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Introduction
The Criminal Justice Initiative (CJI) at the Open Society Foundation for South
Africa is primarily a grant-making programme, with an interest in building
local knowledge and sustainable innovation in the criminal justice system, as
well as in relation to the prevention and reduction of crime.   To this end, since
1999, the CJI has provided support to civil society organisations undertaking
a range of different innovative projects primarily aimed at the prevention or
reduction of crime.  These have been in three broad categories:  local govern-
ment-focused initiatives, community-focused initiatives and school-based
initiatives. 

During this period, the CJI provided support to eight NGOs undertaking
school-based crime or violence prevention initiatives, each adopting its own
unique approaches and strategies to address different kinds of problems being
faced by South African schools.  The idea was to generate local learning and
to complement the range of lessons available from abroad, with a view to
strengthening the ability of South African schools to respond to the challenges
of crime and violence.

In 2001, the CJI contracted researcher Dr Richard Griggs to conduct a review
of these eight projects with a view to extracting good practice; articulating
learning that has emerged, and formulating some ideas regarding the elements
of a “best practice” strategy for working in South African schools.  It should
be noted that this report does not pretend to present an evaluation of these
projects.  The researcher’s findings are based on the documentation produced
by each project, on observations and discussions with beneficiary schools and
on interviews with the implementers of these projects.

From the perspective of the CJI, it is hoped that this, together with other learn-
ing emerging out of similar work, can contribute to strengthening the capaci-
ty of schools to respond to crime and violence, and provide clear lessons to
NGOs that wish to assist in this process. 

The learning captured in this report would not have been possible without the
creative vision and boundless energy of the people who serve the eight
participating organisations.  The work of each of these individuals is a beacon
for those of us who seek to understand how to navigate the trials of this
changing environment.  The staff of the CJI have been privileged to interact
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with these innovative, committed and often overworked individuals, and we
are indebted to each organisation for its participation in this study, for its
generosity in sharing its knowledge, learning and ideas and for its continued
commitment to work in this sector.  We also thank the staff and students of
the many schools that have also engaged in this learning process with us. 

Finally, the CJI sincerely thanks the researcher on this project, Dr Richard
Griggs, for his energy, his passion for the subject matter, and for his respect
and care for the many individuals and organisations that participated in the
study. 

Cheryl Frank
Director:  Criminal Justice Initiative
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Acronyms and Abbreviations 
CJI Criminal Justice Initiative

CPF Community Policing Forum

COPES Community Psychological Empowerment 
Services

CSVR Centre for the Study of Violence and 
Reconciliation

ELLC English Language, Literacy and Communication

GBV Gender-based Violence

IPT Independent Projects Trust

LRC Learner Representative Council

NGO Non-governmental Organisation

NWF New World Foundation

OBE Outcomes-based Education

OSF-SA Open Society Foundation for South Africa

PHP Public Health Programme

SAPS South African Police Services

SGB School Governing Body

SMILE St Mary’s Interactive Learning Experience

UCT University of Cape Town

UWC University of the Western Cape

WCED Western Cape Education Department
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Purpose and Methodology
The Criminal Justice Initiative (CJI) has funded some eight different
organisations that have developed strategies for reducing school-based crime
and violence.  The experiences and impacts emanating from the various
funded approaches offer an opportunity for CJI to step back and survey the
ongoing various strategies in this sector.  This review was conducted to
address two critical questions: (1) What was learnt or gained from the various
types of CJI-funded interventions; and (2) what would an ideal school-based
crime prevention strategy look like, and how should this impact on CJI grant-
making strategy?   

Proposals, progress reports and other documentation pertaining to the
interventions were made available to a researcher for documenting and
reviewing the different strategies.  The researcher’s role was to first explain
each strategy and then compare and analyse them in order to suggest how the
various practices might inform future CJI strategy.  The interventions are
explained mainly in accordance with the proposals, progress reports,
summaries and other documentation submitted to the CJI by these organisa-
tions.  The researcher contacted members of the eight organisations for
further materials, information and some field-based observations.
International research and reviews on school crime prevention strategies were
also consulted.

The review is divided into eleven sections.  Sections one through eight are
used to explain the strategies of each of the eight organisations.  The given
order is random and these sections are as follows:

1. St Mary’s Interactive Learning Experience (SMILE)
2. Bridges
3. Independent Projects Trust (IPT)
4. Khanya Family Centre
5. Change Moves 
6. Public Health Programme (PHP)
7. Community Psychological Empowerment Services (COPES)
8. Centre for the Study of Violence and Reconciliation (CSVR)
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Sections 1 through 8 consist of thirteen subsections, including: 

• Introduction
• The Strategy
• Geographic Extent of Work
• Target Group and Exposure
• Material Content
• Training Content
• Monitoring and Evaluation Methods
• Impact 
• Challenges Ahead
• Sustainability
• Key Lessons Learnt (offered by the organisation)
• Best Practices in terms of Strategy (the reviewer’s analysis)

Section 9 collectively analyses all the best practices identified in each section.
Best practices are defined as procedures and tactics that can be replicated
by most organisations, irrespective of the precise style of intervention.  Such
tactics also increase the chances of a sustainable intervention.  In analysis,
duplications were eliminated and the underlying element of success in a
practice discerned.  For instance, the involvement of the South African Police
Services (SAPS) in school programmes might be seen as one best practice
but the underlying idea is that partnerships with service providers outside
the school can increase the chances of a successful intervention.  

In Section 10 recommendations are made for developing an ideal, integrated
strategy for working in schools. Potential targets, strategic components and
best practices extracted from the collective experiences of all the NGOs were
refined through analysis with reference to international reviews of best
practices.  The result was a recommended strategy with accompanying
illustrations and explanations. 

All the tools described above offered a focus for workshop discussions held at
the end of November 2001 that brought together key stakeholders among the
reviewed organisations, along with academics, education officials and other
interested parties.  This workshop further informed the strategy of the
Criminal Justice Initiative so Section 11 which describes the feedback from
the workshop, was added.  Generally, the feedback supported the strategy
but led to a retraction of a suggestion given in the final recommendation
of Section 10 that CJI consider a tender process.  Instead a further study,
similar to this one, addressing the appropriate and effective partnerships for
implementing the strategy is recommended prior to any consideration of a
tendering process. This is fully explained in Section 11.
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St Mary’s  Interact ive
Learning Experience

(SMILE)

I n t r o d u c t i o n

St Mary’s Interactive Learning Experience (SMILE) began in KwaZulu-Natal
in 1991 when two former teachers with significant experience in developing
coursework materials came together in an effort to improve English teaching
and learning skills among Grade 4-7 educators and learners.  The initial
challenge was that young black learners in KwaZulu-Natal often failed to
complete Grade 5 because of poor English language skills.  Upon examining
the problem, SMILE founders Daniela Browne and Lynda Swinbourn consid-
ered the need to hold the interest of learners in the subject.  Since English
requires some medium or vehicle of instruction, they decided that relevant
age-appropriate themes that were exciting and well presented would be the
key to success.  

These English lessons around an interesting theme took place initially at one
venue (St Mary’s Diocesan School for Girls, where SMILE offices are still
situated today) with young black learners taxied in from surrounding areas.
Owing to the success and popularity of the programme, some local principals
approached the educators to ask whether this system could be brought into
every classroom.  Browne and Swinbourn accepted the challenge and devel-
oped their programme around a whole series of age-related themes that
correspond with the phase organisers of the English Language, Literacy and
Communication learning area Outcomes-based Education (OBE).  Today there
are 20 themes (five themes each for Grades 4-7).  SMILE continues to work
on new themes and new grades.  

The programme of training that developed with the learning materials came to
be entitled the ‘Classroom Reinforcement and Teacher Training Programme’.
Despite the subsequent expansion of SMILE programmes, projects and areas
of operation (now in five provinces) this remains the core work of SMILE.   

In 1997 SMILE was commissioned to develop material on crime prevention as
another thematic vehicle for learning English skills.  This was done based on
research and consultation.  Both learners and educators were consulted and
the main finding was the shocking level of crime and violence to which
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learners and educators are exposed.  The material would have to deal directly
with these stresses.  The pilot was a success and the new ‘crime programme
organiser’ entitled ‘Making Our World Safe’ was launched for Grade 7
learners.  

Since 1998 the CJI has assisted with the teacher training and support for
utilising ‘Making Our World Safe’ in selected communities in Gauteng,
KwaZulu-Natal, the Western Cape and most recently the Northern Province.  

T h e  S t r a t e g y
The basic SMILE strategy is to thoroughly train educators in the use of
learner support materials for the learning area of English Language, Literacy
and Communication.  After six months the school sustains the programme
with the materials alone.  No school can simply purchase the materials
without the educator workshops and classroom mentoring.  This ensures that
they are being utilised as tools of Outcomes-based Education.  This means all
training components and materials help targeted educators do their jobs
better.  Basic social competency skills are developed in Grades 4-7 and since
these have an impact on crime reduction (see Section 10), the impact of the
SMILE strategy is not limited to the Grade 7 programme organiser.

G e o g r a p h i c  E x t e n t  o f  W o r k
Figure One shows the geographic extent of SMILE’s work with the crime
programme organiser (four provinces in 2001).  In the total programme,
SMILE covers five provinces including the Western Cape, KwaZulu-Natal,
Gauteng, the North West Province and the Northern Province.   It started in
KwaZulu-Natal and the Western Cape in 1998, expanded to Gauteng and the
North West Province in 2000 and finally the Northern Province in 2001.    
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Figure One:

The number of communities, schools and learners affected by 1998 and
2000-2001 Open Society Foundation Funding to SMILE

Year Province Communities Schools Learners Educators

1998 KZN Hammarsdale 4 745 4
Chesterville

WC Khayelitsha 2 200 2

2000 Gauteng Heidelberg, 5 251 7
Ratanda, Soweto

WC Guguletu 2 137 2

KZN KwaMbonambi, 19 1 649 21
Umlazi, Umgababa,
Ntuzuma, Tongaat,
Cato Ridge,
Hammarsdale,
KwaDabeka

2001 Gauteng Soweto, Tembisa 4 598 4

NP Tzaneen 1 99 1

WC Philippi, Strand, 18 1 459 23
Firgrove, Nyanga,
City Bowl

KZN Estcourt 8 778 9

TOTAL 24 communities 63 5 916 73

T a r g e t  G r o u p  a n d  E x p o s u r e
SMILE targets Grade 4-7 educators and learners through the provision of
materials and skills for teaching English as a second language.  The crime
prevention component provides six months of daily English lessons using
stories and exercises based on crime and violence prevention.  A SMILE
facilitator provides four of the initial lessons and then the educator takes over. 



11

The impact of SMILE on all the grades and themes is huge.  In 2001 SMILE
was working in 238 schools, affecting 64 497 learners and 1 077 educators.
SMILE, through OSF funding, has been working in 31 schools, affecting 2 934
Grade 7 learners and 37 educators with the crime programme organiser.
Figure One (page 10) shows the number of communities, schools, learners
and educators affected by this programme alone since 1998.  

Mater ia l  Content :
Cr ime Programme Organiser

Prior to the development of SMILE, a persistent problem in training
educators in OBE had been the lack of any materials to guide the way.
SMILE therefore developed these components and sells them at cost.  The
overstressed educator no longer has to design the classroom materials if
SMILE is providing them.  It is then only a matter of implementation.  

The material focused directly on crime prevention is the programme organiser
“Making Our World Safe”, which is part of the Grade 7 English Language,
Literacy and Communication learning area (ELLC).  It is one of five topics that
might be selected by a school to cover the five phases of Outcomes-based
Education for Grade 7 English Language Literacy and Communication (see
Figure Two). 

Figure Two:

The SMILE programme organisers developed for the five OBE phase
organisers of Grade 7 English Language, Literacy and Communication 

• OBE Phase Organiser SMILE Programme Organiser 

1 Communication Getting the News

2 Culture and Society Celebrating Our Differences

3 Environment Food

4 Economy and Development Money

5 Personal Development and Making Our World Safe
Empowerment

The four other phase organisers also develop life skills relevant to reducing
criminal and violent behaviour (learning respect, good communication skills,
non-racialism, etc) but none of the others discusses crime as frankly as this
one.  These ‘crime’ themes fall under the OBE phase of ‘Personal Development



and Empowerment’.   While learning to read and write, Grade 7 learners have
the opportunity to develop their own thinking and values surrounding the
problems of crime and possible solutions.  

These materials fit within the National Curriculum Framework developed by
the Department of Education (DOE).  They are OBE compatible, approved and
recommended by five provincial departments of education.   The writers are
current and former educators who know the classroom environment and
they enter into extensive consultation with educators and pilot the material
in classrooms prior to publication for sale.  Since consultation is fairly
continuous the product also undergoes changes and improvements.  The third
edition of ‘Making Our World Safe’ (2002) added material that educators felt
was relevant: addressing rape, drugs and violence against women.

The schools choose and purchase the various programme organisers and
‘Making Our World Safe’ has been selected by 54 out of the 238 participating
schools.  Since it applies only to Grade 7, it is popular.  SMILE sells at cost
four workbooks and one reader for learners (R14) along with a comprehensive
teacher’s guide (R65) that covers six months of daily classroom lessons.
The reader is used daily and tells a story that the learners discuss within a
co-operative learning framework.  The readers also increase vocabulary for
understanding and negotiating the meaning of crime.  The comprehensive
teacher’s guide provides step-by-step assistance to the educator.  

The crime component materials provide the daily lessons covering many
skills, knowledge, values and attitudes relevant to crime and violence
prevention while at the same time thoroughly teaching ELLC.  Below are
examples of issues covered within the context of learning to read, write,
communicate and engage in critical thinking:

• Distinguishing between negative and positive behaviour
• Types of crime and how to identify and report them
• Children’s Bill of Rights and Responsibilities
• How peer pressure operates to produce gangs
• The Truth and Reconciliation Commission
• Childline: their services and how to contact them
• Violence Against Women
• School rules
• The effects of drug abuse
• Criminal investigations and the role of the legal system
• How to write a witness report
• Methods of crime prevention
• Dealing with rape: reporting, impact and recovery time
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The materials are suitable for the age group and are succinct, well illustrated
and provocative enough to induce learners to negotiating the meaning of
crime and violence issues.  

One might feel that some dreary subjects are addressed by some very young
people but unfortunately serious crimes and high levels of violence are
observed and experienced by many South African learners and must therefore
be addressed directly.    It might be useful to include one final reading and set
of exercises that could put a positive spin on this: perhaps ending with a story
about a school that successfully lowered crime and violence levels (this
suggestion is now being addressed in the new materials for Grade 8 learners
and were well advanced before this report was complete).  

T r a i n i n g  C o n t e n t
SMILE offers three to four workshops over a six-month period that cover: (1)
an introduction to the SMILE materials and how to implement them in the
context of OBE; (2) continuous assessment; and (3) classroom management.
A fourth component on how to conduct reading lessons is also possible
depending on circumstances and need.  

Educators require skills to undertake whole class participative techniques in
line with OBE.  This calls for a significant change in mind-sets and reverses
the authoritarian culture of education as it has developed.  Educators become
facilitators of co-operative learning whereby learners help one another in
negotiating the meaning of learner-centred materials.  To accomplish this
transition it is necessary to conceptualise ELLC and improve teaching
strategies.  Continuous assessment is also an important area of training and
the one found most difficult to comprehend by educators new to OBE.   In
classroom management, educators learn to break authoritarian patterns of
behaviour and use positive reinforcement and group dynamics to manage
classes.  This includes improving the social and communication skills of the
learners.  All these elements fit within international theory on best practice in
school-based crime and violence prevention (Section 10).

SMILE strategy closely links workshops on classroom use of the organisers to
classroom implementation: there are eight in-tandem visits to the classroom
by SMILE facilitators.   So, once a workshop covers a theme such as continu-
ous assessment, a facilitator soon comes to the class to demonstrate and then
later to monitor and support the educator in the assessment process.   Four of
the visits are demonstration lessons in which the facilitator offers the materi-
als directly to the learners with the educator observing.  In between each, the
facilitator observes the educator and provides guidance where appropriate.
Workshop lessons take place in a central venue and with educators from all
the schools in the cluster.

13



The immediate attention to in-classroom practices and the in-class mentoring
is undoubtedly a best practice that meets problems in a most direct way.  It is
also a form of monitoring that ensures that the SMILE programme has impact.
The objective is to thoroughly empower teachers and reduce dependency on
SMILE so that when the six months are over the school has a sustainable
language, literacy and communication framework.  The number of schools
continuing to use SMILE’s Learning Support Materials year after year can be
used to indicate success at this.  Of the six 1998 schools, five were still
purchasing the crime component in 2001, three years after training and
without further SMILE assistance. 

M o n i t o r i n g  a n d  E v a l u a t i o n  
Monitoring is constant, and SMILE facilitators are in the classroom mentoring
and observing.  Training methods have been constantly refined as a result of
this.  The material is designed and updated annually to keep pushing the
limits of new understanding of such issues.  It is monitored and evaluated by
educators involved in the programme.  As a result, each new edition adds
conceptual material reflecting the growing conceptual skills among young
people in the years since democratisation.

No proper evaluation measuring the impact of ‘Making Our World Safe’ on
learners has yet been done, although many positive comments have been
collected from participating departments of education, educators and learners.
The materials have also been approved and recommended by the provincial
departments of education.  The latest approval coming from the Northern Cape
argued that the material provided a ‘range of effective intellectual, social as
well as physical skills” (eg, observing and reporting crimes) on the subject. 

Evaluations do take place but only in the context of the learners’ English
language development skills and improved teaching skills by educators.
Evaluations of the SMILE materials in general have shown that they are
highly effective in improving skills in ELLC (71% improvement in target
groups vs 25% in control groups without SMILE materials).  Good commun-
ication is a social competency known to prevent violent behaviour (see the
discussion on Strategic Component 5 in Section 10).

It would be of benefit to both CJI and the organisation to undertake an
independent evaluation of the crime prevention component.  The lack of an
evaluation means that there is a lack of precise information for forming
relevant CJI strategies.  More detail could answer significant questions.  For
instance, have sufficient stakeholders in the school been targeted to ensure
institutionalisation of the crime prevention programme after SMILE leaves?
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While classes appear to become co-operative and less disruptive, does this go
so far as to result in a reduction in risk factors for crime and criminal tenden-
cies?  Only a full and proper evaluation could answer these questions.  Since
the materials have been in use for four years, it would be possible to trace
some Grade 11 learners who had the material in Grade 7.  

I m p a c t
Since there has been no evaluation of the impact of the crime component, the
researcher observed one classroom process at a Cape Town school.  Impacts
were noted in terms of the classroom environment, impact on learners and
impact on the educator.

Firstly, there was evidence of significant impact on the classroom environ-
ment.  Social crime prevention messages were all over the classroom walls
owing to the material from ‘Making Our World Safe’.  There were various
charts   listing classroom rights, responsibilities and the types of negative peer
pressure that can result in negative behaviour.  That such a production took
place does suggest an increased awareness on the part of learners, possibly
leading to increased resilience.  

Secondly, learners engaged in collective reading lessons and discussions
relating to problems and solutions to crime.  In the course of reading a story
about a boy in a gang who plays a part in a heist of the school computers,
learners were continuously asked to pause and reflect on the behaviours that
led to criminal activity and the consequences for the school.  The emphasis
was on critical thinking skills in relation to social crime prevention and this
stimulated interest and good discussion.  It is also noteworthy that vocabulary
increases with each lesson and often the vocabulary in the crime component
increases the capacity of learners to think about such issues.  This critical
thinking focus in which the discourse is owned and developed by the learners
seems likely to make a learner more resilient and less conducive to negative
peer pressure.

Thirdly, the interviewed educator offered testimony that the observed Grade 7
learners had grown more respectful of one another and the school environ-
ment as a result of the lessons.  These same kinds of impacts are supported in
other educator testimonial material (letters and statements) included in
progress reports.  Typically, these kinds of improvements are reported:

• Less disruptive classes since educators learn to manage classes 
professionally while learners gain social skills

• Mastery of OBE, including continuous assessment techniques, changes the
classroom environment by offering an alternative to authoritarian teaching
styles
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• Shy children become more active learners and class co-operation in 
learning increases substantially.

There is also a teacher assessment form that is distributed after SMILE’s
departure and some of these have been included in progress reports.  They
show high ratings by educators.  Increased skill levels among learners are also
reported.  With regard to the crime programme organiser, it is clear that learn-
ers use critical thinking exercises that can help generate sound values, morals
and attitudes.  

These good indications cannot replace an evaluation.  It might be useful to
compare the crime component with other components that develop social
competencies.  This would deliver more precise information about the com-
bination of frankly addressing crime and raising social competency through
life skills.  

C h a l l e n g e s  A h e a d
Three challenges can be identified that might have a bearing on the crime
component:

• Some facilitators reported that some educators need more than six months
to make the transition to a new style of teaching, a new programme and 
all the skills necessary for co-operative learning.  The authoritarian culture
in which most educators are fully embedded is part of the cycle of violence.
It is likely that without continuous intervention many educators will 
lapse back into the style of punitive behaviour and authoritarianism to 
which they were originally acculturated.  Perhaps if SMILE were part a 
multi-agency approach that addressed this authoritarianism its impact 
would be extended. 

• The crime component is limited to six months in Grade 7.  It would 
naturally seem that some exposure over the entire intermediate and senior
period of schooling would have greater impact.  Since social competency is
developed through SMILE materials at all grades, this may not be the case.
Social competency, rather than frank discussion of crime, is widely 
regarded as the more effective violence-prevention strategy. However, 
exposure to crime can occur at any age and there is a need to address types
of crime and crime prevention frankly and specifically.  

• While it seems likely that the crime component is having an impact, only 
a proper external evaluation will determine this and this should be seen as
a priority. 
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S u s t a i n a b i l i t y  
A key strength of the intervention is its sustainability.  In the early 1990s,
SMILE would stay in a school for three years and the facilitators were the key
service deliverers.  That changed as SMILE observed and analysed the
problem of NGO dependency.  Since then, a key focus is on reducing NGO
dependency and ensuring sustainability.  Ultimately, educators using material
completely in line with the DOE national curriculum framework deliver the
lessons.  

L e s s o n s  L e a r n t
In answer to the question “What lessons were learnt in the process of devel-
oping and implementing the crime programme organiser?” SMILE suggested
four key lessons:

• Constantly review materials to ensure that they are holding the learners' 
interest and challenging them to think. 

• Make sure that the school literally ‘buys in’ (pays for something) so that 
it fully participates in the programme. 

• Constantly support the teachers until they are self-motivated and the 
programme is sustainable.  This suggests a longer-term intervention.

• The crime topic is a good one because it leads to 'whole school 
participation' (eg learners design and display posters around the school 
and produce dramas and debates that affect all grades). 

Best Practices in terms of Strategy
Perhaps the greatest advantage of the SMILE strategy is that the materials and
training make the job of the educator easier, not harder.  Ready-made OBE
lessons make classroom preparation easy.  Training makes classroom
management more effective and supports educators in their expected role.  

These are other best practices:

• Training methods are linked to in-tandem classroom visits to monitor
performance and mentor the educator. 

• Presence in the school and non-threatening mentoring focus on actual 
classroom challenges as they occur. 
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• In the course of learning to use the materials, the educator gains skills in 
Outcomes-based Educational methods.  Therefore, SMILE aids in changing
the previous authoritarian culture of education and also supports existing 
policy frameworks.  

• It is an elegant strategy in that it is simple and effective and grounded in 
international theories on best practice in social crime prevention 
(discussed in detail in Section 10).   Social crime prevention strategies that
improve classroom management and instruction while increasing the social 
competency and academic performance of learners are highly rated.  

• The ease with which the material can be employed increases its use and 
therefore the chances that there is sufficient exposure to have an impact.  

• Extensive and affordable training of educators through cluster targeting.

• An emphasis on educator ownership of the process so that what is learnt 
in the intervention is sustained as practice.

• The learning support materials are highly professional - well written, 
illustrated, easy to understand, user-friendly and provocative, and deal 
with very current issues (they are updated annually). 

• The materials relating to crime are very familiar, relevant and frank.

• The learning materials are affordable and designed for low-income 
communities with few resources.

• The success of the learning materials can be attributed to a careful review
process that includes the educators who will use them in the class.

• Critical thinking is stimulated in both method and materials so that the 
learners can individually and collectively negotiate the meaning of crime 
and violence and therefore develop deeply rooted values that offer 
resilience. 

• Information on practical and particular relevance to crime prevention is 
passed along (eg information about the Children’s Bill of Rights or how to
contact Childline).

• Good co-operation with the National Department of Education: The crime 
programme organiser is approved and recommended by the relevant 
education departments, as it is OBE based and compliant. 
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B r i d g e s
I n t r o d u c t i o n  

Bridges is a well-researched drug and alcohol education programme that
targets learners in Grades 6 through 12, their educators and their parents.
Sarah Fisher founded Bridges in 1996.   Previously, she had been a counsel-
lor at the Cape Town Drug Counselling Centre, the only outpatient clinic in the
area at the time.  From that experience, she learnt that recovering alcohol and
drug addicts benefited most from sharing their experiences and feelings in a
non-judgmental environment.  In an interview she said, “Moralising about the
problem did not help but people owning their own experiences and giving
their own ideas did help.  We learn through stories.”   

Some Western Cape educators heard about Sarah’s approach and contacted
her to see if she could help their schools.  Sarah Fisher responded by
fund-raising through the media (especially radio), business and communities
for a school-based programme.  By 1999 Bridges had worked in 39 schools,
affecting 17 000 learners and some 400 educators.  However, it was difficult
to change and adapt strategies on limited community funding.   So, in 1999
she approached the Open Society Foundation to assist with funding to refine
the Bridges strategy in schools and to help evaluate existing and potential
approaches.  

According to Sarah, the impact of the OSF on Bridges was profound.

“OSF funding put me in Room 339 of the Department of Education Building
in Pretoria, enabling the advocacy that led to South Africa becoming one of
the first countries in the world to have an enlightened national education
policy on drug abuse.  This will also affect national policy on expulsion.
Consequently, the OSF has enabled change within the South African school
system.  From now on there will be a restorative, supportive policy of
reintegration into the school community – not only for learners, but for
educators too.”

Historically, the high impact of the programme in schools had been personal-
ity-driven. Sarah is a recovered alcoholic who speaks frankly and directly
about problems of drugs and alcohol.  However, under OSF funding, Bridges
worked toward more formulaic, replicable materials that can be delivered
by teams that include volunteers and interns.  This resulted in upgrading
materials, new modules (training content), and producing facilitator manuals
so that anyone can impart the programme.  Bridges is presently developing a
website to share information and experiences with other people and organ-
isations.  
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T h e  S t r a t e g y
The basic Bridges strategy is to provide all school stakeholders with
workshops and easy-to-read training materials.  Learners, parents, educators
and administrators are all included in the programme.  In this way everyone
learns to take responsibility for drug and alcohol issues in people-supportive,
non-punitive ways that reduce the harm substance abuse can do if not
managed properly.  It is therefore a whole school approach in which
stakeholders are empowered to address drug problems through education,
procedures and referral.

Original research and international research findings into demand reduction
strategies were used to both design school programmes and for advocacy.
Since 1997 Bridges has had a partnership for the research component with the
Youth Justice Project at the Institute of Criminology (UCT).  More recently
research has been conducted in co-operation with the Medical Research
Council.  

Research findings have led to a school-based delivery strategy that includes
these kinds of tactics:   

• The development of management systems that focus on drugs as a 
primary health issue rather than a moral problem 

• Relevant, high-impact and interactive presentations

• Training for all stakeholders including learners, parents, educators and 
administrators in the programme 

• Facilitating self-sustaining school structures including: 

• A school policy and procedure document on managing substance abuse

• Drug and alcohol education integrated into the curriculum

• Appropriate partnerships for referrals and services

• Support groups

• Access to information on drug and alcohol abuse 

• Developing interventions on the basis of locally expressed needs

• The development of multiple partnerships in which the school is linked
to the community and the surrounding socio-political environment

• Continuity in interacting with the schools: once a school works with 
Bridges it has permanent access to the team and annual follow-up 
programmes.
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G e o g r a p h i c  E x t e n t  o f  Wo r k
The work of Bridges is focused on some 25 Western Cape schools, particu-
larly in the Boland region.  Both private and state schools are targeted.  Since
drugs are a problem of both rich and poor, Bridges includes both the
advantaged and disadvantaged in its list of target schools.  However, the real
impact of Bridges is research-based advocacy at national and global levels, so
characterising it as focused on the Western Cape schools may not be
appropriate.    

T a r g e t  G r o u p
Bridges maintains that all youth are at risk of addiction in a society where
drugs are so readily available, and tries to reach youth through many kinds
of youth forums.  However, schools have been identified as the most critical
point for positively influencing them.  This occurs through a multi-component
strategy that addresses all stakeholders.  In order to reach learners in the
school environment, attention must be given to their parents, educators and
school management.  Bridges therefore ensures that attendance at the
appropriate modules is compulsory for every person in the school.  Bridges is
sufficiently well known, and schools can therefore contact Bridges for help.  

Training Content  of  Intervent ion
Bridges targets four groups (school management, parents, learners and
educators) in four key modules of activities.   The order of the activities is
critical and represents one of the lessons learnt.  Originally, the training
programme started with the learners but during the time of OSF funding this
was altered.  It was seen to be necessary to establish procedures and policies
in the school and train the school managers prior to working with learners and
parents.   Frank discussion of drugs and alcohol with learners and parents
in a non-judgmental environment tends to identify problems and when
these are revealed, there must be supportive structures already in place.
Bridges therefore prepares the school for the discussions.    
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The modules are shown in Figure Three below:

Figure Three:

The Four Education Modules in the Bridges Programme

Module Title Target Description

1 Nicotine, Drug and School management Bridges provides the school
Alcohol Policy and and staff with a framework document
Procedure  for a policy and procedure 

on substance abuse. 
Bridges then offers a 
90-minute seminar with Q&A
and information about 
implementation.

2 PEP: Parent Parents who attend A two-hour evening 
Empowerment programme empowering
Programme parents with information 

about current thinking, 
warning signs, drug 
screening and other issues.
Includes Q&A.

3 LEADA: Learners All learners This is an interactive
Education on Alcohol programme that goes class
and Drug Abuse by class and includes all

learners over two periods.  
How to reverse peer 
pressure is an important
component. Question and 
Answer sessions with       
recovering addicts/alcoholics 
are included. The emphasis is
on solutions and abusers are
not judged. The second 
session concludes with a 
Youth Justice Project 
questionnaire.

4 SAFE: Substance Fifteen to twenty Four hours of education on 
Abuse for Educators educators per school basic intervention training
(SAFE) and techniques, impacts and

how to integrate drug and 
alcohol education into the 
school curriculum.
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M a t e r i a l  C o n t e n t
Four Bridges publications provide the framework for the training modules.
These are shown and described in Figure Four.  

Figure Four:

Publications used in each module of the Bridges Programme

Module Title of publication Target Description

1 Draft Policy Management and Framework policy document
Document staff and notes for improving

management of substance 
abuse issues

2 Drugs: The Reality Parents in PEP A booklet that offers
Facts for Parents Module comprehensive notes on

substance abuse and a list of 
community referral services

3 Drugs: The Reality All learners in A booklet that offers
Facts for Young LEADA comprehensive notes on
People substance abuse and a list of

community referral services

4 The SAFE Manual 15 to 20 educators A text on education in drug
SAFE = Substance per school and alcohol abuse
Abuse For Educators

The booklets for Modules Two and Three were made available to the
researcher.  These are pocket-sized booklets of about 40 pages each.  Both
English and Afrikaans versions are available.  The purpose of each is to
build learner resilience to drug and alcohol abuse by providing accurate
information.  It is theorised that:

• Learners informed about drugs are less vulnerable to peer pressure or 
‘urban legend’

• Parents well informed about drugs can better manage family drug 
problems, as poorly informed parents often make the problem worse 
through abusive and hypocritical behaviour.



Both booklets are very easy to pick up and read, thanks to their presentation
and the non-judgmental and colloquial style of writing.  The simple illustra-
tions and short slogans appearing here and there (‘Don’t get hectic, get help’;
‘Remember it doesn’t start off as a problem’) all seem appropriate.
Furthermore, these booklets convey a lot of important information in a small
space.  The resource list at the back is comprehensive for the area served
(Cape Town and Somerset West).  Well-informed parents and learners with
access to the booklet are in a better position to manage the problem than those
with no training, no booklet and no resource list.

The two booklets contain some similar information, especially when it comes
to describing the different drugs and their effects, the road from addiction to
recovery and the referrals and resources list.  The resource section also
includes referral numbers for rape crisis, child abuse and sexually transmitted
infections.  Some topics covered only in the parents’ booklet include:  

• Ways parents can help (and how not to behave)
• Actions to take if you think your child is using drugs
• How to identify a child who is using drugs
• Drug testing and screening
• Emergency procedures

Topics covered only in the learners’ booklet include: 

• Words associated with drug use
• Some of the dangers related to obtaining and using drugs
• How to make your own decision (resilience to peer pressure)
• How to identify and help a friend with a drug problem
• How to reduce the risks of drug use

M o n i t o r i n g  a n d  E v a l u a t i o n
Bridges has worked in close co-operation with external evaluators to ensure
continuous assessment and refinement of strategy.  Since 1997, the Youth
Justice Project at the Institute of Criminology (UCT) has assisted Bridges in
evaluating its work.  This mainly takes the form of self-reporting question-
naires to learners, focusing primarily on the following data:

• Responses to the Bridges programme
• Learner behaviour with regard to drugs
• Perceived availability of drugs
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A self-reporting questionnaire follows the LEADA programme three months
after training.  A longitudinal study measures impact more accurately than
self-reports and qualitative studies using focus groups and interviews should
supplement the questionnaires.  Collecting statistical data alone can be a
problematic way of doing research in the South African environment and it is
always best to use multiple methodologies and corroborate the results.  The
director agrees but so far there has been no funding for this.  

I m p a c t
It is through research and advocacy that Bridges has had its widest impact
on provincial, national and global structures.  These are some of the achieve-
ments:  

• A Bridges research paper delivered in January 2000 contributed to three 
resolutions that the International Congress of the International Commission
for the Prevention of Alcoholism and Drug Dependency forwarded to the 
World Health Organisation and the United Nations.

• Bridges is on a task team with the Department of Health and Welfare, 
Department of Education and the Western Cape Drug and Alcohol Forum 
working toward a standard Drug and Alcohol Policy and Procedure in all 
government schools.

• At the time of writing, Bridges director Sarah Fisher was seconded to the 
National Department of Education to drive the National Drug and Alcohol
Policy Initiative.

• Through its influence (research and advocacy) Bridges has had a 
significant impact on the Council of Education Ministers.  The Council has
tasked the Department of Education with developing a National Framework
Policy and Protocol Document on managing drug and alcohol abuse and 
has ruled that relevant non-judgmental education must be included in the
learning area of Life Orientation in Curriculum 2005 from Grades 6-12.

• Nationally, the policy on expulsion has changed with regard to substance
abuse owing to Bridges’ persistent advocacy on the issue.  It is now seen 
as a health problem so educators and learners are referred for help and 
can be reintegrated into the school afterwards.

• Its research is regularly utilised by the South African Community 
Epidemiology Networking on Drug Use (SACENDU).

• Lastly, Bridges serves on the education and prevention committee of the 
Western Cape Alcohol and Drug Abuse Forum.
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From this context, one can see that Bridges’ work is publicly shared and
influences a much wider geographic region than simply the schools in which
it works.

C h a l l e n g e s  A h e a d
These may be some of the challenges:

• Research methodologies need to be expanded to embrace more qualitative
methodologies and longitudinal studies that can explain rather than just 
quantify.  The evaluation methods are in the form of standardised 
questionnaires that can neither reveal all the nuances of the programme 
nor measure impact accurately.  

• There are many more factors in reducing crime and violence in schools 
other than reducing demand for drugs and alcohol.  It might be useful to 
see that this programme is integrated with others in a multi-agency 
approach.

• Imparting information and engaging in frank discussion on substance 
abuse and crime prevention programmes has not been as effective as 
strategies that increase social competency and offer life skills such as 
stress management, impulse control, critical thinking skills, etc. School-
delivery methodologies could be further refined.  

S u s t a i n a b i l i t y
Bridges specifically aims at sustainability in its strategy.  The idea is to
provide the resources, information and training for a school to take respon-
sibility for a drug education, handling and referral programme.  To ensure this,
the provision of material resources and access to assistance is emphasised.
For this reason, follow-up is strongly emphasised in the Bridges strategy:

• Bridges remains on call by any school member who requires information, 
referrals or an intervention of some kind.

• Learners and educators in a school are exposed to Modules One and Two 
every year.

• Bridges offers an e-mail address for questions and answers. 
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O t h e r  L e s s o n s  L e a r n t
These are some other lessons Bridges identified that might inform other
interventions:

• Lesson plans should always include visual aids (these were integrated into
all the modules).

• It is critical to start these school-based programmes with a policy and 
procedure plan so that problems that come up during training can be 
managed properly.

• All documents and materials must be made very reader friendly if they are
to work in schools.  Under OSF funding, all the booklets were updated and
improved.  The framework policy document was made so reader friendly 
that it was eventually circulated by the Department of Education.

• Drug problems start early so it is not sufficient to just target high schools.
Grades 6 and 7 were added under OSF funding, creating JADE (Junior 
Alcohol and Drug Education).

• As with St Mary’s Interactive Learning Experience, Bridges also learnt that
if the school contributes something, the stakeholders are then more ready
to participate (hence, the small fee per learner).  Schools pay on a pro rata
basis (the minimum being R0,17 per learner) but Bridges does not turn 
down disadvantaged schools that cannot pay although it is preferred that 
they do contribute something.  

One of the most critical lessons learnt was that peer counselling programmes
were not effective for substance abuse cases and this was therfore dropped
from the programme.  These were the problems uncovered by Bridges:

1. NGO training is insufficient to provide youth with appropriate counselling
skills (drug counsellors normally need 200 hours of intense training).

2. The youth do not have sufficient medical knowledge to diagnose the 
problem.

3. Those who volunteer have too many unresolved issues of their own (this
can lead to inappropriate reactions such as trying to control the problem).

4. Adolescents do not typically look for help from other adolescents.

5. Those attracted to peer counselling are not always the best counsellors.

6. Drug counselling is simply too much responsibility for teenagers (eg, 
what happens if someone overdoses or attempts suicide?).

28



The conclusions of Bridges on peer counselling are supported by intern-
ational findings.  One of the most comprehensive reviews of school-based
crime prevention (Denise Gottfredson 1996) is quite negative about the
impacts of peer counselling, peer mediation and peer leaders.  Specific to sub-
stance abuse programmes, Gottfredson writes: “Peer counselling interventions
for high risk youths are contraindicated and studies using peer leaders to lead
substance abuse prevention programmes have produced mixed results”.

Best Practices in terms of Strategy
The biggest advantage of the school-based strategy is its simplicity and
accessibility.  It is easy to understand, easy to describe and perhaps easy to
implement.  The booklets are effective because they are so simple and
practical.  Based on the experiences of SMILE and now Bridges, it might be
that the simpler the strategy the more effective it is.  

The research-based advocacy is even more impressive than the schools work
in terms of outcomes.  Bridges influenced the national schools policy of this
country on two major issues: expulsions and the content of Life Orientation.
Therefore, making research available to the public and using it to lobby
officials must be recommended as a best practice. 

Other best practices include:

• Strong research partnerships
• Cost-effectiveness
• Good follow-up in the schools
• Easy-to-use, highly accessible materials
• ‘Edutainment’ – educational yet interesting presentations
• Non-judgmental, non-punitive approaches that help expose health 

problems for referral
• Whole school approaches that include all major stakeholders, all learners,

management, educators, some parents and some officials in the 
Department of Education.

• The facilitators have easy-to-use manuals for each module, so they are 
easy to replicate. 
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Independent Projects
Trust  ( IPT)

I n t r o d u c t i o n
The Independent Projects Trust (IPT) is a registered trust that was founded in
1990 to work with cross-cultural groups of KwaZulu-Natal youth on issues of
prejudice and cultural perceptions.  By 1995 this had evolved into school-
based programmes in conflict management including peer mediation
structures.  In 1997 the IPT established a research department that evaluated
the schools programme to find that CMS was not having a sustainable impact
because a significant proportion of violence in Durban schools originated with
criminals and gangsters entering the premises.  The IPT then facilitated an
alliance of public, private and non-governmental organisations to focus on
developing a strategy for Durban schools.  This became known as the
Community Alliance for Safe Schools (CASS).  

The IPT hosted and facilitated the public CASS meetings and these meetings
also informed IPT strategy.  A critical outcome of the CASS meetings was a
booklet entitled Protecting Your School from Violence and Crime.  It focused
on setting up school security committees that would be accountable for
developing and implementing a plan to make the school safe.  

Monitoring of the CASS booklet indicated that the strategy was effective
where used but most principals left this ‘stand-alone’ guide on the shelf.
So in 1999 the IPT piloted a training component to accompany the guidelines.
This took place in a cluster of three schools.  The clustering was a strategic
component to encourage schools to share experiences and learn from one
another.  Three workshops were held with representatives from each cluster
including principals, educators, learners and representatives of the neighbour-
ing stations of the South African Police Service (SAPS).  

An external evaluator studied the pilot project using post-intervention
interviews and observations and deemed it to be successful in terms of
increased perceptions of safety (Harber 2000).  The evaluator also made some
suggestions for refining strategy such as more attention to training in
democratic management, one of the four components of a good safety plan
outlined in the guide.  

In April 2000 the IPT approached the Open Society Foundation and obtained
funding under the Criminal Justice Initiative to help expand the project to 14
Durban schools. After one year of work in the 14 schools, the IPT concluded
that the schools that tended to succeed in its programmes were the ones with
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good management.  The IPT therefore approached the Open Society
Foundation for funding another strategic component in the second phase of
the ‘Safe Schools Project’:  training school management teams.  

In May 2001 the Crime Reduction in Schools Project (CRISP), which had been
based at the Community Outreach and Service Learning Office at the Durban
campus of the University of Natal, joined IPT and became an IPT Project.
CRISP specialised in trauma debriefing, HIV/Aids and sexuality education and
character-building that fit within OBE phases.  Now these topical modules are
part of the strategy.  Schools select one or more of them based on needs.  

T h e  S t r a t e g y
The basic strategy is to create accountable people with the skills, structures
and partnerships for developing and implementing a school security plan.
Needs and assets are also identified through research so that delivery
strategy is tailored for particular schools.  This is a holistic concept and
includes many components, such as:  

• Entry: Consultations with the Department of Education in selecting clusters
of schools in which to work; meeting with the Superintendent Education 
Manager (SEM) for each cluster to gain their support and enthusiasm; 
meetings with school management to ensure commitment

• Guidelines: Circulating guidelines for improving the school security 
situation (Protecting Your School from Violence and Crime)

• Phase One Workshops: Facilitated workshops with the aim of forming 
school security committees that develop and implement effective school 
security plans; building skills in group problem-solving, conflict 
management, communication and co-operative behaviour; participation by
learners is also facilitated through work with the Learners Representative 
Council (LRC)

• Phase Two Workshops: School management training owing to problems 
identified in Phase One (this might be the first phase in future target 
schools)
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• Facilitation: Identifying and responding with flexibility to problems in 
individual schools; facilitating strategic partnerships (eg, SAPS, 
Department of Education, university departments and community-based 
organisations); offering topical modules to help meet school needs  

• Monitoring: A diagnostic before-and-after test of the security situation; 
monthly support visits

• Evaluation: This is action research that includes a baseline, participation 
and a year-end evaluation based on the foregoing.  The baseline helps 
inform the delivery strategy used in each school and provides a basis for 
measuring change.

G e o g r a p h i c  E x t e n t  o f  W o r k
The IPT works in a total of 40 schools but it is 14 of these in four clusters that
are under OSF funding – Umlazi South (four schools), Chatsworth East (three
schools), Inanda Newtown A (four schools) and Greenwood Park (three
schools).  CRISP, now an IPT project, works in 20 schools.  There are also six
schools in which the IPT is working in partnership with Gun Free South Africa
(KwaMashu, Phoenix and Inanda).   Eventually the best practices and lessons
learnt in all the schools may be formulated into a single strategy.

T a r g e t  G r o u p s  
The IPT targets clusters of schools in consultation with the Department of
Education and most particularly through discussions with the Superintendent
Education Managers (SEMs).  These school supervisors help choose, gain
entry and provide encouragement to the clusters of targeted schools.  Each
cluster must be in close geographic proximity and report to the same police
station.  The targeted schools are also disadvantaged ones with a history of
crime and violence.  The management team must also be committed to the
process.

In Phase One (building security teams) these are targeted: 

• The principal
• Two educators
• Two SGB members
• Two RCL members
• The SAPS youth desk Co-ordinator
• The learner representative council
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In Phase Two (building school management) these are targeted: 

• The principal
• Deputy principal
• Head of department
• School governing body members

M a t e r i a l  C o n t e n t
The main document in the strategy is the guide Protecting Your School from
Violence and Crime.  

The strategy outlined in the booklet includes these elements:

• Identifying school security problems
• Setting up a school security committee
• Four elements of a school security plan
• Community involvement
• Keeping a record of incidents
• Tips for securing the school property
• Democratic school management
• Integrating school safety into the curriculum.

This is first circulated in the schools before training in the use of the guide.
Presently funding is being sought to revise and update this.   For instance,
addressing alternatives to corporal punishment needs to be added.  

There are also other material productions that help the effort.  One directly
related to the school management training project is the School Management
Skills Briefing.  This is a two-page newsletter that was launched in October
2001 for monthly distribution to the target schools.  CRISP manuals are used
in any schools that select topical modules.  The organisation also has its own
newsletter that is used for advocacy, Insight@IPT.  This last is printed and
also appears on the IPT website, which is another way of making information
publicly available.
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T r a i n i n g  C o n t e n t  
The training intervention is participatory so the exact contents of a workshop
are developed with the schools.  It has been the IPT experience that each
school has diverse concerns that require attention.  

However, there is the following general pattern of workshop delivery:  

• An introductory one-day workshop that identifies the security situation in
each school and concludes with homework: each school must form a 
security committee and develop a written plan

• A two-day workshop about one to two months later in which the school 
security committees and the security plans are reviewed and strengthened.
Skills are imparted on the second day in communication, co-operative 
behaviour, conflict management and group problem-solving.

• A two-day workshop for RCL members to assess needs and to define their
role in school safety

• Management training (three two-day workshops over a six- to nine- 
month period).

The location of the management training is historical and was added owing to
the evaluation and monitoring of previous strategies that showed it was
needed.  This will probably be the first workshop in newly targeted schools.
The aim is to establish a participative and democratic school management
framework based on developing core skills.   Setting goals with the group
through a situational analysis that identifies existing assets and links those
strengths to gaps in management will establish the workshop content.

M o n i t o r i n g  a n d  E v a l u a t i o n  M e t h o d s
To monitor its interventions, the IPT developed a 50-point questionnaire
that is used to determine whether a school has a good safety plan.  The same
50-point questionnaire is then administered at a later date.  There are also
monthly visits to the schools during which observations are made and
informal interviews are conducted.

For evaluations, an external evaluator is used to:

• Conduct a baseline study before any interventions occur
• Make observations during intervention processes
• Conduct a final evaluation at exit phase.

For the newly developed school management training programme, the IPT
uses the National Department of Education’s guidelines for well-managed
schools to provide indicators.  
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I m p a c t
In 2001 an external evaluator, Kaylene Jackson, completed an evaluation
report for the period from November 2000 to April 2001 based on interviews
with 14 SGB members, 14 educators and 28 learners representing all
the schools involved in the project (Smith 2001).  Her key findings were as
follows:

• 93% of the educators considered the project to have had a moderate impact
• 71% of the educators said that their schools felt safer
• 64% of the participating schools had established security committees 
• 57% had established security plans
• 43% of educators credited the project with increasing their awareness of 

criminal activities and security needs
• 64% of the educators provided an opportunity to learn and develop new 

frameworks for intervening in security problems
• 64% of the educators responded positively to the cluster system
• Most learners were very enthusiastic about the results.

The percentages of schools with security plans and committees rose in the
months after the intervention.   It seems likely that a newer approach of
training and building school management teams first will have an impact on
the speed of progress.

C h a l l e n g e s  A h e a d
These were some of the challenges identified by the IPT and the evaluators:

• Numerous workshops tended to be held over owing to lack of access to the
schools

• The report of the external evaluator, Kaylene Jackson, said 50% of the 
respondents found the security committees and workshops too demanding
on time

• The report of the external evaluator indicated that more extensive 
follow-ups in the schools are required to ensure their progress.

These challenges are more than just local.  In an international review of
school safety strategies, Margaret Shaw (2001) commented as follows:
“Schools have little time to spare and developing good plans requires
leadership, energy and experience”.   This should not deter efforts to develop,
implement and sustain school safety plans since they make fundamental
sense.  A school without a security plan is vulnerable as criminals are
attracted to soft targets.  However, there is still much research and evaluation
ahead (see Section 10).
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S u s t a i n a b i l i t y
The IPT’s 1999 pilot schools still use the manuals and still have their secur-
ity teams in place.  This provides some indication that the strategy of creating
accountable people with the skills, structures and plans for creating school
security is sustainable.  Longer-term studies with more schools (perhaps the
14-schools project) over at least a five-year time span would still be required
to verify this.   Making structures that are new to a school sustainable through
short-term interventions (a problem of short-term funding) can be
problematic.  

S o m e  L e s s o n s  L e a r n t
These are two of the lessons identified by the IPT:

• One of the most important of these is that the first line of intervention in a
school must be with the school principal and the management team.  It was
argued in their second round of OSF funding that this is the group that will
determine the ethos of the school and the interactions between all the key
stakeholders.   Related to this is that the involvement and support of the 
Superintendent Education Manager (SEM) is critical to the successful out-
come of school-based interventions.

• A relatively new practice that the IPT is finding beneficial is to take an 
assets-based approach to empowering schools rather than simply 
identifying gaps and weaknesses in performance.  Recognising the 
strengths within a school and building on those can maximise levels of 
empowerment.  

Best Practices in terms of Strategy
Perhaps the best practice employed by the IPT can be summed up as building
the skills in a school to address many factors critical to improving security.
The reviewed literature covered in Section 10 shows that IPT’s skills develop-
ment components of group problem-solving, conflict management, commun-
ication, and co-operative behaviour are essential ingredients of effective
strategies to reduce crime and violence in schools.  With its new focus on
school management teams the IPT may be approaching the critical threshold
of inputs that makes for effective and sustainable change.

Other best practices include:

• The IPT found that clustering schools helped to exchange information on 
safety, solve problems, share resources and facilitate SAPS and CPF work 
in the schools.  Sharing information in the clusters also had a direct impact
on preventing crime (eg warning other schools in the cluster about gang 
movements or imminent crimes).  The CSVR found the identical result,
verifying this as a best practice.
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• The IPT places its information in the public domain through published 
research, newsletters, a website and briefings.  Not only does this serve the
public, but the public then also informs strategy.  

• The IPT facilitates community-based partnerships with schools that 
supplement both physical and human resources and thereby help sustain 
the intervention.

• The baseline study that informs the intervention and becomes a point of 
reference for measuring change is clearly a best practice. 

• The IPT is flexible rather than prescriptive about workshop content.  
Content is negotiated with the participants and also informed by the 
baseline study.  IPT’s recent merger with CRISP strengthens the kinds of 
materials that it can offer.  Now such issues as anti-bullying, HIV/Aids, 
character-building and trauma debriefing have been added as inputs that 
may be selected by targeted schools.  
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Khanya Family Centre
I n t r o d u c t i o n

The Khanya Family Centre (KFC) has it origins in a community outreach
project of the Johannesburg Parent and Child Counselling Centre.  In 1994 the
centre responded to requests from teachers, parents and community leaders
for debriefing traumatised children in the aftermath of the political violence
that raged in Kathorus just prior to the General Elections.  Various commun-
ity meetings were held among parents, teachers, government officials and
other service providers, leading to a decision to provide psychosocial services.
By 1995 a centre was established in Katlehong that eventually became
known as the Khanya Family Centre, although in its early years it was called
the Kathorus Parent and Child Counselling Centre.

The earliest project was building the capacity of guidance teachers to be able
to identify traumatised children, offer basic trauma counselling and refer them
for further help.  These workshops in trauma counselling reached a total of
105 guidance teachers in the area.  

Although the violence affecting Kathorus became less politically motivated
after the 1994 elections, the cycle of violence continued, as did the trauma.
At the end of 1998 the KFC administered a questionnaire to 50 Grade 10
learners in four schools to assess the mental health needs of young people in
school.  The study revealed that the following areas concerned them:

• Depression and suicide
• Violence
• Sexuality issues
• HIV/Aids
• Crime
• Alcohol and drug addiction

According to the same study, most of the young people talk to their peers
when experiencing problems instead of talking to adults.  Learners seemed to
feel that friends or peers were more understanding and less judgmental.  The
KFC was also aware that very few counselling resources existed in the area.
To address the twin problems, the NGO developed and designed a peer-
counselling programme it calls Motswalle, a Sotho name that means ‘friend’
or ‘buddy’.
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In 1999, 50 Grade 11 learners were trained in basic counselling skills and a
programme was established.  The Khanya Family Centre approached the OSF
and received funding under the Criminal Justice Initiative in the year 2000.
With this money, a fourth school was targeted and the Khanya Family Centre
had a four-school pilot project aimed at developing peer-counselling
programmes. 

T h e  S t r a t e g y   
The fundamental strategy used in Kathorus schools is to develop peer-
counselling programmes as part of a multi-agency approach.  Other NGOs also
provide information and training on other related issues.  The KFC is located
at the Katlehong Resource Centre, a facility established by the now defunct
Urban Foundation in 1992.  The long association of these NGOs, CBOS and
government agencies owing to physical proximity seems to provide for much
networking and co-operation.  There are seven NGOs, three CBOs, two
church- based organisations and two cultural groups all on the same grounds.
Partners in the KFC programme in schools include:

• SANCA
• NICRO
• FAMSA
• Childline
• Katlehong Community Police Forum 
• Department of Education.

Thus, the Khanya Family Centre provides one type of intervention among
several.  In at least one case, the CPF helped to establish a safety team that
includes peer counsellors as part of the strategy to make the school safer.  The
young counsellors provide valuable input regarding the nature and character
of the school’s security problems.  In another example, the peer counsellors
are included in the drug education programme (SANCA) and therefore the
same structure helps with a variety of interventions.  

The guidance counsellors are the point of entry into the school for setting up
peer counselling.  The Khanya Family Centre intensively trained this group in
the 1994-1996 period and most are still in the same posts.  So, these are famil-
iar people who can help the KFC gain easy entry to the school.  Once this has
taken place, the principal is approached and a meeting is organised with all the
staff.  A planning meeting is then set up to which parents are invited. 
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If all goes well with the adult stakeholders, peer counsellors are recruited and
screened using questionnaires that were designed with the assistance of the
Wits University Statistics Department (Mark Parker).  Once selected, letters
are sent to the parents informing them.  The chosen peer counsellors are not
necessarily leaders in the school, although some are also members of the
Representative Council of Learners (RCL).  Some informants were of the
opinion that quiet and more introspective learners were attracted to this role.

G e o g r a p h i c  E x t e n t  o f  W o r k
The focus of the work is on four schools in three Kathorus townships:
Katlehong (2), Thokoza (1) and Vosloorus (1).  The KFC selected these
schools because they had high levels of crime and criminal involvement by
learners.  One of the schools, Ponego, had been caught in political violence,
as it was located between a hostel of one political party and a township of
another. 

T a r g e t  G r o u p
The peer counselling focuses on 120 Grade 10 students in four schools.
Trained Grade 10 learners may elect to continue as peer counsellors until
graduation and become involved in follow-up programmes.  After graduation,
some of them work at the Khanya Family Centre, helping to train peer
counsellors in schools and helping with other programmes such as
community education on HIV/Aids.  Of KFC’s 15 volunteers, six are former
peer counsellors.

T r a i n i n g  C o n t e n t
Most of the guidance counsellors who supervise the peer counsellors were
trained between 1994 and 1996 and remain part of the programme.  Thus,
the present focus is on training Grade 10 learners.  The selected learners
receive 15 after-school training sessions of two hours each for a total of 30
hours.  Self-awareness and basic counselling skills are taught.  Training
includes these modules:  

• Building self-esteem
• Understanding roots and family trees (identity issues) 
• Emotional and social problems and their stages
• The difference between counselling and interviewing
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• The aims of counselling
• Principles of counselling
• Stages of counselling
• The role of peers as counsellors.

All methods of training are participatory, involving role-playing,
brainstorming and other exercises.

After the initial training, there is ongoing in-service training and group
supervision.  In-service training includes six two-hour post-training sessions
by KFC to cover topical issues that may vary from year to year.  The topics
covered in 2001 included:  

• HIV/Aids 2000
• Sexuality education
• Alcohol and drug abuse
• Boy/girl relationships
• Depression and suicide
• Crime

Guidance teachers provide supervision and weekly debriefing sessions.  

In addition to the training, there is a weekend of Wilderness Therapy.  Fifteen
learners at a time attend, accompanied by two counsellors, a wilderness
therapist and an assistant.  Here peer counsellors from various schools are
mixed up.  The learners are challenged to look at and get to know themselves
through structured programmes that also build leadership skills.  The learners
come to realise that life is full of challenges and there are no short cuts.  In
this process there is a healing of past traumas.  This work is contracted to
Indwe. 

M a t e r i a l  C o n t e n t
The only material content is a training manual for peer counsellors, but this
was not made available for review.

M o n i t o r i n g  a n d  E v a l u a t i o n
M e t h o d s

As a monitoring tool, written examinations are given to the peer counsellors
following their peer-counselling programme.  Role-plays are also set up as
scenarios so that an evaluator can observe the peer counsellor.  
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Evaluations are part of the KFC strategy.  For 2000-2001 Open Society
Foundation funding, KFC had an external evaluator co-operate with staff in
conducting 16 focus groups to determine impact in four schools. These includ-
ed parents, educators, learners and peer counsellors.  Guidance counsellors
were also interviewed.  The six-page report seemed brief in terms of the extent
of research and the possibilities for analysis since it included 80 educators, 50
parents, 297 learners and 102 peer counsellors.  The impacts and challenges
emanating from the report are covered in the subsections below.

I m p a c t
These were the key findings covered in the 2000-2001 evaluation conducted
in joint partnership between an external evaluator and the Khanya Family
Centre staff:

• Some peer counsellors experienced improved relations both at home and 
school

• Self-motivated peer counsellors organised a Youth Against Crime March 
(then scheduled for June 2001)

• A need to improve the criteria for selecting peer counsellors
• Criminal activities were perceived to be lower
• More peer counsellors are required
• Most parents felt properly informed about the programme but a few did not
• More meetings with parents were recommended
• Most learners said they were not well informed about the programme
• An increased number of referrals from the targeted schools to the centre 

indicated that the referrals by peer counsellors were working.

To further assess impact, the reviewer visited two schools including Ponego
Secondary School in Katlehong and Landulwazi High School in Thokoza.  At
the first school, a discussion was held with the principal, guidance teacher and
four teachers who had participated in the programme.  The school had been
engaged in the peer-counselling programme for three years and reported that
the most profound impacts were occurring in this third year of exposure.
These were some of the positive impacts as expressed in testimony:

• The learners were enthusiastic about the programme
• The relationship between learners had improved
• General levels of respect had increased between all stakeholders
• The atmosphere in the school was more relaxed and informal
• Referrals are regularly made from the guidance counsellor to peer 

counsellors
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• If a peer counsellor cannot help, referrals are made to educators and the 
school counsellor

• Positive feedback was reported from parent meetings.

The mechanism by which these changes occurred seemed to owe its success
to a programme that gave learners communication and conflict management
skills and an increased sense of responsibility.  This then created role models
or leaders that affected the entire school because when given respect through
position, one then offers respect to others.  Perhaps peer counselling builds
this kind of culture in a school over a period of time with major impacts
evident within three years.  What is interesting is that it seems that the
actual counselling of peers is less important than the healing process that
raises self-esteem and the increased leadership skills of those exposed to the
programme.  Many of the peer counsellors spoken to did not do that much
counselling but brought a new attitude to the school.  In many ways, peer
counsellors do what good leaders do and help out others by understanding
and referral.

At Landulwazi the researcher held discussions with 16 peer counsellors.  They
were asked how this programme had helped them personally and how it had
helped the school.  These were their replies:

• “It was the most challenging thing in my life to be a peer counsellor.  It 
helped with my self-esteem.  I make friends more easily now.  In the 
school, there is more respect for everyone now.  If you give respect, you 
get it back.”

• “I used to be a judgmental person and now I am understanding.  I was 
empowered and it helped my friends so this helps the school.”

• “It was the most challenging thing to get to know myself.  I learnt that I 
was not perfect.  I improved my communication skills.  It increased my 
confidence and pride too.  For the school, it builds an atmosphere where 
people feel they can speak freely.”

• “(Peer) Counselling helped me a lot, especially to face challenges.  I can 
face other people and solve problems now.  It is important to the school 
because many people have problems and need the help.”

• “Peer counselling is important for the school because we come from many
different kinds of homes with many different kinds of problems.  For me, I
am more confident, have more self-esteem and I am more sociable too.”

• “It helped me to know myself so self-knowledge was the most important 
thing.  I learnt to face problems directly.  It helps the school because we 
have so many problems to face.”
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• “To become a peer counsellor you have to face many problems.  Some are
tough problems.  It increased my empathy so I became friendlier.  This 
helps to create a more friendly school.”

• “I benefited a lot!  I was nervous and judged others before I knew them.  It
has helped the school to become a more understanding place.”

• “Peer counselling helps us to face problems and this school has a lot of 
problems to face.  It teaches us how to deal with them and our own 
personal problems.  Teenagers often do not share their problems so this 
programme helps the school.”

• “PC has helped me a lot.  I am less shy.  Now it is easier for me to talk to
people and share my problems.  I am able to socialise more.”

• “It really changed my behaviour.  I used to be impatient and rude.  Now I
am a better person and I have learnt to trust my own instincts.  I am more
confident.  In the whole school there is better communication”.

• “People tell me I have changed so I know peer counselling made a 
difference.  It really improved communication around the school.  Some 
people said I was not suitable, though.”

• “I am a quiet person but I have learnt to communicate.  I am more 
confident and make friends more easily.”

• “I was totally changed by peer counselling but it did not help with my 
brother at home so now I am working on this.  I can say what I feel now.”

The researcher asked for volunteers to describe two cases of peer counselling
as examples of their work.  It seemed not all were active in this role.  Three
were offered as follows:

• A raped girl was too embarrassed and terrified to tell anyone what had 
happened.  Finally, she came to a peer counsellor.  The peer counsellor then
found an appropriate and sensitive educator who could help.

• A girl was doing very well in school and believed she lost her closest friend
through jealousy.  The peer counsellor advised her to believe in herself and
her goals.  She became less worried about the loss and more confident.

• One learner has a mother who called her names and she was so frustrated
that she wanted to kill herself.  The peer counsellor thought this was too 
deep to handle alone so she brought the learner to a counsellor who helped
her through the crisis.
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C h a l l e n g e s
These kinds of challenges were identified through the school visits:

• Both educators and peer counsellors said a key difficulty was acceptance of
the system by learners who do not always have confidence that peers have
the skills and experience to help them.

• The boundaries between what a peer counsellor can handle and what 
should be referred could not always be explained clearly by learners, 
educators or facilitators of the programme.

• More learners need to be targeted.  At Ponego Secondary School it was 
found that 29 peer counsellors among 1 600 learners was not enough.  
The educators felt that 30 per grade would be ideal.

• As in many schools, the Grade 8s and 9s tend to be the groups most 
troubled by conflict but they do not necessarily see Grade 10s as peers and
therefore counsellors are needed here.

• There is a high level of teenage pregnancy leading to drop-outs from 
Katlehong schools.  It was felt that special programmes are needed to 
address this.  

• There may be a need to improve existing screening techniques for at least
two reasons.  Firstly, better screening might be more cost-effective.  About
30 counsellors were trained in one school but half did not take up the peer
counselling role for a variety of reasons.  Secondly, learners reported that
in some cases peer counsellors were elected and the choice was more 
often on the basis of influence or popularity rather than trustworthiness.  

• In both schools, informants said the programme needs better marketing 
among learners since not all of them knew about or understood the 
programme. 

• Many peer counsellors reported trying their skills at home and failing with
their parents, brothers, sisters and relatives.  Many wished for more 
family involvement.

• Training occurs after school and it might be useful to find some way to 
integrate these skills into the curriculum for wider impact.

Many organisations can and do employ the peer-counselling model but there
remain concerns about its effectiveness (see the section on Bridges and
Section 10).  In the researcher’s experience, it seems to benefit the learners
who are peer counsellors by changing the way they conduct themselves in the
school (owing to increased social skills) and by helping them to reflect and
heal.   The evidence that it reduces crime and violence in the school in an
institutional way is not supported in international reviews (Gottfredson 1996,
Tobler 1992).  
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S u s t a i n a b i l i t y
The educators and counsellors who have been trained throughout the area to
supervise the peer counsellors have remained in this role for a few years.
They seemed to have gained enough experience to continue in this role.
However, it is uncertain whether the schools would carry out the peer
mediation training themselves without KFC support.  It might be advisable for
KFC to look for ways to empower these educators and counsellors to build
leadership skills.

O t h e r  L e s s o n s  L e a r n t
According to the Khanya Family Centre there were four critical lessons in their
development of the peer-counselling model:

• To involve all the stakeholders during the planning phase including the 
Department of Education, SGBs, parents, educators and learners

• To consult a researcher to assist in developing an evaluation tool at the 
onset of the programme

• To consider training peer counsellors in earlier grades

• The Centre has also developed early childhood intervention models and is
working in four crèches affecting 200 children because it has learnt that 
many of the problems experienced by young people in high school could 
have been prevented if detected earlier.

Best Practices in terms of Strategy
Despite both international and South African critiques of peer mediation and
peer counselling, there were clear indications at Ponego that it helped.  It may
be that researchers are asking the wrong questions and ‘counselling’ is the
wrong word to use.  The best practice is not peer counselling per se but devel-
oping leadership skills among a sufficient mass of learners to effect a change
in the culture of the school.   In the case of Ponego, the combination of
Wilderness Therapy and the peer counselling over a three-year period
appeared to offer sufficient healing, introspection and communication skills to
create leaders who take a leading role in creating a more respectful, sensitive
and caring school.
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Change Moves
I n t r o d u c t i o n

Change Moves was started in 1999.  It is a non-profit co-operative that
focuses on organisational development through active action learning.
Through such techniques people observe what they are and imagine what
they can become.  The school-based programme is called “Making a
Difference” (the MAD programme).  Problems in a school are exposed in the
process of a facilitated journey comprising ritual, ceremony, art and role-
playing, and the school generates its own solutions rather than the organisa-
tion offering one.  Each intervention is unique and tailor-made to suit the
needs of the school.  This way of working has been described as ‘healing’ and
involving body, mind and emotions.  

The Change Moves co-operative got started in schools in its first year of
operations (1999) when appointed as a social development facilitator to the
City of Cape Town’s Department of Community Development to work on a
project in Bonteheuwel.  The Bonteheuwel Pilot Project (BPP) was intended to
both improve service delivery and to reduce or eliminate a culture of non-pay-
ment for services.  One of the key problem areas was restoring the culture of
learning and teaching in Bonteheuwel schools.  Change Moves was tasked
with this and started out in two schools, one junior school (EA Janari) and one
high school (Elsies River Range High).  The intention was to see if the active
learning methodologies could involve all school members from learners to
cleaners in making a difference.  OSF funding was obtained for this.

In its first year, Change Moves considered that it had succeeded in an
extremely effective schools programme and was supported in many aspects
of this by an external evaluation.  The school was motivated and more
co-operative, the leadership was greatly enhanced and the school had
generated working projects and programmes.  The weakness was the lack of
involvement from the surrounding community and there was some concern
about sustainability. Therefore, in its second round of funding, Change Moves
developed the programme in two new schools using a multi-agency approach
and one in which the school-based programme was combined with a
community building programme along with a specific intervention aimed at
high risk youth (identified from the two schools). 
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T h e  S t r a t e g y
Change Moves takes a whole school approach within a community develop-
ment framework that focuses on leadership.  This school intervention includes
the whole staff from the cleaners to the principal and a large group of the most
influential learners in the school.  Through exercises, ritual, role-playing and
ceremony the participants are guided through a journey that ends in the
school identifying its own problems and its own solutions.  This is different
from models based on training, prescriptive materials or planned structures for
the school.  

The Change Moves strategy offers the ‘journey’ in phases over a one-year
period.  These phases are:

Phase One:  Commitment-bui ld ing
Change Moves negotiates a contract with every school based on a series of
meetings, discussions and presentations.  Possible types of interventions are
explored.  Eventually a contract is signed and activities are entered on the
school calendar.  Change Moves enforces its contracts and therefore meets its
timetables.  It also considers commitment to be an important value to impart.

Phase Two:  Relat ionship-bui ld ing
This is a period of intensive workshops with all staff, educators, managers and
a wide range of student leadership. The MAD programme also offers parent
training via the school governing body.  Here is where Change Moves puts
significant emphasis on a participatory creative arts approach.  The body,
mind and emotions are all involved in the transformation of the school.
Ceremony and ritual are also utilised.  It is a process of self-discovery that
leads a school into taking collective action.  

Phase Three:  Projects
Projects generated from the workshops are now facilitated.  These can
include clean-up campaigns, education on substance abuse or any other idea
the school generates.  Recently one school concerned about the cycle of
violence decided that it needed a Buddy System for the new Grade 8s
because this was a good place to stop the cycle.  This idea is now being fully
generated and may involve numerous stakeholders.  Change Moves facilitates
facilitates during this period.
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Phase Four :  Susta in ing the di fference
Change Moves offers support in ensuring that the strategies are sustainable.
The final external evaluation also occurs here.

Other  character i s t ics
The strategy has other defining characteristics besides its phases, including:

Professional facilitation. Only professionals with many years of experience
in facilitating active learning workshops are utilised owing to the active learn-
ing technique’s requirements.  There is also a significant amount of straight
talk and confrontation regarding issues that can be quite emotional and
require experience to confront.  One of the contracted facilitators, Nic Fine,
has written two books on the subject that have helped to explain ways to
work creatively with youth in institutional settings.   

A community development approach: The MAD programme extends to
community members whereby leadership and leadership structures are
developed that can support the school.  This requires the facilitators to attend
numerous local meetings and through this ‘presence’ the facilitators gain a
deep knowledge of their working environment that informs how they work
within the schools and community.  It helps to create empathy, understanding
and an appropriate level of commitment.  Community links that are highly
beneficial for the school were observed in Bonteheuwel, a high crime area,
where Change Moves helped to establish a ‘crime and grime’ campaign and a
neighbourhood watch.  It also helped to improve community-police relations
and to overcome community divides.  The school leadership was involved and
this led to community members and parents increasing their involvement in
the schools.  For instance, people came to clean the school and provided glass
for broken windows.  The school was also increasingly used for community
meetings and this alone reduces the potential for crime through community
ownership.

Partnerships and networking: The MAD programme builds local partner-
ships and structures that help with community development.  These includes
structures within the City of Cape Town, such as the Department of
Community Development.  Change Moves also partners with the USIKO
programme for Youth at Risk.  This involves Wilderness Trails for identified
male youth from the same two schools where it is now working.  This is an
example of developing a community structure that can really support a school
even after the Change Moves intervention ends.  USIKO also uses the same
kinds of active learning techniques.  
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Long-term involvement: Change Moves does not advocate quick fixes and
one-off workshops.  It tends to work in few schools intensively and within a
larger commitment to a community.  When offered opportunities to expand the
programme around Cape Town, Change Moves preferred to work within a
model that focused on whole communities and whole schools and offered a
longer-term intensive approach.  

Constant reassessment: One of the strengths of Change Moves’ approach
is that at the end of every workshop day or process there is an opportunity to
assess the next move forward.  Service providers are often caught up in their
own prescriptive materials but Change Moves goes with what is needed on
a day-to-day, week-to-week or month-to-month basis depending on the
outcomes developing in a school.

G e o g r a p h i c  E x t e n t  o f  W o r k
Change Moves is focused on the Cape Flats area of Cape Town.  Presently it is
working in the area of Bonteheuwel in two schools - one primary school and
one secondary school.  The primary school is a feeder school to the secondary
one.  It is useful to note here that Change Moves works in an intense way in
one geographic area and this may be a better practice than working in many
areas and making a few visits.  Constant presence helps to explain its
effectiveness and the informants from both target schools visited by the
researcher noted this.

T a r g e t  G r o u p  a n d  E x p o s u r e
Change Moves focuses on the leadership of a school and the leadership in the
wider community surrounding it.  It aims to target all school leaders, all school
staff, the school governing body and all community leaders. Programmes run
side by side and impact on one another.

M a t e r i a l  C o n t e n t
Change Moves does not use prescribed materials but rather draws from a
‘toolbox’ of materials, which are selected if appropriate and when needed.
These can be exercises, quotes, books, games, puzzles, devices or other
materials.
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W o r k s h o p  C o n t e n t
The number of workshops held in a school is determined by the signed work-
ing agreement that is developed through initial discussion and presentations
with management.  The content and length depend on the needs of the school.
This is an example of the work that was designed for one school:

• A five-day intensive workshop with 40 learners in leadership roles in 
Grades 8-11 that built confidence and prepared the student to take a 
dynamic and creative leadership role in the school

• Two short workshops for Grade 12s  

• Three very intense workshops that focused on management and leadership
of the school – this was observed to turn mind-sets around

• Two intensive workshops with staff and students to concretise plans

• A workshop for parental members of the school governing body

• Weekly check-ins by Change Move facilitators

• Monthly topical workshops on issues of concern (related to projects 
that develop).

What is unusual is that the content of the workshops, particularly the initial
ones, is not determined in advance because the facilitation is aimed at a
journey of self-discovery.  For instance, at one high school workshop that was
observed, staff members arrived late and moved in and out of the room
without a sense of commitment to the process.  This immediately became the
focus of the workshop and the lack of commitment became central to
understanding why leadership was not working to make the school safe.
The intense workshop process changed mind-sets and helped to establish
programmes to turn the school around.  This helps explain why very
experienced facilitators are required: One must observe the group carefully
and address problems in real time.   Without the right kind of expertise, this
could become confrontational.  Anger and many other kinds of feelings have
to be managed and discussed.

Once the staff and student leadership complete their respective journeys, they
have a good idea of the kind of school that they want.  They then come
together to discuss projects and plans.  Specific committees are formed to
generate changes in the school.  The school decides on all the projects so that
no programme or model is foisted on the school.  This again makes the
Change Moves approach very different from most ‘models’.

Once the projects are under way, Change Moves continues its work by means
of weekly visits and workshops to help the projects arrive at an action plan.
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It should also be remembered that Change Moves targets the community
with workshops and links these to the school.  Similar methods are used.
For instance, in coming up with a community vision for the leadership in the
Golden Gate area of Bonteheuwel (the Go for Gold programme) a dream circle
was created.  The leadership came to a ceremony in which people dressed
for their dreams and discussed them in a circle.  Certificates for dreams
eventually followed and learners from the targeted primary school wrote a
song for the ceremony.  An interview with the principal of the primary school
who was also a member of the ‘Go for Gold’ team reported that ties to the
community were strengthened this.

Monitor ing and Evaluat ion Methods
Change Moves uses three tools of monitoring:

• The contract establishes mutual responsibilities and these are checked to 
make sure that all parties adhere to them

• Structured weekly visits are made to the schools

• ‘Parliaments’ are held every six weeks once the school projects are 
established to see that all parties are following up on their commitments 
and to measure progress.

An external evaluator is used, who offers both an interim report and a
year-end evaluation.  Since there are three visits involving participant
observations, mid-intervention interviews and focus groups, and a year-end
evaluation, there is also a component of monitoring within the evaluation
method.

I m p a c t s
The researcher recorded a range of positive impacts based on testimony from
one junior school that was visited.  Some of these included:

• An increased sense of co-operation among all staff members
• Greatly increased parental involvement in the school
• Leadership qualities improved among staff and learners
• Increased community involvement in the school
• Increased community ownership of the school as the school was 

increasingly utilised by the community as a meeting venue (a security 
factor)
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• Better treatment of cleaners (now seen as part of the team)

• A new project to create a library was generated and under way

• Improved gender relations were reported

• An environmental club was being organised

• Fewer complaints to the principal regarding staff relations

• Action plans were being generated to build the skills of educators

• Foot patrols by the police increased in the area owing to improved 
community-police relations.

It should also be noted that the workshops at the high school were also
observed and there was a major shift from despondent who that did not
communicate with one another (sometimes not knowing one another’s
names) to staff with high morale working together and planning for change.  

C h a l l e n g e s  A h e a d
Early research observations suggest that some specific skills imparted to the
target groups would reduce the intensity and longevity of the facilitation
sessions.  So, it may be that a combination of the active learning techniques
with certain kinds of skills-building (eg, communication and problem-solving)
might be more efficient.

At the workshop sessions it was observed that the target schools, as with
most South African schools, have a culture of authoritarianism so that there
is not a sense of equality between learners and educators or educators and
cleaners.  Replacing this culture may also be critical to achieving maximum
impact using the Change Moves methodology.  Partners with NGOs that offer
democratic training, democratic management and communication skills might
be a good foundation for the MAD programme.  

S u s t a i n a b i l i t y
The involvement in the schools has not been long enough to determine
the sustainability of the programme.  It appears that the schools first targeted
in the year 2000-2001 are still carrying on with their projects and
programmes but expressed concern about their ability to do this without
Change Moves.  The new schools (2001-2002) are only being evaluated now
and there is a concerted effort to ensure this factor.  Given the benefits already
arising from linking schools work to community development work it is fairly
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certain that there will be sustainable benefits.  The bigger question may be
sustaining the leadership programme within the school (ie who will carry on
the workshops with the learners?).

S o m e  L e s s o n s  L e a r n t   
Two lessons learnt were mentioned in interviews:

• Change Moves does not target entirely dysfunctional schools but believes 
that some degree of functional management must exist prior to the
intervention.

• Linking a community leadership programme with a school leadership 
programme may make a big difference in sustainable outcomes.

Best Practices in terms of Strategy
These may be some of the best practices in terms of the researcher’s observa-
tions: 

• The biggest constant of the Change Moves success may be its commitment
to being in the community.   The facilitators do not just fly in and out with
workshop material but offer an intense intervention in a specific 
geographic area.  They come to know the community and all its 
role-players.  This builds trust and informs delivery strategy.

• Change Moves also offers a whole school approach within a community 
development framework so that changes are observed and processes 
linked.

• The organisation mobilises and motivates the entire leadership of the 
school to take up projects and programmes that are then monitored and 
facilitated.  

• Change Moves’ active learner processes lead to programmes where stake-
holder ownership of processes, projects and programmes is maximised.

• The leadership in both the school and community are empowered and 
linked.

• Since Change Moves is not doctrinaire in its approach and because it is 
intensive, it has the flexibility to help a school to overcome real problems
in real time.  It also results in programmes and projects tailor-made for each
school.
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Publ ic  Health
Programme (PHP)

I n t r o d u c t i o n
The Public Health Programme (PHP) was established at the University of the
Western Cape in 1993 as part of the Faculty of Community and Health
Sciences.   Its role is to:

• Provide postgraduate and continuing education on public health and 
primary health care

• Assist in the development of district health systems and programmes
• Research priority health problems
• Respond to the country’s public health challenges

In 1999, the PHP conducted a situational analysis of the school education
curriculum to find that there was very little education on gender-based
violence (GBV), particularly in primary schools.  A few NGOs were working in
schools, although this work seemed to be mainly in high schools.  In addition,
they realised that educators did not seem to be operating in a gender-sensitive
way.  As a result, the Public Health Programme approached OSF for research
funding to find a realistic model that would put learning about GBV into the
provincial school curriculum.

Most of 1999 and 2000 was spent developing a model for intermediate level
grades (Grades 5, 6 and 7 in primary schools).  It was decided that the model
would have to be a training programme for educators so that it could be
sustainable.  A partnership was also formed with the ‘Safe Schools Project’ of
the Western Cape Province Education Department (WCED) to help ensure that
lessons on gender-based conflict were included in all the provincial schools.
This would also ease entry by reducing the trust-building period in the schools
and making gender-based lessons part of an integrated approach to crime
reduction.

During 2000, the PHP found six schools where these grades had already been
exposed to safer schools training. They then designed materials and a train-
ing course for educators and tested these in these schools.  As part of the pilot
programme, the PHP also sought to compare the results of different
approaches to implementing their materials in the participating schools, and
compared whole school training with the train-the-trainer approach
(also often referred to as the ‘cascade’ method).  The former might be more
holistic but is also resource intensive, while the latter could possibly be more
expedient.  Therefore, one school was offered a whole school approach and a
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few teachers were each taken from the other schools for training.  All were
exposed to the same training.  The schools were all in the Cape Flats area of
Mitchell’s Plain, Lavender Hill and Manenberg.

The result was that neither of the schools where the train-the-trainer approach
was used actually trained the other teachers.  This did not cascade for a
variety of reasons, including educators lacking the time or opportunity to do
so.  The whole school approach worked better but there were conflicts and
power issues between different school stakeholders in the training that
needed to be resolved.

More importantly, training and materials were developed.  Educators had
complained about a lack of materials and training for teaching about gender
and conflict.  The PHP sought to research, develop and test materials that
the education department could use.  Ultimately they sought a manual for
educators and a text for learners on GBV that could be integrated into the
curriculum.

Today the PHP is in a second phase of funding (2001-2002).  The programme
remains in the six initial schools offering ongoing support and follow-up train-
ing.  Now the researchers are engaged in documenting the impact of the
intervention model on the knowledge, attitude and practices of learners.
In addition the PHP has embarked on a training programme for 15 trainers,
one of whom is to be a master trainer within the Safer Schools Programme for
the purpose of involving more schools.  Advocacy also plays an important role
in this second phase.  

T h e  S t r a t e g y
In a sense the strategy is simple: develop, pilot and evaluate materials to
educate Grade 5-7 learners about Gender-based Violence and then advocate
their usage in schools.  This makes it an action research project consisting of
these three elements:

1. Materials and training developed through research
Research into appropriate materials and training is being conducted in a
participatory manner.  It has involved learners and educators from some
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11 schools and consultations with some 16 other NGOs in the field.  The PHP
then developed materials and training with these characteristics:

• Educator-targeted
• User-friendly 
• Participatory 
• OBE-compatible
• Frank discussion and critical thinking
• The training models what educators are expected to do in the classroom.

The PHP now remains in the original six target schools monitoring and
evaluating so as to refine the draft material based on classroom use and to
measure impact on the learners (the first-year evaluation measured impact on
educators).  Thus, ongoing support and follow-up training are provided as
part of the action research strategy.

2.  Transference of  these mater ia ls  into schools  
Once the material and training have been developed, the strategy is to
disseminate these to ensure that GBV education is included in a variety of
places.  This includes training 15-20 master trainers (educators) in the use of
gender-based materials so that these enter many more schools.  The PHP is
also developing a course module for both graduate and undergraduate
students of education at the University of the Western Cape using the same
material developed in research.  If this works, the PHP will target pre-service
educators in tertiary institutions of the Western Cape.  

3 .  A d v o c a c y
Since the PHP works closely with both the WCED and the University of the
Western Cape, it is in a good position to engage in advocacy.  This means
working to establish various policies, programmes and courses. One example
would be ensuring that GBV issues are addressed in sexual harassment policy
and that the materials are fully integrated into the primary school curriculum.
The PHP also seeks to ensure that GBV is included as part of the WCED’s
HIV/Aids and Life Skills programme.

G e o g r a p h i c  E x t e n t  o f  W o r k
The pilot project work is confined to the Cape Flats area of Cape Town and is
ultimately concentrated in six schools where the materials are being refined
and tested.   However, the target is to include these materials in all Western
Cape primary schools via advocacy in the WCED and training in the tertiary
institutions. 
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T a r g e t  G r o u p  a n d  E x p o s u r e
There are three target groups.  Firstly, there are the in-service educators in
Grades 5-7 for whom the training and classroom materials are intended.  The
PHP works with this group directly in its pilot schools as part of a research
programme.  Secondly, there are master trainers being trained to work in
schools in a whole school approach, including one who is part of the WCED
Safer Schools programme.  It is intended that the education department will
eventually take responsibility for seeing the gender and conflict component
reach all primary schools.  Thirdly, there are the pre-service educators who
will receive training in the tertiary institutions before entering the job market.

M a t e r i a l  C o n t e n t
The PHP has provided ten classroom lessons for the gender and conflict
component for primary schools.  These were derived from similar materials
produced by the Centre for Development and Population Activities in the
United States.  They were adapted to the South African environment and are
critical thinking and problem-solving materials that are compatible with OBE.  

The lessons are the same for the three grades (5-7) but the educators adapt
the materials for each age group.  The ten lessons are given in the table below:
Figure Five:

The ten lessons in the PHP materials on the gender and conflict component for
primary schools

Lesson Title Objectives

1 “I’d like to introduce myself” Appreciating one another

2 “Being a girl/boy” How females and males are 
depicted in popular culture and 
how these images affect us

3 “The value of a son, the Examining the benefits of
value of a daughter” providing equal opportunities to 

daughters as well as sons

4 “I have a right …” Understanding laws that support 
the rights of girls and women and 
laws that are prejudicial to their 
rights

5 “Gender roles and How being a boy or girl affects
relationships” what one is expected to do

6 “Can boys and girls be Understanding how boys and
friends?” girls communicate and relate



7 “Gender-based Violence” Promote awareness of the wide-
spread but often hidden problem
of sexual abuse of young girls and 
boys and identify ways to address 
sexual abuse

8 “The problem of women Recognise and discuss the growing 
abuse” incidence of wife abuse and 

identify what to do when it occurs

9 “Working together to improve Identify a priority school problem
my environment” and develop a collective plan to 

address it

10 “Moving ahead toward a Examine how they have supported
brighter future” one another and plan how to work 

together in the future.

T r a i n i n g  C o n t e n t
The PHP trains educators in the use of the classroom lessons in eight
two-hour sessions over a two-week period.  The first week focuses on basic
information about GBV.  The second week analyses the school, how to make
it more gender friendly and how to make the best use of the materials.
Ultimately, the workshops provided a role model for what should go on in the
classroom. 

M o n i t o r i n g  a n d  E v a l u a t i o n  M e t h o d s
The PHP constantly monitors and evaluates its work through observation and
participation in the original six pilot schools.  This includes observations in
class and observations of learners in the school.  The depth of involvement
was such that the PHP staff sometimes took up duty on the playground
during lunch breaks in order to observe the learners.  Total involvement in
the schools allowed the PHP to better understand gender-based problems
and has provided the data for most of its reports.  A year-end evaluation is
also conducted internally and some of these results are reported under Impact
on the following page.
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I m p a c t
An evaluation report, completed in June 2001, showed that the materials and
training had beneficial impacts on the educators.  Most critically, the report
identified that educators had gender problems themselves, and that this
helped explore these further, and therefore contributed to an improved
classroom environment.  These were some of the key findings relevant to the
training and materials:

• Educators demonstrated a positive change in attitudes and beliefs 
regarding gender and GBV

• Educators expressed increased confidence to teach about and address GBV
in the classroom

• Follow-ups showed that most teachers felt comfortable and able to use the
materials in the classroom

• It became clear that the material needed to be incorporated into the OBE 
phase organisers in order to ensure usage and proper timetabling.

The evaluation study was aimed at the impact of the intervention on
educators since it was too early to look for changes in learner behaviour given
the short duration of the pilot (a few months).  At later follow-up meetings,
educators spoke about the learners who: 

• Enjoyed the lessons as ‘new’ and ‘different’ and not ‘directly related to 
their school work’

• Realised that girls and boys can do the same work
• Found the stories relevant.

The lessons and training also resulted in new classroom practices.  One
teacher now ‘mixes up’ lines of boys and girls as they enter the classroom
instead of separating them.  Another changed to ‘allow girls’ to carry the
sporting equipment.  A third discovered that lessons on gender roles,
stereotyping and GBV can change behaviours. 

C h a l l e n g e s  A h e a d
These are the key challenges ahead:

• While the materials worked well in the pilot study these need to be made 
more colourful and attractive for classroom use

• The materials need to be integrated into the OBE learning areas of Life 
Orientation 

• Creating age-appropriate materials in accordance with OBE phase 
organisers.
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S u s t a i n a b i l i t y
This is a research-based project and one of the questions is whether the GBV
materials can be sustained in the school without external support.  Train-
the-trainer methods failed.  Advocacy is required to move the WCED toward
assuming responsibility for the GBV life skills component.  Sustainability looks
more promising in terms of the integration of GBV with developing HIV/Aids
life skills work or through the pre-service training that is being piloted.

L e s s o n s  L e a r n t
These are some key lessons learnt as reported by Abigail Dreyer, the project
manager:

• Train-the-trainer approaches did not work and whole school approaches are
preferable.  Allocating time to train colleagues is the key problem. The 
‘dilution effect’ of cascade-style training is another.  This warrants further
study if this method continues as the popular approach of the Department
of Education.

• In a whole school approach, separate role-players for training to ensure 
there are no power conflicts.  The position of authority that a principal 
holds within a school can intimidate other teachers and staff from 
participating openly in discussions and therefore diminish the impact of the
programme. 

• Support staff are not likely to participate in programmes unless logistical 
arrangements have been made for them.

• Illustrating the links between GBV and the dynamics of the HIV epidemic 
in South Africa adds significant impact to the training sessions.  GBV 
should be integrated with other learning areas to illustrate all the linkages.

• The GBV training manual and learner support materials should be 
compatible with OBE and Curriculum 2005.  If each lesson indicates the 
specific life orientation learning outcome, educators will incorporate GBV 
material into their phase organisers from the beginning of the year.
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Best Practices in terms of Strategy
The best practice here may be the action research component, including:

• Conducting a situational analysis of the school education curriculum to find
what education was required in GBV and where.

• The use of extensive participatory research methods to inform materials 
production (a best practice already mentioned in the context of SMILE.

• Combining research and advocacy with the intent of creating a sustainable
system of GBV education.

• Continuous monitoring, evaluation and follow-ups.
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Community Psychological
Empowerment Services

(COPES)
I n t r o d u c t i o n

The Community Psychological Empowerment Services or COPES is a project
that works with foundation phase children (first three years of formal
schooling) in one of the most violent areas of Cape Town: Lavender Hill.  It is
a joint project of two NGOs: the Trauma Centre for Survivors of Violence and
Torture and the New World Foundation (NWF), where COPES is based.
The former is situated in Woodstock and operates a centre with diverse
programmes in trauma management, and the latter operates as a community
development centre in Lavender Hill.  What makes COPES particularly
interesting is that it is a seven-year longitudinal early childhood intervention
aimed at reducing and preventing aggressive behaviour.  

The project began in January 1996 when it worked exclusively in pre-schools
with children between the ages of four and six who had been identified as
aggressive and disruptive.  Over an eight-week period, COPES offered social
and behaviour management skills to the identified children, their parents and
educators.  The key effort was to increase the pro-social skills of all parties so
that children increased their social skills and to attempt to replace negative,
punitive behaviour toward children by positive reinforcement methods.  

The pre-school interventions occurred between 1996 and 1998 and involved
about 300 children.  All of this was professionally evaluated using baseline
and post-intervention data and was shown to be very effective in
reducing aggression in children.  Furthermore, the parents’ sense of
competence increased and the educators reported better-managed classrooms.
The outcome was so impressive that it was immediately replicated in 15
pre-schools in the Western Cape.  Despite the success, certain additions and
changes were suggested to refine the project.  These included the following:

• A school-based intervention should be emphasised since all children in the
community are subjected to social stresses, not just those showing 
aggressive behaviour

• Inclusion of children in their early years of school, since nearly 70% of the
children do not go to pre-school

• A long-term commitment to tracking the children to ensure a longitudinal
study of merit
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• A programme in effectively teaching maths and reading was added, since 
competencies in maths and reading are factors in preventing anti-social 
behaviour

• Training teachers in classroom management techniques to create sustainability.
COPES approached the Open Society Foundation for assistance in piloting
their methodology in the foundation phase of public schools (Grades 1-3).
Funding was received to target two schools in the Lavender Hill area as a pilot
project in 1999 – 2000.  Since one of the aims of the pilot was research, a
control school was utilised.  COPES has received annual funding for work in
these schools.

T h e  S t r a t e g y
The strategy is ultimately an early childhood intervention based on improving
academic success and social skills.  The intervention includes three strategic
components, all of which are aimed at preventing violent behaviour: 

• Increasing academic success through improved teaching skills, particularly
in numeracy and literacy (80% of the timetable at foundation phase)

• Imparting good social skills to learners 
• Better-managed classrooms that offer calm, interesting and well-structured

classes and positive reinforcement rather than punitive behaviour toward 
children.

The most basic and perhaps most sustainable part of the intervention is to
ensure that the educators manage the classroom in ways that promote good
social behaviour and offer a good education.  

To assist in making the intervention work COPES uses a partner organisation
to build parenting skills in the home environment, so that this complements
what is being achieved in the school.  Parents must also learn non-punitive
ways of setting boundaries for children.  
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Finally, small group sessions with learners are conducted in order to address
cases of very aggressive and disruptive children.  These consist of three to
four children per class who have behaviour problems, partly as a result of
ineffective classroom management.

Partnerships are used to help deliver this strategy.  The Schools Development
Unit (previously known as the Mathematics Education Project or MEP)
handles the literacy and numeracy component.  COPES staff are responsible
for the social skills training, the classroom and behaviour management
component, classroom mentoring and the small group sessions.  The mathe-
matics, reading and life skills components all fit in with OBE and its phases.

Geographic Extent of Work
COPES is working in seven primary schools in and around the Lavender Hill
area.  OSF assists with funding in two of these.  

Target Group and Exposure
COPES targets selected educators, learners and parents (or caregivers).  

M a t e r i a l  C o n t e n t
The material outputs include:

• A parent-training manual 
• An educator manual for social skills curriculum at the foundation level
• A resource list on classroom management techniques
• An educator’s reference on mathematics and reading enhancement.

T r a i n i n g  C o n t e n t
Training addresses educators, learners and parents.

Ten to 12 educators per school attend an initial four-hour introductory work-
shop on how to promote good social skills.  After that, they attend 16 to 18,
two-hour long bi-weekly training workshops on classroom management, life
skills, mathematics and reading.  
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After each workshop COPES offers a two-week follow-up of classroom
mentoring to help build confidence in the new methods.  Previously the
mentoring was done in the form of co-teaching and this was then gradually
phased out and replaced with other support methods. COPES found that it is
more efficient to give the teacher total control from the start in order to avoid
making teachers dependent on their assistance.

Learners who show signs of aggression receive small group interventions to
promote social skills.  However, the group is mixed so that those with good
social skills constitute half of the group and therefore act to encourage such
behaviour among the aggressive group.

Parents are offered a four-week parent-training course through a COPES
partner in the intervention, the Parent Centre.  The parents or caregivers are
offered skills in how to reinforce positive behaviour in children and in
alternatives to the punitive behaviours that tend to reinforce a cycle of
violence.  Quarterly meetings are held with parents in addition to the courses
to reinforce such behaviour at home.  Ultimately, this leads to increased
self-esteem among the learners.  Monthly meetings are held with parents after
the initial course to reinforce such behaviour at home.  

Monitoring and Evaluation Methods
Monitoring is continuous because COPES is directly involved in the
classrooms and schools and makes constant observations.

Evaluations are very extensive and involve a battery of different kinds of tests
for every stakeholder.  Most of these are conducted using baseline and post-
assessments.  First, these are aimed at children’s aggressive and pro-social
behaviour and competence in numeracy, literacy and social skills.  This is
being tracked over an entire seven-year period.  Other methods of evaluation
include classroom and playground observations and incident reports.   It will
eventually be possible to make sound statements about the impact of the
project.  

Educator competence in managing children’s behaviour is also assessed over
the same period.  

Monitoring of parental competence was done only in the pilot phase as it was
felt that the aims of creating awareness and support were adequately
achieved.  

There is also a baseline assessment for the school to examine its functioning
before the intervention and compare the outcomes afterwards.  The baseline
also serves to identify areas for referral to other service providers or areas for
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COPES to address in order to contribute to the optimal functioning of the
school.    The baseline indicators include:

• Leadership, management and governance
• School identity
• Human resources
• Culture
• Structures and procedures
• Levels of technical support.

To say that any programme has an impact on reducing and preventing
criminal and violent behaviour requires longitudinal studies.  Such studies are
internationally rare.   The COPES intervention will be able to make some
sound statements about effectiveness since it tracks the exposed learners
through seven years of the educational system.  A contributing factor is that
most of the COPES staff and participants are researchers.  In addition there are
partnerships with academics at both the University of the Western Cape and
the University of Cape Town who help design the research and engage in it.
This has resulted in peer-reviewed articles.  

I m p a c t
There is a 1999-2000 report, but it came quickly towards the end of the pilot
intervention.  It certainly supports the theoretical underpinnings of the COPES
project but it was simply too soon to register the full impact. It generally
registered modest improvements in educators and learners in some key areas
while reporting some greater impacts on parents.  It would probably be wise
to await a second-year study wherein more of the changes can be measured
and take root.

In September 2001, the researcher observed two small group sessions with
both Grade 1 and 2 learners at Harmony School where the intervention had
been in progress for more than 18 months.  There were 12 to 14 learners in
each group.  Among them were children who had been subjected to much
abuse (physical, sexual and verbal).   A professional COPES psychologist
worked with the learners and this methodology was observed:

• The learners were provided with many opportunities to discuss their 
feeling in pro-social ways (the process starts with a check-in: “How is 
everyone feeling?”)

• The learners were given constant positive reinforcement, which clearly 
raised their self-esteem

• Positive interaction in a group setting was encouraged
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• Social skills were constantly being developed through creative, active 
learning exercises that were fun and engaged the children

• The facilitator constantly identified and referred to rules that guide group 
activities but in positive, non-punitive ways

• There was much calm, as well as structure and clear boundaries for 
activities and this appeared to provide the routine and containment in 
which social skills did develop (once or twice when the structure lapsed 
even a little, certain problem children became disruptive)

• The small group sessions seemed very emotionally regulated even though
some of the most aggressive and disruptive learners in the school were 
present

In one activity the learners cut pictures out of magazines and then analysed
them.  Discussion about appropriate behaviour came up continuously in terms
of the pictures.  The children learnt about paying attention, good manners,
offering positive feedback and caring about others.   

The manner in which the class was facilitated can only be described as
professional and effective and it appeared to be creating pro-social behaviour.
The facilitators also commented that in only five weeks with one group
significant progress had been made.  Sometimes the disruptive children
returned to class to be the model ones.

The only concern one might have about the small group sessions is sustain-
ability at a high level of professionalism and replicating this on a larger scale.
Can this level of professionalism be transferred to educators?  It seemed that
all classes, not just small groups, should be conducted in this manner but rigid
authoritarianism is the norm in most schools.  To the credit of the profession-
al and the method, children, even the most disruptive ones, appeared to
behave well in the small group sessions but not always in class.  Classroom
practice seems to be steadily changing in this school but they are probably far
from what was observed in these small group sessions.  This may show what
is possible and what can be achieved but also raises the question of how these
skills can be transferring successfully.

C h a l l e n g e s  A h e a d
These are some challenges COPES must face:

• One of the chief challenges must be the small group sessions that COPES 
conducts in the school.  These are highly professional engagements with 
good outcomes but how can this be sustained or replicated in the class-
room?

• Another challenge is parental involvement.  This is voluntary and only 
involves a small percentage of parents although involvement has 
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numbered up into 80 in a school.  However, this was also an area of 
significant advancement among those parents who participated according 
to the first-year evaluation.  Still, the institutional impact of this is 
limited without more involvement.  

• A third challenge is effectively changing the authoritarian culture in which
most educators are fully embedded.  It is likely that without continuous 
intervention many educators will lapse back into the style of negative 
reinforcement to which they were originally acculturated.  Educators do 
make progress but not up to the optimal level of impact.  In support of 
this observation, the evaluation report for the first-year pilot showed 
definite but small improvements in terms of educator skills. 

• There is presently no component to address democratic management in the
school.  Many other organisations have found that this is key to changing
mind-sets in a school.  Ensuring that authoritarian school cultures change
must require some attention to management structures.  Otherwise, this 
will be replicated and the cycle of violence will not be broken.  The 
organisational baseline studies may well identify this and to the credit of 
COPES they attempt to address such gaps through new programmes or 
partnerships.

• With three full-time and two part-time staff COPES can presently only 
handle about three schools effectively.  Some method must be found for 
replicating the COPES strategy on a larger scale, as by all accounts it 
appears to be effective at the local scale but is resource intensive. Perhaps
the answer is in the measures that the education department takes to 
ensure that OBE is working: This also demands that educators move away
from authoritarian practices and toward the model that COPES is trying to
impart.  COPES strategy could be promoted through extensive pre-service 
training.  This demands a strong relationship with the Department of 
Education and perhaps advocacy.  

S u s t a i n a b i l i t y
By all testimony, it appears that the training for the educators helps create
improved classroom environments.  There is a transformation in the culture of
learning and teaching and this is an achievement.  However, the high level of
professional support given to the school by COPES in small group sessions
may not be sustainable.  One could advocate that professional psychologists
of this type belong in every school but it is doubtful whether South Africa can
afford that.  COPES may have to think about ways to generate improved
classroom environments on a larger scale.
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L e s s o n s  L e a r n t
In interviews, COPES identified three key lessons:

• Violence prevention cannot be separated from education delivery.  If a 
school cannot deliver on its education, one cannot anticipate that a 
violence prevention programme will work.

• The COPES intervention supports the view that whole school development
is necessary to ensure that violence prevention works, otherwise violence
still manifests in the school and reproduces itself.

• Preventative work cannot be separated from the context of healing.  One 
also has to help in some therapeutic way.

Best Practices in terms of Strategy
Similar to SMILE, one of the best aspects of this intervention is that by
simply helping educators to do their jobs, crime and violence levels can be
reduced.  After all, the emphasis is on classroom management and education-
al delivery in a manner that improves the social, maths, and reading skills of
learners.  It fits in with OBE and does not place too many extra demands on
educators’ time. 

Second to this, facilitating the creation of well-managed, calm and orderly
classrooms seems to meet the requirement outlined above, while the COPES
strategy of achieving this through the promotion of pro-social skills and pos-
itive reinforcement seems like excellent practice.  It is within the classroom
context that most socialisation takes place and if we do not address and
change this environment, we may be doing less than we think in a school. 

These are some other best practices:

• Owing to the commitment and longevity of the project (seven years) and 
the serious research that accompanies it, a workable model of violence 
prevention through targeting foundation phase learners will likely be 
developed.  Often interventions are not sustained long enough to  
establish this or even be evaluated effectively.

• The intervention offers the very best kind of research and results in peer-
reviewed articles.  Its evaluation methods are on firm foundations although
the first-year evaluation came too quickly on the heels of the intervention.
The use of baselines by COPES and other organisations being reviewed is 
an excellent practice as it allows an organisation to identify both assets and
gaps and for the latter to either develop programmes for this or find 
partners who can help address it.  The baselines also allow accurate 
evaluations since change can then be measured.
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• The COPES strategy addresses home environments in addition to classroom
environments.  Including parents is a traditional difficulty in these kinds of
interventions but COPES has been scoring successes here, with up to 80 
parents in a single school gaining parenting skills.  

• COPES works intensely within a school: It offers in-class mentoring of 
educators, trains in the school and includes parents.  Perhaps the best 
practice in any intervention is being there intensively and often enough to
observe and interact.

• COPES offers an early childhood intervention and there are compelling 
arguments in support of this kind of approach when it comes to preventing
violence at a later age.  
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Centre for the Study of
Violence and

Reconciliation (CSVR)
I n t r o d u c t i o n

The Centre for the Study of Violence and Reconciliation (CSVR) was founded
in 1989 at the start of South Africa’s transformation to a democracy with the
intention of helping to make the transition a peaceful one.  Work in schools
began in 1994 when it was becoming evident that a cycle of violence was
deeply entrenched in South African schools.  So, the CSVR designed and
piloted a project in four Soweto schools based on imparting conflict and
trauma management skills to both learners and educators.  This helped to
establish a support service: trained educators who could respond to issues of
trauma, violence, abuse and conflict and learners who could offer both peer
counselling and peer mediation.  

By 1996, CSVR had developed training materials and programmes for 40
schools in Soweto.  So, this came to be known as the Forty Schools Project.

In 1999, CSVR decided that it was dealing with the symptoms of crime and
violence and needed to do more to deal with the causes.  Research indicated
that a body was needed within each of the 40 schools to be accountable
for creating safer schools.  The CSVR approached the OSF with the idea of
creating safety teams in the targeted 40 schools and this funding was
obtained in November 1999.  Much of the CSVR work during 2000 involved
establishing safety teams in the 40 schools through training, material and
facilitation.  Critical to this was securing the participation of SAPS stations and
Community Policing Forums.

T h e  S t r a t e g y
The strategy of safety teams is based on previous inputs since 1996
including: 

• Clustering: This occurs at two levels: (1) all 40 schools where there is a 
Project Teachers’ Committee, whose role is to identify training needs, plan
programmes and help sustain the project; and (2) clusters of 
approximately three schools each for training and sharing resources.  
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The smaller clusters usually include a primary, middle and high school for 
continuity (feeder schools).

• Trauma support: Educators in each school are trained in trauma 
management so they can identify and help traumatised learners.

• Peer counselling and mediation: Two learner committees were established 
in each high school, one for peer counselling and the other for mediation.
The former are involved in trauma management (they identify and refer 
cases) and the latter help resolve small conflicts.  Approximately 20 
learners per high school are trained annually.  For the 14 primary schools,
about 30 out-of-school youth were trained for this role.  The youth h e l p
identify and refer children who need help without necessarily ‘counselling’.

• Partnerships: Facilitating community partnerships for training and 
referrals, and to ensure other kinds of services.

From 2000 the CSVR facilitated workshops to establish safety teams, which
dealt with:

• Appointing team members
• Establishing their mandate
• Outlining the goals for each safety team.

The general mandate was to co-ordinate all the security inputs and implement,
monitor and upgrade school safety strategies.   

The strategy later added other components.  After it was found that the
schools were not keeping good incident records, the CSVR appointed
community facilitators.  The facilitators receive honorariums for visiting the
schools at least once a week and recording the crime and violence incidents in
the school.  However, their role expanded to assisting to sustain the system
by networking with role-players. 

A ten-member teachers’ committee was also formed to serve as advisors to
CSVR’s Youth Department.  This committee defines the training needs.
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G e o g r a p h i c  E x t e n t  o f  W o r k
The work has concentrated on 40 schools in Soweto servicing three main
communities: Zola (14 schools), Emdeni (12 schools) and Jabulani (14
schools).   

T a r g e t  G r o u p  a n d  E x p o s u r e
The members of the safety teams are the target group. These include:

• The principal
• A member of the SGB (preferably the chair)
• Educators trained in trauma management
• Two learners (often the peer mediators)
• A parent
• A person in school administration
• A police representative
• A CPF member
• Other community partners (quite variable).

In many cases, the CSVR-trained peer mediators, peer counsellors and
educators with trauma management skills became involved in these
structures.  The nine community facilitators, who operate in three to four
schools each, were also targeted for training in facilitation.

M a t e r i a l  C o n t e n t
The material inputs included:

1. A safety policy guide called Safety Now
This is a very colourful 13-page booklet that forms the basis for facilitating
the formation of the safety teams.  The team is trained in the various aspects
of safety covered by the guide.  It emphasises these four steps in generating
safety teams and safe school policy:

1. Get everyone together
2. Work together with other schools
3. Write up and adopt your safe school policy
4. Set up a safety team

There are clear guidelines and a great deal of information on how to follow
these steps.  For instance, what should be included in the plan is quite well
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detailed.  It is also written in a way that makes it clear that responsibility for
safety rests with the school.  Since 38 out of the 40 schools succeeded in
setting up the safety teams, the guide seems to have done its job.

2 .  S a f e t y  W a t c h  B o o k l e t
This was intended as a document that the schools would use to record
incidents.  It did not work as designed and instead community facilitators were
appointed to use these books to record incidents in the schools that they
visited.

3 .  4 0  S a f e r  S c h o o l s  P r o j e c t  N e w s l e t t e r
Part of the strategy is to share resources and information across the entire net-
work of 40 schools.  The newsletter includes information on:

• The development of the project
• Strategies to reduce crime and violence
• Safety teams
• Outside service providers (referrals) 
• School experiences with the project
• CSVR staff members involved in the project.

T r a i n i n g  C o n t e n t
CSVR worked with schools in clusters to offer training and facilitation leading
to the formation of the safety teams and to help them to generate plans
around four core areas: 

• Safety of the school premises
• Victim care and education about safety
• Environmental design
• School-community partnerships

Principally they were trained in the safety policy guide that covered this and
other elements.  Much of the training was conducted in a multi-agency man-
ner and included:

• Crime prevention training through the South African Police Service
• Conflict resolution and mediation through the Independent Mediation 

Services of South Africa (IMSSA)
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Business Against Crime also negotiated individually with different clusters to
organise training based on community and school needs.  In one community
groups of parents might run workshops on community awareness and in
another out-of-school youth would explain the problems of crime.  Gun Free
South Africa helped in some areas but not others.  The tremendous variation
in training between clusters owing to unique partnerships has not been fully
documented.  

Monitor ing and Evaluat ion Methods
Monitoring and evaluation methods included the following:

• Each school safety team was provided with a Safety Watch Booklet at the
beginning of the project to measure the increase or decrease of incidents of
crime in their schools but this was not entirely successful (there may have
been resistance to recording such information).

• The CSVR staff interviewed informants who included principals, police, 
community facilitators, the safe school committees and learners.  

• A series of workshops was held with the safety teams and SWOT 
analyses were conducted to reveal the strengths and weaknesses of the 
intervention.

• A 40 schools committee that helps drive the project also serves to 
monitor the intervention.   

I m p a c t
These were some of the impacts recorded in the CSVR evaluation at the end of
2000:

• Thirty-eight out of 40 schools succeeded in setting up safety teams
• All 38 teams had a safety policy that they were implementing
• A wide range of variation in efficiency and functionality of the safety teams

was recorded
• The majority of the safety teams appear to be self-sustaining
• An increase in recovered stolen property from the schools resulted from 

increased community involvement.

The researcher also visited two schools in September 2001 to observe and
record some impacts.  The first was Emdeni High School where some
members of the safety team were present, including the principal, peer
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mediators/counsellors and also two educators who had undergone the basic
trauma management course.  This is a high crime area and the school has had
a reputation for crime problems.  Only three weeks earlier an arsonist had
burnt down one of the classrooms.  These impacts and comments were noted:

• The safety committee had organised a clean-up campaign and an HIV/Aids
Awareness Day

• SAPS members were reported to be active on the committee but more 
support was desired

• The CPF was linked but not participating as much as the committee would
like

• Fees for using the toilet were instituted so that it would not be a venue for
smoking and drug abuse

• Respect for the school had increased both among learners and in relation 
to the community

• Some learners complained that the time CSVR allocated to the school was 
not sufficient and that more intensive training was needed for everyone

• Some learners felt that training benefited too few learners and there should
be a way to bring training to everyone

• Both learners and staff felt that drug abuse needed more attention in their
school and that a drug education programme was warranted

• Peer mediation and peer counselling were reported as not that effective 
since many learners do not trust other learners but the leadership skills 
gained from those workshops were seen as very beneficial

• The principal believed it was possible to sustain the safety team without 
CSVR support but in the beginning they should come more often (he 
suggested twice a month rather than once a quarter)

• Some commented that the safety team functioned more effectively than the
Learner Representative Council

• There is a need to improve the system of measuring and evaluating 
incidents of crime because the school did not know whether violence 
levels had dropped.

The researcher’s general impression at Emdeni was that clear progress had
been made but more needed to be done to ensure that these safety
committees operated effectively and were sustained.  The length of interven-
tion may be too short and this raised the question of how long such
interventions take, given that funding is often on a limited term basis.
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The second set meeting was at Zola Primary School where committee
members of the 40 Safe Schools were present, along with safety team
members and a community facilitator from the area.  Collectively the group
reported these kinds of impacts:

• The community facilitator believed that more training for that role was 
required, particularly since he was unsure how the criminal justice system
operated, making it sometimes difficult to intervene on behalf of the school

• The safety committee appeared to enjoy good relations with the SGB, CPF
and the police at this location although the police do not always attend 
meetings

• Links with the CPF were strong: There was an office on the premises 
with CPF members present around the clock

• The safety committee had implemented measures to control people coming
in and out of the school

• Four educators at the school had been trained in trauma management 
but this was seen as inadequate given the level of problems in the school.
Those present argued that all educators must have this training and that 
the Department of Education should assume this task.

• Communication between stakeholders had improved enormously owing to
the safety team

• Police-community relations have improved owing to the safety teams and
to previous work done in the school since 1996.  The police reportedly visit
the school between one and three times a month.

The surprising finding was that CPF members were housed on the school
premises.  The school next door had been burgled recently but not Zola
Primary, thanks to this arrangement.  All the informants present advocated
the idea of ‘little CPFs’ in each school.  The researcher would only recommend
very careful screening as to who plays this role.

Finally, the CSVR Youth Department Director, Dorothy Mdhluli, reported that
the national government has taken a decision to model its national school
safety policy on the 40 schools project.  
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C h a l l e n g e s  A h e a d  
These are some of the challenges:

• The strategic component of the community facilitator seemed to be an 
innovation that effectively built and sustained community involvement but
also needs to be further tested.  It may indicate that safety teams operate 
best when integrated into another accountable structure.  

• The idea of making safety teams subcommittees of the SGB did not work 
well and needs to be re-examined.  Tensions seemed to arise between the
two bodies.

• The membership on a safety team is not always a constant.  
Old members leave and others join, creating the need to constantly update
new people.

• The structure needs to be better defined because there were often 
unrealistic and inappropriate expectations of teams and members.

S u s t a i n a b i l i t y
Sustaining the safety committees remains a big challenge.  Many of the
schools would like to depend on the CSVR for continuous training and
support.  How can the schools ensure that teams continue to be trained each
year and that the safety committees are sustained?  They are an added
structure to the school and the CSVR’s intervention has many components,
which can make a strategy unwieldy.   For instance, it must sustain a system
of  community facilitators who are offered a stipend of R1 000 per month for
their role.  

L e s s o n s  L e a r n t
The CSVR team made these points during the researcher’s visit:

• Do not let the principals appoint the participating staff members to work-
shops because sometimes they do this for favours or rewards.  Rather, find
the educators who are really interested.

• There seems to be a strong correlation between the smooth functioning of
the safety teams and SAPS participation

• The stronger the level of school senior management in the safety teams, 
the more effective they are.
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One key lesson might also be implied in the history of the strategy.  Ultimately
it may be better to work on crime and violence prevention rather than just the
‘symptoms’ of violence.

Best  Pract ices  in  terms of  Strategy
These may be some of the best practices based on the CSVR documentation
and observations:

• Clustering schools helped to exchange information on safety, facilitated 
SAPS and CPF work in the schools and through sharing information crime
prevention was affected (eg, warning other schools in the cluster about 
imminent burglaries).

• The peer-mediation and peer-counselling components have the effect of 
building up leadership in the school and the leadership elements, 
regardless of the limited success of mediation or counselling (see discussion
under Bridges and Khanya Family Centre).  Many of the counsellors and 
mediators at one school were not active in that role per se but were very 
active as leaders on the safety team.  Ensuring leadership skills in a school
seems to be the essential best practice.

• Building partnerships between schools and police, local government and 
organisations in the community seems to have a direct impact on
increasing security.   A best practice is probably achieving a critical mass 
of good partnerships.

• SWOT analyses as a participatory research technique offer a good method
of evaluation if combined with other methods.

• Colourful, easy-to-read and accessible materials.

90



S
e

c
t

i
o

n
 

N
i

n
e

A Col lect ive
Analysis  of

Best  Pract ices



A Collective Analysis of
Best Practices 

A n  A n a l y s i s  o f  B e s t  P r a c t i c e s
This section refers to ‘practices’ or intervention tactics: the way we carry out
our strategies.  Best practices are meant to apply to any intervention and
should help enable sustainable and replicable impacts.  A list of best practices
concluded each of the previous eight sections.  These were extracted, duplica-
tions were eliminated and some features combined to produce a single list.
The international literature was used to help validate these but South African
experiences took precedence in constructing the list.  

A compact list of best practices has more utility than a long cumbersome list.
So, ten best practices were identified that can help pinpoint an effective
strategy.  These will be used in the next chapter to help identify, explain and
recommend a comprehensive ‘best practice’ strategy.

1 .  T w o - w a y  c o m m i t m e n t  
Probably the biggest constant observed in terms of best practice for this
review and many other projects is reciprocal commitment between the
targeted school (or community) and the service provider.  

Firstly, impacts appear to be weakest in situations where facilitators fly in and
out with workshop material, offer little follow-up and really do not come to
know the area or stakeholders.  One of the real strengths of both the Change
Moves and COPES interventions is intense involvement in the target commu-
nities.  Both work within the context of larger community projects and this
leads to familiarisation.  Ironically, just ‘being there’ and ‘being involved’ can
make the worst strategy work because quality time in the target school or
community enables one to help solve real problems in real time.  Not being
committed or available can make the best strategy fail.  Quick job performance
and departure seldom wins the trust of the targeted community.  

Secondly, the school or community must also demonstrate commitment.  Both
SMILE and Bridges like to see real buy-in: schools purchase materials in one
case and pay for training in the other.  Change Moves negotiates a contract
with every school and stringently ensures that they diarise workshops and
meet timetables.  Placing all planned activities on the school calendar from the
beginning of the year helps ensure commitment.  Some organisations that did
not do this did not meet their targets.  
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2. Strategies that integrate a number of 
programmes and target all  stakeholders 

There has long been evidence showing that interventions addressing all
stakeholders in the school and many problems are more successful than
strategies that address one group and one problem (Tobler 1986, Shaw 2001).
This multi-component, multi-player approach works because it creates a
critical threshold of inputs that make for effective and sustainable change.  

Whole school strategies that target all stakeholders seem to be better practice
than training one group of people or just a few people.  For instance, offering
learners an education in their human rights and not the educators can lead to
a near-riot over corporal punishment, a human rights violation that persists in
many South African schools (Griggs 2001).  

An alternative to the whole school approach is the train-the-trainer idea
where information is expected to ‘cascade’ from a trained group to other
stakeholders.  The Public Health Programme (2001) found that this cascade
approach failed in an OSF-funded study designed to compare the effectiveness
of each approach with regard to gender-based violence issues.  A recent
national study of democracy training also found that train-the-trainer
approaches failed and recommended replacement by whole school comm-
unity approaches (Griggs 2001).

To combine programmes, the strategic components of each must be
integrated into a single strategy that gets more done in less time.  For
instance, a team of organisations could provide schools with a cohesive set of
materials and training components covering the Life Orientation learning
areas related to crime prevention.  That is more efficient than just clumping
organisations together to deliver different components.  Complementary
organisations should co-operate on strategy.  Very similar organisations
working together can get competitive, and rivalry reduces co-operation and
impedes delivery.  

93



3 .  E l e g a n t  s t r a t e g i e s  
Elegant means something that is simple and effective so that it is graceful in
form.  Effective strategies are not usually complex ones or ones that keep
changing and require more and more add-on components to make them work.
Even strategies consisting of many individually successful components tend
to fail if they grow too complex.  Gottfredson (1996) writes:

“The recommended direction for school-based prevention – toward
multi-faceted, longer-term and broader-reaching programmes embedded in
school capacity-building activities – presents a challenge to researchers and
policy-makers alike because the ‘user-friendliness’ of programmes is related to
the fidelity of their implementation.  More complex programmes are likely
to be watered down or reinvented by school staff.  The evaluation of a five-
year effort (that combined several components that were individually
successful)showed that the programme never reached the expected level of
implementation and no reliable effects on youth behaviours or attitudes were
observed.”

If there is elegance, the basic strategy can usually be stated in one
understandable sentence.  These are two examples:

• Improve classroom management by mentoring and training educators in 
the use of positive reinforcement.

• Thoroughly train educators in the use of learner support materials so that
the school can sustain programmes with materials alone.

4. Interventions that make schooling easier
and fit job descriptions  

The most scientific international review of violence prevention strategies in
schools (Gottfredson 1996) states: 

“Longer-term multi-component strategies in natural school settings using staff
readily available from the schools employing methods that are acceptable to
regular school staff are most likely to produce the strongest and most durable
effects.”

In South Africa, making the existing job of educators easier and not harder is
a good tactic for achieving that outcome.  One way to do this is to offer
materials that make it easier for them to prepare lessons.  This is the aim of
both the Public Health Programme’s strategy and SMILE.   Another way is
increasing educator motivation, part of the Change Moves strategy.  Not every
component can achieve this, but one can strive to ease the stress on
educators and other school staff while enhancing their job performance.  Extra
structures and extra materials falling outside job descriptions should be avoided.
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5. Stakeholder  ownership of  processes
and outcomes 

This may be the secret to programmes that are both sustainable and
replicable within the vast socio-cultural contexts of South African schools.
Stakeholder ownership requires a strategy that is:

• Affordable in terms of both time and money
• Easy to understand and communicate
• Attractive.

One way to achieve that is through process.  Whether our targets are learners
or top education officials, if we facilitate solutions rather than prescribe them,
the outcome is a strategy owned by the participants.   There seems to be a
national trend to move away from prescriptive materials, strategies and
pre-programmed workshops.  The IPT flexibly negotiates its workshop content
based on the needs and assets of the participants.  It is intrinsic to the modus
operandi of Change Moves: The workshop content is developed in the course
of active learning, which is described as a ‘journey’.  The school staff, student
leadership and community members decide what projects they can afford,
sustain and communicate.  

The alternative approach is to design a product that empowers people to do
the things they want to do.  Learners want to learn, educators want to
educate and school managers want to manage.  Finding products that
integrate crime prevention into these basic processes is usually replicable and
sustainable.  So, skills that help educators teach and managers manage are
good strategies.  Affordable and interesting learner support materials are also
good strategies.  SMILE materials are so attractive and affordable that schools
buy them.

6 .  C l u s t e r i n g  o f  s c h o o l s
This is a technique that is common to most of the reviewed organisations and
has been advocated internationally as an efficient and effective practice
(Shaw 2001).  Both the CSVR and the IPT found that it had a direct impact on
preventing crime because schools in the same cluster started warning one
another of criminal activities in the area.  Both NGOs also seek clusters of
schools belonging to the same policing area to facilitate partnerships with
both the police and the community policing forums.  The CSVR tries to link
primary, middle and high schools into one cluster so that what is achieved in
one school affects the next.

More than that, clustering offers a way to:

• Maximise the number of schools targeted and therefore cover a wider area
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• Reduce operating costs since a number of schools can be addressed at once
• Share information and experiences
• Share resources.

It is recommended that the clusters be composed in consultation with the
appropriate education supervisors and that they are also offered workshops in
monitoring interventions.  This is helping them to do their jobs and it can help
the NGO with its intervention.

7 .  A p p r o p r i a t e  p a r t n e r s h i p s  
One of the most cost-effective ways of increasing the resources to reduce
crime and violence is to facilitate an increased level of partnerships.  At school
level this can lead to better policing services, more expertise, improved
referral services and an ethos of community ownership.  This last point is
recognised globally as one of the four most common ways to help reduce
crime and violence in schools: open the school premises to local residents and
activities (Shaw 2001).   This way the school is occupied longer and the
community gains a sense of ownership and watches over the school more
carefully.  Facilitating appropriate partnerships is common practice for two
reasons: It is effective and any organisation can help facilitate partners for
schools.

The NGO also needs partners and some of the most effective strategies seem
to be ones in which a good working relationship has been developed with the
National and Provincial Departments of Education.  Bridges’ relationship-
building has had excellent results, as the organisation was eventually
commissioned by the National Department of Education in Pretoria to bring its
expertise to bear on national policy in relation to drugs in schools.   SMILE
ensures that the provincial departments of education approve all its materials.
Co-operation at these levels is best practice because sooner or later an inter-
vention has to be sustained and supported by these role-players.  

8. Access ib le  and easy- to-read support  
mater ia ls  that  are  not  prescr ipt ive

Targeted stakeholders like some kind of support materials.  These increase
confidence levels because they provide something tangible to refer to.  In turn,
increased confidence helps make the intervention sustainable.  More often
than we like to think, prescriptive materials end up in drawers especially
manuals, guides and handbooks.  These tend to be overly prescriptive and this
frustrates the user.  Learner support materials are used because they make the
educator’s job easier.  Training educators in how to use those materials also
builds their skills.  
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Obviously, thick, difficult to read and unattractive materials do not circulate
well.  These are some of the characteristics of materials that do seem to cir-
culate:

• Easy-to-read
• Easy-to-handle (for some purposes, pocket-sized)
• Practical 
• Affordable
• Reviewed and tested (with the target group)
• Approved (usually by education departments)

Colourful and well-designed posters providing basic information for reference
or referral are enormously popular in schools because they are easy to find
and help to improve disadvantaged school environments (Griggs 2001).

9. Action research over a long time period 
If an intervention is not researched appropriately, one is really guessing at
what works and what does not.  The wrong hunch can be a very expensive
waste of time.  Action-based research appears to work best in NGO environ-
ments and this requires involvement at every stage, from the writing of the
proposal to the final evaluation.  

One critical component of action research is the baseline study that occurs
prior to the intervention.  Several of the reviewed NGOs use this procedure but
not all.  However it is very difficult to accurately describe impact at the eval-
uation stage if no measurements were taken at the beginning.  This creates
reliance on informant testimony and that is problematic because human mem-
ories are quite faulty and skewed by our beliefs and desires.

Baseline studies offer much more than ensuring good evaluations.  They offer
an incredible number of advantages.  The baseline study can:

• Generate a fairly precise portrayal of the capacity, resources and needs of 
the targeted groups. 

• Produce well-informed consultations on a delivery strategy since the 
document can be circulated, discussed and workshopped with the relevant
stakeholders.

• Create indicators and criteria for monitoring the intervention. 
• Indicate, at an early stage, other partners required for a successful 

intervention.
• Empower service providers with accurate information that refines delivery

strategy.
• Empower the targeted group with information relevant to an 

understanding of their school and community.  
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• Enable a more comprehensive evaluation, since research takes place over 
a longer period of time.  

• Reduce reliance on informant testimony, since other forms of data capture
can be integrated into delivery strategy.

• Facilitate a good partnership between the researcher and service providers
owing to a longer period of working together. 

• Introduce the researcher to the informants at an early stage so that 
familiarisation and trust building increase the accuracy of the final 
evaluation.

• Document an intervention with sufficient rigour for the NGO to success-
fully engage the international research community with its findings.

Monitoring is another feature of research.  Right after a workshop, many
facilitators pass out a quick questionnaire asking a few inconsequential
questions and then refer to this as monitoring impact.  That is poor research.
Some good methods include:

• Telephonic interviews and follow-ups some weeks later
• Workshops in tandem with school monitoring  
• Reference groups that engage in participatory research workshops
• Engaging university scholars in monitoring
• Finding people who are employed to monitor and engaging them in 

participatory research workshops (superintendents of school clusters)
• Immersion techniques (eg, take up recess duty at the school).

Of course, another critical component is the evaluation itself.  This should be
done externally.  This reduces bias and therefore increases the credibility of
the result. If the funding agency independently arranges for an evaluation, it
can further reduce the bias but can also generate organisational fears about
co-operating with ‘the evaluator’.  The solution is to ensure complete
transparency in these matters.  Sometimes research workshops at the start of
the process help to facilitate co-operation.  If the evaluator is the same person
who conducts the baseline study, it also helps smooth processes and offers a
better research methodology. 

Well-researched interventions on the subject of social crime prevention are
usually multi-year interventions (Elias, Weissberg, et al, 1994).  Often,
funding is for one or two years and this is too short to accurately measure the
effectiveness of programmes and to help refine them.  Evaluations that come
on the heels of the intervention before changes have taken root can skew our
understandings.  Furthermore, short-term evaluations cannot effectively
measure the effect of school-based crime prevention programmes on learners
unless we use longitudinal studies to trace the behaviour of exposed and
control groups over a period of years.  Such studies are needed but entirely

98



rare (Gottfredson 1996, 2001).  Over a shorter period one can correlate
an    intervention with a drop in school crime levels but our vision should be
larger: reduce crime in society, not just a few schools.  

The review indicates that many South African NGOs are working at the
cutting edge of theory but under less than ideal circumstances.  If we were
given the chance for longer-term research this could place us at the cutting
edge of international research on crime and violence prevention in schools.
This would require a rigorous multi-year evaluation aimed at multi-component
interventions that transform classroom, home, and school management
practices within a community development framework.  

10.  Public information and advocacy programmes 
The Public Health Programme, CSVR, the IPT and Bridges are examples of
organisations that have opened their doors to public involvement and
feedback.  Public briefings, newsletters, websites, letters to the press, open
meetings and conferences are some of the ways to place information in the
public domain.  This can lead to a healthy exchange of ideas that extends
impact and leads to refinements in strategies.  Included here is the idea of
advocacy through research.  Bridges’ researched-based advocacy achieved a
government ruling that relevant non-judgmental education on substance
abuse must be included within the Life Orientation learning area of Curriculum
2005 for Grades 6-12.  This contributes to many lives and fits in with the
working strategy outlined in the next section. 
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A Proposed Best Practice
Strategy

1 0 .  R e c o m m e n d a t i o n s
This section follows from the analysis of best practices and all previous
sections to make recommendations on how to conduct school-based
programmes that prevent violence among youth. While these comments were
written with the CJI in mind, they are applicable to anyone with an interest in
ensuring that new interventions take into account the best practice learning
that has emerged from the work of the reviewed NGOs, and international
experience.  

Accepting the idea that it is more important to find ways to link strategic
components and practices with refined strategy than to compare interventions
(Elias, Weissberg, et al, 1994), the NGOs were not compared for this
exercise. Rather, the collective targets, components and best practices
extracted from the collective experience were analysed to find the
interconnections and interdependence between them.  Reference was then
made to both national and international research findings to recommend
and explain possible ways forward in terms of violence prevention
programmes in schools.  

To be as succinct and as clear as possible, these recommendations are based
on asking two questions: 

• Who should be targeted with which strategic components?
• Where should they be targeted?

Tools, explanations and mechanisms for discussing these two questions are
provided below.  Addressing the last question concludes this report, since the
final recommendations are included there.

I. Who should be targeted and with which 
strategic components?

Both the collective experiences of the reviewed organisations and
international experience suggest that all stakeholders critical to reducing and
preventing criminal, violent and aggressive behaviour be addressed (Shaw
2001).  Reviewers also suggest that targeting many problems with many
different strategic components works better than single interventions
(Catalano et al, 1998, Shaw 2001).   These two factors only apply if all the
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components and targets are streamlined into an elegant strategy, since very
complex strategies fail (Gottfredson 1996).  So, one must ask, how can all the
strategies and targets listed and described in Figure Six be refined and
integrated to develop a ‘best practice’ strategy?   

Figure Seven provides a working strategy that fits in with best practices:
building skills to manage and link classrooms, homes, schools and
communities.  All the strategic components were derived from the eight
sections covering the reviewed organisations, but were streamlined,
integrated and then checked against international studies and reviews.
The core strategic components are given in the first five blocks of the table.
It is recommended that these be the areas of the most concentrated funding
and work.  The shaded areas are components recommended for research:
reviews, evaluations or pilot studies.  It is assumed that the action research
framework described as ‘best practice’ in the previous section would be inte-
grated into all components of any implemented strategy.  So, while this is not
listed repeatedly for each component in Figure 7, it should not be forgotten.   

Figure Six:

A summary of the eight strategies

Strategy Target Group(s)

1 Thoroughly train educators in the use of Selected educators 
learner support materials on crime prevention and learners 
so that the school can sustain programmes with 
materials alone.

2 Provide research-based resources, information All learners, educators, 
and training to all stakeholders so a school management,
can take responsibility for a drug education, volunteer parents,
handling and referral programme. community partners and 

Department of Education 
officials (advocacy)
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Strategy Target Group(s)

3 Provide research-based facilitation, training and School management, 
materials to create skilled management, SEMs, SGB, School
leadership and partnerships that can develop, Security Committees,
implement and sustain school security plans. RCL, community 

partners, Department of 
Education officials 
(advocacy)

4 Provide sufficient healing, introspection and Selected educators and
skills for learners and educators to take a learners
leading role in creating more respectful, 
sensitive and caring schools that assist and 
refer traumatised learners.  

5 Use active learning techniques to guide All staff, all school
leadership in both schools and community leaders, SGB parents, all
towards identification and ownership of community leaders
problems, solutions, projects and programmes.

6 Develop, pilot and evaluate materials to educate Educators, learners,
Grade 5-7 learners about Gender-based Violence Department of Education
and then advocate their usage throughout officials (advocacy)
schools and in pre-service training.  

7 Mentor, train and offer materials to ensure Educators, parents,
that educators manage the classroom in ways learners
that promote pro-social behaviour and 
academic achievement and train parents in 
how to support this at home.  

8 Provide facilitation, training and materials to Selected educators, 
create safety teams that develop, implement selected learners, 
and sustain school security plans and create management,
learner and educator systems of conflict and community service
trauma management. providers, leaders,

facilitators and 
Department of Education
officails (advocacy)
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Figure Seven:

Seven  Components in a Working ‘Best Practice’ Strategy 
Building skills to manage and link classrooms, homes, schools and
communities 

Strategic Component Target

1 Classroom management: raise the pro-social Area of concentration:
skills of learners and their academic Primary school
achievement by improving educator skills in educators 
classroom management and instruction in 
the context of OBE. 

2 Home management: link the classroom Parents 
management strategy with programmes 
imparting parenting skills, since studies show 
that it maximises impact; research and 
evaluate methods of linking home and 
school environments.

3 School management: develop the skills of all All stakeholders: learners, 
school stakeholders to achieve democratically educators, staff, admin,
managed schools and an ethos based on an LRC, parents and as
understanding of human rights and many Deaprtment of
democratic functioning; develop workshops Education officials as 
for Department of Education officials that
increase their understanding of and support 
for democratic management.

4 Community development/leadership: link Government, business
schools into a single community development and community leaders 
strategy that builds community leadership 
and creates partnerships with the school.

5 Life Orientation/literacy: Provide educators All educators, all grades
with life skills, learner support materials and 
training appropriate to making the Life 
Orientation learning area of Curriculum 2005 a 
comprehensive programme that raises the 
social competency skills of learners of all 
ages and grades; include, research and 
evaluate the impact of SMILE’s crime 
component within the Language, Literacy 
and Communication learning area.
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Strategic Component Target

6 At-risk youth: support, research and evaluate Learners 
some extracurricular projects for at-risk youth, 
including the sustainability and replicability of 
community-based mentoring programmes

7 School safety teams: review the South African School and community 
experience of school-based safety teams and partners
assess the real or potential role of 
professional and accountable public planning 
departments.

The core strategy of applying improved management skills to inter-linked
classroom, school and community environments matches developing interna-
tional theory on school-based violence prevention.   The basic conclusion of
the most exhaustive and the most scientific of all the international reviews on
the subject was this: 

The recommended direction for school-based prevention is towards multi-
faceted, longer-term and broader-reaching programmes embedded in school
capacity-building activities (Gottfredson 1996).  

Gottfredson referred to ‘capacity building’ as addressing both classroom and
school management and by ‘broader-reaching’ she referred to addressing the
whole environment.  For her, increasing the capacity of all stakeholders
through skills development to shape the whole class/whole school/whole
community environment was the key to a successful strategy.  There is a
caveat: skills must be increased without leading to NGO dependency.  That
kind of outlook and all the skills to make the proposed strategy work can be
identified within the reviewed organisations. So, collectively, the reviewed
organisations illustrate the kind of skills base from which one can begin to
design and implement a best practice strategy.

The international literature on school violence is United States and European
dominated but there are some distinct South African elements to be found in
Figure Seven:

The third component stresses democratic management, which is new to South
African schools and not well developed. 
The fifth component includes an element on integrating crime prevention
into the OBE phases of the Language, Literacy and Communication
curriculum.  This might be a cutting edge South African strategy and it is
recommended that this be evaluated without delay.
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Skills development through the phases of Life Orientation components in
Curriculum 2005 is very South African.

The completed strategy nestles well with the five main programmes of the
National Minister of Education’s (Tirisano) policy on education.  Figure Eight
shows this relationship.  The strategy was not constructed with this in mind,
but a good match was obtained, for three reasons:

The application of a best practice to constructing the strategy: make the job of
schooling easier

Basic education is an excellent crime reduction strategy (see the explanation
under ‘classroom management’ below)

The management focus of the entire strategy fits in well with Tirisano’s
policy focus on school safety as a problem of school effectiveness and
educator professionalism.  

Figure Eight:

2001-2002 Tirisano Strategy and Working ‘best practice’ Strategy

Tirisano Programmes Matching ‘best practice’ Components

1 HIV/Aids Life skills aimed at educators/
Life Orientation materials for learners, 
school management, early childhood 
development (Classroom Management), 
sexuality education, GBV.

2 School Effectiveness and Classroom/home/school management,
Educator Professionalism  community development and school 

partners, Life Orientation materials, OBE 
support, effective implementation of 
Curriculum 2005, training of provincial 
officials.

3 Literacy Classroom management/
Life Orientation/Language, Literacy and 
Communication materials, improved Maths 
and English skills (Classroom 
Management).

4 Further Education and Classroom management,
Training Life Orientation, Language, Literacy and 

Communication, community-based 
programmes for at-risk youth.
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Tirisano Programmes Matching ‘best practice’ Components

5 Organisational Effectiveness School management, a review of school
of the National and safety team strategies, NGO partnerships,
Provincial Departments of workshops in monitoring for education
Education superintendents.

Explanations for each of the seven strategic components as enumerated in
Figure Seven follow as recommendations.

1. It is recommended that this ‘best practice’ strategy focus on raising the
pro-social skills of learners and their academic achievement by supporting
improved educator skills in classroom management and instruction in the
context of OBE .

Improving classroom management is an intervention strategy ordinarily
aimed at primary school educators.  Both COPES and SMILE provide examples
of NGOs impacting on this.  COPES empowers primary school educators in
Grades 1-3 to maintain classroom order through positive reinforcement
techniques and by setting clear boundaries for behaviour.  Simultaneously,
learners become literate and more skilled in Maths as instruction techniques
in these subjects are improved.  SMILE works with Grade 4-7 educators on
classroom management but improves instructional skills in language, literacy
and communication using its own OBE-approved materials.  The COPES work
differs in one significant way: Parents are offered parenting skills and this
greatly enhances success (see component two).  

There is both sound logic and research behind classroom management
approaches.  First, the learner spends most school time in class so it is in this
environment that socialisation is most intense.  If classes are managed in
angry, punitive and threatening ways, this is the socialisation process that
reproduces angry, punitive and threatening people.  It is difficult for children
to be committed to learning if there is little or no emotional support and even
negative reinforcement in the classroom.  This results in poor learner
commitment, a poor education and/or dropping out three major risk factors
contributing to criminality and violence (Maguin and Loeber 1996).  

The appropriate tactic is to prevent such classroom abuse: Create orderly,
courteous classrooms full of positive reinforcement to produce pro-social
learners.  This builds resilience to crime because it is easy to develop
problem-solving skills in such environments.  Add good schooling to a caring
environment and you have one of the most internationally respected
formulas for preventing a life of crime, drugs, violence and anti-social
behaviour (Prohirow-Smith 1991, Aos 2001, Gottfredson 1996).   



Building capacity in classroom management was among the top-listed
components of school-based violence prevention programmes in a
comprehensive review of 149 interventions that were scientifically rated for
efficacy (Gottfredson 1996).   Three characteristics of well-managed
classroom environments conducive to preventing aggressive children were
indicated by Gottfredson:

• Clarity about behavioural norms
• Consistency of rule enforcement
• A climate of emotional support.

The most famous international project employing these approaches is the
Seattle Social Development Project.  It works in a similar way to COPES,
targeting educators, learners and parents, but over a wider range of grades
(1-6).  Learners have been traced in longitudinal studies to Grade 11, where
there is a much lower incidence of behaviour problems, aggression, violence,
delinquency and sexual violence than in control groups of same type youth
(Hawkins et al, 1988, 1991, 1992, O’Donnell 1995). 

As a single strategic component, improved classroom management appears to
be most effective in primary and middle grades and in combination with the
second component in the working strategy (imparting parenting skills).
International studies have shown repeatedly that the most effective interven-
tions are ones targeted in early childhood (Gottfredson 2001, Shaw 2001).
As Denise Gottfredson (1996) wrote in her scientific review, “Positive
programme effects on reading skills for six-year-olds may be as important in
terms of later crime prevention as reducing marijuana use for sixteen-year-olds.”

South Africa cannot afford to target primary schools exclusively, given the
high percentages of crimes committed by high school youth.  Fortunately,
improved classroom management and instruction can be adapted to any grade
level if baseline assessments and consultations indicate this need.  This
component in combination with parenting skills, has been shown to help even
at that level (Tolan and Guerra 1998, Aos 2001).  It is just easier and less
costly to society to establish pro-social behaviours and problem-solving skills
at an early age.  This, and efficacy, explain why it is listed as the first
strategic component.

This approach also fits in with these best practices: 

• Contained within a larger strategy 
• Simple and effective
• It makes the job of the educators and managers easier
• Fits existing job descriptions (Outcomes-based Education) 
• Maximises stakeholder ownership of processes
• Research-based

109



2.  It is recommended that parenting skills programmes that are linked to
classroom management strategies be integrated into a best practice strategy
since studies show that it maximises impact. Additionally, it would also help
to undertake research into methods of further linking home and school
environments.  This would provide schools with tools and information for
attracting more parental involvement.

Learner problems in school often originate in the home owing to various kinds
of abuse, instability or trauma.  Dealing with this in its entirety is beyond the
capacity of schools but imparting parenting skills combined with improved
classroom management has been shown to be effective in reducing and
preventing problems of aggression.  In her review, Denise Gottfredson (1996)
looked at five interventions that combined imparting parenting skills with
facilitating well-managed classes and one that only did the latter to find:
“Programme effects were not as positive in the one study that used only the
classroom strategies”.  

The Seattle Social Development Programme was one of the successful projects
identified in Gottfredson’s scientific review.  The SSDP success is explained as
the integration of ‘Family Management’ Training with ‘Classroom
Management’ Training (see also Hawkins et al, 1992, 1999).  Parental
training is not intense, just effective.  Over the years of a child’s primary
years (1-6) parents receive about 16 evening sessions of training that cover:  

• Monitoring children
• Providing appropriate and consistent discipline
• Communication skills
• Positive home learning environments
• Helping children with reading and Maths skills
• Building a child’s resistance to drugs and negative peer pressure.

It should be further noted that the strategy of combining family and classroom
management interventions has been established as statistically significant in
randomised control group trials and replicated in two independent studies
(Brestan 1998).  It has also been found effective for adolescents (Tolan and
Guerra 1998) so the component can be utilised wherever baseline
assessments indicate the need.

Parent skills aside, parental involvement alone is a factor that reduces crime
and violence in schools (Tolan and Guerra 1998).  Many South African
schools seem to lack the capacity, skills or tools for achieving this.
A field-based study that reviews, examines and explains the ways in which
South African parents have been successfully included in whole school
development is recommended.  
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The ‘Home’ or ‘Family management’ component of the outlined strategy fits
in with the following best practices:

• Commitment to the target community
• Containment within a larger strategy 
• Simple and effective
• Makes the job of the educators and managers easier 
• Maximises stakeholder ownership of processes
• Facilitates school partnerships
• Usually includes accessible, easy-to-understand materials
• Research-based
• Helps put ongoing efforts into the public domain.

3.  It is recommended that a best practice strategy strongly emphasise
interventions that offer all school stakeholders a basic democracy and human
rights education followed by facilitated processes that result in democratically
managed schools. In addition, support the development of workshops for
Department of Education officials that increase their understanding of and
support for democratic management.

South Africa is a country with an authoritarian past and a very short history
of democracy.  During the transition, many seemed to assume that the
population would move from being externally regulated by authority to
being internally guided by a clear understanding of democratic functioning.
This has not happened; not even in our schools.  Most of the sites of
education remain authoritarian because we have done so little to impart civic
skills in a rigorous and sustained manner.  This gap is fundamental to the
problem of crime: Education is required to create the internally regulated
citizenship that sustains democratic systems.  

The first step in this strategic component must be targeting school-level
management in the traditional sense of the principal’s team.  As Gary Heller
(1996) has written: “The principals of (well-managed) schools must value
staff, student and community partnerships and provide them with
opportunities to help fashion solutions to various school problems”.  If the
opportunities are denied or the principal lacks the democratic ethos to embrace
these critical partnerships, the interventions cannot succeed.   

The IPT (2001), after ten years of steadily advancing its strategy on the
problems of school violence, wrote:

“Our many years of work in KwaZulu-Natal have shown that the most
humble school, in the most disadvantaged area, with limited access to
resources, can still function effectively if the school principal shows
commitment and dedication to the task and is able to gather a critical mass
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of like-minded people around her/him.  Conversely, problems experienced
within many dysfunctional schools can often be directly traced to negative
and incompetent school management structures.  Clear evidence of poor man-
agement skills is the continued use of corporal punishment as a disciplinary
tool: this despite the fact that it is illegal.”

In South Africa, the top management is the place to initiate workshops and
the IPT was not the only reviewed organisation to discover this.  Bridges
completely reordered its training modules owing to the need to create
supportive management structures before stakeholders started exposing their
problems with substance abuse.  

Training top management is not enough.  A 1989 study (Duke) established
that caring schools in which learners feel a sense of belonging are the least
disruptive.  A big part of creating that atmosphere is being inclusive: giving
all stakeholders in the school a say in solving school problems and setting the
rules that affect them.  That requires some form of democratic management.  

Establishing a system of democratic management requires both an education-
al component and some participatory workshops.  First, one must separately
provide management, educators, learners and parents with some basic
grounding in Democracy and Human Rights Education (DHRE).  Then, bring
them together to negotiate school rules, responsibilities and plans.  Only when
all the stakeholders understand and negotiate rights and responsibilities, do
schools become significantly less violent and more tolerant (Harber 1997,
Griggs 2001).  Explosive situations have been created where learners
discover that corporal punishment violates their rights but educators lack any
knowledge of human rights or basic laws.  Learners can be subjected to
violence when taking their ‘rights’ into the home environment if parents also
lack an education in DHRE (Griggs 2001).  

After a basic democracy and human rights education, active learning
techniques can be employed to mobilise all stakeholders to look at school
rules, rights and responsibilities.  This creates the basis for generating a whole
range of democratically conceived projects and programmes for the school.
Both the processes and the school-owned outcomes help to reduce violence.  

International research and the experience of democracy training organisations
in South Africa support this kind of strategy.  One of the most dramatic and
successful efforts in using participatory democracy to turn a school around is
recorded in Margaret Shaw’s (2001) review of international school strategies
to reduce crime and violence.  In 1994 crime and violence levels had soared
in a disadvantaged French school of mixed races, cultures and immigrants.
Parents, learners, community members and educators came together to
negotiate school rules, rights and responsibilities.  For the first time, learners
were listened to and their views valued.  
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The results:

• 60% drop in violence
• 50% drop in verbal abuse
• 100% drop in physical violence towards adults
• 70% drop in repair costs.

Qualitative changes included an improved school reputation and a dramatic
rise in student work placements. Through the collective negotiation of all
stakeholders, the school developed programmes, projects and partnerships.
Gottfredson (1996) cites other examples, calling this “setting norms for
behaviour and rule-setting” but the essential ingredient is “involving students
in the development and enforcement of rules”.  Others see it as “allowing
students to play a critical role in the problem-solving processes of the school”
(Travis 1998; Kenney and Watson 1999).  Indeed, the essential skill in
democratic management is group problem-solving, while authoritarianism is
one person or a few people trying to solve all problems.  

Some method needs to be found to turn around the culture of authoritarian-
ism embedded in the entire school system.  What happens to a superb
holistic intervention in a school based on scientific studies if the higher
echelons of the education department itself are completely hierarchical and
punitive in their outlook?  A case in point is the recent decision by the
Provincial Education Department in KwaZulu-Natal to address drug abuse
with SAPS/Metro Police raids on classrooms (Rondganger 2001).  All the hard
work expended in developing sensitive ways to identify and refer substance
abusers for help could be shattered if this situation is not reversed.  

The support of senior officials within the Departments of Education is required
to sustain democratic management in schools.  Many of them come from the
same authoritarian schools that the strategy aims to democratise.   Success in
democratising some of the provincial departments could create the stable base
required for implementing efficacious crime reduction strategies at school
level. Otherwise, authoritarianism within the school system can undermine
even our best school-level management programmes. 

Note that component 5 complements component 3 with curriculum-based
materials for DHRE aimed at every educator and grade within the Life
Orientation learning area.  Nationally, it has been agreed in principle that this
subject will be included in the curriculum.   So, funded organisations should
now develop appropriate educator training and learner support materials.
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Creating democratic school management at all levels covers a range of best
practices:  

• Commitment to the target community (if not the country)
• Containment within a larger strategy 
• Makes the job of educators and managers easier  
• Maximises stakeholder ownership of processes
• Clustering
• Facilitates a critical mass of school partnerships
• Can include accessible, easy-to-understand materials
• Helps put ongoing efforts into the public domain
• Research-based at school level (needs research at systemic level).

4. It is recommended that the ‘best practice’ strategy should include a policy
of linking school programmes with community development strategies that
build community leadership and create partnerships with the school.

That community development is significant for school-based efforts to reduce
criminal and violent behaviours has long been identified.  This is from the
classic 1985 publication by Gottfredson and Gottfredson, Victimisation in
Schools:

• By far the strongest correlates of school disorder are characteristics of the
population and community contexts in which schools are located.  Schools
in [urban] poorly disorganised communities experience more disorder than
other schools. 

Change Moves is an example of one of the reviewed organisations strongly
committed to a community development framework and it is seeing positive
impacts as once-isolated schools become integral parts of their communities.
The schools intervention is one part of a larger community development
programme by the City of Cape Town that includes work on roads, clean-up
campaigns, housing and service delivery.  Furthermore, Change Moves is not
just building leadership in the school but in the community as well. In turn,
the growing number of leaders committed to their communities is rapidly
resulting in organisations, groups and individuals taking an interest in the
schools.  This example demonstrates these best practices:

• Commitment to the target community
• Containment within a larger strategy 
• Simple and effective
• Makes the job of the educators and managers easier 
• Maximises stakeholder ownership of processes
• Facilitates school partnerships
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• Research-based
• Helps put ongoing efforts into a public domain.

Once leadership is restored to a community, disorder turns to order and from
there schools become a natural focus.  Linking schools to communities in a
community development framework can:

• Increase the resources of a school to bring down crime and violence
• Reduce criminal opportunities owing to reporting and preventing 

incidents
• Offer expertise that can be shared with a school
• Reduce the isolation of a school
• Change the ethos of an area so schools are seen as places to cherish and 

protect rather than targets for resources, anger and violence
• Provide social services.

5. It is recommended that the ‘best practice’ strategy include programmes
that provide educators with life skills, learner support materials and training
appropriate to making the Life Orientation learning area of Curriculum 2005 a
comprehensive programme that raises the social competency skills of learners
of all ages and grades.  Include, research and evaluate the impact of SMILE’s
crime component within the Language, Literacy and Communication learning
area as it appears to provide a model for developing similar components
within Life Orientation.

The integration of this component with improved classroom, school and
community leadership (management) completes the core strategy.  

There is much evidence to show that life skills training can increase social
competence and therefore reduce levels of violence and crime (Greenberg et al,
1995; Gottfredson 1996).  Some of the social competencies that prevent
aggression include good communication skills, problem-solving abilities and
conflict management (Rubin and Krasnor 1986, Dodge et al, 1990,
Huesmann et al, 1992).  Basically, knowing how to communicate well and
solve problems can change the ethos of a school, calm it and build peace,
mutual respect and tolerance.  

Gottfredson (1996) found that programmes to increase social competency
without any intent of addressing violence issues do far more than violence
prevention instruction:

• More comprehensive social competency promotion programmes work
better than programmes that do not focus on social competencies and those
that focus more narrowly on resistance skills training.  Also, the more 
extensive the reliance on cognitive-behavioural training methods (such as
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feedback, reinforcement and behavioural rehearsal, rather than traditional
lecture and discussion), the more effective the programme.

Thus, the secret of this crime prevention component is to ensure that life
skills lessons cover all the social competency skills and do so using the
kinds of classroom management and instruction skills already described
(component 1).  Essential social competency skills include communication,
co-operation, problem solving, stress management, conflict management
and self-esteem.  Since each requires a vehicle for discussion, they can be
grounded in important South African issues such as:

• Gender-based violence
• Democracy and human rights
• Substance abuse
• Sexuality
• HIV/Aids
• Racism
• Diversity issues
• Crime prevention.

Building any kind of dependency on NGOs for providing life skills directly to
learners is neither sustainable nor replicable, simply because learners quickly
graduate.  Having a different NGO intervention for every different life skill is
not good strategy either.  Curriculum 2005 already includes a Life Orientation
learning area.  The content, which is being finalised now, covers many of the
social competencies already.  OBE also emphasises co-operative learning.
It is recommended that the CJI support training programmes for educators in
the use of OBE-compatible learner support materials for Life Orientation with
the aim of increasing the social competencies of learners.  

The first strategic objective is to ensure that our educators have life skills
since:

• Educators without life skills are a danger to learners and help to reproduce
the cycle of violence. Only educators with life skills can ensure that such 
skills become an integrated part of all schooling as intended by Curriculum
2005.   

The first point can be made with reference to gender-based violence. The OSF-
funded research conducted by the Public Health Programme established that
stereotyping and gender-based violence were such widespread problems
among educators that they required GBV workshops as much as the learners
(Public Health Programme 2001).  There is also the sad statistic in the
international literature that 30 percent of rape cases among South African girls
between 15 and 19 involved a schoolteacher (Shaw 2001).   Just one
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educator in an Eastern Cape school, the deputy principal, impregnated 20
Transkei schoolgirls, who then abandoned their studies.  Unfortunately, this is
one story among many (MacGregor 2001).  Thus, the case for prioritising the
targeting of educators with life skills is compelling and these same examples
show the links with the strategic component aimed at creating management
based on an ethos and understanding of human rights.

The OSF-funded PHP study (2001) showed a general lack of education on
gender-based violence at primary school level and responded to that with
educator training and OBE-compatible learner support materials for Life
Orientation.  This could be done in all areas important to crime prevention but
with a view to developing social competencies, the real key to crime
prevention.   Ultimately, Curriculum 2005 could include crime and violence
prevention components that developed all social competencies for all grades.
Linking the two (social competencies and crime prevention) would maximise
impact. 

SMILE already carries out this suggested strategy with the Language, Literacy
and Communication learning area.  The SMILE crime component has not been
evaluated yet for learner impacts but it offers an elegant model for developing
social competencies within Life Orientation.  The SMILE strategy appears to
quickly reduce the element of NGO dependency and offers a simple, affordable
and replicable intervention.  Since the crime component is new and limited to
Grade 7s, it needs to be externally evaluated, especially in terms of learner
impacts and assessing applications to the Life Orientation learning area.  

Such strategies fit in with the following best practices:

• Containment within a larger strategy 
• Simple and effective
• It makes the job of the educators and managers easier and fits job 

descriptions 
• Maximises stakeholder ownership of processes
• Includes accessible, easy-to-understand materials
• Facilitates partnerships (the NGO, the Department of Education, the 

schools)
• Research-based
• Helps put ongoing efforts into a public domain
• Two-way commitment (Department of Education approved materials).

6. It is recommended that the CJI and other funding agencies support research
and evaluate some extracurricular projects for at-risk youth, including the
sustainability and replicability of community-based mentoring programmes.
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According to the international literature, developing life skills is a fundamen-
tal component of all successful crime prevention strategies (Gottfredson 1996,
Shaw 2001).  Life skills can help build leaders and turn around identified
at-risk youth.  Including some extracurricular efforts to identify and develop
at-risk youth with such skills is a popular feature of many international
programmes.  According to Shaw (2001): 

“The most successful prevention plans combine programmes, address the
entire school population, design special projects to target at-risk groups and
individuals and solicit teacher support.”

While the expression ‘solicit teacher support’ might be better expressed as
‘build educator skills’, the central point is that identifying and targeting
at-risk youth in special programmes is a characteristic of some successful
international interventions.  Among the reviewed organisations, both COPES
and Change Moves employ this practice.  The Khanya Family Centre also
includes a Wilderness Therapy Experience that may benefit at-risk youth.

Targeting at-risk youth in special programmes seems to work best when
skilled mentors use sophisticated behavioural management techniques and it
can fail altogether if the mentoring is too limited in focus or the mentors are
not skilled (Catalano et al, 1998).  Professional mentors are expensive.
Furthermore, so many South African youth fall into this ‘at risk’ category that
the experience of richer Western nations may not apply here.  The South
African environment requires affordable, sustainable strategies that do not
create NGO dependency.  This means:

• Develop community-owned programmes 

• Help schools discover their own ethos and motivate them to create the 
sustainable programmes and projects that develop positive values, 
attitudes, behaviours and skills among at-risk youth.

In relation to its school and community-based intervention in Bonteheuwel,
Change Moves partners with USIKO.  This organisation uses similar active
learning techniques to develop community-based mentors who then pair up
with at-risk youth from the local junior school and high school where Change
Moves is working.  This youth development programme includes a fairly
intense wilderness experience.  

Developing a community-based mentorship/leadership programme might be
sustainable if it links youth leadership skills to a process that is community-
owned.  It may also be effective if professionally developed and then retained
by the community.  An evaluation of such processes might lead to an
affordable strategy that can be replicated.
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The example described fits in with the following best practices:

• Two-way commitment (mentors sign contracts)
• An integrated strategy
• An elegant strategy
• Stakeholder ownership of processes
• Clustering 
• Partnerships
• Research-based.

7. It is recommended that the South African experience of school-based
security plans be reviewed, and that there be an assessment of the real or
potential role of professional and accountable public planning departments. 

Identifying security problems and developing plans to address them makes
fundamental sense.  So, this approach has become a major feature of school
crime prevention programmes internationally over the last five years (US
Departments of Education and Justice 1996; Dwyer et al, 1998; Shaw 2001).
Both the IPT and the CSVR facilitated school-based safety committees that
included community partnerships.  Some successes were recorded but the
sustainability of the teams or committees is uncertain and the evaluation
process is incomplete.   

According to Margaret Shaw (2001), “In spite of good guidelines and models,
the experience in many countries shows that developing and implementing
good safety plans to prevent or reduce school violence and fear is not always
a straightforward process”.  Many schools in the United States spent
insufficient time developing sound plans.  South African schools have also
complained about a lack of time for these structures (Smith 2001).
Shaw listed ten challenges in addition to those recorded in Sections 3 and 8.
These included:  

• Raising awareness about school safety and the risks of violence can 
increase fears and insecurity among students, staff and families

• Better reporting and data collection may result in apparent increases in 
incidents, so there must be careful monitoring and evaluation of other 
indicators

• The media can inflame anxieties, leading to exaggerated and rigid 
responses

• What works in one country, community or place does not always work in
another

• Plans must be embedded in the culture of the school community
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• Plans must be revisable because new problems arise

• Sometimes the learners in the school do not come from the community 
surrounding the school and this limits the partnerships necessary for 
success 

• Usually the most receptive schools are not those with the most problems

• Forming packs and adopting guides is not sufficient for developing 
effective, sustainable programmes: a clear policy commitment is needed at
the local school level

• Schools need financial support from national, regional and local 
government for policy development.

This last point may be critical.  In the United States these committees are
getting long-term funding along with technical training and support
(Shaw 2001) while in South Africa:

• The funding is short term
• There is no formal system of technical training and support
• Capacity and time for this is more limited.

Globally and in South Africa, these safety teams and committees do not seem
to be stable, predictable structures and it may be that professional planning is
required to deal with a problem of the magnitude and significance of
children’s security.  The experience has been sufficiently long (1997-2001) to
review these structures and suggest ways to ground this information in a pro-
fessional, accountable planning process. The lack of expertise within        cer-
tain schools might become problematic.   In one school observed for this
report, former vigilantes now affiliated with the CPF maintain 24-hour
watches from an office located on school premises as a crime prevention plan.  

A variety of community-specific structures are evolving that can be reviewed.
For instance, within the CSVR’s 40 Schools Project in Soweto, remunerated
community volunteers for each school cluster have been added to help sustain
and support the safety teams.  The best practices section suggests that added
structures, especially complex ones, might not be sustainable in schools.
Some safety groups are being incorporated into larger plans too.  The Health
Promoting Schools Project sets up school health teams that include a Violence
Prevention Task Force (World Health Organisation 1999, Children First
2001).  Like the safety teams, the school health teams are new and have not
yet been fully evaluated.  Linking school safety to a community development
framework with professional planning structures and technical expertise is
another alternative.  
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The variety of practices and experiences of school safety teams in South Africa
requires review to suggest a way forward.  What are the types of school
safety structures and which work best and under what conditions?  What
measures or combination of measures should these structures address or
not address?  What community, governmental or developmental framework
is most appropriate for school security?  What strategy will guarantee
sustainable and accountable planning expertise, resources for security of
premises and monitoring?

Four strategies that might not work
One can find research findings to support almost any crime prevention
strategy.  So, mixed reviews suggest a need to be cautious.  Professor Denise
Gottfredson (1996, 2001) was selected for this report as the most reliable
international expert, since her findings are informed by rigorous social science
methodologies.  For every intervention that she reviews, she gives a
scientific rating to the accompanying evaluation report.  The experience of the
reviewed organisations is also a fairly reliable measurement of the South
African experience.  Taken together, these are four strategies that may not
work for social crime prevention: 

1.  Peer mediation and peer counselling

Peer mediation and peer counselling get very mixed reviews in the interna-
tional literature.  Two authoritative sources say these peer support structures
have shown few positive effects (Lam 1989, Gottfredson 1996).  One study
said the evaluations supporting these projects are often poorly designed
(Wasserman et al, 1999).  Two of the reviewed organisations gave this
practice up (see the section on Bridges for explanation).    

Professor Gottfredson argues that peer pressure to adopt pro-social attitudes
can even be harmful.  Referring to a 1987 study, she writes, “Specifically high
school treatment youths reported significantly more delinquent behaviour,
more tardiness to school, less attachment to their peers and more wayward-
ness, when these students are brought into closer association with negative
peers during the peer counselling sessions.”  

Four schools were observed where two of the reviewed organisations still use
the practice. Interviews, focus groups and testimony suggested a whole school
impact but this was not attributed to the impact of counselling and mediation
(the criteria typically used as international research measures).  It seemed that
the development of life skills enhanced leadership and that built a climate
of respect in the schools.  It would not be difficult to refocus and rename
these strategic components as leadership programmes because the training
components remain valid for that purpose: co-operation, communication,
conflict management, diversity and other social skills. 
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2.   Sports fields and recreational facilities

One of the most common suggestions offered at public meetings in South
Africa for addressing violence and crime prevention is to construct recreation-
al facilities.  This is based on three ideas: (1) keeping learners busy keeps
them away from crime and drugs; (2) it raises self-esteem; and (3) learners
need to vent energy.  While recreation is important for many health reasons,
there is little or no evidence indicating that providing recreational activities
prevents violent and criminal behaviour (Gottfredson 2001).  This does not
mean that such components cannot be part of an intervention that builds
leadership through facilitated sports programmes, but a sports facility alone is
not good strategy.

3.   Instructional or informational programmes

Instructional programmes based simply on disseminating information,
whether through lecturing or passing out booklets and materials, has a very
weak impact (Gottfredson 1996).  This was the experience of more than one
NGO in the review and nearly all now train and workshop their materials.
For instance, the IPT found that safety manuals designed as stand-alone
documents required a facilitation and training programme to be effective.

4. Enforcement and punitive policies

Enforcement approaches based on threats, punitive measures and police raids
(‘crackdowns’ and ‘zero tolerance’) seem to displace crime and violence
without solving the problem.  In other words, this strategy might work in a
school but not in the community (another good reason for a community
development approach).  A recent US Study (Kingery 2001) shows a
correlation between an increase in suspicions and expulsions in United States
schools and uneducated youth taking up criminal lives. Bridges is an example
of a South African organisation that draws attention to the failure of punitive
approaches in substance abuse cases and advocates their replacement by pro-
active approaches that create healthy behaviours.

II. Where should the integrated strategy be targeted?
For the design of crime and violence prevention programmes in South African
schools, it has been recommended that a best practice strategy focus on
developing well-managed classrooms, homes, schools and communities. The
linkages between them are also fundamental to the strategy.  

It is unlikely that one NGO or organisation can accomplish this.  It is more
likely that such a strategy requires partners working within an integrated
strategy.  Location is the key to how integration is achieved because the
composition of the strategic components and the organisations available to
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deliver depend on this.  Therefore, it is further recommended that funding
agencies either consider a policy of facilitating partnerships or that NGOs work
together to seek funding.  Organisations could possibly tender for a pilot
programme informed by this document and the subsequent CJI-sponsored
workshop (report follows).   The nature of the geographic area should be
discussed.  It is recommended that a pilot project be within easy travel
distance of the funding agency to maximise commitment and participation
(a best practice).

Strategic planning workshops where interested NGOs explore the interconnec-
tions and interdependence of the components outlined in Figure Seven could
result in a single comprehensive strategy for an area.  All the best practices
outlined in Section 9 should be incorporated, including a baseline study of the
community prior to any intervention.  It is also recommended that this study
progress over a sufficient period of funding to provide for a rigorous research
component (ie, three years minimum).  The results should be publicly
disseminated by a variety of means.

Components six and seven fit in with widespread international practices
but the outcomes are less certain. Continued research and evaluation is
warranted.  It is uncertain how the safety committees will evolve while
mentoring at-risk youth does not work consistently.  These components also
create extra structures not befitting best practices. So, the core of the strategy
is 1-5.

The core strategic components are given in the first five blocks of the
table (not shaded). These should be the areas of concentrated funding.
The shaded areas require review and evaluation. 

The issue probably does not arise in reviews because the countries dominat-
ing the literature are old and consolidated democracies with school
populations accustomed to democratic functioning.

Personal Communication, Chuck Scott, Acting Director, Centre for Sociolegal
Studies, University of Natal, Durban, November 2001.

The differences in rural and urban conditions between the United States and
South Africa are quite pronounced so the word urban was bracketed here so
that the key point regarding the community framework was not lost.

This is the strategic objective of the Life Orientation component of the revised
Curriculum 2005.

Also Sections 3 and 8 in the subsections entitled impacts, challenges and
sustainability.

This is common in South Africa and points to the need for a larger-scale
planning framework.
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This concept competes with the community development framework that is
older and better established and therefore recommended: increase the
capacity of all stakeholders through skills development to shape the whole
class/whole school/whole community environment. 

Gottfredson (2001) writes, “The overall patterns of results for programmes
involving peers in the delivery of services are not promising.  Peer mediation
programmes are not promising, although they have not been sufficiently
evaluated.  These programmes are likely to be ineffective interventions when
implemented as stand-alone programmes rather than as part of a broader
attempt to improve disciplinary practices.  Peer counselling interventions for
high-risk youths are contraindicated, and studies using peer leaders to lead
substance abuse prevention programmes have produced mixed results.”
The IPT and Bridges
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The Feedback Workshop on the Review:

Commentary and Further
Recommendations

O v e r v i e w

On 28 and 29 November 2001, a workshop was held by the CJI with a view
to obtaining feedback on this review. Present were some 30 people
representing the eight reviewed NGOs, researchers and other interested
parties.  The purpose of the workshop was to:

• Further brief participants on the findings
• Solicit responses
• Look for ways to refine the proposed strategy
• Better understand and share best practices.

Both the researcher and the OSF anticipated critiques of the ‘best practice’
strategy that would lead to refinements but none were offered with regard to
the entire strategy or any of its specified components.  The participants were
provided with all the necessary tools to provide critical feedback: (1) The
report had been delivered to each workshop member two to three weeks prior
to the meeting; (2) a briefing was offered at the start of the workshop; and
(3) a figure outlining the strategy was included in the packets distributed to
each of the participants so that they could consider and respond to each
component.  Furthermore, they were invited to air their concerns in open
discussion.  

The strategy itself appeared to be considered quite sound.  Despite this, the
group voiced many concerns and fears about NGOs partnering with one
another to implement it.  Since the recommended strategy assumes such an
approach, this critical issue impacts on the final recommendation in the report.
That recommendation is reprinted below for immediate reference (the first
sentence refers to the strategy that was outlined in Section 10):

It is unlikely that one NGO or organisation can accomplish this.  It is more
likely that such a strategy requires partners working within an integrated
strategy.  Location is the key to how integration is achieved because the
composition of the strategic components and the organisations available to
deliver depend on this.  Therefore, it is further recommended that CJI address
this possibility in a workshop and possibly invite organisations to tender for
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a pilot programme informed by this document and the ensuing workshop.
The nature of the geographic area should be discussed.  It is recommended
that it be within easy travelling distance of OSF offices to maximise OSF com-
mitment and participation (a best practice).

As a result of the workshop, the suggestion of a tender process to pilot the
strategy is retracted as a recommendation for immediate action.  Prior to
that, a problem needs to be resolved: how to create effective and
appropriate partnerships for implementing the strategy.  The make-up of the
partnerships would be critical to the terms of reference for the consortium
undertaking the pilot study.  So, it is now recommended to first undertake a
limited companion study (another review of three to four months) into
effective partnerships so that the best manner of encouraging partnerships
is better understood. In the meantime, the report can be better circulated.
The possibility remains that an appropriate consortium could put forward
a proposal based on the information in the review alone.  This might even
occur as information from the second review becomes available.  Therefore
it is expedient to circulate the review (or an executive summary comprising
mainly Sections 9-11).  

The workshop also offered additional information on best practices.
Nonetheless, the greatest single impact of the workshop for CJI strategy
was the perceived need to explore the issue of partnerships more deeply.
Both kinds of information will be provided in the subsections below. 

T h e  D i s c u s s i o n  A r e a s
The reviewer offered a 40-minute briefing of the findings at the start of the
workshop and thereafter acted as facilitator.  Each participant was asked to list
three key issues/questions/discussion points that emerged for him or her.
These were categorised and four popular issues emerged very clearly:  

• Partnerships
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• School management
• Research
• Parental involvement.

Owing to group consultation on process, it was decided to start out in
plenary session rather than going immediately into breakaway groups.
The justification for the plenary was that it provided an opportunity for
unrestricted feedback.  Yet the feedback tended to amplify and support
existing strategic components.  This again demonstrated an acceptance of the
general strategy although there were the aforementioned concerns about how
to organise a consortium to undertake it.  

The workshop of one and a half days could not accommodate more than four
sessions.  Since the first would be the plenary, it was decided that school
management and parental involvement would be combined. The order of this
commentary and further recommendations parallels the workshop discussion
as given below:  

1. The plenary session
2. Partnerships
3. School management and parental involvement
4. Research

Throughout the subsections, the researcher’s recommendations can be
distinguished from narrative and commentary as they are italicised.  

T h e  P l e n a r y  S e s s i o n
The review had suggested the integration of many NGO strategies.  Once
streamlined, these could be targeted in an area.  Not long into discussion, the
idea that CJI could use a tendering process to attract collaborating NGOs that
could implement the strategy as a pilot project did not seem immediately
feasible. Many participants thought that a tender process would lead to
a ‘coerced’ collaboration for funding purposes.  Furthermore, many
recommended that partnerships be developed slowly and that the
organisations and people involved should be very familiar with one another
before embarking on a project involving collaboration.  Thus, it seems that the
substantive body of the review could encourage this by offering good
information on workable strategies but that to move too quickly into
implementing a pilot project without further study of the appropriate
partnerships could prove problematic.

Generally, participants had much trepidation about working with other NGOs
and organisations. Several reported on ‘bad’ experiences with consortia.  The
depth of this concern and addressing it resulted in a discussion that concen-
trated entirely on partnerships even though the session was unformatted and
open to any comment. 
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The plenary session revealed these concerns about forming partnerships to
undertake the strategy:

• The competitive funding environment makes NGOs afraid to admit to or 
talk about their failings and this closes down relations between NGOs 
rather than opening them up to one another.

• Competition rather than co-operation arises when so many NGOs are doing
the same kind of work. 

• Previous efforts to successfully share and co-ordinate activities between 
NGOs have not been very successful (eg, the South African National NGO
Coalition is weak and the crime prevention resource centre funded by the 
Department of Arts, Culture, Science and Technology, and hosted by the 
CSIR, has had difficulty collecting information from participants). 

• One participant said, “Networks in South Africa have been a categorical 
failure and we need to guard against one more of these failures. For NGOs
to do what they do properly, they must go out and find the information to
make it happen.  I would say that we are looking for programmatic links 
and partnerships, and these links need to be at the micro level, in relation
to specific interventions”.

• There was significant concern about who should be developing 
partnerships (both suggested by some and refuted by others was the idea
that either the funding agency or the NGO should play this role).

• Some stated that the outcomes from consortia were quite diverse and we 
did not know enough about what made them succeed or fail. 

The limited faith in partnerships disappointed some and the researcher was
made aware that many NGOs feared ‘bad experiences’ would arise if working
on a streamlined strategy involving many partners.  It seemed ironic that all
embraced the strategy but were entirely fearful of being involved in its
execution.  With the immediate introduction of so many fears pertaining to
partnerships, one of the participants commented as follows:

“I came to this workshop quite excited.  Reading the report, I can see so many
opportunities for our material to work with the interventions of others.  I can
see that if we all just did what we do, in a particular area, we could create a
community of excellence.  We need to seek out a model where we can use our
own skills and expertise to create a crime-free area but, my experience of
consortia is that they can fail dismally.  In the case of a consortium where we
were partners, the outcomes were very diverse, and all the partners were
pulling in their own direction. Here, the outcomes are clear, the focus is
clear … we all want to create safer schools and communities.”

There was clear disappointment in the voice of that participant when it
seemed that a very good school-based strategy might not be executed owing
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to the inability of NGOs to work together in consortia.  This brought the
open-ended discussion period around to some ideas on what elements
contribute to successful or unsuccessful partnerships.  These comments, given
verbatim, offer insight into the very cautious approach to partnerships that
was being expressed:  

• “Our recent consortium experience did not work because the management
structure failed, and all three partners pulled out.  Proper planning and 
management are important aspects of holding the partnership together.”

• “Good partnerships are not just about having the same agenda; the 
partners also need to have the same values and approach. It’s like a 
marriage.”

• “In our work in the Tygerberg Municipality, we’re using a precinct model.
The idea is to work in 15 streets at a time, focusing on everything that is
happening in that precinct (eg schools, neighbourhood watches, etc).  
It is significant that it is the official local authority that leads this 
partnership (ie, the Community Development and Liaison Section of the 
local authority).”

• “We decided to bring other organisations in, but what is important is that
each has to buy into the philosophy of our work.  The problem is that these
were organisations that were funded from elsewhere and could not sustain
their involvement in the project.”  

• “Working together is certainly something that we can do.  The research has
already been done by the funders, but then implemented by other 
NGOs – things sent out on tender.”

• “The original point that was made regarding how would you find or know
about other organisations is important, as this will inform what you think
about partners.”

• “In our experience, the problem is when one of the NGOs in the 
partnership is seen as the leader, and has to account for the whole group.” 

• “It is important to have clarity about what you want from the different 
partners … this needs to be spelled out.”

Such comments resulted in a suggestion (subsequently made on several
occasions) to help resolve this problem by conducting a best practice study,
review or report on how partnerships in social crime prevention can work.
Owing to the workshop data reported above and in some details to follow, the
researcher follows suit in recommending such a study.  While commentary
from two different workshops appear to point to a strategy that is sound in
logic, based on international experience and befitting the experience of the
participants, the idea that an appropriate consortium will automatically
evolve to undertake it now seems like a poor assumption.  If CJI were to
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commission a companion study on partnerships in social crime prevention in
South Africa, it should examine examples of both successes and failures.

While NGO partnerships were seen as particularly problematic, partnering
problems were not limited to this.  Co-operation with the Department of
Education was also seen as a major hindrance to a successful schools
strategy.  These were five comments recorded verbatim on that issue:

• “What is the big hindrance to our work?  The biggest factor is the 
inability of the Department of Education to do its work. My question is 
what can we do to place pressure on the DOE to begin to deliver?  Maybe
another way that we need to work together is to put pressure on the 
DOE”.

• “We’re afraid of losing our funding so we don’t speak up. We need to face
the fact that the Department of Education is not going to get its act      
together in our lifetimes, and that we could continue complaining about it,
or we could get on with the job.”

• “We need to do both: keep on doing the work, as well as do the lobbying
for better delivery.”

• “The DOE is exceptionally territorial.  The best way to deal with them is to
make your ideas seem like their ideas.”

• “We as NGOs want democratic processes but these can become 
authoritarian and top-down if the DOE is involved.”

Since advocacy as well as improved partnering of the Department of
Education were addressed in the report and were basic to the outlined
strategy, this commentary only reinforced that need and supported the
recommendations in the review.  However, such comments further inform the
terms of reference for the proposed study of partnerships (see below).

The need to focus on the community rather than the school or other NGOs as
the leader in building partnerships re-emerged in discussion and might help
further inform CJI strategy.  Communities may be the least reluctant to form
partnerships but are often unaware of what potential partners exist and how
these can help to build resilience to crime and violence.  It is suggested that
if the CJI undertakes the recommended best practice study of partnerships,
the terms of reference call for a careful comparison between partnerships
led by:

• Schools
• Communities
• Funding agencies
• NGOs
• Government at local, provincial and national scale
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• The Department of Education
• Business.

For instance, indications from the workshop that NGO-led partnerships can
be fragile might be verified.  Perhaps one should focus on schools or
communities and provide them with the resources to build their own
partnerships.  Such comparisons and considerations might lead to CJI
encouraging more predictable and effective kinds of partnership building.  

Two other critical questions that pertain to the terms of reference for such a
study were also brought up in discussion, including:

• Regional differences in the experience of partnerships  
• The role of personalities, leadership and so-called ‘champions’.

At the end of this discussion, there was continued dismay that we had in hand
a workable strategy but the NGOs present were expressing a reluctance to
deliver on it.  This was noted by one of the participants: 

“The danger is that we’ve all read the report, and had our discussions and
then we go back and do what we do in the same way.  This is an opportuni-
ty to create new relationships to improve our work.”

It was very clear that the review had led to an increased level of
understanding as to what was workable strategy.  It also demonstrated,
without direct intent, that many individual NGO strategies were inadequate
or insufficient to really make a sustained difference.  Owing to the
educational value of the report, all concurred that publishing it was a good
idea.  This has already been recommended, along with distributing it in wide
enough circles within civil society that it might just lead to the kind of
consortia that can carry out the recommended strategy.  The involvement in
the workshop of 30 people with more than half representing the reviewed
NGOs was not sufficient to expose the strategy.  Publication and distribution
is also justified on additional grounds: the document was seen as offering
good information on best NGO practice regardless of whether or not the
strategy was implemented as conceived.

In concluding this subsection on the plenary, one key problem with the review
was clearly defined: It had not fully identified the extent of the problem of
partnerships nor sufficiently addressed how this could be affected.  However,
it was also clear this could not be done outside of independent research on the
subject of partnerships.  Significantly, no one in this workshop group nor in a
later group (convened by the OSF to discuss local government partnerships:
Pretoria, 4-6 December 2001) could remember hearing about or seeing a best
practice study on South African partnerships in social crime prevention.  It is
also notable that the strategy was well received at a second and more diverse
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workshop of social crime prevention experts but how it might be implement-
ed in partnership and who might lead such a consortium again remained
unanswered questions.  

The absence of good information on partnerships in social crime prevention
noted at two different workshops (and in the recording of the previous year’s
local crime prevention workshop) further supports the review of
partnerships.  It is probably best that the second review remain based on
partnerships for school-based interventions so that it becomes a companion
review that resolves the problems that arose in the first one.

B r e a k a w a y  G r o u p  D i s c u s s i o n s   
Following open-ended discussion, the group decided to further examine three
issues.  Four breakaway groups were formed the first day and three the
second day to identify best practices within the three chosen subject areas of
(1) partnerships; (2) school management including the role of parents; and
(3) research.  The question of a way forward, initially to be part of the
workshop, was dropped and instead it was part of the question for each
subject and phrased as such: “What, if any, are the ways forward and for
whom?”  Sometimes this was answered and sometimes not.  This further
indicates the uncertainty around how social crime prevention strategies that
call for multiple partnerships can be most effectively implemented.

Breakaway Discuss ion 1:
What are ‘best practices’ in terms of partnerships?  

Four groups met on this question.  Those ‘best practices’ or ideas that might
be meaningfully incorporated into CJI strategy or those that might be adopted
by other NGOs are recorded below.  Nearly all are compatible but a few might
be contradictory.  Indicated in the presentations was a lack of certainty
about how partnerships work.  As a way forward, the suggested study was
recommended twice more.   

These 24 ideas were generated after the duplications were eliminated:  

1. Partnerships must be slowly nurtured.  This includes the relationships 
between people and between organisations. 

2. There should be systematic planning along agreed upon objectives and 
outcomes (and this should occur for three intervals: short term, 
intermediate term and long term).

3. Community-based needs and programmes and not funding agencies 
should drive partnerships.
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4. Plans should be based on community-based needs assessments and then
tailored to the community.

5. Defined and clear roles are needed for each partner (ownership should be
clear) and there should be systems for accountability.

6. Peer evaluations should be an ongoing part of working in collaboration.

7. The partners should have shared goals and values based on trust, and a 
respect for one another’s work (no attempts to dominate one another).

8. The benefits of the partnership should be explicit (what are the partners 
sharing and trading?).

9. There must be complete transparency around money issues.

10. There should be buy-in from all stakeholders.

11. The Department of Education should be included as a partner in any 
school-based intervention for both credibility and access.

12. Some way of evaluating or measuring the impact of the partnership has to
be included. Research should include different kinds of evaluations 
occurring at multiple levels (external, internal and those owing to 
portfolio or consultancy). This offers different perspectives and engages 
different kinds of stakeholders and projects.

13. It is useful to include many different kinds of role-players such as CBOs,
NGOs, government, corporations, academic institutions and others.  There
are different levels of power relations within that and this has to be 
carefully examined.

14. It is useful to be flexible when developing a partnership with government.

15. A key decision-making person or champion is useful. 

16. A mediation/problem-solving structure must be created in case things go
wrong in the partnership.

17. Contracts and formal agreements are key to successful partnerships and 
must include an exit strategy that is not disruptive to the target 
community.

18. New people entering into partnership require some form of induction.

19. Partnerships must have a good management structure.

20. Those who fund partnerships need to acknowledge the time it takes to set
up a partnership; much work has to be done before these are secured.

21. There is a shortage of funding and the funding cycle is too short: This is
a problem because security is required for a good partnership.

22. The different policies in different organisations can create conflicts so 
these must be examined.
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23. Partnerships need to involve highly professional people to be successful.

24. Good management (fair, strong and honest) of the consortium, the 
organisations and the donor is required.

One group offered ideas on why to avoid partnerships!  The reasons for this
are as follows:

• Time-consuming
• Expensive
• Irritating
• Slow down process
• Conflict
• Require maintenance.

The same group attributed these values to a partnership:

• An opportunity to learn from one another
• Sharing work and skills doubles the impact
• It builds capacity and transfers knowledge
• Allows organisations to build broader networks.

Ideas on a way forward included:

• Generating a comprehensive directory of service providers.  This would 
provide a tool for the growth of partnerships and allow communities to 
then develop them.  

• Networking facilitated by the funding agency (the argument is that the 
funding agency is in the best position to know who is doing what work, 
and where the opportunities for partnerships lay)

• The review needs to be published.

The best practices list highlights the complexity of partnerships and
indicates that a review or study of school-based partnerships in social crime
prevention involves many complex issues.  That offers more evidence of the
need for one.  It is recommended that:

• The best practices list be considered as research questions by the 
researcher who undertakes  the proposed review

• The CJI not engage in funding such directories because the experience of 
them is mixed.  They quickly become out of date once compiled and are 
very difficult to compile accurately.  

• Organisations and people with networking opportunities.  This could be 
done in a way that includes communities or even the potential target 
community for a possible pilot project.  The latter is more of a gentle, 
nurturing way of promoting partnerships.  
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• The review be published and widely distributed as already 
indicated.

B r e a k a w a y  D i s c u s s i o n  2 :

What are ‘best practices’ in terms of improving school
management and involving parents?

The report-backs from these breakaway groups clearly indicated that
partnerships between the DOE, NGOs and even schools and communities
require very careful examination in the proposed review.  The first review
indicated that this was an important partner that was sometimes difficult
to engage.  Many workshop participants were much more sceptical than
the reviewer.  Some were completely dismayed and considered the task
impossible.  For instance, during breakaways one group decided that it
would only consider the theoretical side of partnering with the DOE because
corruption and  incompetence were so extensive that this would not be
possible in reality for some time.  

The degree of scepticism indicated above is probably unwarranted and in
report-back sessions certain members defended their existing partnerships
with the DOE.  What it does highlight is the need to include partnering with
the DOE as a key component within the terms of reference for the proposed
review.  Field research is recommended for that, and funds should be
provided to the researcher to specifically examine this problem with the
higher echelons of the Department of Education in Pretoria.  The best practices
suggested for partnering the DOE (Issue A below) should inform the review
and set up some research questions on this issue.  

I s s u e  A :  S c h o o l  M a n a g e m e n t
Each group considered the issue of school management and parental
involvement separately so these will be discussed separately.  Below are the
14 key ideas on best practice derived from the report-backs of all the groups
on the issue of school management, with duplications eliminated:

1. The quality of principals employed must be of a generally higher 
standard and more efforts must be made to ensure that she or he has 
the right set of qualifications.

2. Each principal must have these qualities:

• Vision
• Courage
• Leadership qualities and training
• Proactive
• Fair
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• Moral (adheres to values)
• Integrity
• Capacity to form networks
• Strong academic qualifications
• A professional
• Highly referenced.

3. The composition of the SGB was also discussed and seen as incomplete.
Others should serve on this body aside from parents, learners and 
educators.  These members were suggested:

• Principal
• HOD
• Educators
• Caretaker representative
• Non-teaching staff
• NGO rep
• Religious leaders
• Community members
• A police representative.

4. NGO interventions must first ensure commitment to the strategy from 
the circuit supervisor, the principal and the school management team.  
In this process, it helps to sell the benefits of new management practices
(eg, reduced conflicts, improved marks).

5. Work in clusters.  

6. Educator unions and the SA Council of Educators should be consulted in
any intervention.

7. Develop a relationship with the Department of Education but this can 
occur at many levels (see what is appropriate).

8. Training and material must be provided in a way where there is constant
presence in the school to enable problem-solving.

9. A clear role definition has to be workshopped between school staff and 
the SGB.

10. Each school should identify the range of basic management skills that it
needs (then the NGO trains and facilitates).

11. Issues of internal politics and conflict need to be handled before the start
of the intervention (even DOE intervention may be required here).

12. Create ways for schools to learn from one another’s successes (promote 
successes, raise awareness of programmes that work, build links 
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through workshops, forums, media and local newspapers, education 
authorities).

13. In dysfunctional schools, undertake an organisational development 
process in order to lay the foundations for your work.  This means 
starting with a skills audit.

14. Concentrate on building the capacity of the teachers to support the 
intervention that you have done – values etc.  Train them and provide 
post-training support.

I s s u e  B :  ‘ P a r e n t a l ’ o r  C a r e t a k e r  I n v o l v e m e n t

As with school management, parental involvement was highlighted in the
review as an established way to increase safety levels in a school, provide
resources, improve the quality of schooling and enable a standardisation of
behavioural norms between school and the home.  All have been shown to
help build resilience to crime and violence.  The NGOs concurred based on
their independent experiences and therefore supported this as a critical issue
for further investigation.  

The term ‘parents’ is problematic.  It seems that in many South African
communities, not only has the extended family broken down but so has the
nuclear family.  It is best to refer to ‘caretaker’ involvement so that many
important stakeholders are not excluded from the review.  There is no doubt
that such caretakers are among the most critical partners in school-based
interventions and perhaps the most difficult partner to fully engage. The best
practices can help frame the kinds of questions that a researcher or
reviewer would ask of groups of parents in the proposed review.  

Thirteen independent ideas on best practices for increasing parental
involvement were recorded.  These included:   

1. Empower the principal and then the SGB to get parents involved

2. Use existing events/channels that work for that school as a basis for 
getting more parents involved

3. Use drama and other interest-generating tools to attract parents

4. Market the school to the community to invite interest

5. One-on-one contacts or home visits can help enormously (mobilise both
parents and educators to do this) 

6. Be culturally sensitive and design strategies for parental involvement that
is place specific

7. Understand and engage caretakers at their level of speech and interest 
(avoid intimidation)
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8. Identify and deal with power relations (eg, between white principals and
black parents)

9. Develop empathy among teachers and principal for children and parents 

10. Use techniques that are within an organisation development framework

11. Encourage schools to contact homes when children are achieving and not
just failing in some way

12. Schools need to set aside budgets for caretaker activities such as informal
teas

13. Make sure that the SGB really represents the community and this will 
automatically increase caretaker involvement

14. Consider the venue for meeting parents.  Sometimes it is much better to 
hold meetings in community centres close to parents because the schools
are sometimes too far away for good attendance.

Ideas on the way forward included:

• Set up networks to share information on both school management and 
caretaker involvement

• Review ‘successes’ in caretaker involvement and then publish and 
distribute them to schools.

Both of the above can be accomplished in the course of the recommended
review and a subsequent workshop.  The next workshop must be more
representative and include key members of the Department of Education and
leaders who can speak for specific communities.  ‘Caretaker’ representatives
might be drawn from the Association of School Governing Bodies.  

B r e a k a w a y  D i s c u s s i o n  3 :   
What are ‘best practices’ in terms of research?

The review discussed research as an integral part of the strategy.  Appropriate
research was described in the best practices section (Section 9).  The
participants agreed with those findings and repeated many of the key points
in their own breakaway groups.  There is little to alter in the original review
related to this set of discussions.  It is recommended that research partner-
ships be addressed in the review as part of the design of a consortium.
The best practices listed here and those given in the review can alert
the reviewer to some key issues to address when discussing research
partnerships and designing research (eg, question sets for researchers).
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The best practices list with regard to research is outlined below.  Fifteen ideas
remained after eliminating the duplications between the groups.  These are:

1. Research should be well planned and built into the project design from the
budgeting and proposal stage.

2. Research should include baseline studies with clear and defined goals and
objectives (know exactly what is being measured).

3. External researchers can provide support where NGOs do not have skills.

4. Create multiple partnerships for research.  It is useful to undertake 
research from many different perspectives. For instance, forging links 
with academic institutions can help provide additional research.

5. South African NGOs are not very visible at international level and need to
present more of their work at international conferences.

6. Evaluations should take place yearly and over a significant time period so
as to ensure rigorous research that is verifiable.  

7. Some longitudinal studies are required to establish whether or not 
specific strategies for school-based crime and violence prevention 
programmes have worked.

8. Research should not only focus on outputs and outcomes but also inform
practice.

9. All members of an organisation need some level of research skills since 
good work in social crime prevention is research based.

10. The findings of research in school-based crime prevention efforts need to
be made accessible to ordinary people. This is accomplished through clear
presentations of findings (not steeped in academic jargon).

11. Share the workload between many individuals because research is a big 
task.

12. Set up systems that simplify the work for those who are not professional
researchers (eg, forms).

13. Neither overestimate nor underestimate the quality of the NGO work: 
measure it instead.

14. Strengthen funding applications for research to ensure the job is done 
properly.

15. All NGOs should thoroughly document their strategies and all processes 
so as to demonstrate what worked and what did not; funding agencies are
in a position to encourage this. 

One group identified barriers to good research:

• A lack of skills and knowledge within NGOs
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• Weak levels of confidence about research
• Lack of awareness regarding the significance of good research
• Bad experiences with researchers
• Many researchers are too academic and therefore seen as irrelevant.

The same group offered these as ways to overcome the barriers:

• Increase skills and knowledge
• Funding agency support and encouragement on the issue of research
• Partnerships with researchers who are involved in the NGO field and not so

‘academic’.

Discussion of the way forward on the issue of research expanded into
general ways forward for sharing practices between NGOs.  Highlighted in this
final session was resistance to two key ideas that were raised:

• Funding agencies forging these links
• NGOs forging these links (some thought communities should do it).

Unanimously positive responses were given to these ideas:

• Publishing the existing review, circulating it and seeing what responses it
draws

• Commissioning a study of best practices in partnerships
• Developing deeper relationships with the very people at the workshop
• Developing exchange networks so that NGOs could learn directly from one

another.

All but the last two points have been addressed in the course of commentary
and recommendations.  It had been said repeatedly by participants that
partnerships should be built incrementally. Perhaps CJI should decide on its
own role here.  However, it does seem reasonable that CJI representatives, in
the course of their work, could help develop partnerships and encourage
consortia for school-based work without setting up any particular
programme.  Disseminating the review and informal discussion with key
people in funded organisations should be enough to stimulate that activity.
Regarding exchanges, it was stated in discussion that these do not always
work optimally (eg, short exchanges or those that are not properly planned).
Some suggested that OSF should see exchanges as its task while the OSF
representatives felt that NGOs should rather budget for this as an activity to
be included in their proposals.  This latter point was well accepted.  Finally, a
colloquium on partnerships resulting in an edited publication could be
another way of sharing information.
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Conclusion
Overall, the actual strategy proposed by the review seems to be on very solid
foundations.  An additional activity in which the CJI might engage is
advocating such a strategy in appropriate forums by distributing the review.
One appropriate forum would be to promote it through contacts in the
Department of Education.  At the same time, abundant evidence has been
provided that a second companion study should be undertaken on partner-
ships in school-based social crime prevention work.  There is no evidence that
such a study has ever been done and yet this might be the foundation for
piloting the strategy.  It is recommended that the CJI commission this and use
the data provided in this section on the workshop feedback to develop terms
of reference.  The second review might eventually be compiled into a single
edited volume that includes the first review.  This should not prohibit the
circulation of the existing review, however, since it might be a means of
attracting more information, feedback and possibly even a workable proposal.
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