data. The latter is reflected in the EP’s professional
relation diagram, since he sees two groups of professionals, according to the work they provide,
those who can support the pupils with a one-to-one approach (including him) and the others
who work on a classroom level. The findings reveal that the professionals present what they
think is appropriate in real practice and then communicate the need to find a middle ground
between respective disciplinary theories and the structural features of an educational institution.
Therefore, during the research process, the professionals find themselves in a constant dialogue
between their disciplinary theory and the reality of their practice, thinking of what is right and

what is wrong when they are called to work against bullying in a specific setting.

Different process of developing professional identity is formed during the FGD and the creation
of a social network between the professionals. An example is the professionals’ discussion
around the biases that the children bring to school, yet with the teachers’ role being central in

their discussion. On the one hand, attention is drawn to the teachers’ role and agency, who act
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as role models for emotional relationships connected to inspiration (Ortega-Baron et al. 2013),
and on the other hand to the issues from a structural perspective and the teacher as a figure
involving collaboration with parents, no tolerance towards bullying behaviour and surveillance
(Cohen and Freiberg, 2013). According to the MT “teachers are role models, and they need to
show empathy and inspire the children”, while the SW highlights that “if there are no structures,
such as involving the whole school community for eliminating bullying, or if a teacher tolerates
this behaviour, then this is very problematic, since the children will realise that they can get
away with actions like that” (SW). The two viewpoints can be also traced back to the literature
and are clear examples of how school structural features influences professional identity
negotiations as discussed previously. Moreover, it shows a different process of identity
formation with the two professionals to form an alliance and synchronise how they see
themselves in practice and their role, and differentiate them from the role of a teacher, elevating
teachers as the most important and valuable professionals in bullying prevention. Their
professional relation diagrams demonstrate exactly this, positioning of the teacher in a
prominent place when it comes to bullying in Cypriot schools. Therefore, the professionals
reflect that no matter how much work they do during their practices, they need the support of
the teacher, who is responsible for maintaining the quality and overseeing the outcomes of their

work.

As the FGD were progressing, the data shows that the professionals’ views were constantly
shifting, influenced by the dynamics of the social network that was created. According to
Kogan’s (2000) the concept of professional identity is considered both individual and social,
and professionals are stronger because of their own conceptual ideas and expertise in
combination with other roles they are called upon to undertake in the communities and
institutions in which they function. For example, the T remains silent for most of the discussion,
saving her response for after everybody had expressed their opinion on the matter, making an
effort to set things right and at the same time to bridge the differing views: “I get your points
because, as a teacher, I believe that pupils should use the correct terminology. However, let’s
be careful with when and how we use words in our practices because they have a strong
meaning”. The EP agrees with the T’s comment: “Bringing this to a close, it is your role in the
intervention, your professional background and the aims you set that determine how you will
approach it in the classroom”. Here we see the example of how the professional identity is
formed in combination with the ideas and roles of other professionals, when the T expresses
her appreciation of other opinions (i.e., “I get your points”) and the EP offering a more unified
opinion (i.e., “bringing this to a close”). Therefore, the professionals show an understanding

between the different perspectives and refer to common areas between teachers and other
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professionals regarding their roles and responsibilities in bullying prevention, communicating
their willingness to find a middle ground. Whether a social network between the professional
is formed or an initial interdisciplinary collaborative thinking for bullying prevention is being
developed the findings demonstrate that, while the FGD progress, the professionals enter a
process of identifying parallels on how they approach the topic, continually forming and re-

forming their professional identity regarding bullying prevention practices.
Summary of findings

The current section examines the awareness of the professionals of their professional identity
in relation to other disciplinary processes and approaches for preventing and addressing
bullying. The findings reveal the different process that the professionals go through in defining
their professional identity regarding the matter and the potential negotiations they are called to
make influenced by the structural features of the reality of the Cypriot educational system.
While the professionals enter the research process with their assumptions and ideas about the
way that other professionals work around bullying, the research process enables them to form
a broader understanding about their own professional identify. Therefore, it seems that in some
cases the professionals value their differences in the way they approach bullying prevention
and hold strong to their distinct role that derives from this, without negotiating. In other cases,
the professionals adapt and negotiate their practice in order to fit and be able to function within
a Cypriot educational institution by being more flexible and choosing specific activities that
meet theirs and the educational institution’s objectives, or by being creative and merging
activities to meet both parties’ objectives. For the latter, they identify that having minimum
time to achieve maximum results, working with bigger number of pupils, incorporating
structured activities and setting specific objectives are among the negotiations they have to take,
which are influenced by their role as visiting professionals, the structural features and the
objectives of the educational institution. The professionals, who are invited to work in schools
discuss and communicate the reasons of not negotiating their practice and refer to the
authenticity and value of their disciplinary theory, while the teaching staff employed by the
school calls them to negotiate, referring to the institutional guidelines and instructions.
Therefore, the professionals present what they think is appropriate in real practice and then
communicate the need to find a middle ground between respective disciplinary theories and the
structural features of an educational institution. They describe the way they see themselves in
practice and their role and differentiate them from the role of a teacher, elevating teachers as
the most important and valuable professionals in bullying prevention. The latter does not take
away the fact that the professionals try to show an understanding between the different

perspectives and refer to common areas between teachers and other professionals regarding
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their roles and responsibilities in bullying prevention and they communicate their willingness
to find a middle ground. During the process, their professional identity regarding bullying and
bullying prevention is constantly formed and re-formed, with the professionals highlighting
their limitations and boundaries and voicing their sense of what is right and what is wrong with
bullying prevention in Cypriot schools, finding parallels, as well as differences, and showing

their motivation of working alongside others.

5. Research Question 4: How do professionals from different disciplines understand and
view the possibilities, the limitations and the challenges of interdisciplinary collaboration for

preventing and addressing bullying?

As seen, the research facilitated the creation of a social network between the professionals, to
which they responded, clarified, negotiated and re-formed their professional identity in bullying
prevention practice. During the FGD, the professionals were asked to perform examples of good
practices and to create their professional relations diagrams in order to identify ways of working
with each other around bullying, communicating their understanding on the nature of their
potential collaboration. The latter, in combination with the interpretation of the dynamics of the
relations between the professionals during the research process, from beginning to end, assisted
in exploring the potential of the development of an interdisciplinary collaborative process

between them.

The following discussion responds directly to the fourth research question and the way that the
professionals understand and view the possibilities, the limitations and the challenges of an
interdisciplinary collaborative process for preventing and addressing school bullying.
Therefore, the discussion focuses on the nature and the dynamics of the process that the
professionals were found, by correlating their practice with the practices of professionals from
other disciplines, and the insights of an interdisciplinary thinking about bullying prevention
practice that had been triggered. For the latter, three areas are identified to respond to the
research question: 1) The professionals’ interaction as a medium for interdisciplinary thinking,
2) Challenges and limitations of interdisciplinarity, and 3) Possibilities and opportunities of

interdisciplinarity.

5.1. The professionals’ interaction as a medium for interdisciplinary thinking

The professionals:

e use their interaction as an interdisciplinary opportunity to share knowledge and ideas
around bullying, to discover connecting points with each other and to synchronize their

thoughts.
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e show awareness of the boundaries and the limitations that the broader educational
institution imposes on their practice and the different directions that the bullying prevention
practice can take, identifying in this way their place and role in interdisciplinary

collaboration.

e communicate their willingness to work alongside others in interdisciplinary collaboration,
by reviewing their practice and appreciating the way that other professionals approach

practice.

e show an understanding of the different roles that different professionals have in the context
of interdisciplinary collaborative practice, influenced by their responsibilities within the

school institutional establishments.

One of the main aspects of interdisciplinarity is the creation of a process of sharing between the
professionals, something that it is significant to trace within the data and explore whether it
took place during the research process. Wentworth and Davis (2002), describe the process of
‘sharing’ in interdisciplinary collaborative practice as a process, in which expertise is still
valued, yet democratised through the exchange of knowledge and ideas. During the process of
sharing, Meyer’s (2007) idea of forming ‘connections’ is taking place, which is a dynamic
system of framed points of interest, which sometimes create and intensify a framework of
discussion and at other times stimulate interactions that are silenced or thought to be
unimportant. One of the examples, within the data, which responds to the literature and
illustrates that interdisciplinarity starts to be formed between the professionals, is the moment
of tension created between the professionals, concerning their disciplinary distinction. The
specific tension during the FGD involved their different approaches in addressing bullying,
with some of them supporting the whole classroom approach, involving the whole classroom
in dealing with an incident and the others an one-to-one approach, handling the matter with the
main protagonists individually. In the specific case, multiple viewpoints emerge which prove
the creation of a process of sharing between the professionals by exchanging knowledge and
ideas about the matter in discussion. For example, the SW speaks about “not exposing the pupils
in front of the whole group”, the TP about the “appropriateness of addressing the issue in front
of others” and the T about “the benefits of one-to-one private discussion”. On the contrary, the
EP maintains that both approaches are to be considered under specific circumstances: “...there
is no right or wrong approach, as long as a professional you can handle it...”. His argument
generates a new sharing process among the professionals, calling them to find new connecting
points. For example, the professionals form alliances with each other, with some justifying their

opinion that bullying must be seen as a shared concern among pupils and therefore it should be
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addressed in front of the whole classroom (i.e., MT and SW) and others believing that such an
approach puts the pupils’ emotional safety in jeopardy and therefore one-to-one approaches are
more suitable for resolving the issue (i.e., T and TP). The dynamic system of interaction shifted
constantly and determined in each topic of discussion the relationship of the professionals with
each other and the relationship between each professional and the way they understand and
translate the systems around them. Therefore, the findings reveal moments of the professionals’
sharing process, in which they find connections, form alliances and synchronize their

understanding about the matter, illustrating a process of interdisciplinary collaborative process.

The interaction between the participants during the FGD assists the professionals to identify
and clarify, both for themselves, as well as for the other professionals, differing professional
roles and responsibilities in bullying prevention practice, something that could potentially bring
them together to work collectively on the issue within specifically the Cypriot educational
system. Here, there is the apprehension that the broader institutional context plays an important
role in facilitating the realisation of, for example, professionals’ personal and professional
potential (Beijaard et al., 2004; Wilson et. al., 2013). The latter is highly important in order to
explore interdisciplinarity within the data, since the professionals need to be able to examine
their own feelings, reactions and motives and the way that those influence their thoughts and
actions within the specific institutional context. In other words, to be able to be reflexive (Klein,
1996; Knaggard et. al., 2018) having into consideration the educational context they are called
to work with. An example, which showcases a process of reflexivity from the professionals was
during the tension of whether using bullying terminology in practice is needed. The EP states:
“Whether you are called upon to offer just knowledge and inform them [pupils] about this
phenomenon, or you are called upon to address a situation, there are potentially pupils in your
classroom that have experienced this type of behaviour. You are not 100% sure what is
happening there”. Here, the EP directs the discussion towards the individuality of each practice,
the context of their work and reflexivity. On the one hand, the EP draws attention to the
distinction between preventive learning approaches (i.e., “offer just knowledge and inform
them”) versus interventions to address the issue (i.e., “address a situation’). On the other hand,
he places professional intuition and reflexivity during a practice in a classroom setting at the
forefront of the discussion, calling the professionals to be alert to what might be happening
around them (i.e., “you are not 100% sure”). In other words, he introduces to the discussion the
idea that each one of them has a different assignment to fulfil or a distinctive outcome to deliver,
yet they need to share a common awareness that pupils are potentially experiencing bullying
behaviour. He enters a process of reflexivity, in which he communicates the boundaries and the

limitations that the broader educational institution imposes in practice, with resulting recourse
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interdisciplinarity, by breaking down the different directions that bullying prevention practice
can take and linking each direction with specific professionals. Therefore, the findings
showcase the role of the broader institutional context in facilitating the realisation of
professionals’ personal and professional potential, leading them to redefine their roles,
responsibilities, and boundaries and think of the parameters and their negotiations of working

alongside each other within the Cypriot educational system.

Moving further, and as previously seen, one of the main debates among the professionals was
around the diverse learning processes they follow, in their need to negotiate and find their role
in practice and meet their aims. According to the literature, interdisciplinary collaborative
approach is about essentially creating a new discourse or expertise, which combines elements
from all other disciplines, yet at the same time maintains its sense of self, giving the opportunity
to both newcomers and experts to benefit from each other (Haynes, 2002: xv; Wentworth and
Davis, 2002; Knaggard et al., 2018). To achieve the latter, the professionals need to enter a
‘concept of dialogue’ or a ‘shared reflective process’, which is based on ‘reciprocity and
response, and which offers them the opportunity to reply on several occasions, in order to
augment a line of reasoning (De Laval, 2006: 6) and justify ideas, concepts and decisions. The
activities they designed and implemented, during the FGD, as good examples of practices, are
particularly useful for the professionals to demonstrate their practice and to develop a dialogue
with each other in which they justify their decisions and their priorities in bullying prevention
practice. For example, according to the discussion that took place after the implementation of
their activities, the MT and the EP find essential the treatment or therapy of the pupils involved
in a bullying incident. For the T and the TP, their practices are based on learning and visual
representation of the act respectively, and they prioritise awareness of bullying among pupils.
The SW argues that focusing on the definition should not be a priority, but rather cultivating
social skills and respect should. Gradually, we see their discussion to shift in different
directions, with the professionals making an effort to form connections with each other.
Examples include: “I guess there is a middle ground” (SW) or “There is no right or wrong. To
bring this to a close, it has to do with your role in the intervention, your professional background
and the aims you set” (T). In terms of creating a new discourse or expertise as dictated by
interdisciplinarity, the data seem unclear probably due to the short period that the research took
place since the beforementioned data trace two differing approaches; compromise (i.e., “middle
ground”) and respect of the disciplines (i.e., “there is no right or wrong”). Nevertheless, the
interaction of the professionals through the FGD functioned as a ‘shared reflective process’, in

which they were able to think aloud, to review their work and the way that their work influences

157



the pupils, never losing sight of their colleagues’ practices, thinking in this way the potential of

working alongside them.

Over time and through constant interaction, the professionals attempt to define their role, their
boundaries and how each of them ‘fit in’ in the addressing of bullying in Cypriot schools. In
this sharing process, on occasions, the professionals find connections with each other and on
other cases, they are divided holding strong to their opinion. The latter division appears
compelling since interdisciplinary epistemology does not claim that all types of knowledge are
equal, rather it states that disciplines and professionals representing those disciplines, together
with their aims, approaches and concepts, are already socially constructed (Haynes, 2002: xv).
This is apparent in the tension between the TP and the MT during the FGD and in relation to
the hypothetical case of a pupil reporting being bullied during their practice in a classroom
setting. Interestingly, both integrate artistic tools in their processes, yet their view on how to
approach the specific case differ, due to the way they understand their role in practice. The MT,
having a more therapeutic approach, argues that she will take initiative to address the issue with
the group to support the bullied child, showing a sense of ownership regarding addressing
bullying. Important for the discussion is the fact that looking across the data, the professionals
who identified themselves as associated with psychology and therapy (i.e., EP, SW, MT) show
a similar sense of acting upon anything that might happen in the classroom, considering it is
within their role to resolve the issue right then and there. However, the TP challenges this
specific approach: “Pupils are too fragile in that moment. Your role is to raise awareness on
bullying and not to address the specific issue. You are a visitor there [school]. Let the teachers
act on that”. Here, the TP identifies three main areas for them to consider, which are the pupils’
emotional safety (i.e., “too fragile”), the context of the institution you are working in (i.e.,
“visitor”) and professional boundaries (i.e., “your role is to raise awareness”). The data in
relation to Hayes reveals the differing views, which are valuable since they do not only
demonstrate the roles and responsibilities of the represented disciplines in this specific study;
rather they demonstrate the socially constructed role of the school institution, which is the main
institution, and the teachers, who are considered the professionals responsible for addressing

bullying.
5.2. Challenges and limitations of interdisciplinarity

e The professionals problematise around interdisciplinarity by reflecting, communicating
and revealing multiple challenges and limitations that the process brings, according to their

experience.
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Looking back and seeing how professionals change their views gives an insight into how the
research process facilitated change of opinion and perception. By the end, the FGD was
functioning as a process of sharing and forming connections, in which subsequent negotiations
between the professionals took place, with them identifying challenges that interdisciplinarity
for bullying prevention could potentially bring. The latter is traced back to the literature on
interdisciplinarity, which is a practice that crosses boundaries between disciplines and
institutions (Castan Broto et al., 2012) with knowledge, approaches, disciplines, and theories
integrating with each other (Lam et al., 2014). Herein the professionals refer to lack of time,
lack of contact with each other, lack of training and lack of funding. Some of their comments
include: “The procedures of going forward with this [interdisciplinarity], which is linked to
time” (SW), “Most other professionals don’t know what I do exactly” (MT), “...further training
on how to give space to one another is useful and how to address tension if it occurs” (EP) and
“I had to adjust somewhat in order to meet first my aims and then the needs of the school” (TP).
Other challenges include professional roles, responsibilities and boundaries. For example:
“...there are specific things that are allowed and some that are not allowed [...] They are
dictated by the regulations of the educational system” (T), “...you have to acknowledge that
the individual roles are sometimes not equal...” (SW) and “...the way you choose professionals
to work with you, and sometimes tensions can be created through people not having the
chemistry to work with each other” (TP). As seen, the findings demonstrate that the
professionals are able to identify that interdisciplinarity is not an easy task and to reveal multiple

challenges that they need to address if they are ever to consider proceeding with this process.
5.3. Possibilities and opportunities of interdisciplinarity

e The professionals show appreciation to interdisciplinarity, by communicating potential
possibilities and opportunities that the process brings for their personal and professional

growth and for the pupils’ learning.

For the professionals to identify the challenges and the limitations of interdisciplinarity can
only be seen as positive if they are prepared to face them and remain motivated when working
on the issue. This can be understood in relation to the argument of Repko et al. (2012) that when
an issue is too broad or complex, a single discipline is not able to resolve it and therefore
drawing on multiple disciplines offers a more comprehensive understanding or viewpoint than
a single discipline could offer. Indeed, together with challenges in the interdisciplinary
approach for bullying prevention, the professionals identify opportunities that the process
brings. Therefore, the professionals form connections and reflect on the impact that their
practices and the other professionals’ practices will have on each other, including personal
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development and professional capacity building. For example: “It will help him/her
[professional] build more concrete knowledge and structure his/her ideas when in contact with
other practices” (EP) or “Enhance and enrich your knowledge and expertise” (T), “You discover
new knowledge” (TP), “If you don’t work with someone, how can you know what he/she can
do?” (MT) and “Working with interdisciplinarity, teachers have the opportunity to see their
pupils with fresh eyes and find out how they respond to different stimuli and approaches” (TP).
Additionally, the professionals expand on their thoughts on how the process could potentially
have an impact on the pupils, with examples such as: “People learn in different ways” (MT),
“The educational system focuses mostly on gaining knowledge” (SW) and “They [pupils] have
the opportunity to be critical towards things” (T). The findings reveal the insights of the
professionals’ realisation, according to Repko et al., that a collaborative approach to bullying
prevention can be beneficial in many ways. Therefore, the professionals appreciate the
opportunities interdisciplinarity brings and view the idea of entering a collaborative
interdisciplinary practice to bullying prevention in a positive light, recognising its potential for

their personal and professional growth, as well as for the pupils’ learning.

Summary of findings

This section responds to the fourth research question on the way that professionals from
different disciplines understand and view the possibilities, the limitations and the challenges of
interdisciplinary collaboration for preventing and addressing bullying. The findings reveal that
the research facilitated a process, in which the professionals entered a process of sharing, by
exchanging knowledge and ideas around bullying, they discovered connecting points with each
other, by forming alliances with specific professionals and they synchronized their thoughts, by
creating a common understanding with those professionals. That dynamic system of their
interaction shifted constantly, demonstrating that a process of interdisciplinarity is starting to
be formed. In line with the latter, the professionals enter a process of reflexivity, in which they
communicate the boundaries and the limitations that the broader educational institution imposes
in their practice, with the consequent to recourse to interdisciplinarity, by breaking down the
different directions that bullying prevention practice can take and linking each direction with
specific professionals. They think aloud, review their work and the way that their work
influences the pupils, never losing sight of their colleagues’ practices, thinking in this way the
potential of working alongside them in an interdisciplinary context. At the end, the
professionals appreciate and make a clear distinction of the role of a teacher in an
interdisciplinary collaborative practice, who is the professional responsible to address bullying,
within the school institutional establishments, proving that different professionals have

different levels of responsibilities according to the context of interdisciplinarity. The
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professionals, through the process they went through, enter a concept of a dialogue, in order to
express their reasoning behind their answers, to think aloud and review their practice in the
context of interdisciplinarity. While it is not clear whether interdisciplinarity in the specific
context took place due to the short time of the research process, the professionals have managed
to problematise around interdisciplinarity by reflecting, communicating and revealing multiple
challenges and limitations that the process brings, according to their experience. At the same
time, the professionals show appreciation to interdisciplinarity, by communicating potential
possibilities and opportunities that the process brings for their personal and professional growth

and for the pupils’ learning.
6. Conclusion

The current study was designed to explore the perceptions of professionals from various
backgrounds and with different types of expertise, by bringing them together in an interactive
process. The professionals revealed their insights, elucidating with their answers aspects
regarding the research questions, which include their understanding around bullying and
bullying prevention practices, the way that their disciplinary identity, academic background and
work experience, influences their understanding of bullying and the nature and impact that the
latter has in their bullying prevention practices, their awareness of their own professional
identity regarding the others’ bullying prevention practices, and their understanding around the

possibilities, the limitations and the challenges of interdisciplinarity for bullying prevention.

The results show that the professionals hold a wide range of understandings of bullying, with
them using similar terminology, while offering examples to show how these understandings
differ. The latter demonstrates that the professionals are not wedded to a single definition, but
rather they value the many viewpoints on bullying presented by other professionals,
demonstrating their desire to engage in discourse with others. It appears that neither the
professionals' cross-disciplinary differentiation nor the Cypriot anti-bullying policy has any
impact on the way they understand bullying, rather they associate their understanding of
bullying with practice. In line with the latter, work ethics and professional competencies, as
well as target group and roles within educational institutions help the professionals convey their
knowledge of bullying while also helping them decide whether to engage in a certain practice,

specify their practice restrictions, and gauge the extent of their engagement.

Furthermore, the professionals enter a process of critically reflective practice, which assists
them to recognise the value of having a precise definition of bullying, by identifying that there
is absence of such a definition from teachers, parents, and students, which results in a gap

between policymakers' guidelines and their day-to-day experiences. The findings also suggest
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that the professionals are aware of the constraints and bounds of their professional practice, and
they pinpoint potential causes for specific practice limits, consider doable next actions, and
come up with solutions for their professional capacity growth. Although each professional
defends their own limits, there is a mutual respect among them as they evaluate one another's
professional practice, by making connections and by finding their own position in a process of

collaboration in bullying prevention practices.

The research process allowed the professionals to get a wider awareness of their own
professional identity even while they enter it with preconceived notions and preconceptions
about how other professionals deal with bullying. Therefore, it appears that in certain instances,
the professionals cherish their differences in how they approach the prevention of bullying and
steadfastly adhere to the specific role that results from these differences, without haggling. In
other instances, the professionals modify and compromise their practice to suit and be
acceptable. Moreover, the professionals explain their practice and how it differs from that of a
teacher, elevating teachers to the position of being the most significant and valuable experts in
the field of bullying prevention. The latter does not change the fact that the professionals make
an effort to demonstrate an understanding between the various points of view, make reference
to areas where teachers and other professionals agree regarding their roles and responsibilities
in the prevention of bullying, and express their willingness to find a middle ground in order to

collaborate with others.

The research's findings show that the interaction between the professionals was a dynamic
system that was continually shifting, showing the emergence of an interdisciplinarity process.
According to the latter, the professionals engage in a reflective process in which they convey
the restrictions and boundaries that the larger educational institution imposes on their practice,
leading to the need for interdisciplinarity. Through the procedure they underwent, the
professionals enter a notion of a conversation in order to explain the thinking behind their
responses, to consider their practice aloud, and to do so in the framework of interdisciplinarity.
Due to the short duration of the research process, it is unclear whether interdisciplinarity
occurred in the specific context, but professionals have been able to problematize
interdisciplinarity by reflecting, communicating, and revealing the numerous difficulties and
constraints that the process poses. At the same time, the professionals express their enthusiasm
for interdisciplinarity by highlighting the possible benefits and chances that the process offers

for both their own personal and professional development and the education of the pupils.
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Conclusion

Considering the complex nature of bullying and the various definitions that exist in the
literature, the objective of my study has been to showcase professionals’ perceptions around
bullying theory, bullying prevention and interdisciplinary practice in Cypriot primary
education. The research questions directed the focus of my research, which was for the
professionals to exchange knowledge and expertise around their understanding of bullying, the
way that their professional identity, academic background and work experience influence their
practice, their awareness of others disciplinary identity and bullying prevention practices and
the challenges, limitations and opportunities of interdisciplinarity in bullying prevention. This
is a synopsis of my Thesis, giving the reader access to my personal reflections and limitations

of the study and suggestions for future research work.

Chapter 1 and my theoretical analysis explored the literature relevant to policy definition, which
includes the construction and the dynamics of the relationship between policy makers, specific
interest groups and the public (Meier and Bohte, 2007; Hall, 2017). By critically analysing
specific areas of the bullying definition within the Cypriot anti-bullying policy, nuances were
identified between the literature and the policy design, which possibly impact policy
implementation. The latter determined the importance of the involvement of all stakeholders in
every stage of design and implementation of anti-bullying policies, in order for policies to be
successful. Therefore, the chapter was directed towards reviewing theories around collaboration
and interdisciplinarity, in order to explore the way that an interdisciplinary collaborative

approach can bridge the gap between policy design and policy implementation.

The Methodology chapter (Chapter 2) began by identifying the rationale, the aim, and the
research questions. The chapter presented the choices made for selecting a flexible
methodological research design, incorporating the social constructivism paradigm throughout
the three cycles of my AR methodological approach (Bradbury, 2008; Levin and Greenwood,
2011; Coghlan, 2019). It followed my thought process regarding the way that purposeful
sampling technique (Patton, 2002; Creswell and Plano Clark, 2011) was utilised to choose my
participants, and the changes that took place during the piloting process. The chapter then
justified the choice of written vignettes, interviews, FGD and electronic diaries as my research
methods, in order to collect a large amount of diverse data to shed light on the four research
questions. The aim of the chapter was to demonstrate my strategy in relation to the steps of my
research and the way that my data will be generated and will function within the three cycles
of the AR methodological approach in order to achieve trustworthiness in the research findings
(Cobb et al., 2008; Hartas, 2010; Robson, 2011; Metler, 2014), incorporating TA as a method

of coding my data and combining them to arrive in my findings.
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Chapter 3, presented of my findings, following TA, both in its Deductive and Inductive form
(Braun and Clarke, 2006; 2012; 2019). The data was coded, organised and presented in themes
in two sections, according to the methodology and the methods of data collection used. The
first section related to the first two cycles of the study, presenting the data collected from the
vignettes and the interviews combined, while the second section related to the third cycle, and

the data collected from the FGD and the electronic diaries.

The study was completed with the Discussion chapter (Chapter 4), which discussed the data
emerging from the study, to make comparisons with research and literature on specific points
that were raised, and to respond to the research questions (Hewitt and Lago, 2010). The chapter
made the reader aware of and react to the way the professionals enter a process where they think
aloud, reflect, critically think, and share their views. The findings were presented in four
sections, each one representing one of the research questions to demonstrate the way they are

related with and respond to the research questions.

The current study focuses on bullying, which opens-up a space for five professionals to share
experience about its definition, bullying prevention practices and interdisciplinary collaborative
practices. During this encounter, I identified three limitations and/or challenges, which impact
the trustworthiness of the study: (a) my personal and the participants’ personal involvement in
the study, (b) the credibility of the research results due to the great amount and the diversity of
data and (c) the transferability of findings.

Firstly, as a professional in education who is involved in bullying prevention, as a theatre
practitioner and as the main researcher of this study, I entered the process with my personal
beliefs that interdisciplinarity could become a medium for transforming people’s perceptions
and attitudes towards bullying and bullying prevention practices. Additionally, the
professionals’ degree of participation or personal connection to the study was something that I
needed to take into account. Personal involvement in research, either on the part of the
researcher or of the participants, was included in the decisions made ahead of time, approaching
the inquiry from the social constructivism paradigm (Swantz, 2008). Therefore, during the data
collection process, my job was to coordinate the exchange of knowledge, placing at the centre
my coordinating role, the relationship and the interaction between me and the professionals,
and between the professionals with each other (Gray, 2004). Hence, the findings do not
concentrate on one absolute knowledge, rather on communicating the way that I as the
researcher contemplate the research process (Thomson, 2017) and the way I examined and
continually re-thought research decisions from both theoretical and empirical perspectives

(Burns and McPherson, 2017).
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Secondly, the current study demanded a great amount of diverse data collected from multiple
resources, making the process of regulating the rich data a challenging one, in order for it to be
relevant to the research questions. Collecting and analysing data from multiple resources often
puts the trustworthiness of the research in jeopardy, since the separate pieces of data you collect
will unavoidably contain contradictions (Klein, 2012). In this case, the research questions were
clear, and the research methods were not only chosen specifically but also used methodically
to respond to those questions. For the latter, the AR methodological approach with the cyclical
process assisted in designing my strategy around the steps of my research beforehand. The
three main cycles of the AR represented each of my research instruments and illustrated the
way that my data will be generated and function within those cycles. Furthermore, various
methods of triangulation (Cobb et al., 2008) and repetition of analysis throughout the cyclical
process (Hartas, 2010; Robson, 2011; Metler, 2014) were activated, enhancing the credibility

of the results.

Finally, the study included the participation of five professionals contributing to the collection
of rich and in-depth data, offering their perspectives on bullying definition, bullying prevention
and interdisciplinary collaborative practice in the context of Cypriot primary education. The
findings from a qualitative and flexible research design are non-numerical, making the
conventional statistical analysis nonviable. Therefore, the latter creates a problem around the
transferability of my findings, something that was anticipated. The idea here is for the findings
to somehow be abundant and relevant for describing what might occur in other cases and/or
settings and with other professionals (Robson, 2011). For this to be achieved, a purposeful
sampling strategy was utilised (Patton, 2002; Creswell and Plano Clark, 2011), that is, the
selection of participants amongst a plethora of cases, which in this case are the different
organisations, services and individuals the Cypriot policy refers to. The professionals came
from diverse disciplines, without necessarily excluding professionals with overlapping
disciplines and expertise. Furthermore, it was important to take into account or ensure the
participants’ availability and willingness to participate and their ability to communicate in a
clear, explicatory and reflective way (Bernard, 2002). Finally, ‘the data reporting process
included an opportunity for the researcher and the participants to review and reflect on findings

through member checking’ (Klein, 2012: 14).

The current study offers new knowledge around the process that the professionals went through
to critically reflect on bullying understanding, the efficacy of their and others’ bullying
prevention practices and the potential of interdisciplinary collaborative approach in bullying
prevention. Yet further research could be suggested in three ways: (a) larger and diverse sample

of professionals from all the educational sectors including cross-cultural research for comparing
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the findings in different contexts, (b) different case studies exploring the implementation of an
interdisciplinary collaborative approach for bullying prevention and the experience of the
professionals and pupils, and (c) research around the influence of policies in practice including
participation of policy makers. Regardless, the findings of the current study are valid, proposing
a new direction for bullying prevention practice. The new direction brings opportunities to
policy makers to bridge the gap between theory and daily experience, to professionals to
critically reflect on their practices and to pupils to rethink their attitudes regarding bullying

behaviour.

The research process did not aim at and never pursued the creation of an interdisciplinary
collaborative approach for bullying prevention. Neither do the findings of the study suggest or
imply that an interdisciplinary collaborative practice could become the solution for tackling
bullying. Nevertheless, the findings show that as the research process moved forward, the
professionals went through a deeper process of dialogue by sharing and creating connections,
and learned more about their own field from having to explain it and link it to bullying and
bullying prevention practices. From this, elements important for building up a process of
interdisciplinarity for bullying prevention practices emerged. A notion of a new discourse was
visible during the process, and especially during the FGD, with the professionals attempting to
find their role, whilst acknowledging both the challenges and opportunities that an
interdisciplinary collaborative approach could potentially bring. Gaining a greater perspective
of their and others’ professional identity pushed them to conceptualise the way they see
themselves in bullying prevention practices, their role, responsibility and boundaries, and to
find ‘their way in’ when practicing interdisciplinarity for bullying prevention in Cypriot

schools.

Evidently more research is required to further explore the limitations and opportunities of
interdisciplinarity when applied to bullying prevention. Yet the findings validate an extensive
research process, in which interdisciplinary collaborative practice became the medium of
critically reflective practice, in which five professionals identified similarities and nuances in
their views, formed and reformed personal and professional beliefs and gave their perspective
around bullying and bullying prevention practices in the Cypriot educational context. The
COSV and MOEC’s interest to be informed about the current findings proves their significance.
Therefore, the findings can inform future policy designed by the MOEC, revealing that
communication and collaboration between all the stakeholders who share the same aspirations

could lead to positive results, preventing misunderstandings and confusions.
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Appendix 1: Cypriot anti-bullying policy (Greek)
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KYIPIAKH AHMOKPATIA
YMNMOYPIEIO NAIAEIAZ KAI TTOAITIZMOY

Ap. Gax.: 7.19.04.16.1
Ap. Tnh.: 22806309

Ap. Do:: 22800601

23 Gefpovapiov 2016

NeguBuvrec/ eubivrpteg Zyohelwy Anpotkig, Méan
Tevikii¢ kot Meang Teyuikrg ko
Enayyehamc  Exmaidevon

Oépa: Mpoinyn, OVTIHETOTICN KOl OLO)YEIPLGT] TEPLOTAUTIKAOV GYOALKOV
ekQofiopov

To Ymoupyelo Nebelag x Mokmopod, oo mhaioto e mokmwig tou yia mEOANUN KeLaviyeTwion Twy dawouévwy ¢ mapoBarkomrg ka m¢ flag oo oyolelo,
ipotpémeL T kaBe oyohw povddar v avarrtrifet T du ¢ mohetkq oty mpOAnUN ket avetwion tou oxohikoy ekopiayiol. H mohetikr auth umopel var evtayBel
a1 Iyeto Apdang Aywyng Yyelag kot Mpoknding m¢ Napoparkorac, 1 omolo kmoprilerar  omd 10 oyokelo pe v évaply kaBe oyokung yowids Kot Siampefrol
oto Apyelo tov.

Kared tov katapriopo tou Zxeblov Apdang Aywyrg Yyetag ko Mpohndng te MopaBarwomrag Aapbdvovear unodn, to00 ot Wiawepdtiee g kdBe oyohwic povadag 600 kat ol
unoypewaelS e mohwtelag mou amoppeowy ano T E0uBaon Twv Awawwpdrwvtov Naiov. Me v emkpwon m¢ 20ppaon (Kumpog 2006), n mokele
Seapelerar Omoyg o maudl éxe dikalwpa oy eknaidevon, n onola B mpemeL var otpéderal mpog TV avamrug T mpoowmKkOTTOG, oty Kehhiépyela Tou oeBoo
y o foowd avBpumvor Sauwpatakay oty mpoetouiaola tou maudiou ya pla umevBuvy Twn o€ wa ehedBepn kowwvla. Ty kowwvia mpémeL va emkpael
VUL KaTavonong, eivc, avoydc, toomag twv dUAwy kauduhiag (dpBpa 28-29). Zuvemug, to oyohd meptBakhov avdyerat o€ oAl onuaveikd mapdyovia ot
Slaodakion Twy o MAvw OKaWATWY.

H flo oto oyohelo amotehel éva Buaypovikd, maykoop, Kowwvikd dawdpevo e ToAumhokeg emmtwoelS, 1000 ot Slabtkasto g pdbnong oo kaw oty Yuywn uyela
Twv poBnwov. Evar, mbavoy, va exdnlwbel oc Oiddopec popdéc. Mia wopdr Blac eba o oyohukdg exdopioudc, o omolog oplletar w €€

«Evag poBni yiern avielpewo exdoBlopou - Buuatomotelrar, otav umofdMeral, kar” emavaAnyn ko ket efakoholBnon, of opvnke; evépyeles amo
évv 1 meploodtepous aAouc padntéey (Olweus, 1986, 1991).

{
@ @ Yroupyeto Madeag xor Mokmopod 1434 Aevkasia
YTIOYPIEIO TAIAEIAX @o@ Tnk: 22 800 600 gut: 22 428277 loweelidu: http://www.moec.gov.cy
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H epkokhog mephaubavet o axohoubor okt Mapaprana:

Napagtnua I: Optopol ko Bewpniko unoPabponapdptnpa ll: Mpoknn oyohiou

ekdoploiov
Napagrnua [11: Aayelpton nepotamiv oyohwol exdopiopol

Napagtnua IV: Eviura Siepedvnang , mapakoholBnong mepiotaikwy kat avaotoyaopoiNapdptnpa V: ZupBoUAES Tpog Yovelg
Napdgrnua V1:Yrootnpwte; umnpeoteq ka dopels

Mapdprnua VIl OBnyieg v nhexpovik kemaywpnon meplotamkwy oyohou exgoplapod Mapdptnua 111z Bifhoypadi avadopd

TupKexpuievar, or mepuTTwoel omou n popdi tou ayohiol exdoPlopol adopa oe mBavn oeCouahukn kaxomotnan / experdhheuan maidiod, oe Guatkd f nexTpoviKd yuipo,
ipémeL vot akohouBoUvtal amapatma kaw o odnyiec oluduva pe Ty eykikho (Ap. Oax.: 112,111, 11.2.11.5, 11.2.11.6, nuep. 11/02/16,
ypp3736) e Bepa « Mok o¢ oyéon e T Oayelnon avadopdg mepotatikuy oetouahikis kakomolnong ot oyokel.

To évtumro Kemaypo@ig Ba fonbrcet oty kakurepn Slayelpion Tw meploTaTikwy ko ot ouykévtpwan otamotikay SeSopévy, T omola Ba amooteMovtar ot Ymoupyelo
Moubelac ka, ouykexpyeve, oto Mapatnentigio yia 1 Bla oto fokelo 0e NAEKTPOVIKN YOP®N, kudt fdgeie 1 ot0 thog e oyohwc
yoowde, péow tou Zuotiuaros Exmadeutxon Mpoypaupanapol. Tnv evbiv m kotaywpnong twv meplotaray & o BA umedBuvost  Emtnportg
Aywyne Yyelog ke Mpolqbng e Mapafororyoc.  Nepiooorepeg mhnpodopleq yiar T nAektpovik| Kataywpnon Twv Gedopévwy urdpyowy 0to
Mapdpua VII.

Mupaxahobvrat ot SieuBUvoelg omwg evnuepwoouy Tou ekmaideutikolc T ayohtkrg Hovadag yioto mepteyopevo g eykukhlou kamd ) Gudpkela ouvebplag Tou mpoowrikoy
KL 0w a€omouo0uv To EPLEYOUEVO TG mapouaa eykukhiou ot Slapopduwon ToATikiC vavtia oTov o}oAKd exdoBLouo.

bp Hha¢ Magkarling E)\n’L60¢opoq!\150K)\e’() u Ap Kumptavog A.
DreuBuvrng AnpotikncEmaidevang Ap ABnvd Mianhidou -
DuevBuverc Teyvdokat Enayyehyiamc P AU Eup)t(n?éou Noung
Eknaibevo DievBuvtic Mé
i DievBovegia M., LEUEK%I'[EEU@:?”C
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Hoapdptnpa I

Opiopoi kal OswpnTiKS YoRabpo

Bia

H fio o ) OKOTIMN XPAON ovoikig dhvaprg 1 sowcieg, EITE ME MOPPR ATTEIAAG EITE TPAYUATIKN, K01l TOU
€auToU, EVOG AAAOU TTPOCWTTOU, I} EVOVTIOV HIOG OMASAG A MIOG KOVOTATAS, | onoiu eite emoépel f &y peydhn mbuvoryta
v emoéper tpavpatiod, Bavaro, wupoloywy Phafn, Svolemoupye avammoén 1 orépnon (laykoopo; Opyoviouds Yyeiag, 1997).

Xyolkoc Exoofiondg

Evag poBnuic yien oviwelpevo exdoplood f Buaronoietrat, ooy umopaMetar, KOUT’ €mavaAnyn ki kar’ eSakoAoUBNGN, oe apvntikeS evépyeleg
anod evav f neplocotepoug aMoug pabntég (Olweus,1986, 1991).

To dowoyievo Tou oyoAoU exdoBioyiou exdnAwvetat wg emBerikn oupmepidopd petad Ty pabntwv, 1 omola el T ek YapaxmploTika:

exdloon ayohol exgoBlopol umopel e yivetau mpog var drowo 1) opade,

EOKepUEVY, ampOKkANT Kot avembupn T,

emavaapBavopen 1 e ueyakn mbavotnTa va enavaknpe,

Umapgn avicoppontag Suvdyeav?,

fie GKOTO T TpOKANGY CWHATIKOY Kat Yuyooytkoy movow,

0 PAaBn mov pmopel va mpowknBel bu owyaruer, uyooyr, Kowewid] 1 paBnolok?

Tpomor ekdniowong ekpofiopov:

1. Apgon: cupPaivel oTnV MAPOUGCLA TOU ATOUOU-0TOXOU (TL.X. OTIpWELLO, Bpilotuo, KTA.)
2. ‘Eppeon: dev oupfaivel o Tapouaia Tov aropou-otoxou (my. Siadoan Yeubwv n/kaemBAaBwy dnpwv KTA.)

Mopoéc Exgoprotikng Xopmeproopdc:

1. Zwpomkd: ypion owpatuc; plag amo 10 dtopo mou ekgopilel mpog To dTopo-0TOY0
(T yreiuot, kwtoté, ypoBiéc, drbowo, towhomodié, ompuwéiana, amethnukeg
[ avemiBon e yewpovopies o€ouahukod mepteyopvou, eéavoykaouog v Sidnpatnoetovahikwi/ mpoaBhqukwv mpatew Kil).

I'H avicoppoTria SUVAPEWV umipyel, oy e apoordfein and pépov tov Spdom va ookioetleyo 6t Gupmepioopd 100 GI0ov-0T000 1 Vo Meplopios
) Owetomm o aropov  vaumepaomon tov ewtd tov. H dagopd mg Sbveung wopel v vmdpye oe ouykekputn oyéon JuovyKeKpévn mepiodo.

2 H BAGRN & i odope and apweki; guameieg Tov pmopodv vo apokadéoouv: (o) owporkd paduar 1§ wovo, () woyoloné; ermmcdoes, omag dyjog, korihym,
anehroon, By b, (1) Konoowds ermaaty, dmog Papn om eRwn 1 1 ateelg tov azopov e dhloug, (§) emtmdat; o pafnon Aoy adbneng amovedv, ooy eykurdey,
duarolieg oupkévipoong 010 paBue, younki pofnoo entdoon.
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2. NexmiKA: mpogopucy 1) ypart| emkowwvia amo o dTopo mov ex@oBiler mpog Todropo-otayo, 1 omola mpokadel PAafn. H hextucq expoflotucy
OUpmEPLpOpa Tepthapfve:  yAevaopods, ypnom  pewovextwdv  emBétoy, fpuots, anedkyuikd 1 mpoofkyrued wpvUpate, avapuoota oekouahika ook Kl
NexTIKeS amenlé ka.

3. ZXEOIOKN: ouumepipopd amd 1 dropo o ekgopile, mou amookomel var Flader @R KaL T ayEaels Tou dtopou-otoyou e @Ma dropa
SupBoiver apeow, otav Todtoo mov exgofile amopovave T GTopo-otayo, o ayvoel 7 To mapepmodilel e anlempd pe ouvoinhikoug tov.  Zupfade
€upeon, 0tav o dropo ou exgofilel, adider Yevdels /v emPhafels pres, ypaget o Snuostar pépn vnotyurkd oyoha, 1 exdérel pwToypacies Tov maiod-
aT0Y0V 0 (YUOKO 1) TAEKTPOVIKD Yo, Jwpis Ty abew 1 T Y@ Tou.

4. KataoTpo@n meplouciag: wlomi, allolwon i ketaotpogq meplovslag Tov dtopou- 0togov amo T Gropo Tou ekgofll, e
okomd vo tov mpokehéoel PAafn (Tr.y. wdom, ketdoyeon 1 KkatooTpogn  MPOOWTEKDY - avikewvwy, Slaypagn  1/xaaMolwon
TposwmKaY extpovikiv Thnpopopiav kik.). (Gladden et al., 2014)

Ou mpdcelc Blag pmopolv var atoyoreololy, petad) dhwy, mpoowma ot Baon ¢ edukic 1 QuAeTng Toug kataywyrg, e ywoaag, ¢ Bonakelac, Twy nenolBroewy,
Tou ¢Aov, Tou cefouahoy mpooavarokiool, T avamnpla, TG Ahklag, TC KowomTag, ToU KABEOTWTOC MAPAMOVA] 0T XWX, T EudAvianc, g
KOWWVIKOOLKOVORLKAG KQTAOTAONG, Twy TahEveuwy 1) AWV YOpaKTNPLOTIKWY. NELOTATIKA OU EXOUV WC okomd 1 amotéheapial TV mepiBwpLomoinan, Tov amokAELpo f Tig
Slakpioels o€ Bdpog aropwy f opdbuwy atopwy, efarlog ¢ Sladopemkomdg toug, opllovial WG pATOLOTHE MEPLOTOTKA KL EYOUY WG OUVEELE T KaMEpyeLa
nepiBaovrog eyBodtna oyt povo mpog o BUua A o BUpatatou nepiotarkoy  Blag, aMd mpo¢ OMa T TPOOWMO TOU  oipdlovial T0 GUpKeRpUlEva
Yapaxmpioried (BA. «Kwdwag Iupmepidopds kand tou Porotopod ko OBnyog Auagelpiong k Kaaypadic Patototkiv Nepiotatav» oo, 14-15).

X.g oo, PEPT TOV 6Y0reiov AapPaver YOpo ovyvoTePa 1) EKQOPBLOTIKI] CLUTEPLPOPE:

* v awkn tov oyodelov

* 1o yimedo

o Dnic Tovaéreg

* Itov 6pojto mpog ko amd 1o Gy0Aelo
* v aiBovon Sibaokediag

Z0pduwvor e T OmoTENEOHOTOL EMLOTAOVIKWY EDEVVAY 1 EvepyOC mapouoia Tou evijhikapiewwvel v ekbilwan Tou dawopevou Tou oyokikod ekdopiopod.

XopuKTNPLETIKG TOV BVTAOV Kol TOV Qupdtov

SuvnBug o Blteq ku ta BOpama eba, mBavov, vo mapouaidlow KAITTOION amd T Mo KATW JapakTploTikd:

XopaKINPLoTIKA TOV BTAOV

aoparu) Shvagm, enbewoma, ypron pia

Tapopgnon, Bupos, yeumky avoyn o potaieon

«bnuopu dropa  mou ouviBg Kuplapyoly ket emPiMovra
waopdlew, yamk) avroektman

entBeiby otyoupuds ket avtomemolBnang mpog toug @ldoug
HELOEVES Kowavikeg  Befuartes
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o oxabpoké Suokodieg

VloBETon apvTUS oTanS amévavl aToug aMlovg

Suokolies oty emihuon Sapopay e dMoug

Tpoélevon  amo ouoyevelako Tepifallov e auykpovet; kat uokolieg otvopLoBéTnon
apyTix mpodidBeon i o ayolelo

PO VL0BETOTG ApVITIKGY TPOTUTWY

PO P0G TpABao KAVOVAY KAt TPOG EKSTAWGT QVTIKOWGVIKGY CUUTEPLYOPRY

tkawomta va Segevyouw amo Slokodes kataotdoel

amovsta 1By evdotopdv 1 Toeww i Tig mpatels Toug

eMenn evauvaiobong

XopoKTNPLoTIKG TOV Bopdatmy

eowoTpépelt, evotol, vipomadotte /suatoly

alofnen @opov, exSnhwon mabntucs otaon évavt o¢ popepés pins

aubuévo ayyoq Kt avaogdlel

oAy autoenove kaw qutomemoifion

Suokolia. oty umepdomion Tov equtod  Toug

QUEMAPKEL Kowavikay Segtottav

Suokolia oy enthuon Twv Slagopdv Toug

avantugy oyéoewy vodutepa de evlikes (kopleog exmubevtikous, yovel, ntépn) mapd e uvopmAlkoug
ooperid  abtvape moudia  (diog ayop) 7 li Kamolo  BUEpOTTA  6TO MAPOUGLAGTIKD TOUG
(umépBopa, AmoBapn, moudid e yaymAo Oos, k.d.)

o (flatrepes wvomees / Suvaromes 1) Kt TEPLOPLOEVE

Q¢ anotéheopa, Ta BOpara eehlooovrar, kamote, Kk ot Bt oe Bureg.

Méoa amd Tt épeuveg mou adopouy atov ayohko exdoplopo evtomilera ka e tpim opdda mawdiwy mou e, Tawtdypove, @UTEG Kal BUpATA.

XopoKTNproTIKG TOV QuTeOVv/0vpdtov

oAy autoenove kaw qutomemoifion
QUEMAPKEL Kowavikay Segtottav

Suokolia oy enthuon Twv Slagopdv Toug
akadpaiés Suakolles

PO VL0BETOTG ApVITIKGY TPOTTWY
(mOHOVEOT) Kat amoppuf amd suvopiAIkoug

O Ogatéc 1] TOPELPLOKONEVOL IOC EKQOBIOTIKIC CLUTEPLPOPAS
yopilovral oTIceK0A0VOEC opdosg:

o Tlubid mov vmootpilowv kau Sievkokivouv Tov Bom,
o Tl mov axolovBoly tov Bum xw tov evoyvow pe yeh, yewpokpotuana kaaMes Hopges emboraois,

o b mov 8ev Aopfdvouv pepos, et Toug apéoel v mopaxoovBoly, - amopakplvovTal
amo T ok, TpooTowupevel o dev elfa Timora.
o mov  Bupatomouwbvin, TPOUOKPATOUVTAL: i mavo v Bélow w

umootpi€ouv To Blya, alha Sev Epouy Tt v mpatouv.
o b mou vnepaoniloviar 10 Blpa, amodokudlow tov BT M/xu Tpegow va @Epouy fonbe.
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Emntoocsig ek@ofioTikiC ovurepLoopdg

Ouemmreoet; Tou ayokko exdopoyiou evat ooBapec Kol Hakpoxpovies ke umopel vomowidouy, avdloya pe v mepimtwon. 0L ertimiwoel; Qute adopolv ot Bupara,
atoug Buteq, ah\d: kot otoug Bearés.

IIBavéic emnrdoeic TS EKQOPLOTIKIC CLUTEPLPOPAS OTOVS BVTES

Ta naibd mou aokodv Tov exdopiopd ket pla, mBavov, va mapouoidlouy:

o qbuvayila var amodeyrolv TV €qUTO TOU

o oyl auroektiymon

o fuokolla Sampoowmikedv oyEoewy Kk Siyelpiang Bupod Kk suykpovoewy

o dyyos, taoet kardBAumg, Yuyempue mpophqpata

o fudvo Kivuvo Ve Ko el epchqponiomag, ypon ouslav keokooA
o qufuéves TrBavomeg avriowevies ku Terpaifatis GupTEppopds, OTw khomes kat faviahiopols

o (moudKpuvor) amo 10 oxolelo K SiakoTry ook gotmang

® 00 QUYTS Mo T0 oTit

o qufpuém ToBavoryra Plowg GUNTEPLPOPS OTAY OIOYEVEQ TOVS, GG EvAKeS

II0Bavéic emnr@oeic TS EKQOPLOTIKIC oVUTTEPLPOPIS oTa Bvpata

Ta naibd mou €ouv umooTe! Tov ekdoloyo, mbavoy, va:
o viogow @oPo, vipor], Bupd kat 1o aiobpa afondyrov
o exdnhacouy uyoowuarik mpoBXipaa, omwg Suakolies Uvou, TovokeQaAoug,0TOHAXOTIOVOU,
o mapovowdoowy peloon g axabnuadiel emiboons ka ook dpwn,
®  [ic)oouy dyyog Kat Ve TAPOVGLAG0VY GUNTTOHATG )G BLaTapayg HETATPUVHATIOY OTPE,
o mapovoidoouy oy autoektiymon kat otouyela karaBhung,
o ylow ot ot Bures o o bk vardotaon,
o obnmbolv oe amomelpo autoktovles - 08 o aKPAlES MEPMTAOEL,
®  quveyloouy vt Bupaomoloiviat kat 6T0 Y@po TG epyaoias WG evilike.

Evésilerc 0T To Tondi £yer néogl Ovpa ekeofiopov ko fiog 6To 6yoleio

elwpévy Siabean ) dpwon yia 1o ayolelo

adukcnohoynres amovoleg

oMayq om Sudpopn mpog To ayolelo

kafuotépnon oty mpooglevon oto oyodelo Kl KLt TV EMOTPOQY 0TO O
dpwnon Yl ouppetoyy o¢ oxohukes exblaigers kat SpaomploTyeg

ampoodornt) pabnow oo, yaunot fabyol

mpoowolnan oe exmadeutuious - evlixes kard 1o Sloelyata

amogelye emelyoels i onpddia ket pedaviés oto ol

evleifels entBeong (polye oKiouEvar KoL TPOOWTIKA QVTIKELEVOL KoTeaTpapEva)
ATOAEL TPOCWTKWY VIKEUEVWY

QUYL Td et amd Tovg yovels e T Sikawodoyla ott Ta €yaoe

Sugvikes allayés ot SiaBeon, mou Sapkolv yur peyado ypoviko SidoTya
Juyoowpurka mpoPjpata, OmwS movokégalo, TOVO oy Kok, Jopls
TaBoloyika aitia K.a.
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Emntoocsig otovg Osatég

Tomoudid mou elven Beatéq mepiotamkav: oyohwol exdopiowol, mbavov, var auoBavBouy:

o oo kat ayyos
o &0y

o qmifew

o qfondnra.

Axopa e, mBavov, va avartouy Kot o i exdopiotikes oupmepidopec.

Ynpueioon 0TV TO TOPUTAVEO NPTOPEL Vo ATOTELOVY £VOEiEels Kol Yo (GAAES

ovokoAiigg 1] mpofquata wov propel va avtTipeTOmILe £va ool (T KatdOlwyn
KOl GAAES YOYOLOYIKES draTOPayES).
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MNapdptnua Il

MoAITIkKA Tou oXOAgiou

A.ITPOAHYH XXOAIKOY EK®OBIXMOY

To ojolelo, mov tdooerur otov ayove evive om fi, xobopln CexdBopn mokmkd, 1w omofo couppolerm omd okn v extodeoric kowompe. Aveq - mobieq

KolvoTrolsiTal of 6AQUS TQUS EUTTAEKOUEVOUS QOREIS ot i i gy

2XOAIKO KAIMA

Dueur epevvntukd Sebopéva urotnpllouv 0Tt 1o ayohwo K ouvbéctat e T Bupiaromotnon, Eva Bettko oyoho khiua ouoyeriletat pe v evella twv pabnTwy, T petwon g Bla
Kol Twy TipoBAnudTw GUMTEPLGOPAC KAl T GUAVTIKR AUEON TWy HaBNOLaKWY AMOTEREGUATWY.

Abovec mou Biémouv v owodounon Betiod Kligaroc:

1. ZxoAIky SikalooUvn: To aoldo, mov tdooew otov ayova evdvme om fia, kebopller Sexabapous  Kavoviapols, Toug
omoloug owomotel o€ poBiyteq KoL yovels ae@upoleL e ouvémela, otabepomra ke pe Stkono tpomo. Erol, ebnopalilear o aloBuayg dikeootvng, TTou e frotiy
TpolimoBear) yia ) pelwon mg pias.

2. Zuvepyoaoio Twv eKTaudeuTIKWY: HoalAneyyln, o oefoaapog, n ouvavtidnym petadl tov exmadeticay, 1 omyetdmion twv Bepdtov
K Twy mpokMoewy, amo kowol, ehwanapaitnra yw v owoBopnon Bemol whiparo. Ot exmudevtixol emBallero vo €gowv, GUYVA, KOWES GUYKEVTpGOEL, (OTE
va owepyaloviet. O poByrig wou gyt mpofAnatar oupmepLpopds, Sev mpémel vor Bewpetrat pbTig suykexpui£vou Saokddou, ol Tov oyolelov. Apa, Sev avaeveta
Bovo omo 1ov évav exmaidevtikd va tov Jepuotel ke va tovoryple, 0dAd oo 1o OvoRo TwY ekmaSEuTIGY.

3. Evepydg epmAokn Twv padnTwv: To oxodeio Tov eumAékel Tous pabnTes oTn ool {wf, 10U Ypovo K evKapls, GOTE Ve
eKQPAcOUY ouveoBiuata, amoses Katewonyioes K va Scdaouv T Gy Toug avarpogodaTen yiu 6,1 oupfaliel Yop Tous.

4. MpoAnn: H epapoyq Tpokymrucav Spdoew etvatn kekbtepn enévduan yia v oodopnan kadol wligerog waw 1 pelwon g flag.
5. Zuvepyaoia ME TOUG yoveig: H Troomum tov Seopod pe 15 ooyéver; amotehelonuaviied otopelo oty owodopnon  kadol
Wliotog 010 gyolelo. O Geopog qutogemmuyydveat pe TV evuEpwON KW TV epumhokn toug ot Gpdoes tov oyokeiov. Emruyyavera, emlong, pe Ty

ekmaiSevon xu m otipidf Toug oe Sidgopa Bepata.

6. Zuvepyaaia pe dAAoug popeig: H auvepyaaia tov axoleiov e aMoug popels biaogalel forbei ot mpoomadees tov ayolelov, i T
ool Kot Kowavuer emugloTov podTav tous.

7. Moi1éTnTa {wng: H mpoondde 1ov oyolelon, Omws efuopalilel atoug Hadryeés v opoppo, knbep ko ketzoupyud epifaMov, cwatd efomuayiévo,
amotelel jua onpaveixg Tapayetpo v ) Slapopgwon Berwod klljatos, Omov exnaibevrivol v pofres epyaloveo evruyopéver K Snoupyued.
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To mo anoteheoyatkd  mpoypdpyata EONYNG Kk avipeTwmon v oyoAkoU ekdoplopou mephapBdvouy mapeupdaeL o€ atopuko Kat oxohukd eninebo,
kaBw kat oe aMa mholota ot omolor o edid Spaotnplonowiviar. H mpoknn hoareov, ou ogebidleratkat edapuoletar oto oyohelo, evbelkvutar vat yiverar o€ tola emineda:

1.

Enincoo Exnodsvtikov

Emritredo MabnTn (TadEng Kai oXoAgiou)
Eninedo I'oviov

EKTraudeuTikOg

AvVayvopLon), EVTOTICHOS TEPLGTATIKOV EKQPOPLoR0D

Emuepcvovior o exnodemal o 1o Ponbymd apoceaud tov ajoleion w10 uIvOHEVO, T JUDAKTIPIOTIKG 100 KOt TIG GUVEELES, oV pnopst W 8)(81 oty

winnéy o6 mudod (Topipmpe ). H_Onuoupvia wia¢ KOIVAC avriAnwns vupw
amoreAsi v mpoUmé@san via IV Oowor) AVIUETWMION Tou, Toizu & n mpdknyn  erowl

o koktepo oo ovperdmong o pawopvon.  Méow amd auMloyi] mpoondBen, 0 guwopewo mpodaupaver 1, touldyotov, mopel va
(VIETOMIOT! EjKaipa.

To ayokelo odehet vor enevduoet ot exmaidevon Ohwy Twy exmoubeuTikay, wote autol va elvo oe Béon var avayvwpl{owy Kkat var evtomi{ouv T meploTaTIka
ekdoPloyiou, oUpdwva e Tov oplopo tou oyohwol exdopiopol (Mapdpmua ).

XopoKTNPLoTIKG TOV TO010V 0uTdOV Kol Ovpdtov

O\n exnoubeutuko, emong, mpémel va ebi oe Béon va avaywpilel kamoww  otouela 0T oUpMERLDOPA ToU MSLOU TOU, TUBAVOY, VA TAPAMETOUY O

neputtwoel; Bupatomotnong, Omw¢ avtd mepypddovtor oto Mapdptpa I Ta yopakmplonkd aurd Gev mapovaidovior mavea, e€ourlag Tou
ekdoplowoy mov Seyetar oo oyoheloévar moudl. Mmopel n exdidwon teowe oupmepdopds va ouogerlle pe aMd mpoPfuame  Ttou
aviperunlle. 1o maudl, MPAydo T OO KAVl TOV EVIOMOUO akOpa Lo BUGKOA.

Emntoceig Tov 6(0MKkoV ek@oPiopod

Ouexnaubeurol evBetkvutat va evatoBTonotodvea yUpw and To BEuA Ty ENITTWOEWY, TIoU €YEL 0 aYOMKOC EKPOBLOOC aTnV PuYOKOWWVIK avdmTug evograibiol

(Nopdprua 1).

Evtomopdg yopov vyniov Kivovvov

O\n exmadeutioq propel va evomioet oo ayohelo toug ywpoug uPnhou Kudivou omou oupBaivouv Ta meplotatikd, oflomotviag TANPoGopiE MOV

hapBavoviar amo toug pabtee (Mapdpmpa 1).
Mapovoio Tov evijka,

Tt onpela tou oyohelou, mou T maudid SnAwvouv au Bev viwbow aodalela, mpémeLvar Yt otoyeupéwn  madovopla/ednuépeuan.  Epevvud
el arvoben@el ou n mapouota tou evikikat elvat katahuTiky otV AROTOT TOU GVOEVOU.
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AgE10TNTEG EMKOWVOVING

O\n enodevos mpémet va e o Bog/n B overmuypeves g Bedommec emwowuviag, oltwe wote va Bk evkagles ot naudid va
ekdpaotolv o Béuatatou Toug anacyoholy.

Awayeipion TaEng

O\ eknatdeutikag avopéverat va el avemtuypeves 1 Sefuomue Buayelpiong tadnc, mov atoyedouv ot Snoupyia evog uytoug ke evBappuvtikol ayohiol khikaTog yia
Sieukohuvon g uabnong ke mpoAnyn kataotdoewy flag.

2. Enineoo MaOnt

2.1 ATopIkO eTritredo:
Baowag otoyoq elvat n avamtu Kowwwikv GeGlotitav Tou maudiov ot mhaioto OlwvTwv poBnudTwy ket Twv Spactnplotituy T oyohkAc  povadas.
0L Mo onuavruke Sefiome s

- Enfhvon npoBpotog kat Xy amogdoewy

- Kpurueq oxéln

- Aebiomreg  emKowaviag

- KaMpye evauvaioBong

- Liayelpion owvaaBnpdroy

Mnopouv va atonounBoly yiat Tov okomd auto Spaotnplotntes mou umdpyouv péoa ota Avahutikd Mpoypdpuata tou padruatoc e Aywyng Yyelae/Owiakdc
Owovopc.

2.2. Eminedo oyoieiov:

Froug Kkavovioyou Aetroupyla Twv oyoReluv mpémeL var yivetoL avadopd otig popdec plag, ot ETTTWOEL Kol 0TV UTTOYPEWON Twy kmaubeutkwy v avohaypdvouy
Spdon evivie 0" autv. Eel mou o oyolelo € T Suvomoma va Slapopdouset eowtepkolC kavoviapols (wdika cupmepIdopdc) autol mpemeL va
avadépovra EexdBopa oto Bepa g Blac/tou ayohwol exdoBlopod, pe hektikd Tou avtomoiel oty il Twy paBnTav.

H Kovwvia m¢ Taéne elvan - Spaotnpwotra peyahng oflac otov topéar e mpohqding. Z¢ taxrd ypovikd Staouruata Siverat n eukaupla oty ohopeheta g tang
VO OUVEPRETaL ket vor oulnTd Bépara mou ahopodv T {wn Twv pabrtwy oty opdbo kat oto oyokelo yevkdrepa. H dpaotnpidma autq fiel my eukaln ota naibd
var etoydoowy ta Bépara mou BeNouv var 6ulnTG0LV, Vet T TRpOULAGOUY Kat e TV Teyviki) enthuan mpoBAnudtw ta i tomaibia va avahafouy va Bpou
Tig AUoeLS Kat vat Tig uhomouaouv. Me quto Tov Tpomo evepyomoloUvra e okomo va BeAtuwoouy Ty kaBnpepwortd toug. Im Méon Exmaibevon, n mo
mavw Spoompwm pnopel va mpaypatorownBel péow tou Beapot tou KaBnyntn YmeuBuvou Tunuarog.

To Kouri Emikovwviag ypnatomotettat wg kahq mpaktikn ota oxohela g Kumpou. Me T Spaompiornta avtq avolyerar éve kvl emsowuvias pe toug exmaibeuttkoig
Kt Giveraumaly n evkatpla otoug paBTeq vat egouv Ao ke vat Slvouv averpodyodomoan.

H Opyavwon lNMaixvidiwv kud u ddpei v Sokelyarog edapualerar wg mpaktkn Tou ond ot petwon Twv cuykpoUsew. Iy mio
mavew moaktikn evelkvutal 1 epmhokd Twv (Slwv Twy pabntwv.

Dpoompudtnec mou aveamokplvovtar otouq delke emuyioc tou Mpoypapuorog Imouday  Aywyne Yyelog o€ oyéon He Tov exdoplopo Pplokovial ot
eyyeLpidlo
«Avakahorovtag tov Ekédavia» (oel. 72-83 ka 92-106), 10 onolo Pploketa avagtnuevo nhextpovika oty
totooehida
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http://www.moec.gov.cy/agogi_ygeias/yliko nap/thematiki enotita_3/3 3 anakalyptontas ton_
ele fanta.pdf

Meptoarepec mhrpodoplec yia kahég mpaktike mopelre vat Bpetre atov OBnyo Kehwy Mpakwkov Aywyc Yyelag ko Npoknding e NapaBatikatntas (Odkehog 211,03,
nuep. 8/7/2011, dde2922, dme5486, dte 1297).

3. Xgemimedo yovimv:
H evnuépwon kaw n evanoBitomoinon Twyv yoVEWwy yia TO GAWOUEVD, TO YPAKTOLOTIKATOU KL T GUVEMELEC TOU Wmopel va €xowv oty aarerugy evdg maudiol

o, ctloov onuavtikd ovonele  (Mapdptyua 1), O yovel, Wmopodv var evnpepuvovtal éoa Qo emupopdwoeL, ekl emuowumiag, Ty totooehida
10U oyohelou Kot oyeriko éviumo uid. 2ty tnpodopnan aut unopoly va supmepindBoov cupBoulés mpog Toug yovels (Mapdptnpa V).
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Hoapdptypa 11T

IHolvtikn] Tov 6)0Agiov

AIAXEIPIZH MNMEPIZTATIKQON EK®OBIZMOY

B yevkd amolexto on yio va aviyetwmioBe o exdoplouoq e avaykale 0 edoppoyn v ayeblou biayelptong Twy meptotamkv otar Aot o ohiarikiC moATIkAG Tou
ayohelou, n omotar B avakowwlel oe ohoug Toug pabte, ekreaibeutkol Kt yovelr

YrevBuplleraL o1 oUyKekplUEVaL, T EPUTTWOEL OTOU 1 popdn Tou oyohikoU ekdoplopod adopd oe mbavq ool kakomoinan | exuerdMeuan maiblod, o€ Guawo 1
NAEKTPOVIKO yWpo, amalpattnTal mpémet va akohouBouvrar, mapdMnAa, oL odnyieq abduwvar pe Ty eykikio pe Béwa: Zecouahun Kaxomoinan kat Experaleuon Noudiv
kat Moudu Mopvoypadia (dak. 11.2.11.1, nuep. 7/11/14, dde 4412, dme 7484, dte 2876).

T malolo T avteTwrTong Twv mepotankwv ekgoplowol exouv avamtuBel Olddopa mpwrokoMa Slabikaolov ylo O JEQIOU TWY TEPLOTOTKWY, TO OO
amoppéowy Qo moypappaTe Katd Tou oyohoU exdopiopoU. O uowes apyéc, mou mpotelovil ot mapousa eykikho, Pootlovat oty utoBéman
e Kowwviknc-Owoloyikic  mpooeyyLong, WG ohiatikG Tpooeyyiong, mou atoyevet oy aMayq Tou kAo Tou oyoRelou kat oto MEQLEXOUEVO TwV aKoAouBwv
TIOYPAUUATWY:

Mpoypdppara:

NopBnyikoé povréAo Dan Olweus (1993)

MéBodog “Shared Concern”, Pikas, Zoundia (2002)

EAAnviko mpoypauua tng E.W.Y.I1.E. «Stop arnv evdéooxoAikn Bia» (2005)
®divAavdiko povréAo KIVAKOULOU (2006)

AuoTpiakd mpdypauua ViSC (2008)

lMpwrékoAAO dlaxeipions TEPIOTATIKWY OXOAIKOU €K@poBIouoU Tou YToupyegiou
lMaideiag kai MNMoAimouou NaAdiag (2013)

Boowég Apyéc Awayeipiong Tov 60ikov ek@oficpuov

howpn

No o

Awopoppaver Opade Mayelpiarg, 1 ool arroreleli amo péky g SlevBuvrung opddag kau apibo exmoubevtikay kel avaxowswera o€ 0Aovg Toug
ouvepyareg. To ke mepotard Sogetptlovran évac - o pekn g Opadas Ayelpiang neplotanikav ool ek@ofiopon.

H Buayelpuom yivetau ae ywpo omov o paByrc viabel aveon kot aopateld.

H Suyelpuon yieta,, apéoe, petd ov eviomopd Tov mepotarikot, apov mporyndeln ayerukn Sepedinan.

H Stepevwnon neplapBaver suhoyn kat avaAuan ThypogopLay, ToU ApOPODY TV Yipo, TV Ypovo, T Sidpkela kou 1o elfo expoPloTulg oumepigopds Tou unEaT)
tomadl.

O ddoyor diefayovrar e Odoug ToUg EMACKOMEVOUS OF  CEYUPLOTES, QTONLKES GUVAVTAGE.

Tlverat evpépwan Twv YovEwy, 0Awv Twy by Tou gmékoviaL

lvero vomaypagn o¢ oyeriko éviumo amd v opade Suayelptong twv meptotaruea (Mapaprauer V) ke Tpetran apyelo o 1ig Aemropepetes ke 1) ayelpon Tov
meplotaikav. To Apyelo puldooetal 0Ty oo fLovada, jie TPOTO oV Vet TPOOTATENOVTAL T TPOOWTIKG Gedopeva Ty epmhexouevay aibiiov.
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X1aow Awysipiong IeproTaTiK@OV

1. Aropo avagopdg ) opdada avapopdg: Eivat amapaittos o kabopiapog ovykekpuievov atopov i opddag mov B agyoleir
e T Buayelpon tov Béparog. Tt oomolnon peloov ¢ Emmpores Ayoyng Vyelog wu Tpohqymg g MapoBarucomrs.

2. Miepedvnon Tou mepioTaTikol: Eivat anapatty mpw amoaveel kamotog Otu pokeitat Jia ofokkd expoplopo. [ tov okomo quro
{odvear. mhnpogopleg aumo ahoug exmandeutuous A ke pafieés. Ttvovea Eeyptotés ouvavmaets ie Ta TuLd OV EumEKoVTAL 6T0 TEPOTATO IOV Siayepi{ouaot.
Eooov 10 oyodelo kurahifeton  mpokermar o mepiotond  expoBlopoy  (emavokapPavopev  GURTEPLPOPA, avo0TTY GUVNG KL OKOTYOTATX)
TPOXWPA 0T TO KATE EVEPYeLES.

3. AlGAoyog/ZuvavTAOEI§ PE TOUG MaBNTEG: H diabeon ypovou ot moudia (Blteg wuBlpara, Bearés) ya ompfy Ko
ouppovlevrik e omapaitymy. To mepuotomed exgofiopol Sev mpémer vo mepvolv amapompnte. T modia éow avayin vpdnoow, |
quto o eknadevticol wpémeL var paplloww TS va opyavavouy 1 ouvavtieels pie Toug pabtés mou epTehékoviar ot meplotamid. H oelpa Siefoyoyn
TOV OWAVToEY enapletan oty amopaon T ool Hovadag Kkt oTig avaykes Tov kabe mepotattkol fewpotd.

A. Zuvdvmon ye 1o moudl mou déyetar ekoBiowd H ouddar Siagelpuong:

o Kavet 1o moudi va visoet aopahew kar umevBuple tov podo tou ayokelov.
o Toviler oo maudi om Be gratet yu 0,1 1ou oupfane.
) Suléyer mhpogoples ooov apop:

- OTQ YeyovOTa, oTou BUtes, 00 Yo, OTOV Jpovo OV Eekivoay T YeYOvoTa kal 6TY) OUYVOTTaL ETTaVAAN{g

- omv umaply Beatav

- omyeppvelartov Taubiol avapopued pe T yeyovata

- oug evépyee 1ov maudlod yor v Tepootanedel ov equtd tov (avelotaon atov B, v Oy ka et 1 avapopd ae yovels, extaideutikols,

glloug)
- Ong emmTooel/ ouvenel;.
o Zexabupllet m 10 oyohelo Ba enulnoBel tov Bepatog, vmenbuloviag v Moy Tov oyodelov.
o Evuepavet 1o mudl yie tovg yetplopols mou Ba ylvowy mpog aveueTeimon Tou meplotankod kau on Bar jukqoel e Toug yovel Tou, ANl K e 0
B,
o KBopiCev vér auvdvmon e to BUpa oe o fBopddo, eved To SuoPefutciver oruehr SuaBéauog ev T perald, av Tov petnote.
o Eunuepavet toug yovelg tov Buparoq: a) yua To mepotarikd ayolol exgofiapoy f) ott 1o oyokelo éxet avahafe  Sayelpion Tov ket y) ot Bartoug

evpepooel eviog puog Boopadas yw v elelly o Kardotaong. Etions, emonpatver otoug yovels ot eb aTeapaityy 1 mapoy ompdag mpog o mawt
Toug oo toug, Blove, oAAd ke ) mapaxohouBon i Tuyov alayés om GUNTEPLYOPA Tou TaLblov.

B. Zuvavmon e mawdl mou aokel ekdoPlowd H Opdda Auwyeipionc:

) Avapépet on o oyolelo e eviuepo YW To TeploTaTO ayolol
ekpoPiapov.
) Armperonile tov 80T e auompome, wote Ve avidkngbe T gofapoTa TG KaTdoTAOT,
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) Aev pmaber o¢ ey olTon Kt Slompaynarevon T KardoTaong. Ever onuavrio v iy Katyopel f va Kpivel ket oUte v avahaverat
1p0vos avadqTovTas Tov A0yo OU  GUVERKE T0 TEpLOTATIKO.

o Emypéve. oty nokimuen tov oyohelov ya u avoyn T Plas.

) Bonfa tov B0t va mpofAnpanotel v T oupmepipopd o (avaTeivg evouvaiabiong).

) Bonfa tov B0t var oxerel tpomou pe Toug omoloug B pmopovoe vt fekuoBel 1 Kataotaon kot va emavopBoe, PonBavras érol 1o BUpa.

) KaBopiCet véa suvavenon pe tov Bl ae it fBopddo, yia ve oulymBel 1 vlomoinan Twv umosyEoewy ko Twv Tpatewv pe otayo vt Pektibel 1
KaTaoTooT), evid emonyaivel ot B mapakodouBel g el Tov.

o Av o Bmg Oev ebu évag oldd meplooorepor, Sieldyoviae Seywpuotéc- Sedoywés  owvavross, ywpls  vo  dobel 1 Suwvarompa

EMkowOVIas K TpoouVEWOTIONG etalh Tovs.

I Tuvavinon pe to/ouc Beand/Beatéc H opddar Bayelpionc:

) Avapépet on 1o oyolel e eviuepo YW To TeploTaTO ayolol
ekQopiapov.

o Empéva. oty nokimuen tov oyohelov ya u avoyn T Plas.

) Avote ) Sueq tovg exBoyy (meptypagn yeyovotos, TPOTTO avriSpacs Toug 1 ) KL Tovg Aoyoug, avadoyopd mBavig evbivg).
) Bonba tov Beam vo mpopAnuorotel yu ™ oupmepupopd v (avamruby evouvaioBnong).

) Bonfa tov Bearq Vot akeprel Tpomou pe Toug omoloug Bt pmopovoe vafonBoet To Bupa.

o Av o Beario Bev e éveg oM meplooonepo, Tote yhovin Seywplotég- Suaboyucs ouvavriaess yepls vt Sobel  SuvarramTor emkoevias ke

TPOGUVEWON TG Uetafy Tou

4. EmiKoIvwvia M€ TOUG YOVEIG: H evnuépwan Tav yovéwy Tav Tabiev mou eumévovial e Teplotarikd exgoBiopo eivet anapatm, 0
Tpomog emoveviag diodpuorilel  onuavrikd  podo  om  Supelpioy  Twv  meplotorikdv.  Xapn - ot emowwvla e ToUG yovels emtTuyydvetal 1 amotpom
avahnimg pwrtooudiag amo autods vo aveddfouv e T ko toug tpomo va emMoow to mpoAnpa. Emonpabern o o mepmToeS
Yvéwv OV Kakomolodv o mudla toug nevuépwon amd to oyolelo yhew pe tpomo tétow, wote v efuogaliferat 1) aogahels Tov mauSioD.
Be tétoteg mepumridoets, 1o ayohelo ra i ouvepyaoia v appodlwv ummpeoov (Ymnpeota Exmodevmal Yuyodoylag, Ymnpeotes Kowavucqs Eunpeplag
K.Q.).

A. Emucowvovia pg yoveic 100 1o1d100 Tov ETVYE

gkoofiopov
H opdbar fayelpiong:
o Emowavel aubpepov e oug yovels Tov BOMOTOS KoL TOUG EVIUEPOVEL VIO TO TEPLOTATIND KL TV EQaipHoyY T moditukt Tov oyolelow o
Siyelpon  tou meptotaTtko.
) Tned ) auvepyoota toug ku Ty Tarpoy oTipiblg mpog o mudl.
) I¢ mepintwom mou kel ypouto v umaplel ket By ouvavenen wall tous, ot yovel kadouviat va mpoa€NBou oto ayolelo.
o Fumpiepavet toug yovels yua g SlaBéases vmpestes kat ypayés atfpin oTig omoles pmopovy va amotaBovy (Mapdpmpa V).
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B. Emwkowvomvio Bg YOVELS TOV 019100 TOV GGKIGE TPUKTIKY

gkoofiopov

H opdbar fayelpiong:

o Emowavel qubuepov pe oug yovelg Tou 80T Kot Tovg eviuepaveL Y To TEploTamikd oTo omolo eumAéketat o maudl Tous,
) Tvwotomotel my epappoy] T moArik Tou ayolelov o Saelpion Tou mepiaTatikoD.

) Tned ) ouvepyaotar Tovg.

[ ]

Fmpepavet Toug yovels yia T StaBéayes umpeotes kat Tpapuiés Epingorss onote pmopouy va anotaBoty (Mapapmpa VI).

) Ie mepimwon mov kpdel ypqouwo va vmapt ker’ oy svaveman, ol yovelskalobviat va Tpoa€lBouv oo ayolelo dou evpepcwvOVTl Y
1 UvETeES o umopel va Eg, av ouveyot, 1) expofiotin ouumepupopd Tou Taibloy toug. tormhalola g tétoias ouvdveong e Suvarov vat Jymfel
1) amom v youwv Y 10 Tes B pmopotoay ve onbrgouy to mubl toug v emavopBeioe.

I'. Emikowaovia pe yoveic Ogat@v

H opddar fuayelpiong:

o Ermowave aubigpov e Toug yovelg T Beativ ko Toug eviuep@VEL Y1 T0 TEPLOTATIKO
¥t TV edapuoyn g nokm Tou oyohelou ot ayelpion Tou mepioTaTIKOU.
o Solpd wedl towg v polo mou el To moudl ToUg OTO GUYKENPUIEVO TEPIOTATIO.
o Eunuepavet toug yovels yur 1ig SiBéonies umpeotes kat ypaypés omqpingor omoleg pmopoty va amotaboty (Mapapmua V).

5. Koivi ouvdvrnon paBntwv: Agol mponynkay T mo mive oTadie g diayelpion Koy, epdgov, ku T 6o moudid, too0 quro
Tov aokel 000 Kot qutd mov Seyeren Bie, embupody va mporypomomouBel e Ko GUVAVTION TOUG, Je OKOMO TV OURGWVE Y ek ouvomapy
W0 070 YOPo Tov  oolelov.  Aumh mpaypomomotettat otV Tepovsia o umevBuvoy ekmabevtikoy, Tov SleyEnioTKe T0 MEpIOTATIHD.

6. Lt mepumtaoei omov 1) jop@i Tou 6yolikol ekgolayiol agopd e mBavioetovadue kakomonon / ekperdMevon maiblov, og QUOLKO 1) nAexTpOVIKO y@po,
amapotra mpémet v axohouBotvray, Tapahnde, ot ofyies sUpgva e T eyl e Bépa: ZeSovadu) Kakomotnon kot EkperdAheuan
Naidiwv ket Noudik Mopvoypa@ia (pax. 11.2.11.1, nuep. 7/11/14, dde 4412,dme 7484, dte 2876).

7. Tuoyolelormov egapuolovy mhotued kond T geru] ayoduay ypowd tov Kadue upmepupopds kard ov Pataiapov & 08myo Auyeipiong ket Kataypagng Patatotikav
Nepuotarkow» Ba Suyespllovine exgpoflotika nepiotamukd, 10 omolol fuatloviat o¢ kdmota mruy ¢ SlagpopeTukoryras Tov BUATOS K WG PaTOOTIKG.

Mo TEPQLTEDW mhnpodopleg BA.
http://www.moec.gov.cy/agogi ygeias/kodikas kata ratsismou.html

8. Emépeva prpata:

8.1 Mym twv nedupykoy perpwy, 0w mpoAémovt péoa amd Toug KavowisHols Aettoupylag Twv ayoAelwv.
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8.2  Imy mepimwon mov kard m Swyelpon Sapavovy Suokolies, mou agopoly taeumAexopeva pépn, ot omoles ypniouv Ty mapépfaon ediav,
T0te, TOPAMENTENMTO TeploTattkd oTov otkelo Exmaudevtko Yuyoayo.
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IHAPAPTHMA IV-Evtoma o1gpgvvnong, TopaKorovdnengkon

9
VIO TOYUOHOVTEPICTUTIKOD

Ap. 1. ENTYTO AIEPEYNHZHZ MNEPIZTATIKOY ZXOAIKOY EK®OBIZMOY

Huepounvia mepiorarikou: Qpa mepiorarikou:
EmavaAauBavousvo: NAI/OXI

Xopog

BdAte o€ KUKAO O,TI TAIPIAE]

Midbpopog, Touaéteg, Anodutipua,  Ikaheg, AiBouoa NoMamnc Xprang, AlBovoa fibaokahiag,
Auki,  Aewdopelo amo/mpoc 1o ayolelo, Ohorpepo ayolelo, Anoyeuyiarvy oyohq Spaompidtma,  Aabktuard (Wéow mhextpovikod
Tayudpopeou, k.Am.), Hhextpovikd (pnvouona oto kwnto), aMo

Ovopo/ta OOpatog/ov Ovopa/ta 00T/ OV Ovopa/ta Ogati)/0v

Mop@ég eK@OBIOTIKNG CUNTTEPIPOPAS
BaAite o€ kOKAo 0,71 TOpLALEL

ZWHATIKA yrmiuota, klutoiec, ypobic, dtloo, towhomodiéc, ompweiara, amedhuxe / avemBUpnTeS yelpovopies oetouahiko
TepLeopevou, e€avaykaopoc ot oeouahikes mpoofhikec mpdteic, aMo

AeKTIKA Yevaoyol, ypron  petovektkwv  emBérwv, fpwoic, ametqukd 1 mpoofhqika pnvUpata, avapuoota oebouahikd ayoha,
lexég ametkéc, Mo

2XEOCIOKA dwadoon Yevbwv n/kar eruPAafwv  GNUWY, UTOTIUNTIKA OXOALa
ovaypappéva oe dnuoola pépn, amouovwon, €kBeon dpwrtoypadlwv oe
dUOLKO 1 NAEKTPOVIKO XWPO, Xwpig TNV Adela i T yvwon tou madlou-otoxou, aAko

KAOTIA, KATAOXECN 1 KATAOTPODN TMPOCWTILKWY AVIKELULEVWY, Slaypadn
Kataotpoon n/kataAoiwon TPOCWIUKWY  NAEKTPOVIKWYV

TEPLOVOIOG nAnpodopwyv, o
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kataywyr, oefouaho; mpocavatohiopdc, Bpnokeutikes memoibroelc, avamnplor, edes wavotteg 1 takévia, oyohkn enidoon,
AodyoVAito aMo
Ouvpatomoineng

AvaQopa TEPLOTATIKOV OTT0 :

BdATte o€ KUKAO 6,TI TaIPIALE!

ddakaho/xaBnyn, nofn, Bear, BUpa, Bum, yovo,  PonBtko mpoowmikd ayokeiou,  avwvupn
avaopd, Mo

Ieprypa@r] TepLoTOTIKOV:

Evépyeieg:

Suvowtioet; (0oL, BUtnc, Bearc/tc):

Eviuno avaotoyaopol ya tov 8ot (Sivera oto téhog ¢ mpwng ouvdvenong):

Emwowuvia ie yovels (B0paroc, Bum, Beatwv):

Nebapyka Merpa:

Napamopnn oe AMeg umnpet:

Huegpounvia: Ovoua eKmmaidsuTiKoU : Ymoypaen:
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Ap.2 ENTYIIO HAPAKOAOYOHXHX IIEPIXTATIKOY XXOAIKOY
EK®OBIXMOY

ApIBu6g ZuvdavTnong: Hpgpopnvia:

Ovopo EKTOOEVTIKOV:

Mapoévreg:

KardoTtaon poadnrtA: feuopn D Tepdnepn I:I Koo ahhayy I:I

Iyoha:

Emwowuvia e yovels:

Huegpounvia: Ovoua ekmaideuTIKoU : Ymoypaen:
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Ovopa:

Yroypadeg:
MaBnt /mpuag:

Aaokdhou:

Ap.3 ENTYIIO ANAXTOXAXMOY ITEPIETATIKOY XXOAIKOY
EK®OBIXMOY

Huepopunvla:

lepiypatpe ) ouymepipopd oov.

Egmymoe, yurl oupmepupepBkes éroL.

lotovg Kat fie moto TOTO €MMPEXDE 1) CUUTEPLQOPE GOV AUTI;

Tt ovauoBipatar oov mpokddese qut 1) Kardotaor;

Tlodg alhuog B umopodoes va oupmepupepbels;

Tu pmopels va kaveg amo Twpa K oto €€

Toviou:

Do
a)
eo]




ITAPAPTHMA V

ZUPBOUAEG TTPOG YOVEIG

Ot o kdrw oupoulég aneuBlvovtat mpog Ohoug Toug yovels kat umopodv var agiomoinBoly amd To oyoMelo yia TV evuépwan Kat evaoBntonoinen Twy yovéwv. Mmopoly,
enlone, va anotelécowy éver Ypowo epyakelo v Toug yovely Twyv omolwv o madld epmhéxovtar o€ mepiotorikd  oyohwol  exdoBlopou. H kdBe  oyolun
povddar enhéyel tov tporto mou Bat bioperedoel ¢ Mo kdrw mhnpodopieq (Sidkeln, Evtumo ukwo, otooehibar ayohelou k.Ar.)

XopPovrég TPOG YOVEIS TOV OTOIMV TA TOLOLA OEYOVTUL EKPOPLono

1.

2.

lpooétre yia odayég ot oupmepigopd ke T otdon) Tov madion oug;
- Nuba, mou umokewtat o€ ekdopiopo, Olvow omuadia mw Kdn Bev maelkaAd.
- Mnopel va mapouotdlow anpoBupia var Tdve ot oyolelo, GUOKA OWHCTIKG GUMMTWHOTA, OMWC TOVOKEDAO, TOVO (010
otopdy Ko Blatapayés Tou UTvou.
- Inudbia kaxomolnong oto owpa (exdopés, HwhwmeC K.d.).
- KAéBouv ypruara, yia va ta Swoouv otov ekfiaot.
- Eadovllovian 1o mpdypata toug (ypruora, kohatold, aviikelieva).
- Napovoidfouv coPopec bakuudvaelg ot BiaBear toug.
- Mewverar ) oyoku toug entboon.
- Debyouy va prv éxow dhoug.
- Mewvov o Geborreg emwowviag Touc.
- Oofolvrar v ypnowonocouv To Ktd TAEGWYO R var avolouy Tonhetoviko Toug TaxuGpopelo.
- [lovow emberwol, mapdhoyot, avioujol.

- Mnopel va mapouctdoouy avoped f foulpla.
Axovote to mposexried. Amokrore pa Sekabapn avilgdn tou meplotamkod (ywpog,

Yoovoc, Oudpreta, emavandn, mapovtes, mepypadn tou TepoTaTal).

3.
4.
5,

14.

Anevoyoronate 1o mawdl v empaelote 1o yir Ty amoxdiuy.

Ebnynore on kavel Sev gget 1o Suodwpa var ov géperau £toL.

Motéyte 10, 0tov 0ag exyompevtel on umeotn ayokkd exgopiopo (@opdrar uTrows bev 1o Katavoroouy, Tou emppiiouy Ty evdlwn 1 on Bewpnel o
Slugéper).

Tnmiote v o0g mel Td¢ avrpero Ty 0 wpOBknua. Atepeuwiote pail K dMoug TpOTOUG,

Miv tov {jmoete v kdve oto aMo bl «tot (.

EvBappivete o v avapéper 1o neplotariko otov Saokao /xaByyme tou.

Ebnynote m Siagopd tov «mpodide /xarayyélu» amd 10 «yrdws Ponbe.

. Emwowawiote kaw eoels ue tov ddoxado/xaBnynm tov madiod o,

. Iriote Bonfeie /otipy amo tov ekmubeviikd Yuyohoyo tov oyodelov 1 K tovkabynm /xabyqtp oupboutevtucis (EEA).
. Inmiote BonBew /omptéy amo 1 Tpappes Irmpla (Mopdpmpua V)

. Ibagere o madl ve aveeeraomilet Tov expofioo:

- Na avibpd Mexusd, Meyoviag: «Oe pou apéoel autd Ttou lmeC 1 Ekave» 1
«qmopel¢ va metc 0,1 Bec, oA Bev el ahneta»

- No anopaxpbvera omo tov Spdot.
- No ypnoworeoe yoUpop.
Kavere efaoknon pe 1o modl oog, vor et oUveopes aTTooTopwTIKE QTAVTOEL

(notelec, oyt eyBpuec), Omwe:

Melpoyya: el €yet; kokkva pokhid;
Andvinon: Me kavel vt exwpiln péoa oto TAqBoc.
Melpayuo: - Oaiveoor yopoUpievo e T yuahdkia gou.
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- Andvtnon: Nai, éxw enumpooBeta pdna, yia va eléyyw T ndvea.
- Nelpoypo:  Eyewc peydha aund, oav tov ehéava.,
- Andvnon: Not, aMd eyw akobw mohd koAUTepa amo ova.,
15. Yrevbupilere oto maudi oag vo ypmouonotel T yhwooa tov owpatos, mou Bar Tov
dwoet meploootepn automenoiBnon (opbloc, avowtol oot wpot, Gamipnan ommikdg madn).

16. EvBappivere 1o va ypnoytomotel To Tpito mpocwmo 0Ty Exppaon, WOTE Va elval Siexdumd: «eyw TOTEVW 01 QVTO OV Kavels eV e
00010 /B, .. ».
17 Matere to bt o vee

- Iedrerol OeneE  ewOvS yo TV EQUTO TOU, WOTE V@ EWoyEL TV avToeKTiunon Tov.
- Mevel o€ YWpoug TTou UTLAPYOUV EVIAKES WG EMMTPITES.
- Mevel e opdda amo dihoue.
18. Bonbiote 1o naidl oag ve avanrlet 5 Kook tou Seliomres.
19. YioBernote Beriés owavikéS oyéoess Kt Spaommpiomes.
- BonBrote 1o bl oac va omokmoe dllovg, evidg Kk extdg oyohelou, peToug omoloug var TapiaCe.
- Mporelvere Gpaompdues mou urmopolv Vet kdvouy afl.
- Bpelre Gpaompidnreg mou o et oag amohapBavet Kot kave: pe emuyia.
20. Efoopodlote yio 0 ppd moudia eovoypagnueva Bifla pe Bépa o ool
EKQOPLOO HETW LoTopLIN.

YopPovrég  mpog Yoveis TOV OmOl®OV TO 7AWl TOPOVGLALOLV
ekQofroTiKiiovpumePLPopa

Axolote T0 TpOOEKTIKG.

Bonbote 10 va aviihngBel o 1 oupmepipopd tov e emmTwoes, 1000 Yt 10 o 060 Ko yia Toug aAdovs,

My krteate 1o moudl w¢ tywpla yw g emBeruee; oupmepipopés tov. Mootyote Ty apalpean mpovoplav wg mwpla.

Mfatere o evehaxres Tepvike yia enthuan ovykpotoewy, mov Sev meprlagiBavowy fiec (Te.y. Sugelpion Buiov, Biexdlion pe evyewo Tpomo).

Enaweite ke eviylere 1o mudl kabe @opa mou emBewvder owvepyatikes Kot gllieg oxéoelg mpog aMa maudiad.

Ymopddere epuroels avapopid pe 0 fopard tov 1o oyolelo (lovg, mauvide, Bupo-ileit-popo, eav to exgopiow K av o avaykdlouy dhlot va
ekgofile).

7. Tuvepyaotelre e 1o oyokelo yua eEedpean KoWQY TPOTLY VTETTIONG T CUUTEPLYOPAS Tou Tatblov.

ok wh =

XopPovrég mTPog YOveIS TV 0TOIMV TO ALl Eivor 0TS TEPLOTATIKOD
eKQofroTIKN|GoOVUTTEPLPOPAS

1. Axovore to maidl oag mpooextikd kot emPpafeloete 1o Yo T QvaYopd GTOMEPLOTATIO GYOAKOD ekpoPiopoy.

2. Tulyoiote e T mudl oog Tov TPOTTO e TV OTI0I0 1) oo Tov emppealel: o) Tomaudi mou Buparomoteitat kau B) To maudi mou aokel expofiopd.
3. EvBappovert 1o:

= VO QVOGEREL TO TEPLOTETIO OE EvAlKaL.
- va omple to naubl mou Begerar tov exdopiopo, umepaoniloviag 1o, ywpls va Spar exbiyka K ywpls ™ xpron .
- va anoBokydoet tov Bum, Ywplc va Bétet o€ KiGuvo Tov equto Tov.

I'evikétepa

Eviaybote v autoektlunon tou mawblod oag;
- Aduepuote ypovo oto maudl.
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- Euroniote o Bemwd ovotyelar Tou kaBe matbiod, eotiafoveac Ty mpoaoy oo aricuvatoryies mapd ot abuvapi Tou.
Awore euratle emuyla oto naudl.

- EvBappuvete o v ouppieteyet ot Aqdn amoddogwy yia Bépara mou Toadopolv.

Awote Tou curatpes va kdvel endoyeg Kot va avehapBavel mpwroBouies.

- IePootere Ty eleuepla var evepyel, aprel va b o€ oupkexpuévar rhalota ke OpLaL GURMEPLOPAS.
Mpowbnote to maudl va exdpaleral Berka yia Tov €quto Tov.
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ITAPAPTHMA VI

Y1ooTnpIKTIKEG YT peoieg kal Popeig evavTia 0To OXOAIKO EKQPOBIOHO

1. Ynnpeoio Exnadevtikng Yoyoroyiog (YEW)

To Mpoypappa Addn I oopedel omy mpoAndn ¢ exdoblorikns oupreepidopds petaty Twy pabnrwy oto ayokelo péow e avaremuéyg kal
edapuoyrc evog epyalelou mpokndng, mou augdvel T evnuepwan yia Toug exmaideutkoug T mpwroBaBiuag ekmaideuang. H atnan v ouppeToxy oto
Mpoypopa umoBaMerar yporrw oty YEW.

H YEW emong mapexer Sadebeic ka Puopoma epyootipior o exmaideutikolc kayovels.

TnAédwvo: 22806863, af: 22800806, email: eps@moec.gov.cy

2. Yrnpeoio Xoppovrevtikng ko Enayyeipotikng Ayoyns (YXEA)

H YIEA, o¢ ouvepyaola e mv OAT, mpoodepe o Mpoypappa Aapecohafnong oc oyohela Meone  Exmoidevong ot mhalowr g
nipoomaBelac yia pelwon emapapamorg ota oyolele. H - ool BauecohaPnon ebo évag  amoteAeojLan; tpomog EmAUONG Twy GUYKPOUGEWY Kt
anotehel - evaMakw)  ADon oty meapykd mpaktikd Ttou loglel ota oyolela, PonBuvtac ot pelwon  TwV  ouykpoUoEwy kI TVRQPQOWTH
0€ melapyika mapanTwpaTa.

TnAédwvo: 22800931, Oas: 22305117, email: yseamoec@gmail.com

3. Opadada Apgong MopépPaong

H Opada Apeonc NapépuBaong ote mhaiowr otipin e ayohudc Hovadag i Ty avdnruén oxeblov Spdong avryietwmiong coBapwv meplotatikwy
A dawopévwv napaBorikdttog npoadepeL emudpdwon oto Bepar tou ayohwol exdoPlapol kau o dMa cuvadn Bépara.
TnAédwva: 22800824, 22806336, 25820880.

4. Hapatnpntiipro yro ™ Bio 610 Xyoleio

To NMuparnpntiplo v m Bia oo Ijolelo ouMéyel, Katoypdder, kwbiomotel Kot avohlet oroela, mou aopoly oy €ktaon Kul T
nopdeg Blag oto oyokelo. Emlong, ompllet Spdoeic, v avamtuy Kk v Biayuon Opdoewv Twy oYoRelwy TLOU EXOUV OXEON e TV QVTUETTTON TOU
opohod  exdoPlopol K,  yewkorepa, T plag  oto opokelo.

TnAédwva: 22806309, email: paratiritirio-via@schools.ac.cy

5. Hawdaymyiko Ivetitovto Kvnpov

To NIK mpoadépet Mpoaupetikd Zepuvaptar kot Zepdpta o€ ayohur faon, mou aneuBovova ot exmaubeutikol hwv Ty Pabuibuv kaw o€ yovel¢ it 10

Bepar tou ayohukol exdopiopod ki aMa ouvaon Bepara.
TnAédwvo: 22402387, oocelba: www.pi.ac.cy.

O Topéac Exmadeuvtiens Tepvohoylog tou M.l b évag omo toug enalpoug tou evpwnaikou  mpoypdupeto Cyberethic. Npoodepel
oguvapl, Puopamkd epyaotipta K Binhéfels ya o Bepor tou Daburuakol exdoBlopou o¢ abnueq, exmaubeutivolc, yovels KoL oTO EUPUTERD KOO,
Minpodopleg ka unootnputiko ekmaibevd ko dlotevetimotn Sradiktuakr moAn.

wtooehido: www.pi.ac.cy/internetsafety.
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6. I'pageio Mpoypappdtov Ayoyn Yyseiog

10 YN Aetzoupyet to Mpadelo Mpoypopudriwy Aywyrc Yyelog v m otripiéy twv oyohelwy o¢ oleq ¢ PaBpidec g exrtaldevong. To Tpadelo ouveovil y nuhotwen
edappoyA tou Kwdka upnepidopds kard tou Patatopol & 08nyou Ayetptong kot Kataypadic Paratotikwv Meplotarikav kad t ook ypovid 2014-
15, To évtumo kan nhektpovikd ukiko, TTou ypnotpomoiettat ot malole  Tou HaBrparog meAywyAc Yyeloe, pmopel va  ofiomoinBel
oy vlomoinon tou  Iyeblov  Apdong Mpokndng tou Zyohwou ExdoPiopou. Ibufepr, mpoodépovu o eppewidn «Mupn Nucida —
Compasito» ku «Avakahimrovog tov ENédavta».

TnAédwvo: 22800527, ¢at: 22800666, Wnoeclifa: www.moec.gov.cy/agogi ygeias

7. Meooyewoko Ivetitovto Mehetov Kowvovikot ®viov

H Spdon tou MIMK® vt eudaon ota mpohqmrikd mpoypapuara mou adopoly, kuplu, toug Habteq e Méong Ekmatbevang kau 1 emuodpduon
oxetiCera pe Bepara lootnTag Twv QUAWY. Ta mpoypappaTa autd eyouy w otoyo TV Tpowbnan tou aMnhooeBaoiol petagd Twv GUAWY, kabwe enlong,
koL T mpoknn e Epudulnehiac.

TnAédwvo: 22842036, duf: 22842050, wneelida: www.medinstgenderstudies.org

8. Kvnpuoko Kévrpo Acparovg Avadiktvov (CyberEthics)

To CyberEthics mpowBel v aododq yprion Twy kawolpywwv texvohoywwv (Sioblko, ko mhédwvo KAL) mpoodépoviac
mpoknmrikd  exnaubeutikd mpoypdppana.
TnAédwvo: 22873820, woselba: www.cyberethics.info

9. Opyaviepog Neoraiog

H «Muwpi Apxtog» anotelel mpoypapya tou Topéar Mpokndng ka Zupboulevtivov Ymnpeowwv ou  Opyaviopod  Neohalag  Kumpou.
AmevBlver e madid, ednBouc, yovel ot exnubeutivole. o kdBe Bépo/mpoypapa Siefdyoo méwte ouvavinae. To oyohelo pmopel va etléle we
Bépa tov oyoho exdoplapo.

TnAédwva: 25443079/80, weehia: www.youthboard.org.cy

10. TheatrEtc MKO

O Opyaviooc edapualel to exmaubevtd mpoypappa Remove the Power, 1 omoo aneuBlvetal oe padnéc mpwtopaBiutag exmaibevonc,
Baoletan o€ Bearpuka Puparikd epyaotipia oyeblaopéva yia mawdid nhilag 10 - 12 €twy, mou anokorodv otn Slamaiboaywynan oyeTkd e 0
dawopevo To Zohiko Exdopiopol kit Tou¢ TPOTOU QVILETIIONG Tou.

TnAédwvo: 99443104, woeelda: www.theatretc.com

11.Hope for Children UNCRC Policy Center

0 Opyavioyog mpoodepet Pupomikd epyaotipia ket Stohétel oe pabnec,exmaubeutikol kot yovels yioto Bepar tou ayokukod exdoPiauod. Entong edappolet to
ekmaibeutikd mpoypapa «Opades YnootApiéng ZuvopnAwwyy. Ira mhaiota Tou mpoypaparog N Yuyoekmaideuan-evnuépwon Twv mawbiwy oe Bpata
oyohkoU ekdoBlopou yherm omo  ouvopnhwous toue. Ta mudd, T omola  eméyovi, exmoubevovior amd eidikouq emayyelpories v va
Netroupyolv we mpeafeutec evavelov Tou oyohol exoPowol ota oyohela.

TnAédwvo: 22103234, woeelba: www.uncrcpc.org

12. Hpoypappa ViSC

To Naverotipo Neamohnc, o¢ ouvepyaola pe to Yreoupyelo Muudelog kot Nokimapod, edapuolet o mihoto poypappe ViSC yi my mpodnyn
Ko avriermon tou oyohuko exdoplopod. O Kiplog  OTOYOC TOU TRPOYPOQTOG €l 1 EWiOYUON TwV KOWWVIKGV KoUOLOMONTIOHIKGV (ooTiTwy TV Ly
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ekdoblayiou ota ayohela. To mpoypaupa autd nephouBave. edapuoy woBuaTwy: amo Toug kebnynreq oty Taln T paBnTwy, kabu elong, K ouyKeKpUIEVES
Slabikaote aviyeTwmiong neplotamikwy oyoAoU ekdoPlayiol oo ayohelo.
TnAédwvo emwowwvia: Navemotipo Neapolis: 26843602

13. Tnhe@ovikég ypoppég
Mo v ok otipidn maubiav kot ednBuv oe Bepora oyohou exdoBlopolurdpyouy SiaBeoues o axohouBec Moappié Erioidng:

) 116 111 Evpwmaiki ypapun otipiing maidiwv  kai  epripwv. H
aupBouhevtueypopy Retzoupyel amo ull Kowompatla "Hope For Children”
UNCRC Policy Center (HFC) - Z0veapo ywo v Mpoinym  kaAviyeramon mg Blog omy Owoyéveta (MABO). Mapéyerar ompidy Kat
¥oBoSiynan yw omotodiTroe Bepa.

Meépec - wpeg Aemoupyla: Aeutépar - Napaokeuq (12:00 - 20:00) kut 2affato (09:30
- 14:00)

) 1440 yia oudid, e@rifoug ko evAAIKES. Tpapp Bonbetag yua Bpara evooroyeveiaws bias tov Suvbapou yia
ok ket Avreromon mg Biag ot Owkoyévewa (ZMABO).

Meépec - wpeg lemoupyloc: Aeutépa - Mapaokevy (08:00 - 22:00), lappatokuplaka ka apyieg (10:00 - 22:00)

) 1410 yia Tadid, e@APoug kKol  eVvAAIKESG. Tpo  Erowoweviog, Iugoutevrind i
Zmptbng tov Opyavpod Neokalas Kimpov.

Meépec - wpeq heoupylag: Acutépa - Napaokeuq (10:00 - 23:00) rat JaBpatokuplaka
(15:00 - 23:00)

) 70000 116 yia woudid, proug kai evAAIKES. Tpappn Borbeias yia Bépataypiong tov Sladurdou Tov
Kumpiaxot Kevepou Aogadots Aadirvou «CyberEthics».

Meépec - wpeg Memoupylag: Aeutépat - NMapaokeun (09:00 - 19:00)

) 1455 yia oudid, eprpoug kon evAAIKEG. Tpa otpiEng yia Oépataoebovadilc — vpelag k. evneplas,
Kumpiakog ~ Zivbeapos  Ouoyeveiaol Tlpoypappariapod.

Meépec - wpeg Memoupylag: Aeutépa - NMapaokeun (08:00 - 22:00)

o Cyprus Helplines mobile Application
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INHAPAPTHMA VII

0Odnyieg HAekTpovikiAg Kataxwpnong MNMepioTatikwyv ZXoAikoUu Ek@ofiopou

H nAEKTPOVIKR KaTOXWPNON Twy epLotaTikwv oyohikol ekdoBlapol elvar euBovn Tou kaBe ayohelou. Ty karaywpnon Ba mpayyatonoiel 0 BA
uneuBuvog ¢ Emtrporg Aywyn Yyelag ko Mpokndng g MepaBeruktnag éow tou Zuotyatos Exmaideutikod Mpoypappanapol.

1.

H npoapuan oto Zbotnua Exnaidevtuod Mpoypapariopot (ZEM) yivera eie and oy iwtooehibar ou ZETT oty iedbuvon https: //sep.dias.ac.cy i
amo 1 wotooehides v i Sieublvaewy tov Ynoupyelov Mubens vt Molmoyov:

- MiebBuvan Anpotueq Exmaibevong: http://www.moec.gov.cy/dde/index.html

- MiehBuvan Méong Tevung Exmaidevong: http://www.moec.gov.cy/dme/index.html

- Diglbuvan Teyvuens kat Enayyelporueis Exmaidevong:
http://www.moec.gov.cy/mtee/index.html

Méow om0 1 mo mave tooelide;, Bo mpémet vo. kavere Kk ot ewovido 1ov ZEIT mov fpiowerar ota et g aehiduc.

2. 0 karoywprig B ewopyetat 0To VaTIHA péow Tov Tposwtkoy Tou AoyapiaopoVEEI - yio oyoug Slagilabng twy mposwmkay SeSouevav. B emhéyel

1) Karqyopla
«O¢uote Blag» amd o pevol emhoywv ko akoholBwe v enhoy) «Mepiotankd ZxoAikou Ekdoiopioly.

3. T kabe mepororko mou Siyeiplorre 10 oyoeo Ba oupmAnpwverar Eexwpot Kataypag.
4. Me wy olokjpwoy T ketaypagds v evimou umdpy 1 emdoy] T
«Mpoowpwi¢ Karaywpnang» (to éviuno Bev artomélletat oto ZEM aMa mapayiével o¢ Kardotaon mpoowpwvi¢ amoBrikeuang pe T Suvatota
eneepyaolac omo tov BAY tov AieuBuvry tou ayokelou). Me my emoyq me «Optotiic Komaywpnong» toéviumo amootéMern péow tou ZEM
oto Mapornprpto ya t Bla oto Zyokelo.
5. T omowdieore Sevkpnon pmopette v amotelveate oto Maparnpyrpo yiu ) Bia.oto Lyokelo, oto mAépwvo 22806309.
[ ¢ 1) .

To Zdorno Exnadevricod Tpoypayuamapod detcovpyet otong eéng mepuyyees totod
(browsers): Internet Explorer 8+, Google Chrome, Mozilla Firefox, Safari.

z io E . I 1Y A1

3¢ mepintoon nov avoueroniCere kdnow mpoflipe Kord o Owdikaote eyypogdg ot oot Kod ) ypAon 100 GUGTIHTOS, NROPEITE Vit ETIKOMGVER: e 100G MO Kite

Jgopyoc.
Agitoupyég YIN TnAépwvo [BaBuida HA. Taxudpopeio
o Aok, Méan, Texvikn )
Mapia Xpiotou 22806308 mchristou@schools.ac.cy
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ITAPAPTHMA VIII

EmpéAcia eyKukAiou:

Ap. Mapia Tro@n, University Lecturer in Psychological Criminology Deputy Director of the PhDProgramme
Institute of Criminology, Cambridge University
Ap. MavayiwTtng Zraupividng, Adupe; Yugoloyug, Taqua Puyoleyas, Movemoriyn Kinpoo
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Appendix 2: Research Informed Consent Form

Leading education
and social research

Research Informed Consent Form

This Research Information Sheet is for Cypriot professionals working with children and

who are invited to participate in the specific research:

Re-thinking bullying prevention: Exploring the perceptions of Cypriot professionals on

Interdisciplinary methods of learning

This Informed Consent Form has two parts:

* Information Sheet (to share information about the study with you)
» Consent Form (for signatures if you choose to participate)

You will be given a copy of the full Informed Consent Form

Part I: Information Sheet

Introduction

My name is Christodoulos Charitou and | am a research student at the Institute of Education/
University College of London (IOE/UCL). | am doing research for my Doctoral in Education
(EdD - international) course on Interdisciplinary methods of learning for influencing primary

school students’ bullying attitudes.
More specifically my research questions are as follows:

1. How do Cypriot professionals from different disciplines describe the efficacy of current anti-
bullying methods of learning, based on their experiences?

2. How does disciplinary identity and educational background influence the way Cypriot
professionals define bullying?

3. What is their understanding on the efficacy of anti-bullying interventions and their awareness
of other disciplines and approaches?

4. Which of the disciplinary practices they feel that they can appropriate and practice safely
and which they feel they cannot?

5. How do professionals from different disciplines conceive and respond to a process of

collaboration in order to co-design and co-facilitate anti-bullying learning sessions?

If you are a professional working on anti-bullying approaches with children then your opinion

will assist greatly in my research.
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| will provide you with information and invite you to be part of this research. You do not have to
decide today whether you will participate in the research. Before you decide, you can talk to

anyone you feel comfortable with about the research.

This Information Sheet may contain words that you do not understand. Please ask me to stop

as we go through the information, and | will take time to explain.
Purpose of the research

Bullying has been broadly recognised as a vastly growing social problem, which often occurs
in institutional settings and especially in schools. Regardless of all the negative consequences
that the action can cause, it seems that bullying is still present at schools and that further study
is required to assist educational institutions to evaluate their anti-bullying policies and in-
classroom approaches. | believe you can help me by sharing your views on students’ bullying
behaviour and your learning approaches for bullying prevention. Furthermore, | would like to
invite you in 3 Focus Group Discussions (FGD) together with other professionals form various
disciplines working on anti-bullying methods of learning and exchange practices, sharing your

experiences and sample of your work.
Context of participation

This research will involve your participation completing a three-page vignette sheet (details on
Procedures B), a 40-minutes interview at the beginning and a 40-minutes interview at the end
of the 3 FGD. The FGD are designed to discuss the participants’ perspectives around anti-
bullying methods of learning. | will briefly describe them to you. Apart from the activities
designed by the researcher influenced by the answers of your vignettes and interviews, your
role is to prepare a 30-minutes fragment of how you approach bullying in a classroom setting
or with a group of children and as an outcome at the end of the 3 FGD to design a workshop
plan and share your thoughts with the rest of the participants. The 3 FGD will last 3 hours each
and interacting activities will be used. At the end of each FGD you will be called to give
structured feedback following specific bullet points in an electronic journal. The FGD will be
video recorded and during them | will be collecting all the material we will be working with, such
as worksheets and workshop plans as part of the data | will analyse.

Voluntary Participation

Your participation in this research is entirely voluntary. It is your choice whether to participate
or not. The choice that you make will have no bearing on your job or on any work-related
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evaluations or reports. You may change your mind later and stop participating even if you
agreed earlier.

Procedures
A. Introduction to the format of the research study.

| would like to invite you in this research project to express your views on bullying in school
and the ways that you deal with the phenomenon. If you consent, you will be asked to fill in a
3-paged sheet of vignettes and attend a 40-minutes interview prior and after the FGD, which
will be audio recorded. Additionally, after each of the 3 FGD you will be asked to give feedback
on an electronic journal. All 3 FGD will be video recorded in order to give a deeper insight on
the participants’ perceptions around their work and how they view others’ work.

B. Type of the Vignettes.

The Vignettes are nothing more than your ideas and thoughts drawing from your examples of
practice. You will be given the story of Rachel who is a professional, working on bullying
prevention like you. At moments the story will be interrupted, and you will be called to write
down the ways that Rachel should act and the story will go on. You will be invited to give
examples that can help Rachel to understand what you are saying. You are free to ask me any
questions during that process but bear in mind that you know Rachel’s and your practice better
than anyone else. A timeframe of completing the vignettes will be given to you.

C. Type of questions that the participants are likely to be asked during the research

You will participate in two interviews with me. During the interviews, | will sit down with you at
a place you find comfortable. If you do not wish to answer any of the questions during the
interview, you may say so and | will move on to the next question. No one else but the
interviewer will be present. Some of the questions will be prepared prior the interview but
generally | will be asking you to expand on different points or initiating a more discussion-based
interview because this will give me a chance to understand your perspectives. You do not have
to share any knowledge that you are not comfortable sharing. | will ask you questions about
your expertise and professional background, about your work on bullying and what policies or
practices you follow. | will also ask about your Vignettes to clarify some points if needed, your
experience during the FGD and your decisions in each step of designing your final workshop

plan because this will give me the chance to deepen my understanding on your process.
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D. Electronic Journals

From the beginning of the FGD you will be given a recorder and a Journal Recording Protocol.
Following the instructions of the protocol you will be called to comment on every FGD
individually. The purpose of the recorder is for you to comment on various areas that you did
not have the time or you did not wish to disclose to the group during the FGD. It is preferable
to comment immediately after the FGD since you can recollect easier some details of the
session. All recordings and transcriptions will be worked with to maintain anonymity and will be
secured on my laptop with a password system. The recorder will remain to your possession

until the end of all 3 FGD and will be handed back to me before the final interview.
Duration

The overall research takes place over 3 months in total with one FGD every week and will be

structured as follows:

1. I will provide to and collect from all the participants the Informed Consent Forms.

2. | will provide the participants with the Vignette’s sheet with a timeframe in which they
will need to complete them

3. 1 will conduct the initial interviews with all the participants.

4. Handing out the recorder for the Electronic Journals and the 3 FGD will begin:
e “My practice”: Stimulating activities to discuss on each one’s practice. All the
participants present their work in a 30-minutes fragment. Discussion
e “Me and others”: Stimulating activities to discuss on other participants’ practices. What
can | use and what I cannot? Presentation on Creative Collaborations from the researcher
o “Working together”: Stimulating activities to discuss on how we can work with others.
Presentation on Interdisciplinarity. The participants design and present their session plan.

5. Final round of interviews

Benefits

| value your expertise and your participation will help me to find out more about how we should
approach bullying in Cypriot schools and explore more on anti-bullying policies and
interventions, as well as future practices that professionals in the field can use. Furthermore,
you will have the benefit, through your participation, to enter a critical reflective space about
your practice and you will explore other professionals’ anti-bullying methods of learning. By the
end of the research, you will investigate bullying and develop a workshop plan that you can
apply to your classroom, gaining invaluable knowledge deriving from other professionals. As a
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part of IOE/UCL research, as well as TheatrEtc (NGO) initiative you will be given a certificate

of attendance after the completion of the three workshops.
Confidentiality

The information recorded is confidential, and no one else except the researcher will have
access to the information documented during your interview, the electronic journals and the
FGD. The entire interview will be audio recorded and the 3 FGD will be video recorded, but no
one will be identified by name. The FGD will be contacted with ethical agreement to respect
confidentiality and any information on child protection issues emerge will be communicated
with the responsible authority. The recordings will be kept and locked safely and then passed
on to my computer for the transcription to take place. Hardware security will be used with files’

security passwords.

Sharing the Results

Nothing will be attributed by name, and you will ensure that no identifying details will be
included in any material emerging from the study such as location of their workplace, their
identity or those of others in the group. The knowledge that | get from this research will be
shared with you before it is made widely available to the public. The results will be used as a
part of my assessment that will be given for evaluation to the examiners of Institute of
Education. Ministry of Education and Culture and Cypriot Research Institute Board will have
access to the findings, but anonymity will be kept as well as any personal details that may

identify and expose the participants.
Securing the journal data

The journal recordings are your responsibility, and you must secure them every time you give
your feedback, until I collect them at the end of the research. When | collect the electronic
journals, | will protect the recordings with passwords, and | will delete everything when | do the

transcripts.
Who to Contact?

If you have any questions, you can ask them now or later. If you wish to ask questions later,
you may contact the researcher. Contact details can be found on Part II: Consent Form

This research proposal has been reviewed and approved by the Institute of

Education London/University College London
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Participant’s identification number:

Part Il: Consent Form

Name of researcher: Christodoulos Charitou
Contact information: tel.:, email:

Re-thinking bullying prevention: Exploring the perceptions of Cypriot professionals on

Interdiscinlinarv methods of learnina

Please V the box accordingly

1. | consent that | have read and understand the information sheet
dated 23.06.2016 for the above study. | have had the opportunity to
consider the information, ask questions and have had these

answered satisfactory.

2. | understand that my participation is voluntary and that | am free to

withdraw at any time, without giving any reason. Any materials

collected from me will not be included in the research.

3. lunderstand that any information given by me may be used in future

reports, articles or presentations by the researcher.

4. | consent that my interview will be audio recorded for the

transparency and credibility of the research.
5. | understand that the 3 FGD will be video recorded for the
transparency and credibility of the research

6. | understand that | will be asked to record on the electronic journal

at the end of each FGD for cross-examining the data.

7. | understand that my name will not appear in any reports, articles, or

presentations.

8. | agree to take part in the research.

Name of participant Date Signature

Researcher Date Signature
When completed, please return to researcher. One copy will be given to the
participant and the original to be kept in the file of the researcher
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Appendix 3: Vignettes’ Protocol Example

Preface: This is the protocol of the vignettes that was developed to assist the professionals to provide
examples from their practice. It is a narrative vignette approach that was broken down into small sections
to assist the professionals to comment every time accordingly. The professionals could complete their
answers, either in written form or electronically and send it back to me.

Introduction

Dear participant,

Thank you for participating in the research and your acceptance to write your thoughts on the following
vignettes. Your answers are valuable for the development of my research as discussed on our preliminary
meeting. The aim of these vignettes is to receive a wide range of information around the work that is done
around bullying prevention, combining yours and the others’ professionals’ views. Therefore, I would like
to assure you that there is not a right or wrong answer but rather differing opinions on how you approach
the topic we are exploring.

After you complete the vignette and return it back to me, we will decide on a day to proceed with an
interview. This is important in order to clarify some of your answers on the vignettes, as well as to expand
in more areas around bullying definition and bullying prevention approaches.

Your answers from the vignettes will be used during the Focus Group Discussions in order to compare the
differing points of each participant and discuss on the wide range of approaches coming from various
professionals representing different disciplines.

The narrative of Rachel:

Bellow is the story of Rachel, a professional who work with pupils around social issues. This time, Rachel
will start working with pupils on the topic of bullying. Read carefully and every time comment according
to your opinion.

Vignette 1:

Rachel is a professional, who delivers sessions to pupils to educate them around social issues. This time
she will start working with a group of children of Year 4 around the issue of bullying. This is the first time
she works with the specific topic with this group of pupils and she has been prepared accordingly. Can you

outline the areas she has been prepared on before she begins her sessions?

Vignette 2:
Rachel is struggling to decide how to begin her first session. She thinks that bullying is a huge topic and

she wants to break it down to smaller themes. Can you advice Rachel what she needs to do in order to clear
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her mind? You can advice her of how she needs to approach the topic of bullying using examples from your

work.

Vignette 3:
After a lot of thinking Rachel has decided how she needs to proceed and she is certain about her approach.
Nevertheless, she needs a starting activity in order to be on point with her goals. What is your opinion of

how she needs to start? How do you begin to talk about bullying?

Vignette 4:

It has been days and Rachel is on point with her schedule. The pupils respond well but she is worried that
they can’t relate with what she is trying to do. This is due to the fact that the pupils are not telling their
personal stories and she cannot address them properly. Any advises for Rachel? Use examples from your

experience.

Vignette 5:

Through the sessions, Rachel realises that a boy is always quiet, isolated and does not participate much in
the activities. He always takes a step back. Rachel immediately understands that possibly he is going
through a difficult situation and perhaps bullying. How can she address this issue? Does this happen to your

practice and how did you handle it?

Vignette 6:

One day, a girl’s dad visited the school and reported to Rachel that another girl once again has destroyed
his daughter’s textbooks. Rachel assures him that she will resolve the issue and this will not happen again.
Do you agree with how Rachel has responded? What do you think according to your experience the next

step is?

Vignette 7:
At some point in one session, a girl seems very upset and she suddenly reports in front of everybody that
she has been bullied. What do you think that Rachel should do? You can refer to any similar situation that

took place during your practice and your steps forward.
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Vignette 8:
One of the main topics of discussion for Rachel is teaching the pupils on how to protect themselves from

bullying. What kind of advises do you think she needs to give them?

Vignette 9:
After all this work, the anti-bullying sessions come to an end. Rachel wants to measure the efficacy of her
work. What do you think is the most appropriate way of proceeding to that? You can give her ideas that

you are using in your practice.

Vignette 10: What theory Rachel has drawn on in understanding why change is occurring? What would

you advise to deepen her understanding?
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Appendix 4: Participants’ Interview Protocol Example

This is the protocol of interview, which demonstrates the two forms that the questions were developed:
open-ended questions and complete the statements. The interview protocol was developed in order to clarify
the responses of the professionals on the vignettes. It is divided into the following topics: Background-
Warming-up questions, Participants’ information, Bullying attitudes, Bullying definition, Current anti-

bullying work and Future anti-bullying work.

Introduction

Welcome and thank you for your participation today. My name is Christodoulos Charitou and I am a
research student at Institute of Education/University College of London conducting my Thesis study for
completing my Doctoral Degree in Doctor in Education (EdD-International). The purpose of my research
is to increase our understanding of the work that is implemented around bullying in primary education
through various disciplines.

Thank you accepting to participating in this research and for completing this interview that will take
about 40 minutes and will include questions around your professional background and your experience
around anti-bullying work in primary education. I would like your permission to record this interview,
so I may accurately document the information you convey. If at any time during the interview you wish
to discontinue the use of the recorder or the interview itself, please feel free to let me know. I would like
to make clear that anonymity will be ensured, while your responses will be used to develop a better
understanding of how you and the other participants view bullying and the necessary tools for preventing
it.

At this time I would like to remind you of your written consent to participate in this study. I am the
responsible researcher, specifying your participation in the research project: Intredisciplinarity for
bullying prevention. You and I have both signed and dated each copy, certifying that we agree to continue
this interview, as well as the final interview after the five workshops you will attend. You will receive
one copy and I will keep the other under security passwords.

Your participation in this interview is completely voluntary. If at any time you need to stop or take a
break please let me know. You may also withdraw your participation at any time without consequence.
Do you have any questions or concerns before we begin? Then with your permission we will begin the
interview.

Participant’s information Date:

Initials: Age group: 20-25, 26-30, 31-35, 36-40 Gender:

Questions Notes

Background-Warming up

1. Tell me about your education/academic background
e Education (BA, MA, Doctoral Degree)

e Degrees
e Seminars/continuing professional development/short courses
e Any relevant courses with bullying?

2. How many years of experience do you have working with children
and in what context? (specific programmes/organisations)
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3. How would you describe the relevance of your training and continuing
professional development with your work around bullying?
e Courses

e Trainings
e Seminars/conferences

4. Can you tell me how you became interested in working with bullying
and/or the specific organisation?
e Personal

e Educational
e Professional

Attitudes in bullying

5. What is your experience of bullying in Cypriot schools?
e Any negative behaviour?

e What are the reasons for its existance or not?
e How do you definie bullying?

6. Do you think there are different kinds of bullying and if you do, how
would you describe them?
e (Categories and justification

e How esential is to categorise?

Bullying definition

I will now ask you to complete specific sentences. You can complete each sentence more than one

time and in as many ways you like

7. Complete the sentence:

e Reasons for bullying in school
e Factors that enable bullying to occure in schools
e Examples

8. Complete the sentense:
Bullied children are .....

e How can we recognise bullied children?

e Factors influencing your answer? (empirical, professional)
e Examples
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9. Complete the sentence:
Children who report that they are bullied ........
e How can you recognise an insitent of bullying?

e Any difference between conflict, fight and bullying?
e Examples

10. Complete the sentense
The responsibility to prevent or stop bullying in school is held to....
e Who are the key people to stop/prevent bullying in schools?

e Which is the role of each one of them? (teachers, parents,
bystanders etc.)

e What is your role?

e Examples

Current anti-bullying work

11. Let’s talk about the anti-bullying work that it is taking place in
schools. Any strenghts and/or weaknesses?
¢ Inititatives from the school

e Ministry of Education and Culture
e Policies
e Other organisations

12. Tell me about your work around bullying.
e Methods of learning

e Organisation involvement

e Age groups

e Aims

e Tools

e Theory behind it

e Differences or similarities with other practices

13. Tell me about any differences or similarities you have with other
practises and approaches

e Psychologists

e Teachers

e Artists

Future anti-bullying work
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14. Have you ever collaborated with another professional in doing anti-
bullying work with children?
e Context (who? in what?)

e Aims
e Tools

Reflections on strengths and/or limitations within the experience

15. Let’s talk about about Collaborations for bullying prevention
e definition

e Dbenefits

e negatives

e Personal and prfessional development

e Impact to the children (knowledge, emotional development,
behaviour and attitutes)

16. What are your expectations from the current project?
e Learning outcomes

e Personal
e Professional
e Future

17. Do you expect any challenges and or limitations during the current
project?
e Time

Relationships with other participants
Personla restrictions
Other

18. How do you define interdisciplinarity for bullying prevention?
e Definition

e Aim

e Role in education and bullying prevention

¢ Differences or similarities on how other professionals from other
disciplines approach the issue?

19. Do you think that you can gain something from working on
interdisciplinarity?
Areas for development or not

e Personally

e Professionally

20. Are there any limitations for introducing interdisciplinarity for
bullying prevention?
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Appendix 5: First Focus Group Discussion Protocol

Preface: This is the protocol of the first FGD to give an idea of the form that the interaction between
the professionals took and the areas that the participants will be called to explore. All the questions were
developed after the professionals completed their vignettes and responded to the interview questions.
The latter, was useful in order to identify initial themes that were emerging and clarify areas that were
still ambivalent or see how they could possibly be influenced by the interaction of the professionals
Having said that, the protocol of the FGD was formed in order to narrow down the main areas of the
research and respond to the inquiry of the research questions.

Introduction:

Good evening and welcome to our session. Thanks for taking the time to join me to talk about your work
around bullying prevention. My name is Christodoulos Charitou and I am a researcher undertaking my
Doctoral degree at the Institute of Education in London. For completing my Thesis I would like to get
some information about your perceptions of bullying prevention approaches in Cypriot education. More
specifically what I am looking to explore is:

1. How do Cypriot professionals from different disciplines describe the efficacy of current anti-bullying
methods of learning, based on their experiences?

2. How does their disciplinary identity and educational background influence the way they define
bullying and in returns their understanding and efficacy of anti-bullying interventions?

3. What is their awareness of other disciplines and approaches and which of them they can appropriate
and practice safely and which cannot?

4. How do professionals from different disciplines conceive and respond to a process of collaboration in
order to co-design and co-facilitate anti-bullying learning sessions?

You were invited because you have implemented in some extension anti-bullying programs or practises
or you are working actively with the issue of bullying and its consequences to a child. All the activities
and questions are influenced by the examples you have given to me prior the FGD through your vignettes
and interviews.

There are no wrong answers but rather differing points of view. Please feel free to share your point of
view even if it differs from what others have said. Keep in mind that I am just as interested in negative
comments as positive comments, and at times the negative comments are the most helpful.

I will be voice and video recording the workshops because I don’t want to miss any of your comments.
People often say very helpful things in these discussions and I can't write fast enough to get them all
down. Also, we will be having some physical interaction and I would be very interested to look back on

this in order to make sure that I will not miss anything.
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I will be on a first name basis today and for the rest of the workshops, and I won't use any names in my
report. You may be assured of complete confidentiality as agreed initially before the research starts.

FGD 1: “My practice”

Activity 1: Bullying definition
Description: The facilitator places the various definitions of bullying deriving from the participants’
interviews and vignettes and places them on the wall without names. The participants choose the
definition that best describes bullying in their opinion and they comment appropriately. They can choose
various definitions that best describe their views and combine them together.
Questions: Why did you choose the specific definition? You can combine your answer with other
definition if you feel that you need to say more.

Probe as necessary:

a) Which things from the card affected your decision?

b) Any examples from your experience that you would like to add?

¢) What could possibly change your mind?
Activity 2: Opinion line
The facilitator places two signs across the two ends of the room “Agree” and “Disagree”. A mixture of
scenarios are given taken from the vignettes and the interviews, as well as specific scenarios that the
facilitator chooses in order to cover the wider spectrum of bullying definition. The participants have to
position themselves anywhere in the fictional line between the two signs according to their opinion. The
scenarios involve ways of dealing with a bullying incident and the way they are chosen illustrates the
range of bullying definition.
Example of a scenario: “Paul’s dad visited the school today reporting to the teacher that Mike for once
again has destroyed Paul’s textbooks. The teacher assured him that she will resolve the issue and this
will not happen again”.
Questions: Do you agree with the teacher’s approach? Why did you position yourself closer to agree or
disagree? You can reposition yourself at any point of the discussion if you have changed your mind.

Probe as necessary:

a) Which things from the scenario affected your decision?

b) Any examples from your experience that you would like to add?

¢) What could possibly change your mind?
Activity 3: Reenactments of scenarios in frozen images
Description: The facilitator divides the group in pairs and hands out scenarios influence again by the
vignettes and interviews. The scenarios will involve bullying incidents, as well as an approach that was

followed. After the participants reenact the scenario, all the participants will comment on how it was
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handled. Multiple scenarios will be given in order to cover the range of the participants’ examples given
through their vignettes and interviews.
Questions: Can we recognize the role of each one involved in the performance? What is the story? What
is your view on the way that the protagonists acted in each case?

Probe as necessary:

a) Will you be doing anything different?

b) Any examples from your experience that you would like to add?
Activity 4: Bullying prevention activities (methodology and aims are chosen by the participants)
Description: Each participant introduces their methodology, influenced by their discipline. They
facilitate one activity with specific objectives around bullying prevention as a good example from
practice. They can choose topics that involve vocabulary development on bullying (introductory
activities), empathy for the bullied, the hidden motives of a bully, the active bystander and how to deal
with a bullying incident. The facilitator will participate in the activity and when the professional
concludes he will moderate the discussion, without commenting, avoiding to influence the views of the
participants. Nevertheless, the researcher will reflect afterwards on his personal research journal.
Questions: Can we recognize the aims of this activity? How does this link with bullying? Where they
any successful? How did you feel during the activity? Would you appropriate it safely in your practice?

Probe as necessary:

a) What are the strengths or limitations of this activity?

b) Can you see it working with a group of children?

¢) Any examples from your experience that you would like to add?
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Appendix 6: Electronic Diary Protocol Example

Thank you for completing this Electronic Journal. The recorder will remain in your possession until all
three Focus Group Discussions (FGD) are conluded and then it will be handed back to me as the researcher.
The purpose of the recorder is for you to comment on various areas that you did not have the time or you
did not wish to disclose to the group during the FGD. All recordings and transcriptions will be worked with
to maintain anonymity and will be secured on my laptop with passwords in order for only me as the
researcher to have access on. Please report on the areas specified bellow on the recorder that has been given
to you.

ATTENTION:

Make sure that the recorder has begun recording

Never stop the recorder before you finish commenting in all areas._ Do not stress if you need to think

something before answering

You do not need to refer to a specific name of a participant if you do not wish so. You can use terms such

as one participant or generally the other participants

Follow the structure bellow. Specify always when you change the question, for example Question 1 or

Number 1

How do you begin:
FGD number ........ Date ......cccecuvenene
How do you carry on:

QUESTION 1: Discuss the general process of the FGD. Any moments you felt comfortable? Any moments

you felt challenged? Other general points you find important. Give examples

QUESTION 2: Any comment, action or work from other participants that you found thought provoking

and why? Any comment, action or work of other participants that you found challenging or you have any

disagreements and why? Give examples

QUESTION 3: Any reflection from your own participation in the FGD? How did the other participants
respond to your work? Any possible learning outcomes or challenges?

QUESTION 4: Any comment on the topic of the activities of the FGD? Did you find them relevant to your

wrok? Did you gain anything throughout the process or not? Give examples

QUESTION 5: Other comments you find important, and you wish to communicate
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Appendix 7: Examples of changes from piloting

A) Interview protocol

Before piloting:

13. Tell me about any differences or similarities you have with
other practices and approaches

¢ Psychologists
e Teachers
e Artisti

After piloting:

12. Can you name to me other professionals who work on
bullying prevention?

13. From the professionals you named, do you find any
similarities or differences with them regarding your practice and
approach?

B) Vignettes’ protocol after piloting

Vignette 9:

After all this work, the anti-bullying sessions come to an end. Rachel wants to measure the efficacy
of her work. What do you think is the most appropriate way of proceeding to that? You can give her

ideas that you are using in your practice.
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Appendix 8: Ethics Approval

Institute of Education

Ethics Application Form: Student Research

Anyone conducting research under the auspices of the Institute (staff, students or visitors)
where the research involves human participants or the use of data collected from human
participants, is required to gain ethical approval before starting. This includes preliminary and
pilot studies. Please answer all relevant questions in terms that can be understood by a lay
person and note that your form may be returned if incomplete.

For further support and guidance please see accompanying guidelines and the Ethics Review
Procedures for Student Research http://www.ioe.ac.uk/studentethics/ or contact your
supervisor or researchethics@ioe.ac.uk.

Before completing this form you will need to discuss your proposal fully with your
supervisor(s).
Please attach all supporting documents and letters.

For all Psychology students, this form should be completed with reference to the British
Psychological Society (BPS) Code of Human Research Ethics and Code of Ethics and Conduct.

Re-thinking bullying prevention:
Exploring the perceptions of Cypriot
professionals on Interdisciplinary
methods of learning

a. Project title

b. Student name Christodoulos Charitou
c. Supervisor/Personal Tutor Professor Phil Jones
d. Department DLL

PhD/MPhil EdD

X

[]

MRes DEdPsy

[]

Course category MTeach MA/MSc
(Tick one)
ITE

1 O

Diploma (state which)

[]
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Other (state which)

f.  Course/module title Thesis
If applicable, state who the funder is and if
& funding has been confirmed. N/A
h. Intended research start date August 2016
i. Intended research end date August 2018

Country fieldwork will be conducted in

If research to be conducted abroad please check
www.fco.gov.uk and submit a completed travel insurance Cyprus Since | am a Cypriot citizen,

J. form to Serena Ezra (s.ezra@ucl.ac.uk) in UCL Finance (see no risk assessment is required.
guidelines). This form can be found here (you will need your

UCL login details available):
https://www.ucl.ac.uk/finance/secure/fin acc/insurance.htm

k.  Has this project been considered by another (external) Research Ethics Committee?

Yes |:| External Committee Name:

No [X]= go to Section Date of Approval:
2

If yes:

— Submit a copy of the approval letter with this application.

— Proceed to Section 10 Attachments.
Note: Ensure that you check the guidelines carefully as research with some participants will
require ethical approval from a different ethics committee such as the National Research Ethics
Service (NRES) or Social Care Research Ethics Committee (SCREC). In addition, if your research
is based in another institution then you may be required to apply to their research ethics
committee.

Research methods (tick all that apply)

Please attach questionnaires, visual methods and schedules for interviews (even in draft form).

X Interviews [] Controlled trial/other intervention study

X] Focus [] Use of personal records

groups [ ] Systematic review = if only method used go to Section 5.
[] [ ] Secondary data analysis = if secondary analysis used go to
Questionnaires Section 6.

X] Action [ ] Advisory/consultation/collaborative groups

research X] Other, give details: Journal recordings, Video recordings,

[ ] Observation Vignettes

[ ] Literature review

Please provide an overview of your research. This should include some or all of the following:
purpose of the research, aims, main research questions, research design, participants,
sampling, your method of data collection (e.g., observations, interviews, questionnaires, etc.)
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and kind of questions that will be asked, reporting and dissemination (typically 300-500
words).

Purpose of the research

Over the years a diversity of international anti-bullying approaches were implemented,
influenced by the Norwegian intervention that was developed and evaluated by Olweus
(1983) in the region of Berden (Stevens et al. 2001: 155). Four examples of the
approaches in which theatre and more experiential activities were involved in their
methodology were the DRACON project-Australia 1996-2004 (Burton and O’ Toole
2002; 2005), the DFE Sheffield-England 1994 (Elsea and Smith 1998), the UPEI project-
Canada 2004 (Belliveau 2005a; 2005b; 2006) and the DAPHNE II-Greece, Cyprus,
Lithuania 2004-2008 (Stefanakou et al. 2013; Sismani Papakosta et al. 2014). All four
interventions were presented in my Institutional Focus Study (IFS), something that
assisted to the designing and evaluation of a new anti-bullying intervention under the
concept of Creative Collaborations between a teacher and theatre practitioner focusing
on the use of theatre and other experiential activities.

Cyprus has a highly centralised educational system and therefore the Ministry of
Education and Culture (MOEC) has the authority of making decisions regarding
educational matters, as well as interventions concerning children’s emotional
development and wellbeing. The first step towards taking action against bullying in
Cypriot schools took the form of a research that was ordered by the MOEC and
contracted by the Observation on Violence in School organisation (OVS) in
collaboration with the Cypriot Centre for Educational Research and Evaluation
(CCERE). Responding to the results of the research that show low but not negligible
percentages of bullying (Papadopoulos et al, 2012: 37), the Direct Intervention Team
(DIT) -a group under the auspices of the General Director of Education- put together
and circulated at Cypriot schools an anti-bullying manual (February, 10, 2015;
February, 25, 2016). The anti-bullying manual provides information on bullying
definition and prevention together with references on international anti-bullying
programmes and interventions. Additionally, the MOEC through the circulated manual
invites every school to design and develop its own anti-bullying policy in relation to the
national regulations of education. Initially, it appears paramount to examine the specific
anti-bullying manual, in order to get a closer look to the definition of bullying
constructed by the MOEC. However, of high importance is to move even further in order
to get an understanding on how and in what ways the specific definition of bullying
influences the decisions on particular prevention policies suggested, which are
considered relevant and inclusive to Cypriot education.

Apart from the guidance around the development of an anti-bullying policy, the
circulated manual introduces several external organisations and individuals, known for
their anti-bullying work, of which schools could get in contact with, if they wish to
address bullying incorporating other informal and non-formal practices. Indisputably,
by recommending the work of the specific organisations and individuals (ie.
Educational Psychology Committee, Cypriot Youth Board, Mediterranean Institute of
Gender studies, TheatrEtc organization, Hope for Children organisation etc.), the MOEC
seems to value their independent approaches, supporting at the same time their
particular theoretical perspectives on bullying. Sadly, apart from a brief introduction,
the manual is lacking of detailed information about the nature of the above
multidisciplinary approaches and their results. Moreover, the MOEC did not attempt to
coordinate exchange of ideas and/or good practices with those organisations and
individuals, with a result to miss the potential to work alongside other experts on the
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issue of bullying in a multidisciplinary way, taking advantage of and combining the
variety of their disciplinary approaches and methodologies. Therefore, all these
professionals work independently, unaware in many occasions of the work that the
others are operating, introducing to the students similar activities with same objectives.
Additionally, the lack of detailed information around the results of the specific national
programmes and/or good practices puts in question the efficacy of the manual, since
the educational institutes have no examples and/or tangible outcomes to inspired from
in their struggle to tackle bullying amongst their students. Thus, further research is
required to investigate the professionals connected to work on bullying prevention and
to explore the potential of a collective approach that can potentially take the form of
interdisciplinarity.

Aims

The aim of the research is to explore the practices that certain professionals from various
disciplines follow, in order to raise awareness on bullying among children and young
people. It will examine the participants’ perceptions and responses on theirs and other
professionals’ anti-bullying processes and will investigate on how disciplinary identity and
educational background are linked with the empirical work of the participants. The research
will move further to reveal the views of the participants on how they conceive and respond
on a process of working together on co-designing and co-facilitating anti-bullying learning
sessions.

Research questions

1. How do Cypriot professionals from different disciplines describe the efficacy of current
anti-bullying methods of learning, based on their experiences?

2. What is the participants’ perception on how their disciplinary identity and their
educational background influence the way they define bullying?

3. What is their understanding on the efficacy of anti-bullying interventions and their
awareness of other disciplines and approaches?

4. Which of the disciplinary practices they feel that they can appropriate and practice safely
and which they feel they cannot?

5. How do professionals from different disciplines conceive and respond to a process of
collaboration in order to co-design and co-facilitate anti-bullying learning sessions?
Research design

The research proposes a Participatory Action Research (PAR) methodology, which is
ideal for making the research and the results relevant to the participants involved in
the process. According to Kemmis et. al (2014) PAR rejects the conventional research
approaches where an external expert enters to record and represent what is happening.
In PAR there is the appreciation of the competence of people working in particular
settings to participate actively in all aspects of the research process calling them to
make changes in their practices and their settings (Kemmis et. al 2015: 4). The research
data will be collected over the period time of three research phases and the PAR’s
‘spiral’ (Robson 2011: 190) methodology will be implemented on the second phase and
during the Focus Group Discussions (FGD), in which the participants will enter a
process of acting, observing, reflecting, and then planning and repeating the circle. Of
high importance is for the participants to understand that the research benefits firstly
their own work and values differing points of view in order to move closer to answers
regarding the research questions put.

Furthermore, as Robson (2011) states, often the focus of an action research takes the
form of an evaluation (Robson 2011: 189); that is to explore the views of the
participants on the efficacy of the so far practices that are applied in Cypriot schools, in
order to raise awareness and deal with bullying among students. Patton (1982) agrees
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and defines evaluation research methodology as a practice for evaluation that involves
the systematic collection of information about the activities, characteristics and
outcomes of programmes in order among others to improve effectiveness of specific
practices and to make decisions with regard to what those practices are doing and
affecting (Patton 1982: 15). Highly important is that focusing on evaluation, the current
research will emphasise on issues that have to do with change and produce or
encourage change in those involved (Robson 2011: 177). In this case the introduction
of collaborations and interdisciplinary models of learning will be catalytic for the
professionals to reconsider their practices and seek new ways to approach the issue of
bullying in their learning processes.

Essentially, PAR commands communication between the researcher and the
participants in order to enter a process for mutual development of knowledge and
learning and to understand people concerns (Swantz 2008: 33). Therefore, the data
collection model will be qualitative. As Bresler (2006) argues, the benefit on this
approach is the support of a self-reflexive and self-critical stance that allows the
participants/researchers ‘to ‘move closer’: to linger, connect, perceive, [and] re-see’
(Bresler 2006: 56) the challenges, the distinctions and the similarities of practice.
Multiple methods of inquiry will be selected for collecting the data and involve: a)
written vignettes in which the participants will comment and include examples of their
practice, b) interviews at the beginning and at the end of the process, c) Focus Group
Discussions (FGD) with activities that stimulate discussion, d) journal recordings at the
end of each FGD and e) video recordings of every FGD. Due to the amount of data that
will be collected, data triangulation —a method of cross-examining data from multiple
resources (Robson 2011: 158)- will take place. Bloor (1997) argues that collecting data
for multiple resources can be proved problematic, especially when the data you collect
differ to a degree from each other (Bloor 1997: 38). However, the use of a variety of
data resources in PAR is critical when entering an evaluation (Klein 2012: 10) of the
current and future anti-bullying practices, offering a wide range of views between the
six Cypriot professionals that will participate in the research.

Participants

The participants of the research will be 6 professionals (teacher, psychologist, music
practitioner, theatre practitioner, social worker, art practitioner) who are interested in
taking part into the research, completing written vignettes at the beginning, being
interviewed at the beginning and end of the research and participating in three 3-hours
FGD with activities which will stimulate discussion. Although the participants come
from different professional backgrounds, they all work on anti-bullying methods of
learning with children and either belong to organisations suggested by the MOEC on the
toolkit circulated in schools or they work as freelancers developing bullying prevention
activities in education approved by the MOEC.

Data collection instruments

Prior to the research it is essential for a preliminary meeting with the participants to be
arranged. The preliminary meetings with the six professionals are of high importance,
especially when the research demands an investment of a great amount of time, as well
as the use of vignettes, which is a tool that possibly they are not familiar with.
Vignettes

According to Stechers et. al. (2006) using vignettes to gain a contexualised description
of classroom situations is not a new research technique and they can assist in
prompting detailed descriptions of institutional practice. They make data collection
process more realistic by providing a context for professionals who work in a classroom
setting in which to situate their responses (Stecher et. al. 2006: 4). Hughes (1998)
disagrees and states that due to the fact there is not much research on the use of

240



vignettes, there is lack of information on the relationship between them and real life
responses (1998:384). Nevertheless, this study will use narrative-based vignettes, with
written descriptions of a classroom situation together with questions on decisions that
the professionals might take, including examples of their practice. The vignettes will be
used as complimentary to form the initial interviews and all the participants will be
called to comment on their answers in order for the researcher to clarify any conflicting
points. Clear guidance on the completion of the vignettes will be given to the
professionals, ensuring that anonymity will be kept, which will not expose any personal
details of the participants or people they work with (Example of Vignettes’ protocol
attached).

Interviews

Conducting interviews within PAR is fundamental for gaining a deeper understanding
on the professionals’ practices and their decisions concerning their approaches (Kvale,
1996: 105). Therefore, | will interview the participants at the beginning and at the end
of the process. The questions in PAR are usually semi-structured by using an ‘interview
guide’ (Robson 2011: 280) to serve as a checklist of what needs to be covered following
the research questions. The vignettes will influence the content of the questions
although the primary aim is to leave room for wording and additional questions to be
asked based on the flow of the interview. The focus is on creating ‘open-ended questions
that will maximise the potential for participants’ responses and rich data’ (Wilson-
Agostinone 2012: 29), allowing them to describe further their practice and define
themselves the issues that they are dealing with. Additionally, the participants will be
called to complete statements, to explore their views on how they define bullying and
how they understand bullying prevention (Example of Interviews’ protocol attached).
Focus Group Discussions with activities

Interviews will assist in their direct way to understand participants’ perceptions on
specific matters. Nevertheless, FGD are less threatening to many participants and
provide a helpful environment in order to discuss perceptions, ideas, opinions and
thoughts (Krueger and Casey 2000: 13). Most importantly, FGD with activities that will
stimulate discussion, offer a safe space to the participants to express their views since
as Liamputtong (2011) states, people feel more relaxed when talking about sensitive
issues when they see that others have similar experiences or views (Liamputtong 2011:
107). In this case and in combination with the vignettes and the interviews, the FGD will
assist in the exchange of opinions around the learning methods used so far and the
essentials to shift bullying prevention in the direction on interdisciplinarity (Example
of FGD protocol attached).

Video recordings

The FGD will be video recorded making clear to the participants from the beginning that
the video recordings will assist in getting a clear picture of their practices. The latter is
due to the creative form of the activities during the FGD, which include physical re-
enactment of scenarios or stories. By recording the FGD, [ will enter the process of data
triangulation, since I will watch back during my analysis making sure that nothing will
be missed.

Electronic Journal

Additionally, after the implementation of the FGD, the participants will evaluate each
workshop on an electronic journal following a specific structure relevant to the
research questions. The evaluation process will help primarily to examine the
participants’ challenges (Swantz 2008: 42) and to leave space for disclosing any views
they have and they could not express during the FGD, offering in this way a safe space
to the participants (Example of Electronic Journal protocol attached).

Interpreting the data
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Through vignettes, interviews, FGD with activities, video recordings and electronic
journals, the participants will communicate their work and express their views on other
participants’ work. The research will move forward to challenge participants’
professional boundaries and their understanding of interdisciplinarity in anti-bullying
methods of learning, promoting the collaboration between them in creating anti-
bullying sessions, which can be applied in specific group of children. Member checking
will take place throughout the process and during mostly the initial and final interviews
and the participants can choose whether they want to use something or not. More
specifically, at the initial interview participants will be called to comment on their
vignettes, while on the final interview they will be called to comment on the video and
electronic journals recordings.

Due to the great length of data collection, Thematic Analysis will be used to answer the
research questions. All the data collected will be analysed following the ‘thematic
synthesis’ (Barnett-Page and Thomas 2009: 3) approach where the findings will be
organised in codes informing analytical themes. According to Barnett-Page and Thomas
(2009) thematic analysis can serve the need to measure the effectiveness of an
intervention using a constant comparison method between all the data collected from
various research instruments.

Please answer the following questions giving full details where necessary. Text boxes will
expand for your responses.

a. Will your research involve human participants? Yes & No D = go to Section 4
b. Who are the participants (i.e. what sorts of people will be involved)? Tick all that apply.

teacher, psychologist, sociologist, theatre practitioner, art practitioner, music therapist

|:| Early years/pre-school |:| Unknown — specify below
|:| Ages 5-11 |E Adults please specify below
|:| Ages 12-16 |:| Other — specify below

|:| Young people aged 17-18

NB: Ensure that you check the guidelines (Section 1) carefully as research with some
participants will require ethical approval from a different ethics committee such as the
National Research Ethics Service (NRES).

The participants are six individuals active in the field of anti-bullying work in Cypriot
education

c. If participants are under the responsibility of others (such as parents, teachers or medical
staff) how do you intend to obtain permission to approach the participants to take part in
the study?

(Please attach approach letters or details of permission procedures — see Section 9
Attachments.)

d. How will participants be recruited (identified and approached)?

The participants are professionals working in the field of anti-bullying education in Cyprus
and they have been approached through existing educational procedures. An official
information form with a consent form will be provided to them
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Describe the process you will use to inform participants about what you are doing.

Initial meetings will take place with all the participants individualy in order to discuss on
the information form. After the detailed description of the process they will be given a
consent form, which they need to sign.

How will you obtain the consent of participants? Will this be written? How will it be made
clear to participants that they may withdraw consent to participate at any time?

See the guidelines for information on opt-in and opt-out procedures. Please note that the method
of consent should be appropriate to the research and fully explained.

The participants will be informed during the initial meeting that they are free to withdraw
at any time and a written consent form will be given to them to sign

Studies involving questionnaires: Will participants be given the option of omitting
questions they do not wish to answer?

Yes D No D

If NO please explain why below and ensure that you cover any ethical issues arising from
this in section 8.

Studies involving observation: Confirm whether participants will be asked for their
informed consent to be observed.

Yes D No D

If NO read the guidelines (Ethical Issues section) and explain why below and ensure that
you cover any ethical issues arising from this in section 8.

Might participants experience anxiety, discomfort or embarrassment as a result of your
study?

Yes D No &
If yes what steps will you take to explain and minimise this?

If not, explain how you can be sure that no discomfort or embarrassment will arise? The
participants will be informed that they do not need to disclose anything that they do not
wish during the Focus Group Discussions. For this reason they will be given a recorder to
evaluate each FGD. They will cross-check all the video recordings.

Will your project involve deliberately misleading participants (deception) in any way?

Yes D No |E

If YES please provide further details below and ensure that you cover any ethical issues
arising from this in section 8.

Will you debrief participants at the end of their participation (i.e. give them a brief
explanation of the study)?

Yes |E No D
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If NO please explain why below and ensure that you cover any ethical issues arising from
this in section 8.

l.  Will participants be given information about the findings of your study? (This could be a
brief summary of your findings in general; it is not the same as an individual debriefing.)

Yes |E No D

If no, why not?

Security sensitive research includes: commissioned by the military; commissioned under an EU
security call; involves the acquisition of security clearances; concerns terrorist or extreme
groups.

a. Will your project consider or encounter security-sensitive material? Yes [ ] No []
*
b. Will you be visiting websites associated with extreme or terrorist Yes[ ]
organisations? * No []

C. Will you be storing or transmitting any materials that could be Yes[ ] No []
interpreted as promoting or endorsing terrorist acts? * 0

* Give further details in Section 8 Ethical Issues

Will you be collecting any new data from
Y * N
participants? es & ° D

b. Will you be analysing any secondary data? Yes [ ] * No [X]

* Give further details in Section 8 Ethical Issues

If your methods do not involve engagement with participants (e.g. systematic review,
literature review) and if you have answered No to both questions, please go to Section 10
Attachments.

a. Name of dataset/s
b. Owner of dataset/s

Yes [ ] No [ ]
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C. If no, do you have the owner’s

Are the data in the public domain? permission/license?
Yes[ ] No* []
d.  Arethe data anonymised? Yes [ ] No []
Do you plan to anonymise the data? Yes []
No* [ ]
Do you plan to use individual level data? Yes* [ ]
No []
Will you be linking data to individuals? ~ Yes* [ ]
No [ ]
- L o
.. Are the data sensitive (DPA 1998 definition)- ves* []
f Will you be conducting analysis within the remit it was originally collected Yes []
for?
g.  If no, was consent gained from participants for subsequent/future Yes [ ]
analysis?
h.  If no, was data collected prior to ethics approval process? Yes [ ]

* Give further details in Section 8 Ethical Issues

If secondary analysis is only method used and no answers with asterisks are ticked, go to
Section 9 Attachments.

a Confirm that all personal data will be stored and processed in compliance with the Data
Protection Act 1998 (DPA 1998). (See the Guidelines and the Institute’s Data Protection &
Records Management Policy for more detail.)

Will personal data be processed or be sent outside the European Economic ves [] *
Area?
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* If yes, please confirm that there are adequate levels of protections in compliance with the
DPA 1998 and state what these arrangements are below.

c Who will have access to the data and personal information, including advisory/consultation
" groups and during transcription? Only me as the researcher and my supervisor

During the research
d. Where will the data be stored? Laptop and hard disk driver

Will mobile devices such as USB storage and laptops be used? Yes |E *
No D

e. *If yes, state what mobile devices: Laptops, recorders and hard disk driver

*If yes, will they be encrypted?: Yes they will be encrypted

After the research
f.  Where will the data be stored? Laptop and hard disk driver

How long will the data and records be kept for and in what format? Until the end of my
Doctoral Degree and in audio, visual and word documents

Will data be archived for use by other researchers? Yes D *

h. NO|E

*If yes, please provide details.

Are there particular features of the proposed work which may raise ethical concerns or add to
the complexity of ethical decision making? If so, please outline how you will deal with these.

It is important that you demonstrate your awareness of potential risks or harm that may arise
as a result of your research. You should then demonstrate that you have considered ways to
minimise the likelihood and impact of each potential harm that you have identified. Please be
as specific as possible in describing the ethical issues you will have to address. Please consider
/ address ALL issues that may apply.

Ethical concerns may include, but not be limited to, the following areas:

— International research

— Methods . -
~ sampling — Risks to participants and/or researchers
~ R . — Confidentiality/Anonymity
ecruitment ) o ; .
_ — Disclosures/limits to confidentiality
Gatekeepers

— Data storage and security both during and after
the research (including transfer, sharing,
encryption, protection)

— Reporting

— Dissemination and use of findings

— Informed consent

— Potentially vulnerable
participants

— Safeguarding/child
protection

— Sensitive topics
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The research will investigate participants’ perceptions and explore whether there are
possibilities to work together on interdisciplinary models of learning, therefore it
contains ethical issues in need of addressing prior the implementation. Firstly, a PAR
methodology deals with issues of ‘confidentiality, privacy, protecting the rights of
participants’ (Glanz, 1998: 241). Therefore, [ will ensure anonymity for the implicated
parties and I will also avoid revealing any personal information that exposes anyone’s
identity (Robson 2011: 208). Most importantly, I will create safe space during the FGD,
ensuring everybody that the research is a group effort to maximise the results of our
work, nevertheless they are free to only share things that they feel comfortable with.
Moreover, at the end of the FGD a private space will be created, where the participants
can come and communicate with me things they do not want to be included in the
research. Lastly, an open space for reflection after each FGD will be provided through the
electronic journals, in which the participants can freely express their views and disclose
any information if they do not feel comfortable during the workshop.

Apart from the approval from the IOE/UCL, a preliminary visit meeting with the
participants will take place. The participants will be six professionals working on anti-
bullying methods of learning and come either from the organisations suggested by the
MOEC on the manual circulated in schools or they are individuals applying activities with
children in schools. The six professionals will be asked to consent that the interviews and
the FGD will be recorded to ensure transparency and credibility of the data collected,
which they will be protected through password protection system.

As Robson (2011), argues ‘a practitioner-researcher is someone who is ‘involved in
carrying out systematic enquiry that is of relevance to the job’ (Robson 2011: 535)
raising questions of objectivism in the research findings. Indeed, as a teacher and applied
theatre practitioner, I believe that interdisciplinary models of learning can play an
important role in the transformation of people’s perceptions and attitudes towards
bullying and built-on the professional capacity of professionals. Nevertheless, ‘PAR
rejects science as the dominating knowledge and bases the problems on everyday
knowledge’ (Swantz 2008: 38). Therefore, it is essential that ‘the data reporting process
include an opportunity for all researchers, participants, and stakeholders to review and
reflect on findings through member checking; this will enhance both credibility and
conformability’ (Klein 2012: 14). By incorporating an on-going dialogue on the ethical
implications of the research with all the participants at each stage of the process, will
allow a deeper appreciation on the importance of each one’s role (Brydon-Miller 2008:
205).

As a research student of IOE/UCL any data collected will be securely stored and any
dissemination of results will respect the rules and regulations of the University and the
British Educational Research Association (BERA), as well as the privacy of those whom I
research. Therefore, I will handle all the transcriptions, while copies and backup will be
made of both the recordings and transcripts. Hardware based security will be ensured
using files’ passwords both on my computer and external hard disk driver so that only
me will have access to these. Any issues emerge concerning protection of child abuse will be
communicated towards the relevant child protection authority
(http://www.childcom.org.cy).

Outline any other information you feel relevant to this submission, using a separate sheet or
attachments if necessary.
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Information sheets and other materials to be used to inform

a. potential participants about the research, including approach Yes & No D
letters

b. Consent form Yes [X] No [_]
If applicable:

c. The proposal for the project Yes |E No D

d. Approval letter from external Research Ethics Committee Yes |:| No |E

e. Full risk assessment Yes [] No [X]

Yes
No
| have read, understood and will abide by the following set of guidelines. X

[]

BPS [_] BERA [X] BSA [ ] Other (please state) [_]
| have discussed the ethical issues relating to my research with my supervisor. X
| have attended the appropriate ethics training provided by my course. |E

| confirm that to the best of my knowledge:

The above information is correct and that this is a full description of the ethics issues that may
arise in the course of this project.

Name Christodoulos Charitou

Date 23 June 2016
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Professional code of ethics

You should read and understand relevant ethics guidelines, for example:

British Psychological Society (2009) Code of Ethics and Conduct, and (2014) Code of Human
Research Ethics

or

British Educational Research Association (2011) Ethical Guidelines

or

British Sociological Association (2002) Statement of Ethical Practice

Please see the respective websites for these or later versions; direct links to the latest versions
are available on the Institute of Education http://www.ioe.ac.uk/ethics/.

Disclosure and Barring Service checks

If you are planning to carry out research in regulated Education environments such as Schools,
or if your research will bring you into contact with children and young people (under the age of
18), you will need to have a Disclosure and Barring Service (DBS) CHECK, before you start. The
DBS was previously known as the Criminal Records Bureau (CRB) ). If you do not already hold a
current DBS check, and have not registered with the DBS update service, you will need to
obtain one through at IOE. Further information can be found at
http://www.ioe.ac.uk/studentinformation/documents/DBS Guidance 1415.pdf

Ensure that you apply for the DBS check in plenty of time as will take around 4 weeks, though
can take longer depending on the circumstances.

Further references

The www.ethicsguidebook.ac.uk website is very useful for assisting you to think through the
ethical issues arising from your project.

Robson, Colin (2011). Real world research: a resource for social scientists and practitioner
researchers (3rd edition). Oxford: Blackwell.

This text has a helpful section on ethical considerations.

Alderson, P. and Morrow, V. (2011) The Ethics of Research with Children and Young People: A
Practical Handbook. London: Sage.

This text has useful suggestions if you are conducting research with children and young people.
Wiles, R. (2013) What are Qualitative Research Ethics? Bloomsbury.

A useful and short text covering areas including informed consent, approaches to research
ethics including examples of ethical dilemmas.

If a project raises particularly challenging ethics issues, or a more detailed review would be
appropriate, you may refer the application to the Research Ethics and Governance
Administrator (via researchethics@ioe.ac.uk) so that it can be submitted to the Research
Ethics Committee for consideration. A Research Ethics Committee Chair, ethics representatives
in your department and the research ethics coordinator can advise you, either to support your
review process, or help decide whether an application should be referred to the Research
Ethics Committee.

Also see’ when to pass a student ethics review up to the Research Ethics Committee’:
http://www.ioe.ac.uk/about/policiesProcedures/42253.html

Reviewer 1

Supervisor name
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Supervisor comments

Supervisor signature

Reviewer 2

Advisory committee/course team

member name

This is thorough and well thought-through,
demonstrating a clear understanding of any ethical
issues that may arise during the course of the research.
There are three minor aspects to address and one
slightly larger:

1. Dept should be DLL?

2. Suggest amending end date to August 2018 in
line with anticipated submission of thesis/viva?

3. Country fieldwork conducted in — Cyprus? And
then indicate that you are a Cypriot so no risk
assessment required?

4. RQ2-1I'm assuming that the link between
identity, educational background and how these
influence how professionals define bullying will
be the perceptions of your participants? If so, |
suggest you amend this RQ to reflect that it will
be self-reported.

Advisory committee/course team
member comments

Advisory committee/course team
member signature

Decision
Date decision was made
Approved
Decision Referred back to applicant and supervisor

Referred to REC for review

OO0dX

Recording Recorded in the student information system

Once completed and approved, please send this form and associated documents to the relevant
programme administrator to record on the student information system and to securely store.

Further guidance on ethical issues can be found on the IOE website at
http://www.ioe.ac.uk/ethics/ and www.ethicsguidebook.ac.uk
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Appendix 9: Coding Example

Topic Theme
Involvement in anti- Needs
bullying work
Impact
Bullying issue Definition

Bullying prevention  Dealing with bullying

Code 1 Code 2
Personal interest

Gaining more knowledge
Reaction to the educational

system

Work on something new

Personal

Professional

Anger Negative feelings and
emotions
Empathy
Aggressiveness

We cannot define Children define it

Repetition

Predetermine act

Power imbalance

Lack of empathy

Forms of bullying Verbal, physical,
psychological, exclusion

Damage

School oriented

Define it to work better on it Like disease and disorder
Differences from conflict

Not labeling bully and

bullied children

Empowerment to report

Support the bullied children

Investigate
Asking the right questions
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Code 3




Understanding bullying
prevention

Mediation
Parents

Teachers

Children to learn how to
deal with negative emotions

Other professionals/help

Other services of the state

Classroom approaches
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Never give promises of
resolving something

Education for parents
Inform the parents

Offer a healthy environment
Education for teachers

Teachers’ professional code
of ethics

Channels of communication
with children

Empowerment

Psychologists in schools

Health services
Police

Social workers
Health Education

Manual for bullying
prevention

The use of arts

Focusing on building
characters

Form the way children think
Education/help from experts
Learning processes

Involvement of parent and
better communication with
them

To intervene and handle the
problem

To refer the children to
other professionals

Focusing on knowledge
transference



Professional identity My practice

School responsibility
Non-existence of cohesive
mind set between the
teachers

Lack of skills from teachers

MOEC’s responsibility

External organisations/
programmes

Expressing feelings/
emotions

Teachers/ school
involvement

Safe space/ trust
relationship
Practice/ approach

The use of experiential
activities
Aims

Rules
Addressing the issue to the

group
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Infuse teaching on bullying
in other subjects
Action plan

Labeling

Accept help

Develop a plan

Increase the numbers of
educational psychologists in
schools

Remove the Power

Sports teachers

Learn about profile

Holistic approach

Bottom-up method

Top-down method

Time keeping
Disclosure/safe space

Code of conduct

Services of the MOEC

Sharing personal stories



Interdisciplinary
form

Me and the others

Understanding of
collaborations/
interdisciplinarity

Addressing the issue
individually
Evaluation

Similarities

Differences
Opportunities/ strong points

Challenges/ limitations
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Supporting group

Observation
Questionnaires

Worksheets
Final outcome

None is replaceable

Alternative ways for
children to express

Children come in contact
with other methods of
learning

You see your discipline
from a different perspective
Understanding through
practice other disciplines

It completes my practice
Professional development
Learn how to work together
Personal development

No clear understanding of
each other disciplines
Territorial and status
conflicts

Lack of time

Children
Teachers
Parents

Code of conduct

Short collaboration/ Lack of
sustainability



Future of
Interdisciplinary form of
learning

Definition

The educational system is
not mature enough

Teachers and children will
stand critical

Interesting approaches to
learning

Different perspective for
bullying

Put effort

Teachers are important
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Focus point and aims
Lack of training in co-
facilitation

In the form of a short
intervention

Lack of good preparation
and coordination
Devoting personal time
A lot to teach
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