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Summary 
Background: The lives of children in school is rapidly changing and their 

off-line and on-line lives are becoming more and more interwoven, this 

is also making the field of bullying more complex. Although bullying is 

a field that has been studied for quite some time, new technology is 

creating new challenges. There is still a need to know more about the 

possible emotional problems traditional and cyber victimization has on 

the students experiencing it. Knowing how it affects them is however not 

enough as it is also important to know what the teacher could do to make 

the situation better for these students when the bullying has happened. 

On this background, the current thesis attempts to highlight the different 

emotional problems detected between students having experienced 

traditional and / or cyber victimization, and to explore these 

consequences in depth, in addition to shed some light on how the class 

teachers’ response is perceived when the bullying has happened.  

Aims: The primary aim of this thesis was to contribute to the knowledge 

and theory building regarding the emotional consequences of traditional 

and cyber victimization and the importance of the authoritative class 

teacher in the intervention of bullying cases. A sub aim was related to 

practical implications and covers helping teachers in their practical work 

better recognize different emotional symptoms in addition to making 

them aware of the importance of the authoritative class teacher and 

protective control when intervening in cases of bullying. 
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Methods: Paper 1 builds on data from questionnaires from the 

nationwide school environment study conducted by Center for 

behavioral research in Norway in 2008. The data were collected using 

self - reported questionnaires, 3046 students participated in the study. 

For analysis SPSS software was initially used. Further latent variables in 

Structural Equation Modeling (Mplus) was used for investigating the 

relation between victimization and emotional problems. Paper 2 and 3 

builds on qualitative data from 10 semi structured individual interviews 

performed both in Norway and Ireland. All the respondents had 

experienced traditional victimization and many of them also cyber 

victimization. The sample consisted of 10 cases that were reported closed 

to either the Norwegian centre for learning environment and behavioral 

research in education (NSLA)1, University of Stavanger or the National 

anti-bullying research and resource centre, Dublin City University.  

Results: The results in paper 1 showed a stronger association between 

cyber victimization and symptoms of anxiety than between traditional 

victimization and symptoms of anxiety. There were also a stronger 

association between traditional victimization and symptoms of 

depression than between cyber victimization and symptoms of 

depression.  

1 In the process of becoming a national resource center in 2013 the research center 
changed name from Center for behavioral research to Norwegian Center for Learning 
Environment and Behavioral Research in Education. 
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The results in paper 2 showed differences regarding descriptions of 

symptoms of post-traumatic stress for those respondents having 

experienced only traditional and those having experienced both 

traditional and cyber victimization. The respondents having experienced 

both traditional and cyber victimization where the only ones reporting 

trouble sleeping, experiences of fear outside school and behavioral 

avoidance also outside school.  

The findings in paper 3 showed that none of the class teachers were 

perceived as authoritative by the respondents, i.e. high on both warmth 

and control, during the time the respondents were bullied.  

Conclusion: Both the findings in paper 1 and 2 points in the direction of 

cyber victimization causing more symptoms of anxiety than traditional 

victimization. The reasons for these results are yet to be investigated in 

future studies, however as cyber victimization often includes the aspects 

of anonymity and publicity, these could be contributing to the victim 

reporting more anxiety when having experienced cyber victimization. To 

reduce the experienced anxiety it is suggested that the teacher in bullying 

intervention needs to demonstrate an authoritative teacher style, which 

is found in paper 3 to be absent. In addition to emphasize the importance 

of showing warmth and control, the theoretical concept of protective 

control is introduced. 
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1 Introduction 

In the morning, I’ve said, Oh, I’m feeling dreadful and all this kind of 

stuff. In a way you are, but then you aren’t. You are able to face it the 

next day if you take one day off. It’s a sickness that people don’t 

understand, but it’s still a sickness. (Katherine, 17)  

When bullying is at its worst, Katherine needs a break from school. 
Katherine is not the only one, struggling with emotional problems 
resulting from victimization. 

The vision of this thesis is to give a voice to the children and adolescents 
like Katherine, who have experienced traditional and cyber 
victimization, and to present, from their perspective a picture of the 
complexities stemming from having experienced victimization for a long 
time. This in terms of what it can feel like, how it affects their thinking 
and way of life and how they perceive support from their teacher in 
dealing with the bullying. 

1.1 Background 
The growing interest in research on bullying began with Dan Olweus 
studying traditional bullying in the early 1970s. Olweus published the 
first results on the topic in 1973 in Swedish (Olweus, 1973). Dan Olweus 
and Erling Roland introduced the first definition of bullying in 1983. 
Bullying was described as a repeated negative act, done by one or 
several against one who cannot defend her or himself (Olweus & Roland, 
1983).  

The first international conference on bullying was arranged in Stavanger, 
in 1987 (Munthe & Roland, 1989). Since then, the network and research 
on traditional bullying have gradually been established both in Norway 
(e.g., Fandrem, Strohmeier & Roland, 2009; Olweus, 1993; Roland, 



Introduction 

2 

1999; Roland & Idsøe, 2001) and internationally (e.g., Bauman & Del 
Rio, 2006; O’Moore, 1989; Pepler & Craig, 1995; Salmivalli, 
Lagerspetz, Björkqvist, Österman & Kaukiainen, 1996; Smith & Sharp, 
1994). Evolving technology has also had an impact on research about 
bullying, and since the early 2000s, research on cyberbullying has 
rapidly increased (e.g., Menesini et al., 2013; Slonje & Smith, 2008; 
Ybarra and Mitchell, 2004). In October 2008 the COST Action IS0801: 
Cyberbullying: Coping with negative and enhancing positive use of new 
technologies, in relationships in educational settings was established. 
Led by Professor Peter Smith, this undertaking gathered researchers 
from 28 European countries and led to at least four books and five special 
journal issues on the topic of cyber bullying (Smith, Steffgen & Sittichai, 
2013). 

While traditional bullying involves face-to-face interactions, 
cyberbullying happens via technology, e.g., mobile phones. A 
Norwegian national study shows that only 1 % of children and 
adolescents between the ages of 9 and 18 years do not have a mobile 
phone (The Norwegian Media Authority [NMA], 2018). The same study 
reports that nine out of ten children between the ages of 9 and 18 years 
use one or several social media platforms. The use of social media 
increases with age. From the age of 12 years for girls and 13 years for 
boys, very few individuals have no access to or do not use social media 
(NMA, 2018).  

Off-line and on-line life are currently interwoven. One extreme example 
from Norway is a son planning the murder of his father in an Internet 
forum before performing it. He gave everyone in the forum information 
about how, when and where he was going to murder his father. Several 
of the forum members contributed to the planning, giving tips on how to 
commit the murder and asking for updates as soon as it was 
accomplished. 23rd of December 2018, the son murdered his father, at 
the exact time and using the same method he had previously announced 
online.  
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This incident illustrates how the line between life off- and online is often 
indistinct and how the two worlds are intertwined. As children and 
adolescents currently spend much of their time online socializing with 
other people, it is also natural that social conflicts and bullying infiltrate 
social media and vice versa.  

The use of digital media in bullying also involves two central aspects 
that are suggested to make cyber victimization even more complex and 
difficult to handle than traditional victimization: anonymity and 
publicity. Research shows that the possibilities of anonymity in digital 
media increases feelings of powerlessness and frustration (Dooley, 
Pyzalski & Cross, 2009; Slonje & Smith, 2008). In addition, studies 
show that public cyberbullying2 is defined as the most severe type of 
cyberbullying (Menesini et al., 2012) because of the stress involved in 
worrying about what others will think (Nocentini et al., 2010). In 
studying the impact of different types of cyberbullying, Slonje and Smith 
(2008) found that picture/video clip bullying had a high impact factor. 
The most common reasons respondents gave for this were the large 
audience and the concreteness effect. Some respondents also mentioned 
the fear of not knowing who had seen the picture/clip.  

With the use of new technology, the venues and methods used for 
bullying have expanded, and it is therefore important to examine if this 
new development also contributes to changes in emotional problems 
related to bullying.  

In addition, it is important to examine how the students who have 
experienced traditional and/or cyber victimization perceive support from 
their class teacher in dealing with their situation. This examination might 

2 Public cyberbullying refers to bullying where a potentially large audience is involved. 
For example, SMS and MMS sent to a larger audience, or bullying taking place in 
public forums or by sharing pictures or videos through social media. (Nocentini et al., 
2010).  
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shed some light on an important aspect, namely, bullying intervention 
measures.  

The thesis consists of three papers concerning traditional and cyber 
victimization related to emotional problems and perceived class 
authority. The figure below shows the themes of the different papers 
included in the thesis. 

Figure 1 An overview of the papers and their topics. 

Paper 1

•Emotional 
problems related 
to traditional and 
cyber 
victimization 

Paper 2

•Descriptions of 
symptoms of post 
traumatic stress 
from victims of 
traditional and
cyber 
victimization

Paper 3

•Percieved class 
teacher authority 
in long lasting 
cases from the 
perspective of 
students having 
experienced 
traditional and/or 
cyber 
victimization
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1.2 Research aims 
The primary aim of this thesis was to contribute to knowledge and to 
theory building regarding 1) the emotional problems of traditional and 
cyber victimization and 2) the importance of teacher support in 
intervention in bullying cases.  

A sub - aim related to practical implications was to help school personnel 
recognize emotional problems related to different forms of victimization 
and to identify some principles that are useful to ordinary class teachers 
in assisting bullied students. 
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2 Theoretical framework 

The first part of this section presents the definitions, prevalence and 
emotional problems of traditional and cyberbullying in addition to 
arguing that bullying could be a traumatic experience. In the second part, 
a theory on the authoritative teacher style is presented. 

2.1 Bullying 

2.1.1 Definition issues 
There is an ongoing discussion about whether cyberbullying should be 
defined based on the definition of traditional bullying or if it should be 
defined differently (Menesini et al., 2013). Traditional bullying is 
usually defined as a repeated aggressive act perpetrated against 
someone who has difficulty defending themselves (e.g., Olweus & 
Roland, 1983; Smith, 2005; Sullivan, 2011; Olweus & Limber, 2018). 
This definition is based on three main criteria:  

- an aggressive act
- that is repeated, and
- directed against a less powerful part.

This definition does not specify whether the form the act takes is 
traditional or cyber.  

Cyberbullying could be defined as “an aggressive, intentional act 
carried out by a group or individual, using electronic forms of contact, 
repeatedly and over time, against a victim who cannot easily defend 
himself or herself” (Smith et al., 2008, p. 367). In addition to specifying 
the electronic forms of contact, this definition also emphasizes that the 
act is intentional.  
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There is a current debate among researchers regarding whether the 
criteria used in the definition of traditional bullying are also relevant in 
describing cyberbullying. This will be elaborated below.  

Intention 

Most researchers understand bullying to be a subtype of aggressive 
behavior, mainly proactive aggression (e.g., Fandrem et al., 2009; 
Roland & Idsøe, 2001; Smith et al., 2008), therefore, the intention to hurt 
is implicit in the bullying concept (Buss, 1961). However, there is a 
debate as to whether an intention to hurt is necessarily present in 
cyberbullying (Menesini et al., 2013). 

Menesini et al. (2013) conclude that the intention criterion must be 
included when defining cyberbullying. Without intent, bullying, could in 
some cases, be perceived as a joke for example (Nocentini et al., 2010; 
Vandebosch & van Cleemput, 2008). In addition, a recent study by 
Alipan, Skues, Theiler & Wise (2020) finds that the intention to hurt is 
described as a necessary part of the definition of cyberbullying from the 
perspectives of perpetrators, victims and bystanders.  

Power imbalance 

There is an ongoing discussion regarding the use of the terms 
cyberbullying versus cyber aggression (e.g. Finkelhor, Turner & Hamby, 
2012; Grigg, 2010; Langos; 2012; Olweus & Limber, 2018; Pyzalski, 
2012; Smith, del Barrio & Tokunaga, 2013). Cyber aggression can be 
defined as “an intentional harmful behavior against another person 
using electronic technology (computer, etc.) for communication (text 
images)” (Smith, del Barrio & Tokunaga, 2013, p. 18). As cyberbullying 
could be seen as a subset of cyber aggression. It is argued that power 
imbalance is one of the criteria that distinguishes cyberbullying from 
cyber aggression (Smith, del Barrio & Tokunaga, 2013).  
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What appears to be somewhat different in bullying in the cyber context, 
compared to bullying taking place in the physical arena is what may 
constitute an imbalance of power (Menesini et al., 2013).  Imbalances in 
information and communications technology (ICT) literacy (Smith, 
Steffgen & Sittichai, 2013; Vandebosch & Van Cleemput, 2008; Ybarra 
& Mitchell, 2004), different social statuses within the virtual community 
(Hinduja & Patchin, 2007; Smith et al., 2013), the aspect of the 
anonymity of the bully (Vandebosch & Van Cleemput, 2008; Smith, et 
al., 2013) and cyber space making it more difficult to remove or avoid 
material such as pictures or comments (Dooley, Pyzalski & Cross, 2009) 
are all suggested as reasons for the imbalance in power. Taking all these 
suggestions into account in terms of what might cause an imbalance of 
power in the cyber context, Menesini et al. (2013) concluded that a power 
imbalance is also an important criterion in defining cyberbullying. 
However, it is still a discussion if the criteria for power imbalance need 
to be included in the definition of cyberbullying. The use of digital media 
makes the situation even more complex, as it can sometimes be difficult 
or impossible to locate the perpetrator (Finkelhor, Turner, Hamby, 
2012). 

Repetition 

Issues related to the criterion of repetition in cyberbullying must be 
studied more thoroughly according to Menesini et al., 2013. The 
challenge of repetition in the cyber context is that a single act can be 
repeated by someone else and therefore could repeat victimization, albeit 
without the contribution of the initial perpetrator (Dooley et al., 2009; 
Menesini & Nocentini, 2009; Smith, 2012). From the victim’s 
perspective, the perpetrator does not have to repeat the act several times 
for cyberbullying to be the result, as, e.g., the victim may read one text 
message meant to harm several times (Menesini et al., 2013). O’Moore 
(2014) states that as a single cyber-attack has the potential to be seen by 
many in an indefinite time span, this constitutes repetition for the victim. 
Furthermore, several authors state that if the criterion of repetition is not 
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included in the instruments used for measurement, the act cannot be 
defined as cyberbullying (e.g., Slonje et al., 2013; Ybarra et al., 2012). It 
could, however, be defined as cyber aggression according to, for 
example, the definition of cyber aggression presented by Smith, del 
Barrio and Tokunaga, (2013). 

Conclusion 

Olweus and Limber (2018) emphasized the importance of measuring the 
cyberbullying phenomenon in a bullying context in future research, so 
that one is able to ensure that the findings related to “(…) cyberbullying 
are not confounded with the findings on general cyber aggression or 
cyber harassment” (Olweus & Limber, 2018, p. 142). The criteria of 
power imbalance and repetition could be argued to help distinguish 
cyberbullying from other types of cyber aggression, as not all cyber 
aggression is cyberbullying. Given the research background presented 
above, this study includes cyberbullying under the broad concept of 
bullying. 

2.1.2 Prevalence of traditional and cyber victimization 
Prevalence of victimization is commonly understood as the percentage 
of individuals who is bullied. When this percentage is reported, it is 
important to know how bullying has been defined, the time span for 
registration and how serious the victimization must be to be registered. 
Seriousness is commonly defined by how frequent the episodes are, for 
example 2-3 times a month and more often. I addition, it is important to 
know the age of those investigated, since the percentage is related to age, 
see below. 

As a reference for our own study, results from other central studies in 
Norway concerning prevalence are reported below. 
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The Norwegian annual national study 

The Norwegian annual national study finds that 4.6 % of pupils between 
the ages of 10 and 18 report being traditionally bullied two or three times 
or more per month. In this study, bullying is defined in the survey as 
“repeated, negative actions from one or several toward someone who 
has problems defending oneself. Bullying could be name calling, teasing, 
exclusion, backstabbing, hitting, pushing or shoving” (Wendelborg, 
2019, p. 2). Regarding the prevalence of cyber victimization, the results 
from this survey show that 1.9 % of respondents say they have been 
cyberbullied at least 2-3 times a month (Wendelborg, 2019). 
Cyberbullying is defined in the survey using the original definition of 
bullying, which states that cyberbullying is bullying via electronic means 
(Smith et al., 2008).  

Comparing the prevalence of traditional and cyber victimization 
demonstrates the importance of having a common definition within a 
single study and among studies. 

The Health Behavior in School - aged Children study 

The Health behavior in School-aged Children [HBSC] 2013/2014 study 
reported higher numbers of traditional and cyber victimization; however, 
compared to other countries the numbers in Norway were lower.  

In this study the informants are presented with a definition of bullying 
before answering the questions regarding this. This survey refers to the 
definition of Olweus (1996): “we say a student is being bullied when 
another student, or a group of students, say or do nasty and unpleasant 
things to him or her. It is also bullying when a student is teased 
repeatedly in a way he or she does not like or when he or she is 
deliberately left out of things. But it is not bullying when two students of 
about the same strength or power argue or fight. It is also not bullying 
when a student is teased in a friendly and playful way” (Inchley et al., 
2014, p. 197).  
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Data from three different age groups were presented: 11, 13 and 15 years. 
In the sample aged 11 years, 7 % of the girls and 9 % of the boys reported 
traditional victimization at least two or three times a month in the past 
couple of months. In the sample aged 13 years, 6 % of the girls and 7 % 
of the boys reported having experienced traditional victimization. In the 
sample aged 15 years, 5 % of the girls and 4 % of the boys reported 
having experienced traditional victimization (Inchley et al., 2014).  

To measure cyberbullying, the informants were asked “how often they 
had been bullied through someone sending mean instant messages, wall 
postings, emails and text messages, or had created a website that made 
fun of them” (Inchley et al., 2014. p. 207). In addition, there was an item 
regarding posting pictures online without permission (Inchley et al., 
2014).  

In the sample aged 11 years, 2 % of girls and 1 % of boys reported having 
experienced cyber victimization at least two or three times a month. In 
the sample aged 13 years, 2 % of the girls and 3 % of the boys report 
having experienced cyber victimization. For the sample aged 15 years, 3 
% of the girls and 1 % of the boys report having experienced 
cybervictimization (Inchley et al., 2014).  

The EU Kids online study 

The EU Kids Online study for 2010 finds that 9 % of Norwegian children 
between the ages of 9-18 has experienced traditional victimization within 
the last twelve months (Livingstone et al., 2011). The numbers for the 
Norwegian part of the EU Kids Online study in 2018 reveals that as many 
as 25 % of Norwegian children between the ages of 9 and 17 years have 
experienced traditional victimization within the last twelve months. The 
definition of the negative act presented in the 2018 survey states that, 
“sometimes children or teenagers could say or do hurtful or nasty things 
toward others, and this can, for instance, happen many times, on 
different days for a period of time. This could be to tease someone in a 
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way they don’t like; to hit, kick or show; or to isolate someone. When 
people are hurtful or nasty in this way, it can happen face to face; using 
a cellphone (text messages, conversations or video); or on the Internet 
(e-mail, instant messengers, social network and chatrooms)” (Staksrud 
& Olafsson, 2019, p. 35). 

In EU Kids Online (2010), 8 % of Norwegian children report being 
bullied online within the last 12 months (Livingstone et al., 2011). 
However, 15 % of the Norwegian children in the 2018 study report being 
bullied online within the last 12 months (Staksrud & Olafsson, 2019). In 
the EU Kids Online 2010 study the researchers interpret cyberbullying 
as: “someone being mean or hurtful to you different places on the 
internet, sending messages and pictures” (Livingstone et al., 2011, p. 9). 
Although this global survey offers a definition, it does not mention the 
concept of cyberbullying, but uses “online hurtful behavior” instead. 
Thus, less serious behavior than bullying is also included in what the 
authors call bullying or cyberbullying in the EU Kids Online 
questionnaire.  

Possible explanations for the different results 

One explanation for the disparity in the results between the studies could 
therefore be the different content of the measured behaviors. While the 
National Norwegian study and the HBSC study uses the concept of 
bullying and defines it in the questionnaire, EU Kids Online claims to 
use a definition of bullying, but offers a much wider definition that does 
not include the term ‘bullying’.  

Another explanation for the differing results could be different cutoff 
points used in addition to how the questions are formulated regarding 
time span. The National Norwegian study and the HBSC study uses a 
cutoff of 2-3 times a month or more often. The EU Kids Online study 
was however reporting the prevalence regarding all children who 
reported being bullied “within the last twelve months”. This meaning 
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that pupils who have been bullied less than 2-3 times a month in the 
national Norwegian study and the HBSC study would not be reported, 
however in the EU kids online study all pupils having experienced being 
bullied within the last year independent of how often would be 
registered.  

In addition to factors regarding the measurement instruments, other 
factors that might affect the result are differences regarding participant 
age. The EU Kids Online study operates with the age span of 9-18 years, 
the Norwegian annual survey with an age span of 10-18 years, and the 
HBSC study measure participants at the ages of 11, 13 or 15 years. With 
continuous technological development, another possible factor that 
might affect the results is ICT penetration and changes that occur from 
year to year. An issue related to this is that by being too detailed on 
different types of media, one might run the risk of excluding some types, 
and the reported numbers might be lower than in reality. One example of 
this could be that the annual Norwegian study asks about experienced 
cyberbullying on mobile phones, Ipads and computers, leaving out live 
gaming such as the use of PlayStation or Nintendo Switch. A higher 
prevalence might have been reported if the description was more general. 
These studies are interesting examples in the context of a discussion of 
the discrepancies in prevalence rates of traditional and cyberbullying for 
Norwegian children in various studies.  

In general, both Norwegian and international studies show that the 
prevalence of traditional victimization seems to be higher than the 
prevalence of cyber victimization (e.g., Inchley et al., 2014; Roland & 
Auestad, 2009; Livingstone, Haddon, Görzig, & Ólafsson 2011; Olweus, 
2012; Slonje & Smith, 2008; Wendelborg, 2019).  

It is often claimed by the media that cyber victimization is increasing in 
tandem with technological development. However, research 
investigating the prevalence of cyberbullying in Norway over time 
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shows no systematic change in the prevalence (Olweus, 2012; Olweus & 
Limber, 2018; Wendelborg, 2019).  

Gender and age 

Several studies find that more boys than girls are victimized in a 
traditional way (e.g., Boulton & Underwood, 1992; Solberg & Olweus, 
2003; Olweus, 2010). However, the HBSC - study by Craig and Harel 
(2004) found a relatively small gender difference in all 35 countries 
included in the study.  

In research on cyber victimization, the issue of gender seems to be more 
complex, as many studies find no differences between girls and boys 
(e.g., Brown, Demaray & Secord, 2014; Hinduja & Patchin, 2008; 
Juvoven & Gross, 2008; Williams & Guerra, 2007). Other studies, 
however, find a higher prevalence of cyber victimization among girls 
than among boys (Dehue, Bolman & Völlink, 2008; Smith, Mahdavi, 
Carvalho & Tippett, 2006; Tsitsika et al., 2015), and another finds boys 
reporting more cyber victimization than girls (e.g., Salmivalli & 
Pöyhönen, 2012).  

Traditional victimization seems to decrease with age (Olweus, 2010), as 
cyber victimization studies show a curvilinear trend, indicating that the 
peak appears to be reached at approximately 13 to 15 years of age 
(Tokunaga, 2010).  

There could be many reasons for the inconsistencies in studies regarding 
gender and age differences. Smith et al. (2013) suggest that the 
inconsistency across studies might be due to different methodologies and 
samples.  
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2.1.3 Overlap of traditional and cyber victimization 
Some research concerns the overlap between traditional and cyber 
victimization. The degree of overlap could be presented in different 
ways; in this thesis, the focus is on percentages of overlap. 

This can be defined as the percentage of cyber victims who also are 
victims of traditional bullying. This way of calculating the overlap is 
used in the research reported below. 

In a Norwegian study, Olweus (2012) found an overlap of 93 % between 
traditional and cyber victimization, and the cutoff point used was 2-3 
times per month. Thus, 93 % of the respondents in Norway having 
experienced cyber victimization also say they have experienced 
traditional victimization. However, the numbers vary; in the Norwegian 
annual study, 48,5% of the respondents having experienced cyber 
victimization also report having experienced traditional victimization 
(Wendelborg, 2019). The degree of overlap also varies internationally 
from 44% (Ybarra & Mitchell, 2004) to 75 % (Smith et al., 2008) using 
the same cutoff of 2-3 times per month. 

These variations in the degrees of overlap may be due to differences in 
context, measurement instruments and conceptualization. However, 
authors generally agree that a large proportion of pupils experiencing 
cyberbullying are also bullied in traditional ways (Olweus & Limber, 
2018). It should be noted that the overlap could be calculated the other 
way around; by the percentage of traditional victims who also are cyber 
victims.  

In addition to research on the overlap between traditional and cyber 
victimization, research has also been carried out on the emotional 
problems stemming from traditional and cyber victimization.  
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2.1.4 Traditional and cyber victimization and 
emotional problems 

Research has found a correlation between traditional victimization and 
symptoms of depression (e.g., Hawker & Boulton, 2000; Reijntjes et al., 
2010; Rigby, 1996; Ttofi, Farrington, Lösel & Löber, 2011). This is also 
the case with traditional victimization and anxiety (e.g., Grills & 
Ollendick, 2002; Hawker & Boulton, 2000; Nishina, Juvoven & Witkow, 
2005; Reijntjes, Kamphuis, Prinzie & Telch, 2010). In addition, there is 
a correlation between traditional victimization and suicidal thoughts 
(Holt, et al., 2015; Van Geel, Vedder & Tanilon, 2014) and school non-
attendance (Egger, Costello & Angold, 2003; Havik, Bru & Ertesvåg, 
2015; Rueger & Jenkins, 2014).  

The correlation between traditional victimization and symptoms of 
anxiety and depression has been found in several longitudinal studies, 
indicating that this victimization contributes to symptoms of anxiety and 
depression (Copeland, Wolke, Angold, Costello, 2013; Fekkes, Pjipers, 
Fredriks, Vogels & Verloove-Vanhorick, 2006; Kim, Leventhal, Koh, 
Hubbard & Boyce, 2006; Takizawa, Maughan, & Arsenault, 2014). 
Studying the possible long-term impact of childhood bullying 
victimization findings from the National Child Development Study 
[NCDS] showed that victims who were bullied in childhood reported a 
higher prevalence of anxiety and depression at age 50 than participants 
who had not experienced victimization (Takizawa, Maughan & 
Arsenault, 2014).  

In addition to these studies, longitudinal studies on monozygotic [MZ] 
twins have been examining the correlation between childhood bullying 
victimization and emotional problems (Arsenault, 2018). These types of 
studies offer rigorous control for variables as they study individuals from 
the same family environment with the same genetic code, but who have 
been exposed to different distinct experiences (Vitaro, Brendgen & 
Arsenault, 2009).  
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One study found that MZ twins who had experienced bullying at the age 
of 7 years reported more emotional problems at the age of 10 years than 
their cotwins who had not experienced bullying (Arsenault, Milne, 
Taylor, Adams, Delgado, Caspi & Moffit, 2008). Another study found 
that over the course of 2 years differences between MZ twins related to 
experienced childhood bullying were associated with differences in 
anxiety. However, these findings were nonsignificant over 5 years 
(Singham, Viding, Schoeler, Arsenault, Ronald, Cecil et al., 2017). A 
third study found that MZ twins who had experienced bullying were 
twice as likely as their cotwins who had not experienced bullying to have 
social anxiety and separation anxiety in their childhood. Additionally, 
they were three times more likely to have suicidal ideation as young 
adults (Silberg, Copeland, Linker, Moore, Roberson-nay & York, 2016). 

However, despite the existing evidence for bullying having a negative 
effect on victims’ mental health, there are also some studies finding that 
not all children who have experienced bullying end up with emotional 
problems (Bowes, Maughan, Caspi, Moffitt & Arsenault, 2010; Fisher, 
Moffitt, Houts, Belsky, Arsenault & Caspi, 2012; Sugden , Arsenault, 
Harrington, Moffitt, Williams & Caspi, 2010).  

Although research on cyber victimization has not progressed as far as 
that on traditional victimization, studies also find a correlation between 
having experienced cyber victimization and symptoms of, for example, 
depression (Olenik-Shemesh, Heiman, & Eden, 2012) and symptoms of 
anxiety (Shenk & Fremouw, 2012). A meta-analysis performed by 
Kowalski, Giumetti, Schroeder & Lattanner (2014) of 137 unique data 
sets finds that individuals reporting high levels of cyber victimization 
also tended to report high levels of both depression and anxiety.  

In addition, some studies estimate the unique effect of various forms of 
victimization (Bonanno & Hymel, 2013; Campbell, Spears, Slee, Butler 
& Kift, 2012). One of these studies finds a stronger correlation between 
both symptoms of anxiety and depression and cyber victimization than 
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between these symptoms and traditional victimization (Campbell et al., 
2012). However, there are different findings regarding the association 
between emotional consequences and the different forms of 
victimization. Bonanno & Hymel (2013) found the association between 
social3 victimization and depression to be stronger than that between 
cyber victimization and depression.  

Longitudinal studies have also been performed to examine the negative 
outcomes of cyber victimization when controlling for traditional 
victimization and vice versa. Some of these studies find that cyber 
victimization is an additional risk factor for traditional bullying. One 
study found cyber victimization to be a greater risk factor for adolescent 
depression than traditional bullying (Machmutow, Perren, Sticca & 
Alsaker, 2012). Another study found that cyber victimization predicted 
changes in depression and negative conditions to a greater extent than 
traditional victimization (Cole et al., 2016). However, the results from 
longitudinal studies are inconsistent. For example, a longitudinal study 
by Landoll, La Greca, Lai, Chan & Herge (2015) found that cyber 
victimization had a unique effect on anxiety but did not predict increased 
depression when controlling for traditional victimization.  

Research finds that poly-victims, i.e., individuals that have experienced 
both traditional and cyber victimization, have significantly higher scores 
of poor self-esteem in addition to a higher risk of depression and 
loneliness compared to victims of traditional bullying (e.g. Brighi et al., 
2012; Cañas, Esteves, Martinez-Monteagudo & Delgado, 2020;  
Gradinger, Strohmeier, Spiel, 2009; Villora, et al., 2020).  

In this thesis, traditional and cyber victimization are compared in relation 
to the symptoms of anxiety and depression. Cases in which victims have 

 
3 Social victimization is presented as one type of traditional victimization together with 
physical and verbal victimization. Social victimization is defined as a type of indirect 
victimization (Bonanno & Hymel, 2013). “Behaviors intended to harm their social 
status, relationships, or self-esteem” (Galen & Underwood, 1997). 



Theoretical framework 

20 

experienced only traditional or both traditional and cyber victimization 
are also explored in relation to symptoms of post-traumatic stress. 

2.1.5 Bullying as a traumatic experience 
From the above information, we can conclude that bullying can cause 
substantial emotional problems for victims. Moreover, studies suggest 
that the long-term effects described by victims of school bullying could 
be similar to those of survivors of childhood abuse (Arseanault, 2018; 
Carlisle & Rofes, 2007; Lisak, 1994; Terr, 1991). A correlation between 
having experienced victimization and symptoms of posttraumatic stress 
both at work (Matthiesen & Einarsen 2004; Mikkelsen & Einarsen, 2002; 
Tehrani, 2004) and in school (Idsøe, Dyregrov & Idsøe, 2012; 
McKenney, Pepler, Craig & Connolly, 2005; Mynard, Joseph, & 
Alexander, 2000; Rivers, 2004) has also been found. It is important to 
emphasize that as the criteria for establishing a diagnosis of PTSD are 
strict, previous research has referred to symptoms of post-traumatic 
stress rather than the diagnosis of post-traumatic stress disorder.  

Originally, the term trauma belonged to the field of medicine, which 
differentiated between pneumonia as a disease and a bone fracture as a 
trauma (Raundalen & Schultz, 2006). However, as medicine gradually 
abandoned this distinction, the field of crisis psychology began using the 
expression ‘psychological trauma’, which eventually became referred to 
as simply ‘trauma’. Psychological trauma may be defined as follows: 

Overwhelming, incontrollable events that cause an extraordinary 
psychological strain for the children or youths experiencing them. 
Usually, these kinds of events occur suddenly and unexpectedly; 
however, some are repeated without the child being able to stop them. 
The events often make the child feel helpless and vulnerable (Dyregrov, 
1998, pp. 11-12). 
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Trauma in the literature is divided into two subgroups: type I and type II 
trauma. Type I trauma results from experiencing an overwhelming one-
time situation, while type II trauma results from experiencing a more 
longstanding situation (Terr, 1991; Bath, 2008). According to Bath 
(2008), type II trauma could be defined as a complex trauma 
(developmental or relationship trauma). This type of trauma could be 
described as “The experience of multiple, chronic and prolonged, 
developmentally adverse traumatic events, most often of an 
interpersonal nature and early life onset” (Van der Kolk, 2005, p. 402). 
As bullying involves repeated incidents occuring over time, it can be 
characterized as a complex trauma. Being bullied can be seen as a 
prolonged exposure, one that shatters the victim’s basic cognitive 
schemes regarding self, other people and the world (Mikkelsen & 
Einarsen, 2002). 

Traumatized children often face substantial challenges related to strong 
visual memories, repetitive behavioral patterns, trauma-specific fear and 
changed attitudes toward people, events in their lives and the future 
(Terr, 1991). A child having experienced victimization can, for example, 
be constantly reminded of the victimization when experiencing visual 
memories while doing something completely different. This 
phenomenon could, in turn, cause a great deal of stress. Additionally, this 
phenomenon might also cause fear related to school for example, being 
afraid to go to school or, be at school or showing up in specific subjects 
where they know that the chances of being bullied are high. Children 
who have experienced bullying could also develop a high level of 
skepticism toward other people. This skepticism could follow them in 
adulthood in the form of social anxiety.  

The requirements to establish a diagnosis of PTSD are strict and have 
become even stricter through the years, and in the DSM – 5, the 
requirements were “modified to restrict its inclusiveness” (Pai, Suris & 
North, 2017). The current diagnostic criteria emphasize that “assessment 
of PTSD symptoms is appropriate only if criterion A is met, i.e., the 
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individual has had a qualifying exposure to a requisite trauma” (Pai, 
Suris & North, 2017). The DSM – 5 defines trauma as “actual or 
threatened death, serious injury or sexual violence” (APA, 2013, p. 
427). In addition to criterion A being met, several of the symptoms must 
be present. Given this context, it is therefore important to emphasize that 
research on victims of bullying typically uses the term symptoms of post-
traumatic stress and not symptoms of PTSD, the latter referring to the 
diagnosis (e.g., Idsøe, Dyregrov, Idsøe & Nielsen, 2016; Matthiesen & 
Einarsen, 2004; Mikkelsen & Einarsen, 2002).  

Intrusive memories are described as memories that suddenly appear and 
reminds the person of the traumatic events. These memories could be 
very distressful and lead, for example, to problems in concentrating and 
sleeping. The symptom of avoidance includes both mental and 
behavioral avoidance. Mental avoidance is described as “avoidance of or 
efforts to avoid distressing memories, thoughts or feelings about or 
closely associated with the traumatic events” (APA, 2013, p. 271). For a 
victim of bullying, mental avoidance could include trying to repress 
thoughts about the victimization and thoughts promoting associations 
with the victimization. Behavioral avoidance is defined as “avoidance of 
or efforts to avoid external reminders that arouse distressing memories, 
thoughts, or feelings about or closely associated with the traumatic 
events” (APA, 2013, p. 271). In terms of bullying, behavioral avoidance 
could include for example, avoiding places where the victimization was 
experienced, such as school, extracurricular activities, social media 
platforms or birthday parties.  

2.2 Authoritative teacher style 
Research on an authoritative school climate has established that it is 
related to lower levels of bullying (e.g., Cornell, Shukla & Timothy, 
2015; Gerlinger & Wo, 2016; Gregory et al., 2010). In addition, studies 
on authoritative classroom leadership find that authoritative leadership 
prevents bullying (e.g., Roland & Galloway, 2002). To the best of our 
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knowledge, no study has investigated the authoritative teacher’s 
response to, or intervention in cases of bullying.  

The concept of an authoritative teacher style is based on the theory and 
research regarding four different parental styles introduced by Baumrind 
(1971). When studying the authoritative teacher, both Norwegian and 
international studies reference research carried out by Baumrind (e.g., 
Ertesvåg, 2011; Walker, 2009; Wentzel, 2002). 

The concept of warmth is described by Baumrind (2013) as the 
emotional warmth and supportive actions being attuned to the 
vulnerabilities, inputs and thoughts of the child in addition to supporting 
the child’s plans and individual needs. The concept of control is today 
described by Baumrind as demandingness which includes two related 
components: monitoring and control. Monitoring is described as the 
adult providing structure, order and predictability in the child’s life. 
Control refers to what shapes the child’s behavior in addition to what 
restrains the child’s potentially disruptive behavior (Baumrind, 2013). 
The third paper of this thesis refers to the concept of control, however, I 
have chosen to use the concept of demandingness in the surrounding 
material as this term gives a more full-bodied description of the concept. 

Originally the two dimensions of warmth and control defined the four 
styles. Baumrind (2013) emphasizes the importance of perceiving 
warmth and demandingness as two separate dimensions: 
“misunderstanding of parental authority and of the authoritative 
construct is fostered when parental control and warmth are represented 
as opposites of the same continuum rather than as two independent 
dimensions” (Baumrind, 2013, p. 13). 
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To describe how these two dimensions are not a part of the same 
continuum, but two separate dimensions Baumrind presented the 
different styles using a well-known figure.   

Figure 2. Different teacher styles 

This figure describes how the 4 different styles relate to the dimensions of 
warmth/responsiveness and demandingness/control (Baumrind, 1971). 

The authoritative parenting style, which is high in control and high in 
warmth, has been found to be associated with the best outcomes for 
children (Chan & Koo, 2011; Baumrind, Larzelere & Owens, 2010; 
Steinberg, 2001). The authoritarian style, which is low in warmth and 
high in control, could, according to research, result in increased
aggression and resistance in children (Nordahl et al. 2003). Children who 
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are exposed to an indulgent style, high in warmth and low in control, 
often exhibit low self-reliance and low self-control (Baumrind, 1991). 
The neglectful style, which is low in warmth and low in control results 
in the most negative outcomes, including high levels of aggression, low 
self-esteem and impulsive behavior (Baumrind, 1991).  

After presenting the parenting styles in figure 2, Baumrind has also 
added three styles in the recent years: democratic, directive and good 
enough as few parents seem to fit the prototypes (Baumrind, Larzelere 
& Owens, 2010). However, research regarding these styles is rather 
scarce, especially regarding teachers and this would therefore have to be 
a subject for future research. This could also be styles that could be 
interesting to study regarding for instance cultural differences in the 
future.  

Although Baumrind’s conceptualization of parenting styles has been 
very influential, some questions may remain unanswered. Darling and 
Steinberg (1993) presents concerns regarding, how ethnic differences 
can affect authoritativeness on children’s development, and on what 
empirical basis one draws conclusions regarding the most appropriate 
parenting style. Smetana (1994), points out that the theory is too general 
and context free, as the choice of parent style could depend on the 
situation one is in. Sommer (1996) also points to the importance of 
modifying the categories and not using them as stereotype 
characteristics. A second issue that has been pointed out is that there are 
competencies within both the parent and the child that have not been 
accounted for in the research such as the consequences for the modern 
child growing up in an authoritative family with reconciled decision 
making (Sommer, 1996). A third issue could be that the child as a 
contributor is greatly underestimated by Baumrind (Sommer, 1996).  

A fourth issue is how Baumrind presents her categories of parenting 
styles as non-ideological based on a paradigm that could be associated 
with some limitations, as parenting styles could be conditioned by 
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history and culture (Sommer, 1996). Previous research has examined 
cultural differences regarding parenting styles, reporting inconsistent 
results. Some studies find that the authoritarian parenting style is 
associated with better GPA scores for Asian and African American 
pupils than the authoritative parenting style (Dornbush, Ritter, 
Leiderman, Robert and Fraleigh, 1987; Steinberg, Mounts, Lamborn and 
Dornbusch, 1991). Sorkhabi and Mandara (2013) point out that these 
findings are wrongly interpreted by many researchers to mean that the 
authoritarian parenting style is the optimal style for certain groups. 
Several studies also find evidence for the authoritative parenting style 
being the most beneficial also for Asian children (e.g. Ang, 2006; 
Florsheim, 1997; Garg, Levin, Urajnik & Kauppi, 2005; Kim & Chung, 
2003). This is a topic that could have been discussed more in depth; 
however this thesis is not looking into cultural differences and this will 
therefore not be further examined.  

2.3 Authoritative teacher style and pupils who 
have experienced victimization 

As previously noted, research finds a correlation between having 
experienced traditional and/or cyber victimization and emotional 
problems. Idsøe and Idsøe (2012) emphasize that emotionally vulnerable 
children need a safe and predictable classroom, one with clear rules 
based on support. Idsøe et al. (2016) state that in addition to having 
effective procedures related to bullying intervention, it is also important 
that schools create what they refer to as trauma-sensitive environments. 
Such an environment enables pupils to feel both physically and 
emotionally safe within a supportive culture.  

A teaching style that includes important aspects for creating this kind of 
environment is what Baumrind (1991) refers to as the authoritative 
teacher style, as it focuses on adults who are warm and responsive toward 
the child and who also communicate clear demands. Support and warmth 
from teachers could be especially important for children having 
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experienced victimization, as it could contribute to their having a more 
positive evaluation of themselves and of their possibilities of coping 
(Davidson & Demaray, 2007; Damaray, Malecki, Davidson, Hodgson, 
& Rebus, 2005). Although the dimensions of warmth and 
demandingness will be described separately, I would like to underline 
the importance of the combination of these dimensions. Walker (2009) 
states that “in this model both dimensions are necessary, but neither 
dimension is sufficient to create an optimal learning outcome” (Walker, 
2009, p.127).  

2.3.1 The need for a warm teacher 
A warm teacher nurtures a good relationship between the teacher and the 
pupil (Baumrind, 2013). This relationship is of great importance, as 
pupils who are more emotionally connected to teachers demonstrate 
positive trajectories of development in both the social and academic 
domains (Hamre & Pianta, 2001; Harter, 1996; Pianta, Steinberg & 
Rollins, 1995; Ryan, Stiller & Lynch, 1994; Wentzel & Wigfield, 1998). 
A good relationship with the teacher could also improve the child’s 
motivation for school and, in addition, how they are dealing with the 
outside world emotionally (Roeser, Eccles & Sameroff, 1998). Research 
also finds that this good relationship could have a positive effect on 
children who are described as vulnerable. For example, having good 
relationships with school personnel appears to potentially function as 
protection for children who have experienced bullying (Breivik et al., 
2017).  

Bullying is often referred to as a complex relational problem (Pepler, 
2006). It is therefore important to be aware that pupils who have 
experienced victimization have felt rejection and that this experience 
might hinder the possibility of creating good relationships. For these 
relationships to develop, warm teachers who recognize what pupils have 
been going through and who manage to help pupils recognize their own 
feelings and communicate them to others, are essential. In this work, 
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teachers are not supposed to play the role of a therapist; however, they 
can use certain methods that have so-called therapeutic effects 
(Raundalen & Shultz, 2006).  

These methods may include teachers speaking with a pupil about how 
he/she is doing but, without going into detail about what has happened; 
this is called “defocused communication” (Tveitereid, Fandrem & 
Sævik, 2018) and shows that the teacher cares. It is important to be aware 
of what is said to the pupil having experienced trauma and of the 
nonverbal signals being sent. This awareness is important because these 
children often notice nonverbal signals even more than verbal signals. 
Although the role of the teacher is to provide good emotional support, 
rather than going into detail about the traumatic events, the adult must 
not signal a fear of or lack of interest in talking about the trauma 
experienced by the child (Perry, 2002), as this could affect the child’s 
thoughts about how to talk about difficult things, which again could lead 
to negative coping strategies (Idsøe & Idsøe, 2012).  

2.3.2 The need for a teacher high in demandingness 
In addition to having a teacher high in warmth, these pupils need a 
teacher who monitors and is in control of the classroom, this dimension 
is also called demandingness.  

The dimension of demandingness is described by Baumrind (2013) as 
consisting of two related components: monitoring and control. 
Monitoring is described as providing structure, order and predictability 
for the child, and control is described as shaping the child’s behavior and 
restraining what could be potentially disruptive behavior. Together these 
two components then provide order, structure and predictability to the 
child’s life, shaping the child’s behavior and curtailing possibly 
disruptive behavior (Baumrind, 2013).  
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Both authoritative and authoritarian styles are strict (Baumrind, 2010). 
However, although both the authoritative and the authoritarian style are 
high in control, Baumrind (2013) emphasized the importance of 
distinguishing between two different types of control. The model of the 
different styles could therefore be interpreted as somewhat misleading 
and simplistic, as the term ‘control’ refers to different types of control 
depending on which style is described. “The kind of power assertion not 
the amount of power assertion, used by the authoritative parents is what 
differentiate authoritative from authoritarian parents (Baumrind, 2013, 
p. 20).

According to Baumrind (2010) both the authoritative and authoritarian 
styles use confrontive control, which could be described as firm, direct, 
forceful and consistent. However, in addition to confrontive control the 
authoritarian style also uses coercive control, which could be described 
as domineering, arbitrary and concerned with retaining hierarchical 
family relationships. Research has found an association between 
coercive control and adverse child outcomes (Barber, 1996; Patterson, 
1982; Kochanska, Padavich & Koenig, 1996)  

Compared to coercive control, confrontive control could be seen as 
functional and reasonable. Confrontive control is used to provide 
organization and limits enforcing compliance when children are not 
doing what they should (Baumrind, 2013) For example, in a bullying 
situation, it is necessary for the teacher to perform confrontive control; 
however, this needs to be done with the dimension of warmth as a 
foundation. The teachers’ goal needs to be to put an end to the bullying 
in addition to taking care of the pupils and making sure they learn why 
they cannot pursue this bullying behavior (Roland, 2007).  

Providing organization and limits not only ensures predictability for the 
pupils in terms of their knowing what to do, but also provides a sense of 
safety stemming from clear rules and information, which in turn make 
classrooms safe (Idsøe & Idsøe, 2012). One could argue that an 
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authoritarian style could also be experienced as predictable. However, 
the predictability would be different as the principles of the authoritative 
style such as respect, attunement and perspective taking are taken into 
account.  

Protective control 

Ensuring that adequate measures are taken and giving this information 
to a victimized child would perhaps contribute to this child’s experience 
of a more predictable and safe school environment. Providing pupils with 
this predictability during the bullying intervention also establishes 
safety, an important feeling for children who have experienced trauma 
(Bath, 2008). This feeling is important because the child uses a great deal 
of energy seeking safe places instead of focusing on activities that 
stimulate development and growth (Bath, 2008). 

This type of control in this thesis is presented as perceived protective 
control and relates to whether the child who has experienced 
victimization perceives the teachers as capable and/or willing to act to 
stop the ones who have bullied. With a teacher who exhibits over the 
pupils who have been bullying, the pupil who has experienced 
victimization might also experience greater predictability and safety in 
school. In addition to stopping the bullying behavior, control should also 
include informing those pupils who have bullied about the possible 
serious consequences of both traditional and cyber victimization, and 
taking some form of digital control for a period of time, such as by 
requiring that their phones be handed in at the beginning of the school 
day. Although the concept of perceived protective control is connected 
to the dimension of demandingness, it cannot be seen as independent of 
the dimension of warmth. For a teacher to be able to perform protective 
control, a good relation between the teacher and the pupils would have 
to be established. The dimension of warmth or responsiveness 
(Baumrind 2013) is important when performing protective control as the 
teacher needs to tune in to the pupil and be supportive of the pupils’ 
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individual needs. This combination of responsiveness and 
demandingness corresponds well with the authoritative teacher style.  
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3 Methods 

Initially this methods section begins by commenting on the use of both 
quantitative and qualitative methods in this thesis. The methods used in 
the study will then be described, and the ethical issues will be introduced 
and discussed. Finally, the methodological considerations will be 
addressed. 

3.1 Quantitative and qualitative methods 
Qualitative and quantitative methods are commonly described as two 
different paths toward knowledge about a phenomenon. Aase and 
Fossaskåret (2014) emphasize that although researchers could be said to 
be qualitatively or quantitatively oriented, there is a need to use both 
these perspectives within the research field to obtain a more complete 
picture of the phenomenon studied. This can be accomplished in 
different separate studies or in a single study.  

To answer the research questions presented in the introduction both 
quantitative and qualitative method were used. The quantitative 
approach was conducted using a survey on a large representative sample, 
while semi-structured interviews were used for the second part of the 
study. 

In this thesis, using both quantitative and qualitative methods involved 
studying both correlations regarding traditional and cyber victimization 
and different types of emotional problems and obtaining qualitative 
descriptions of the same emotional problems. However, I would not 
characterize this as a mixed methods approach, as the methods are not 
accomplished simultaneously in the same sub-study. 

It is argued that both the quantitative and a qualitative approach could be 
based on the philosophical assumption called critical realism (Lund, 
2005). Critical realism views the phenomena studied in scientific 



Methods 

34 

research as not being entirely constructions in the mind of the scientist, 
but rather as corresponding to real processes that exists independently of 
us (Lund, 2005). This fits the approach in the present study, thus the 
scientific stand of this thesis is critical realism.  

3.2 The quantitative study 

3.2.1 Procedure and samples 
The main aim of the quantitative study was to investigate how traditional 
victimization and cyber victimization were related to symptoms of 
general anxiety and symptoms of depression. An additional aim was to 
investigate the prevalence of traditional and cyber victimization among 
Norwegian tenth grade boys and girls.  

Paper 1 includes data from the Internet-based school environment study 
conducted in Norwegian schools by the Center for Behavioral Research 
in 2008. This was a tri-annual survey conducted from 1995 to 2008.  

The sample in this study comprised 3,046 Norwegian adolescents 
between 15 and16 years of age. There were 1,583 boys and 1,563 girls. 
The response rate of pupils in the participating classes was 81%. 
Participants were recruited from 63 schools in 27 municipalities in 
Norway. Based on three dimensions: industrial links, population density 
in the municipality and the centrality of the municipality, the sample was 
according to The Norwegian Central Burau of Statistics’ Standards 
representative (Statistics Norway, 1994). Industrial link is characterized 
by “distribution of persons registered as being resident in the 
municipality in connection with the census of 3 November 1990” 
(Statistics Norway, 1994, p. 17). Population density is “based on the 
percentage of the population that at the time of the census of 3 November 
1990 resided in the densely populated areas” (Statistics Norway, 1994, 
p. 17). Centrality measured the municipality’s geographical position .
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This is seen in relation to placement of the central functions (Statistics 
Norway, 1994). 

Data collection was performed by teachers following standard 
procedures. A digital survey was used and, to ensure anonymity, the 
participants logged in using an untraceable password. The schools were 
asked to seat the pupils in such a way that no participant could see what 
the other answered. The participants were also asked not to speak to 
anyone while filling out the questionnaire.   

3.2.2 Measurements 
Symptoms of anxiety and depression were measured using items from the 
Hopkins Symptoms Checklist (Derogatis, Lipman, Rickels, Uhlenhuth, 
& Covi, 1974). Four response categories were used: (0 = have not 
suffered, 1 = suffered sometimes, 2 = suffer quite a lot, and 3 = suffer a 
lot). Both the scales for symptoms of anxiety and depression recorded 
their frequency over the last two weeks. 

To measure symptoms of anxiety, a four-item scale was used: “feel 
anxious and scared”, “suddenly scared for no reason”, constantly feeling 
scared or anxious” and “anxiety or panic attacks”. Cronbach’s alpha 
was.89.  

Symptoms of depression were measured using an eight-item scale : 
“feeling everything is hard going”, feeling hopeless about the future”, 
“worrying or stewing about things”, “blaming yourself for things”, “low 
on energy”, “feeling unhappy, sad or depressed”, “difficult falling asleep 
or staying asleep”, and “feelings of worthlessness or excessive or 
inappropriate guilt”. Cronbach’s alpha was. 89.  

Before answering the items related to victimization, the pupils were 
presented with a standard definition of bullying in the questionnaire: 
“We call it bullying when one or several (together) is unfriendly or nasty 
toward another person who cannot easily defend themselves and when 
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this is repeated. Examples of this could be that he/she was kicked, hit or 
pushed. It is also bullying when he/she is teased a lot or excluded by the 
others”.  

 Victimization was measured using separate items concerning traditional 
and cyber victimization. For both measures the pupils answered using a 
5 – point scale (0 = never, 1 = seldom, 2 = 2-3 times a month, 3 = weekly, 
and 4 = daily). Both scales measuring victimization registered the 
frequency during the last school year.  

Traditional victimization was measured using a three-item scale inspired 
by a four- item scale used in previous studies by Bru, Boyesen, Munthe 
and Roland (1998) and Roland and Idsøe (2001). All the questions in the 
scale were used except the general question concerning victimization, as 
this question does not refer to traditional victimization alone and might 
be read as also including cyber victimization. The items measuring 
traditional victimization were specific questions regarding isolation, 
verbal bullying and being bullied physically. Cronbach’s alpha was .82.  

Cyber victimization was measured using items according to which 
technology was used at the time the survey was conducted. All the items 
used to measure cyber victimization referred to bullying. These were 
related to the most common types of cyber victimization at the time: e-
mails, mobile phone calls, pictures/videos and text messages. Three 
items measured cyber victimization on the mobile phone: “bullied by 
phone calls”, “bullied by pictures or movies on the mobile phone”, 
“bullied by text messages”. Four items measured cyber victimization on 
the Internet: “bullied by  someone  writing to you”, “bullied by someone 
publishing pictures of you”, “bullied by someone publishing a movie 
about you”, “bullied by someone publishing a text about you”. 
Cronbach’s alpha was .95. 
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3.2.3 Analysis, Paper 1 
The data analysis was conducted using SPSS software (SPSS, 2006). 
Further latent variables in structural equational modeling (SEM) 
(Jörskog, 1993) were used to investigate the relationship between 
traditional and cyber victimization and emotional problems. For this 
investigation, Mplus (Muthen & Muthen, 2011) was used. SEM analysis 
was chosen, as we suspected high associations between the two types of 
emotional problems and the two types of victimizations, and this method 
assess and corrects for measurement errors (Byrne, 2009).  

3.3 The qualitative study 

3.3.1 Design and sample 
Papers 2 and 3 includes data based on the qualitative research project 
Stigma, which was initiated in 2014 by a research group at the NSLA. A 
convenience sample was used. This approach can be defined as a sample 
selected because of its availability to the researcher. This sample can be 
considered a form of nonprobability sample (Bryman, 2016).  

Initially 10 interviews were performed, however one of the informants 
provided too little information on the topics of interest and was therefore 
not used. The study was then based on semi-structured interviews with 9 
former victims of bullying; 5 were Norwegian and 4 were Irish. The 
sample comprised 8 girls and 1 boy ranging in age from 12 to 18 years. 
In 2 cases, the respondents experienced traditional victimization, while 
in 7 cases, they experienced both traditional and cyber victimization.  

3.3.2 Data Collection 
The interview guide was piloted to determine how the questions worked 
when interviewing children. The questions were not perceived as 
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difficult to understand, and thus, no changes were made to the interview 
guide. 

Staying in Ireland for three months from September to December 2014 
made it possible to conduct interviews with four Irish pupils who were 
former victims of bullying. The interviews in both Norway and Ireland 
were conducted consecutively, as new closed cases were continuously 
reported to the center by teachers and parents. 

Three members of our research group including myself conducted the 
interviews in Norway and I conducted all the interviews in Ireland 
personally. The interviews were held in a private room in the school or 
in a private setting. All the interviews were tape-recorded.  

The interviews began with small talk, trying to make the respondents 
comfortable in the interview setting. Before we asked questions about 
bullying, all the respondents were presented with the same definition of 
bullying: a negative act, with an imbalance of power, done against 
someone who cannot easily defend themselves (Olweus & Roland, 
1983). In addition, it was emphasized that “bullying can happen in 
different ways. For example, it is common to distinguish between what 
could be defined as traditional bullying, such as relational and physical 
bullying, and what could be defined as cyberbullying using electronic 
means”.  

The interviews were semi-structured, meaning that the interview guide 
comprised a list of relevant themes that we wanted more information 
about. We attempted a conversation with a natural flow. The relevant 
themes were the following: communication about the bullying; what was 
said and, to whom, and where and how the bullying affected life in 
general. We investigated the following; what was done by the school in 
terms of measures and social network. In addition, the respondents were 
asked to talk at length if elaboration was required. To ensure that the 
interviewer understood what the respondent said, the interviewer 
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continuously verified by presenting a summary of what was said by the 
respondent in addition to asking if this interpretation was correct. 

3.3.3 Analysis, Papers 2 and 3 
The transcriptions of the tape-recorded interviews were inspired by the 
description presented in Kvale & Brinkmann (2010). A thematic analysis 
was used in both papers 2 and 3. “The thematic analysis provides a 
flexible and useful research tool, which can potentially provide a rich 
and detailed, yet complex, account of the data” (Braun & Clarke, 2006, 
p. 78). Within the thematic analysis, a theoretical approach was used 
when analyzing the transcribed interviews. Theoretical thematic analysis 
is driven by the researcher’s theoretical interest and provides a more 
detailed analysis of some parts of the data instead of rich descriptions of 
the overall data (Braun & Clarke, 2006). The data were analyzed using 
pre - existing coding frames and concept-controlled coding (Brinkmann 
& Kvale, 2010).  

To obtain an overview of the cases and of what kind of case each 
respondent belonged to, we produced a table of all the cases with 
information regarding pseudonym, age, gender, country, how long the 
respondents had been bullied and what type of victimization they had 
experienced (traditional and /or cyber). This table was helpful in 
analyzing the data, as it quickly gave us information about, for example, 
what type of victimization, which made it easier to compare respondents 
who had experienced different types of victimization. 

There was a continuous dialogue between researchers during the analysis 
of the data. The initial read-through was performed by two researchers, 
and the latter analysis was carried out by one researcher alone but with a 
continuous dialogue with one or two members of the research team. 
When disagreements occurred, a third party was called in.  
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Analysis in paper 2 

The main aim for this qualitative study was to explore whether and how 
victims of closed cases of long-term bullying report symptoms of post-
traumatic stress. A second aim was to see whether there were differences 
in the symptoms reported by victims of traditional and / or cyber 
bullying. 

To analyze the data in paper 2, the data program Nvivo 11 was used. The 
program was helpful in storing, sorting, categorizing and thematically 
classifying the data. The program was also helpful when the need arose 
for redefining and performing new analysis. In paper 2, a stepwise 
analysis was performed.  

The first step was reading through all the interviews to obtain an 
overview of different emerging themes related to the emotional problems 
experienced by the respondents. In a second read-through, all the 
descriptions related to emotional problems were gathered in the main 
node, “emotional problems”. In a third read-through, the dominant 
themes relating to the description of different types of emotional 
problems was captured.  

As 7 respondents were poly-victims and many of the emotional 
symptoms they described could be identified as symptoms of post- 
traumatic stress, we chose to follow the descriptions of these symptoms 
rather than of both anxiety and depression.   

In addition to the best of our knowledge, these symptoms have never 
been studied in relation to long-lasting bullying. The different themes 
that emerged were fear, difficulty concentrating, trouble sleeping, 
avoidance and bodily reactions.  

The second step in the analysis was to use a thematic approach to 
identify, analyze and report the patterns found (Braun & Clarke, 2006). 
A theoretical approach was used, fitting the data into the pre-existing 
coding frames related to the main symptoms of posttraumatic stress: 
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intrusive memories, avoidance and bodily activation. In this part of the 
analysis, what Braun and Clarke (2006) refer to as latent themes were 
used as it was necessary to include questions we knew could indicate 
symptoms of emotional problems such as depression and anxiety. A 
“latent approach would seek to identify the features that gave it that 
particular form and meaning” (Braun & Clarke, 2006, p. 84). The main 
nodes ‘intrusive memories’ and ‘avoidance’ were further divided into 
sub-nodes. Intrusive memories were divided into feeling frightened and 
anxious, problems concentrating and having difficulty sleeping. 
Avoidance was divided into mental and behavioral avoidance.  

Analysis in paper 3 

The main aim of this study was to conceptualize authoritative 
intervention in bullying cases, from the assumed perspective of the 
victim. A second aim was to explore the experiences and understanding 
of pupils who have been bullied in regard to how teachers responded 
when the bullying was occurring.  

The data program Nvivo 12 was used to analyze the data in paper 3 and 
a stepwise analysis was also performed. The first step was to read 
through all the interviews to obtain an overview of the emerging themes 
related to the description of the teachers. During a second read-through, 
all the descriptions of the teachers were gathered under the main node 
‘teacher descriptions’. In a third read-through, the descriptions related to 
the class teacher where chosen for a new node, ‘class teacher’. In a fourth 
read-through of the descriptions in the node ‘class teacher’ the dominant 
themes relating to the description of support from class teacher were 
captured. During this analysis two main themes emerged: emotional 
support and whether the teacher tried to stop the bullying.  

The second step in the analysis was to use a thematic approach to 
identify, analyze and report the patterns found (Braun & Clarke, 2006). 
A theoretical approach was used, fitting the data from the two main 
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themes emerging (emotional support and whether the class teacher tried 
to stop the bullying) into the pre-existing coding frames related to the 
two dimensions of authoritative teacher style: warmth and control or 
demandingness, as is the concept used in this summary. The data 
concerning emotional support were related to warmth and the data 
concerning if the respondent experienced the teacher trying to stop the 
bullying were related to control. In this part of the analysis a more 
semantic than latent approach was used. A semantic approach is 
described as one that identifies the themes within the explicit meaning of 
the data, rather than looking beneath what has been said or written 
(Braun & Clarke, 2006). In this study, as we were interested in how the 
teachers were explicitly described by the respondents, a semantic 
approach was used. 

The main nodes ‘warmth’ and ‘control’ were divided into sub-nodes to 
capture the degree of perceived warmth and control. The sub-nodes used 
were ‘absent’, ‘low’, ‘medium’ and ‘high’. When identifying warmth, 
‘absent’ referred to experiencing no warmth shown by the class teacher, 
and ‘low’ referred to experiencing little warmth shown and thus not a 
good relationship to the class teacher. ‘Medium’ referred to experiences 
of some warmth shown by the class teacher; however, he or she was not 
perceived as being very good to talk to. ‘High’ refers to a good 
experience of a good relationship with the class teacher, who was 
described as a good person to talk to. When identifying control, ‘absent’ 
referred to no experiences of conversations with or measures taken by 
the class teacher, and ‘low’ referred to experiences of the class teacher 
having conversations to try to resolve the situation, but with no result. 
‘Medium’ referred to experiences of the class teacher both having 
conversations and taking measures to end the victimization, with the 
situation improving somewhat, but remaining unsolved. ‘High’ referred 
to experiences of the class teacher being in  control of the situation, i.e., 
arranging meetings and taking measures that resulted in ending of the 
bullying. The description of the sub-nodes was only included in the 
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section describing findings in paper 3 as it was accepted as a brief report 
and therefore had to be cut down to save space. 

3.4. Ethical considerations 

3.4.1. Ethical approval 
The National Data Inspectorate approved the quantitative study 
presented in paper 1. If the school agreed to participate, information 
about the study and a written consent form were distributed to the 
parents. Participation was voluntary and written parental consent was 
required.  

The qualitative study presented in papers 2 and 3 was approved by both 
ethical committees in Norway and Ireland. When interviewing the 
respondents, all the cases were closed. In Norway, the cases were 
reported closed by the school administration, and in Ireland, they were 
reported closed by the Anti-Bullying Centre. As most respondents were 
under the age of 18 years, information about the study was provided to 
both parents and respondents customized their age. Parents with 
participating children below the age of 18 years were asked to complete 
a parental consent form. The parents were then contacted by phone to set 
the date for the interview. It was also made clear to the participants that 
they could withdraw from the study at any time.   

3.4.2. Children as a vulnerable group 
Although children can be considered a vulnerable group in research, their 
participation provides valuable information that could lead to knowledge 
that in turn could improve the situation of other children in a similar 
situation. According to Dalen (2004), investigating vulnerable groups 
generates new and important information. Children who have 
experienced victimization are categorized as a vulnerable group. 
However, obtaining more information about how different types of 
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victimization could affect them and how they experience the support 
from their class teacher in long-term cases could contribute to making 
the practical field support them in the best possible way. 

According to the guidelines for research ethics in the social sciences, 
humanities, law and theology published by the national committee for 
research and ethics in the social sciences and the humanities (NESH) 
(2016), the researcher must protect respondents from harm or suffering. 
When interviewing children who have experienced difficult life events, 
it is important to focus on the balance between costs and benefits (Kvale, 
1997). Although a researcher might tend to focus on the negative aspects, 
only the experience that someone actually listen to your story for a long 
period of time can make the interview a unique experience. In so doing, 
the researcher can also give something back to the respondents and show 
an interest in what they have to say (Kvale, 1997). Several respondents 
gave the impression that it was good to talk about what had happened to 
them and to have a “run through” of their whole bullying experience.  
However, as we were aware that this could remind them of negative 
incidents, we ensured there were adults available to support them if 
needed.  

When interviewing children one should also be aware of the skewed 
power relationship that follows when an adult meets a child. In addition, 
one could be perceived as an expert on the topic investigated, and this 
perception might also cause challenges in terms of how a researcher 
interprets the situation in addition to how the child meets the researcher, 
and this phenomenon might also influence what the child chooses to 
relate and how. 

The data collected in the nationwide survey – paper 1 was given 
anonymously by the pupils. It was consequently not possible to follow 
up pupils according to their answers. The data collecting instruction to 
the schools did not comprise any procedure for debriefing if pupils 
should as for it, which would have been preferable.  
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3.5 Methodological considerations 
Using both quantitative and qualitative methods in this doctoral thesis is 
an opportunity not only to investigate the correlations between 
traditional and cyber victimization and different forms of emotional 
problems, but also to provide a qualitative description of processes and 
suffering.  

According to Bhaskar (1997), critical realism has a holistic approach that 
is reflected in its perspective on social reality. Bhaskar (1997) divides 
this into two fundamental levels: ‘participant’ versus ‘structure’. 
However, it is emphasized that it is not a question of either participant or 
structure, but of these two levels always operating together, as 
participants act in relation to the phenomena and structures related to an 
extensive network of structures (Buch-Hansen & Nielsen, 2005 in Buch-
Hansen & Nielsen, 2014). In terms of this thesis, it could be argued that 
although some of the studies are focusing on individuals’ reported 
symptoms, the focus is also on how the milieu affects individuals; as for 
example, what teachers can do to provide a better structure when this 
appears to be a challenge in terms of safety and predictability.               

3.5.1 Validity  
As this thesis uses both quantitative and qualitative research, the same 
terminology will be used for both types of research when validity is 
discussed. The use of the term validity in relation to qualitative methods 
is not, however, something all qualitative researchers agree upon (Miles, 
Hubermann & Saldana, 2014). Some reject the use of the term, as they 
believe the aim of qualitative research is to come to a deeper 
understanding of an issue, which is supposed to involve something other 
than validity (Wolcott, 1990). However, other qualitative researchers 
support the use of the term as “it suggests a more rigorous stance towards 
our work” (Miles et al., 2014, p. 313).  
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According to Lund (2005), the differences between quantitative and 
qualitative research in the fields of psychology and education are often 
greatly exaggerated. Lund argues that the validity system introduced by 
Cook and Campbell (1979) is relevant to both quantitative and 
qualitative methods based on the philosophical assumptions of critical 
realism (Lund, 2005) briefly presented earlier in this thesis.  

Validity will therefore be discussed further using Cook and Campbell’s 
(1979) four dimensions of validity: statistical conclusion validity, 
internal validity, construct validity and external validity.  

Statistical Conclusion validity 

Statistical validity is defined as: the “validity of inference about 
covariation between variables” (Kleven, 2008, p. 8). Statistical 
conclusion validity is only relevant to quantitative research (Lund, 
2005). This because it refers to inferences drawn from statistical tests of 
significance. In paper 1, which is the only paper where quantitative 
research is performed, this was handled using the chi-square tests and t-
tests using the probability values of .05, .01 and .001. as criteria when 
testing for statistical differences between groups. 

Internal Validity 

Internal validity is defined as: “validity of inference from an observed 
covariation to a causal interpretation to the interpretation that something 
is influenced by another thing” (Kleven, 2008, p. 8). Issues of causality 
are best addressed using a longitudinal design (Pedhazur & Schmelkin, 
1991). 

As the results in the first study presented in paper 1 are correlations 
between data obtained simultaneously, it is thus impossible to present 
any findings regarding causality from this study only. However, Lund 
(2005) emphasizes the relevance of triangulating the quantitative and 
qualitative methods with respect to validity. Regarding causality, the 
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findings in papers 1 and 2 are interesting to examine in relation to each 
other, as those in paper 2 indicate that the trauma symptoms were related 
to previous victimization, which strengthens an understanding of 
causality.  

Lincoln and Guba (1985) presents different strategies to ensure internal 
validity or credibility in qualitative research. One of the strategies 
presented is ‘member checks’ also called respondent validation by 
Bryman (2016).   Although member checks are recommended by Lincoln 
and Guba (1985) as a method for establishing credibility there were not 
performed any member checks in addition to the content confirmation 
described above made during the interviews. This could be seen as a 
methodological limitation, but there also had to be considerations 
regarding the informants. Because of the geographical distance between 
the informants and as the informants are members of a vulnerable group, 
presenting each story to the others as a whole group could provoke 
powerful emotional reactions. The solution to this could be to test the 
conclusion with the members of the stake holding group (Lincoln & 
Guba, 1985). However, as collecting informants were very time 
consuming, this could also be the result when trying to find members of 
the stake holding group. Also, one should consider the impact this 
presentation could have on the ‘reference group’ as well.  

Not having performed a member check there is a chance that additional 
information might have been lost, as performing a member check also 
could invoke new information. Although many of the informants 
describe some of the same symptoms they are a convenience sample 
consisting of 9 informants, presenting different stories and perspectives 
which makes it plausible to conclude that a fully saturation i.e. 
“collecting data until no new information is obtained” (Morse, 1995,p. 
147) cannot be said to have been accomplished.  
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       Construct validity 

Construct validity is defined as: “validity of inferences from indicators 
to constructs (from what we have seen to what we call what we have 
seen” (Kleven, 2008, p. 7). This thesis examines concepts based on 
psychology and educational psychology: traditional and cyber 
victimization, symptoms of anxiety, depression and trauma symptoms, 
and teacher authority. 

Paper 1: For symptoms of anxiety and depression, the items used were 
derived from the already heavily researched Hopkins symptom checklist 
(e.g., Derogatis et al., 1974; Roland, 2002, Fandrem et al., 2009). In 
addition, the items measuring traditional victimization have been used in 
previous research (Roland & Idsøe, 2001) as have been those measuring 
cyber victimization (Smith et al., 2006). The factor solutions of our data 
were also good. In paper 2, the symptoms of post-traumatic stress were 
categorized according to symptoms described in the Diagnostic and 
Statistical Manual of Mental Disorders DSM-5 which has previously 
been used in research on victimization and symptoms of post-traumatic 
stress (Idsøe, Dyregrov & Idsøe, 2012; Mckenney, Pepler, Craig & 
Connolly, 2005). In paper 3 the dimensions of warmth and control were 
categorized in terms of the authoritative style related to bullying behavior 
described in previous studies (e.g., Ertesvåg, 2011; Gerlinger & Wo, 
2016; Galloway & Roland, 2002).  

Content validity can be considered part of construct validity (Messick, 
1995). Content validity is what concerns the degree to which the test 
items used represent the content that the researcher would like to 
measure. The items measuring depressive and anxiety symptoms are 
rooted in depression and anxiety theory (Rosenhan & Seligman, 1989). 
When measuring bullying, a widely used definition of bullying was 
provided both in the questionnaire in the quantitative study and in the 
interviews conducted in the qualitative study comprising the three main 
aspects (e.g., Olweus, 1973; Olweus, 1993; Roland, 1998). In addition, 
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all the common elements of bullying are covered in the items used in the 
quantitative study.  

Furthermore, in the qualitative study the categories of post-traumatic 
stress symptoms refer to the symptoms listed in the DSM-5 (APA, 2013), 
which is the worldwide guidebook on mental diagnosis. When 
categorizing the descriptions of the teachers in terms of the dimensions 
of warmth and control, these descriptions were based on the authoritative 
style presented by Baumrind (1991; 2013). 

External validity 

External validity refers to knowing if the conclusion of the study could 
be transferred to other contexts or generalized (Miles et al., 2014). 
External validity can be defined as “validity of inferences from the 
context of the study to a wider context or to other contexts” (Kleven, 
2008, p. 8).   

The statistical generalization of the results in first study could be 
considered valid for Norwegian children between 15 and 16 years of age, 
as it comprises a national representative sample.  

Due to the small sample size the findings presented in papers 2 and 3 
cannot be statistically generalized to the population in the same way as 
those in paper 1. However, “analytical generalization may be drawn from 
an interview investigation regardless of sampling and mode of analysis” 
(Brinkmann & Kvale, 2010, p. 299). Thus, it is the recipient who 
determines whether findings are generalizable to another situation 
(Brinkmann & Kvale, 2010). In qualitative research, the term 
transferability is an often used when discussing the issue of 
generalizability. Transferability depends on the report itself and how 
persuasive the researcher can make the findings for various individuals, 
places and times (Miles, et al. 2014). With this in mind it has therefore 
been important in the qualitative papers to fully describe the 
characteristics of the original sample so that it might be easier for readers 
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to decide if they could transfer some of the presented findings to their 
own situation. The findings also include “thick descriptions” and are 
related to prior theory, which could help readers determine their 
transferability. 

3.5.2 Reliability 

Standard conditions 

In the quantitative study described in paper 1, the teachers organized the 
data collection according to standard procedures. The teachers were 
ensured that none of the participants spoke to their peers when filling in 
the questionnaire. The survey was also conducted over as few days as 
possible, preferably only one.  

Cronbach’s alpha was used to estimate the internal consistency of the 
scales used to measure traditional and cyber victimization in addition to 
those used to measure the symptoms of depression and anxiety. The 
consistency was good. The alpha for the sample measuring traditional 
victimization was 0.82 and for cyber victimization 0.95. The alpha for 
measuring emotional problems was 0.89 for symptoms of anxiety and 
0.89 for symptoms of depression.  

In the qualitative study, the interviews were also performed according to 
standard procedures agreed upon by the research group. The interviews 
were held in a secluded room, and the interviewer began by getting to 
know the children and talking about everyday things, before questioning 
them about the bullying. The interviewer followed an interview protocol 
agreed upon by all the members in the research group.  

Transparency 

In qualitative studies, issues of reliability must be addressed slightly 
differently than in quantitative studies, because as it is difficult to 
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replicate the study (Dalen, 2004). This should include information about 
the role of the researcher, the respondents, and the interview setting, in 
addition to which analytical methods were used for data analysis (Dalen, 
2004). 

One way to ensure reliability in a qualitative study is to be very thorough 
in describing the different research steps (Dalen, 2004). For example, it 
is important to describe the interview, the transcription and the analysis. 
In terms of reliability, one could use the term “backstage information” to 
refer to the study’s general methods and procedures giving the reader a 
feeling of having the complete picture (Miles et al., 2014).  The 
information should be detailed enough for an outsider to be able to 
replicate the study (Lincoln & Guba, 1985). The steps in the qualitative 
study have been thoroughly explained in the methodology section.  

The role of the researcher 

Miles et al. (2014) emphasize that a reflection concerning the role of the 
researcher and how assumptions, values, biases and mood could affect 
the interview, and thus the analysis, must be addressed. Researchers are 
influenced by their background, which will often result in their having a 
perspective different from the respondent. In performing qualitative 
interviews, one should be particularly aware of how one’s own 
perspective as a researcher affect how the findings are presented, as well 
as the interview process. To make sure that the voice of the respondent 
is being presented in the most genuine way, verifications were performed 
during the interview. A continuous verification of the information 
collected during interviews is considered an important step in quality 
control throughout the process (Brinkmann & Kvale, 2010). After each 
topic in the interview guide, interviewers would verify to make sure that 
they had correctly understood the respondent. The interviewer then 
summarized what the respondent had said during the interview, and then 
asked the respondent if this was a correct understanding of what had been 
said. This gave the respondent the opportunity to correct 
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misunderstandings made by the researcher, who then made sure that the 
information obtained was accurate.  

3.5.3 Methodological limitations 
There are some methodological limitations that should be raised 
concerning both the quantitative and the qualitative study.  

Methodological limitations regarding the quantitative study 

One possible methodological limitation in the quantitative study 
concerns the time of the data collection. As several schools were unable 
to answer the survey during the spring, data were collected both spring 
and the following autumn. This causing a slightly larger age difference 
within the sample than originally planned for. This could have had an 
impact on prevalence, although research shows only a small decrease in 
the prevalence of victimization within half a year (Olweus, 1993; 
Roland, 2007). In addition to the age difference this caused between the 
informants it could also have resulted in that the pupils taking the survey 
in the spring reported higher levels of victimization than the ones taking 
the survey in the autumn, as the survey where asking for experienced 
victimization for the actual school year. Unfortunately, the possible 
differences between schools collecting data in spring versus autumn is 
no longer possible to trace. 

In addition, there is a methodological limitation regarding the 
measurements of cyber victimization. The items measuring traditional 
victimization were related to the school setting, while those measuring 
cyber victimization were not limited to the school setting. This difference 
might have influenced the results regarding prevalence, although the 
results still show that traditional victimization is more prevalent than 
cyber victimization. As cyber victimization often takes place outside 
school (Patchin & Hinduja, 2006; Smith et al., 2008), this could result in 
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less reliable estimates limiting the items regarding cyber victimization to 
the school setting.  

The dataset used in paper 1 also includes information about bullying 
others, both in traditional ways and by digital means. By including this 
information in an alternative SEM analysis, the relations could have been 
compared with the model in paper1. Another approach could have been 
to construct subgroup of so-called bully-victims and compared these 
pupils with “pure” victims on symptoms of anxiety and depression for 
both traditional and cyber victimization. Not using the information about 
bullying others in paper 1 is a limitation. Although it is interesting, the 
statistical analysis and the theoretical implications would have 
demanded too much space to be included. All data comprising the 
quantitative study were collected only once, which makes it difficult to 
evaluate internal validity, that is, to determine if mental health problems 
were caused by being bullied. A longitudinal study would have provided 
better information on this important question. However, the information 
on trauma symptoms obtained in the interview study did indicate 
causality. 

Another limitation was that the quantitative study included no 
information on context, in terms of a holistic approach. It is possible, for 
example that class-level and school-level issues, and the local 
community, influence the relationship between being bullied and mental 
health problems.  

Methodological limitations regarding the qualitative study 

In the qualitative study, we had to rely on the voices of the victims of 
bullying. As the victims’ response may be influenced by their valuable 
situation, it would have been interesting to obtain information from 
others e.g., parents and teachers, and to be able to combine interview data 
with other material, for example the schools’ case documents.  
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Another limitation related to the sample size, the sample of 9 makes it 
insufficient to compare the poly victims with the victims of traditional 
bullying. Although numbers are reported on their different experiences 
the sample is too small to clearly fulfill the goal to whether there are 
differences between poly-victims and the victims of traditional bullying. 
We have however, conducted an additional analysis of the survey data, 
which is presented in the discussion.  

As the interviews are retrospective, the information obtained from them 
could have been influenced by other experiences both during the rather 
long bullying period and after the bullying had ceased. Pupils’ 
descriptions of the teacher could also have been influenced by their 
bullying experience thus selecting a latent instead of semantic approach 
in the analysis in paper 3 could somehow have weighed up for this. It 
was important to perform the interviews with respondents where the 
cases were closed, creating a certain distance from the experience 
leading to better descriptions.   

The fact that several researchers from the research group were also 
involved in holding interviews might have affected the information 
obtained during the process. In addition, the issues of social desirability 
are also a risk when performing interviews, especially since the power 
balance becomes more skewed when respondents are children. 
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4 Summary of results 

This section comprises a summary of each paper included in this Ph.D. 
thesis. 

4.1 Paper 1 
Sjursø, I., Fandrem, H. & Roland, E. (2014). Emotional Consequences 
of Traditional and Cyber Victimization. Journal of School Violence, 
15(1), 114-131.  

https://doi.org/10.1080/15388220.2014.996718 

In this paper, the association between traditional and cyber victimization 
and the symptoms of anxiety and depression is investigated. The main 
findings show significant differences between traditional and cyber 
victimization concerning their correlation with two main emotional 
problems. A stronger association was found between traditional 
victimization and symptoms of depression than between cyber 
victimization and symptoms of depression. In addition, the results 
showed a stronger association between cyber victimization and 
symptoms of anxiety than traditional victimization and symptoms of 
anxiety. There was significantly higher prevalence of traditional than 
cyber victimization for both genders. The prevalence of being a victim 
of either traditional or cyber victimization was also significantly higher 
for boys than for girls.  

4.2 Paper 2 
Sjursø, I., Fandrem, H. & Roland, E. (2019). “All the time, every day, 
24/7”. A qualitative perspective on symptoms of post-traumatic stress in 
long-term cases of traditional and cyber victimization in Norway and 
Ireland. International Journal of Bullying Prevention, 1-10.  
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https://doi.org/10.1007/s42380-019-00024-8 

In this paper symptoms of post-traumatic stress in long-lasting cases of 
traditional and cyber victimization are explored. The findings show that 
victims reporting having experienced traditional victimization reported 
fewer symptoms of post-traumatic stress than poly-victims. Differences 
were detected regarding the symptoms of intrusive memories, such as 
fear, difficulty sleeping and behavioral avoidance. Respondents who 
experienced traditional victimization only described experiencing fear 
when in school, although poly-victims described experienced fear both 
in school and in their spare time. Poly-victims were also the only 
respondents to report difficulty sleeping. Behavioral avoidance was only 
described in terms of school setting by those respondents having 
experienced traditional victimization, whereas poly-victims described it 
both in school and in their spare time.  

4.3 Paper 3 
Sjursø, I., Fandrem, H., O’Higgins Norman, J. & Roland, E. (2019). 
Teacher Authority in long-lasting cases of bullying: a qualitative study 
from Norway and Ireland. International Journal of Environmental 
Research and Public Health ,16(7),19. 

https://doi.org/10.3390/ijerph16071163 

This paper presents findings regarding whether the pupils who 
experienced victimization perceive their class teacher as demonstrating 
what could be defined as an authoritative leadership in long-lasting cases 
of bullying. The findings show that none of the class teachers are 
perceived in a way that could be categorized as ‘high’ or ‘medium’ in 
both warmth and control; therefore, none of the teachers fit the 
authoritative leadership profile. Regarding the concept of control, this 
paper introduces a new concept, protective control. This describes the 
teachers’ control in terms of bullying intervention. We suggest that the 
control teachers’ exhibit toward the student who bully, could also be 
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described as a form of control in relation to the victimized student. The 
findings on control show that none of the class teachers were described 
as ‘high’ or ‘medium’; moreover, more than half the pupils describe their 
teachers as ‘low’, and just below half as ‘absent’ in terms of control. The 
findings on warmth show that only one class teacher was described as 
‘high’ in warmth, and half the teachers were described as ‘absent’ in 
warmth.  
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5 Discussion 

This thesis focuses on children who have experienced traditional and 
cyber victimization, their emotional problems and their perceived 
teacher support. The research aimed to contribute to knowledge and 
theory building and to indicate practical implications. 

5.1 Contribution to knowledge and theory 
building 

The primary aim of the research was to contribute to knowledge and 
theory building regarding 1) the emotional problems of traditional and 
cyber victimization and 2) the importance of the class teacher’s support 
as an aspect of intervention. To meet this aim, we first investigated the 
associations between different forms of bullying and different emotional 
problems (paper 1) and explored emotional problems in depth (paper 2). 
We then explored the victims’ perceived warmth and control exhibited 
by the class teacher in relation to response and intervention regarding 
traditional and cyber victimization (paper 3).  

5.1.1 Prevalence of traditional and cyber victimization 
 

In our sample, the prevalence of being victimized was calculated by 
using a cutoff point in frequency of 2-3 times a month or more often and 
by combining scores on traditional and cyber victimization. The 
percentages shown in the table below present those who were bullied in 
a traditional way, bullied by digital means or both.  
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Table 1 

Percentages of pupils who were being bullied 

  Boys  Girls  Total 

  8.0  4,7  6.4  

 

Pearson’s Chi = 13.81, p=.00 

 

We noticed that the total percentages of 6.4 is not very different from the 
Norwegian figures reported by Wendelborg (2019) and that significantly 
more boys than girls are bullied. In the Norwegian annual study 4.6% 
reports traditional victimization and 1.9% reports cyber victimization 
(Wendelborg, 2019). It should also be taken into account that the 
prevalence reported in our study is from 2008. Figures from the annual 
Norwegian survey shows that there has been a decrease in prevalence of 
pupils reporting having experienced bullying and it seems to have 
stabilized (Wendelborg, 2019). This could possibly explain why the 
prevalence reported from our study seems to be somewhat higher 
compared to the prevalence reported in the annual Norwegian study.  

5.1.2. Symptoms of anxiety and post-traumatic 
stress in traditional and cyber victimization  

Much research has focused on the emotional problems of traditional 
victimization (e.g., Reijntjes et al., 2010; Ttofi et al., 2011). However, as 
cyberbullying is relatively new, it is important to determine whether this 
form differs from traditional victimization in terms of the emotional 
problems involved.  
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 Victimization and symptoms of anxiety  

The aim of paper 1 was to investigate the association between traditional 
and cyber victimization and symptoms of anxiety and depression. The 
findings showed significant differences between traditional and cyber 
victimization and symptoms of anxiety and depression. One of the main 
findings was that there is a stronger association between cyber 
victimization and symptoms of anxiety than between traditional 
victimization and those symptoms. This is consistent with the findings 
by Campbell et al. (2012) and Landoll et al. (2015) and indicates that 
cyber victimization causes more symptoms of anxiety than traditional 
victimization.  

The aspects of anonymity and publicity involved in cyber victimization 
are presented as possible reasons for cyber victimization having a 
stronger correlation to symptoms of anxiety than traditional 
victimization. However, as our survey is not a longitudinal study, 
causality must be interpreted with caution.  

The relatively strong correlation between cyber victimization and 
symptoms of anxiety makes it plausible that this victimization is also 
related to symptoms of post-traumatic stress. However, to the best of our 
knowledge, no previous study has investigated this issue in depth. 
Another relevant question is whether the substance of such stress might 
indicate causality between the bullying history and the symptoms of 
stress.  

Victimization and symptoms of post-traumatic stress  

Terr (1991) describes a framework comprising two categories of 
childhood trauma: type I and type II. Type I trauma describes an 
overwhelming one-time experience, while type II trauma describes a 
more long-lasting negative experience, often a relational experience 
(Terr, 1991; Bath, 2008). 
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It has been argued that repetition of the negative events in victimization 
makes this a potential traumatic type II experience. Studies find a 
correlation between traditional victimization and symptoms of post - 
traumatic stress (e.g., Idsøe, Dyregrov & Idsøe, 2012; Mckenney, Pepler, 
Craig & Connolly, 2005). This correlation involves the frequency of 
being victimized and the symptoms of post-traumatic stress. This differs, 
however, from the risk related to the duration of bullying exposure.  

All the respondents presented in paper 2 experienced long-lasting 
bullying exposure for 1-7 years. One informant experienced 
victimization for one year, two for two years, one for three years, three 
for four years, one for six years and one for seven years. Although the 
sample is too small to draw conclusions, one interesting finding is that 
the informant who experienced victimization for seven years was the 
only informant describing bodily activation in the form of trouble 
breathing when thinking about the victimization. Thus, being exposed 
for a long time is a risk factor for more symptoms of post-traumatic 
stress.  

Moreover, some differences between traditional and cyber victimization 
are described regarding both intrusive memories and behavioral 
avoidance. Although one should be careful to conclude anything because 
of the small sample this should be discussed in relation to the findings in 
paper 1 regarding symptoms of anxiety.  

Symptoms of anxiety and intrusive memories 

Pupils who have experienced both traditional and cyber victimization 
described more symptoms of intrusive memories than those who 
experienced only traditional victimization. Poly-victims had difficulty 
sleeping and described being frightened both in school and at home, 
while respondents who experienced traditional victimization described 
being frightened only in school settings. 
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The findings regarding fear indicate that cyber victimization contributes 
to more fear in one’s spare time, as none of the respondents who did not 
experience cyber victimization reported this type of fear. Descriptions by 
the poly-victims of feeling fear both in school and in their spare time 
could explain the stronger correlation between symptoms of anxiety and 
cyber victimization shown in paper 1.  

The poly-victims were also the only respondents to describe difficulty 
sleeping. This finding could also be related to cyber victimization having 
a stronger correlation with symptoms of anxiety than traditional 
victimization, as shown in paper 1, as experiencing anxiety could also 
lead to difficulty sleeping (Dyregrov, 2010).   

The aspect of availability could be a possible reason for the findings 
mentioned above. Worrying about when victimization will occur, as it 
could happen in one’s spare time or even when one is asleep, easily leads 
to a higher level of stress and to symptoms of anxiety.  

Symptoms of anxiety and behavioral avoidance 

Behavioral avoidance can be defined as trying to avoid external 
reminders of a distressing experience (APA, 2013). For example, 
behavioral avoidance could result in avoiding certain places. We found 
that the most commonly described place to avoid was school. This is 
consistent with previous research showing a correlation between 
children who experienced victimization and school refusal (Havik et al., 
2015).  

However, there are reported differences in terms of which external 
reminders the respondents avoid. The respondents who have experienced 
traditional victimization describe avoidance behavior related only to the 
school setting; in contrast, poly-victims describe avoidance as a strategy 
in both the school setting and during their spare time. This difference 
could also be related to poly-victims describing experiencing fear both 
in school and in their spare time, in contrast to respondents who 
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experienced traditional victimization only reporting experiencing fear 
related to school settings. In addition, differences in avoidance could be 
related to the findings in paper 1, in which cyber victimization was found 
to have a stronger correlation with symptoms of anxiety than traditional 
victimization.  

Poly-victims – prevalence and emotional problems  

As the analysis in the first paper showed that both traditional and cyber 
victimization are correlated with symptoms of depression and anxiety, it 
would further be appropriate to use the same sample in paper 1 to 
estimate the level of these symptoms for poly-victims compared to other 
categories of pupils. The variables of non-victimized, traditional 
victimization only, cyber victimization only and both cyber and 
traditional victimization (poly victims) were set up, using being bullied 
2-3 times a month as the cutoff point. The percentages of cyber victims 
only, traditional victims only and poly victims were 2.2, 2.6 and 1.7, 
respectively.  

The means of the symptoms of depression and anxiety were calculated 
by adding the score on each variable and dividing the sum by the number 
of items. The means of the symptoms of anxiety and depression were 
compared using SPSS:  

Regarding symptoms of anxiety, those who were not bullied had a mean 
score of .18, while poly victims had a mean score of 2.06. Those who 
were traditionally victims only and cyber victims only scored .71 and .74 
respectively. Regarding symptoms of depression, pupils who were not 
bullied scored .62. Poly victims had a mean of 2.08. Traditionally victims 
only had a mean of 1.21, and cyber victims had a mean of 1.19.  

Tukey’s post hoc test showed that the differences between cyber victims 
only and traditional victims only were not significant for symptoms of 
anxiety (p=.98) or for symptoms of depression (p=.98). All other 
differences were significant (p=.00). The main conclusion is that poly 
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victims have a very high score on both symptoms of anxiety and 
depression compared to all the other categories.  

This result corresponds with other findings comparing the emotional 
problems of poly victims with those of victims of one type of bullying ( 
Brighi et al., 2012; Gradinger, Strohmeier, Spiel, 2009; Villora, et al., 
2020).  

Notably, the very small and non-significant differences between 
traditional victims only and cyber victims only in symptoms of anxiety 
and depression, were different from what the SEM analysis 
demonstrated (paper 1). The SEM analysis is the most reliable, because 
it corrects for measurement errors.  

5.1.3. Teacher authority 
When Lazarus (2006) describes the social support required for children 
who have experienced trauma and great stress, he emphasizes that good 
intentions are not enough. Support must be given using practical skills 
and care. In other words, the recipient must think of the support as 
something more than the adult merely wanting to help. The results in 
paper 3 reveal the importance of this idea. None of the teachers portrayed 
in paper 3 fit the description of an authoritative teacher which is 
characterized as being high in both the dimensions of warmth and 
demandingness. However, six of them were described as neglectful, 
meaning absent or low in both warmth and demandingness. This refers 
to a teacher who is low or absent in both warmth and demandingness. In 
addition, three of them were described as being indulgent, meaning high 
or medium in warmth and low or absent in demandingness. This could 
for example refer to a teacher who was good to talk to, but then nothing 
happened, and the bullying did not stop. 

Baumrind (1991) presents the authoritative style as high in the 
dimensions of both warmth and demandingness. Research has found that 
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an authoritative school climate is related to lower levels of bullying 
(Cornell & Huang, 2016; Cornell, Shukla & Timothy, 2015; Gerlinger 
& Wo, 2016; Gregory et al., 2010). Authoritative classroom leadership 
has also been found to prevent bullying (Galloway & Roland, 2002). The 
authoritative style presented by Baumrind (1991; 2013) involves an adult 
showing warmth and demandingness toward the same child. In paper 3, 
“warmth” and “control” are applied differently; by also relating them to 
the roles in a bullying case, we formulated a new concept: perceived 
protective control.  

The importance of protective control 

Research shows that the emotional consequences reported by children 
who have experienced victimization vary (Kochenderfer-Ladd & Ladd, 
2001). The resilience research field has been developing; it has expanded 
its focus on vulnerable children to include a focus on the socio- 
ecological factors that generate a stressful situation (Ungar, 2011). This 
aspect emphasizes that environmental factors could also impact 
children’s individual outcomes, thus making the teacher’s role relevant 
and, in this case, a role involving protective control.  

The concept of protective control presented in paper 3 takes the concept 
of control out of its traditional context and uses it slightly differently. 
Protective control refers to the victims’ experiences of the class teachers’ 
control related to bullying intervention. This type of control involves the 
victims’ awareness that the teacher is reassuring them that the bullying 
is going to stop and is informing them of what is being done to stop it. 
This type of control is thus related to controlling the demands directed to 
the one who bullied, which in turn will result in what is called protective 
control toward the pupil experiencing victimization. It is, however 
important to emphasize that to perform protective control, it is essential 
for the teacher to be high in warmth.  
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A teacher offering protective control to the pupil experiencing 
victimization could make them feel safer in a situation that could 
potentially cause a great deal of emotional stress. This is important in 
making them feel in control of the situation, as emphasized by Perry 
(2002).  

The findings presented in paper 3 show that 5 out of the 9 informants 
said that the bullying stopped because they changed schools. These were 
all girls between the ages of 12 and 18 years including 4 Norwegian and 
1 Irish pupil. Four out of five mentioned their parents as the ones helping 
them out in the process. In describing their relation to their teacher at that 
time, one described a bad relationship. The others described lack of 
action.  

Although the informants presented above changed schools their 
descriptions of their parents and their teachers are quite similar to those 
of the 4 informants who did not change schools. The 4 informants (one 
boy and three girls) who did not change schools also described their 
parents as active in helping them. When describing their teachers some 
of them describe a teacher who knew, but who did not do anything. 
Others described not wanting to tell their teacher about the bullying.  

When working with children with emotional problems, it has been 
argued that control can be achieved by emphasizing the importance of 
structure, predictability and experienced control (Bru, 2011). Having 
teachers high in demandingness intervening in bullying could be 
important in establishing safety for the pupils experiencing victimization. 
These children need a place where they can feel calm, safe and free from 
bullying (Idsøe & Idsøe, 2012). Safety comprises predictability and 
transparency (Bath, 2008). For the teacher to contribute to a more 
predictable and safer environment for the pupil who has experienced 
victimization, two things are considered especially important. First, the 
teacher must show that he or she is monitoring the class and in control 
of the situation by taking appropriate measures toward the child/children 
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who bully, including measures regarding both face to face and 
cyberbullying. Second, it is important to provide information to the 
victim about what is being done to stop the bullying and what the plan is 
for the immediate and long-term future. These points are, however, 
important to see in light of the teacher being high in the dimension of 
responsiveness/warmth as appropriate measures need to be carried out 
with regards to the victim to make he or she feel as safeguarded as 
possible. 

 

Figure 3. Protective control 

Figure 3 is inspired by Roland (2007), in addition the teacher and the 
concept of protective control have been included. P1, P2 and P3 
constitute the ones that perform the bullying. The negative act is 
represented by the jagged line, and the pupil experiencing bullying is to 
the right in the figure. The teacher is placed in the upper middle, 
providing control (C) toward the pupils having bullied, which acts as 
protective control (PC) for the pupil having been bullied. 

We have suggested that the long bullying period could explain why all 
respondents reported symptoms of post-traumatic stress. The findings 
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from paper 3 show that none of the class teachers were perceived as 
‘high’ or ‘medium’ in control. It is possible that this aspect, in addition 
to being victimized by their peers for a long time, added to the victims’ 
emotional problems. In other words, long-lasting bullying may be even 
more harmful when the victim feels that the teacher is aware of it but is 
low in control.  

5.2. Implications for practice and future research 

5.2.2. Implications for practice 
The research literature is rich in terms of the teacher’s role in bullying 
prevention. However, it is not as comprehensive regarding the response 
when the bullying is reported by the victim and in terms of how to 
intervene. A sub-aim of this thesis was therefore to contribute with 
knowledge important to affecting practical work in this area.  

The main findings suggest that different types of victimization might 
lead to partly different types of emotional problems. Knowledge of the 
different emotional effects of traditional and cyber victimization has 
important practical implications, as different effects might require 
different approaches and support from the teacher. As the findings show 
a stronger correlation between cyber victimization and symptoms of 
anxiety, this first of all highlights the general importance of teachers 
intervening in cyberbullying, however it also imply more specifically 
what kind of behavior that is important that the teacher shows; teachers 
need to act predictable towards pupils that are cyber victimized, as we 
know that for people who suffer from anxiety a predictable atmosphere 
is important (e.g. Bath, 2008; Idsøe & Idsøe, 2012). This might include 
e.g. giving information of what is happening in lessons in advance. In 
addition, teachers should inform the pupils who bully of the possible 
serious emotional problems on their victims, and thus make them 
understand that the behavior is unacceptable. These aspects must be 
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taken into account when developing and implementing anti-bullying 
programs.  

As experiencing both traditional and cyber victimization can cause 
substantial harm, it is important that teachers know how to recognize 
certain symptoms and create a trauma-sensitive classroom offering both 
warmth and demandingness.  

A main practical implication from our studies is that the teacher is of 
crucial importance in ongoing bullying cases, not only in preventing 
bullying, which has previously been the main and important focus. We 
briefly list below three qualifications that the individual teacher should 
possess in this regard: 

1.  Competence in understanding a student’s symptoms of various 

emotional problems, which could have been caused by traditional 

and/or cyberbullying and ability to act in accordance of what is 

needed 

2. Capacity and will to generally establish good relationships with 

all the pupils and their parents to obtain important information 

3. Efficacy in conducting protective control in bullying cases 

Such key qualifications should also be regarded as a collective 
requirement for a school as an organization. One reason is that that these 
qualifications stimulate communication and learning among the staff. 
Equally important is that the pupils encounter an adult culture that is 
worth modeling.  

This important knowledge should be taught and operationalized in all 
teacher-education and anti-bullying programs so that both teachers and 
schools are more prepared when bullying occurs. 
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5.2.3. Implications for future research  
There should be large-scale longitudinal studies in schools comparing 
traditional and cyber victimization in relation to emotional symptoms 
and, in particular symptoms of post-traumatic stress. As part of this 
process, knowledge about teacher authority and the new concept of 
“perceived protective control” as related to bullying should be requested. 
This information, combined with data on, for example, children’s 
vulnerability and contextual factors, would provide many avenues for 
analysis. If possible, schools comprising one part of the sample could be 
offered advice regarding how to support victimized pupils, including 
protective control. Such a design could be combined with qualitative 
research to learn more about practical issues related to teacher-pupil 
interactions at different stages in the bullying.   

It would also been interesting to compare cases and to interview teachers, 
with a focus on whether or not the teachers were aware of the bullying, 
how they intervened in bullying cases, and how this intervention was 
experienced by the pupils and parents. It would also be important to 
compare the emotional problems of victimized pupils in cases where the 
teacher intervened early to cases, where the teacher intervened later on 
or did not intervene at all to investigate or identify this as a possible risk 
for development of emotional problems.  

As the research in authoritative teachers in bullying cases are scarce it is 
necessary that future research look more into whether authoritative 
teachers are indeed more effective to stop bullying and triangulate the 
perspective of the teacher with the other ones involved, the other 
classmates and parents.  

Although this thesis focuses on bullying intervention, it would also be 
interesting for future research to investigate teachers’ style in the 
rehabilitation in the classroom following a bullying case. This work 
would be important because the rehabilitation could also play an 
important role in reducing the harmful effects of bullying (Finne, Roland 
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& Svartdal, 2018). Rehabilitation is a field in which research is still 
rather scarce; however, Finne et al. (2018) emphasize the important role 
of the teacher in rehabilitation, namely to build a caring and supportive 
classroom community in addition to providing the necessary authority.  
 



References 

74 

6. References

Aase, T. H. & Fossåskaret, E. (2014). Skapte virkeligheter: Om 
produksjon og tolkning av kvalitative data. Created realities: 
About production and interpretation of qualitative data. Oslo: 
Universitetsforlaget. 

Alipan, A., Skues, J. L., Theiler, S., & Wise, L. (2020). Defining 
Cyberbullying: A multifaceted definition based on the 
perspectives of emerging adults. International Journal of 
Bullying Prevention, 2(2), 79-92. 
https://doi.org/10.1007/s42380-019-00018-6 

American Psychiatric Association (APA). (2013). Diagnostic and 
statistical manual of mental disorders, DSM – 5 (5th ed.). 
Arlington: American Psychiatric Association.  

Ang, R.P. (2006). Effects of parenting style on personal and social 
variables for Asian adolescents. American Journal of 
Orthopsychiatry, 76, 503-511. https://doi:10.1037/0002-
9432.76.4.503 

Arseneault, L., Milne, B. J., Taylor, A., Adams, F., Delgado, K., Caspi, 
A., & Moffitt, T. E. (2008). Being bullied as an environmentally 
mediated contributing factor to children's internalizing 
problems: A study of twins discordant for 
victimization. Archives of Pediatrics & Adolescent 
Medicine, 162(2), 145-150. 
https://doi:10.1001/archpediatrics.2007.53 

Arseneault, L. (2018). Annual research review: The persistent and 
pervasive impact of being bullied in childhood and adolescence: 
Implications for policy and practice. Journal of Child 
Psychology and Psychiatry, 59(4), 405-421. 
https://doi:10.1111/jcpp.12841 



References 

75 

 

 

 

Barber, B. K. (1996). Parental psychological control: Revisiting a 
neglected construct. Child Development, 67(6), 3296-3319. 
https://doi.org/10.1111/j.1467-8624.1996.tb01915.x 

Bath, H. (2008). The three pillars of trauma-informed care. Reclaiming
  Children and Youth, 17(3), 17-21. 

Bauman, S. & Del Rio, A. (2006). Preservice teachers' responses to 
bullying scenarios: Comparing physical, verbal, and relational 
bullying. Journal of Educational Psychology, 98(1), 219-231. 
https://doi:10.1037/0022-0663.98.1.219 

Baumrind, D. (1971). Current patterns of parental authority. 
Developmental Psychology Monograph, 4(1, Pt.2), 1-103. 
https://doi.org/10.1037/h0030372 

Baumrind, D. (1991). Parenting styles and adolescent development. In 
 R.M. Lerner, A.C. Petersen, & J. Brooks-Gunn (Eds.), The 
 encyclopedia of adolescence (pp. 746-758). New York, NY: 
 Garland. 

Baumrind, D., Larzelere, R. E., & Owens, E. (2010). Effects of 
preschool parents’ power assertive patterns and practice on 
adolescent development. Parenting: Science and Practice, 
10(3), 157-201. https://doi.org/10.1080/15295190903290790 

Baumrind, D. (2013). Authoritative parenting revisited. History and 
 current status. In R.E. Larzelere, A.S. Morris, & A.W. Harrist 
 (Eds.), Authoritative parenting: Synthesizing nurturance and 
 discipline for optimal child development, (pp. 11–34). 
 Washington DC: American Psychological Association. 
 https://psycnet.apa.org/doi/10.1037/13948-002 



References 

76 

Bhaskar, R. (1997). A Realist Theory of Science. London: Verso. 

Bonanno, R. A. & Hymel, S. (2013). Cyber bullying and internalizing 
difficulties: Above and beyond the impact of traditional forms 
of bullying. Journal of Youth and Adolescence, 42(5), 685-697. 
https://doi.org/10.1007/s10964-013-9937-1 

Boulton, M. J. & Underwood, K. (1992). Bully/victim problems among 
middle school children. British Journal of Educational 
Psychology, 62(1), 73-87. https://doi.org/10.1111/j.2044-
8279.1992.tb01000.x 

Bowes, L., Maughan, B., Caspi, A., Moffitt, T. E., & Arseneault, L. 
(2010). Families promote emotional and behavioural resilience 
to bullying: Evidence of an environmental effect. Journal of 
Child Psychology and Psychiatry, 51(7), 809-817. 
https://doi.org/10.1111/j.1469-7610.2010.02216.x 

Braun, V. & Clarke, V. (2006). Using thematic analysis in psychology. 
Qualitative Research in Psychology. 3(2), 77-101. 
https://doi.org/10.1191/1478088706qp063oa 

Breivik, K,. Bru, E., Hancock, C., Idsøe, C. E., Idsøe, T., & Solberg, M. 
E. (2017). Å bli utsatt for mobbing. En kunnskapsoppsummering
om konsekvenser og tiltak. To experience victimization. A
knowledge summary of consequences and measures. Regionalt
Kunnskapssenter for Barn og Unge (RKBU Vest) Uni Research
Helse & Nasjonalt Senter for Læringsmiljø og Atferdsforskning
(Læringsmiljøsenteret). Universitetet i Stavanger. Retrieved
from: https://www.udir.no/tall-og-forskning/finn-
forskning/rapporter/a-bli-utsatt-for-mobbing--en-
kunnskapsoppsummering-om-konsekvenser-og-tiltak/

Brighi, A., Melotti, G., Guarini, A., Genta, M. L., Ortega, R., Mora-
Merchán, J., Smith, P. K, & Thompson, F. (2012). Self-esteem 
and loneliness in relation to cyberbullying in three  European 
countries. In Q. Li, D. Cross & P.K. Smith (Eds.), 
Cyberbullying in the global playground: Research from 



References 

77 

international perspectives, (pp. 32-56). Chichester: Wiley-
Blackwell. 

Brinkman, S & Kvale, S. (2010). Interviews. Learning the Craft of 
Qualitative Research Interviewing. Thousand Oaks, CA: Sage. 

Brown, C. F., Demaray, M. K. & Secord, S. M. (2014). Cyber 
victimization in middle school and relations to social emotional 
outcomes. Computers in human behavior, 2014, 35, 12-21. 
http://dx.doi.org/10.1016/j.chb.2014.02.014 

Brown, C. F., Demaray, M. K., & Secord, S. M. (2014). Cyber 
victimization in middle school and relations to social emotional 
outcomes. Computers in Human Behavior, 35, 12-21. 
http://dx.doi.org/10.1016/j.chb.2014.02.014 

Bru, E., Boyesen, M., Munthe, E. & Roland, E. (1998). Perceived 
social support at school and emotional and musculoskeletal 
complaints among Norwegian 8th grade students. Scandinavian 
Journal of Educational Research, 42(4), 339-356. 

Bru, E. (2011). Emosjonelt sårbare og sosialt passive elever. Emotional 
vulnerable and socially passive students. In U.V. Midthassel, E. 
Bru, S.K. Ertesvåg & E. Roland (Eds.), Sosiale og emosjonelle 
vansker: Barnehagens og skolens møte med sårbare barn og 
unge. (pp.17-33). Oslo: Universitetsforlaget. 
https://doi.org/10.1080/0031383980420402 

Bryman, A. (2016). Social research methods. Oxford: Oxford 
University Press. 

Buch-Hansen, H. & Nielsen, P. (2014). Kritisk realisme. Critical 
realism. Frederiksberg: Roskilde Universitetsforlag.  

Buss, A. H. (1961). The psychology of aggression. New York, NY: 
Wiley. 



References 

78 

Byrne, B. M. (2009). Structural equation modeling with LISREL, 
PRELIS and SIMPLIS: Basic concepts, applications and 
programming. New York, NY: Psychology Press. 

Campbell, M., Spears, B., Slee, P., Butler, D., & Kift, S. (2012). 
Victim's perceptions of traditional and cyberbullying, and the 
psychosocial correlates of their victimization. Emotional and 
Behavioral Difficulties, 17(3-4), 389-401. 
https://doi.org/10.1080/13632752.2012.704316 

Cañas, E., Esteves, E., Martinez-Monteagudo, C & Delgado, B. (2020). 
 Emotional adjustment in victims and perpetrators of 
 cyberbullying and traditional bullying. Social Psychology of 
 Education. 23, 917-942.  
 https://doi.org/10.1007/s11218-020-09565-z 

Carlisle, N. & Rofes, E. (2007). School bullying: Do adult survivors 
perceive long-term effects? Traumatology, 13(1), 16-26. 
https://doi.org/: 10.1177/1534765607299911 

 

Chan, T. W., & Koo, A. (2011). Parenting style and youth outcomes in 
the UK. European Sociological Review, 27(3), 385-399. 
https://doi.org/10.1093/esr/jcq013 

Cole, D. A., Zelkowitz, R. L., Nick, E., Martin, N. C., Roeder, K. M., 
Sinclair-McBride, K., & Spinelli, T. (2016). Longitudinal and 
incremental relation of cybervictimization to negative self-
cognitions and depressive symptoms in young 
adolescents. Journal of Abnormal Child Psychology, 44(7), 
1321-1332. https://doi.org/10.1007/s10802-015-0123-7 

Cook, T. D. & Campbell, D. T. (1979). The design and conduct of true 
experiments and quasi-experiments in field settings. In R.T. 
Mowday & R.M. Steers (Eds.) Research in Organizations: 



References 

79 

Issues and Controversies. Santa Monica, CA: Goodyear 
Publishing Company. 

Copeland, W. E., Wolke, D., Angold, A. & Costello, E. J. (2013). Adult 
psychiatric outcomes of bullying and being bullied by peers in 
childhood and adolescence. JAMA Psychiatry, 70(4), 419-426. 
https://doi.org/10.1001/jamapsychiatry.2013.504. 

Cornell, D., Shukla, K., & Timothy, K. (2015). Peer victimization and 
authoritative school climate: A multilevel approach. Journal of 
Educational Psychology, 107(4), 1186 – 1201. 
https://psycnet.apa.org/doi/10.1037/edu0000038 

Cornell, D. & Huang, F. (2016). Authoritative school climate and high 
school student risk behavior: A cross-sectional multi-level 
analysis of student self-reports. Journal of youth and 
adolescence, 45(11), 2246-2259. 
https://doi.org/10.1007/s10964-016-0424-3 

Craig, W. M. & Harel, U. (2004). Bullying, physical fighting and 
victimization. In: C. Cyrrie, C. Roberts, A. Morgan, R. Smith, 
W. Settertobulte, O. Samdal, & V. B. Rasmussen (Eds.), Young 
people’s health in context: Health behaviour in school-aged 
children (HBSC) study: International report from the 
2001/2002 study (pp. 133-144). Copenhagen: World Health 
Organization.   

Dalen, M. (2004). Intervju som forskningsmetode – en kvalitativ 
tilnærming. Interview as a research method – a qualitative 
approach. Oslo: Universitetsforlaget. 

Darling, N. & Steinberg, L. (1993). Parenting style as context: An 
integrative model. Psychological Bulletin, 113(3), 487-496. 
https://doi.org/10.1037/0033-2909.113.3.487 

Davidson, L. M. & Demaray, M. K. (2007). Social support as a 
 moderator between victimization and internalizing-externalizing 



References 

80 

 distress from bullying. School Psychology Review, 36(3), 383-
 405. https://doi.org/10.1080/02796015.2007.12087930 

Dehue, F., Bolman, C., & Völlink, T. (2008). Cyberbullying: 
Youngsters' experiences and parental perception. 
CyberPsychology & Behavior, 11(2), 217-223. 
https://doi.org/10.1089/cpb.2007.0008 

Demaray, M. K., Malecki, C. K., Davidson, L. M., Hodgson, K. K. & 
Rebus, P. J. (2005). The relationship between social support and 
student adjustment: A longitudinal analysis. Psychology in the 
Schools, 42(7), 691-706. https://doi.org/10.1002/pits.20120 

Den nasjonale forskningsetiske komiteen (NESH) (2016).  
Forskningsetiske retningslinjer for samfunnsvitenskap, 
humaniora, juss og teologi. Ethical guidelines for research in 
social sciences, humanities, law and theology. Retrieved from: 
https://www.etikkom.no/globalassets/documents/publikasjoner-
som-pdf/60125_fek_retningslinjer_nesh_digital.pdf 

Derogatis, L. R., Lipman, R. S., Rickels, K., Uhlenhuth, E. H., & Covi, 

report symptom inventory. Behavioral Science, 19(1), 1-15. 
https://doi.org/10.1002/bs.3830190102 

Dooley, J. J., Pyzalski, J., & Cross, D. (2009). Cyberbullying versus 
face to face bullying: A theoretical and conceptual review. 
Journal of Psychology, 217(4), 182-188. 
https://doi.org/10.1027/0044-3409.217.4.182 

Dornbusch, S. M., Ritter, P. L., Leiderman, P. H., Roberts, D. F., & 
Fraleigh, M. J. (1987). The relation of parenting style to 
adolescent school performance. Child Development, 58(5), 
1244-1257. 

Dyregrov, A. (1998). Psykologisk debrifing: Hvordan lede 
gruppeprosesser etter kritiske hendelser. Psychological 



References 

81 

debriefing: How to lead group processes under critical events. 
Bergen: Fagbokforlaget. 

Dyregrov, A. (2010). Barn og traumer. En håndbok for foreldre og 
hjelpere. Children and trauma. A handbook for parents and 
helpers. Bergen: Fagbokforlaget. 

Egger, H. L., Costello, J. E., & Angold, A. (2003). School refusal and 
psychiatric disorders: A community study. Journal of the 
American Academy of Child & Adolescent Psychiatry, 42(7), 
797-807. https://doi.org/10.1097/01.CHI.0000046865.56865.79

Ertesvåg, S. K. (2011). Measuring authoritative teaching. Teaching 
Teacher Education, 27(1), 51-61. 
https://doi.org/10.1016/j.tate.2010.07.002 

Fandrem, H. Strohmeier, D., & Roland, E. (2009). Bullying and 
victimization  among native and immigrant adolescents in 
Norway: The role of proactive and reactive aggressiveness. 
Journal of Early Adolescence. 29(6), 898-923. 
https://doi.org/10.1177%2F0272431609332935 

Fekkes, M., Pijpers, F. I., Fredriks, A. M., Vogels, T., & Verloove-
Vanhorick, S. P. (2006). Do bullied children get ill, or do ill 
children get bullied? A prospective cohort study on the 
relationship between bullying and health-related symptoms. 
Pediatrics, 117(5), 1568-1574. 
https://doi.org/10.1542/peds.2005-0187 

Finkelhor, D., Turner, H. A., & Hamby, S. (2012). Let's prevent peer 
victimization, not just bullying. Child Abuse & Neglect. 36(4), 
271-274. https://doi.org/10.1016/j.chiabu.2011.12.001

Finne, J., Roland, E., & Svartdal, F. (2018). Relational rehabilitation. 
Nordic Studies in Education, 38(04), 352-367. 
https://doi.org/10.18261/issn.1891-2018-04-05 



References 

82 

Fisher, H. L., Moffitt, T. E., Houts, R. M., Belsky, D. W., Arseneault, 
L., & Caspi, A. (2012). Bullying victimisation and risk of self- 

 harm in early adolescence: Longitudinal cohort 
study. BMJ, 344(e2683). https://doi.org/10.1136/bmj.e2683 

Florsheim, P. (1997). Chinese adolescent immigrants: Factors related to 
psychological adjustment. Journal of Youth and Adolescence,
 26, 143-163. https://doi:10.1023/A:1024548430764 

Galen, B. R. & Underwood, M. K. (1997). A developmental 
investigation of social aggression among 
children. Developmental Psychology, 33(4), 589- 600 
https://psycnet.apa.org/doi/10.1037/0012-1649.33.4.589 

Garg, R., Levin, E., Urajnik, D., & Kauppi, C. (2005). Parenting style 
and academic achievement in East Indian and Canadian 
adolescents. Journal of Comparative Family Studies, 36, 653-
661. https://doi.org/10.3138/jcfs.36.4.653

Gerlinger, J. & Wo, J. C. (2016). Preventing school bullying: Should 
schools prioritize an authoritative school discipline approach 
over security measures? Journal of School Violence, 15(2), 133-
157. https://doi.org/10.1080/15388220.2014.956321

Gradinger, P., Strohmeier, D., & Spiel, C. (2009). Traditional bullying 
and cyberbullying: Identification of risk groups for adjustment 
problems. Zeitschrift für Psychologie/Journal of 
Psychology, 217(4), 205-213. https://doi.org/10.1027/0044-
3409.217.4.205 

Gregory, A., Cornell, D., Fan, X., Sheras, P., Shih, T., & Huang, F. 
(2010). Authoritative school discipline: High school practices 
associated with lower bullying and victimization. Journal of 
Educational Psychology. 102(2), 483-496. 
https://doi.org/10.1037/a0018562 



References 

83 

Grigg, D. W. (2010). Cyber-aggression: Definition and concept of 
cyberbullying. Journal of Psychologists and Counsellors in 
Schools, 20(2), 143-156. https://doi.org/10.1375/ajgc.20.2.143 

Grills, A. E. & Ollendick, T. H. (2002). Peer victimization, global self-
worth, and anxiety in middle school children. Journal of 
Clinical Child and Adolescent Psychology, 31(1), 59-68. 
https://doi.org/10.1207/S15374424JCCP3101_08 

Hamre, B. K. & Pianta, R. C. (2001). Early teacher–child relationships 
and the trajectory of children's school outcomes through eighth 
grade. Child Development, 72(2), 625-638. 
https://doi.org/10.1111/1467-8624.00301 

Harter, S. (1996). Teacher and classmate influences on scholastic 
motivation, self-esteem, and level of voice in adolescents. In J. 
Juvonen & K. R. Wentzel (Eds.), Cambridge studies in social 
and emotional development. Social motivation: Understanding 
children's school adjustment (pp. 11-42). New York, NY: 
Cambridge University Press. 

Havik, T., Bru, E., & Ertesvåg, S. (2015). School factors associated 
with school refusal – and truancy related reasons for school 
non-attendance. Social Psychology of Education, 18(2), 221-
240. https://doi.org/10.1007/s11218-015-9293-y 

Hawker, D. S. & Boulton, M. J. (2000). Twenty years' research on peer 
victimization and psychosocial maladjustment: A meta-analytic 
review of cross-sectional studies. The Journal of Child 
Psychology and Psychiatry and Allied Disciplines, 41(4), 441-
455. https://doi.org/10.1111/1469-7610.00629 

Hinduja, S. & Patchin, J. W. (2007). Offline consequences of online 
victimization: School violence and delinquency. Journal of 
School Violence, 6(3), 89-112. 
https://doi.org/10.1300/J202v06n03_06 



References 

84 

Hinduja, S., & Patchin, J. W. (2008). Cyberbullying: An exploratory 
analysis of factors related to offending and victimization. 
Deviant Behavior, 29(2), 129-156. 
https://doi.org/10.1080/01639620701457816 

Holt, M. K., Vivolo-Kantor, A. M., Polanin, J. R., Holland, K. M., 
DeGue, S., Matjasko, J. L., ... & Reid, G. (2015). Bullying and 
suicidal ideation and behaviors: A meta-analysis. Pediatrics, 
135(2), e496-e509. https://doi.org/10.1542/peds.2014-1864 

Idsøe, T., Dyregrov, A. & Idsøe, E. (2012). Bullying and PTSD 
Symptoms. Journal of Abnormal Child Psychology, 40, 901-
911. https://doi.org/10.1007/s10802-012-9620-0 

Idsøe, T., Dyregrov, A., Idsøe, E., & Nielsen, M. (2016). Bullying and 
PTSD symptoms in children and adolescents. In C.R. Martin, 
V.R. Preedy, & V. B. Patel. (Eds.), Comprehensive guide to 
post-traumatic stress disorder. New York, NY: Springer 
International Publishing.  

Idsøe, E. & Idsøe, T. (2012). Respektheftet. Emosjonelle vansker: Hva 
kan voksne gjøre for elever med emosjonelle vansker forårsaket 
av negative livshendelser. Emotional problems: What can adults 
do for pupils with emotional problems caused by negative life 
experiences. Universitetet i Stavanger, Det humanistiske 
fakultet, Senter for Atferdsforskning. 

Inchley, J., Currie, D., Young,T., Samdal, O., Torsheim, T., 
 Augustson,L., Mathison,F., Aleman-Diaz, A., Molcho,M., 
 Weber, M & Barnekow, V. (2014). Health Policy for children 
and  adolescents, NO. 7. Growing up unequal: gender and 
 socioeconomic differences in young people’s health and well-
 being. Health Behaviour in School-aged children (HBSC) 
 study: International report from the 2013/2014 survey. World 
 Health Organization. Regional Officer for Europe.  



References 

85 

 Retrieved from:  
 http://www.hbsc.org/publications/international/ 

Juvonen, J. & Gross, E. F. (2008). Extending the school grounds? 
Bullying experiences in cyberspace. Journal of School Health, 
78(9), 496-505. https://doi.org/10.1111/j.1746-
1561.2008.00335.x 

Jörskog, K.G. (1993). Testing structural equation models. In K. A. 
Bollen & J. S. Long (Eds.), Testing structural equation models 
(pp. 294-316). Newbury Park, CA: Sage.  

Kim, H., & Chung, R. H. G. (2003). Relationship of recalled parenting 
style to self-perception in Korean American college 
students. The Journal of Genetic Psychology, 164(4), 481-492. 
https://doi.org/10.1080/00221320309597891 

Kim, Y. S., Leventhal, B. L., Koh, Y. J., Hubbard, A., & Boyce, W. T
 . (2006). School bullying and youth violence: causes or 
 consequences of psychopathologic behavior? Archives of 
 General Psychiatry, 63(9), 1035-1041. 
 https://doi.org/10.1001/archpsyc.63.9.1035 

Kleven, T. A. (2008). Validity and validation in qualitative and 
quantitative research. Nordic Studies in Education, 28(03), 219-
233. 

Kochanska, G., Padavich, D. L., & Koenig, A. L. (1996). Children's 
narratives about hypothetical moral dilemmas and objective 
measures of their conscience: Mutual relations and socialization 
antecedents. Child Development, 67(4), 1420-1436. 
https://doi.org/10.1111/j.1467-8624.1996.tb01805.x 

Variations in peer 
victimization: Relations to children’s maladjustment. In J. 
Juvoven & S. Graham. (Eds.), Peer harassment in school: The 



References 

86 

plight of the vulnerable and victimized, (pp.25-48). New York, 
NY: The Guildford Press. 

Kowalski, R. M., Giumetti, G. W., Schroeder, A. N., & Lattanner, M. 
R. (2014). Bullying in the digital age: A critical review and
meta-analysis of cyberbullying research among
youth. Psychological Bulletin, 140(4), 1073-1137.
http://dx.doi.org/10.1037/a0035618

Kvale, S. (1997). Research apprenticeship. Nordisk Pedagogik: Journal 
of Nordic Educational Research, 17, 186-194. 

Kvale, S. & Brinkmann, S. (2010). Det kvalitative forskningsintervju. 
2nd Edition. Oslo: Gyldendal Akademisk. 

Landoll, R. R., La Greca, A. M., Lai, B. S., Chan, S. F., & Herge, W. 
M. (2015). Cyber victimization by peers: Prospective
associations with adolescent social anxiety and depressive
symptoms. Journal of Adolescence, 42, 77-86.
https://doi.org/10.1016/j.adolescence.2015.04.002

Langos, C. (2012). Cyberbullying: The challenge to define. 
Cyberpsychology, Behavior, and Social Networking, 15(6), 285-
289. https://doi.org/10.1089/cyber.2011.0588

Lazarus, R. (2006). Stress og følelser - en ny syntese. Stress and 
feelings - a new synthesis. Copenhagen: Akademisk forlag. 

Lincoln, Y. S. & Guba, E. G. (1985). Naturalistic inquiry (Vol. 75). 
Newbury Park, CA: Sage. 

Lisak, D. (1994). The psychological impact of sexual abuse: Content 
analysis of interviews with male survivors. Journal of 
Traumatic Stress, 7(4), 525-548. 
https://doi.org/10.1002/jts.2490070403 

Livingstone, S., Haddon, L., Görzig, A., & Ólafsson, K. (2011). Risks 
and safety on the internet: The perspective of European 
children. Full findings and policy implications from the EU 



References 

87 

Kids Online survey of 9-16 year olds and their parents in 25 
countries. Retrieved from: 
http://eprints.lse.ac.uk/33731/1/Risks%20and%20safety%20on
%20the%20internet(lsero).pdf 

Lund. T. (2005). The qualitative-quantitative distinction: Some 
comments. Scandinavian Journal of Educational Research, 
49(2), 115-132. https://doi.org/10.1080/00313830500048790 

Machmutow, K., Perren, S., Sticca, F., & Alsaker, F. D. (2012). Peer 
victimisation and depressive symptoms: Can specific coping 
strategies buffer the negative impact of 
cybervictimisation? Emotional and Behavioural 
Difficulties, 17(3-4), 403-420. 
https://doi.org/10.1080/13632752.2012.704310 

Matthiesen, S. B. & Einarsen, S. (2004). Psychiatric distress and 
symptoms of PTSD among victims of bullying at work. British 
Journal of Guidance and Counselling, 32, 335 – 356. 
https://doi.org/10.1080/03069880410001723558 

McKenney, K. S., Pepler, D., Craig, W.M., & Connolly, J. A. (2005). 
Psychosocial consequences of peer victimization in elementary 
and high school: An examination of post traumatic stress 
disorder Symptomatology. In K. A. Kendall-Tackett & S.M 
Giacomoni (Eds.), Child victimization. Kingston, NJ: Civic 
Research Institute. 

Menesini, E. & Nocentini, A. (2009). Cyberbullying definition and 
some critical considerations. Journal of Psychology, 217(4), 
230-232. https://doi.org/10.1027/0044-3409.217.4.230 

Menesini, E., Nocentini, A., Palladino, B. E., Frisén, A., Berne, S., 
Ortega-Ruiz, R., ... & Naruskov, K. (2012). Cyberbullying 
definition among adolescents: A comparison across six 
European countries. Cyberpsychology, Behavior, and Social 



References 

88 

Networking, 15(9), 455-463. 
https://doi.org/10.1089/cyber.2012.0040  

Menesini, E., Nocentini, A., Palladino, B. E., Schultze-Krumbholz, A., 
 Frisen,  A., Berne, S.,… Blaya, C. (2013). Definitions of 
 cyberbullying. In: P. K. Smith & G. Steffgen (Eds.), 
 Cyberbullying through the new media. Findings from an 
 international network, (pp. 23-36). East Sussex: Psychology 
 Press. 

Messick, S. (1995). Validity of psychological assessment: Validation of 
inferences from persons' responses and performances as 
scientific inquiry into score meaning. American Psychologist, 
50(9), 741-749. http://dx.doi.org/10.1037/0003-066X.50.9.741 

Mikkelsen, E. G. & Einarsen, S. (2002). Basic assumptions and 
symptoms of post-traumatic stress among victims of bullying at 
work. European Journal of Work and Organization Psychology, 
11(1), 87-111. https://doi.org/10.1080/13594320143000861 

Miles, M., Hubermann, M., & Saldana, J. (2014). Qualitative data 
analysis. A method sourcebook. Newbury Park, CA: Sage. 

Morse, J. M. (1995). The significance of saturation. Qualitative Health 
Research, 5, 147-149. 

Munthe, E. & Roland, E. (Eds.). (1989). Bullying: An international 
perspective. London: David Fulton. 

Muthen, L. K. & Muthen, B. O. (2011). Mplus version 6.11. Los 
Angeles, CA: Muthen & Muthen. 

Mynard, H., Joseph, S., & Alexander, J. (2000). Peer-victimization and 
posttraumatic stress in adolescents. Personality and Individual 
Differences, 29(5), 815-821. https://doi.org/10.1016/S0191-
8869(99)00234-2 

Nishina, A., Juvonen, J., & Witkow, M. R. (2005). Sticks and stones 
may break my bones, but names will make me feel sick: The 



References 

89 

psychosocial, somatic, and scholastic consequences of peer 
harassment. Journal of Clinical Child and Adolescent 
Psychology, 34(1), 37-48. 
https://doi.org/10.1207/s15374424jccp3401_4 

Nocentini, A., Calmaestra, J., Schultze-Krumbholz, A., Scheithauer, H., 
Ortega, R., & Menesini, E. (2010). Cyberbullying, labels, 
behaviors and definitions in three European countries. 
Australian Journal of Guidance and Counselling, 20(2), 129-
142. https://doi.org/10.1375/ajgc.20.2.129 

Nordahl, T., Sørlie, A. M., Tveit, A., & Manger, T. (2003). Alvorlige 
atferdsvansker. Effektiv forebygging og mestring i skolen. 
Veileder for skoleeiere og skoleledere. Serious behavioral 
difficulties. Effective prevention and coping in school. Oslo: 
Læringssenteret.  

Norwegian Media Authority. (2018). Children and media 2018. 
Retrieved from: http://www.medietilsynet.no/barn-og-
medier/barn-og-medier-undersokelsen/ 

Olenik-Shemesh, D., Heiman, T. & Eden, S. (2012). Cyberbullying 
victimization in adolescence: Relationships with loneliness and 
depressive mood. Emotional and Behavioural Difficulties, 17(3-
4), 361-374. https://doi.org/10.1080/13632752.2012.704227 

Olweus, D. (1973). Hakkyllinger och översittare. Forskning om 
 skolmobbning. Bullies and wipping boys. Research on school 
 bullying. Stockholm: Almqvist & Wiksell.  

Olweus, D & Roland. E. (1983). Mobbing: Bakgrunn og tiltak. 
Bullying: Background and measures. Kirke og 
undervisningsdepartementet.  

Olweus, D. (1993). Understanding children's worlds. Bullying at 
school: What we know and what we can do. Malden, MA: 
Blackwell Publishing. 



References 

90 

Olweus, D. (1996). Bullying at school. Knowledge base and an 
effective intervention program. In C.F.  Ferris & T. Grisso, 
(Eds.), Understanding aggressive behaviour in children. New 
York: The New York Academy of Sciences. 

Olweus, D. (2010). Understanding and researching bullying: Some 
critical issues. In S. S. Jimerson, S. M. Swearer & D. L. 
Espelage (Eds.), Handbook of bullying in schools: An 
international perspective (pp. 9-33). New York, NY: Routledge. 

Olweus, D. (2012). Cyberbullying: An overrated phenomenon? 
European Journal of Developmental Psychology, 9(5), 520-538. 
https://doi.org/10.1080/17405629.2012.682358 

Olweus, D. & Limber, S. P. (2018). Some problems with cyberbullying 
research. Current opinion in psychology, 19, 139-143. 
https://doi.org/10.1016/j.copsyc.2017.04.012 

Olweus, D. & Roland, E. (1983). Mobbing: Bakgrunn og tiltak. 
Bullying: Background and measures. Oslo: Kirke og 
undervisningsdepartementet.  

O’Moore, M. (1989). Bullying in Britain and Ireland: an overview. In: 
E. Roland & E. Munthe (Eds.), Bullying: An international 
Perspective. London: David Fulton Publishers. 

O'Moore, M. (2014). Understanding Cyberbullying: A guide for 
parents and teachers. Dublin: Veritas. 

Pai, A., Suris, A., & North, C. (2017). Posttraumatic stress disorder in 
the DSM-5: Controversy, change, and conceptual 
considerations. Behavioral Sciences, 7(1), 7. 
https://doi.org/10.3390/bs7010007 

Patchin, J. & Hinduja, S. (2006). Bullies move beyond the schoolyard: 
A preliminary look at cyberbullying. Youth Violence and 
Juvenile Justice, 4, 148-169. 
https://doi.org/10.1177%2F1541204006286288 



References 

91 

Patterson, G. R., Chamberlain, P., & Reid, J. B. (1982). A comparative 
evaluation of a parent-training program. Behavior 
Therapy, 13(5), 638-650. 
https://doi.org/10.1016/j.beth.2016.11.004 

Pedhazur, E. J. & Schmelkin, L. (1991). Measurement, design, and 
analysis: An integrated approach. New York, NY: Psychology 
Press.  

Pepler, D. & Craig, W. (1995). A peek behind the fence: Naturalistic 
observations of aggressive children with remote audiovisual 
recording. Developmental Psychology, 31(4), 548-553. 
https://doi.org/10.1037//0012-1649.31.4.548 

Pepler, D. (2006). Bullying interventions: A binocular perspective. 
Journal of the Canadian Academy of Child and Adolescent 
Psychiatry, 15(1), 16-20.  

Perry, B. D. (2002). Principals of working with traumatized children: 
Special considerations for parents, caregivers and teachers. 
Retrieved from: http://www.nmsca.org 

Pianta, R. C., Steinberg, M. S., & Rollins, K. B. (1995). The first two 
years of school: Teacher-child relationships and deflections in 
children's classroom adjustment. Development and 
Psychopathology, 7(2), 295-312. 
https://doi.org/10.1017/S0954579400006519 

Typology of the phenomenon. Emotional and Behavioural 
Difficulties, 17(3-4), 305-317. 
https://doi.org/10.1080/13632752.2012.704319 

Raundalen, M. & Schultz, J. (2006). Krisepedagogikk. Pedagogy in 
crises. Oslo: Universitetsforlaget. 

Reijntjes, A., Kamphuis, J. H., Prinzie, P., & Telch, M. J. (2010). Peer 
victimization and internalizing problems in children: A meta-



References 

92 

analysis of longitudinal studies. Child Abuse & Neglect, 34(4), 
244-252. https://doi.org/10.1016/j.chiabu.2009.07.009 

Rigby, K. (1996). Bullying in Australian schools and what to do about 
it. Melbourne: ACER 

Rivers, I. (2004). Recollections of bullying at school and their long-
term implications for  lesbians, gay men, and bisexuals. Crisis, 
25(4), 169-175. https://doi.org/10.1027/0227-5910.25.4.169 

Roeser, R. W., Eccles, J. S., & Sameroff, A. J. (1998). Academic and 
emotional functioning in early adolescence: Longitudinal 
relations, patterns, and prediction by experience in middle 
school. Development and Psychopathology, 10(2), 321-352. 
https://doi.org/10.1017/S0954579498001631 

Roland, E. (1998). School influences on bullying (Doctoral dissertation, 
Durham University). Retrieved from: 
Ihttp://etheses.dur.ac.uk/1047/ 

Roland, E. (1999). School influences of bullying. Stavanger: Rebell 
Forlag. 

Roland, E. (2002). Aggression, depression, and bullying 
others. Aggressive Behavior: Official Journal of the 
International Society for Research on Aggression, 28(3), 198-
206. https://doi.org/10.1002/ab.90022 

Roland, E. (2007). Mobbingens psykologi: Hva kan skolen gjøre? The 
psychology of bullying. What can the school do? Oslo: 
Universitetsforlaget.  

Roland, E. & Auestad, G. (2009). Seksuell orientering og mobbing. 
Sexual orientation and bullying. Senter for Atferdsforskning. 
Universitetet I Stavanger. 

Roland, E. & Idsøe, T. (2001). Aggression and bullying. Aggressive 
Behavior, 27(6), 446-462. https://doi.org/10.1002/ab.1029 



References 

93 

Roland, E. & Galloway, D. (2002). Classroom influences on bullying. 
Educational Research, 44(3), 299-312. 
https://doi.org/10.1080/0013188022000031597 

Rosenhan, D. L. & Seligman, M. E. P. (1989). Abnormal psychology. 
New York, NY: W.W. Norton. 

Rueger, S. Y. & Jenkins, L. N. (2014). Effects of peer victimization on 
psychological and academic adjustment in early adolescence. 
School Psychology Quarterly, 29(1), 77-88. 
https://psycnet.apa.org/doi/10.1037/spq0000036 

Ryan. R. M., Stiller, J. D., & Lynch. H. (1994). Presentations of 
relationships to teachers, parents and friends as predictors of 
academic motivation and self-esteem. The Journal of Early 
Adolescence, 14(2), 226-249. 
https://doi.org/10.1177%2F027243169401400207 

Salmivalli, C., Lagerspetz, K., Björkqvist, K., Österman, K., & 
 Kaukiainen, A. (1996). Bullying as a group process: Participant 
 roles and their relations to social status within the group. 
 Aggressive Behavior: Official Journal of the International  
 Society for Research on Aggression, 22(1), 1-15. 
 https://doi.org/10.1002/(SICI)1098-
 2337(1996)22:1%3C1::AID-AB1%3E3.0.CO;2-T 

Salmivalli, C. & Pöyhönen, V. (2012). Cyberbullying in Finland. In: Q. 
Li., D. Cross, & P. K. Smith. (Eds.), Cyberbullying in the global 
playground: Research from international perspectives, (pp. 57-
72). Chichester: Wiley Blackwell. 

Schenk, A. M. & Fremouw, W. J. (2012). Prevalence, psychological 
impact, and coping of cyberbully victims among college 
students. Journal of School Violence, 11(1), 21-37. 
https://doi.org/10.1080/15388220.2011.630310 



References 

94 

Silberg, J. L., Copeland, W., Linker, J., Moore, A. A., Roberson-Nay, 
R., & York, T. P. (2016). Psychiatric outcomes of bullying 
victimization: a study of discordant monozygotic 
twins. Psychological Medicine, 46(9), 1875-1883. 
https://doi.org/10.1017/S0033291716000362 

Singham, T., Viding, E., Schoeler, T., Arseneault, L., Ronald, A., 
Cecil, C. M., ... & Pingault, J. B. (2017). Concurrent and 
longitudinal contribution of exposure to bullying in childhood 
to mental health: the role of vulnerability and resilience. JAMA 
Psychiatry, 74(11), 1112-1119. 
https://doi.org/10.1001/jamapsychiatry.2017.2678  

Slonje, R. & Smith, P. K. (2008).  Cyberbullying: Another main type of 
bullying? Scandinavian Journal of Psychology, 49, 147-154. 
https://doi.org/10.1111/j.1467-9450.2007.00611.x 

Slonje, R., Smith, P. K., & Frisén, A. (2013). The nature of 
cyberbullying, and strategies for prevention. Computers in 
Human Behavior, 29(1), 26-32. 
https://doi.org/10.1016/j.chb.2012.05.024 

Smetana, J.G. (1994). Parenting styles and beliefs about parental 
authority. In: Smetana, J.G. (Ed.): Beliefs About Parenting: 
Origins and Developmental Implications, (pp.21-36). San 
Francisco: Jossey-Bass Publishers. 

Smith. P. K., (2005). Definition, types and prevalence of school 
bullying and violence. In: E. Munthe, E. Solli, E. Ytre-Arne, & 
E. Roland. (Eds.). A report from the conference “taking fear out 
of school”. University of Stavanger. Center for Behavioral 
Research. 

Smith, P. K. (2012). Cyberbullying and cyber aggression. In S. R. 
Jimerson., M. Nickerson., J. Mayer. & M. J. Furlong (Eds.), The 
handbook of school violence and school safety. International 



References 

95 

research and practice, 2nd Edition, (pp. 111-121). New York, 
NY: Routledge. 

Smith, P. K., Del Barrio, C., & Tokunaga, R. S. (2013). Definitions of 
bullying and cyberbullying: How useful are the terms. In S. 
Bauman, D. Cross, & J. Walker (Eds.), Principles of 
cyberbullying research: Definitions, measures, and 
methodology, (pp.26-40). New York, NY: Routledge. 

Smith, P. K., Mahdavi, J., Carvalho, M., & Tippett, N. (2006). An 
investigation into cyberbullying, its forms, awareness and 
impact, and the relationship between age and gender in 
cyberbullying. Research Brief No. RBX03-06. London: DfES. 

Smith, P., Mahdavi, J., Carvalho, M., Fisher, S., Russell, S., & Tippett, 
 N. (2008). Cyberbullying: its nature and impact in secondary 
 school pupils. Journal of Child Psychology and Psychiatry, 
 49(4), 376 - 385. https://doi.org/10.1111/j.1469- 
 7610.2007.01846.x 

Smith, P. K., & Sharp, S. (1994). School bullying: Insights and 
 perspectives. London: Routledge.  

Smith, P. K., Steffgen, G., & Sittichai, R. (2013). The nature of 
cyberbullying, and an international network. In P. K. Smith & 
G. Steffgen (Eds.), Cyberbullying through the new media: 
Findings from an international network, (pp. 3–19). East 
Sussex: Psychology Press. 

Solberg, M. E. & Olweus, D. (2003). Prevalence estimation of school 
bullying with the Olweus Bully/Victim Questionnaire. 
Aggressive Behavior: Official Journal of the International 
Society for Research on Aggression, 29(3), 239-268. 
https://doi.org/10.1002/ab.10047 

SPSS. (2006). SPSS for Windows. Chicago, IL: SPSS Inc. 



References 

96 

Staksrud, E. & Ólafsson, K. (2019). Tilgang, bruk, risiko og 
muligheter. Norske barn på internett. Resultater fra EU kids 
online-undersøkelsen i Norge 2018. Access, use, risk and 
opportunities. Norwegian children on the internet. Results from 
the EU kids online in Norway 2018. Retrieved from: 
https://www.uio.no/english/research/strategic-research-
areas/nordic/research/research-groups/living-the-nordic-
model/news/eu-kids-online-hovedrapport-for-norge-2019.pdf 

Statistics Norway (1994). Standard classification of municipalities 
1994, Statistics Norway, Oslo. 

Steinberg, L., Mounts, N. S., Lamborn, S. D., & Dornbusch, S. 
M. (1991). Authoritative parenting and adolescent adjustment
across varied ecological niches. Journal of Research on
Adolescence, 1, 19–36.

Steinberg, L. (2001). We know some things: Parent–adolescent 
relationships in retrospect and prospect. Journal of Research on 
Adolescence, 11(1), 1-19. 
https://doi.org/10.1111/1532-7795.00001 

Sommer, D. (1996). Bardomspsykologi. Udvikling i en forandret 
verden. Childhood psychology. Development in a changed 
world. København: Hans Reitzels forlag. 

Sorkhabi, N., & Mandara, J. (2013). Are the effects of Baumrind's 
parenting styles culturally specific or culturally equivalent? In 
R. E. Larzelere, A. S. Morris, & A. W. Harrist 
(Eds.), Authoritative parenting: Synthesizing nurturance and 
discipline for optimal child development (p. 113–135). 
American Psychological 
Association. https://doi.org/10.1037/13948-006 

Sugden, K., Arseneault, L., Harrington, H., Moffitt, T. E., Williams, B., 
& Caspi, A. (2010). Serotonin transporter gene moderates the 
development of emotional problems among children following 



References 

97 

bullying victimization. Journal of the American Academy of 
Child & Adolescent Psychiatry, 49(8), 830-840. 
https://doi.org/10.1016/j.jaac.2010.01.024 

Sullivan, K. (2011). The anti-bullying handbook. London: Sage. 

Takizawa, R., Maughan, B., & Arseneault, L. (2014). Adult health 
outcomes of childhood bullying victimization: evidence from a 
five-decade longitudinal British birth cohort. American Journal 
of Psychiatry, 171(7), 777-784. 
https://doi.org/10.1176/appi.ajp.2014.13101401 

Tehrani, N. (2004). Bullying: A source of chronic post traumatic stress? 
British Journal of Guidance & Counselling, 32(3), 357-366. 
https://doi.org/10.1080/03069880410001727567 

Terr. L. (1991). Childhood traumas: An outline and overview. Focus, 
1(3), 332-334. 

Ttofi, M. M., Farrington, D. P., Lösel, F., & Loeber, R. (2011). Do the 
victims of school bullies tend to become depressed later in life? 
A systematic review and meta-analysis of longitudinal studies. 
Journal of Aggression, Conflict and Peace Research, 3(2), 63-
73. https://doi.org/10.1108/17596591111132873

Tokunaga, R. S. (2010). Following you home from school: A critical 
review and synthesis of research on cyberbullying 
victimization.  Computers in Human Behavior, 26(3), 277-287. 
https://doi.org/10.1016/j.chb.2009.11.014 

Tsitsika, A., Janikian, M., Wójcik, S., Makaruk, K., Tzavela, E., 
Tzavara, C., ... & Richardson, C. (2015). Cyberbullying 
victimization prevalence and associations with internalizing and 
externalizing problems among adolescents in six European 
countries. Computers in Human Behavior, 51, 1-7. 
https://doi.org/10.1016/j.chb.2015.04.048 



References 

98 

Tveitereid, K., Fandrem, H., & Sævik, S. (2018). Flyktningkompetent 
skole. Refugee competent schools. Oslo: Cappelen Damm. 

Ungar, M. (2011). The social ecology of resilience: Addressing 
contextual and cultural ambiguity of a nascent 
construct. American journal of orthopsychiatry, 81(1), 1. 
http://dx.doi.org/10.1111/j.1939-0025.2010.01067.x 

 

Vandebosch, H., & Van Cleemput, K. (2008). Defining cyberbullying: 
A qualitative research into the perceptions of youngsters. 
CyberPsychology & Behavior, 11(4), 499-503. 
https://doi.org/10.1089/cpb.2007.0042 

Van der Kolk, B. A. (2005). Developmental trauma disorder: Towards 
a rationale diagnosis  for children with complex trauma 
histories. Psychiatric Annals, 33(5), 401-408. 
https://doi.org/10.3928/00485713-20050501-06 

Van Geel, M., Vedder, P. & Tanilon, J. (2014). Relationship between 
peer victimization, cyberbullying, and suicide in children and 
adolescents: a meta-analysis. JAMA Pediatrics, 168(5), 435-
442.  https://doi.org/10.1001/jamapediatrics.2013.4143 

Víllora, B., Larrañaga, E., Yubero, S., Alfaro, A., & Navarro, R. 
(2020). Relations among poly-bullying victimization, subjective 
well-being and resilience in a sample of late 
adolescents. International Journal of Environmental Research 
and Public Health, 17(2), 590. 
https://doi.org/10.3390/ijerph17020590 

Vitaro, F., Brendgen, M., & Arseneault, L. (2009). The discordant MZ-
twin method: One step closer to the holy grail of 
causality. International Journal of Behavioral 
Development, 33(4), 376-382. 
https://doi.org/10.1177%2F0165025409340805 



References 

99 

Walker, J. M. (2009). Authoritative classroom management: How 
 control and nurturance work together. Theory into Practice, 
 48(2), 122-129. https://doi.org/10.1080/00405840902776392 

Wendelborg, C. (2019). Mobbing og arbeidsro i skolen. Analyse av 
Elevundersøkelsen 2017/18. Bullying and work in peace at 
school. An analysis of the national student survey 2017/2018. 
Trondheim: NTNU. 

Wentzel, K. R. (2002). Are effective teachers like good parents? 
Teaching styles and student adjustment in early 
adolescence. Child Development, 73(1), 287-301. 
https://doi.org/10.1111/1467-8624.00406 

Wentzel, K.R. & Wigfield, A. (1998). Academic and social 
motivational influences on student’s academic performance. 
Educational Psychology Review, 10(2), 155-175. 
https://doi.org/10.1023/A:1022137619834 

Williams, K. R., & Guerra, N. G. (2007). Prevalence and predictors of 
internet bullying. Journal of Adolescent Health, 41(6), S14-S21. 
https://doi.org/10.1016/j.jadohealth.2007.08.018 

Wolcott, H. F. (1990). On seeking-and rejecting-validity in qualitative 
research.  In E. W. Eisner & A. Peshkin (Eds.), Qualitative 
inquiry in education: The continuing debate, (pp. 121-173). 
New York, NY: Teachers College Press. 

Ybarra, M. L., Boyd, D., Korchmaros, J. D., & Oppenheim, J. K. 
(2012). Defining and measuring cyberbullying within the larger 
context of bullying victimization. Journal of Adolescent Health, 
51(1),  53-58. https://doi.org/10.1016/j.jadohealth.2011.12.031 

 

 

 



 

100 

Ybarra, M. L. & Mitchell, K. J. (2004). Online aggressor/targets, 
aggressors, and targets: A comparison of associated youth 
characteristics. Journal of Child Psychology and Psychiatry, 
45(7), 1308-1316. https://doi.org/10.1111/j.1469-
7610.2004.00328.x 

 

 

 

 



101 

  Paper I 







Journal of School Violence, 15:114–131, 2016
Copyright © Taylor & Francis Group, LLC
ISSN: 1538-8220 print/1538-8239 online
DOI: 10.1080/15388220.2014.996718

Emotional Problems in Traditional
and Cyber Victimization

IDA RISANGER SJURSØ, HILDEGUNN FANDREM,
and ERLING ROLAND

Norwegian Centre for Learning Environment and Behavioural Research in Education,
University of Stavanger, Norway

Previous studies show an association between traditional and
cyber victimization. However, there seem to be differences in how
these forms of being bullied relates to emotional problems in the
victims. Few studies focus on symptoms of general anxiety and
depression as separate variables when comparing traditional and
cyber victimization. Self-assessment was used from a sample of
3,046 Norwegian adolescents: 1,583 boys and 1,463 girls, ages
15 to 16 years. Significantly higher prevalence of traditional vic-
timization than cyber victimization for both genders was found.
The prevalence of being a victim of either type of victimization was
significantly higher for boys than girls. Structural equation mod-
els showed significant differences between traditional victimization
and cyber victimization and their relation to emotional problems.
There was a stronger association between traditional victimiza-
tion and depressive symptoms than between cyber victimization
and depressive symptoms. Results also showed a stronger associ-
ation between cyber victimization and symptoms of anxiety than
between traditional victimization and symptoms of anxiety.
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Emotional problems are an extensive health problem amongst adolescents.
Depression is known to be a worldwide disorder and is anticipated to
become one of the most prevalent mental health disorders in the future
(Børve & Dalgard, 2000; Rosenhan & Seligman, 1989). The Norwegian pre-
scription register shows a strong increase in the use of antidepressants
amongst adolescent between 15 and 19 years of age. In addition to this,
anxiety and depression are two of the most common mental health issues
amongst Norwegian children and adolescents (Skogen et al., 2014). Several
studies show a relation between emotional problems and victimization by
peers (e.g., Hodges & Perry, 1999; Isaacs, Hodges, & Salmivalli, 2008;
Idsøe, Dyregrov, & Idsøe, 2012; McKenney, Pepler, Craig, & Conolly, 2005;
Menesini, Modena, & Tani, 2009; Mynard, Joseph, & Alexander, 2000). In the
present study, victimization was perceived in the context of bullying, which
is seen as an international problem that schools need to address (Craig &
Pepler, 2008). In Norway, the first bullying prevention work started in 1983
(Olweus & Roland, 1983). Traditional bullying is usually defined using three
criteria: (a) it is a negative action, (b) it is repeated over time, and (c) there
is an imbalance of power between the bully and the victim (e.g., Olweus &
Roland, 1983; Salmivalli, 2010; Whitney & Smith, 1993). According to Craig
and Harels (2004), a worldwide study showed that the prevalence of being
bullied two or three times or more in the previous couple of months at
the age of 15 was a bit lower in Norway than the overall world mean. The
Norwegian percentage for girls is 5.9% and 7.7% for boys, whereas the world
mean is 8.4% for girls and 10.7% for boys. Victimization has taken on new
forms as children have found new ways of communicating through elec-
tronic means, like the Internet or mobile phones. This can be referred to
as cyber victimization. Smith et al. (2008) defined cyberbullying as bullying
using electronic forms of contact.

It is still unclear how traditional and cyber victimization are related to
mental health problems in the victim in the same way (Beckman, Hagquist,
& Hellström, 2012). The field needs more studies that compare traditional
victimization and cyber victimization and that look at how these different
forms of victimization are associated with the amount and type of emotional
problems in the victim. The main goal of the present study was, therefore,
to compare the associations between two different types of emotional prob-
lems and traditional and cyber victimization among Norwegian tenth-grade
students.

Prevalence and Gender Differences in Traditional and Cyber
Victimization

Previous studies show that the prevalence of cyber victimization seems to
be somewhat lower than traditional victimization (e.g., Auestad & Roland,
2009; Olweus, 2012; Slonje & Smith, 2008). However, several studies find a
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significant overlap between the two types of victimization (e.g., Auestad,
2011; Gradinger, Strohmeier, & Spiel, 2009; Olweus, 2012; Raskauskas &
Stoltz, 2007).

A number of studies on traditional victimization show that more boys
than girls are victimized (e.g., Boulton & Underwood, 1992; Lagerspetz,
Björkquist, Berts, & King, 1982; O’Moore & Hillery, 1989). However, there is
also research that finds no gender difference in the prevalence of traditional
victimization. For instance, one study comparing victimization in 35 countries
found a relatively small gender difference (Craig & Harel, 2004).

Much of the earlier research on cyber victimization shows no gender
difference (e.g., Hinduja & Patchin, 2008; Juvoven & Gross, 2008; Katzer,
Fetchenhauer, & Belschak, 2009; Williams & Guerra, 2007; Wolak, Mitchell,
& Finkelhor, 2007). However, a few studies show a higher level of cyber vic-
timization among girls than boys (Dehue, Bolman, & Völlink, 2008; Kowalski
& Limber, 2007; Smith, Mahdavi, Carvalho, & Tippett, 2006).

Emotional Problems Associated with Traditional and Cyber
Victimization

Although there is a lot of research reporting associations between victimiza-
tion and emotional problems the issue of causality is still not clear. Having
emotional problems might be either a consequence of being bullied or a rea-
son for this role (Arseneault et al., 2006; Arseneault, Bowes, & Shakoor, 2010;
Hodges & Perry, 1999). There are, however, longitudinal studies that imply
that being bullied leads to symptoms of anxiety and depression (Fekkes,
Pjipers, Fredriks, Vogels, & Verloove-Vanhorick, 2006; Kim, Leventhal, Koh,
Hubbard, & Boyce, 2006). A review article by Arsenault et al. (2010) evaluat-
ing being a victim of bullying and the risk of pathology also concludes that
being exposed to bullying seems to affect children’s mental health, when
controlling for family factors, genetic background and symptoms of mental
health problems existing prior to the victimization. In addition, one of the
most recent longitudinal studies examining psychiatric outcomes of victims of
bullying showed that, even when controlling for family hardships and child-
hood psychiatric problems, victims continued to have a higher prevalence of,
for instance, anxiety (Copeland, Wolke, Angold, & Costello, 2013). Evidence
from a five-decade longitudinal British birth cohort, following children from
birth to age 50, also found that being bullied as a child was associated with
higher levels of psychological distress as depression and anxiety disorder
(Takizawa, Maughan, & Arsenault, 2014). The findings of these longitudinal
studies suggest that peer victimization leads to emotional problems such as
symptoms of anxiety and depression.

Although there are few studies that compare traditional and cyber vic-
timization in terms of both symptoms of depression and anxiety, there is a lot
of research measuring these aspects separately. Several studies find a positive
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association between traditional victimization and symptoms of depression
(e.g., Isaacs et al., 2008; Rigby, 1996, Kaltiala-Heino, Rimpelä, Marttunen,
Rimpelä, & Rantanen, 1999). Studies also find a positive association between
being exposed to cyber victimization and symptoms of depression (e.g.,
Olenik-Shemesh, Heiman, & Eden, 2012; Ybarra, 2004). In addition, a few
studies compare traditional and cyber victimization in relation to symptoms
of depression. These studies report a stronger association between cyber vic-
timization and depressive symptoms than between traditional victimization
and depressive symptoms (Bonanno & Hymel, 2013; Perren, Dooley, Shaw,
& Cross, 2010; Gradinger et al., 2009).

Studies find a positive correlation between traditional victimization and
symptoms of anxiety (e.g., Grills & Ollendick, 2002; Nishina, Juvoven, &
Wikiow, 2005; Slee, 1995). However, few studies examine the association
between cyber victimization and symptoms of general anxiety. In those that
do exist, there seems to be a positive association between cyber victimization
and symptoms of general anxiety (e.g., Schenk & Fremouv, 2012). We found
no studies that compared traditional and cyber victimization only in relation
to symptoms of general anxiety. There is, however, one study that compared
symptoms of both depression and general anxiety within both traditional
and cyber victimization. This study found that cyber victims report signifi-
cantly higher levels of both symptoms of depression and anxiety compared
to victims of traditional bullying (Campbell, Spears, Slee, Butler, & Kift, 2012).

Aims of the Present Study

Based on the aforementioned research we may conclude that studies that
have compared traditional and cyber victimization and their association with
different emotional problems show inconsistent results. One reason might be
that the studies used different samples, analytical strategies, measurements,
and methods used for analysis. There is a general need for larger sample
sizes, especially as cyber victimization is less prevalent than traditional vic-
timization (e.g., Olweus, 2012). As far as is known, there are few studies that
compare traditional and cyber victimization and emotional problems using
more sophisticated statistical methods for analysis (e.g. structural equation
modeling).

In addition to the methodological aspects, there is a general need for
more evidence about the relation between different forms of victimization
and different emotional problems. Traditional and cyber victimization may
affect children’s mental health differently. The main aim of the present study
was, therefore, to investigate how traditional victimization and cyber vic-
timization were related to symptoms of general anxiety and symptoms of
depression. Gender differences were also investigated. An additional aim
was to investigate the prevalence of traditional victimization and cyber
victimization among Norwegian tenth-grade boys and girls.
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METHOD

Sample and Procedure

The sample in this study comprised 3,046 adolescents living in Norway,
1,583 boys and 1,463 girls. At the time of the data collection the students
were in Grade 10 and between 15 and 16 years of age. The participation
rate was 81%. Participants were recruited from 63 schools in 27 Norwegian
municipalities. Random sampling was carried out as recommended by the
Norwegian Census Office on the basis of three dimensions: industrial links,
population density in the municipality as a whole, and the municipality’s
centrality (Statistics Norway, 1994).

Participation was voluntary and based on written parental consent. If the
school agreed to participate, the school then distributed a written consent
form to the parents. The parents could contact the school to look at details
of the survey before making a decision. The National Data Inspectorate
approved the study.

The results draw upon data that were part of a national school envi-
ronment Internet-based survey, which was conducted in 2008. This is a large
cross-sectional representative study that focused on students’ social and emo-
tional problems and peer and teacher relations in Norwegian primary and
secondary schools. Several schools were unable to answer the survey before
the spring of 2008. The data were therefore collected in both the autumn
and the spring.

The teachers were responsible for organizing the data collection accord-
ing to standard procedures. The schools were asked to perform the surveys
using as few days as possible, ideally only one.

To ensure anonymity, the participants answered the questions by ticking
their chosen reply to the questions asked on a digital survey. Participants
logged in with a password that could not be traced back to their identity.
There were no questions asking for the participants’ name. Participants were
asked not to talk to any of their peers about their answers while filling out
the survey. The school was also asked to place participants in such a way
that they could not look at any other participants’ answers.

Instruments

EMOTIONAL PROBLEMS

Emotional problems were measured using items adopted from the Hopkins
Symptom Checklist (Derogatis, Lipman, Rickels, Uhlenhuth, & Covi, 1974).
Symptoms of anxiety were measured using a four-item scale. The items were:
“suddenly scared for no reason,” “constantly feeling scared or anxious,” “anx-
iety or panic attacks,” “feels anxious and scared.” The alpha for the sample
was .89. Depressive symptoms were measured using an eight-item scale. The
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items were: “blaming yourself for things”; “feeling everything is hard going”;
“low on energy”; “feeling hopeless about the future”; “worrying or ‘stewing’
about things”; “feelings of worthlessness or excessive or inappropriate guilt”;
“feeling unhappy, sad, or depressed”; and “difficulty falling asleep or staying
asleep.” The alpha for the sample was also .89.

There were four response categories for the items concerning emotional
problems (0 = have not suffered, 1 = suffer sometimes, 2 = suffer quite a lot,
3 = suffer a lot). The scales for both symptoms of anxiety and symptoms of
depression recorded the frequency within the last two weeks.

VICTIMIZATION

Before measuring victimization, the students were given a standard definition
of bullying in the questionnaire:

We call it bullying or hassling when one or several students (together) are
being unfriendly or unpleasant repeatedly towards a person who can’t
easily defend him- or herself. This could, for instance, include hitting,
kicking or pushing him or her. It is also bullying when students are
teased a lot or excluded by the others.

Traditional victimization was also measured inspired by a previous used
four-item scale adopted from Bru, Boyesen, Munthe, and Roland (1998) and
Roland and Idsøe (2001). All these questions were used except for the
general question about being victimized, as this question does not neces-
sarily refer just to traditional victimization, but might also refer to cyber
victimization. The three questions included were specific bullying questions
regarding: verbal bullying, isolation and being bullied by physical means.
The alpha for the sample was .82. The students answered on a 5-point scale
(0 = never, 1 = seldom, 2 = 2–3 times a month, 3 = weekly, 4 = daily).

Questions regarding cyber victimization were made for this study.
This was measured according to the technology used: Internet or mobile
phone. The items were made on the basis of the most common types of
cyber victimization: text messages, e-mails, calls on the mobile phone, and
pictures/videos. There were seven items in total in accordance with scales
used previously (Smith et al., 2006). Cyber victimization by mobile phone
was measured using three items: “bullied by phone calls,” “bullied by text
messages,” and “bullied by pictures or movies on the mobile phone.” Cyber
victimization by the use of the Internet was measured through four items:
“has anyone written to you,” “published text about you,” “published pictures
of you,” and “published a movie about you.” The alpha for the sample was
.95. All of the items measuring cyber victimization referred to bullying. For
the items used in measuring victimization see the Appendix. The students
answered on a 5-point scale (0 = never, 1 = seldom, 2 = 2–3 times a
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month, 3 = about every week, 4 = about every day). Both scales regarding
victimization recorded the frequency of victimization during the last school
year.

Data Analysis Plan

The conventional data analyses were conducted using SPSS software (SPSS,
2006). In the further investigation of the relation between traditional and
cyber victimization and emotional problems, latent variables in structural
equation modeling (SEM; Jörskog, 1993) was used. As we predicted a high
correlation between both the two types of victimization and the two types of
emotional problems, SEM analysis was chosen as this method corrects and
assess for measurement errors (Byrne, 2009). The modeling was performed
using Mplus (Muthen & Muthen, 2011). Measurement models were first esti-
mated and evaluated separately from the structural model (Jörskog, 1993).
A robust maximum likelihood procedure was used fitting the models to the
data. This procedure includes tests of fit that are robust according to nonnor-
mality and with standard error. Four main criteria were used when evaluating
the goodness of fit: standardized root mean squared residual (SRMR), Tucker-
Lewis Index (TLI), Confirmatory Fit Index (CFI), and Root Mean Square Error
of Approximation (RMSEA). SRMR needs a criterion value close to .08 or
below to have a good fit (Hu & Bentler, 1999). The TLI and the CFI indicate
an acceptable fit were values are above .90 and an excellent fit where values
are above .95. RMSEA values below .08 indicate an acceptable fit and values
below .05 indicate a good fit (Browne & Cudeck, 1993). When we com-
pared alternative models, chi-square difference test were used. However,
because we applied a Satorra-Bentler scaled chi-square statistic a conven-
tional chi-square differences testing could not be conducted, this because
difference between two-scaled chi-square is not distributed as chi-square
(Muthén, 2007). Therefore, an adjusted test to account for the missing data
was used. Furthermore, the full-information MCR estimator in Mplus was
applied.

RESULTS

Traditional and Cyber Victimization in Girls and Boys

To compare the scores of traditional and cyber victimization between boys
and girls, a 2 × 2 multivariate analysis (MANOVA) was performed.

Two dependent variables were used: traditional victimization and cyber
victimization. Gender was the independent variable. As shown in Table 1
there was a slight statistically significant difference between boys and girls,
with boys on a higher level than girls, on the combined dependent variable,
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TABLE 1 Means and Standard Deviation for Traditional and Cyber Victimization Among Boys
and Girls

M (SD)

Boys Girls
Variables (n = 1,521) (n = 1,401) F

Traditional victimization .33 (.73) .25 (.52) 11.445∗∗

Cyber victimization .16 (.59) .11 (.33) 6.58∗

t 12.71∗∗∗ 12.43∗∗∗

∗p < .05. ∗∗p < . 01. ∗∗∗p < .001.

F(2, 2919) = 5.81, p = .003, Wilks lambda = .996; η2 = .004. When
considering the results for the dependent variables separately, both differ-
ences reached statistical significance, using a Bonferroni adjusted alpha level
of .025—traditional victimization, F(1, 2920) = 11.45, p = .001, η2 = .004,
and cyber victimization, F(1, 2920) = 6.58, p = .010, η2= .002. To compare
the prevalence of traditional and cyber victimization within gender, a t-test
was conducted. The results show that there was a significantly higher preva-
lence of traditional victimization than cyber victimization for both boys and
girls.

Association Between Victimization and Emotional Problems

The association of traditional victimization and cyber victimization with emo-
tional symptoms was studied using SEM. We estimated the measurement for
emotional problems as two separate factors: symptoms of anxiety and symp-
toms of depression. All parameters were constrained to remain equal across
gender. This solution showed a good fit: SRMR = .04; RMSEA = .043, 90%
CI [.039, .047]; CFI = .96; TLI = .96. In addition, we also tested a one-factor
solution for emotional problems, as this is more common. The solution pro-
vided a poorer fit: SRMR = .068; RMSEA = .086, 90% CI [.082, .090]; CFI =
.85; TLI = .85 �χ 2 (4) = 621.12, p >.05.

The measurement for victimization was estimated as two separate fac-
tors: traditional victimization and cyber victimization. The two factors were
constrained to be equal across gender. The solution provided a poor fit:
SRMR = .067; RMSEA = .07, 90% CI [.065, .075]; CFI =.82; TLI = .81.
Inspection of the modification indices suggested that the correlation of the
residuals of two items measuring cyber victimization (being bullied through
mobile phone calls and being bullied through text messages on mobile
phones) would give the model a better fit across gender. Opening up for
a residual correlation between these items can be explained by seeing calls
and text messages as more similar forms of communication than using visual
communication such as video or pictures. This might be suggested from our
modification index and we, therefore, modified our model by estimating this
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FIGURE 1 Association between traditional and cyber victimization and symptoms of anxiety
and depression.

Note. Goodness of fit: SRMR = .038; RMSEA = .039, 90%; CI [.037, .041]; CFI = .94; TLI = .93.
∗∗p < .01.

parameter. When running the new solution we got an acceptable fit: SRMR =
.064; RMSEA = .054, 90% CI [.050, .059]; CFI = .90; TLI = .89. In addition,
we also tested a one-factor solution for victimization. The solution provided
a poorer fit: SRMR = .084; RMSEA = .066, 90% CI [.062, .071]; CFI = .84;
TLI = .83; �χ 2 (4) = 174.02.

The indices of the final structural model as shown in Figure 1 remained
equal across gender and the model provided a good fit: SRMR = .038;
RMSEA = .039, 90% CI [.037, .041]; CFI = .94; TLI = .93. As displayed in
Figure 1, a statistically significant association was found between both kinds
of victimization and symptoms of anxiety and depression. The comparison of
the model in Figure 1 with a pairwise constrained model gave a significantly
poorer fit, indicating that the associations are significantly different between
traditional and cyber victimization, �χ 2 (2) = 13, 94. All associations seemed
to remain the same across gender.

DISCUSSION

An initial aim of this study was to investigate the prevalence of traditional
and cyber victimization amongst boys and girls in Grade 10 in Norway. The
findings show that boys report significantly higher rates than girls for both
traditional and cyber victimization. In addition, the results show a higher
prevalence of traditional victimization than cyber victimization for both boys
and girls.

The main aim was to investigate traditional and cyber victimization
in relation to emotional problems (i.e., symptoms of general anxiety and
depression). The results showed significant associations between both tradi-
tional and cyber victimization and symptoms of both anxiety and depression.
However, the two different types of victimization differed in the kind of
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emotional problem associated with them. Traditional victimization had a
significantly stronger association with depressive symptoms than with symp-
toms of anxiety. Cyber victimization, in contrast, had a significantly stronger
association with anxiety symptoms than depression symptoms. These results
remained equal across gender.

Prevalence of Traditional and Cyber Victimization in Girls and Boys

Our sample reported a significantly higher prevalence of traditional victim-
ization than cyber victimization. These findings seem to correspond well with
earlier studies (e.g., Auestad & Roland, 2009; Olweus, 2012; Ortega, Elipe,
Mora-Merchan, Calmaestra, & Vega, 2009; Smith et al., 2008). Regarding gen-
der differences the results showed that boys reported slightly higher levels
of traditional victimization than girls. The differences were significant. These
findings also correspond with previous findings (Boulton & Underwood,
1992; Lagerspetz et al., 1982; O’Moore & Hillery, 1989). Our results also show
a slightly higher prevalence of cyber victimization in boys, which differs from
most previous findings. This needs to be further investigated. Although pre-
vious studies regarding gender and cyber victimization can be said to be
inconclusive, most of them do not find significant differences between boys
and girls.

Traditional and Cyber Victimization and Emotional Problems

Our findings showed significant associations between both traditional vic-
timization and cyber victimization and both symptoms of depression and
anxiety. In the following section, we discuss the results regarding the
associations to the two different kinds of emotional problems separately.

TRADITIONAL AND CYBER VICTIMIZATION AND SYMPTOMS OF DEPRESSION

Our findings regarding the association between both traditional victim-
ization and cyber victimization and symptoms of depression correspond
well with previous research. However, when comparing the two types of
victimization and their association to symptoms of depression, our study
showed a stronger association between traditional victimization and symp-
toms of depression than between cyber victimization and symptoms of
depression. This does not correspond with other studies finding that victims
of cyberbullying have more depression than victims of traditional bullying
(Campbell et al., 2012; Perren et al., 2010; Wang, Nansel, & Iannotti, 2011).
However, studies comparing traditional victimization and cyber victimization
and their associations with depression are still scarce. Comparing existing
research in this area is difficult because research on cyber victimization lacks
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consensuses regarding its measurement (Tokunaga, 2010; Vivolo-Kantor,
Martell, Holland, & Westby, 2014). Campbell et al. (2012) used a different
measurement scale for symptoms of depression and anxiety than the ones
used in the present study. There are also important differences in the age
span of participants. For instance, Campbell et al.’s (2012) sample had an age
span from 9 to 19 years. This study used participants who were 15 to 16 years
old. As depression seems to increase during adolescence (e.g., Saluja et al.,
2004), the stronger associations between cyber victimization and depression
in the study by Campbell et al. (2012) might be due to including older
students with higher levels of underlying depressive symptoms.

TRADITIONAL AND CYBER VICTIMIZATION AND SYMPTOMS OF ANXIETY

Our results showed an association between both types of victimization and
symptoms of general anxiety. When we compared the two types of victim-
ization we found a statistically significant stronger association between cyber
victimization and symptoms of anxiety than between traditional victimization
and symptoms of anxiety. These findings correspond well with the findings
from Campbell et al. (2012), who also found that victims experiencing both
traditional and cyber victimization had similar scores as the cyber victims.
These findings underline the impact of cyber victimization compared to tra-
ditional victimization. A significant aspect that may influence the victims of
cyberbullying could be that cyber victimization often happens anonymously
(one is not able to see the bully, and thus one does not necessarily know
who the bully is; Menesini et al., 2013); in other words, the identity of the
bully is unknown to the victim. The anonymity aspect may make the victim
feel even less powerful, so the power imbalance could be even stronger in
cyber victimization compared to traditional victimization. Another important
aspect is the public nature of some cyberbullying (Menesini et al., 2013; i.e.,
what is written or published might be spread to a large audience). Both
these aspects might result in a generalized feeling of being unsafe (Auestad
& Roland, 2005; Shariff, 2008). Altogether, in cyber victimization the victim
might be even more insecure and scared, which may lead to greater anxiety.
There is, however, a need for more research regarding aspects affecting the
victims of cyberbullying.

Study Limitations

This study has several methodological strengths. It is based on a large,
nationally representative sample with a small age span and a participation
rate of 81%. In addition, both traditional and cyber victimization and the
two types of emotional problems were measured using several items that
aimed to grasp the variety within the variables. Another strength is the use
of latent variables within SEM. By the use of SEM, data measurement errors
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are corrected and assessed. This was important as a high correlation between
the two types of emotional problems and the two types of victimization was
predicted.

There are other methodological considerations that should be raised.
One possible methodological limitation concerns the time of the data collec-
tion. Several schools were unable to answer the survey before the autumn of
2008 and the data were therefore collected both in spring and autumn. Thus,
there was a slightly larger age difference within the sample than initially
hoped. This could influence the prevalence rates of victimization, but only
to a very limited degree as there is only a small decrease in the prevalence
of victimization as pupils age increase half a year (Olweus, 1993; Roland,
2007).

There is also a methodological limitation related to the measurement
of cyber victimization. The items regarding traditional victimization refer
to victimization taking place in school whereas the items regarding cyber
victimization were not limited to the school setting. This might have influ-
enced the prevalence to some degree. However, the results still show that
traditional victimization is more prevalent than cyber victimization. Cyber
victimization is a phenomenon that often tends to happen outside school
(Patchin & Hinduja, 2006; Smith et al., 2008). Limiting the items regarding
cyber victimization to the school setting could result in less reliable estimates
of prevalence. As the focus of this article is on associations, these limitations
are not seen as a major threat to this study.

Conclusion and Future Studies

More longitudinal studies are needed to be able to draw more certain con-
clusions about the causes and effects of different types of victimization and
different kinds of emotional problems. There is also a need for deeper inves-
tigations regarding emotional consequences of different types of bullying,
for example by the use of case studies. To be able to describe what might
cause more symptoms of anxiety within the victim of cyber victimization it
is also important to conduct in-depth studies of a more qualitative charac-
ter. This may also allow more in-depth comparison of traditional and cyber
victimization, in a way that quantitative studies do not allow for.

In Norway, there are already existing school programs that focus on
reducing bullying (e.g., Midthassel & Roland, 2011; Olweus, 2005). However,
these programs have been in use for some years and provide limited atten-
tion to cyberbullying and cyber victimization. The main results of the present
study imply that different types of bullying may have different emotional
consequences and this needs to be taken into account when implementing
anti-bullying programs. Victims of different forms of bullying might need to
be supported in different ways as well as be taught different kinds of coping
strategies. By implementing the new knowledge from the present research
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in school programs, teachers also might become better equipped regarding
identifying symptoms of different types of victimization and thus better know
what to do in helping victims of different kinds of bullying.
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APPENDIX

Items Measuring Victimization

ITEMS MEASURING TRADITIONAL VICTIMIZATION

● How often have you this school year been bullied in school by being
picked on or called names by other students?

● How often have you this school year been bullied by no longer getting
to play with others, being isolated/frozen out from other students?

● How often have you this school year been bullied in school by being
hit, kicked or pushed by other students?

ITEMS MEASURING CYBER VICTIMIZATION ON THE CELL PHONE

● How often have you this last school year been bullied through
conversations on the cell phone?

● How often have you this school year been bullied through text
messages on the cell phone?

● How often have you this school year been bullied through pictures or
movies on the cell phone?

ITEMS MEASURING CYBER VICTIMIZATION ON THE INTERNET

● How often have you this school year been bullied by someone writing
to you on the Internet?

● How often have you this school year been bullied on the Internet by
someone posting a text about you?

● How often have you this school year been bullied on the Internet by
someone posting a picture of you?

● How often have you been bullied this school year by someone posting
a movie about you?
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Abstract
This article investigates symptoms of post-traumatic stress in victims of long lasting cases of traditional and/or cyber victimiza-
tion. The article presents findings from semi structured interviews with nine victims; eight girls and one boy, five Norwegian and
four Irish—who had experienced either traditional or both traditional and cyber bullying. The informants were chosen because
they had been victims of closed bullying cases lasting from 1–7 years. The findings showed that victims who had experienced
only traditional bullying reported fewer symptoms of post-traumatic stress than Bpoly victims^, i.e., those who had experienced
both traditional and cyber victimization. Furthermore, differences were detected between these two groups—victims of tradi-
tional bullying and poly victims—regarding when and where the symptoms were experienced and the kind of sub-symptoms that
were described. It is important to be aware of these different symptoms when working with children who have experienced
traditional and/or cyber victimization to ensure that these children obtain support customized to their needs. The findings could
also have practical implications for anti-bullying programs that work with victims involved in both ongoing and closed cases of
bullying.

Keywords Traditional victimization . Cyber victimization . Symptoms of post-traumatic stress . Bullying . Poly-victims

Introduction

BAll the time, every day, 24/7^ was one informant’s answer
regarding how often he worries about being bullied. Bullying
is no longer limited to the school setting. Because of continu-
ing technological development, pupils are at risk of being
bullied wherever they are, from school settings to their own
bedrooms. Being the victim of bullying could have great im-
pact on their mental health and several studies have found a
correlation between being a victim of bullying and symptoms
of anxiety and depression (Kowalski et al. 2014; Reijntjes
et al. 2010). Further, research has found a correlation between
being a victim of bullying and symptoms of post-traumatic
stress (Idsoe et al. 2012; Matthiesen and Einarsen 2004).

However, these studies are few, and no qualitative studies
were detected. In addition, to our knowledge, research exam-
ining the emotional consequences of traditional and cyber
victimizations in long-term cases is nonexistent. This study
attempts to contribute with knowledge regarding this, as it
investigates long-term bullying cases and, more specifically,
how symptoms of post-traumatic stress are reported by vic-
tims of traditional and cyber bullying.

Traditional and Cyber Victimizations

The prevalence of pupils involved in bullying varies across
studies. Smith et al. (2013) suggest that this inconsistency
might be due to different samples, but also different mea-
surements. Concerning measurements, different definitions
might be given in the surveys, or definitions might not be
given at all. Another reason for inconsistencies between
studies reporting prevalence of bullying could be different
cutoff points regarding frequency of bullying others and
being bullied. A cutoff on for example within the last
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12 months will result in a different prevalence than having
a cut of on 2–3 times a month.

According to the study EU Kids Online, 15% of Irish pu-
pils between the ages of 9 and 16 years and 18% ofNorwegian
pupils have experienced traditional victimization within the
last 12 months (Livingstone et al. 2011). In addition, 4% of
Irish and 8% of Norwegian pupils report being bullied online
within the last 12 months. No definition of bullying was given
in this questionnaire; the question that was asked to the pupils
was Bare someone saying or doing hurtful or nasty things to
you^ (Livingstone et al. 2011). A recent Norwegian study
reports lower numbers regarding both traditional and cyber
victimizations (Wendelborg 2019). In this study, 4.9% of the
respondents reported that they had experienced traditional vic-
timization and 1.9% reported that they had experienced cyber
victimization 2–3 times or more the last month. The reason for
the lower numbers for both traditional and cyber victimiza-
tions might somewhat be explained by the use of a lower
cutoff point and the case that a definition of bullying was
given in this questionnaire. Bullying was defined as Brepeated,
negative actions from one or several towards someone who
has problems defending oneself. Bullying could be name call-
ing, teasing, exclusion, backstabbing to hit, push or shove^
(Wendelborg 2019, p. 5). This definition narrows the behavior
asked for compared with the behavior asked for in the EU
Kids online study. Moreover, this definition of traditional bul-
lying is in line with the established definition presented for the
first time in the early 1980s (Olweus and Roland 1983). The
definition of cyberbullying given in the Norwegian survey
originates from the original definition of bullying and corre-
sponds with the one used most frequently in international
studies: cyberbullying is bullying using electronic means
(Smith et al. 2008).

Overlap Between Traditional and Cyber
Victimizations

Children who are exposed to both traditional and cyber vic-
timizations are often referred to as global or Bpoly-victims^
(O’Moore 2014). Although traditional bullying and
cyberbullying are presented as somehow different forms of
bullying, several studies have reported a large overlap be-
tween the two forms (Auestad 2011; Olweus 2012;
Raskauskas and Stoltz 2007). Research conducted by
Olweus (2012) found this overlap both in the USA and in
Norway. In the US sample, 88% of the informants who report-
ed they had been exposed to cyber victimization also reported
that they had been exposed to at least one type of traditional
victimization. The numbers from the Norwegian sample were
even higher, presenting an overlap of 93%. In a study by
O’Moore (2012), Irish pupils reported high numbers, as
71% of cyber victims reported that they had been exposed to

traditional victimization. However, the numbers vary; in the
most recent Norwegian study, 48.5% of the informants
reporting having experienced cyber victimization also reports
having experienced traditional victimization (Wendelborg
2019). Based on these studies, it seems plausible that many
pupils exposed to cyber victimization also seem to be exposed
to traditional victimization. It is, however, also important to
state that a large percentage of pupils who have experienced
traditional victimization have not been victims of
cyberbullying.

Emotional Consequences of Traditional
and Cyber Victimizations

A previous research on traditional bullying shows a substan-
tial relation between being bullied and different emotional
problems. A positive correlation has been found between be-
ing a victim of traditional bullying and symptoms of anxiety
(Hawker and Boulton 2000; Kowalski et al. 2014; Reijntjes
et al. 2010), depressive symptoms (Hawker and Boulton
2000; Kowalski et al. 2014; Reijntjes et al. 2010; Ttofi et al.
2011), suicidal thoughts (Holt et al. 2015; Van der Geel et al.
2014), low self-esteem (Hawker and Boulton 2000; Kowalski
et al. 2014; Tsaousis 2016), and school avoidance (Egger et al.
2003; Havik et al. 2015; Rueger and Jenkins 2014). Research
on cyber victimization and emotional problems has found a
correlation between cyber victimization and symptoms of de-
pression (Olenik-Shemesh et al. 2012; Ybarra 2004) and
symptoms of anxiety (Schenk and Fremouw 2012; Sjursø
et al. 2016).

Cross-sectional studies in Australia and Norway compar-
ing traditional and cyber victimizations and their relation to
symptoms of depression and anxiety have shown that cyber
victimization seems to have a stronger correlation to symp-
toms of anxiety than traditional victimization among 9–19-
year-old pupils (Campbell et al. 2012; Sjursø et al. 2016).
Regarding symptoms of depression, the findings differ; some
studies showed that traditional victimization had a stronger
correlation with symptoms of depression than cyber victimi-
zation (Bonanno and Hymel 2013; Sjursø et al. 2016), while
other studies have found that cyber victimization has a stron-
ger correlation to symptoms of depression than traditional
victimization (Campbell et al. 2012). In addition to cross-
sectional studies, there are also longitudinal studies examining
the emotional consequences of cyber victimization when con-
trolling for traditional victimization. One study from
Switzerland found that cyber victimization seemed to be a risk
factor regarding depression over and above traditional victim-
ization for adolescents (13 years) (Machmutow et al. 2012).
Another study from the USA found that cyber victimization
predicted negative changes in depression over and above tra-
ditional victimization for young adolescents (9–13 years)
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(Cole et al. 2016). However, there are also inconsistencies
between longitudinal studies as Landoll et al. (2015) in their
study of adolescents (14–18 years) from the USA found a
unique effect for cyber victimization on anxiety, but not de-
pression, when controlling for traditional victimization.

In addition, research has compared victims experiencing
traditional versus both traditional and cyber victimizations.
These studies have found that Bpoly-victims^ have signifi-
cantly higher loneliness scores and poorer self-esteem than
victims of traditional bullying (Brighi et al. 2012). In conclu-
sion, research seems to find differences in the correlations
between emotional consequences and different types of vic-
timization; however, the findings are not consistent.

Bullying as a Traumatic Experience

Extensive research including longitudinal studies has
established a moderate to strong relationship between being
bullied and emotional problems such as anxiety and
depression.

In recent years, trauma theory has been used to better un-
derstand the potential suffering experiences from being bul-
lied (e.g., Idsoe et al. 2012). Such theory concerns the relation
between certain events in the past and personal disorders in the
present (Brewin 2003).

Trauma can be divided into two types: type I and type II
trauma. Type I trauma is an overwhelming one-time incident,
for example, an earthquake or the death of a significant other
(Terr 1991). Type II trauma can be described as Bthe experi-
ence of multiple, chronic and prolonged, developmentally ad-
verse traumatic events, most often of an interpersonal nature
and early life onset^ (Van der Kolk 2005, p. 402). As the
established bullying definition include repeated negative act,
done against someone who has a difficulty in defending them-
selves (Murray-Harvey et al. 2012; Olweus and Roland 1983),
bullying could be experienced as a type II trauma.

Although research on the correlation between being a vic-
tim of bullying and symptoms of PTSD is relatively new, the
studies that exist have found a correlation both in the work-
place (Matthiesen and Einarsen 2004; Mikkelsen and
Einarsen 2002; Tehrani 2004) and in school (Idsoe et al.
2012; McKenney et al. 2005; Mynard et al. 2000; Rivers
2004). In addition to these studies, several studies report as-
sociations between victimization and symptoms resembling
symptoms of post-traumatic stress disorder as, for example,
sleeping problems, symptoms of anxiety, depression, irritabil-
ity, somatic complaints, and lack of concentration (Arseneault
et al. 2010; Bowling and Beehr 2006; Nielsen and Einarsen
2012). It has further been proposed that as these health prob-
lems may resemble the symptomatology characterizing post-
traumatic stress disorder (PTSD), the experience of

victimization might lead to PTSD (e.g., Kreiner et al. 2008;
Matthiesen and Einarsen 2004).

According to the Diagnostic Statistical Manual (APA
2013), some of the main symptoms of post-traumatic stress
are intrusive memories and persistent avoidance. Intrusive
memories could be described as flashbacks of the traumatic
incidents (Idsøe and Idsøe 2012), which could take the form of
repetitive nightmares, discomfort in situations that remind the
child of the traumatic events, and physiological unrest as a
result of experiencing events that remind him/her of the trau-
matic incidents (Dyregrov 2010). Persistent avoidance and
numbing could reflect either mental or behavioral avoidance.
Mental avoidance could be defined as Bavoidance of or efforts
to avoid distressing memories, thoughts or feelings about or
closely associated with the traumatic events^ (APA 2013, p.
271). Behavioral avoidance could on the other hand be de-
fined as Bavoidance of or efforts to avoid external reminders
(people, places, conversations, activities, object, situations)
that arouse distressing memories, thoughts or feelings about
or closely associated with the traumatic events^ (APA 2013, p.
271). There are strict requirements to set the diagnosis of
PTSD, and in addition, to fulfill the diagnostic criteria, several
of the symptoms need to be registered at the same time.
Studies on the correlation between PTSD and victims of bul-
lying usually therefore refer to symptoms of post-traumatic
stress and not the diagnosis of PTSD.

Aims of the Study

Research on victims of bullying and symptoms of post-
traumatic stress is still scarce, although some quantitative
studies have been published (e.g., Matthiesen and Einarsen
2004; Mikkelsen and Einarsen 2002; Idsoe et al. 2012;
McKenney et al. 2005; Mynard et al. 2000; Rivers 2004).
Idsoe et al. (2012) found a very strong positive association
between frequency of exposure to bullying and symptoms of
PTSD, which is a common result (e.g., Mikkelsen and
Einarsen 2002; McKenney et al. 2005). High frequency could
in principle, however, reflect both short-term and long-term
victimizations, which is of great relevance for symptoms of
post-traumatic stress. We are not aware of any study that in-
cludes information about the duration of bullying and symp-
toms of post-traumatic stress. In general, there is a need for
more in-depth research on how young people experience bul-
lying, particularly how this relates to traditional and/or cyber
victimizations (Spears and Kofoed 2013).

The main goal of this qualitative study is therefore to ex-
plore whether and how victims of closed cases of long-term
bullying report symptoms of post-traumatic stress. A second
goal is to see whether there are differences in the symptoms
reported by victims of traditional and/or cyber bullying.
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Method

Sample

Our study was part of the larger BStigma project^ comprising
interviews about bullying with head teachers, parents, and
pupils. The cases included in the present study were localized
in Norway and Ireland. Finding cases that had been ongoing
for a long time in addition to being closed recently was chal-
lenging and contributed to a restricted number of cases. In
Norway, the cases were reported closed by the school admin-
istration, and in Ireland, we used closed cases reported to the
Anti-Bullying Centre. Ten victims of bullying were
interviewed. However, one informant provided too little infor-
mation about his reported emotional problems and was there-
fore excluded. The final sample consisted of 2 cases of tradi-
tional bullying and 7 cases of both traditional and
cyberbullying. The informants ranged in age from 12 to 18,
5 Norwegian and 4 Irish, 8 girls and 1 boy. The cases were
defined as long term and were reported to have a duration
between 1 and 7 years. The 2 cases of traditional victimization
were reported to last for 1 and 2 years. The 8 cases of both
traditional and cyber victimizations were reported to last from
2 to 7 years.

Access and Ethics

Ethical committees in both Norway and Ireland were in-
formed about the study, and the study was approved in both
countries. The informants and parents were first informed
about the study by receiving a letter containing information.
The parents of pupils under the age of 18 years filled out a
parental consent form and were then contacted by phone to set
a date for the interview. In addition, consent was received
from all the informants. Eight of the informants were below
18 years of age and received information about the research
customized to their age. In addition, all the informants were
told they could withdraw from the study at any time.

Data Collection and Analysis

The interview guide was piloted before use and was orig-
inally written in Norwegian before being translated into
English for the interviews in Ireland. In Ireland, the
Norwegian researcher who also is fluent in English con-
ducted all the interviews to secure the same meaning in
both countries. In Norway, three members of a research
group addressing bullying conducted the interviews,
which lasted from 30 to 90 min. The interviews were
conducted between 1 and 12 months after the cases were
closed. The interviews were held in an out-of-the-way
room in the child’s school or in a private setting and were
tape-recorded.

The informants were all presented with the same definition
of bullying before the interview started. The definition used
was based on definitions from previous research on bullying
(Olweus and Roland 1983; Olweus 2012; Smith et al. 2008) as
bullying was defined as a negative act, with an imbalance of
power, towards someone who cannot easily defend himself/
herself. In addition, it was stated that Bbullying can happen in
different ways. It is, for example in traditional bullying, com-
mon to divide between relational, verbal and physical bully-
ing, the latter is not relevant regarding cyberbullying as
cyberbullying contains using electronic means.^

The interviews were semi-structured; thus, the interview
guide had a list of relevant themes selected for the Stigma
project: how the bullying started and ended, description of
specific episodes, who they told about the bullying, experi-
enced emotional problems and social network, and what was
done by the school. The informants were probed for further
elaboration.

The tape-recorded interviews were transcribed thoroughly,
inspired by standardized methods by Kvale and Brinkmann
(2010). The transcribed interviews were transferred to the
Nvivo 11 program for analysis. A stepwise analysis was per-
formed. In the first step, all the interviews were read through
to get an overview of emerging themes related to experienced
emotional problems. During a second read, the descriptions
regarding emotional problems were gathered in one main
node. In the third read, the dominating themes relating to the
description of different types of emotional problems were
identified. The different themes emerging were as follows:
fear, problems concentrating, trouble sleeping, and avoidance.
The second step in the analysis was a thematic approach to
identify, analyze, and report the patterns found (Braun and
Clarke 2006). Here, a theoretical approach was used rather
than inductive, fitting the data in to the pre-existing coding
frames which related to the symptoms: intrusive memories
and avoidance resulted in the main nodes; intrusive memories
and avoidance. These were further divided into sub-nodes
where this was appropriate. Intrusive memories were divided
into the following: feeling frightened and anxious, problems
concentrating, and having trouble sleeping. Avoidance were
divided into mental and behavioral avoidance.

Findings

Two of the informants reported experiencing only traditional
victimization, while seven reported experiencing both tradi-
tional and cyber victimizations. None reported experiencing
only cyber victimization. All the informants, independent of
type of victimization, provided descriptions that could be cat-
egorized into some of the main categories of symptoms of
post-traumatic stress. However, differences were detected be-
tween the victims of traditional bullying and the poly-victims
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regarding the kind of symptoms they experienced and when
and where they experienced the symptoms. The presentation
of the findings will be structured according to the main nodes:
intrusive memories and avoidance. These categories will fur-
ther be divided into the mentioned sub-nodes dependent on
the symptoms described by the informants.

Intrusive Memories

Fear and Worrying

The informants who had experienced traditional victimization
described fear related specifically to what might happen dur-
ing recess: BI was always thinking about what would happen
during recess, what could happened, what would happen, if I
was going to be by myself or not?^ (Norwegian girl, 13).
According to the informants who had experienced traditional
victimization, the fear and worrying they described was relat-
ed to the school setting only.

The poly-victims also reported being scared in school: BI’m
scared of them, they were very very popular in my class.^ The
young girl who said this also described being scared of her
phone when on her way home: BI was just too afraid to look at
it^ (Irish girl, 17). Another informant described being fright-
ened in school: BI was kind of thinking maybe they’ll do this,
maybe they’ll do that, like so it was kind of like still in the
back of my mind, you know.^ Some of the poly-victims also
described experiencing fear in their spare time: BI’d kind of be
like eh, just thinking, ‘is she plotting something?’ or like yeah.
Like if I saw she was typing, I’d be like panicking or some-
thing. I’d be thinking maybe she is doing something even
bigger now, maybe she’s thinking of something bigger to
do^ (Irish girl, 13). For the poly-victims, fear and worrying
was related to both the school setting and their spare time.

Problems Concentrating

Having problems concentrating seemed to be mainly related
to the school setting: BI was always looking out, I had eyes in
my neck in a way, always following everything else but what
the teacher was saying^ (Norwegian girl, 14), BI was just like
keepingmy head down, just not paying attention to anything. I
was, like I was occasionally barely hearing the teacher calling
my name to hear if I was alright^ (Irish girl, 18). The differ-
ences between school and home were also described: BAt
home, I do not have that much to concentrate about, but when
it comes to school, it has ruined my grades a little bit.
Everything that has happened^ (Norwegian girl, 12).
Problems concentrating were reported by both informants
having experienced traditional victimization and poly-victims.

Although problems concentrating seemed to be mostly re-
lated to the school setting, one informant described how think-
ing about bullying affected his concentration all the time. In

response to the question BDid you think about this when not
on the internet as well?,^ the informant said, BAll the time.
Every day. 24/7. I couldn’t sleep, couldn’t eat. Could barely
go to school^ (Irish boy, 18). This informant had experienced
both traditional and cyber victimizations.

Trouble Sleeping

Over half of the poly-victims reported having difficulties
sleeping: BI can almost not remember sleeping^ (Norwegian
girl, 17) and BI’ve had trouble sleeping. I slept a couple of
nights, then I almost didn’t sleep at all; I was awake all night
and only slept for a couple of minutes^ (Norwegian girl, 12).
In addition, one informant described how thoughts about the
victimization affected her sleep: BLike if it just happened that
day, I’d probably like be just thinking about it, but like even-
tually go to sleep^ (Irish girl, 13). Trouble sleeping was de-
scribed only by the poly-victims.

Avoidance

As avoidance can be divided in to behavioral and mental
avoidance (APA 2013), the findings regarding avoidance is
categorized according to this.

Behavioral Avoidance

Behavioral avoidance was described by all the informants.
Both informants having experienced traditional victimization
and poly-victims described not wanting to go to school: BI
hated school, I wanted to do anything other than go to school^
(Norwegian girl, 13), BI just wanted to be at home^
(Norwegian boy, 8), BI could barely go to school^ (Irish boy,
18), and BI started missing school more and more^ (Irish girl,
18). The informants also described avoiding certain places
when at school: BI just didn’t want to see her in school, I’d
be kind of afraid to go in to class just in case she was there.
Then, sometimes she’d be at the gym, so I’d be like, ok, I can’t
go to the gym, so I’ll just stay inside, you know^ (Irish girl,
13).

Both informants having experienced traditional victim-
ization and poly-victims also described faking sickness
when explaining how they were able to avoid going to
school: BI’d never let myself stay home sick long enough
to need the doctor. I was always back in, but yeah, I was
always back sick again a few days later, but I put a little
thought into it; I was faking sick on Saturday to make it
look like I hadn’t suddenly turned sick. I was always rather
vague with the symptoms as well^ (Irish girl, 18). Many of
the informants described Sundays as the worst day of the
week because it was the day before school started: BReally,
I always dreaded going back to school after Sunday. In
fact, the whole Sunday was ruined^ (Norwegian girl, 17).
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One informant described avoiding school as a kind of sick-
ness and that it was a necessity to be able to face the next
day: BYou’re able to face the next day if you take one day
off. It’s a sickness that people don’t understand, but it’s
still sick^ (Irish girl, 17). The most common form of be-
havioral avoidance described of both informants having
experienced traditional victimization and poly-victims
was avoiding certain places, and the most frequently men-
tioned place to avoid was school.

In addition to school, some of the informants described
other specific places they avoided in their spare time: BI
avoided birthday parties, didn’t bother having them either.
I tried ones when I was twelve, cause mum was making a
big deal about being twelve. At that time I was on crutches
cause I had a swimming injury. And they all just went on
the trampoline. So I ended up sitting inside, watching telly
cause I wasn’t allowed to go on the trampoline obviously^
(Irish girl, 17). The same informant also described
avoiding the school bus: BI used to think about the bullying
on the way to school on the school bus, so I got in the habit
of cycling to school^ (Irish girl, 17). This girl had experi-
enced both traditional and cyber victimizations.

Behavioral avoidance also included avoiding certain
people by, for example, choosing isolation: BI was afraid
of getting bullied again, so I kind of, sorting out books in
the library seemed a nicer option than talking to the girls
at lunch^ (Irish girl, 17), BI just sat at the table by myself,
but it was more out of choice, ‘cause like at that point, I
had nothing to say to them. I willingly didn’t want to talk
to them. I was generally avoiding anyone I knew that had
any link with it^ (Irish girl, 18). In addition, some of the
informants chose to be with people other than those bul-
lying them: BI kind of avoid people she knows^ (Irish girl,
13). BI hang out a lot with younger children^ (Norwegian
girl, 12). Avoiding certain people was described by both
informants having experienced traditional victimization
and poly-victims.

One informant described the Internet as a way out, a
means of fleeing reality: BI became very antisocial, living
my social life on the internet instead. I could live a totally
different life there^ (Norwegian girl, 17). This informant
had experienced both traditional and cyber victimizations.

However, other poly-victims described the Internet as a
problem they wanted to avoid, and some blocked the peo-
ple who were bullying them: BI blocked her from
Instagram so she can’t see any of my pictures or comment
on anything, so…^ (Irish girl, 13). In addition to blocking,
some of the informants left places on the Internet where
they had experienced bullying: BI deleted her from Skype.
Left the group and the website^ (Irish boy, 18). The infor-
mants describing the Internet as something they wanted to
avoid was only the informants having experienced both
traditional and cyber victimizations.

Mental Avoidance

A strategy of mental avoidance seems to be to shut off one’s
feelings: one girl said, BI just block it out^ (Irish girl, 17).
Other informants described a process of repression:
BActually, I can’t remember. I almost can’t remember any-
thing because I’ve used so much time trying to repress it^
(Norwegian girl, 17 BI just kind of kept it dead inside, you
know^ (Irish, girl, 13). This is only reported by poly-victims.

Differences Between Victims of Traditional Bullying
and Poly-Victims

The victims of traditional and traditional and cyber victimiza-
tions described many of the same symptoms; however, differ-
ences were detected. The poly-victims over all described more
symptoms related to both intrusive memories and avoidance
than the informants having experienced traditional victimiza-
tion. Concerning intrusive memories, there were differences
between the two groups of informants regarding both fear and
trouble sleeping. The informants having experienced tradi-
tional victimization reported experiencing fear and worry only
in school whereas the poly-victims reported experiencing fear
and worry both in school and in their spare time. Poly-victims
were the only ones reporting having trouble sleeping.
Differences between the two groups were also detected re-
garding avoidance. Both groups of victims reported behavior-
al avoidance; however, only the poly-victims described hav-
ing experienced mental avoidance.

Discussion of Findings

The main goal of this study was to explore whether and how
pupils having experienced long-term victimization reported
symptoms of post-traumatic stress, and a subgoal was to see
if there were differences between the description of the infor-
mants having experienced only traditional versus victims hav-
ing experienced both traditional and cyber victimizations. The
overall findings show that all the informants describe emo-
tional symptoms that could be associated with symptoms of
post-traumatic stress in the form of intrusive memories and/or
avoidance. There were, however, interesting differences be-
tween the descriptions of symptoms from the informants hav-
ing experienced only traditional and the informants having
experienced traditional and cyber victimization.

Experienced Fear

One of the main differences regarding the descriptions of
symptoms between informants having experienced traditional
and poly-victims can be related to where they experience fear.
The findings show that the informants having experienced
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traditional victimization only describe fear related to the
school setting; however, the poly-victims experienced fear
not only in the school context, but also in their spare time.
The anxious feelings seemed to occur where the informants
had experienced victimization; thus, the informants who had
experienced victimization in school experienced fear and
worrying in school settings, and the informants who had
experienced victimization both in school and at home on
their phone, or computer, described feeling fear and worry in
both places. This result may be related to what Dyregrov
(2010) described as discomfort in situations that remind one
of the traumatic event. However, the fear experienced in
school for poly-victims may also be related to what happened
in the spare time as social media makes them constantly avail-
able. Research shows that there is a stronger correlation be-
tween cyber victimization and symptoms of anxiety than tra-
ditional victimization and anxiety (Campbell et al. 2012;
Sjursø et al. 2016). This anxiety could affect the lives of the
poly-victims both online and offline, thus outside and in
school. Also, the aspect of publicity (Slonje and Smith
2008) may contribute to the feeling of fear both places inde-
pendent of where and when the bullying has happened.

Trouble Sleeping

In addition to differences regarding where the informants de-
scribe they have experienced fear, the findings show that only
the informants having experienced both traditional and cyber
victimizations report having trouble sleeping. Research has
shown a correlation between being bullied in general and
trouble falling asleep. One study found that 20.3% of girls
being bullied reported that they often had trouble sleeping
compared with 8% in the non-bullied group (Haddow 2006).
In addition to this, another study found that cyberbullied youth
were more likely to have sleep disturbances than non-bullied
youth (Låftman et al. 2013). Having thoughts about the trau-
matic events is a well-known characteristic distinguishing the
traumas of childhood. Intrusive memories could, for example,
make falling asleep difficult (Terr 1991).

There could however be many explanations for why there
seems to be differences regarding trouble sleeping between
the informants who have experienced traditional victimization
and the poly-victims. The description of differences related to
feelings of fear and worrying in school and at home could also
be seen in relation to the differences in the sleep-related issues
described by the informants. The fear and worrying in their
spare time only described by the poly-victims could lead to
trouble sleeping.

Another explanation could be related to the poly-victims
being more prone to having emotional problems. This could
again make them more vulnerable to sleep-related issues on a
general basis. Research has shown that being exposed to both
types of victimization is more emotionally challenging and is

significantly correlated with, for example, being lonelier and
having greater risk for depression and suicide (O’Moore
2014).

Avoidance

Differences between the informants having experienced
traditional victimization and the poly-victims are also
found related to behavioral avoidance. However, many of
the informants independent of type of victimization de-
scribe not wanting to go to school. This phenomenon is
supported by previous research (Egger et al. 2003; Havik
et al. 2015; Rueger and Jenkins 2014). Only poly-victims
describe behavioral avoidance outside the school setting
for instance avoiding birthday parties and different social
media sites. The reasons for this could be many, however,
as the findings also show that the poly-victims describe
fear and worrying in their spare time, compared with the
informants having only experienced traditional victimiza-
tion, might be a contributing factor to being the only ones
who describe avoiding places also in their spare time. The
description of avoiding the social media is also supported
by other studies. Research on cyberbullying and coping
has for example shown that 24% of victims choose online
avoidance instead of trying to fix the problem (Livingstone
et al. 2011). Although online avoidance could lead to a
short-term solution for the victims, O’Moore (2014) em-
phasizes that one limitation for avoiding or blocking a
cyberbully simply could be that they create new nicknames
and new accounts, as their accounts are getting blocked.
When examining which coping strategy is the most suc-
cessful in reducing the negative emotions, research finds
that problem-focused coping led to fewer health com-
plaints than trying to avoid the problem (O’Moore 2014).

To sum up, the overall conclusion seems to be that all
the informants independent of what type of victimization
experienced describe what could be characterized as symp-
toms of post-traumatic stress. This could indicate that hav-
ing experienced victimization over a long period of time in
itself could cause symptoms of post-traumatic stress.
Further, this explorative study indicates differences regard-
ing symptoms of post-traumatic stress and informants hav-
ing experienced traditional versus traditional and cyber
victimizations when it comes to experienced fear and wor-
rying, sleep-related issues, and behavioral avoidance.
Overall, these findings correspond with earlier research
findings showing that poly-victims seem to experience
more symptoms of anxiety than victims of traditional bul-
lying (Brighi et al. 2012). Having more symptoms of anx-
iety could make poly-victims more prone to developing
symptoms of post-traumatic stress and further down the
line possibly PTSD, as PTSD is a serious anxiety disorder.
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Practical Implications

There seems to be some different results in research regarding
what emotional problems are related to traditional and cyber
victimizations. It is therefore important to be aware of that
experiencing both types of victimization might result in dif-
ferent emotional consequences than having experienced tradi-
tional victimization.

When working with pupils who have had different experi-
ences with victimization, teachers should be sensitive to the
occurrence of possible symptoms of post-traumatic stress and
be aware of that these pupils might have different ways of
reacting than pupils who have not experienced victimization,
for example, to be aware that school could be a place related to
a lot of fear and therefore an arena that these pupils may try to
avoid; in addition, the fear also affect the life outside school,
especially for the pupils experiencing victimization outside
school. Thus, some of the pupils are living in a constant state
of fear, which might affect their life in school and at home and
even their sleep. It is also important for the teacher to follow
these pupils so close that they manage to identify the symp-
toms and thus can advise them to get help.

This could have practical implications for anti-bullying
programs as the focus her often has been related to stop-
ping the bullying; however, the descriptions of the emo-
tional problems from informants having experienced vic-
timization indicate the need for rehabilitation after the
bullying has stopped. Finne et al. (2018) suggest using
what they refer to as the model of relational rehabilitation
in this work. This model includes three steps: (1) ensuring
teacher authority, (2) redistributing power and promoting
a supportive class community, and (3) providing social
emotional learning to the entire class. Ensuring teacher
authority is argued to be important for having the rehabil-
itation process as having a weak teacher would not be
productive. As the relational structure in a class often will
be in a vacuum for a certain period after terminating bul-
lying, Finne et al. (2018) suggest that the second step
includes screening roles, relational practice, building alli-
ances, and promoting a supportive class community.
Working with the third step, they emphasize the impor-
tance of social support and prosocial interaction in the
work with pupils having experienced victimization and
how this can function as a buffer for the negative effects
of bullying. Social emotional learning (SEL) programs
including elements from cognitive-based theory (CBT)
are recommended for concrete work in the class that could
have a positive effect regarding for example internalizing
problems for pupils having experienced victimization. In
addition to this, social perception training (SPT) is sug-
gested as a program that could be beneficial for school
classes in need of rehabilitating their relations and social
structure (Finne et al. 2018).

Limitations

First, this study could have limitations related to the interviews
being retrospective, as the informants could have been influ-
enced by the life they lived after the bullying stopped.
However, it was important to perform the interviews with
informants whose cases were closed because this could create
a certain distance from the experience, which, again, could
lead to better descriptions.

Second, several researchers were involved in the data col-
lection, which may have offered the informants different op-
portunities to talk about their problems; however, as our aim
was not to compare cases, this is not seen as a serious threat to
our study.

Third, the phenomenon of social desirability is also a risk
when interviewing informants, especially since the informants
were children, rendering the power balance even more
skewed. A method that could narrow the chances of this
could, for example, include diagnostic tests that could contrib-
ute quantitative information regarding symptoms.

Further Research

There are many questions still to be answered. Further re-
search could for example include qualitative interviews of
teachers and parents regarding the symptoms of post-
traumatic stress already described by the informants in this
study. Another interesting study could be to interview the
same informants about symptoms of post-traumatic stress
4 years later, to see if the symptoms are as strong as previously
described. The findings also raise important questions that
would be interesting to investigate further using a larger sam-
ple. It would for example be interesting performing a large-
scale quantitative study to investigate the correlation between
symptoms of post-traumatic stress and different types of vic-
timization. In addition, these findings could be controlled
against for example factors like teacher authority. This is to
investigate if the teacher’s warmth and protective control
(Sjursø et al. 2019) could have an impact on the symptoms
reported by the informants.
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Abstract: A growing body of research shows a correlation between an authoritative school climate
and lower levels of bullying. One objective of this study is to conceptualize authoritative intervention
in bullying cases. A second goal is to explore whether, and how, the pupils, having experienced
traditional and/or cyber victimization, perceive that the class teacher is demonstrating authoritative
leadership when intervening in long-lasting cases of bullying. Class teacher refers to the teacher that
has a special responsibility for the class. The article presents the findings from nine semi-structured
interviews with four Irish and five Norwegian pupils. The informants were between 12 to 18 years of
age and had experienced either traditional victimization or both traditional and cyber victimization
for 1 to 7 years. The informants were selected because their cases had been reported as resolved.
The findings showed no descriptions of the class teacher that appeared to fit with the authoritative
style of leadership, both high on warmth and control. The possible practical implications of these
findings are discussed.

Keywords: traditional victimization; cyber victimization; bullying; teacher styles; authoritative
leadership; warmth; control; class teacher

1. Introduction

Bullying can change a victim’s view of the people surrounding them. It can lead to lack of trust and
disappointment towards peers and a lack of involvement, but it can also evolve into disappointment
in teachers. This highlights the importance of having caring and competent teachers in school who
make it easier for the pupils to cope with bullying.

1.1. Authoritative Classroom Leadership

The authoritative style, which is high on control and high on warmth, appears to be the adult role
that produces the best results for a child’s development [1–3]. However, this important insight does
not necessarily mean that such leadership is the best way to handle bullying.

When studying the concept of authoritative classroom leadership [3–6], research refers to the first
of four parental styles, introduced by Baumrind [1,2]. The four styles are based on two dimensions:
Degree of control/demands and degree of warmth/nurturance. Authoritative (high on warmth,
high on control), authoritarian (low on warmth, high on control), indulgent (high on warmth, low on
control), and neglectful (low on warmth, low on control) are the four styles [1,2]. Control could be
defined as “enforcing demands for appropriate behavior” [3] (p. 123). Warmth could be defined as
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supporting the child’s agency and individuality in addition to being sensitive and responding to the
needs of the child [3].

Roland and Galloway [7] found a positive correlation between teacher authority in the classroom
and low levels of bullying and that improved teacher authority in the classroom reduced bullying [8].
One study has found a relationship between victimization and classroom climate that has low levels
of caring, warmth, and support [9]. Thornberg, Wänström, and Jungert [10] found that students
belonging to a classroom with an authoritative climate, measured from the students’ perspective,
were less likely to experience victimization in school. In addition, they found that an authoritative
classroom appears to be related to greater defense and less reinforcement from peers when bullying
is happening.

Bullying is predominantly proactive aggression [11,12] and adult control reduces this
aggression [7]. Teacher authority also tends to improve teacher–pupil relations and thereby pupil–pupil
relations, which stimulates the pupils to support and protect each other [7]. This could indicate that
authoritative leadership on the part of the teacher is positive when intervening with bullying, and not
just for prevention. To our knowledge, there have been no studies looking directly at teacher style in
relation to intervening for victims.

1.2. Perceived Authoritative Intervention

A challenge is that authoritative classroom leadership is described as how to address one unit,
for example a pupil or a class [3,7]. A bullying case is a strongly differentiated social system comprising
at least a bully and a victim. Furthermore, according to Marzano [13], different reactions to, or aspects
of, the authoritative style is important to emphasize dependent on what behavior is shown. Thus,
teacher authority may be differently perceived according to the roles one has in such a case.

Victim-perceived authoritative intervention has, therefore, to be defined according to teachers’
warmth and control towards both the victim and one or more bullies, as the victim presumably sees
it. It is reasonable, to assume that the victim wants the teacher to demonstrate warmth towards her
or himself, in other words that the warmth dimension of authority is highly relevant for the victim.
Another question is how the teacher should calibrate such empathy towards a child who is suffering
from bullying. What the victims say about warmth related concerns they receive from the teacher
is important.

The control dimension of authority is different from warmth when seen from the victims’
perspective. When the communication with the teacher is about the ongoing bullying, the victims
may feel humiliated if the teacher profiles control towards them. The control dimension is, however,
interesting when related to the safety of the victim, and we suggest calling this ‘perceived protective
control’. By this, we mean whether the victim realizes that the teacher is willing to stop the bullying
and/or capable of stopping the bullying. Again, it is interesting to disclose how the victims of
long-lasting bullying discuss this.

1.3. Aims of the Study

We explored how the victims described the bullying situation, and how the cases ended.
The first objective was to conceptualize authoritative intervention in bullying cases, from the assumed
perspective of the victim. A second goal was to explore the experiences and understanding of pupils
who have been bullied in regard to how teachers responded when the bullying was occurring.

2. Method

2.1. Sample

A convenience sample was used [14]. We used this because of the challenge of finding informants
who have been victims of bullying and who were willing to be interviewed. In our case, professional
connections were used, and the sample consisted of cases reported to the national centers working
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with bullying in Norway and Ireland. The inclusion criteria for the sample were that the cases
should have been considered as bullying according to a standard definition: A negative repeated
act, against someone who cannot easily defend themselves [11,12,15] resolved within the last year,
the pupils had not themselves bullied others and the victim was comfortable talking about the
victimization. In addition, to increase the possibility of finding informants, the age span was set from 8
to 18 years.

The informants were interviewed in Norway and Ireland in 2014. The school administration
had reported the cases as resolved in Norway, and the Irish cases were resolved cases reported to the
center. We interviewed 10 informants aged 8 to 18 years using semi-structured interviews: Of the
10 informants, 6 were from Norway and 4 from Ireland, including 2 boys and 8 girls. One interview
provided too little information about the teacher and was therefore excluded. In all, there were 9 cases:
2 cases were victims who had experienced traditional bullying and 7 cases were victims who had
experienced both traditional and cyberbullying. No cases included only cyberbullying.

2.2. Access and Ethics

The ethics committees in both Ireland and Norway received information about the study and
both committees approved the study. Prior to the study, the informants and the parents received
letters with information about the study. The parents with children under the age of 18 were asked to
fill out a parental consent form before they were contacted by phone to set a date for the interview.
All the informants below the age of 18 were given information about the study customized to their
age. They were also told that they could withdraw from the study at any time. Being a member
of a vulnerable group also gives these children an important voice and could, as Dalen [16] asserts,
contribute to new and important information that could improve the situation for children experiencing
similar events.

2.3. Data Collection

The data collection was conducted using individual qualitative semi-structured interviews,
jointly constructed by the members of the research team. Originally, the interview guide was written
in Norwegian and translated into English for the interviews in Ireland. Members of the research
group addressing bullying were the ones conducting the interviews. In Ireland, a Norwegian, who is
also fluent in English, conducted all interviews to secure the same meaning in the two countries.
The interview guide had different themes that were to be explored with the participants. The main
themes were: Their experience of being bullied from the beginning of the bullying to the resolution of
the situation, some of the episodes they remembered well, communication about the bullying, if and
how the bullying affected their life in general, the investigation and what was done by the school,
what measures were attempted and what social support did they receive, how they felt emotionally
and how the bullying affected their life in school and also their spare time, their relationships with the
teacher, parents, and other pupils.

The interviews were held in a private setting or a private room in the school, lasted from 30 to
90 min, and were tape-recorded. The interviews started with small talk, to make the informants as
relaxed as possible before they were asked to talk about their bullying experience. The same definition
of bullying was presented to all the informants before starting the interview. The definition stated that
bullying is a repeated aggressive act, including an imbalance of power, against someone who cannot
easily defend themselves. The interviews were transcribed using standardized methods agreed upon
in the research group, inspired by the description given in Kvale and Brinkmann [17].

2.4. Data Analysis

The first step in the analysis of the interviews was to read through of all the interviews to get an
overview of emerging themes regarding how teachers were described. The interviews where read
through a second time, and during this read through all the descriptions of the teachers were gathered
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under one main node ‘teacher descriptions’. In further analysis, everything that was gathered under
‘teacher descriptions’ was read through and only the descriptions related to the class teacher were
chosen for a new main node ‘class teacher’. As we read through the node ‘class teacher’ focusing on
themes relating to the class teachers support of the informants, two themes emerged; the class teacher
offering emotional support, and the class teacher stopping the bullying. The second step was to use a
thematic approach to identify, analyze, and report on patterns or themes that were found within the
data [18]. Rather than an inductive, a theoretical approach was used, fitting the data into pre-existing
coding frames [17] i.e., the two aspects of the authoritative teacher style; warmth and control. In this
step of the analysis, also a semantic rather than a latent approach was used, meaning that what a
participant said was more important than going beyond the semantic content of the data to identify
the underlying ideas, assumptions, and conceptualizations [18]. For analysis, the qualitative data
analysis software NVivo 12 (QSR International, Melbourne, Australia) was used. This program was
used for storage and sorting of the data in addition to being helpful in the process of categorizing and
classifying the data thematically. The first read through was done by two researchers, while the latter
analysis was done by only one researcher, but with a continuous check of the interpretations by one or
two other researchers in the team. If there were disagreements, a third party was involved.

3. Findings

The first section will cover descriptions of how the bullying happened and how it stopped.
Further, the findings will be presented relating to the two main themes that occurred from our data:
Class teacher showing control and class teacher showing warmth. As different degrees and aspects of
warmth and control shown by the class teacher were described, the main node of control and warmth
was divided in to lacking, low, medium, and high. A teacher that had a high or medium on both
control and warmth would be categorized as authoritative. The findings, however, showed that none
of the nine informants perceived their class teacher as having had a high or medium score on both
warmth and control. The findings regarding the main nodes of control and warmth will, therefore,
be presented separately. Later in the process, we changed control to ‘protective control’.

3.1. How Did the Bullying Happen and How Did It Stop

The informants were all asked how the bullying happened. None of them described having
experienced physical bullying. The most common descriptions were negative comments and exclusion,
both in real life and online. For the victims that had experienced both types of victimization,
the bullying was often described as starting with exclusion and negative comments in real life,
which then followed to similar occurrences online for example on the social media platform,
Instagram. Only one of the informants, having experienced both traditional and cyber victimization,
described being victimized by someone else online than the ones they were interacting with in the
school setting.

When describing how the bullying stopped, none of the informants described their class teacher
being directly involved in this. Over half of the informants changed school, describing this as a new
start. A couple of the informants experienced that the bullying just stopped without any special
measures being done. The last informant isolated herself from the other pupils and explained that this
was the reason that the bullying stopped.

3.2. Class Teachers and Perceived Protective Control

The content of all the descriptions related to the perception of the class teacher as lacking or low
on protective control impacted on the victim’s perceived belief that the teacher could stop the bullying.
The class teachers were mainly perceived as passive or having low competence. On the question of
what the teacher would do to stop the bullying, over half of the participants described their class
teachers as lacking protective control: “They did not react to it” (Norwegian girl, 17), “The teachers
were just completely ignoring that it happened, I didn’t get anything sorted” (Irish girl, 17). In addition
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to experiencing that the teachers did not react to their victimization with constructive measures, also a
lack of communication about what the teacher thought and would do was described: “The teachers
kept it to themselves” (Irish girl, 18), “The teacher actually did not say anything to me” (Irish girl, 13).
A few of the class teachers were described as low on protective control. What classified the teacher
being described as low on protective control were that they tried to intervene, but the informant
described that the teacher had challenges due to possible lack of experience: “She tried everything she
could, but it’s difficult when you don’t have the experience” (Norwegian girl, 14). “The teacher talked
to us and it was very time consuming, I felt it only got worse, because then we could hear what the
other one felt and we ended up getting mad at each other” (Norwegian girl, 13), “The teacher tried but
he gave up because there was nothing to do” (Norwegian girl, 12). None of the class teachers were
described as medium or high regarding protective control.

3.3. Class Teachers and Perceived Warmth

The perceptions of the degree of warmth shown by class teachers was revealed from the extent to
which the informants reported they could talk to their teachers about bullying, as well as their general
relationship with the class teacher. Warmth was also described as either lacking, low, medium, or high.

High on warmth is described as a good relationship where the informants experience that the
teacher is there for them and that they can tell them everything and get the feeling of being heard.
In our analysis, only one class teacher was found to be described in a way that could be interpreted
as high on warmth: “She tried to help me, and she knew how I was feeling in a way. It was just
like she was there for me, just like a friend kind of” (Norwegian girl, 14). Medium means they have
an ok relationship and the informant and can tell the teacher about the experienced victimization.
The informant trusts the teacher and tells him or her about the bullying. The teacher is described as an
overall nice person to everyone, but not as having an especially good relationship with the informant.
A couple of the informants described their class teacher as medium on warmth: “She was nice to
everyone” (Norwegian girl, 13), “I don’t trust that many teachers really, but I trust my class tutor”
(Norwegian girl, 12). A couple of informants also described their class teacher as low on warmth.
With low, the informants described not talking much to their class teacher about having experienced
the victimization and they described only telling their class teacher, but not having conversations
about it: “I went to my tutor, my class tutor and I told her I was being bullied” (Irish girl, 18). Half of
the informants described their class teacher in a way that could be related to a lack of warmth. To lack
warmth refers to an absence of, or not a good, relationship described between the informant and their
class teacher. They did not feel they could tell their class teacher what was going on. On the question
if he could tell the teacher, one informant said “no” (Irish boy, 18). The informants also described it
being difficult to trust their class teacher, “she pretends to be nice but she is not really” (Irish girl, 13).
Another informant did not feel that she was taken seriously: “She meant I did not have a problem,
so she did not listen to what I said. She only talked to me about my grades not to how I was doing”
(Norwegian girl, 17). One informant described experiencing a situation where teacher supported the
bullying taking place, “she encouraged the bullying. The teacher would never listen” (Irish girl, 17).

4. Discussion of Findings

One goal of the present study was to conceptualize teacher authority in responding to bullying,
as perceived by the victim. We did this by relating the two main dimensions of authority—warmth
and control [1,2] to the bullying core system, the victim and the bully or bullies, as perceived by the
victim. From a theoretical perspective, we argued that a preferable teacher approach perceived by
the victim would be warmth towards her or himself and control towards the bullies regarding their
behavior. The other main goal, which was related to the first one, was to identify whether and how the
class teachers demonstrate authoritative leadership in their work with long-lasting cases of bullying,
from the perspective of the pupils having experienced victimization.
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Our conceptualization of teacher authority related to a bullying case, as perceived by the
victim, helped in analyzing the cases. The findings showed that none of these nine informants
who experienced long-lasting cases of victimization gave a description of their class teacher that could
be characterized as an authoritative teacher style regarding intervention to stop bullying. In other
words, the nonappearance of teacher authority coincides with long-lasting bullying.

Our findings do not say that an authoritative style as conceptualized in this study would have
hindered long-lasting bullying. This result is of interest and we will now focus on some of the possible
reasons for the class teacher being perceived as low on control and/or low on warmth, or even lacking
both aspects.

4.1. Lacking or Low on Control

The findings show that none of the participants perceived their class teachers as being medium
or high on control. In fact, all participants perceived their class teachers as either lacking or low on
control. There could be many reasons why a class teacher is perceived as low on control in a case of
bullying. One reason could be the lack of competence in identifying bullying. Research has shown
that teachers who experience bullying behavior as normative seem to be less likely to intervene and
put an end to the bullying [19,20]. The teacher might not have understood that the child has been
bullied and, therefore, did not find it necessary to act. Previous research has shown that teachers do
not always know how to interpret what is happening, or do not know what bullying looks like [21].
Thus, a lack of competence could be related to uncertainty regarding what type of measures should
be implemented. Research also has shown that when teachers believe that they lack the skills to be
able to effectively intervene in a bullying situation, it decreases the possibility that they will intervene,
and they are more likely to ignore the bullying [22]. One informant excuses her class teacher for not
efficiently intervening in bullying as due to lack of competence: “She tried everything that she could,
but it’s difficult when you don’t have the experience” (Norwegian girl, 14). When lacking competence,
the teacher might decide to not do anything for fear of doing something that they think might be
wrong. However, we argue that by not doing anything, the teachers are negative role models because
they ignore bullying behavior and, in some cases, could actually be contributing to bullying children
themselves [23]. One informant described her class teacher as one of the bullies: “She encouraged the
bullying. The teacher would never listen so I gave up telling them” (Irish girl, 17).

4.2. Lacking or Low on Warmth

The findings show that only one participant perceived their class teachers as high on warmth,
and only a couple described their class teacher as medium in this regard. Over half of the informants
described their class teacher as low or lacking warmth. There could be several reasons why many
of the class teachers seem to show little or no warmth towards the informants who experienced
victimization. For instance, variations in teachers’ responses might reflect teachers’ lack of empathy [24].
Teachers who show empathy for others seem to be more likely to identify, report, and intervene when
discovering bullying [22]. Some class teachers were described as not acknowledging the bullying
and reacting with low empathy towards the child talking about their experience of victimization:
“She meant I did not have a problem. So she did not listen to what I said” (Norwegian girl, 17).
In relation to the empathy shown by the teacher, the type of bullying also seems to impact the quality
of the teacher’s intervention. Teachers have less empathy and intervene less when witnessing relational,
verbal, or cyber victimization compared to physical victimization [24,25]. Other studies showed that
relational victimization is considered to be less serious than physical and verbal bullying [22]. However,
the reasons for this difference are not necessarily a sign of a lack of empathy, but could be because
physical bullying is easier to observe than relational and verbal victimization. None of the informants
in this study described experiencing physical bullying, which might be easier to uncover. This lack of
physical bullying might be one of the reasons why the cases lasted for such a long time.
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5. Limitations of the Study

This study provides important qualitative information from informants who have experienced
long-term victimization; however, there are some limitations. Finding children who had experienced
victimization and agreed to be interviewed is not an easy task, and, therefore, a convenience sample
was used.

The study only provides a retrospective perspective of the child, and the memories can be
imprecise. This may particularly have been the case for the oldest memories. It is also possible that a
victim of bullying consciously hides information or presents it in certain ways, for unknown reasons.
The perspective of others, for example those of the parents, teachers, and bystanders could have added
valuable information.

There is also controversy regarding whether children should be used for rating teachers’
behavior [26,27]. However, in the field of bullying, it is important to present the perspective of
the children who have experienced the victimization in addition to their experiences of the teacher,
especially in regard to how the victims are handled when they report their bullying experience.
It should also be argued that the power imbalance between the child and teacher could make it even
harder for the informants describing their teachers’ behavior as negative.

6. Conclusion and Future Research

Our sample is small, but the findings are in many ways consistent. Most of the victims in these
long-lasting cases described absence of warmth from the class teacher, which strongly indicates that
such comfort from a significant adult is important in a time of great emotional distress. Furthermore,
all the victims criticize the class teacher for not offering what we conceptualize as protective control.
This demonstrates that these pupils expect their class teacher to protect them from the bullying.

From our study, we cannot say what approach is the best in performing protective control.
One obvious goal is to stop the bullying, and effectivity in this regard is, therefore, important.
Another significant issue is the impact different forms of intervention may have on the bullies’ emotions
and roles in class and the school community. One should consider different forms of intervention both
in regard to short-term effects and long-term benefits [28]. Moreover, schools must consider whether
the class teachers need some assistance in communicating with those who bully, as this is not always
straight forward [29]. Protective control could possibly also be given by the class teacher via special
trained personnel.

Examples of good practice from Norway and Ireland concerning bullying prevention are,
for example, anti-bullying programs, such as Olweus and Respect from Norway, and the Donegal
program from Ireland. In these programs, the role of the teacher in bullying prevention and intervention
is emphasized [30].

A bullying case consists of the following: The perspectives of the pupils who bully, the victims,
the parents of both the bully and the victim, and the teachers. These perspectives may be greatly
different, as bullying cases probably are tense. Further research should address these different
perspectives in general, and in particular the role of the teacher and the school, when intervention
is concerned.

From this, it would be useful to try different approaches of intervention towards the whole
bullying case system and evaluate short-term and longer-term effects on the different parties, using both
qualitative and quantitative methods.
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