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Abstract 

The most prominent roles played by schoolchildren in bullying and cyberbullying 

situations are those of aggressors, victims, and bystanders. These roles are 

characterised by differences in the school environment and their achievements. This 

study aimed to analyse the differences between the roles of those directly involved in 

bullying and cyberbullying (aggressors, victims, and bystanders) by examining their 

attitudes and interest in reading. Participants were 326 primary schoolchildren in 

Murcia, Spain (M = 8.98, SD = 0.84), of whom 53.1% were girls. A multimodal 

questionnaire on school interaction was used with an instrument on attitudes and 

reading interests. A latent profile analysis (LPA) was conducted and showed three 

profiles: a) low levels of aggressiveness and victimisation, b) high indices 

of aggressiveness, and c) high indices of victimisation. The results revealed differences 

in attitudes toward and interest in reading among the various profiles. The findings 

of the study can help customise educational programs by providing bullying and 

cyberbullying intervention and prevention methods based on the roles of victims, 

aggressors, and bystanders and their attitudes toward and interests in reading. 
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Introduction 

Bullying refers to aggressive, intentional, and persistent behaviour exhibited by an individual or group against a 

person who cannot easily defend themselves. It is considered an asymmetric relationship because there is an 

imbalance of forces; the victim cannot protect himself (Olweus, 2013; Olweus & Limber, 2018). These situations 

often manifest as verbal, physical, and material violence; sexual aggression; and cyberbullying (Sastre, 2016). 

Cyberbullying involves using Information and Communication Technologies (internet, cell phone, etc.) 

intentionally and over a prolonged period to ridicule, humiliate, or discredit the victim through comments, 

rumours, images, videos, etc. (Cañas et al., 2019; Íñiguez-Berrozpe et al., 2020). Similar to traditional bullying, 

cyberbullying is characterised by premeditated and intentional behaviours that occur repetitively and 

continuously over time (Garaigordobil & Martínez-Valderrey, 2018). However, cyberbullying also differs from 

traditional bullying in specific ways, such as the anonymity of the bully, the difficulty of moving away from the 
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virtual environment, the possibility of reaching a larger audience, the impunity of the aggressor, and the 

concealment of the aggressor’s identity (Casas et al., 2013; Íñiguez-Berrozpe et al., 2020; Martínez-Ferrer et al., 

2018; Molero et al., 2022). Online violence is related to real-life violence (offline), and several types of violence may 

occur successively or simultaneously online and in real life (Del Moral & Sanjuán, 2019). Existing studies on primary 

education show that, in the educational stage, students are often involved in bullying and cyberbullying (Jiménez 

et al., 2019; Rodríguez-Álvarez et al., 2022). A strong relationship was found between being an aggressor in bullying 

and cyberbullying, as well as in the case of the victim, in both media, being higher in the case of bullying than in 

cyberbullying (García-Fernández et al., 2015). Notably, online and offline violence may be interrelated (Kowalski et 

al., 2014). As the roles of victim and aggressor are becoming increasingly blurred in cyberspace, victims of bullying 

can become the aggressors of cyberbullying, and vice versa (Del Moral & Sanjuán, 2019; Walrave & Heirman, 2011). 

Thus, violence experienced by minors increases the likelihood of them exercising violence on others. Specifically, 

it was found that victims who suffered from violence online have the need to exert violence in the same 

environment or others (Gutiérrez Ángel, 2019). Both bullying and cyberbullying have repercussions that can lead 

to psychological problems (e.g., depression, fear, anxiety), which affect 94% of offline victims and 88.5% of cyber 

victims (Ballesteros et al., 2018). The effects on victims lead to various health problems, such as anxiety symptoms, 

phobias or fears related to school, sleep problems, headaches, stomach pains, depressive symptoms, and suicide 

attempts. (Alonso & Romero, 2020; Gutiérrez Ángel, 2019). Meanwhile, aggressors may struggle with adjusting to 

social situations, engage in disruptive behaviour, and consume legal and illegal drugs, among other issues (Alonso 

& Romero, 2020; Cerezo & Méndez, 2012; Gutiérrez Ángel, 2019). The prolonged role of bystanders in bullying 

over time leads to a loss of empathy, internalisation of antisocial behaviours, and desensitisation, which can 

provoke feelings of guilt in some cases (Bartau-Rojas et al., 2018; John et al., 2018; Laninga-Wijnen et al., 2021; 

Olweus & Limber, 2018; Polanco-Levicán & Salvo-Garrido, 2021). It also affects their emotional well-being, as it 

causes fear, feelings of submission, hopelessness, and even sadness (Gutiérrez Ángel, 2019; Martín-Cortés et al., 

2020). 

The United Nations Educational, Scientific, and Cultural Organisation (UNESCO, 2019) has declared bullying and 

cyberbullying global problems. A total of 32% of schoolchildren worldwide have been victims of some form of 

bullying by their peers on one or more occasions in the last month. The report by UNESCO, which comprises World 

Health Survey data from 144 countries, stated that the prevalence of bullying ranged from 7.1 to 74%. A total of 

25% of schoolchildren in Europe have suffered from bullying, while 15.4% have been victims in Spain (UNESCO, 

2019). Similarly, Save the Children in Spain (Del Moral & Sanjuán, 2019) reported that 39.65% of schoolchildren 

had suffered cyberbullying at least once, and 27.43% experienced cyberbullying one to two times in their lives. 

During the COVID-19 pandemic, an increase in cases of cyberbullying on social networks was observed, mainly 

consisting of group attacks; two or more aggressors participated in 72.4% of cyberbullying cases (ANAR 

Foundation & Mutua Madrileña Foundation, 2022). The recent 2023 report showed a slight decrease in the data 

compared to previous years. Nonetheless, it should be noted that 11.8% considered that someone in their class 

was a victim of bullying, and 7.4% considered that someone in their class was a victim of cyberbullying. A total of 

90.8% of students identified their classmates as cyberbullying harassers, with 53.6% from the same class and 

37.2% from other classes or courses. Furthermore, 23.3% admitted having experienced bullying or cyberbullying. 

According to teachers in Spain, approximately 9.6% of cases of bullying and cyberbullying at school remain 

unresolved (ANAR Foundation & Mutua Madrileña Foundation, 2023). 

Various authors have stated that the aggressor, victim, and bystander are among the roles played by 

schoolchildren directly involved in bullying and cyberbullying (Gutiérrez Ángel, 2019). Each role is exemplified by 

its defining characteristics, as summarised below. 

First, aggressors and cyber-aggressors usually have difficulties regulating and managing their emotions (Estévez 

et al., 2019; Megías et al., 2018; Méndez et al., 2019), lack social communication skills and assertiveness, and cannot 

relate to their peers (Cañas et al., 2022; Del Moral & Sanjuán, 2019; Guy et al., 2019). They also exhibit negative 

attitudes towards school and learning (Nunamaker & Mosier, 2023), have high school absenteeism and poor 

performance, and tend to refuse to attend school (Bartau-Rojas et al., 2018; Laninga-Wijnen et al., 2021; Olweus 

& Limber, 2018; Saiz et al., 2019). Furthermore, many tend to repeat an academic year (Méndez & Cerezo, 2018), 

which implies low motivation towards academic tasks, especially towards reading, including the time dedicated to 

it and its use (Botello, 2016; Rojas et al., 2021; Turunen et al., 2019, 2017, 2021). 

Second, victims are unable to defend themselves from aggressors’ actions since they are usually in an imbalanced 

power situation (Olweus, 2013). They typically exhibit passive behaviour when faced with intimidation by an 

aggressor (Díaz-Aguado et al., 2013) and are usually discriminated against for reasons or distinctions such as sex, 



religion, origin, or disability (Clark et al., 2022; Malecki et al., 2020). Schoolchildren who present a victim or cyber 

victim profile tend to have low self-esteem (Saint-Georges & Vaillancourt, 2020) and academic self-concept 

(Caputo, 2014); communication difficulties; low assertiveness; feelings of fear, guilt, and anxiety (Bartau-Rojas et 

al., 2018; Garaigordobil & Machimbarrena, 2019; John et al., 2018; Laninga-Wijnen et al., 2021; Molero et al., 2022; 

Saiz et al., 2019); and insecurities (Fisher et al., 2018; Rezapour et al., 2019). They are likely to have difficulties with 

school performance (Juvonen et al., 2010; Nakamoto & Schwartz, 2010; Samara et al., 2021) due to lack of school 

(Samara et al., 2021; Young-Jones et al., 2014) and extrinsic motivation (Caputo, 2014). Additionally, a significant 

negative relationship was found between victims and performance in science, mathematics, and reading (Huang, 

2022; Salvo-Garrido et al., 2023).  

Finally, the bystanders are those who play various roles in both bullying and cyberbullying, as, in some way, they 

are aware of the problems among students (Caballo et al., 2012; Gutiérrez Ángel, 2019; Polanco-Levicán & Salvo-

Garrido, 2021). They may play a more or less active role depending on whether they show supportive attitudes 

towards the aggressor or defend the victim (Bartau-Rojas et al., 2018; John et al., 2018; Laninga-Wijnen et al., 2021; 

Olweus & Limber, 2018). If they identify more with the aggressor, they may present mechanisms of moral 

disconnection and may not intervene in intimidation situations in the victim’s defence (Gini et al., 2014; Méndez 

et al., 2020). Only some bystanders actively intervene in bullying and cyberbullying situations, while others ignore 

and do not report aggressors or support victims (Caballo et al., 2012; Méndez et al., 2020).  

Bullying, Cyberbullying, and Interest in Reading 

Among the existing perspectives on motivation, self-determination theory stands out; it is a continuum ranging 

from self-determination to lack of control (Deci & Ryan, 1992). Hence, students have control over their learning 

and can determine the autonomy exercised at each moment. The six sub-theories that make up this theory has 

allowed to it to expand continually (Vansteenkiste et al., 2020). Among these sub-theories, the theory of Basic 

Psychological Needs is the most important. Individuals have three innate and universal needs: the degree of 

effectiveness in a given context, the degree of autonomy and control, and the degree of relationships, which refers 

to the feeling of belonging to a group. Their satisfaction is associated with high levels of self-determined 

motivation. However, low levels can be dangerous for an individual’s behaviour, as they can lead to bullying or 

cyberbullying (Menéndez Santurio et al., 2021). 

The data were obtained from the Program for International Student Assessment in Spain. Reading scores in the 

Spain-PISA-2018 report (INEE, 2020) indicate that reading performance is lower than the average of the European 

Union, which has been maintained in the 2022 PISA report (INEE, 2023). In the PISA 2018 report (INEE, 2020), an 

indicator allows us to assess whether a student has suffered any harassment. This indicator reflects students ’ 

experiences of a series of bullying situations. Thus, the values showed that schoolchildren who were mostly 

exposed to bullying situations were negatively associated with school performance, specifically reading. Therefore, 

the rate of exposure to bullying is correlated with poor reading performance. An analysis of this indicator reveals 

that, on average, among the countries in the Organization for Economic Cooperation and Development (OECD), 

7% of the variance in reading performance is explained by this factor. This is only one percentage point higher 

than in the European Union, where the same percentage of explained variance in Spain is 6%. Similarly, feelings 

of being accepted, respected, and supported at school were positively associated with academic performance. 

Furthermore, a strong relationship between academic performance and the enjoyment of reading were found 

(Botello, 2016; Dezcallar Sáez et al., 2014; INEE, 2020). Reading interest and motivation can promote better 

attitudes towards studying (Artola et al., 2018; Merisuo-Storm & Soininen, 2014; Morgan et al., 2007). However, 

compulsory reading usually causes students to reject reading and have less motivation (Yubero & Larrañaga, 

2010), leading to school problems. 

Despite these findings, only a few studies have analysed how different levels of interest in reading are associated 

with involvement in bullying and cyberbullying (Botello, 2016; Rojas et al., 2021; Turunen et al., 2019, 2017, 2021). 

According to Turunen at al. (2019, 2021), victims tend to have decreased reading performance, although 

temporary. Meanwhile, Botello (2016) stated that having books at home, parental supervision of schoolwork, and 

parents who dedicate time to reading positively impact students’ performance and book use, especially for victims. 

However, in the case of the aggressor, they often have low motivation towards academic tasks, especially 

regarding reading, indcluding the time dedicated for it and its use (Botello, 2016; Rojas et al., 2021; Turunen et al., 

2019, 2017, 2021). A previous study also confirmed that a lack of fluency and reading comprehension predict 

involvement in bullying and cyberbullying as aggressors (Turunen et al., 2021).  



Surprisingly, students with higher reading skills and who did not present reading difficulties participated more in 

the role of active bystanders (Rojas et al., 2021). Additionally, those who feel safe and happy and have good 

relationships with their peers enjoy studying (Merisuo-Storm & Soininen, 2014). These students do not usually 

become involved in the aggressor-victim dyad (Blewitt et al., 2021; Turunen et al., 2021). 

Therefore, it is necessary to examine the value of reading (reading attitudes and interests) among schoolchildren 

who are directly involved in bullying and cyberbullying. The main objective of this study was to identify 

schoolchildren’s profiles according to their levels of aggressiveness and victimisation in bullying and cyberbullying. 

We also examined whether schoolchildren with different profiles of aggression and victimisation have different 

reading values (reading attitudes and interests). The main hypotheses of the study were as follows: 1) the 

combinations of aggressiveness and victimisation among schoolchildren result in different profiles of bullying and 

cyberbullying (aggressor, victim, and bystander); and 2) schoolchildren directly involved in the bullying and 

cyberbullying dyad as aggressors and victims would present lower reading attitudes and interests compared to 

bystanders. 

Methods 

Participants 

The participants were 326 students in the second cycle of primary education (3rd and 4th grade) from five different 

educational centres in the region of Murcia in the Southeast of Spain, aged 8–10 years old (M = 8.98, SD = 0.84); 

53.1% were girls. The distribution was homogeneous regarding sex and years (χ2 = 3.72, p = .156; see Table 1), and 

the socioeconomic levels of the students from different geographic areas and educational centres in the study 

were average. Regarding the level of education of the parents, we found the following distribution: primary studies 

(9% of fathers and 11.3% of mothers), secondary studies on vocational training or high school (26.4 % of fathers 

and 23.5% of mothers), and university studies (17.2% of fathers and 12.1% of mothers). This was a representative 

sample of second-cycle primary school students with a confidence level of 90% and a margin of error of 5%. 

Table 1. Sample Distribution According to Age and Sex. 

Variables Age 8 years 9 years 10 years 

Sex 
Boys 54 (16.6%) 52 (16%) 47 (14.4%) 

Girls 61 (18.7%) 44 (13.5%) 68 (20.9%) 

Instruments  

First, a multimodal school interaction questionnaire (Caballo et al., 2012) was used to collect information on the 

frequency of students’ experiences of bullying and cyberbullying since the beginning of their school year. The 

questionnaire comprised 36 items ranging from 1 (never) to 4 (many times). It assessed the following dimensions. 

Intimidating behaviours (aggressor role) refer to the typical behaviours exercised by the harasser in the different 

manifestations of harassment and the behaviours that justify them (α = .75; an example of items: e.g., I have messed 

with a classmate; insulting, criticising, calling names, etc.). 

Victimisation received (victim role) refers to situations of intimidation and harassment experienced by the victims 

(e.g., I have been insulted). 

Extreme victim or cyberbullying (the role of the victim in extreme situations such as cyberbullying) refers to more 

extreme victimisation situations than the victimisation factor received since it includes conditions with more 

extreme harassment that are less manageable and difficult for the victim to control. Similarly, it integrates 

cyberbullying situations (α = .76; an example of items: e.g., They have messed with me through the phone; calls or 

messages). 

Active bystander (bystander in defence of bullied students) refers to situations where an observant student acts 

in defence of the student who is harassed (α = .76; an example of items: e.g., I get involved to stop the situation if 

they are doing physical harm to a classmate). 



Passive bystander (bystander who does not act in bullying situations in defence of the bullied) refers to situations 

where the student does not respond to scenarios where they see a classmate being harassed (α = .72; an example 

of items: e.g., If someone is threatened, I stay still without doing anything or leave). 

Cronbach’s alpha reliability values were high (α = .81), both in the original scale (Caballo et al., 2012) and in our 

study (α = .81). The instrument also collects information on sociodemographic characteristics (sex, grade, and age) 

and provides information on the places where bullying occurs. 

Second, we used the scale of reading attitudes and interests developed by Meirisuo-Storm and Soininen (2012) 

and created a Spanish version, which was validated by Artola et al. (2018). This scale comprises 26 items rated on 

a Likert scale ranging from 1 (I love it or find it easy) to 4 (I hate it or find it very difficult). The higher the score, the 

lower the reading attitude and interest level. This study used the following questionnaire dimensions. 

Motivation towards reading is the motivation with which the student tackles reading, including having an interest 

in reading, enjoying reading adventure books, and having fun doing academic homework (α = .73; an example of 

items: e.g., Do you like to read books?). 

Reading interests refer to the reading interests that attract the student to read, such as liking story books, reading 

at home in your free time, and going to the library, among others (α = .78; an example of items: e.g., Do you like to 

read at home in your free time?). 

Attitudes towards the study pertain to the attitudes presented by students, which include easy understanding of 

the books read at school and remembering and knowing what was read at school, among others (α = .77; an 

example of items: e.g., Is it easy for you to understand the books you read at school?). 

Attitudes towards social or collective reading are the attitudes shown by students regarding social or collective 

reading, such as enjoying reading to other classmates, doing class work and activities with other classmates, and 

telling other classmates about the book they are reading (α = .70; an example of items: e.g., Do you like doing class 

work and activities with a classmate?).  

The test shows that the adequate Cronbach’s alpha reliability values (α = .89) have similar values in our study 

(α = .79). 

Procedure 

Authorisation to collect data was obtained from the Research Ethics Committee of the University of Murcia (ID: 

2415/2019). Once authorisation was received, the educational centres in the region of Murcia were chosen for 

convenience, given the availability of the schools participating in the study, especially due to the COVID-19 

pandemic. Of the total number of centres, we invited to participate in the study, we were able to collect 

information from five centres (2019–2020 academic school calendar). Therefore, this was a cross-sectional study 

that used convenience sampling. 

First, we interviewed the management or guidance teams to request collaboration and access to educational 

centres. Following their approval, we asked for informed consent from parents and minors. A total of 62 

participants were excluded from the study due to a lack of consent and incomplete or poorly completed 

instruments. The instruments mentioned in the previous section were administered in a 50–60-minute session in 

the presence of a researcher to clarify possible doubts. The students’ contributions were anonymous and 

voluntary, and confidentiality was maintained throughout the process. 

Data Analysis  

A latent profile analysis (LPA) was employed to explore combinations of aggression and victimisation among 

schoolchildren using the multimodal school interaction questionnaire. This questionnaire collected information 

on the frequency of students’ experiences in bullying and cyberbullying (Caballo et al., 2012). Information on the 

student subgroups based on their roles in bullying and cyberbullying allowed us to identify how the participants 

were grouped precisely. The following criteria were used to define the number of classes that adequately fit the 

data: the lowest values in the Bayesian information criterion (BIC) and Akaike Information Criterion (AIC); 

p-values < .05, associated with the Bootstrap Likelihood Ratio Test (BLRT) and the Vuong-Lo-Mendell-Rubin 

Likelihood-Ratio Test (LRT); and entropy values close to 1. Similarly, solutions that included small classes (< 25 

classified cases) were not considered to obtain a significant class classification. Following the theory of 



psychological viability, which includes the evidence of the theoretical framework and the levels of aggression and 

victimisation of the instrument, the psychological meaning was adjusted for each subgroup. The results revealed 

that it was possible to obtain information from three clearly differentiated profiles depending on the instrument: 

a) a group with low values of aggressiveness and victimisation (unifying the dimensions of a passive and active 

bystander); b) a group with high values of aggressiveness (intimidator dimension); and c) a group with high values 

of victimisation (combining the dimensions of victim and cyberbullying). 

A multivariate analysis of variance (MANOVA) was conducted to examine the differences among the groups ’ 

reading attitudes and interests. In the post hoc analysis, the Bonferroni method was employed. The partial eta 

squared value (ηp
2) and Cohen’s d (1998) were estimated to determine the differences’ magnitude. We used SPSS 

Windows software version 24.0 and MPlus version 8.4 (Muthén & Muthén, 2012). 

Results 

Table 2 lists the models used in this study. The models had two to six clusters, but the three-cluster model was 

selected because it was the model for which the LRT turned out to be significant, and each cluster had over 25 

participants. 

Table 2. Fit of All Latent Class Models. 

Models AIC BIC BIC-adjusted LRT LRT-adjusted Entropy Size 

2 1780.464 1806.973 1784.769 .0042 .0054 .772 0 

3 1734.340 1772.209 1740.490 .0105 .0129 .807 0 

4 1704.966 1754.196 1712.961 .1240 .1344 .820 1 

5 1710.966 1771.557 1720.806 .3516 .3584 .690 1 

6 1677.977 1749.928 1689.661 .7006 .6948 .886 2 

Note. AIC, Akaike Information Criterion; BIC, Bayesian Information Criterion; LRT, Vuong-Lo-Mendell-Rubin 

likelihood-ratio test, Size: number of clusters with less than 25 subjects. Values in italics show the selected 

model. 

Figure 1 shows the three profiles obtained from students involved in bullying and cyberbullying, based on the 

standardised mean scores for aggressiveness and victimisation, which are detailed below. The first group included 

234 students (71.8% of the participants) with low levels of aggressive and victimised behaviours and could be 

considered bystanders (unifying the dimensions of passive and active bystanders). The second group included 48 

students (14.7% of the participants) with aggressive behaviours and were considered aggressors. The third group 

included 44 students (13.5% of the participants) who presented high rates of victimisation and were considered 

victims. 

 

Figure 1. Graphical Representation of Standardized Mean  

Scores of the Three-Cluster Model. 

 



 

These results allow us to support the proposed hypothesis since the combinations of aggression and victimisation 

among students have given rise to different profiles in bullying and cyberbullying (aggressor, victim, and 

bystander). 

The MANOVA comparisons between the groups are presented in Table 3. Cohen’s d indices for the post-hoc 

contrast group and significant differences are shown in Table 4. 

Table 3. Means and Standard Deviations Obtained by the Three Groups of Bullying and Cyberbullying and Values of the Partial Eta 

Squared (ηp
2) for Each Dimension of Reading Attitudes and Interests. 

 Group 1 Group 2 Group 3 Significance 

Dimensions  M SD M SD M SD F(2,323) p η2 

Motivation toward reading 7.82 2.18 8.72 2.67 8.18 2.80 3.05 .049 .02 

Reading interests 12.29 3.84 14.47 5.01 11.68 4.06 6.86 .001 .04 

Attitudes toward the study 8.00 2.43 8.31 2.36 9.45 2.72 6.47 .002 .04 

Collective reading 7.09 2.74 9.45 3.89 8.59 3.59 14.32 < .001 .08 

Note. Cluster 1 (low levels of aggressive behavior and victimization); Cluster 2 (high rates of aggressiveness), and Cluster 3 (high rates of 

victimization). 

Table 4. Cohen’s d Indexes for Post Hoc Contrast Groups. 

Dimensions Group1–Group 2 Group1–Group 3 Group 2–Group 3 

Motivation toward reading −.40* n.s. n.s. 

Reading interests  −.54** n.s. .61** 

Attitudes toward the study n.s −.59** n.s. 

Collective reading −.80*** −.52** n.s. 

Note. *p < .05, **p < .005, ***p < .001, n.s. = not significance. 

First, the post-hoc contrasts indicated that the students in Group 1 (bystanders) presented greater motivation (i.e., 

lower values in the dimension of motivation towards reading) than those in Group 2 (bullies). The differences 

between Groups 1 and 3 and between Groups 2 and 3 were not significant. 

Regarding reading interest, the post-hoc contrasts showed that the students in Group 1 (bystanders) have better 

values (i.e., lower values in the reading interest dimension) than those in Group 2 (aggressors). Meanwhile, 

students in Group 3 (victims) have more suitable values (i.e., lower values in the reading interests dimension) than 

those in Group 2 (aggressors). The differences between Groups 1 and 3 were not statistically significant. 

In attitudes towards studying, the post hoc contrasts indicated that the students in Group 1 (bystanders) presented 

the most suitable values (lower values in the dimension attitudes towards studying) compared to Groups 2 

(aggressors) and 3 (victims). No significant differences were found between Groups 2 and 3. 

Finally, in the collective attitude dimension, post hoc contrasts showed that students in Group 1 (bystanders) 

presented better values (lowest values in the collective attitude dimension) than those in Group 3 (victims). The 

differences between Groups 1 and 2 and between Groups 2 and 3 were not significant.  

The results support the hypothesis that schoolchildren directly involved in the dyad of bullying and cyberbullying 

as aggressors and victims presented lower attitudes and reading interests compared to bystanders. 

Discussion 

Three different profiles were found: students’ roles as aggressors (Group 2), victims (Group 3), and bystanders 

(Group 1). This finding supports the first hypothesis, which states that the combinations of aggression and 

victimisation among students would result in different profiles of bullying and cyberbullying (aggressor, victim, 

and bystander), considering the dimensions of the measurement instrument used (Caballo et al., 2012). 

Moreover, schoolchildren directly involved in bullying and cyberbullying have lower reading interests and less 

favourable reading attitudes than bystanders. These results are consistent with the hypothesis proposed. 

Students who played the role of bystanders have the best values regarding motivation towards reading, reading 

interests, attitudes towards studying, and collective attitudes. This implies that these students seemed to be highly 

motivated towards reading. Furthermore, they have greater reading interest and a more positive attitude towards 



studying and social or collective reading than aggressors and victims. This suggests that passive or active 

bystanders have a different place in the dyad aggressor-victim (Bartau-Rojas et al., 2018; John et al., 2018; Laninga-

Wijnen et al., 2021; Olweus & Limber, 2018). According to Merisuo-Storm and Soininen (2014), students can feel 

safe and happy, have good relationships with their classmates, and enjoy studying. They may not even experience 

difficulties in reading (Blewitt et al., 2021; Turunen et al., 2021). Some studies have shown that those who actively 

defend the victim in front of the bystander who supports the aggressor tend to assume a more critical position 

regarding harassment (Cuperman, 2010; Wee et al., 2022). Consistent with our study, previous research also found 

that bullying and cyberbullying aggressors tend to show low motivation towards school tasks (Valle et al., 2006), 

especially towards reading (Botello, 2016; Rojas et al., 2021). Similarly, victims are more likely to exhibit low school 

motivation (Garaigordobil & Machimbarrena, 2019). This can affect motivation and reading performance, as 

revealed in our study (Botello, 2016; Caputo, 2014; Rojas et al., 2021; Young-Jones et al., 2014). 

Thus, according to self-determination theory, a positive and supportive social environment is key to academic 

motivation, which includes students’ involvement in school and educational tasks. Therefore, negative social 

experiences caused by bullying and cyberbullying can impact academic motivation (Menéndez Santurio et al., 

2021). Coexistence problems among schoolchildren lead to strained interactions, especially in those directly 

involved in the aggressor-victim dyad, thereby affecting students’ motivation to learn (Valle et al., 2006) and 

academic performance, among others (Nunamaker & Mosier, 2023). Those with difficulties or low interest in 

reading are usually worried about their position in the group as they try to seek acceptance. This can lead them 

to show frustration and compensate for their worries with aggressive behaviours by intimidating others (Blewitt 

et al., 2021; Turunen et al., 2019, 2021). 

This study has some limitations. It is a cross-sectional study limited to a specific age group. Thus, the use of 

questionnaires may be affected by social desirability. Furthermore, data collection was interrupted due to the 

COVID-19 pandemic; therefore, we propose longitudinal studies to analyse the association of reading attitudes 

and interests with the roles of aggressor and victim in bullying and cyberbullying. Future studies should also 

consider the teaching staff and family’s point of view. This includes analysing other variables of interest, such as 

difficulties in reading and students with special educational needs. Furthermore, it would be interesting to analyse 

family variables that may influence reading habits, motivation for reading, and improvements in bullying and 

cyberbullying problems. However, more research on early childhood education should be conducted to obtain 

comparative results (De Vicente-Yagüe & González Romero, 2019; Méndez et al., 2020). 

Notably, in the current educational context, this study’s applicability and implications are relevant at the theoretical 

level since they allow for subsequent research and at the practical level for necessary measures. First, this study ’s 

results provide insights into bullying and cyberbullying for researchers and theorists by presenting a more 

exhaustive knowledge of the profiles of students involved in bullying and cyberbullying and their relationship with 

reading attitudes and interests. Through the profiles, it is possible to identify schoolchildren who have low reading 

motivation and who, in turn, could be directly involved as aggressors and victims of bullying and cyberbullying. 

Second, this study aims to propose preventive actions to improve school coexistence. Programs focusing on the 

specific roles of students in bullying and cyberbullying (victims, aggressors, and bystanders) can be employed 

based on our results. Evidence suggests that current policies and intervention programs administered through 

the education system that address inclusion and bullying to raise awareness and understanding of victimisation 

are effective. However, the problem has not been completely eradicated, and they do not provide long-term 

solutions (Nunamaker & Mosier, 2023). Programs aimed at bullying prevention have reduced approximately 20% 

cases of aggression, 15–16% cases of victimisation among schoolchildren, (Gaffney, Ttofi et al., 2019), and 10–15% 

cases of cyberbullying (Gaffney, Farrington et al., 2019). Therefore, exploring additional strategies is essential. 

Given that reading and writing are imperative parts of the learning process, school curriculum interventions that 

include these teaching tools should be viewed as effective avenues to address bullying and cyberbullying. This is 

why actions aimed at promoting reading interest, attitudes towards social or collective reading and studying, and 

motivation for reading are essential. Additionally, reading can promote values such as coexistence (Correa, 2008; 

Valderrama & Rubio, 2018). Some interventions have used picture books to encourage cooperative work, conflict 

resolution, respect, school mediation, empathy, and family involvement among students (Cocco et al., 2023; 

Merisuo-Storm & Soininen, 2014; Wee et al., 2022; Yubero & Larrañaga, 2014). Through books, it is possible to 

make various aspects of bullying visible (Cocco et al., 2023; Hoster, 2007; Larrañaga et al., 2015). These strategies 

can facilitate the identification of students’ roles as aggressors, as they tend to have more difficulty empathising 

with the victim in the story, show denial, and criticise the victim’s behaviour (Cuperman, 2010). The stories in books 



teaches victims how to fight and confront problems and how words and actions shape people. They also inspire 

them to defend their rights assertively through different characters and events (Gallagher, 2009). 

Additionally, the role of bystanders in prevention and intervention programs is particularly relevant because they 

can influence the development of programs owing to their active role in defending the victim (Gaffney, Farrington 

et al., 2019; Gaffney, Ttofi et al., 2019). For example, bullying can be experienced from the perspective of a bully 

or victim. However, through reading and subsequent guided classroom discussions, teachers can help bystanders 

(passive and active) to be aware and to reconsider their preconceived notions of the labels ‘victim’ and ‘bully’ 

(Pytash et al., 2013). Thus, the aggressor-victim dyad is broken through bullying and cyberbullying prevention 

programs that includes all those involved. This facilitates a dynamic and integral way to educate in solidarity about 

the management of justice, cooperation, help, respect, dialogue, school mediation, and more (Gutiérrez Ángel, 

2019; Íñiguez-Berrozpe et al., 2020; Larrañaga et al., 2015; Yubero & Larrañaga, 2014). 
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