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And I had to work with a group of people. And my best friend was like, "you can do it." 

And I was like, "are you going to be on my team?" And she's like, "no, you're going to 

have to do it." And she's always putting me through different tests to try to help me out. 

She went to school for counseling. She's a counselor at the elementary school and she 

said, "you have to do it." And I was like, "I can't." And like I've made it through the first 

one, but after the second one I was just like, it was hard for me. And she was like, "I'm 

not gonna let you give up."  

  

Another discussed how building community and relationships with family and neighbors 

was her way of having the support system that she did not have as a child, which she feels is 

important for her son to have. She explained: “My life now is very different from my life 

(growing up). We didn't celebrate holidays. Her (my spouse’s) family celebrates holidays.”  

And another teacher said: “Actually, I find that this is funny because this is a kind of a 

theme that's been coming up a lot about pleasing. So, I feel like I will often work to please that 

other person and possibly put their needs ahead of my own and not get my own oxygen. And I 

know there's that feeling of wanting to be included and liked.” 

3.2.2.4 Wishful thinking  

One of the ways in which teachers reported coping with their childhood bullying as adults 

was to use a wishful-thinking approach, which included doing affirmations, focusing on family 

history, positive self-image strategies, focusing on adulthood, and creating artwork.  

Figure 3.17 

Wishful Thinking (In Adulthood)   
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Teachers (n = 7) reported that they used a wishful thinking approach in dealing with their 

childhood bullying as adults. The level 3 code that emerged as most significant was survival. 

Teachers (n = 3) used the word “survival” to describe the tools they developed as a result of their 

childhood bullying experiences. One teacher said: 

It's survival. I mean, I think I have an anxiety disorder. I wasn't diagnosed until I was an 

adult. But I'm pretty sure I've had it my entire life, which is why I'm so type A, and I 

think the disorder itself, the positive part of having that disorder prepares you for 

survival. And I think that to avoid conflict and making things worse, that's my survival 

tool. 

 

And one teacher explained how she reacted to bullies as an adult and recalled wishing 

someone had come to her aid when she was bullied as a child. She explained this connection: I 

would think, “You think that you are bigger and badder than this other person, you are more 

significant than this other person. Let me let you know you're not and let me belittle you. Let me 

bring you down so that you feel what it feels like to be this kid.” And I'm sure it came from my 

childhood. It came from feeling a lot of times powerless and wishing somebody did something. 

And so that was my way of doing something.” 

One teacher stated that she used affirmations to keep her thoughts positive. She 

explained: “I start my day off with my affirmations and I protect my peace. My peace, at this 

point in my life, is so important.”   

Another teacher spoke about turning negative into positive using mental tenacity: “I just 

did whatever I could to ignore the behaviors and use that negativity to channel my positive 

energy and my goals. And I've taken that, strangely enough, in my adulthood with the principal 

that had bullied me. I almost wanted to quit teaching in my first three years, and I have devoted 

the last 10 years of my career to proving her wrong.” She continued: “In my mind, I 

automatically want to come out on top. I don't want to stoop to their level.”  
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3.2.3 Ways of Coping results  

After analyzing the qualitative data related to the ways in which teachers coped with their 

childhood bullying experiences, the data was further coded using a combination of the Revised 

Ways of Coping framework’s constructs and subscales (Halstead et al., 1993). This coding was 

based on the statements made by the teachers that directly or very closely fit with the subscale 

items. In some cases, teachers reported ways of coping that did not fit neatly into the framework. 

For example, one teacher spoke of bringing art supplies to school as a way of engendering 

friendship in order to have an impact on the bullying she was experiencing. Though this may 

have been coded within the Problem Focused construct (I came up with a couple of different 

solutions to the problem), the teacher was very specific that her actions were intended to seek the 

support of other students and gain friends, and there is no subscale item of the Seeking Social 

Support construct that is a direct fit with the teacher’s experience. Another teacher spoke of 

seeking to build community for herself and her family as a way of coping with her childhood 

victimization as an adult. Similar to the previous example, there was no sufficient fit to the 

subscales of the framework.  Table 3 shows the subscale-related results.  

Teachers (n = 6) used a problem focused coping approach as adults, and teachers (n = 4) 

used this approach to cope with bullying as children. Teachers (n = 4) reported that they tried to 

forget the whole thing (subscale item of the avoidance construct) when dealing with their 

childhood or adulthood bullying. Teachers (n = 3) reported that they accepted sympathy and 

understanding from someone (subscale item of the seeking social support construct) when 

dealing with their childhood or adult bullying. Teachers (n = 3) reported that they had fantasies 

or wishes about how things might turn out (subscale item of the wishful thinking construct) when 

dealing with their childhood or adulthood bullying. Teachers (n = 2) reported that they changed 



105 

something so things would turn out all right (subscale item of the problem focused construct) 

when dealing with their childhood bullying.  

Table 2  

Ways of Coping Scale Analysis 

Teacher 

ID 

Childhood Adulthood 

8 A – Tried to forget the whole thing. 

W – I daydreamed or imagined a better time or 

place than the one I was in.  

P – I stood my ground and fought for what I 

wanted.  

11 A – Went along with fate; sometimes I just had 

bad luck.  

P – I changed something so things would turn 

out all right.  

S – I prayed.  

P – I came up with a couple of different solutions 

to the problem.  

S – I let my feelings out somehow.  

 

12 A – Tried to forget the whole thing. 

S – I accepted sympathy and understanding from 

someone.  

W – Had fantasies or wishes about how things 

might turn out.  

P – I tried not to act too hastily or follow my first 

hunch.  

W – Had fantasies or wishes about how things 

might turn out. 

14 A – Tried to forget the whole thing. 

P – I changed something so things would turn 

out all right.  
S – I accepted sympathy and understanding from 

someone.  

W – Had fantasies or wishes about how things 

might turn out. 

A – Tried to forget the whole thing. 

 

16 A – Accepted it since nothing could be done. W – I wished that I could change what was 

happening or how I felt.  

17 P – I stood my ground and fought for what I 

wanted.  

S – I accepted sympathy and understanding from 

someone.  

P – I tried to analyze the problem in order to 

understand it better.  

 

20 A – Accepted it since nothing could be done. 

W – Wished that the situation would go away 

or somehow be over with.  

P – I tried to see things from the other person’s 

point of view.  

W – Wished that the situation would go away 

or somehow be over with.  

21 A – Went along with fate; sometimes I just had 

bad luck.  

P – I tried to keep my feelings from interfering 

with other things too much.   

S – I talked to someone about how I was feeling.  

S – I prayed. 

P – I stood my ground and fought for what I 

wanted.  

Note: This table shows the childhood and adulthood coping ways of teachers by Teacher ID based on 

the constructs of the Revised Ways of Coping Scale (Halstead, et al., 1993): A (Avoidance); P 

(Problem Focused); S (Seeks Social Support); W (Wishful Thinking). The shaded areas of the table 

highlight teachers (n = 3) who used the same coping ways as children as they used as adults.    
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The approach of avoidance emerged as the most frequently occurring theme for ways 

teachers coped with childhood bullying, while a problem-focused approach emerged as the most 

frequently occurring theme for how they coped with their childhood bullying in adulthood. The 

table below shows the teachers’ summarized reported coping strategies.  

Table 3  

 

Ways of Coping Summarized Results 

 

 

 

Avoidance 

Childhood Coping 

Instances Coded 

Adulthood Coping 

Instances Coded 

7  1  

Problem Focused 4  6  

Seeking Social 

Support 

4  3  

Wishful Thinking 4  3  

Note: The Childhood and Adulthood Instances Coded columns reflect that, in some cases, 

teachers reported using more than one way of coping. 

3.3 In what ways do teachers respond to student victims of bullying? (RQ 2) 

Two primary codes emerged (level 2) for how teachers respond to bullying in the 

classroom: direct responses and indirect responses.  
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Figure 3.18 

 

Teacher Responses to Bullied Victims   

 

3.3.1 Direct responses  

Of the direct responses to bullying that teachers (n = 4) reported, the code involving adult 

resources (level 3) emerged as most significant. For example, one teacher stated that when she 

observed bullying perpetrated by another teacher, she informed administrators:  

I sent a long email. And I told them. And I was like, this is not right. And I had a meeting 

with them, and I'm not afraid at this point. I'm older so I'm not afraid of anybody. My 

voice was taken away from me. And I don't want to feel my kids, any kids that I come 

across, to feel like their voice has been taken away from them. 

  

She continued: 

 

So, I had a meeting with the principals and her (the teacher) and I talked to them. And I 

let them know in front of her face, “we are here to encourage kids and our goal is doing 
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social, spiritual journey and in it, the assignment tells them to compare their lives to 

Siddhartha and they have to choose one of the journeys that they went on.  

 

Another teacher described an interactive exercise that she facilitates with her students that 

allows them to express their feelings and resolve conflict in a positive way: 

On Fridays we would have a reflection tool called rolls. R-O-L-L-S. And what we would 

do is each of us, and there was, let's say 20 kids. We'd sit in a circle and we would start our 

morning in a community circle and bonding, and then we would, on Friday's we would end 

our day with this reflection tool. And this was ways that you could talk about things that 

were positive and things that may have hurt you.  

 

Similarly, another teacher described an exercise she facilities with students to help them 

learn to resolve conflicts constructively: 

I do what are called ‘philosophical cheers.’ And I introduced the first one, but I teach 

children how to argue without arguing. So, to get your point across, but I said, "In order for 

you to get people to be persuaded, or to think like you think, or even to understand your 

point of view, you need to be able to talk to them.  

 

One teacher described how he challenges the common language that students use with each 

other, even if that language is generally accepted and seemingly innocuous to them. He said: 

With middle schoolers sometimes, you can go there a little bit, and I was just like, "Well, 

what do you mean they're gay?" "That's gay?" I'm like, "Well, what does that have to do 

with two men being in love? Nothing." You know? And so, they're like, "Okay, I go ..." 

So, you can't really use that word to mean that. You can't use the word gay to mean stupid, 

or maybe if it's something that they're making fun of like a gesture or something and like ... 

And I'm very lucky. I work in a very progressive school system. 

 

Another reported that she reminds students to think about and focus on their strengths: 

That’s why I push, "What else are we good at?" Let's find what we're good at. That's why, 

in a class, when they're getting so many negative messages, even from their peers, because 

everybody wants to be on the hierarchy. So, if I have a student who reads on fifth grade 

level, and they want to bully the kid that reads on third, I'm like, "Wait a minute, we're in 

eighth grade." You know, everybody's trying to put the other student down. And so, I'm 

trying to understand that the reason you're doing that is because someone is making you 

feel bad for your deficits. And so, we are underdogs. We have to believe that on some 

level. When the bullying happens in the classroom, it is cut short. You have to be real 

slick. And my class is small. So, I kind of see everything. 
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Teachers (n = 3) reported ways in which they attempt to empower their students. One 

teacher recalled: “I would just tell kids to stay strong. Stay true to yourself, live your authentic 

life and just remember, it's cliché’, but it gets better.” 

And another talked about how he uses humor and encourages students to take a lighter 

approach to bullying as a way of minimizing its emotional impact: 

I think that coming from a perspective of how small it is in hindsight, I think I try and 

teach kids just to be able to laugh it off, keep it in perspective, make them realize down the 

road it doesn't mean anything. I don't know, I deal with a lot of stuff with humor with my 

students, just crack jokes and help them learn to laugh it off. 

 

Teachers (n = 6) reported that they had emotional responses (level 2) to bullying in their 

classroom environments, which included: identifying with the student victim (based on their own 

history of experiencing childhood bullying) feeling powerless, empathy, feeling sad or upset, 

anger, and taking the bullying personally (based on their own history of childhood bullying). 

Teachers (n = 6) reported empathy as their predominant emotional response. For example, one 

teacher reported relating to the feelings of the bullies. She stated: “I don't want to dismiss their 

feelings.” 

Another teacher also reported understanding and sympathizing with the bullies. She 

indicated that she felt the victims of bullying remain powerless until their underlying issues are 

addressed. She said: 

When people bully... they're hurting. So, to me it's like you have to get at the hurt of the 

bully. It's like until you can actually address what is causing the bully to be a bully, I don't 

think there's anything that you can do as the victim of that. It's not going to change the 

bully until they're able to deal with whatever it is that they're dealing with that causes them 

to bully. 

 

One teacher explained the actions of students who bullied her when she was a child by 

discussing the bullying she experienced as an adult teacher by her students. She retrospectively 

looked back at her childhood and contemplated: 
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That was my epiphany about my current situation with bullying, and I guess now that I'm 

an adult and knowing that the people bullying me, it comes from a place maybe that they 

don't know better or it comes from a place of anger, and I can understand that anger, you 

know? But at the same time, it doesn't feel good when you're on the other end of it, and it's 

very targeted and it's very consistent and it's very...Being like who I am and my stature and 

even my race, it's hard to be like, "I'm being bullied by these students," you know? 

 

Some teachers (n = 4) expressed that they felt sad or upset as a response to bullying in the 

classroom. For example, one teacher expressed: 

Sometimes, for me, it's emotional. But then sometimes it's like, I have to set aside certain 

feelings because I'm still an educator. So even though I'm like, "You're being mean and 

that's not nice," I have to think when I meet the parents of the student that's bullying the 

other student, and then sometimes things come full circle. I understand why you're a bully. 

But then it's like, "Would you like it if somebody did you like that?" And their first answer 

is always, "No." But then I found out with the fifth graders, they always say, "I don't care." 

But deep down inside, you (they) really do care. 

 

And another became upset recounting the way she felt when she observed students being 

bullied in her classroom. She shared: “So that is what I'm super-sensitive about... That it's a safe 

zone. But then I know when it isn't a safe zone, it's... oh my gosh, this is so upsetting…” 

Likewise, another teacher described the frustration she felt when she saw bullying or 

understood that it was happening to her students. She said: 

As a teacher now, and having to deal with bullying, it feels really frustrating to me that we 

deal with bullying a lot, and I've filled out a lot of different bullying forms with different 

people bullying each other, and some have specifications of what bullying is and how you 

deem it as bullying, and there are some things that happen that I think are bullying, but 

aren't encompassed by the definition of it. 

 

3.4 How do teachers perceive the connection between their childhood or adolescent 

bullying victimization experiences and their responses to student victims of bullying? 

(RQ 3) 

Teachers (N = 8) reported that they were more sensitive to bullying as a result of their own 

childhood bullying experiences. One teacher, acknowledging the ways in which bullying can fly 

under the radar at times, stated that she “knows when low-key bullying is going on.” This teacher 
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also discussed specifically how her own experiences of being “different” and oftentimes 

misunderstood helped her to notice and then respond to bullying by helping her students to 

develop empathy and compassion with one another, particularly students who are also perceived 

as “different.” She said:  

Like, the kids will take something that's true. I had a boy and he had halitosis, it was really 

bad. I know he did, but like I would nip it at the time. Then I'll also nip it when he's not 

there. I would just try to get my kids not to make them upset but go, "It could be a financial 

thing. You guys may have a blessing that you have the dental care. He may not. So, give 

him some gum." Then, they would think differently. Because I watch my students like, 

"Yo, man, here's some gum."  

 

This teacher reported that the bullying that she experienced led her to want to become a 

teacher, and she described feeling a deep connection to her students. She also reported feeling 

that being bullied herself made the word “retarded” a “super triggering” word for her.  

Consequently, she reported being very attuned to the word and quick to respond to it with her 

students when she hears it being used.  

Another teacher explained how her own bullying experiences, in concert with having 

family members who perished in the holocaust, made her both more aware of bullying but also 

more responsible to act:  

When I think back on my bullying experiences, I'm still a little bitter that it even happened. 

But like I said in the last interview, they don't necessarily go away. It's not that you don't 

ever forget that it ever happened. But like I said, I'm just one that kind of uses it as a 

motivator to teach my students right from wrong. From that experience and being bullied 

because also being Jewish and all of that, it's just kind of made me a bit more aware of 

thinking, what can I do to make sure this doesn't happen in the future ultimately? 

 

Another teacher revealed that she is “harder” on 5th graders specifically, and older children 

who, she feels, “know what they are doing” when they bully others. This teacher also reported 

that she feels less compassion for these students and uses more of a firm, disciplinary approach.  
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She explained:  

I'm calmer now with the kids. Except for when I'm with fifth grade. I am a little bit more 

aggressive because they are older and I do feel like they know what they're doing. But 

when I see it with my kindergartners who are learning stuff from older siblings or even 

parents, I find myself trying to pull them away and talk to them. And you know, "This is 

your friend. You just met them. What could they have possibly done to you?" 

 

She continued to describe how she understands the long-term effects of bullying because 

of the residual impact of her own bullying experiences. She said: 

And that's my biggest thing because once a person feel like their voice is taken away, then 

they tend to shut down. And that's when all those demons attack their mind. And they start 

doing stuff like I was doing, because you feel like you don't have anybody. And that's so 

hurtful. 

 

Some teachers stated that they believed being bullied as a child made them “more 

empathic” and more responsible for educating students about the impact of their words. One 

teacher stated: 

I think it made me more sensitive to kids who struggle in school and that's whether it's 

bullying or learning challenges or what have you. I make sure that kids realize what impact 

their words have because I went through it and it's hard. You know, as children we don't 

have the tools that we've gained as adults to deal with stuff like that. 

 

Another teacher said: “I feel like (based on) my empathy... and my understanding, I can 

see or read it (bullying)…” 

One teacher stated that she believed being bullied as a child made him more empathic and 

more responsible to educating students about the impact of their words:  

Once you experience it, it becomes a conscious thing that you have to make sure that you 

are kind to other people, because you don't want anybody treated or feeling the way you 

felt when it happened to you. 
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Teachers (n = 2) acknowledged the ways in which their own bullying memories are 

triggered when observing it being perpetrated against others and reported an understanding of the 

need to temper their reactions to ensure they are constructive for the bullies and, especially, for 

the victims. One teacher explained:  

There are some times that I think I may have overreacted to some situations that I may 

have seen because my own personal experiences. So, it's like a dynamic between like my 

initial reaction and how I want to teach the kids to actually be able to respond to it. 

 

Another teacher discussed her own challenges with maintaining her professionalism when 

it came to responding to bullying. She admitted: “I just try to be mindful that I don't become that 

bully to the kid, because I feel like I can just lose it. I can just... It won't be about the kid 

anymore. It's about me, and my trauma, and what I'm going through, and I can just take all of 

that out on the kids.” 

One teacher described her bullying experiences as “minimal,” even though she recounted 

an experience where an order, larger child picked her up by her ears. She was also provided with 

tools very early by her mother (meditation), which she reported helped her in dealing with the 

bullying she experienced. This teacher discussed how she believed the experience of bullying 

impacts peoples’ lives. But she also suggested that two children with similar childhood bullying 

experiences can be impacted differently by those experiences. She said: 

So, I think a lot of it is like where you come from, and definitely your bullying experiences 

do shape the way you deal with it. Mine were more minimal, so maybe that's why I'm able 

to be more compassionate about bullying. We are the way we are because of our 

experiences. I mean, you could even equate it to pain tolerance, you know? It's kind of 

like, on a scale of one to 10, I feel a five and you feel a nine… 
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4 DISCUSSION 

In keeping with the ideal of one day eradicating childhood bullying or, at least, educating 

teachers in the recognition and successful management of bullying in the school setting, this 

current study contributes to the literature on the ways in which teachers’ past childhood bullying 

experiences inform their responses to bullying.  It is the understanding of how teachers’ 

childhood bullying experiences impact their behaviors, emotions, and motivations to engage with 

bullies and bullied students that will continue to inform bullying interventions aimed at 

addressing the gaps in teachers’ knowledge and skills related to handling bullying situations. 

This study adds to the literature that explores these gaps. 

It is also important that researchers, school administrators and policy makers understand 

the need to provide teachers with adequate resources, which include training programs that assist 

them in understanding their possible limitations and strengths that evolve from their own past 

victimization experiences—experiences that could get in the way of handling all types of 

bullying and understanding the long-term impacts and effects.  

The research methodology for this study contributed to the study outcome in a number of 

important ways. Though the three-interview Seidman model proved to be more time consuming 

that a tradition single-informant interview model, this methodological choice, combined with 

taking a transcendental phenomenological approach, allowed me to build rapport with the 

teachers in the study and provide a comfortable and trusting space for the teachers to share their 

most painful bullying memories—memories that some teachers had not shared with anyone else 

previously. In fact, some teachers indicated they had not thought about these painful events for 

many years. According to Murray (2003), interviewing people about topics that are sensitive 

makes it all the more important to establish trust between the researcher and participant. In the 
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journal entry below, I reflected on my impressions of using the Seidman model (2013) for 

interviews with the teachers:  

Some of the interviews went a little deeper than others, though my questions were 

essentially the same. This might be explained by rapport. Some teachers seemed to feel an 

affinity with me, the interviewer. I wonder if the questions are organically evolving? I 

wonder if race or gender plays a part? Also, it could be that teachers were so relieved to 

have someone to listen to their traumatic experiences. ~ March 22, 2019 

 

According to the research of Murray (2003; which also used a three-interview model), the 

third interview was significant, and analysis revealed that the perspectives of the participants had 

shifted by the third interview. I made a similar observation about the third interview of my study 

and noted it in my journal:  

The third interview is where I got the most value from Seidman’s interview model. I was 

anticipating the meaning making and expected to gather rich data at this stage, but I was 

most surprised by the trust building that occurred.  I was unprepared for the level of 

commitment and partnership from the teachers who agreed to participate in Interviews 2 

and 3. ~ August 17, 2019 

 

Taking an approach that combined transcendental phenomenology and socio-

constructivism allowed me to investigate the ways in which teachers had come to know about 

bullying and understand how their present experiences were informed by their childhood 

bullying experiences, and how those bullying experiences inform who they perceive themselves 

to be. Eliminating my own assumptions by using a transcendental approach instead of a 

hermeneutical one encouraged me to continue to allow the stories of the teachers to guide the 

interview questions, as well as the analysis of the data. In other words, the teachers generated all 

of the data while I, as the researcher, listened, queried, probed and, in the end, categorized and 

coded.  

In the process of making meaning of the experiences of the teachers, new knowledge was 

created in the form of forgotten stories and moments of the past connecting to the present for the 
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teachers. One example was a teacher who realized her current artwork was linked to her 

experiences of coping with her childhood bullying experiences. Birch and Miller (2000) 

described this as a process by which “an individual reflects on and comes to understand previous 

experiences in different ways…” (p. 190). 

One challenge to note was in starting with a larger sample and then narrowing down to the 

sample of eight teachers, an abundance of coding and analyses were required. Also, using the 

Stevick-Colaizzi-Keen Method of Analysis of Phenomenological Data (Creswell, 1998; 

Moustakas, 1994), a model with numerous stages and steps, was organizationally challenging. 

Maintaining the reflexive journal helped to address this challenge, as I documented the details of 

each step, which allowed me to revisit and apply the steps to each teacher’s interview transcript.  

One important contribution to the literature was the use of validated coping and response 

frameworks to assist in addressing the research questions of the study. The Revised Ways of 

Coping scale (Halstead, et al., 1993), in combination with the Teacher Response framework 

(Yoon et al., 2016), were used to understand the relationship between teachers’ childhood coping 

to their childhood victimization and their adulthood responses to bullying.  

Based on the interviews, major themes that emerged corresponded to the study research 

questions. For the first, Teachers’ descriptions of their childhood bullying experiences, teachers 

described their bullying experiences in ways that supported previous research findings. 

According to Darley & Latane’ (1968), there are four stages of bystander behavior: notice the 

event, interpret the event as a problem, feel some responsibility for dealing with the problem, and 

determine how to intervene in the problem. Based on the research of Yoon et al. (2016), teachers 

often reported not noticing bullying occurrences.  In contrast, teachers in this study reported that 

they noticed bullying events but acknowledged that bullying is harder to recognize due to the 
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increasing volume of bullying that occurs through the use of social media—bullying that occurs 

outside of a teacher’s gaze. Teachers in the study acknowledged that there will always be 

bullying they do not see for this reason. In terms of being aware of traditional bullying, 

contradictory findings emerged. One teacher in the study said she noticed bullying but also 

indicated that her teachers did not notice her childhood bullying because “It is easy not to pay 

attention” as a teacher.  Another reported that she tries to be acutely aware of “low-key 

bullying,” suggesting that those who bully are often adept at hiding bullying behaviors. Another 

stated that she is very sensitive to the bullying of students but, in a separate interview when 

speculating about her childhood teacher’s memory of her bullying, said: “Most teachers do not 

remember things like that.” In essence, some teachers saw themselves as always aware of 

bullying but doubted their childhood teachers’ ability or desire to pay attention to and remember 

bullying incidents.  

The research on the impact of trauma suggests that retrospective self-reports of childhood 

experiences can be impacted by recall bias and memories and interpretations of past events, 

which are subjective (Frissa et al., 2016). Based on the teachers’ responses, it is perhaps realistic 

to assume that teachers have the desire more than the time and resources to always notice all of 

bullying that happens in school; and/or perhaps some level of attribution or recall bias was at 

play as teachers reconstructed traumatic events from childhood.   

According to the research of Darley and Latane’ (1968), the more witnesses there were to 

an emergency or event, the less likely people were to intervene. Contrarily, the teachers in this 

study saw bullying as serious, and most felt some personal responsibility for dealing with the 

problem. None of the teachers indicated a reluctance to intervene based on the presence of 

witnesses. Based on the findings of this current study, there was little to suggest that the 
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Bystander Effect was operating to impede teachers from intervening in bullying events in school, 

contrary to the research of Padgett and Notar (2013). Determining how to intervene was where 

the findings both diverged from and supported the literature. Rather than hesitancy to act based 

on a perceived lack of their own skillsets, only one teacher reported an instance where her lack of 

confidence in her skills led her to route students elsewhere (to a school counselor).  

According to Lee et al. (2015) and Johnson et al. (2019), an important factor of the 

programs that reduced bullying in schools was the institution of a school policy. Most teachers in 

this study reported either feeling constrained by administrative policies or feeling the need to 

develop their own strategies to address or prevent bullying. The findings were consistent with the 

research of Hall and Chapman (2018), which found that the implementation of policies by 

teachers and administrators was challenging due to a number of factors, including resources, 

training, school climate, and competing priorities and needs. Teachers expressed frustration that 

school policies narrowly interpreted bullying such that any victim response nullified an event 

from being defined as “bullying.”  

According to the research of Craig et al. (2011) and Mishna et al. (2005), teachers with 

previous experience with bullying were more sensitive to bullying, watched for signs of 

surreptitious bullying, and supported students in reporting instances of bullying in the classroom. 

Likewise, the findings of this current study suggested teachers were acutely aware of bullying 

but, in addition, had a heightened sense of awareness when faced with the particular type of 

bullying that they experienced firsthand during childhood—whether personally or by 

observation. And further, teachers reported identifying with the bullied students, sometimes to 

the point of experiencing an anger or frustration similar to emotions they experienced during 

their own victimization. The study confirmed the assumption that teachers bullied during 
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childhood had no problem recognizing bullying and identifying with victimized and bullied 

children (Latane’ & Darley, 1970).  Likewise, for the bullying that teachers observed that was 

not the type they experienced, there was a tendency to see that bullying type as less serious. For 

example, one teacher who identified as gay reported being extremely attuned and empathic about 

gay teen bullying and teen and pre-teen suicide but encouraged students to “shake it off” while 

singing the Taylor Swift song when he observed relational bullying being perpetrated on some of 

his female students.  

Consistent with previous research (Olweus, 1994) were the types of bullying teachers 

reported experiencing as children, as well as observing as teachers. A few notable exceptions 

were sexual bullying, made easier through social media, and extortion, which two teachers 

mentioned as the type of bullying they experienced as children. While extortion can be related to 

relational bullying, the teachers described it more specifically as “abuse of power” and “theft of 

property.”  

The context for bullying seen as most “scary” by teachers was the school bus. One teacher 

indicated that it was the bus driver’s responsibility to “keep kids safe” while driving the bus. 

However, the teacher did not identify any part of the bus driver’s responsibility to keep riders 

safe by making sure the school bus was free from bullying.  

For the second research question: How did teachers cope with their childhood bullying 

experiences, teachers described how they managed the stress of their bullying experiences and 

related emotions that arose as a result of the stressful situations to which they were exposed 

(Lazarus & Folkman, 1985). Responses were coded using the four validated constructs of the 

Revised Ways of Coping Scale framework (Halstead et al. (1993)—problem focused, seeks social 

support, wishful thinking, and avoidance. In addition to examining how teachers-as-children 
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coped, this study’s findings suggested that teachers-as-adults were still coping and those coping 

ways were categorized using the same framework (1993).  

For childhood problem-focused coping, teachers reported defending themselves, telling a 

teacher or adult about the bullying, and simply trying to deal with the bullying. Whereas in 

adulthood, teachers reported seeking counseling and engaging in self-awareness-type activities to 

cope with the bullying from their childhoods. This suggests that children and their adult selves 

may share some similar ways of coping with stressful situations. Additionally, teachers reported 

seeking more social support to deal with their bullying during childhood than during adulthood.  

Lazarus and Folkman’s (1984) transactional model of coping theorized that coping is 

either emotion- or problem-focused (Parris et al., 2017). One example of a problem-focused 

coping response is avoidance. Teachers reported not telling a teacher or adult about the 

childhood bullying they experienced during childhood. A few teachers mentioned 

embarrassment as a reason they did not report the bullying. One teacher, who identified as gay, 

reported that he could not tell his parents about the bullying he was experiencing due to 

embarrassment and not wanting them to know that his sexual orientation was the reason he was 

being bullied, leaving him in a no-win situation—either come out to his parents or endure the 

bullying. This teacher also described a bullying incident that led to him be physically attacked, 

after which his mother wanted to press charges while his father was hesitant to do so. This 

embarrassment (experienced by the child and also, presumably, by his father) may exemplify a 

major challenge with addressing the bullying of gay or gay appearing students. According to the 

findings of Watson, et al. (2010), parents were reported to be one barrier to gay youth accessing 

necessary resources and support. 
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Parris et al. (2017) cited research that suggested that seeking social support is not a way of 

coping that youth find effective (Tenenbaum et al., 2012), and the researchers (2017) posited that 

“…peer victimization represents a unique stressor that may not result in the same appraisal and 

subsequent coping process posited by previous models;” pp. 11-12; Lazarus & Folkman’s (1984) 

transactional model, for example). However, Batanova et al. (2014) found students who reported 

seeking social support as a way that they coped with bullying displayed an increase in 

willingness to intervene or defend to help a victim. Likewise, in this current study, teachers did 

report seeking social support as a way that they coped with bullying during childhood, which 

also may have been connected to their willingness to help bullied students as adults.  

The responses that teachers reported having to bullying in the classroom were coded using 

two frameworks in an effort to understand possible contextual elements of teachers’ responses to 

bullied victims. According to Yoon et al. (2016), there were several ways in which teachers 

responded to bullying that fit into five categories: ignore, discipline, involve peers/class, develop 

prosocial skills, and involve adult resources. This project explored teachers’ responses to victims 

of bullying by asking specific open-ended questions. For example: Describe a few experiences of 

being a teacher and witnessing bullying in the classroom: How did you respond? What did you 

do to intervene? Talk about some specific responses you had or actions you took when 

encountering bullying. 

The other framework used for coding was based on the research conducted by Marshall et 

al. (2009), which proposed a framework into which teachers’ responses to bullying and bullied 

students were categorized as intent that was either constructive or punitive based on direct versus 

indirect teacher responses. For this current study, teachers’ responses were coded as direct or 

indirect, and generally fit within the framework (2009). A key finding from this study that was 
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inconsistent with the response schema proposed by Marshall et al. (2009) was emotional 

response, which was coded as an indirect response. This included teachers’ reports of: 

identifying with the bullied victim; feeling powerless to assist, empathy for the bullied student, 

sad or upset, or angry; and taking the bullying personally based on being reminded of their own 

past childhood victimization.   

Key response findings from this project also were inconsistent with those of Burn (2016), 

who reported that bystanders are often not prepared to intervene, may not notice a bullying 

situation or misdiagnose it, believe intervention is not necessary, or are not aroused empathically 

to help the victim of a bullying occurrence. Teachers in this study reported noticing bullying and 

experiencing frustration, anger or sadness. But perhaps more in keeping with Burn’s research 

(2016), one teacher shared that over time, she had observed that some teachers ultimately 

disconnect from those emotions. She explained: “Teachers are kind of sick and tired of dealing 

with it (bullying). So, you see some that are just kind of done. They get desensitized, and they're 

just done.” 

Yoon et al. (2016) found that teachers who reported that they were bystanders in their 

childhood were also more likely to indicate they would act to intervene by involving an adult in a 

bullying occurrence but would be less likely to act to assist the victim of the bullying directly. 

Teachers in this study, conversely, reported a desire to address bullying directly and, in some 

cases, reported frustration at being prevented from doing so due to school policy. Though 

teachers in this study were not asked directly about school policies, they reported individual and 

organizational barriers to implementing bullying policies. One teacher shared: 

You have to be careful with the word “bullying” nowadays. And if I say anything, I feel 

like it is frowned upon because the second you say the word “bully,” it's a 10-day 

investigation. It's a whole ordeal. And you've also got to be careful about using that word 
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when addressing it with parents that are involved because no parent wants their child to be 

the bully, or the bystander. They usually don't believe it. They don't see it.  

 

Another teacher shared her frustration with her school’s bullying policy. She stated: 

Bullying, nowadays, is one of those things where, as teachers, we have to be very careful. 

What I experience in my eyesight, is I see students sort of teasing other kids, like they may 

call them a faggot, or they'll call them gay, or they'll call them stupid, or they'll call them a 

retard. Where, I have to then intervene, but those type of situations aren't considered 

bullying in the school system. It has to be something that is repeatedly happening to 

someone and they're not asking for it. When I say ask for it, I mean they're not 

participating in it. I will say that majority of the time when I do report something, it comes 

back as it's not bullying. That is difficult to prove. Yeah, the whole school system is a 

whole bunch of policies, and a whole bunch of systems, and politics.  

 

She continued by explaining the resistance of the school in which she teaches to 

implementing a Gay-Straight Alliance Organization as a bullying prevention measure. She 

explained: 

I have been back at this school for three years now, and each year, I've had a group of 

students try to start a gay-straight alliance at the school. Our principal won't approve it. 

However, we have kids at our school who are a part of the LGBTQ community. We have 

students who have same sex parents, but our principal won't allow it, because she, in her 

words, doesn't “want to open up those can of worms.” 

 

According to Watson et al. (2010), schools are traditionally hostile to students of the 

LGBTQ community. But when GSAs (Gay-Straight Alliance organizations) exist within schools, 

LGBTQ students are less likely to hear homophobic remarks, skip school, and experience 

harassment (Kosciw et al., 2008).   

Peer and Webster (2016) described upstanders as people who take a “proactive role in 

engaging in change despite personal risks and biases” (p. 170). In contrast, the researchers 

defined bystanders as individuals who are typically “resistant to change and tend to disengage 

from the change process” (p. 170). Teachers in this study suggested that being a bystander as a 

child was one way they survived or deflected bullying—most described this as a form of self-

preservation.  
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Notwithstanding the self-protective nature of their bystanding during bullying, teachers 

still vividly remembered those events. One teacher recounted: 

I was thinking about how things were on the playground, I remember some other children 

being bullied on the playground because there was not enough teachers finding out... a lot 

of times it was, I think that I didn't speak up because the majority of children were afraid 

of the bullies, you know? So, if you say something, then you’re next. 

 

According to Casas et al. (2015) negative teacher participation and negative teacher 

management (apathy) facilitates bullying. The current study results did not confirm this, with the 

exception of one teacher who indicated that she dreaded the beginning of each school year and 

wondered why she continued to teach. Others reported feeling exasperated by the administration 

and school policies that prevented them from interacting to stop bulling directly. Moreover, 

teachers reported developing their own tools, including class exercises or assignments in an 

attempt to positively influence or prevent bullying indirectly.  

The studies of Yoon et al. (2016) found that the general childhood experiences of teachers 

factor into their responses to bullying occurrences. The research suggested that perhaps teachers’ 

painful peer victimization experiences during their childhoods impact their willingness to 

respond assistively toward student victims, and that perhaps guilt at having passively witnessed 

bullying during childhood impacts teachers’ willingness to assist bullied student victims. This 

current study confirms quite the opposite. Teachers reported a greater likelihood of intervening 

based on relating to victimized students. Although guilt was mentioned when teachers responded 

passively when witnessing bullying during childhood, no connection was found between 

bystanding as children and willingness to assist victims as adults. In fact, teachers   

acknowledged that this passive witnessing was their way of surviving and coping. And, in these 

cases, teachers reported being keenly determined to act as adults as a result of standing by as 

children.  
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The most frequently occurring theme for teachers responding to bullying was using 

strategies to indirectly address bullying. This included creating coursework, developing conflict 

resolution games, assigning readings and class discussions, and classroom management-related 

activities. The impact of these activities (which may be considered as modeling anti-bullying 

attitudes, according to the research of Banyard et al. (2016) and were found to be positively 

associated with upstanding behaviors in the classroom) was not explored for this study. 

However, these strategies or class activities, developed by teachers, quite possibly enhance 

student-teacher relations but moreover, may instill in students the belief that teachers care about 

them, the student-teacher relationships and class harmony—so much so that they spend time 

developing activities that fall outside of the regular class curriculum.  According to the CDC 

(2015), the most effective intervention programs address the lack of anti-bullying skill training 

available for teachers and school personnel, as well as the role of teachers as bystanders. But 

perhaps interventions that aim to strengthen the student-teacher relationship, with a focus on trust 

building, may be important to an effective bullying intervention program. This is perhaps 

exemplified by the fact that all teachers in the study remembered the names of the teachers who 

did not assist them during their childhood bullying, even years later. Though relatively few by 

comparison, they also vividly remembered the names of those who stepped in to help.  

In 2016, Yoon found that, based on past experiences and beliefs, teachers have and display 

various levels of self-efficacy. According to Bandura (2001), “Goals embodying self-engaging 

properties serve as powerful motivators of action” (p. 8). One teacher in the study discussed 

lacking the confidence to address bullying while teaching middle school but felt confident 

addressing bullying as an elementary school teacher. This may be because bullying in middle 

school is often complex relationally and more prevalent. There was no finding that suggested this 
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lack of confidence was related to her past victimization experiences or beliefs. But it is likely, 

similar to what the research of Bandura (2001) suggested, that the teacher’s reported lack of 

confidence in her ability to handle middle school bullying influenced her response to the 

bullying. Perhaps there is also a connection between her describing herself as a “people pleaser” 

and feeling less confident with older, savvier bullies. It is more likely that teachers’ degree of 

self-confidence in handling a bullying situation may have some connection to the degree of 

confidence they felt while coping with their own victimization as children.  

Yoon and Bauman (2014) suggested that more knowledge of bullying is important for 

teachers to have in order for them to be effective in acting to intervene in bullying situations.  It 

also is reasonable to suggest that schools bear some responsibility for making sure that policies 

support teachers feeling responsible for the safety of the students and for building relationships 

of trust where students believe teachers will step in to stop their victimization. Administrative 

support is critical for teachers to feel empowered and confident in this space of bullying 

prevention and intervention.  

 None of the teachers discussed using any formal school intervention strategies to address 

bullying directly. Each discussed using their own approaches and strategies in more of an 

indirect, preventive manner. After strategies, empathy emerged as a predominant response 

theme, which was consistent with the Yoon and Bauman (2004) study, where empathy towards 

victims of bullying was found to be an important variable in predicting the likelihood of teachers 

intervening in bullying occurrences. 

Also, data emerged to support the notion that perceived seriousness of bullying 

occurrences impacted the way that at least one teacher reported responding (the “shake it off” 
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example, p. 122). Otherwise, most of the teachers perceived bullying to be serious, particularly 

the type of bullying they reported experiencing during childhood.  

Where the Yoon (2004) study findings were not supported at all by this study was in the 

finding that suggested that teachers who understand the seriousness of bullying report a higher 

self-efficacy in addressing bullying occurrences. The self-efficacy that teachers reported had 

more to do with emotional self-efficacy based on empathy. For example, teachers expressed 

anger, frustration and outrage at seeing students bullied. These emotional responses led to 

teachers feeling responsible for taking some action in bullying situations. Likewise, teachers did 

not describe their responses as formal interventions as much as they described using upstanding 

and protecting-type behaviors.   

Teachers who reported feeling angry or relating to the victim were more likely to report 

they would act to intervene in a bullying occurrence. It was not confirmed by this study that 

teachers who have experienced the trauma of bullying during childhood understate the 

seriousness of bullying situations, as reported by Yoon (2004) or are more likely to engage in 

“pro-bulling bystander behavior (girls, specifically), as reported by Troop-Gordon (2019). 

Instead, teachers in this study who experienced or observed bullying during childhood reported 

being hypersensitive to bullying and understood, based on their own experiences, the long-term 

detrimental impacts.  This is more in line with the research of Ma et al. (2019; a meta-analytic 

review of 60 studies); though acknowledging that the studies that have found associations 

between anti-bullying bystanding behavior and past peer victimization are limited and mixed, the 

review found a positive association between children and adolescents who identified as having 

been victimized and the likelihood of engaging in anti-bullying bystanding behavior. The 

researchers posed some possible reasons for the association to include empathy and the notion 
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that victims may be more inclined to support other victims. Another possible factor could be that 

children and adolescents who engage in anti-bullying bystander behavior believe that bullying 

leads to negative outcomes, while defending bullying victims leads to positive outcome (Rigby 

& Johnson, 2006).  

In addition to discussing the connections between their childhood bullying and the ways 

in which they respond to bullying in the classroom, teachers also discussed using more indirect 

approaches such as motivation, encouragement, understanding and modeling compassion. Three 

teachers spoke of having to be mindful of the balance between being a protector of victims and 

overreacting or becoming a bully to the bullies based on their own childhood bullying 

experiences that are triggered when they see bullying happening to others. One overreacting 

teacher described how self-awareness and therapy made her more aware of the difference 

between her own personal experiences and the bullying she observed, indicating that she now 

understood when to get the administration or counselor involved. 

Balancing visceral responses to bullying and the positive behaviors they aspire to teach 

and model for the students emerged as a concern for teachers. One teacher reported being harsher 

with 5th graders, not making a connection between that and her own 5th-grade victimization, 

which she reporting during the first of her three interviews. In essence, teachers referenced a 

constant teetering on responding to the bullying emotionally and responding professionally. One 

teacher reported moving away from a “bullying is not allowed” model of classroom management 

because this model brought her own bullying back to the forefront of her mind, making it 

challenging to handle the bullying professionally.  

Another teacher discussed taking the approach with her students of explaining the “true 

thing” of a victimized student to the bully, in hopes of evoking some empathy from the bully. 
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She also discussed how it was her own bullying experiences that inspired her to attempt to 

understand the bullying behavior of others.  The teacher went on to explain how she had handled 

bullies in her class by telling them, “I'm trying to understand that the reason you're doing that is 

because someone is making you feel bad for your deficits.” And, while the teacher discussed 

responding to student bullies with understanding, she also reported responding to co-works who 

bullied her as an adult by “going off” on the people who bullied her. In essence, though the 

teacher did not report an understanding of bullies as one of her childhood coping mechanisms, 

she described empathy for students who bully while also responding to her adult bullying more 

aggressively.   

The study results suggested that teachers see a connection between being bullied as 

children and having more empathy toward bullied students as teachers. One teacher summed up 

this finding by saying: “I think it (my bullying) made me more sensitive to kids who struggle. I 

make sure that kids realize what impact their words have because I went through it and it's hard. 

You know, as children we don't have the tools that we've gained as adults to deal with stuff like 

that.” Additionally, results showed that teachers’ past victimization experiences rendered them 

emotionally motivated while also emotionally challenged to respond to bullying in the classroom 

objectively.  

These findings support a need for programs that encourage teachers to examine the long-

term impact of their victimization experiences and the development of strategies that help them 

channel those experiences in positive ways—ways that contribute to intervening in bullying 

successfully and teaching students appropriate behaviors by modeling compassion and empathy. 
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4.1 Conclusions 

There are a number of factors that contribute to the problem of bullying in schools. This 

study explored one factor—teachers’ childhood bullying victimization experiences and the ways 

in which they responded and reacted to bullying and bullied students. All forms of bullying, 

physical, non-physical and verbal, have detrimental short- and long-term effects for victims. 

These life-changing effects should be at the forefront when designing anti-bullying programs for 

teachers.  

Based on a review of past and current bullying literature and the goals of this study, 

findings suggest that teachers’ past bullying victimization experiences elicit strong emotions that 

may negatively impact their responses to the peer victimization of their students in the classroom 

and school setting. Some teachers in the study stated that they “bully the bully” or overact based 

on their own childhood victimization experiences.  

The study findings were consistent with those of Yoon et al. (2016), which found that 

there are contextual and situational factors that influence teachers’ responses to bullying 

situations, of which past (childhood) experiences of bullying is one such factor.  

According to Latane’ and Darley (1970), influencing upstander behavior is more about 

the elimination of cognitive barriers than about activating personal characteristics. This current 

study suggests that understanding and then moderating the emotions related to past victimization 

experiences, should be explored.  

Programming that integrates the roles of teacher and upstander, along with exploring the 

long-term impact of teachers’ childhood victimization experiences, would add depth to the 

education that teachers receive about how to respond to a bullying occurrence.  
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4.2 Limitations 

This investigation was designed to anticipate possible limitations. Worth noting is that 

although the study was primarily conducted using a focused number of study participants (eight), 

this sample size meets qualitative suggested methodology guidelines (Creswell, 2013; Crouch & 

McKenzie, 2006; Seidman 2013). Additionally, the first interview (of three) of the study 

produced a wide array of data from 21 teachers (which was coded but not analyzed in depth). It 

is important to note that the data gathered for this exploration during the second and third 

interviews from the eight participants was not intended to be generalized to other teachers with a 

history of childhood or adolescent bullying victimization. The intent of this investigation was to 

explore the experiences of a sample of teachers in an in-depth manner. The findings, 

consequently, were used to describe the experiences of the particular study participants.  

Additionally, the sample for the study included seven females and one male. Although 

the percentage of female public-school teachers was reported as disproportionately female in 

2017 (U.S. Department of Education, 2019) and the study sample is representative of this 

disproportion, compared with male teachers, female teachers are more likely to respond to the 

bullying of others, according to Duy (2013). Based on the research of Harper et al. (2012) and 

Parris et al. (2019), differences in individual characteristics (such as gender) may impact coping 

effectiveness. Future research could take an intersectional approach and consider varying 

genders and races to provide information on the impact of gender, race, and cultural context on 

the relationship between childhood coping with victimization and adulthood responses to 

bullying.  

For some teachers, details of past bullying memories were more difficult to recall than for 

other teachers. Retrospective study literature and research done on the impact of trauma suggests 
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that self-reports of childhood experiences can be impacted by recall bias and individuals’ 

subjective memories/interpretations of past events (Frissa et al., 2016). According to Pinion 

(2018), “As we grow, it is easy to forget what life was actually like as a younger, smaller 

person.” The research approach used for this current study moderated this limitation in a few 

ways. Transcriptions were sent to the teachers after each interview to allow them to review 

interview content for accuracy but also to encourage them to remember additional details and 

allow reflection on and discussion of those memories during subsequent interviews when they 

chose to do so. Based on the three-interview study design (Seidman, 2013) and the reflection 

period and review of the verbatim transcripts between interviews, teachers did remember more 

details about their experiences with each subsequent interview.  

The teachers in the study were asked to self-report the ways in which they handled 

bullying when they saw it in their classrooms. Building rapport with the teachers over a 

prolonged engagement of the three interviews (Seidman, 2013) helped to create an open and 

non-judgmental space for the teachers to share.  

Lastly, as the only person conducting the interviews and analyzing the data, I was 

conscious of the possibility of researcher bias based on my prior work with teachers in the area 

of bullying. To mitigate bias, I maintained and continuously referred to my reflexive journal 

throughout the interview, data collection and analysis processes. According to Ortlipp (2008), 

reflexive journaling is a way ensure transparency and acknowledge researcher values in order to 

continuously examine the assumptions, beliefs, and areas of objectivities and subjectivities.   

In summary, this study represented one researcher’s perspective during a particular time, 

in a particular place, and with particular participants. 



137 

4.3 Future Research and Practice 

There is limited research related to teachers who were victims of childhood bullying. 

Since the current study results suggest a connection between teachers’ experiences of childhood 

bullying and their bullying responses, specific interventions can be developed that encourage 

teachers to examine their past experiences, thus contributing to the literature that supports 

intervention research and design that is targeted and, consequently, more effective (Fraser et al., 

2009). Future efforts could include educating teachers about how their own experiences of being 

childhood victims of peer bullying can impact their views of the bullying of others and assisting 

them with balancing their personal and professional responses to bullying.  

This study was not designed to generalize teachers’ past or current victimization/bullying 

experiences. However, the study design and findings could be used to guide future research that 

investigates associations between the childhood victimization experiences of teachers and their 

current bullying behaviors using larger sample sizes.   

Additionally, this study focused on teachers who were purely victims of bullying as 

children or adolescents. Using the same research design, future research could investigate the 

research questions posed in this current study to investigate teachers who were bully/victims, 

bullies, or bystanders only. These future studies could be conducted with larger samples and use 

a mixed-method or quantitative approach.  

According to Oldenburg et al. (2015), there was a higher victimization/bullying rate in 

classrooms where teachers attributed bullying to external factors or factors that were outside of 

their influence and control. One factor that emerged in this current study was teachers reporting 

an understanding of bullies who had difficult family backgrounds – noting this during childhood 

and also during adulthood. Though this came up in the analysis of the data, this study did not 
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investigate how this factor could be associated with bullying rates in the classroom. Isolating this 

response to bullying may be a topic for future research.  

Future research may also examine the possible connection between teachers’ perceived 

self-confidence in handling a bullying situation and the confidence they felt while coping with 

their own victimization as children. Additionally, though it is not surprising that empathy 

emerged as a predominant teacher response to bullied victims, further investigation of the ways 

in which empathy impacts teachers or motivates their specific responses to bullying may be 

important.   

Data emerged from this study that suggested that gay, gay-appearing or transgender 

students may require different reporting avenues—the complexities of not being “out” to parents, 

fear and embarrassment may make it especially difficult for these students to report bullying to a 

teacher or adult. Further study could be important to teachers’ understanding the nuances related 

to bullying intervention for this population of students.  

Research can be conducted using the data and findings from this current study. The 

Latane’ and Darley (1968) model could be used as an interview protocol for further analysis of 

the data from this study.  Also, the data diagrams developed to display the findings of this study 

could be used to develop ethnographic survey items to “test” the findings with larger samples 

and using a quantitative methodology.  

Over the course of the study, it became evident that teachers were innovative and 

imaginative when it came to developing their own classroom anti-bullying tools. Future research 

could focus on collecting these “home-grown” interventions and developing and implementing 

an intervention that draws upon and shares this approach with teachers who would benefit from 

the creative strategies the teachers in this study have developed.  



139 

Another important practical area to which this research can be applied is in working with 

children and adolescents on building esteem and resilience designed to positively impact their 

ways of coping and coping skills when faced with bullying and bystanding situations.  

When screening the teachers for the study, ones who felt that their experiences were not 

bullying were excluded from the study. Future research on coping with childhood bullying could 

include participants who experienced bullying (by definition) but did not feel they were bullied 

and whether this “disconnect” was a way of coping with their victimization.  

Educators are often challenged with receiving the bullying training that they need due to 

resources and time constraints (Rigby & Johnson, 2016). An approach that considers the 

constraints on schools’ resources and teachers’ time may allow schools to, at the very least, 

provide spaces for teachers to share their past victimization experiences with peers, which may 

be a start for teachers who have buried childhood victimization experiences and may not realize 

how those experiences impact their classroom bullying responses. This type of training may be 

less resource-intensive than the whole-school approach and, consequently, would be an 

important contribution to holistic bullying prevention programs and approaches. Hopefully, the 

findings of this study will be of interest to school administrators as they seek to justify more 

dedicated resources for teachers, most of whom would benefit from ongoing anti-bullying skills 

and training combined with bullying-specific interpersonal communication skills training to 

enable them to respond successfully in the midst of critical bullying moments.  In keeping with 

this approach, working with teachers in a small-group setting could be a valuable offering. For 

this current study, talking with teachers one-on-one about a sensitive and embarrassing part of 

their lives was effective, while a larger-scale process may not engender the same level of trust.   
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One unexpected result of the study was that teachers reported being positively impacted 

by the research process. They discussed the connections they perceived between their childhood 

victimization experiences and their responses to bullying in the classroom. One teacher said: 

It would really have to be through this interview process to be honest, because otherwise 

I would've just gone on and not really thought things through as much. Because you're 

asking these thought-provoking questions that people don't discuss very often. And 

through your questioning, that's when I did realize. Like when you asked me the question 

about being a bystander, if I ever was, and that's the first time that I realized that I was 

doing that for survival, and that was the first realization that I had that people bully to 

survive. I really didn't have that realization before having these conversations with you 

actually. 

 

 And another stated: 

 

And I also started thinking about how it shaped my personality. And I never, until this 

research, thought about, I think my personality is shaped off of the bullying. The last 

interview was emotional for me. I didn't realize, literally, the way that I function in the 

world as a 43-year-old is because of the way I was bullied. 

 

A notable implication of using the Seidman (2013) interviewing model was that teachers 

responded to the research process as if it were an intervention. Teachers shared how the research 

process and reflecting on past bullying experiences were transformative. In some cases, teachers’ 

childhood victimization experiences had evolved by the end of the study to an understanding of 

how the childhood victimization was visible in their adult lives; understanding, retrospectively, 

the reason for the bully’s behavior; or generally finding “closure” due to sharing memories not 

previously shared and the cathartic nature of the communication.  A follow-up study may be 

warranted with the eight teachers to understand if the positive immediate effects they 

experienced from participating in the study have any long-term implications.   

This study’s findings suggested that providing space for people to have a voice, along 

with an active and engaged listener can have transformative or therapeutic effects (Holloway & 

Wheeler, 1995). According to Black (2002; as cited in Murray, 2003) one part of recovering 
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from trauma is talking about it. Highlighting the importance of having a voice, one teacher 

described how her childhood experiences were connected to her commitment to her students. She 

explained: “My voice was taken away from me. And I don't want my kids to feel like their voice 

has been taken away from them.”  

The teachers in the study, in contrast to feeling voiceless as victimized children, felt 

empowered by the research process. Following the interviews, one teacher wrote: “It was such an 

amazing experience! Thank you so much for allowing me to be a part of it” (M.O, personal 

communication, August 27, 2019).   

Another wrote: “I adored our time together. I felt heard and honored” (S.P, personal 

communication, August 28, 2019).   

Based on the positive responses from teachers after the conclusion of the study, it seems 

important for there to be a space where teachers are allowed to remember, talk about and heal 

from their childhood bullying victimization experiences. The findings of my study underscored 

the need to create this space for teachers and to include them at the ground level whenever 

programs aimed at reducing bullying are being developed.  Ideally, teachers play a most vital 

role in the school environment—that of the anti-bullying bystander.  
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APPENDICES  

Appendix A – Participant Communications 

Appendix A.1 – Teacher Recruitment Email 

Dear Public-School Teacher: 

 

My name is Kelley Alexander and I am a researcher working with Drs. Anthony Lemieux and 

Kristen Varjas at Georgia State University. We are conducting a research study to increase our 

understanding of bullying, victimization and the childhood coping experiences of teachers. As a 

teacher in the public-school system, you are in an ideal position to provide valuable first-hand 

information. I am emailing to ask if you would be willing to take part in phone or video-

conference, and (possibly) two face-to-face interviews for this research project. Participation is 

completely voluntary, and your answers will be anonymous and confidential. Each of the 

confidential interviews, should you choose to participate, will take between one hour and about 

90 minutes and will be scheduled at a date and time of your convenience. Each interview will be 

assigned a number code to help ensure that personal identifiers are not revealed during the 

analysis and write up of findings.  

 

If you agree to participate in Stage 1 of the research study, you will receive a $25 gift card for 

your participation. If you are subsequently selected to participate in Stages 2 and 3, you will 

receive a $75 gift card. More importantly, your participation will be invaluable to my research, 

and findings could lead to greater public awareness of bullying and add to the training and 

professional development that teachers receive.  

 

If you think you may be interested in participating in this research project, please contact me by 

email at kdalexander@student.gsu.edu or by phone at 404-234-7776. We can then schedule a 

time for a phone or video call at a time that is convenient for you.  

 

Thank you, in advance, for your time and assistance with this important research.  

 

Kelley Alexander, PhD Candidate 

Georgia State University 

  

mailto:kdalexander@student.gsu.edu
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Appendix A.2 – Teacher Follow-Up Email 

Dear [Name of Public-School Teacher]: 

 

Thank you for agreeing to participate in my study: How do Teachers’ Childhood and Adolescent 

Bullying Victimization Experiences Influence Their Responses to Bullying in the Classroom?  

 

The next steps are scheduling a date, time and location that is convenient for you, either by 

phone or video-conference. I will give you a call to set up the logistics for the interview.  

 

I also want to remind you that you will receive a $25 gift card for participating in the first stage 

of the study.  I am grateful, in advance, for the invaluable contribution that your participation 

will provide to bullying research and to my research specifically.  

 

Feel free to contact me by email at kdalexander@student.gsu.edu or by phone at 404-234-7776 if 

you have any questions prior to me reaching out to you to schedule the interview. Thanks again 

for agreeing to participate in the study.  

 

Kelley Alexander, PhD Candidate 

Georgia State University 

  

mailto:kdalexander@student.gsu.edu
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Appendix A.3 – Teacher Acceptance Email 

Dear [Name of Public-School Teacher]: 

 

Thank you, again, for taking the time to share your experiences with me, which helped me to 

determine that your continued participation would be important to the next phases of my study: 

How do Teachers’ Childhood and Adolescent Bullying Victimization Experiences Influence Their 

Responses to Bullying in the Classroom?   

 

The next steps are scheduling a date, time and location for face-to-face interviews. I will give 

you a call to set up the meetings. I want to remind you that you will receive a $75 gift card for 

participating in the next two interviews.  

 

If you have any questions prior to me reaching out to you, please contact me by email at 

kdalexander@student.gsu.edu or by phone at 404-234-7776.  

 

Again, thank you so much for speaking with me and for offering your assistance with this 

important research.  

 

Kelley Alexander, PhD Candidate 

Georgia State University 

 

  

mailto:kdalexander@student.gsu.edu
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Appendix A.4 – Non-Participant (Thank You) Email 

Dear [Name of Public-School Teacher] 

 

Thank you, again, for taking the time to share your experiences with me for my study: How Do 

Teachers’ Childhood and Adolescent Bullying Victimization Experiences Influence Their 

Responses to Bullying in the Classroom?  The feedback I received from you will be invaluable to 

my project and to future research related to teachers and bullying in the classroom.  

 

I received a great response, and, as we discussed, my study supports narrowing down from 20 

teachers in the first phase to 6 to 10 teachers for subsequent phases. Based on your childhood 

bullying victimization experiences and the selection criteria, you did not fit the narrow criteria 

for the subsequent interviews.  

 

If you have any questions about the screening process, please contact me by email at 

kdalexander@student.gsu.edu or by phone at 404-234-7776.  

 

Again, thank you so much for speaking with me and for offering your assistance with this 

important research.  

 

Kelley Alexander, PhD Candidate 

Georgia State University 

  

mailto:kdalexander@student.gsu.edu
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Appendix B – Informed Consent Form 

Georgia State University 

Informed Consent 

Title: How Do Teachers’ Childhood and Adolescent Bullying Victimization Experiences 

Influence Their Responses to Bullying?  

Principal Investigator: Dr. Anthony Lemieux  

Co-Investigator: Dr. Kristen Varjas  

Student Principal Investigator: Kelley Alexander  

Introduction and Key Information  

You are invited to take part in a research study. It is up to you to decide if you would like to take 

part in the study. The purpose of this study is to investigate how the childhood and adolescent 

bullying victimization experiences of teachers influence their adult responses to bullied students 

in the classroom. Your role in the study will last no more than 5 hours over a 45- to 60-day span 

of time.  

 

Purpose  

The purpose of the study is to investigate how the childhood and adolescent bullying 

victimization experiences of teachers influence their adult responses to bullied students in the 

classroom. You are invited to participate in this research study because you are a public-school 

teacher who teaches in grades K-12, with childhood or adolescent bullying victimization 

experience and experience observing bullying as a teacher in the classroom. At least 26 and as 

many as 40 teachers will be recruited to take part in this study based on the number of teachers 

who meet the specific selection criteria.  

 

Procedures  

The study includes a 3-part interview process. If you decide to take part, you will be asked to 

complete one 1-hour to 90-minute phone or web-based video interview, and you may be asked to 

complete two subsequent 90-minute, face-to-face interviews. You will also be asked to review 

transcripts of your interview(s), should you wish to do so; since there will be one researcher 

conducting all of the interviews, you will have the opportunity to review your written transcribed 

interviews to ensure accuracy of the data, limit the impact of any potential bias, and allow for 

your follow-up questions or concerns. As part of the selection criteria, you must agree for your 

interview to be audiotaped and/or videotaped (for web-based video interviews only) to ensure the 

integrity of the transcription process. Face-to-face Interviews will be conducted at a time and 

location that is convenient for you. Interviews will take place in January and February of 2019. If 

you participate in the first interview, the total time involved is between one hour and 90 minutes. 

If you participate in the two subsequent interviews in addition to the first, the total time 

commitment is five hours over the course of a 45- to 60-day period, which includes a 10-minute 

screening call and the 15- to 30-minute transcription reviews. You will interact only with the 

primary researcher, starting with receiving and responding to email correspondence requesting 
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your participation. This email interaction should take you no more than 15 minutes over the 

course of the study.  

 

Future Research 

 

Researchers will remove information that may identify you and may use your data for future 

research. If we do this, we will not ask for any additional consent from you.  

 

Risks  

There is the possibility that participation in this study may cause you to have an emotional 

reaction based on your memories of childhood bullying victimization experiences. You will not 

have any more risks than you would encounter seeing or hearing about victims of aggression 

shown on television. Based on the design of the study and the interview questions, risks have 

been minimized as much as possible for you and other participants in the study. However, to 

prevent any undue emotional stress, you will be encouraged to express any concerns you have 

during the interview process. You will also be instructed that you can stop the interview at any 

time. No injury is expected from this study, but if the interview questions in any way re-

traumatize or upset you by evoking emotions from childhood victimization experiences, you will 

be provided with a list of resources if you need additional emotional or psychological support. If 

you believe you have been harmed, contact the research team as soon as possible. Georgia State 

University and the research team have not set aside funds to compensate for any participant 

support or resources. 

 

Benefits  

This study is designed to benefit you personally by allowing you the opportunity to process and 

talk about past experiences. Another possible benefit is that by the end of the study, you may 

experience a renewed interest in seeking out anti-bullying resources. Overall, we hope to gain 

information that will provide the Student PI and others guidance on how to assist you in 

understanding how to respond when you observe signs of bullying in the classroom. The 

information you and other teacher participants provide will be used to help address the public 

health concern of bullying victimization in schools.  

 

Alternatives  

The alternative to taking part in this study is to not take part in the study.  

Compensation  

You will receive a $20 gift card for participating in Stage 1 of the study, a $25 gift card for 

participating in Stage 2, and a $30 gift card for participating in Stage 3 interviews. The 6 to 10 

participants who complete the second and third interviews will each receive a total of $55 for 

completing both Stages 2 and 3 interviews. Your gift cards will be distributed immediately after 

the conclusion of each interview.  
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You will not receive compensation for participating in the 10-minute screening call to determine 

whether or not you qualify for participation in the study.  

Voluntary Participation and Withdrawal  

You do not have to be in this study. If you decide to be in the study and change your mind, you 

have the right to drop out at any time. You may skip interview questions if any question is too 

upsetting to you, or you can stop participating at any time. Whatever you decide, as long as you 

complete any interview of the study, this will not cause you to lose any benefits or compensation 

in which you are otherwise entitled. 

Confidentiality  

We will keep your records private to the extent allowed by law. Only the following people, 

including those who make sure that the study is done correctly (GSU Institutional Review Board 

and the Office for Human Research Protection (OHRP) will have access to the information you 

provide:  

 

Dr. Anthony Lemieux, Principal Investigator  

Dr. Kristen Varjas, Co-Principal Investigator  

Kelley Alexander, Student Principal Investigator  

GSU Institutional Review Board  

Office of Human Resource Protection (OHRP)  

 

If you are selected and agree to participate in the interview, you will be reminded not to share 

any identifying information about yourself or others, and you will be randomly assigned unique 

identifying numbers (study number plus participant number), rather than your name on study 

records, which will be used to track you through data analysis and project completion. This 

number assignment protocol will provide anonymity for you in the participant database and 

throughout the study. All participant identifying information will be stored separately from the 

database in a locked cabinet, and all files, including audio and video files, will be stored using 

secure passwords on firewall-protected computers. Only the principal investigators will have 

access to this information. A key code sheet may be used to identify the research participants; the 

sheet will be stored separately from your data to protect privacy. If a key code sheet is used, it 

and all participant identifying information, will be destroyed after the study has been completed, 

data has been analyzed, and the student principal investigator’s dissertation has been completed. 

When we present or publish the results of this study, we will not use your name or other 

information that may identify you. The findings will be summarized and reported in group form. 

You will not be identified personally.  

 

Contact Information  

Contact Dr. Anthony Lemieux (at 404-413-5883 or alemieux@gsu.edu); Dr. Kris Varjas (at 404-

413-8190 or kvarjas@gsu.edu) and Kelley Alexander (at 404-234-7776 or 

kdalexander@student.gsu.edu):  

 

• If you have questions about the study or your part in it  
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• If you have questions, concerns, or complaints about the study  

• If you think you have been harmed by the study  

 

The IRB at Georgia State University reviews all research that involves human participants. You 

can contact the IRB if you would like to speak to someone who is not involved directly with the 

study. You can contact the IRB for questions, concerns, problems, information, input, or 

questions about your rights as a research participant. Contact the IRB at 404-413-3500 or 

irb@gsu.edu.  

Consent  

We will give you a copy of this consent form to keep.  

If you are willing to volunteer for this research, please sign below.  

 

____________________________________________  

Printed Name of Participant  

____________________________________________ _________________  

Signature of Participant Date  

_____________________________________________ _________________  

Principal Investigator or Researcher Obtaining Consent Date  

  

mailto:irb@gsu.edu
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Appendix C – Interview Protocol 

Time of Interview __________________________________________________ 

Date of Interview ___________________________________________________ 

Location __________________________________________________________ 

Interviewer ________________________________________________________ 

Interviewee ________________________________________________________ 

Script Prior to Interview #1: 

I’d like to thank you once again for being willing to participate in Phase 1 of my study. As I have 

mentioned to you before, my study seeks to understand teachers’ childhood bullying 

victimization experiences, as well as more recent experiences of bullying in the classroom. The 

purpose of this research is to understand the possible connections between the ways that you 

handled your own bullying victimization experiences and the ways that you perceive and handle 

the bullying of others. Our interview today will last approximately one hour, during which I will 

be asking you about yourself, your upbringing, family, school experiences and other things you 

may remember from your childhood. [I will go over confidentiality and other parts of the consent 

form at this point.] 

 

You’ve already completed a consent form indicating that I have your permission to video or 

audio record our conversation. Are you still ok with me recording our conversation today? 

___Yes ___No 

 

[If yes] 

Thank you! Please let me know if at any point you want me to turn off the recorder or keep 

something you said off the record. I will be happy to do so. 

 

[If no] 

Thank you for letting me know. I will only take hand-written notes of our conversation. 

 

Before we start, do you have any questions I can answer?  

 

[Discuss questions] 

If any questions come up for you at any point in this study, feel free to stop the interview and ask 

them at any time. I will be more than happy to answer all of your questions. 

 

Questions and Probes (First Interview of Three) 

 

After Interview #1, an email will be sent to all teachers to indicate that either they are invited to 

participate in Interviews #2 and #3 or they did not meet the specific criteria for participation in 

subsequent interviews (Appendices C and D). 
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First, I’d like to ask you a few demographic questions if that’s OK.  

 

1. How many years have you been teaching? 

a. 1 to 2 years (screen out) 

b. 3 to 5 years  

c. 6 to 15 years  

d. 16 years or over 

 

2. What is your race/ethnicity? 

a. White 

b. Hispanic or Latino 

c. Black or African American 

d. Native American or American Indian 

e. Asian / Pacific Islander 

f. Other/Specify 

 

3. What is your age? 

a. 18-24 years old  

b. 25-34 years old  

c. 35-44 years old  

d. 45-54 years old  

e. 55-64 years old  

f. 65 or older 

 

4. What grade do you teach? 

a. K-5 

b. 6-9 

c. 10-12 

 

5. What is your gender? 

a. F 

b. M  

c. T/F 

d. T/M 

e. Other/Specify 

 

6. What is sexual orientation? (If you are comfortable answering this question) 

a. Gay 

b. Straight 

c. Bi-Sexual 

d. Other/Specify 

 

7. Can you briefly describe your childhood experiences of bullying? 

a. None (screen out) 

b. Bully (screen out) 
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c. Bully-Victim (screen out) 

d. Victim  

e. Victim and bystander 

f. Bystander only (screen out) 

 

8. (If you had experiences as a victim or victim-bystander) How long did this bullying go on? 

a. Once (screen out) 

b. Repeated a few times (screen out) 

c. Ongoing (defined as one school year or longer) 

d. None of the above (screen out) 

 

9. What types of bullying did you experience? 

a. Physical  

b. Relational (social, humiliation, excluding, etc.) 

c. Verbal 

d. None of the above 

 

10. What about as a teacher in the classroom; how would you describe your experiences of 

observing students being bullied? 

a. None 

b. Observed one student being bullied once 

c. Have observed students(s) being bullied repeatedly (for one school year or longer) 

 

11. What type of bullying have you observed most as a teacher in the classroom? 

a. Physical  

b. Relational (social, humiliation, excluding, etc.) 

c. Verbal 

d. None of the above 

 

This next set of questions focus on your childhood, your earliest memories of bullying, and 

deciding to become a teacher.  

 

1. Talk to me about what led you to want to be a teacher?  

2. When did you first become aware of bullying (not the word but the phenomenon)? 

a. Go as far back as you can remember.  

b. What about in school? Family? Neighborhood? 

i. Please say more about the school/family/neighborhood? 

3. Describe times when you witnessed the bullying of others? 

a. How did it feel to see others bullied? 

4. What role did teachers or other adults have in both your experiences and the experiences of 

others you observed? 

 

At the end of the first interview, thank participants and let them know they will be hearing by 

email about the study’s next steps and potential participation.  
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Script Prior to Interview #2: 

 

Thank you for agreeing to participate in the remainder of my study Our interview today will last 

approximately 90 minutes hour, during which time I will be asking you to go into more detail 

about your bullying victimization experiences [I will go over confidentiality again and other 

parts of the consent form at this point.] 

 

Are you still OK with recording our conversation today? ___Yes ___No 

 

[If yes] 

Thank you! Please let me know if at any point you want me to turn off the recorder or keep 

something you said off the record. I will be happy to do so. 

 

[If no] 

Thank you for letting me know. I will only take hand-written notes of our conversation. 

Before we start, do you have any questions I can answer?  

 

[Discuss questions] 

If any questions come up for you at any point in this study, feel free to stop the interview and ask 

them at any time. I will be more than happy to answer all of your questions. 

 

Questions and Probes (Second Interview of Three) 

 

Reconstruct Details 

 

1. Describe your childhood. 

a. Describe yourself as a child.  

 

2. What (where, how) was the bullying you experienced perpetrated? 

a. How did it feel for you to experience bullying as a child? 

b. Were there bystanders? 

c. What were the bystanders doing? 

d. What was the role of the teacher (or other adult) if the bullying occurred in school? 

e. What was the role of the adult if the bullying occurred at home? 

 

3. What did you do to cope with your bullying victimization experiences? 

a. Think back to your childhood self and try not to judge your childhood actions.  

b. Talk about some specific responses you had or actions you took when you were bullied 

(classroom, school, playground, etc.). 

c. How did being bullied affect your behavior in school? 

i. At home? 

ii. Toward other students 

d. Do you consider yourself to be still coping with those childhood experiences in any way? 

If so, how? 
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4. What did you do to report the bullying? 

a. What were the actions of the adults to whom you reported? 

b. How did you respond to the response of the adult(s)? What did you do? 

c. How did your personality change as a result of the bullying victimization experiences? 

 

5. Describe a few experiences of being a teacher and witnessing bullying in the classroom. 

a. How did you respond? 

b. Why did you respond or why did you not respond? 

c. Talk about some specific responses you’ve had or actions you’ve taken when 

encountering bullying (classroom, school, playground, etc.). 

 

Script Prior to Interview #3: 

 

This is the last interview and I’d like to thank you once again for being willing to participate. 

Our interview today will last approximately 90 minutes, during which time I will be asking you 

to reflect on the meaning of your past and more recent bullying victimization experiences.  [I 

will go over confidentiality and other parts of the consent form at this point.] 

Are you still OK with recording our conversation today? ___Yes ___No 

 

[If yes] 

Thank you! Please let me know if at any point you want me to turn off the recorder or keep 

something you said off the record. I will be happy to do so. 

 

[If no] 

Thank you for letting me know. I will only take hand-written notes of our conversation. 

Before we start, do you have any questions I can answer?  

 

[Discuss questions] 

 

If any questions come up for you at any point in this study, feel free to stop the interview and ask 

them at any time. I will be more than happy to answer all of your questions. 

 

Questions and Probes (Third Interview of Three) 

 

Meaning Making/Reflection 

 

1. Now that you’ve shared your experiences with me, how do you feel now as you think back 

on your own bullying victimization experiences or those you witnessed? 

 

2. Why do you think you behaved in the ways that you did as a child as a result of being 

bullied? 

a. Given your early experiences of being bullied and the things you said about the bullying 

you see as a teacher in the classroom, please talk about the influence of early childhood 

bullying on your life.  

b. How do you see the bullying you experienced affecting your response to bullying when 

you see it? 
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3. Reflect on your current relationship to your students.  

a. How might you describe those relationships? 

 

4. What would you say has been the single most significant event that has led to your current 

view/perspective/understanding of bullying? 

 

5. Talk about observing other teachers (peers) intervening in bullying situations. 

a. Did they address the bully (with discipline, etc.) or protect the victim in some way?   

b. Why do you think this was the case? 

 

6. How has this interview or revisiting your childhood experiences impacted how you intend to 

handle bullying in the future?  

a. If you could make single a statement about how you intend to act when you encounter 

bullying in the future, what would you say? 
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Appendix D – Revised Ways of Coping Scale Constructs 

Construct 1 – Problem Focused  

1. I tried to analyze the problem in order to understand it better.  

2. I made a plan of action and followed it.  

3. I tried not to act too hastily or follow my first hunch.  

4. I changed something so things would turn out all right.  

5. I stood my ground and fought for what I wanted.  

6. I drew on my past experiences; I had been in a similar situation before.  

7. I knew what had to be done, so I doubled my efforts to make things work.  

8. I came up with a couple of different solutions to the problem.  

9. I tried to keep my feelings from interfering with other things too much.   

10. I went over in my mind what I would say or do.  

11. I tried to see things from the other person’s point of view.  

Construct 2 – Seeking Social Support 

1. I talked to someone to find out more about the situation.  

2. I accepted sympathy and understanding from someone.  

3. I let my feelings out somehow.  

4. I talked to someone who could do something concrete about the problem.  

5. I asked a relative or friend I respected for advice.  

6. I talked to someone about how I was feeling.  

7. I prayed.  

Construct 3 – Wishful Thinking 

 

1. I hoped a miracle would happen.   

2. I wished that I could change what was happening or how I felt.  

3. I daydreamed or imagined a better time or place than the one I was in.  

4. Wished that the situation would go away or somehow be over with.  

5. Had fantasies or wishes about how things might turn out.  

Construct 4 – Avoidance 

1. I felt that time would make a difference – the only thing to do was to wait.   

2. Went along with fate; sometimes I just had bad luck.  

3. Went on as if nothing was happening.  

4. Tried to forget the whole thing.  

5. I waited to see what was going to happen before doing anything.  

6. Accepted it since nothing could be done. 
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Appendix E – Codebook 

 

Nodes 

Name Description Files References 

Interview as Intervention  6 16 

Non-Teacher Response to 

Bullying 

The response of teachers, adults and 

schools to bullying.  

18 66 

Counselor  3 3 

Mentor People who stand up for victims of 

bullying  

3 4 

Parent of family  11 20 

Ignored  1 1 

Protective or supportive  6 9 

Unaware  2 2 

School or administration  15 35 

Anti-bullying Ways that bullying is handled or 

prevented in schools 

1 1 

Strategies or policies  10 25 

RQ1 - How do teachers 

describe their experiences 

of bullying 

 38 488 

Bully Traits  6 11 

Angry  1 1 

Bigger or stronger  3 4 

Malevolent or mean  5 6 

Bullying Awareness Awareness of active bullying behaviors 

while they are happening.  

26 55 

Parent or adult  3 3 

School  3 4 

Teacher  22 35 

Victim  7 10 

Bullying Context Bullying occurs in multiple places and 

environments. These include school, 

home, the neighborhood, the school bus, 

28 83 
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Name Description Files References 

and hallways.  

Home or Family  9 14 

Long Term  4 4 

Neighborhood or 

community 

 10 15 

School  26 50 

Cafeteria  0 0 

Gym class  1 1 

Hall  4 4 

Playground or recess  2 2 

School bus  6 7 

To or from  2 3 

Bullying Effects and 

Outcomes 

The long- and short-term effects of 

bullying on childhood victims. 

26 136 

Academic challenges  2 5 

Dropped out  1 2 

Failed class  1 1 

Poor grades  0 0 

Skipped school  0 0 

Sleeping in class  0 0 

Acted out  1 1 

Aggressive or mean  1 3 

Always something to 

prove 

 1 1 

Anger or hatred  5 6 

Anxiety  3 3 

Attempted or 

considered suicide 

 6 10 

Belonging  1 2 

Binging  2 5 

Bitterness  1 1 

Bullied at work  1 1 
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Name Description Files References 

Co-dependence  1 2 

Counseling seeking or 

receiving 

 3 3 

Cover up by adult  0 0 

Crave community  1 1 

Depression  4 7 

Drinking  1 1 

Embarrassment  4 6 

Fear or worry  6 8 

Feeling of loss  2 3 

Feeling voiceless  1 2 

Fighting or fighting 

back 

 3 4 

Frequent crying  3 5 

Hate teaching  1 1 

Hospitalization  1 1 

Isolation  3 6 

Negative self-image  6 7 

Nightmares  1 1 

Paranoia  1 2 

Parental lack of 

protection 

 1 1 

Pee on self  1 1 

Personality changes  7 11 

Rape or molestation  2 2 

Rejection  0 0 

Resilience  3 7 

Sadness  2 2 

Socially insecure  1 1 

Stigmatized  1 1 

Traumatization or 

traumatic memories 

 8 10 
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Name Description Files References 

Troublemaking  1 2 

Bullying Reasons The reasons victims report being bullied.  26 83 

Abuse of Power  1 1 

Academic aptitude  4 4 

Addiction  1 1 

Class  4 9 

Jealousy  1 2 

Different, Weird or 

Wrong 

 19 44 

Appearance  12 25 

Weight  9 22 

Disability  3 5 

Poor social skills  1 1 

Sexual Orientation or 

LGBTG 

 1 5 

Home life  4 8 

Craving friendship  1 1 

Isolation  1 1 

Race and Culture  8 16 

Hair texture  2 2 

Skin color  3 4 

Bullying Types The types of bullying experienced by 

childhood victims. These types include: 

relational, physical, and verbal bullying. 

35 120 

Hierarchical Bullying  16 24 

Administrator 

bullying teacher 

 1 1 

Parent bullying 

teacher 

 3 4 

Student bullying 

teacher 

 4 7 

Teacher bullying 

student 

 8 8 

Race  2 2 



183 

Name Description Files References 

Teacher bullying 

teacher 

 1 1 

Physical  13 19 

Hate crime  1 1 

Pushing  2 2 

Relational  20 32 

Covert  4 4 

Exclusion  4 4 

Extortion  3 6 

Social Media  7 11 

Sexual  3 4 

Spouse or partner  1 1 

Verbal  20 40 

Name calling  7 11 

Teasing  10 12 

Threats  5 9 

RQ2 - How do teachers 

cope with their childhood 

bullying experiences 

 34 201 

During Childhood  34 168 

Avoidance  18 55 

Did not report  4 10 

Empathy  3 3 

Hiding or shutting 

down 

 5 8 

Ignore  2 5 

Laugh it off  1 1 

Lying  4 6 

Minimize  1 2 

Never defended 

oneself 

 1 1 

Pretended not to be 

hurt 

 1 1 
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Name Description Files References 

Silence  9 15 

Problem Focused  22 44 

Became the aggressor  2 3 

Changed appearance  2 2 

Code switching  1 1 

Counseling  3 4 

Defended self  9 11 

Embrace difference  2 5 

Put in perspective  1 1 

Rationalized  2 3 

Told the teacher or 

adult 

 7 9 

Tried to deal with it  5 5 

Seeks Social Support  19 43 

Early sexual 

experiences 

 1 3 

Family support  3 3 

Friendship  9 14 

Befriended the 

victim 

 4 4 

Fight for victim  2 4 

Peer protector  2 4 

Transactional  2 4 

People pleaser  5 6 

Student-teacher 

relationship 

 6 6 

Mentor support  1 1 

Tried to fit in  6 9 

Joined the bullies  5 6 

Survival Teachers mention survival as a motivating 

factor for victims, bystanders and those 

who bully.  

13 33 

Bully  1 2 
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Name Description Files References 

Bystander  5 13 

Victim  8 13 

Wishful Thinking  15 26 

Acting tough  3 3 

Escapism  3 5 

Fortitude Inner Strength 4 7 

Prayed or meditated  3 4 

Self-focused  3 3 

In Adulthood  13 33 

Avoidance  3 4 

Problem Focused  8 14 

Counseling  3 6 

Received training  1 1 

Self-Awareness  3 3 

Teaching tough skin  1 1 

Seeks Social Support  4 4 

Create community  1 1 

Wishful Thinking  8 10 

Do affirmations  1 1 

Memory  1 1 

Positive self-image  1 2 

Survival  3 3 

Unconsciously  1 1 

RQ3 - How do teachers 

respond to student victims 

 31 133 

Anger  4 7 

Bully the bully  2 2 

Discipline  3 4 

Educating parents  1 1 

Empathy  11 16 

Get rid of the child  1 2 
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Name Description Files References 

Identify with the bullied 

student 

 2 2 

Overreacted  1 2 

Powerlessness  1 1 

Report to administration 

or counselor 

 5 6 

Sad or upset  10 14 

Strategies  16 69 

Empowerment  2 3 

Insightful  1 1 

Lenience  1 4 

Support  1 1 

Take it personally  1 2 

RQ4 - How do teachers 

perceive the connection 

between childhood 

victimization experiences 

and adult responses 

 10 18 

Teaching Motivation  30 57 

Advocate  1 1 

Family member  3 4 

Help students  11 11 

Students with learning 

challenges 

 4 4 

Support the underdog  2 2 

Identify with the 

underdog 

 2 3 

Knack for it  1 1 

Leadership or mentorship  1 1 

Love for children  2 2 

Love teaching the grades 

I was bullied 

 1 1 

Negative experience with 

teacher 

 1 1 
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Name Description Files References 

Parental role  1 1 

Passion or purpose  7 7 

Positive influence or 

making a difference 

 6 7 

Promise to God or calling  2 2 

Teacher-student 

relationship 

 9 15 

 

 

 


