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a  b  s  t  r  a  c  t

There  are still few studies  relating  bullying  victimization  and  life  satisfaction  (LS). This  study  aimed  to
assess  the  mitigating  effect  of  adult  figures  support  (at school  and  home)  on  the  relationship  between
bullying  victimization  and  life  satisfaction  experienced  by adolescents.  To  this  end,  a  sample  of  5774
adolescents  from  71  schools  located  throughout  the  violent  neighborhoods  of Lima  (Peru)  was  evaluated.
A moderation  analysis  was  performed  to assess  the  moderating  role of support  adult  figures  from  home
and  school.  The  results  show  that the  support  of adults  at home  and school  mitigate  the negative  effect
of  bullying  victimization  on  life  satisfaction,  and this  effect  is  larger  in the  case  of  adult  home  support.
Adult  support  at home  and school  help  students  with  high  prevalence  of  bullying  victimization  maintain
high  levels  of life  satisfaction  compared  to adolescents  with  low  support  from  adults.  Finally,  the  need
for  adults  at school  and  home  to  take  joint  measures  to prevent  and  reduce  the  prevalence  of  this  type
of  peer  violence  is discussed.

©  2018  Universidad  de  Paı́s Vasco.  Published  by  Elsevier  España,  S.L.U.  All  rights  reserved.

Bullying  en  la  adolescencia  y  satisfacción  con  la  vida:  ¿Puede  el  apoyo  de  los
adultos  de  la  familia  y  la  escuela  mitigar  este  efecto?

alabras clave:
coso escolar
dolescentes
poyo familiar
poyo escolar
atisfacción con la vida

r  e  s  u  m  e  n

Existen  pocos  estudios  que  vinculen  la  victimización  sufrida  por  bullying  con  la  satisfacción  con  la  vida.
En  este  sentido,  este  estudio  tiene  como  objetivo  evaluar  el efecto  mitigador  del  apoyo  de  figuras  adultas
(padres,  madres  y adultos  de  la  escuela)  en  los  efectos  de  la  victimización  por  bullying  en la satisfacción
con  la  vida  en adolescentes.  Con  este  fin,  se evalúa  a una  muestra  de  5774  adolescentes  de  71  escuelas
distribuidas  en  barrios  violentos  de  Lima,  Perú.  Para ello,  se  realiza  un  análisis  de  moderación  para  evaluar
el papel  moderador  de  las  figuras  adultas  de apoyo  del hogar  y de  la  escuela.  Los  resultados  muestran  que
el  apoyo  de los  adultos  en  casa  mitiga  la  relación  negativa  entre  la  victimización  y  la satisfacción  con  la
vida.  Este  efecto  es  mayor  en  el caso  del apoyo  proporcionado  por  los padres  y  madres.  El  apoyo  brindado
por  los  adultos  tanto del hogar  como  de  la  escuela  favorece  que  los  adolescentes  que  padecen  una  alta
prevalencia  de  victimización  puedan  mantener  niveles  superiores  de  satisfacción  con  la  vida respecto

a  los  adolescentes  que perciben  bajo  apoyo  de  los adultos.  Finalmente,  se discute la  necesidad  de  que
adultos  en  la  escuela  y padres  realicen  acciones  coordinadas  para  prevenir  y disminuir  la prevalencia  de

este tipo  de  violencia  entre  compañeros/as.
© 2018  Universid
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School bullying has increasingly gained attention in many west-
rn countries in recent years and has become a serious social issue,
articularly as the media has covered a number of high profile
ases of suicide that resulted from bullying. According to the U.S.
epartment of Health and Human Services (2013) more than 70%
f students and an equal percentage of educational staff have wit-
essed bullying at schools, and almost one-third of middle school
nd high school students reported being bullied (Leland, 2015). Sev-
ral studies have estimated that at least around 30% of children and
dolescents are bullied at some point whilst at school, and between
% and 10% are regularly bullied (Riggs & Brown, 2017; Rothon,
ead, Klineberg, & Stansfeld, 2011). Precise estimates, however,
re difficult given the fact that bullying is not always reported
ecause of fear of retaliation (Nocero & Beckerman, 2014). The

iterature shows differences in aggressiveness and depression by
ender in adolescent population. Concretely, most studies report

 higher prevalence of bullying cases in boys rather than in girls
Hong & Espelage, 2012; Seals & Young, 2003). Bullying and vic-
imization peak in prevalence and frequency in early adolescence
Claes, Luyckx, Baetens, Van de Ven, & Witteman, 2015), and most
dolescents follow a declining trajectory of bullying and victimiza-
ion from early to mid-adolescence (Barker, Arseneault, Brendgen,
ontaine, & Maughan, 2008).

ullying victimization and life satisfaction

Bullying is broadly defined as a desire to hurt and the execu-
ion of a harmful action and can take a variety of forms, including
erbal, social, physical, and more recently, cyberbullying (Leland,
015; Rothon et al., 2011). Cyberbullying implies using informa-
ion and communication technologies, mainly the internet and cell
hones, to bully classmates (Garaigordobil & Martínez-Valderrey,
014, 2018). Being involved in bullying as a victim is related to
motional adjustment problems such as loneliness, anxiety, low
elf-esteem, and depression (Eslea et al., 2004; Kochenderfer-Ladd,

 Wardrop, 2001; Moore et al., 2017; Nansel et al., 2001) and other
ental health problems. Therefore, several studies have focused on

he effects of bullying on mental health, but less attention has been
aid to the relation between bullying victimization and life satisfac-
ion (Varela et al., 2017), although life satisfaction is a key predictor
or positive adjustment in adolescence (Casas, 2011; Méndez-
iménez, Cecchini, Fernández-Río, Méndez, & Prieto, 2017). Life
atisfaction (LS) is one of the cognitive components of Subjective

ellbeing (SWB) and is defined as the evaluation of overall qual-
ty of life (Diener, Suh, Lucas, & Smith, 1999). Over the last years,
tudies assessing life satisfaction and other SWB  components dur-
ng childhood and adolescence have increased, although research
n this area continues to be a priority (Dex & Hollingworth, 2012;
inisman, Montserrat, & Casas, 2012). In this sense, it is especially

mportant to conduct investigations that allow us to identify the
rotective and risk factors that favor or reduce life satisfaction in
hildren and adolescents (Dinisman & Ben-Arieh, 2015).

Most studies use a single item to assess LS. For instance, the Over-
ll Life Satisfaction (OLS) scale developed by Campbell, Converse,
nd Rogers (1976) enquires about how satisfied people are with
heir life in general. More recently, Gadermann, Guhn, and Zumbo
2012) developed a scale based on the cognitive processes of chil-
ren and adolescents that are related to life satisfaction. This scale
stablished 5 items which are complementary to Dieners’ single-

tem scale to assess this variable. According to the International

ell-Being Group (2013), although this single-item scale is a very
ood instrument to assess SWB, the use of multi-item scales is also
ecommended to improve reliability.
idáctica, 2019, 24 (1) , 39–45

Some studies conducted regarding bullying and life satisfaction
in adolescence show that having suffered bullying is negatively
related to life satisfaction (Navarro, Ruiz-Oliva, Larrañaga, &
Yubero, 2015; Valois, Kerr, & Huebner, 2012) and people who are
bullied have reduced life satisfaction compared to children who
have not been victims (Flaspohler, Elfstrom, Vanderzee, Sink, &
Birchmeire, 2009). This study aims to contribute to the existing
literature on the relationship of these variables during adolescence
by using a multi-item scale to assess LS.

Can support figures mitigate the effects of bullying?

From the socio-ecological perspective, understanding the influ-
ence of diverse factors on victimization/bullying dynamics as well
as the relationships between the different actors involved becomes
necessary for adopting effective preventive measures. Although a
large number of studies have looked at bullying prevention strate-
gies, few studies have examined processes that may  already be
operating to mitigate the negative effects of bullying (Rothon et al.,
2011; Zhou, Liu, Niu, Sun, & Fan, 2017). One such process is social
support. The consequences of bullying may  be even more severe if
there is a lack of socio-emotional support (Hong & Espelage, 2012;
Wang et al., 2012). In this sense, the affective relationship that
teachers establish with students is a key factor for school adaptation
(Stasio, Savage, & Burgos, 2016; Hamre & Pianta, 2010; Hughes, Luo,
Kwok, & Loyd, 2008; López-González, Amutio, Oriol, & Bisquerra,
2016) and for other variables related to adolescent adjustment,
such as proper social functioning and academic achievement (Allen,
Witt, & Wheeless, 2006; Wentzel, Battle, Russell, & Looney, 2010).
This was  confirmed by a study conducted by Wang, Brinkworth, and
Eccles (2013) with 1400 youngsters, which showed that trust and
positive affective relationships with teachers acted as moderators
in the relationship between parent–children conflicts, depression
and disruptive or dysfunctional behavior in 13-to-18-year-old ado-
lescents.

According to Claes et al. (2015) bullying and victimization
increased the risk of engaging in non-suicidal self-injury (NSSI).
The relationship of both bullying and victimization with NSSI was
partially mediated by depressive mood. Additionally, the relation-
ships of both bullying and victimization with NSSI and of depressive
mood with NSSI were found to be moderated by parental sup-
port, indicating that these relationships were less pronounced in
adolescents who  experienced high parental support. In the same
line, Ang (2015) found that cyberbullying is closely related to a
poor emotional bond with the parents or caregivers. Therefore, the
need to include both emotion-regulation training and family-based
interventions into bully intervention programs to prevent NSSI is
underscored. Research also demonstrates that family relationships
have a profound influence on emotion regulation capacities (Baldry,
2004; López-González et al., 2016), which are central to an ade-
quate individual functioning and prosocial behavior in adolescence.
In this sense, the type of interactions that adolescents establish with
significant people (parents, teachers), depending on their develop-
mental stage, appears to act as important protective or risk factors
for bullying victimization (Banzon-Librojo, Garabiles, & Alampay,
2017; Oriol, Miranda, et al., 2017; Rose, Nickerson, & Stormont,
2015).

Present study

Studies relating bullying victimization to life satisfaction are still

scarce in the international literature. This study intends to assess
life satisfaction in adolescents using a multi-item scale, in con-
trast to the majority of studies, which usually use the single-item
measure of OLS created by Diener et al. (1999).
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There is a significant body of literature referring to the effect
f social support as a protective factor in bullying cases. However,
hese studies consider the relation of bullying with mental health
roblems rather than its relation with life satisfaction. Within the
esearch conducted in subjective well-being in adolescence, the
upport of significant figures in the family and school domains
as become increasingly relevant (Siedlecki, Salthouse, Oishi, &

eswani, 2014). Thus, priority is given to exploring how the sup-
ort of significant adult figures can mitigate the effect of bullying
ictimization.

In light of the above considerations, the following hypothe-
es are proposed: (1) bullying/victimization will negatively be
elated to the multi-item assessment of life satisfaction; (2) sup-
ort perceived from adults at school will moderate the relationship
etween experienced bullying and life satisfaction; and (3) support
rom adults at home will have a greater moderating effect than
chool support in the relationship between bullying and life satis-
action. To test the hypotheses, the variables sex and age were used
s control variables.

ethod

articipants

The sample was selected from the baseline of the project Escuela
miga,  which was conducted by the Ministry of Education of Peru
MINEDU) in 2013. To participate in this project a total of 5774
tudents from 71 secondary education schools were considered, out
f which the mean age of the sample was 14.19 years old (SD = 1.00)
nd 48.2% were men; 10.5% of students identify themselves as Afro-
eruvian and 4.6% report having a physical disability.

nstruments

During the baseline stage of the project, the Ministry of Edu-
ation of Peru elaborated an assessment instrument called CUBE
Cuestionario Único de Bienestar Escolar/The Single Survey of School

ellbeing).  This instrument comprises 21 variables based on differ-
nt international questionnaires, being the Life Satisfaction Scale
eveloped by Gadermann et al. (2012) one of them. The variables
f CUBE are grouped in seven dimensions: (1) socioemotional well-
eing, (2) socioemotional skills, (3) pro-social behavior, (4) school
limate, (5) school violence, (6) peer support and (7) adult support.
his instrument was piloted by the Ministry of Education of Peru
nd psychometrically validated by methodological consultants of
he World Bank. The following variables were selected for this study
rom the different dimensions of this measure:

Life satisfaction: This scale is composed of 5 items: “In many
enses, my  life is similar to the life I would like to have”, “My  life is
xcellent”, “I am happy with my  life”, “Until now I have achieved
he important things I want in my  life” and “If I were born again, I
ould live the same way I have lived until now”. All these variables
ere measured through a 5-point Likert scale ranging from 0 to

 (0 = Not at all, 1 = No, 2 = Somewhat, 3 = Yes, 4 = Very much). The
cale presents a high level of reliability (� = .79). To calculate the
omposite reliability (CR) and the average variance extracted (AVE),

 confirmatory factorial analysis (CFA) was performed with the data
rom the present study, using the maximum likelihood model for
he estimation of the parameters. The results indicate that the CR
s optimal (CR = .80) and the AVE is quite adequate (AVE = 49%). The
FA results showed an adequate fit: �2/df = 4.17, CFI = .96, TLI = .98,

MSEA = .06.

Adult family support: This variable assesses the perception the
tudent has about the support of adults at home. It comprises 3
tems (e.g., “At Home, there is at least one adult who  really cares
idáctica, 2019, 24 (1) , 39–45 41

about me”) measured through a 5-point Likert scale ranging from 0
to 4 (0 = Not at all, 1 = No, 2 = Somewhat, 3 = Yes, 4 = Very much). The
reliability of this scale was high (� = .80), CR = .80 and AVE = 76%.

Adult school support: This scale assesses the perception the stu-
dent has about the support of adults at school through 3 items (e.g.,
“At school, there is a teacher or some other adult . . . who believes
I will do well in life”), with a 5-point Likert scale ranging from 0 to
4 (0 = Not at all, 1 = No, 2 = Somewhat, 3 = Yes, 4 = Very much). This
scale also presents a high level of reliability (� = .82), CR = .82 and
AVE = 78%.

Bullying victimization: This variable was built from traditional
aggression and cyberbullying reports. In the same way  as the scales
aimed to assess the prevalence of bullying victimization, this scale
asks adolescents whether they have suffered any type of bully-
ing during the last week and how many times, in order to verify
if aggression is continuous over time. The questions used for this
scale were: (1) “One student pulled or pushed you hard to bother
you”, (2) “One or several students punched you or kicked you”,
(3) “A student threatened to hurt you or to beat you”, (4) “A stu-
dent insulted you” and (5) “At least one student made fun of you
through some electronic means (e-mail, Facebook, text message,
Twitter, etc.)” The variables were measured using a 3-point Likert
scale (0 = “Never”, 1 = “Once”, 2 = “Twice or more times”). The scale
presents a Cronbach’s alpha of .71, CR = .72 and AVE = 58%. Also, CFA
shown adequate fit: �2/df = 5.44, CFI = .97, TLI = .93, RMSEA = .07.

Procedure

This study ex post facto was carried out through the applica-
tion of a survey to students of the Escuela Amiga Project led by
the Ministry of education of Peru. In this project, fourth-grade
primary students and second-grade secondary students from 71
educational institutions located in neighborhoods with high levels
of violence from Lima Metropolitana were surveyed. The ethi-
cal considerations of the project were approved by MINEDU and
endorsed by the ethics committee of the Innovation for Poverty
Action (IPA), organization that provided technical assistance to
MINEDU in the elaboration of written informed consents for par-
ents and school principals, and informed consents for students
that were verbally explained prior to proceeding to data collection.
In this sense, the objective of the project was  disclosed prior to
the application of the questionnaire and students were informed
that they were free not to answer the questionnaire in case they
did not want to. In addition, as part of the ethical considerations
proposed, IPA and MINEDU created protocols for monitoring data
collection. Regarding the application protocol, the Ministry of Edu-
cation and the NGO IPA trained the interviewers on the application
of the instrument and the implementation of an emotional contain-
ment protocol in case a student was affected by the content of the
questionnaire. According to this protocol, in the event that a stu-
dent experienced a situation affecting his emotional well-being, the
survey supervisor should approach to his or her desk and ask the
student how he or she was  feeling. In case of detecting any situation
of emotional discomfort, the student was  immediately referred to
the psychologist or guardian, who remained in another separate
room from where the survey was applied.

Data analysis

The collected data were analyzed using descriptive statistics and
correlation. To test the proposed moderation models, all contin-
uous variables were mean-centered. Any significant interactions

were further probed by examining the effect sizes, simple regres-
sion equations, and simple slopes. Changes in R2 for the model once
the interaction term had been taken into account were used as a
measure of the variance accounted for by the interaction above and
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Table  1
Percentage of bullying by sex and adolescence stage

Victimization Overall Male Female Early Late

Bullying 74.4% 80.0%** 68.7%** 73.8% 75.9%
Traditional bullying 69.2% 74.9%** 69.5%** 68.8% 70.4%
Cyberbullying 31.3% 32.8% 30.6% 30.6%* 34.2%*
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a positive effect on life satisfaction (� = .27, p < .01). In the case of
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The correlation is significant at the .05 level.
** The correlation is significant at the .01 level.

eyond the main effects (i.e., effect size). Additionally, moderation
nd regression assumptions were analyzed.

Moderation was conducted using the PROCESS (Hayes, 2016)
acro in SPSS-v23. PROCESS uses an ordinary least squares

pproach and a bias-corrected bootstrap method (with 5000 boot-
trapped samples) to estimate the conditional (moderated) effects.
o probe significant interactions, simple slope analysis at low (−1
D), and high (+1 SD) levels of the moderator was  used, with
he Johnson-Neyman technique (Spiller, Fitzsimmons, Lynch, &

cClelland, 2013). In the current study, we performed the anal-
ses corresponding to Model 1 of the Preacher, Rucker and Hayes
2007) approach.

According to these models, the moderators (adult school and
amily support) are assumed to mitigate the relationship between
ullying victimization and life satisfaction.

esults

Table 1 shows the frequency of self-reported bullying by type of
ggression, divided in traditional bullying and cyberbullying. Overall,
4.4% of students suffered bullying. This result is consistent with
he results of other studies (Garaigordobil & Martínez-Valderrey,
018). Regarding traditional bullying, 69.2% reported this type of
ggression and 31.3% reported cyberbullying. When comparing
y sex, men  present a higher prevalence of traditional bullying
�2 = 94.37, p < .001). However, there is no significant difference

egarding cyberbullying. In addition, significant differences were
ound in cyberbullying when comparing early and late adolescence
y �2 = 6.95, p < .05.

able 2
escriptive analysis and correlations of the variables of this study

Variable Mean (DE) Range 1 

1. Bullying .44 (.43) 0–2 – 

2. Adult school support 2.75 (.88) 0–4 

3. Adult family support 3.33 (.76) 0–4 

4.  Life satisfaction 2.54 (.81) 0–4 

5. Age 14.18 (1.0) 0–18 

6. Sex – –

* The correlation is significant at the .05 level.
** The correlation is significant at the .01 level.

able 3
egression model for students’ life satisfaction by adult home support

Model 1 

� t 

Student age −.07** −6.30 

Student sex −.24** −11.10 

Bullying 

Adult home support 

Bullying × Adult home support 

R2 .03 

F  (df1, df2) 77.02 (2, 5530)**

* p < .05.
** p < .01.
idáctica, 2019, 24 (1) , 39–45

Table 2 shows the mean, standard deviation, range and corre-
lations between variables. Correlations were significant among all
variables. As expected, life satisfaction correlates negatively with
bullying and positively with adult support. Furthermore, there are
negative and significant correlation between bullying, life satisfac-
tion and age.

Before performing the moderation analysis, the regression
assumptions were tested. The scores referring to bullying were
first centered, whereas the variables corresponding to adult support
(school, family) were kept untouched to avoid multicollinearity
(Aiken, West, & Reno, 1991).

Table 3 shows the results of the interaction between adult home
support and bullying. Model 1 only incorporates the control vari-
ables age and sex,  which were significantly negative in the case of
sex: � = −.24, p < .01. This implies that life satisfaction is higher in the
case of women. In model 2, the variables bullying and adult home
support were included as factors associated with life satisfaction and
both were significant. This model added 21% of explained variance
to the model: F(df1, df2) = 431.02 (4, 5528), p < .01. Finally, model 3
includes the interaction between adult home support and bullying to
predict life satisfaction in students. The interaction was significant
and negative (� = −.18, p < .01), so the respective effects of bully-
ing and adult home support were significantly predictive over life
satisfaction.

Figure 1 represents the moderating relationship for life satis-
faction. As can be observed, the slope in the regression of students
that experience more support from the adults at home is more pro-
nounced, implying that students with higher levels of adult support
and low levels of bullying have more possibilities of enhanced levels
of life satisfaction. In contrast, students with lower levels of adult
support at home experienced less life satisfaction even in the cases
in which bullying levels were low.

Table 4 shows the results of the moderating effect over bullying
of adult school support. The results of model 1 are the same as those
shown in Table 3. In model 2, the variables adult’s school support and
bullying are significant, demonstrating that adult school support has
bullying, the effect is negative and significant (� = −.38, p < .01).
Finally, model 3 included the interaction between adult school

support and bullying. The interaction resulted significantly negative

2 3 4 5 6

−.15** −.16** −.20** .04* −.17**

– .42** .32** .00 .04**

– .44* −.11** −.02
– −.08** −.14**

– −.07**

Model 2 Model 3

� t � t

−.03* −3.28 −.03* −3.18
−.27** −14.03 −.28** −14.24
−.33** −12.64 .26** 2.68
.44** 34.53 .53** 28.27

−.18** −6.33
.24 .25
431.02 (4, 5528)** 355.25 (5, 5527)**
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Table  4
Regression model for students’ life satisfaction by adult school support

Model 1 Model 2 Model 3

� t � t � t

Student age −.07** −6.30 −.07** −6.72 −.07** −6.73
Student sex −.24** −11.10 −.32** −15.43 −.32** −15.47
Bullying −.38** −13.77 −.15 −1.93
Adult  school support .27** 23.58 .31** 18.72
Bullying × Adult school support −.09* −3.09
R2 .03 .16 .16
F(df1,  df2) 77.02 (2, 5530) 259.30 (4, 5528) 209.67 (5, 5527)

* p < .05.
** p < .01.
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Figure 1. Regression and interaction of ‘life satisfaction’ and ‘adult home support’
by  bullying level.
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igure 2. Regression and interaction of ‘life satisfaction’ and ‘adult school support’
y  bullying level.

or life satisfaction,  � = −.09, p < .05. In this model, bullying is not
ignificant, � = .15, p > .05, but the perception of adult school supports
as significant, � = .31, p < .01. Both models 2 and 3 contributed to

6% of explained variance.
Figure 2 presents the moderating relationship between adult

chool support and life satisfaction for low and high levels of bul-
ying. Students with low levels of bullying and high adult school
upport experience higher levels of life satisfaction. However, stu-
ents with lower levels of adult support at school experienced less

ife satisfaction even in the cases in which bullying levels were low.

iscussion

Descriptive results show a prevalence of bullying victimization
round 74% in adolescence. Specifically, traditional bullying has a
igher prevalence than cyberbullying, as pointed out by the inter-
ational literature (Modecki, Michin, Harbaugh, Guerra, & Runions,

014). The majority of adolescents of the sample indicated having
uffered traditional bullying, although they also reported having
xperienced bullying through electronical devices.
According to the first hypothesis, a medium-high negative rela-
tionship is observed between bullying and the multi-item measure
of life satisfaction employed. Although the direction of this influ-
ence cannot be inferred, a possible interpretation for it is that,
effectively, experiencing bullying has a negative impact on life
satisfaction. These results are in agreement with previous stud-
ies that used a single item to assess life satisfaction (OLS) and
in which negative relationships between bullying victimization
and life satisfaction were observed (Blood et al., 2011; Martin &
Huebner, 2007; Valois, Paxton, Zullig, & Huebner, 2006). These
findings point to the need of more studies on the relationship
between bullying victimization and other assessment measures
for the cognitive component of SWB, as well as for the affective
component.

Regarding the second hypothesis, the results show that school
support favors the decrease of the bulling victimization effect over
life satisfaction. It must also be noted that when the support of
adults is high, adolescents who reported having suffered a high
prevalence of bullying during the last week showed slightly higher
life satisfaction scores, even compared to those students with a low
prevalence but receiving less support from adults. Another interest-
ing aspect is that in the group of adolescents with low support, the
difference between life satisfaction under high or low prevalence
of bullying, is not as pronounced as in the group that perceives high
support. The explanation for this result might be the compensatory
mechanisms generated by homeostasis to maintain life satisfaction
levels within a range, as pointed out by the study of Cummins, Li,
Wooden, and Stokes (2013). In other words, life satisfaction levels
can go down significantly when a person is confronted with a vio-
lent situation, but the homeostatic forces make this person develop
resilience before these negative affective experiences. Therefore,
groups with high and low prevalence of bullying victimization per-
ceiving low support have constant low levels of life satisfaction,
so the differences between them are not as pronounced as those
found in groups that perceive high support. This finding highlights
the importance that adult school support has in bullying situations
in relation to satisfaction with life.

In line with Cummins et al. (2013), the results show that exter-
nal factors like perceived support favor the stability and recovery
of homeostasis, and that life satisfaction levels are consequently
higher. The results also confirm the importance that all adults
at school, and not only the teachers, show positive support to
students, as this support acts as a protective factor against the
aggressions students may  suffer from their classmates. Other stud-
ies have shown that the quality of interactions and perceptions
teachers have of students helps reducing peer violence (Oriol,
Miranda, et al., 2017; Saarento, Kärnä, Hodges, & Salmivalli, 2013;
Troop-Gordon, 2017) and that the support offered by teachers is
deemed a fundamental indicator of subjective well-being during

this development stage (Oriol, Torres, Miranda, Bilbao, & Ortúzar,
2017). Importantly, it also reinforces the idea that all adults and
not only teachers are important to prevent bullying and, as shown
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y the results, to mitigate the effect that bullying from classmates
as on life satisfaction (Gutiérrez, Tomás, Romero, & Barrica, 2017;
ood, Smith, Varjas, & Meyers, 2017).
As for the third hypothesis, results indicate that adult home

upport has a moderating effect on the relation between bully-
ng victimization and life satisfaction. Furthermore, this interaction
as a stronger moderating effect than the one observed from adult
chool support. Even though bullying occurs at school, our findings
ighlight the idea that adults at home are fundamental support
gures to help adolescents recover from peer violence. In addi-
ion, the results reaffirm the need of schools to undertake joint

easures to prevent and address peer violence (Valdés-Cuervo,
artínez-Ferrer, & Carlos-Martínez, 2018). Finally, as in the case

f support from adults at school, the findings show a lower oscil-
ation of life satisfaction values in the group of low support in
elation to the prevalence of bullying victimization, which stresses
ven more the importance of adult support at home and school for
ncreasing life satisfaction in adolescents regardless of the levels
f bullying. Adult support can help adolescents build personal and
nterpersonal resources, which will make them experience posi-
ive emotions and improve their well-being, and at the same time
ncrease their satisfaction with life.

mplications

The results show the importance of support from adults at
oth school and home to mitigate the effects of bullying victim-

zation on life satisfaction. In this line, bullying needs to be dealt
ith from a preventive perspective which implies that families

nd schools need to work together. This approach would help pre-
ent the occurrence of violent episodes among peers and would
ct as a protective factor against bullying victimization and men-
al health problems. The results also point to a relation between
ullying victimization and a multi-item measure to assess life sat-

sfaction, which confirm the outcomes of some previous studies
hat observed this relationship using a single-item of overall life
atisfaction (OLS). However, the literature relating bullying victim-
zation and the different components of SWB  is still scarce. Further
esearch needs to address the relation between victimization and
WB  by using internationally validated scales to assess both the
ognitive and affective aspects of SWB  during childhood and ado-
escence.

imitations

More research is needed with longitudinal designs in order to
bserve the effects of programs aimed at strengthening these sup-
ort relationships to prevent the perpetuation of violence and avoid
ental health problems in the adolescent population. This should

e carried out focusing on the involvement of parents as a core ele-
ent to reduce levels of bullying and promote the well-being of

tudents.

cknowledgments

The authors of this article thank the Ministry of Education of
eru (MINEDU) for providing us with the information concern-
ng the baseline of the impact assessment “Escuela Amiga” project,

hose data have been analyzed in this work.

eferences
iken, L. S., West, S. G., & Reno, R. R. (1991). Multiple regression: Testing and inter-
preting interactions. London: Sage.

llen, M.,  Witt, P. L., & Wheeless, L. R. (2006). The role of teacher
immediacy as a motivational factor in student learning: Using meta-
idáctica, 2019, 24 (1) , 39–45

analysis to test a causal model. Communication Education, 55(1), 21–31.
http://dx.doi.org/10.1080/03634520500343368

Ang, R. P. (2015). Adolescent cyberbullying: A review of characteristics, preven-
tion and intervention strategies. Aggression and Violent Behavior, 25,  35–42.
http://dx.doi.org/10.1016/j.avb.2015.07.011

Barker, E. D., Arseneault, L., Brendgen, M.,  Fontaine, N., & Maughan,
B.  (2008). Joint development of bullying and victimization in ado-
lescence: Relations to delinquency and self-harm. Journal of the
American Academy of Child and Adolescent Psychiatry,  47(9), 1030–1038.
http://dx.doi.org/10.1097/CHI. ObO13e31817eec98

Baldry, A. C. (2004). The impact of direct and indirect bullying on the mental
and physical health of Italian youngsters. Aggressive Behavior, 30(5), 343–355.
http://dx.doi.org/10.1002/ab.20043

Banzon-Librojo, L. A., Garabiles, M.  R., & Alampay, L. P. (2017). Brief report: Relations
between harsh discipline from teachers, perceived teacher support, and bully-
ing  victimization among high school students. Journal of Adolescence, 57,  18–22.
http://dx.doi.org/10.1016/j.adolescence.2017.03.001

Blood, G. W.,  Blood, I. M., Tramontana, G. M.,  Sylvia, A. J., Boyle, M.
P.,  & Motzko, G. R. (2011). Self-reported experience of bullying of
students who stutter: Relations with life satisfaction, life orienta-
tion, and self-esteem. Perceptual and Motor Skills, 113(2), 353–364.
http://dx.doi.org/10.2466/07.10.15.17.PMS.113.5.353-364

Casas, F. (2011). Subjective social indicators and child and ado-
lescent well-being. Child Indicators Research, 4(4), 555–575.
http://dx.doi.org/10.1007/s12187-010-9093-z

Campbell, A., Converse, P. E., & Rogers, W.  L. (1976). The quality of American life:
Perceptions, evaluations and satisfactions. New York: Russell Sage.

Claes, L., Luyckx, K., Baetens, I., Van de Ven, M.,  & Witteman, C. (2015). Bullying and
victimization, depressive mood, and non-suicidal self-injury in adolescents: The
moderating role of parental support. Journal of Child and Family Studies, 24(11),
3363–3371. http://dx.doi.org/10.1007/s10826-015-0138-2

Cummins, R. A., Li, N.,  Wooden, M.,  & Stokes, M.  (2013). A demonstration of
set-points for subjective wellbeing. Journal of Happiness Studies, 15,  183–206.
http://dx.doi.org/10.1007/s10902013-9444-9

Dex, S., & Hollingworth, K. (2012). Children’s and young people’s voices on their
wellbeing. Childhood Well-Being Research Centre, Working Paper, 16,  1–49.

Diener, E., Suh, E. M.,  Lucas, R. E., & Smith, H. L. (1999). Subjective well-
being: Three decades of progress. Psychological Bulletin, 125(2), 276–302.
http://dx.doi.org/10.1037/0033-2909.125.2.276

Dinisman, T., & Ben-Arieh, A. (2015). The characteristics of children’s
subjective well-being. Social Indicators Research, 126(2), 555–569.
http://dx.doi.org/10.1007/s11205-015-0921-x

Dinisman, T., Montserrat, C., & Casas, F. (2012). The subjective well-
being of Spanish adolescents: Variations according to different living
arrangements. Children and Youth Services Review, 34(12), 2374–2380.
http://dx.doi.org/10.1016/j.childyouth.2012.09.005

Di Stasio, M.  R., Savage, R., & Burgos, G. (2016). Social comparison, compe-
tition and teacher-student relationships in junior high school classrooms
predicts bullying and victimization. Journal of Adolescence, 53,  207–216.
http://dx.doi.org/10.1016/j.adolescence.2016.10.002

Eslea, M.,  Menesini, E., Morita, Y., O’Moore, M.,  Mora-Merchán, J. A., Pereira,
B.,  & Smith, P. K. (2004). Friendship and loneliness among bullies and
victims: Data from seven countries. Aggressive Behavior, 30(1), 71–83.
http://dx.doi.org/10.1002/ab.20006

Flaspohler, P. D., Elfstrom, J. L., Vanderzee, K. L., Sink, H. E., & Birchmeier, Z.
(2009). Stand by me:  The effects of peer and teacher support in mitigating the
impact of bullying on quality of life. Psychology in the Schools, 46(7), 636–649.
http://dx.doi.org/10.1002/pits.20404

Gadermann, A. M., Guhn, M., & Zumbo, B. D. (2012). Estimating ordinal reliability
for Likert-type and ordinal item response data: A conceptual, empirical, and
practical guide. Practical Assessment, Research & Evaluation,  17(3.). Available from
http://pareonline.net/getvn.asp?v=17&n=3

Garaigordobil, M.,  & Martínez-Valderrey, V. (2018). Technological resources to pre-
vent cyberbullying during adolescence: The cyberprogram 2.0 program and
the  cooperative cybereduca 2.0 videogame. Frontiers in Psychology,  9, 745.
http://dx.doi.org/10.3389/fpsyg.2018.00745

Garaigordobil, M., & Martínez-Valderrey, V. (2014). Efecto del Cyberprogram
2.0 sobre la reducción de la victimización y la mejora de la compe-
tencia social en la adolescencia. Revista de Psicodidáctica,  19(2), 289–305.
http://dx.doi.org/10.1387/RevPsicodidact.10239

Gutiérrez, M.,  Tomás, J. M., Romero, I., & Barrica, J. M.  (2017). Perceived social support,
school engagement and satisfaction with school. Revista de Psicodidáctica,  22(2),
111–117. http://dx.doi.org/10.1016/j.psicod.2017.01.001

Hayes, A. F. (2016). PROCESS: A versatile computational tool for observed vari-
able  mediation, moderation, and conditional process modeling. Retrieved from
http://www.afhayes.com/public/process2012.pdf.

Hamre, B. K., & Pianta, R. C. (2010). Classroom environments and developmental
processes: Conceptualization and measurement. In J. Meece, & J. Eccles (Eds.),
Handbook of research on schools, schooling, and human development (pp. 25–41).
New York, NY: Routledge.

Hong, J. S., & Espelage, D. L. (2012). A review of research on bullying and peer vic-

timization in school: An ecological system analysis. Aggressive Violent Behavior,
17(4), 311–322. http://dx.doi.org/10.1016/j.avb.2012.03.003

Hughes, J., Luo, W.,  Kwok, O., & Loyd, L. (2008). Teacher-student support, effortful
engagement, and achievement: A 3-year longitudinal study. Journal of Educa-
tional Psychology, 100(1), 1–14. http://dx.doi.org/10.1037/0022-0663.100.1.1

http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0005
dx.doi.org/10.1080/03634520500343368
dx.doi.org/10.1016/j.avb.2015.07.011
dx.doi.org/10.1097/CHI. ObO13e31817eec98
dx.doi.org/10.1002/ab.20043
dx.doi.org/10.1016/j.adolescence.2017.03.001
dx.doi.org/10.2466/07.10.15.17.PMS.113.5.353-364
dx.doi.org/10.1007/s12187-010-9093-z
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0045
dx.doi.org/10.1007/s10826-015-0138-2
dx.doi.org/10.1007/s10902013-9444-9
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0060
dx.doi.org/10.1037/0033-2909.125.2.276
dx.doi.org/10.1007/s11205-015-0921-x
dx.doi.org/10.1016/j.childyouth.2012.09.005
dx.doi.org/10.1016/j.adolescence.2016.10.002
dx.doi.org/10.1002/ab.20006
dx.doi.org/10.1002/pits.20404
http://pareonline.net/getvn.asp?v=17&n=3
dx.doi.org/10.3389/fpsyg.2018.00745
dx.doi.org/10.1387/RevPsicodidact.10239
dx.doi.org/10.1016/j.psicod.2017.01.001
http://www.afhayes.com/public/process2012.pdf
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
http://refhub.elsevier.com/S2530-3805(18)30010-8/sbref0120
dx.doi.org/10.1016/j.avb.2012.03.003
dx.doi.org/10.1037/0022-0663.100.1.1


sicod

I

K

L

L

M

M

M

M

M

N

N

N

O

O

P

R

R

of  School Psychology, 61,  1–17. http://dx.doi.org/10.1016/j.jsp.2016.12.003
Zhou, Z. K., Liu, Q. Q., Niu, G. F., Sun, X. J., & Fan, C. Y. (2017). Bullying victim-
R. Miranda et al. / Revista de P

nternational Wellbeing Group. (2013). Personal Wellbeing Index – Adult – Manual,
5th version. Melbourne: Australian Centre on Quality of Life, Deakin University.
Retrieved from http://www.acqol.com.au/iwbg/wellbeing-index/index.php

ochenderfer-Ladd, B., & Wardrop, J. L. (2001). Chronicity and instability of children’s
peer victimization experiences as predictors of loneliness and social satisfaction
trajectories. Child Development, 72,  134–151.

eland, M.  (2015). Mindfulness and student success. Journal of Adult Education,  44(1),
19–24.

ópez-González, L., Amutio, A., Oriol, X., & Bisquerra, R. (2016). Habits related to
relaxation and mindfulness of high school students: Influence on classroom
climate and academic performance. Revista de Psicodidáctica, 21(1), 121–138.
http://dx.doi.org/10.1387/RevPsicodidact.13866

artin, K. M.,  & Huebner, E. S. (2007). Peer victimization and prosocial experiences
and emotional well-being of middle school students. Psychology in the Schools,
44(2),  199–208. http://dx.doi.org/10.1002/pits.20216

éndez-Giménez, A., Cecchini, J. A., Fernández-Río, J., Méndez, D., & Prieto, J.
A.  (2017). 3 × 2 achievement goals, self-determined motivation and life sat-
isfaction in secondary education. Revista de Psicodidáctica,  22(2), 150–156.
http://dx.doi.org/10.1016/j.psicod.2017.05.001

inisterio de Educación del Perú (MINEDU). (2013). Análisis psicométrico del Cues-
tionario de Bienestar Escolar de primaria y secundaria - Estudio Piloto 2013. Lima,
CH:  MINEDU.

odecki, K. L., Minchin, J., Harbaugh, A. G., Guerra, N. G., & Runions, K.
C.  (2014). Bullying prevalence across contexts: A meta-analysis measuring
cyber and traditional bullying. Journal of Adolescent Health,  55(5), 602–611.
http://dx.doi.org/10.1016/j.jadohealth.2014.06.007

oore, S. E., Norman, R. E., Suetani, S., Thomas, H. J., Sly, P. D., & Scott, J. G. (2017).
Consequences of bullying victimization in childhood and adolescence: A sys-
tematic review and meta-analysis. World Journal of Psychiatry,  7(1), 60–76.
http://dx.doi.org/10.5498/wjp.v7.i1.60

ansel, T. R., Overpeck, M.,  Pilla, R. S., Ruan, W.  J., Simons-Morton, B., & Scheidt,
P. (2001). Bullying behaviors among US youth: Prevalence and association
with psychosocial adjustment. Journal of the American Medical Association, 285,
2094–2210.
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