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EXECUTIVE SUMMARY 

When assessing the nature and extent of violence within schools in South Africa, a grim 

picture is presented with youth being victimised and exposed to violence within their school 

environment, as well as within their homes and communities. The impact experienced 

includes psychological, physical and academic harm and disruption. Violence is exasperated 

by various socio-economic ills prevalent in South Africa such as poverty and discrimination. 

Furthermore, quality education is hindered by violence against teachers and a lack of 

adequate infrastructure, facilities and resources. 

In response, the Department of Basic Education developed the National School Safety 

Framework (NSSF) which aims to assist schools in creating policy to manage violence. 

Restorative justice is an encouraged method of conflict resolution for use in schools, and the 

necessity to consider community is advanced. However, research on the assessment of the 

implementation of the NSSF and restorative justice in schools is limited.  

Khulisa Social Solutions conducted research throughout the 2019/2020 fiscal year involving 

schools and communities. The findings of these research endeavours were integrated and 

are presented in this report to develop recommendations for creating safe environments 

Challenges identified within schools included bullying, teenage pregnancy, and the need for 

emotional and academic support and conflict resolution policy. Community issues that were 

most prominent included gender-based violence, unemployment and skills shortages. 

Substance abuse, and the need for education and awareness regarding PWA were identified 

as problematic in school and community contexts. A lack of basic services, recreational and 

sports facilities and educational facilities and resources was also identified in schools and 

communities.  

The main finding voiced that the school situation mirrors the community situation. Therefore, 

response is needed in both the school and community sectors especially in the form of 

intervention, support and awareness, and the implementation of adequate infrastructure, 

facilities and resources. Khulisa Social Solutions additionally proposed a framework to be 

implemented in communities to address challenges. The Community of Opportunity 

framework forwards an inclusive and participatory approach to assisting communities to 

develop and change to increase prosperity and ensure safety and health.  
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INTRODUCTION AND EXPLANATION  

The mandate for this report originated prior the COVID 19 pandemic reached South 

Africa. Therefore, focus was placed on addressing school violence in South Africa 

through consideration of policy and practice undertaken within the South African 

context, as well as reviewing information gathered throughout 2019 and the first half 

of 2020 by Khulisa Social Solutions (Khulisa) both from school and community 

environments, that are relevant to school violence. 

In light of the COVID 19 pandemic it was necessary to change the scope of this 

research to consider broader social and community issues such as gender-based 

violence and poverty. The resultant report is therefore divided into two parts. Part one 

provides a review of the literature relating to the nature and extent of school violence 

as well as policy, intervention and approaches available to deal with school violence. 

After a brief explanation of the methodology followed in analysing the 2019/2020 

Khulisa data, Part two presents the 2019/2020 findings of Khulisa with focus on 

various factors relevant to the school and community sectors. With consideration for 

both Part one and two, Part three concludes with recommendations for addressing the 

identified issues, both available through Khulisa, as well as additional suggestions.  

Although seemingly contradictive, both Part one and two are linked through the overall 

theme of this report. Therefore, Part three provides recommendations pertaining to the 

development of safe environments through intervention that is socially cohesive.  
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PART ONE 

SCHOOLS, COMMUNITY AND VIOLENCE IN SOUTH 

AFRICA – ASSESSING THE SITUATION 

INTRODUCTION 

The context of most children in South Africa is characterised by varied socio-economic 

hardships, such as poverty, unemployment, inequality and discrimination, family 

dysfunction, substance abuse, crime, violence and so forth which are causal risk 

factors of crime and violence, and often resultant in a normalised attitude within 

children towards violence (Roy, 2020: 2). It is no wonder then that the school 

environment has also become a context whereby violence is commonplace (South 

African Council for Educators, 2011: 4). The impact of this on children is often 

psychological, physical and academic and overall resultant in a decrease in quality 

education, violation of rights and a disrupted future for children (Department of 

Education, 2015:5; Lester, Lawrence & Ward, 2017:1; Ncontsa & Shumba, 2013:7; 

UNESCO, 2017:9).  

It is necessary for violence to be prevented and the rights of children to be upheld 

(Burton & Leoschut, 2012: 2). Children spend most of their time divided between 

school and home, and as such both environments are vitally important in providing for 

the adequate development and socialisation of children (South African Council for 

Educators, 2011: 4). Furthermore, the community of a child has an influential role on 

the school and home context of a child (Department of Basic Education, 2015: 11). 

Violence within these contexts has become an increasing concern for children of all 

ages, gender, race and school grades (South African Council for Educators, 2011: 4).  

To grasp an understanding of violence in schools, an examination of the broader 

context within which the school is – the home and the community – is needed (South 

African Council for Educators, 2011:23). Furthermore, policy and intervention 

available for the combating of violence in schools should be reviewed. As such Part 

one will commence by defining the concept of violence as, followed by considerations 

of the nature, extent and effects of violence in schools with regards to both learners 
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and educators, the community context, and lastly the school context in South Africa. 

Following this will be a discussion of the National School Safety Framework (NSSF), 

restorative justice in schools as well as the necessity for school and community 

coalition is managing school violence.  

DEFINING VIOLENCE  

The World Health Organization (WHO) (Violence Prevention Alliance, 2020) provides 

a general definition of violence, namely that violence is  

"the intentional use of physical force or power, threatened or actual, against 

oneself, another person, or against a group or community, that either results 

in or has a high likelihood of resulting in injury, death, psychological harm, 

maldevelopment, or deprivation."  

It is important to note that violence is not always crime and that crime is not always 

violent, especially within the school context (Burton & Leoschut, 2012: 2). School 

violence refers to any physical or non-physical act of violence that occurs on the 

premises of a school, during a school event, or during a child’s commute to and from 

school, committed by persons involved in the school or community members, and 

most often occurring learner-to-learner, learner-to-educator, educator-to-educator, or 

educator-to-learner (Department of Basic Education, 2015:5, UNESCO, 2017:8).  

Common types of violence committed within the school environment include bullying, 

cyberbullying, assault, sexual violence, corporal punishment and violence as a result 

of discrimination (Department of Basic Education, 2015: 8-10). Bullying involves a 

physical or verbal act of aggression between school-aged peers that is most often 

repeated (UNESCO, 2017:8). Cyberbullying involves bullying that takes place using 

technology, such as on online platforms (social media), via messaging services, and 

so forth (Burton & Leoschut, 2012: 76).  

Assault refers to the physical harm of a person, often involving the use of a weapon 

(Burton & Leoschut, 2012: 76). Sexual violence includes sexual intimidation, 

harassment, assault, touching that is not consensual, sexual coercion and rape 

(UNESCO, 2017:15). Corporal punishment is the use of physical force, no matter how 
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light, to cause pain or discomfort as punishment, such as hitting children by hand or 

with an object, kicking, shaking or throwing children, scratching, pinching, burning, 

scalding, or forcing children to swallow food or liquid (World Health Organization, 

2019: 4). The use of corporal punishment is outlawed, as discussed in Section 10 of 

The South African Schools Act 84 of 1996. 

LEARNER’S EXPERIENCES OF VIOLENCE 

The situation of learners at school 

Violence in schools is a global occurrence (Lester et al, 2017:1). According to the 

United Nations Educational, Scientific and Cultural Organization (UNESCO) (2017:9) 

an estimated 246 million children globally have experienced some form of school 

violence and bullying annually.  

A true picture of the prevalence of school-based violence in South Africa is challenging 

to provide as often cases of violence are not reported by victims or by school 

authorities. Victims may be wary to report violence for a number of reasons, namely, 

violence has become normalised therefore an incident is not worthy of reporting, 

victims may feel shame, guilt or fear, reporting procedures and systems may be 

inadequate, or the victim does not feel that there is anyone to confide in. School 

authority’s (principals, school governing bodies (SGB) etc.) may fail to report events 

to protect their own reputation, or that of the school (South African Council for 

Educators, 2011:14). 

When considering the research that has been done within the South African context, 

it is apparent that violence in schools is occurring. According to the 2018 general 

household survey focused on schooling conducted by the Department of Basic 

Education (DBE) (2019a: 17), which gathered data from 22000 households, 

approximately 7% of school attending learners reported that they had experienced 

violence, corporal punishment or verbal abuse. Although this is a decline, certain 

provinces are especially affected by school violence, including the Free State (13%), 

Eastern Cape (11%) and North West (10%).   
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In order to gather reliable data on the nature and extent of violence in schools, The 

Centre for Justice and Crime Prevention (CJCP) conducted two National School 

Violence Studies (NSVS), first in 2008 and again in 2012. The 2012 NSVS comprised 

of 5,939 learners, 121 principals and 239 educators within the secondary school 

context across all provinces (Burton & Leoschut, 2012: xi). Results presented that 

22.2% of high school learners were threatened with violence, assaulted, robbed and/or 

sexually assaulted at school between August 2011-2012. Extrapolated, this figure 

amounts to 1,020,597 victims of school violence, the most common types including 

threats or assault, within the timeframe (Burton & Leoschut, 2012: 11-15). Equal 

Education (2016:150) audited 244 schools in the Western Cape and found that an 

estimated two in five learners have experienced violence at school.  

When considering crime types, the NSVS recorded that of the 22% who reported 

violent encounters at school, 12.2% were threatened with violence, 6.3% had been 

assaulted, 4.7% were sexually assaulted or raped and 4.5% had been robbed (refer 

to table 1) (Burton & Leoschut, 2012: 14-16). Furthermore, 20.9%, of learners 

recorded that they had experienced some form of cyberbullying or violence in the 

previous annum (Burton & Leoschut, 2012: 76). According to the NSVS, it is also 

common for victims to experience a crime more than once, especially with regards to 

threats of violence and sexual assault (Burton & Leoschut, 2012: 34-35). 

TABLE 1: NSVS PERCENTAGES AND EXTRAPOLATED FIGURES OF VIOLENT ENCOUNTERS  

(Burton & Leoschut, 2012: 14-16). 

With the prevalence of gender-based violence (GBV) against women in South Africa, 

focus has been placed on the sexual assault of girls in schools (Morison, Lynch, Essop 

& Tolla, 2017:1). As reported above, the 2012 NSVS recorded that 4.7% of learners 

reported sexual assault or rape (refer to table 1) (Burton & Leoschut, 2012: 11-15). 

Type of Encounter Percentage 

(%) 

Extrapolated Nationally 

(Number of Students) 

Threatened with violence 12.2 560,869 

Assaulted  6.3 289,629 

Sexually assaulted or raped 4.7 216,072 

Robbery 4.5 206,878 
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Further findings showed that females (24.3%) were slightly more susceptible to 

violence than males (19.7%) especially in relation to sexual assault, with 7.6% of girls, 

and only 1.4% of boys reporting sexual assault (Burton & Leoschut, 2012: 20).  

At least one learner at 16% of schools audited by Equal Education (2016:150) reported 

that they had been or had seen someone being sexually harassed at school. SeVISSA 

baseline research specifically studied sexual violence in 24 schools located in the 

Western Cape township of Khayelitsha where it was found that 35% of primary and 

high school learners reported some form of sexual violence committed by another 

learner and 20% of primary school and 13% of high school children reporting sexual 

violence committed by a teacher (Morison et al, 2017: 1-4) (refer to figure 1). A culture 

of silence was also noted by the SeVISSA baseline research with only around half 

(53% primary school, 57% high school) of learners in the study stating that they had 

disclosed the sexual violence experience to someone (Morison et al, 2017: 4) (refer to 

figure 1). 

FIGURE 1: SEVISSA BASELINE RESEARCH COMPARISON OF SEXUAL ASSAULTS AND REPORTS 

(Morison et al, 2017: 1-4) 

When questioned regarding why they do not report sexual violence incidences, 

learners stated that they feared negative consequences for both the victim and the 

perpetrator, and that there is a perception that educators fail to act on reports (Morison 

et al, 2017: 4). Younger learners especially feared blame and punishment (Morison et 

al, 2017: 4). Similarly, UNESCO (2017:9) findings reasoned that victims fear being 

shamed or stigmatised, are concerned with regards to being believed, and fear 

retaliation from perpetrators.  
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In addition to sexual violence, corporal punishment is also a notable form of school 

violence in South Africa (South African Council for Educators, 2011:21-22).  

Findings by Equal Education (2016:150) record that a staggering 83% of learners 

acknowledged that they are beaten at school as punishment, with 37% noting this as 

a daily occurrence. The NSVS findings logged that, when questioned, 49.8% of 

learners answered that they had experienced caning or spanking by an educator or 

principal as punishment (Burton & Leoschut, 2012: 30).  

In addition to corporal punishment, educator or learner abuse is also problematic. The 

2012 NSVS recorded that 28.1% of learners had experienced verbal abuse from 

educators, 14% had experienced physical abuse by educators and 2.5% had 

experienced sexual violence by educators (Burton & Leoschut, 2012: 29) (see table 

2). As discussed previously, the SeVISSA baseline study recorded that 20% of primary 

school and 13% of high school children reported sexual violence committed by a 

teacher (Morison et al 2017: 1-4) (see figure 1).  

Based on the above discussions, overall, it would appear that corporal punishment is 

the most common form of educator on learner violence (refer to table 2). The 2018 

general household survey correlated this with their finding that the most commonly 

reported type of violence in schools in all provinces except the Western Cape was 

corporal punishment by a teacher (Department of Basic Education, 2019a: 28). 

TABLE 2: NSVS EDUCATOR ON LEARNER VIOLENCE 

(Burton & Leoschut, 2012: 29-30). 

Awareness of the illegality of corporal punishment does not seem to serve as a 

deterrent for its use. According to the NSVS findings, 91.7% principals reported that 

the educators within their schools were informed of school policy which communicates 

the unlawfulness of corporal punishment in South Africa (Burton & Leoschut, 2012: 

30-31). According to the South African Council for Educators (2011:21-22), the 

Nature of violence Percentage (%) 

Verbal abuse 28.1 

Physical abuse 14 

Sexual abuse 2.5 

Corporal punishment  49.8 
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continued use of corporal punishment results from educator’s familiarity with it due to 

past use of it as well as a lack of knowledge regarding other types of discipline to 

incorporate. 

Regardless of the above findings, the NSVS found that the majority, 79%, of learners 

reported feeling safe at school, with only 16% stating they only feel safe some of the 

time and 5% reporting that they never feel safe at school (Burton & Leoschut, 2012: 

39). Various studies considered which areas of the school were considered unsafe, 

with bathrooms and ground areas (playground, sports fields etc.) proving the most 

problematic (Burton & Leoschut, 2012: 34-37; Morison et al, 2017: 4; UNESCO, 

2017:8-9). 

In this regard, according to the NSVS, 11.9% of learners reported that there was an 

area in their school that felt most unsafe, with 53.9% identifying toilets, 14.8% noting 

other open grounds and 12.7% stating that they felt unsafe on sport fields (refer to 

table 3). Data showed that classrooms and playing fields were the most common areas 

where violence occurs (Burton & Leoschut, 2012: 34-37). The SeVISSA baseline study 

noted similar findings with sexual violence most commonly occurring in classrooms, 

sports fields, or bathrooms. (Morison et al, 2017: 4). According to UNESCO (2017:8-

9) toilets, changing rooms, corridors and playgrounds are the most unsafe areas as 

this is where children are less easily seen and supervised by staff. 

TABLE 3: AREAS CONSIDERED UNSAFE BY LEARNERS 

(Burton & Leoschut, 2012: 34-37) 

In addition, the commute to and from school can be a site for school violence. Equal 

Education (2016:150) recorded that three in five learners stated that they witnessed a 

violent event at school or during their commute to and from school. The 2012 NSVS 

found that 16.1% of learners, more often females than males, felt fearful traveling to 

and from school (Burton & Leoschut, 2012: 37-38). This is attributed to the fact that 

School Area Percentage (%) 

Toilets  53.9 

Open grounds 14.8 

Sports fields 12.7 
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many learners travel to and from school by foot or with public transport (Burton & 

Leoschut, 2012: 37-38). 

In summary, the extent of violence in schools in South Africa is problematic, especially 

with regards to assault, threats, sexual violence and corporal punishment. However, it 

is noted that true assessment of the extent is limited by a culture of silence with regards 

to reporting incidences. Lastly, toilets and grounds, as well as the commute to and 

from school are identified as problem areas.  

The effects of school violence on learners 

School violence affects children physically, psychologically and academically and 

can have a long-term impact on their life (UNESCO, 2017:9). Physically, school 

violence can cause fatal or non-fatal physical harm (UNESCO, 2017:9). In addition to 

the direct injury, physical effects of violence can include stomach pains, headaches 

and difficulty eating and sleeping (UNESCO, 2017:9). Sexual violence compromises 

the sexual and reproductive health of young people, and increases the risk of 

unwanted pregnancy, human immunodeficiency virus (HIV) and other sexually 

transmitted diseases (STDS) (Morison et al, 2017: 1; UNESCO, 2017:9). 

Psychologically, school violence can negatively affect the interpersonal ability of 

learners as well as cause depression, loneliness, anxiety, low self-esteem and suicidal 

thoughts and tendencies (UNESCO, 2017:9). In their analysis of violence in four 

schools in the Buffalo City district in the Eastern Cape, Ncontsa and Shumba (2013:7) 

found that 72.2% of victims experienced depression. The NSVS records that a 

substantial number of learners who had experienced violence at their schools reported 

feeling sad, hurt, angry, embarrassed and/or fearful following the event (Burton & 

Leoschut, 2012: 92). 

Violence violates the learner’s rights to dignity and security of person, as well as results 

in decreased quality of education and academic ability and in this regard the right to 

education is compromised (Department of Education, 2015:5; Lester et al, 2017:1; 

Ncontsa & Shumba, 2013:7). Fear resultant from school violence may cause learners 

to not attend school, play truant or drop out of school altogether (Department of 

Education, 2015:5; UNESCO, 2017:9). The psychological effect of violence 
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furthermore affects academic ability in that it can result in lowered concentration levels 

which most often causes a decrease in academic performance (Department of 

Education, 2015:5; UNESCO, 2017:9).  

In support of the above, the 2012 NSVS recorded that 17.4% of learners who had 

experienced violence reported missing school once or twice due to physical or 

psychological harm, 13% of learners noticed a decrease in their school marks and 

20.6% felt that their concentration was affected (Burton & Leoschut, 2012: 93). 

Ncontsa and Shumba (2013:7) found that learners felt that school violence had a 

negative academic impact, with 79.7% stating that it resulted in chaous and lost time, 

63.3% noting a loss in concentration, 45.6% recording poor academic performance, 

and 19% reporting that violence resulted in learners bunking classes (refer to table 4).  

TABLE 4: IMPACT OF VIOLENCE OF LEARNERS – NSVS AND STUDY BY NCONTSA & SHUMBA 

(Burton & Leoschut, 2012: 93; Ncontsa & Shumba, 2013:7). 

Violence in schools has the potential to cause long-term damage to learners and 

society (Lester et al, 2017:1). The physical effects of violence, such as teenage 

pregnancy and HIV, carry lifelong consequences (Morison et al, 2017: 1; UNESCO, 

2017:9). Victims may experience social and relationship difficulties throughout their 

lives as a result of violence (UNESCO, 2017:9). Stunted academic achievement and 

lower qualifications could be detrimental to future education and employment 

prospects (Burton & Leoschut, 2012: 95, UNESCO, 2017:9). The NSVS also noted 

that learners who had been victimised at school or who had peers involved in violence-

related behaviour were more likely to consider violence as a normal response to 

conflict and in this regard, the risk of antisocial and criminal behaviour is increased 

(Burton & Leoschut, 2012: 95; UNESCO, 2017:9). 

Conclusively, violence affects learners physically and psychologically which negatively 

impacts academic ability as well as violates the rights of learners. Furthermore, the 

Impact Percentage (%) 

 Ncontsa & Shumba  NSVS 

Loss of concentration 63.3 20 

Decreased academic performance 45.6 13 

Truancy 19 17.4 
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results of violence often carry lifelong physical, interpersonal, and functioning and 

behavioural consequences. 

Community contexts of children that promote violence  

Generally, schools mirror the broader social context within which they are in, and in 

this regard are influenced by the various family and community-level crime and victim 

risk factors (Burton & Leoschut, 2012: 53; South African Council for Educators, 

2011:7-11). Authors (Netshitangani, 2014: 1400-1401; South African Council for 

Educators, 2011:7-11; UNESCO, 2017:8-9) have categorised numerous social issues 

as risk factors for school violence, namely poverty, familial instability and criminality, 

poor socio-economic issues, discrimination and inequality, social constructions of 

masculinity, community disempowerment and disorganisation, the normalisation of 

violence, access to drugs, alcohol and weapons and so forth. The nature and effect of 

crime and violence and socio-economic situations of youth within a community context 

will be discussed.  

Crime and violence 

To a large degree, South African children have normalised and internalised crime and 

violence due to constant exposure (Maree, 2018:87). In the 2018/2019 fiscal year 

45229 children were the victims of contact crime (murder, sexual offence, assault) 

(South African Police Service, 2019:117). The Optimus Foundation Study surveyed 

children between 15-17 years old and found that 82% reported that they had 

experienced either exposure to violence or criminal victimisation (Artz, Burton, Ward, 

Leoschut, Phyfer, Lloyd, Kassanjee, Mottee, 2016: 11).  

Community exposure is common as was evidence by 49.6% of learners in the 2012 

NSVS who perceived crime as a problem in the neighbourhood (Burton & Leoschut, 

2012: 53). Furthermore, 48.7% of learners reported exposure to someone being 

intentionally hurt by someone outside of their home, 42.8% of learners knew people in 

their community who had engaged in criminal activities such as stealing, assaulting or 

mugging others and the average age by which children had first been exposed to 

violence in their community was 14 years old (Burton & Leoschut, 2012: 56). Learners 
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who came from communities with high crime levels and exposure to violence were 

more likely to have been victimised at school (Burton & Leoschut, 2012: 57).  

Often learners are also exposed to violence at home as was shown in the 2012 NSVS 

where 50.8% of learners reported that people in their family shout or scream at each 

other when they are angry, and 22.3% of the time arguments escalate to physical 

fights, with 12.2% of learners reporting that they had witnessed people in their family 

intentionally hurting one another physically (Burton & Leoschut, 2012: 64-65). Fairly 

often these violent episodes involve weapons and alcohol and the most common age 

by which learners had first seen violence in their homes was 13 years (Burton & 

Leoschut, 2012: 64-65). In the SeVISSA baseline study, 70% of learners reported 

having experienced violence in their homes (Morison et al, 2017: 2). 

Additionally, corporal punishment occurs in South African homes (South African 

Council for Educators, 2011:21-22) with 36.9% of learners in the NSVS reporting that 

they are caned or spanked as punishment for wrongdoings by their parents or 

caregivers (Burton & Leoschut, 2012: 64-65). Children model behaviour that they see 

in significant individuals and in such environments where exposure and experiences 

of violence are common, the message is that violence is an acceptable means of 

conflict resolution (Burton & Leoschut, 2012: 64-65). 

Therefore, exposure to criminal persons as well as exposure and access to weapons, 

alcohol and drugs is a risk factor for young people (Burton & Leoschut, 2012: 58-59). 

The NSVS results showed that 68.1% of learners personally knew people who smoked 

marijuana, 30.9% personally knew people in their community who used other drugs, 

and 24.9% personally knew people in their community who sell drugs. With regards to 

alcohol, 64.7% of learners told that it would be easy for them to get alcohol whilst 

27,6% noted they could easily access alcohol (Burton & Leoschut, 2012: 58-59) (refer 

to figure 2). 

Guns were less easy to attain with 17.2% of learners stating that they could obtain a 

firearm in their community with relative ease. However, 50.5% stated that they could 

easily obtain a knife or any other weapon (refer to figure 2). Of those who had reported 

easy access to firearms in their community, 44.9% had taken a weapon to school and 
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of those who could easily source knives and other weapons, 76.8% had taken a 

weapon to school (Burton & Leoschut, 2012: 58-59). 

FIGURE 2: EASY ACCESS TO ALCOHOL, DRUGS AND WEAPONS IN THE COMMUNITY – NSVS  

(Burton & Leoschut, 2012: 59) 

Socio-economic factors 

Socio-economic issues also create an environment conducive to criminality (Roy, 

2020: 2). According to Children Count (2020) in 2018, 59% of children lived below the 

‘upper poverty line’ – meaning they lived on an income of less than R1183 per month. 

Unemployment rates are high, and children are often malnourished: 30% of children 

live in households where parents are unemployed and 11% of children live in homes 

where they go hungry, the majority of which are black children highlighting inequality 

(Children Count, 2020). 

Inequality is considered a risk factor, and according to UNESCO (2017:8-9), the most 

vulnerable children and adolescents include those who are poor, from ethnic, linguistic 

or cultural minorities, those with disabilities, and those whose sexual orientation and 

gender identity or expression does not conform to traditional social or gender norms. 

Within the South African society, inequality and discrimination against black people is 

a common occurrence as a result of the legacy of apartheid (Lund & Gaigher, 2002: 

365-366; Phatoli, Bila & Ross, 2015: 106-107). Furthermore, violence and 

discrimination against PWA as a result of myths (i.e. albinism is the result of parental 

misbehaviour or illness, PWA are ideal for witchdoctors to use to make ‘muti’) is also 

increasingly common (Lund & Gaigher, 2002: 365-366; Phatoli et al, 2015: 106-107).  
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Gender inequality, male privilege and social constructions of masculinity supported by 

social norms has especially been linked to sexual assault and violence (Morison et al, 

2017: 2). UNESCO’s (2017:8-9) findings record that globally, girls are more likely to 

experience sexual violence than boys. The SeVISSA baseline study exposed two 

‘dating rules’ expressed by learners viz. girls must have sex with boys who provide for 

them emotionally or physically or it is the boys right to retaliate violently; and a girls 

refusal of sex results from her wanting to be ‘chased’ by the boy, therefore ‘no’ means 

girls are ‘playing hard to get’. These ‘rules’ are dangerous in that they blur the lines of 

consent and condone violence (Morison et al, 2017: 7). Social constructions around 

masculinity and male authority also play a role in creating a culture of silence where 

violence is considered normal and acceptable therefore abuse is not reported; or 

where values taught trump rights, for example, a girl child who has been taught to 

respect her elder may fear reporting sexual violence perpetrated by an elder (Morison 

et al, 2017: 2). 

In summary, socio-economic factors are crime risk factors and within the South African 

context children are commonly exposed to crime and violence, have easy access to 

weapons and substances, commonly live in poverty, and often face discrimination due 

to race, disability and gender.  

EDUCATOR’S EXPERIENCES OF VIOLENCE 

School violence affects educators, resultant in reduced quality of teaching and 

disrespect of authority (Ncontsa & Shumba, 2013:9-10). The 2012 NSVS reported that 

with regards to learner on educator violence reported to the principal, 52.1% of 

educator’s experienced verbal abuse, 12.4% were physically assaulted, and 3.3% 

were sexually assaulted by learners (Burton & Leoschut, 2012: 27).  

In interviews, 29.3% educators responded that they had been verbally abused by a 

learner, 2.1% had been physically hurt by a learner, 4.6% had been sexually harassed 

by a learner, 9.6% had been threatened by a learner, 4.2% had been robbed by a 

learner, 4.2% had an object thrown at them, and 4.2% had had a weapon pointed at 

them while at school. Only 45.5% of these incidences were reported to school 

principals (Burton & Leoschut, 2012: 27-28). Verbal abuse and threats are the most 

common forms of violence experienced by teachers (refer to table 5).  
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TABLE 5: NSVS EDUCATOR’S EXPERIENCES OF VIOLENCE  

(Burton & Leoschut, 2012: 27-28) 

The effect of violence on educators is both personal and professional. Personally, 

violence may have a physical effect that can manifest in headaches, exhaustion, sleep 

deprivation, burnout, eating disorders and stress-related illnesses such as high blood 

pressure and stomach ulcers (Grobler, 2018: 3). The psychological impact could be 

anxiety and depression, low self-esteem, feelings of worthlessness, helplessness, 

frustration, shame, guilt and even trauma and/or psychological distress or post-

traumatic stress disorder (PTSD) (Grobler, 2018: 3). Educators may find themselves 

feeling disillusioned, isolated and negatively impacted in their interpersonal 

relationships (Grobler, 2018: 3). 

Professionally educators may begin to feel negativity towards learners perceived as 

violent resultant in a lack of willingness to assist learners in the classroom, average 

implementation of teaching, a desire to resign, decreased enthusiasm, inability to 

control temper, disciplinary issues in the classroom, disintegrated teaching and 

learning and a negative reputation with learners, colleagues and the principal (Grobler, 

2018: 3). Overwhelming levels of frustration and anger may result in educators 

resorting to the use of corporal punishment, aggression and violence in handling 

children (Grobler, 2018: 3).  

Overall, violence towards teachers from learners does occur, especially in the form of 

verbal abuse and threats. This negatively affects the physical and psychological health 

of teacher’s resultant in a reduced teaching output and potentially violent responses. 

Type of offence Percentage (%) 

Verbally abused by a learner 29.3 

Physically hurt by a learner 2.1 

Sexually harassed by a learner 4.6 

Threatened by a learner 9.6 

Robbed by a learner 4.2 

Weapon pointed at them by a learner 4.2 

Objects thrown at them by a learner 4.2 
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THE SITUATION OF SCHOOLS 

The infrastructure, facilities and resources of schools play a role in ensuring school 

safety and pride in learners and staff (Burton & Leoschut, 2012: 104). A lack of security 

facilities and infrastructure and recreational and educational resources and facilities 

has been named as important in this regard (Burton & Leoschut, 2012: 47-48; Equal 

Education, 2016:151; Ncontsa & Shumba, 2013:9).  

Ncontsa and Shumba (2013:9) report that when questioned what factors resulted in 

violence in schools, 72.5% of the learners felt that easy access to school premises 

contributed. The Equal Education (2016:151) found many of the schools to be lacking 

in physical security facilities and infrastructure. Approximately half of the school fences 

observed appeared sturdy enough to prevent intrusion, 42% of fences contained gaps 

and holes and about half of the schools did not have a full-time security guard. Western 

Cape education department data showed that between 2013 and 2015, the province 

had lost R35.2 million as a result of school burglaries and vandalism (Equal Education, 

2016:151). 

Additionally, the ability of schools to ensure weapons and drugs do not enter premises 

adds to safety. The NSVS found that 15.5% of learners reported that they could easily 

access alcohol at school, 11.9% could source drugs, 9% guns, and 23.1% knives and 

any other weapon (refer to figure 3) (Burton & Leoschut, 2012: 47-48). 

FIGURE 3: EASY ACCESS TO SUBSTANCES AND WEAPONS AT SCHOOL – NSVS 

(Burton & Leoschut, 2012: 47-48) 
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Access to recreational and educational facilities also prevents violence in schools as 

children who are otherwise occupied in this regard will have less time for violence 

(Ncontsa & Shumba, 2013:9). Ncontsa and Shumba (2013:9) reported that when 

questioned what factors resulted in violence in schools, 65% of learners felt that a lack 

of recreational facilities was causative of violence in schools. Equal Education 

(2016:152) recorded that there is indeed a lack of recreational and educational 

facilities. Only 42% of learners stated that they had access to a well-stocked library, 

21% of learners noted that their schools did not have a library, 11% reported that their 

school library was locked or used for other purposes and 8% reported not being 

allowed to use the library as there is no librarian, with these statistics presenting higher 

within rural schools (Equal Education, 2016:152).  

Although 91% of learners reported that their schools did have computes, the majority 

also reported that they did not have access to a computer with internet (Equal 

Education, 2016:152). Reasons for this included that computers are limited to 

computer-related subjects, there is a lack of educators available to supervise the use 

of computers, use of computers is limited to certain grades or staff or the computers 

are in disrepair (Equal Education, 2016:152). 

Overall, a lack of adequate infrastructure, facilities and resources impact the extent of 

violence in schools. In this regard, a lack of security infrastructure as well as 

recreational and educational facilities and resources is identified as problematic. 

It is clear from the above findings that a response is needed to prevent violence in 

schools that takes into consideration contextual factors within the community, home 

and school environment (Burton & Leoschut, 2012: 53; South African Council for 

Educators, 2011:7-11). As a result, and in response to the NSVS findings, the DBE 

developed the NSSF, which will be discussed hereafter (Equal Education, 2016: 46-

47, Department of Basic Education, 2019b).  

THE NATIONAL SCHOOLS SAFETY FRAMEWORK  

The CJCP, conducted two National School Violence Surveys (NSVS), one is 2008 and 

again in 2012, whereby it was recommended that a National School Safety Framework 

(NSSF) be adopted with policy that allows for intervention and strategy beyond school 
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context (Equal Education, 2016: 46-47). With regard for this, as well as the National 

Development Plan (NDP) (2011:397), collaboration between the DBE and the CJCP, 

and funding by UNICEF, the NSSF was developed and approved in April 2015 (Equal 

Education, 2016:47; Department of Basic Education, 2015: 2). 

The NSSF aims to provide national and provincial education departments and schools 

guidance in addressing and preventing violence in schools. Its overall purpose is to 

ensure the school is a safer place with suitable structures, policies and enabling 

environments in place, as well as to provide remedial and preventive intervention 

directly to school management, through efforts from both governmental and non-

governmental stakeholders (Department of Basic Education, 2015: 3). It is applicable 

to all schools, including schools that accommodate children with special needs 

(Department of Basic Education, 2015: 3). 

A discussion will hereafter follow regarding the legislation and policy underpinning the 

NSSF, the implementation and monitoring protocol provided for within the NSSF, and 

lastly evidence of its implementation in schools in South Africa so far.  

Legislation and policy pertaining to the NSSF 

The NSSF was developed with consideration for numerous international and national 

legislative and policy frameworks applicable to children within the South African 

context including The Convention on the Rights of the Child, The African Charter on 

the Rights and Welfare of the Child, The African Youth Charter, The South African 

Constitution, The Child Justice Act No. 75 of 2008, The Children’s Act No. 38 of 2005, 

The South African Schools Act, No. 84 of 1996, and The Implementation Protocol 

between the DBE and the South African Police Services (SAPS) on prevention of 

crime and violence in all schools (Partnership Protocol) to list but a few (Department 

of Basic Education, 2015: 12-14). 

A full list of legislative and policy frameworks applicable to the NSSF is provided for in 

Chapter 3 of the NSSF (Department of Basic Education, 2015: 12-14). Of specific 

importance is the mandates provided for in the Constitution, South African Schools 

Act 84 of 1996, Children’s Act 38 of 2005, Child Justice Act 75 of 2008 and the 

Partnership Protocol which are upheld in the NSSF, as will hereafter be discussed. 
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As the highest law in the country, rights provided for within the Constitution are vitally 

important. Chapter 2 of the South African Constitution states that all persons have the 

right to equality, human dignity, life, freedom and security of the person and education. 

Children specifically, as provided for in Section 28, have the right to be protected from 

maltreatment, neglect, abuse or degradation as well as to be dealt with in accordance 

with the best interest principle which states that “a child’s best interests are of 

paramount importance in every matter concerning the child.” 

The South African Schools Act 84 of 1996 states in its preamble that it aims to uphold 

the rights of all learners, parents and educators. Section 8 provides that all schools 

must develop a code of conduct for the establishment of a “disciplined and purposeful 

school environment, dedicated to the improvement and maintenance of the quality of 

the learning process.” Section 10 prohibits the use of corporal punishment. 

Furthermore, the South African School Act provides that school infrastructure should 

have security in Section 5 and that dangerous objects and illegal substances are not 

allowed on school property in Section 8A. Section 16(3) mandates that the principal is 

primarily responsible for ensuring that learners are not subjected to crimen injuria, 

assault, harassment, maltreatment, degradation, humiliation or intimidation from 

educators or other learners. 

The Children’s Act 38 of 2005, as discussed in Section 2, aims to uphold the 

constitutional rights of children with specific focus on family and parental care, or care 

of children removed from the family environment. Furthermore, it focuses on ensuring 

structures, services and means for promoting and monitoring the sound physical, 

psychological, intellectual, emotional and social development of children are provided 

as well as on strengthening and developing community structures which can provide 

children with care and protection. Protection of children from discrimination, 

exploitation and emotional or moral harm, as well as recognition of the special need’s 

children may have, are also specific objectives of the Children’s Act of 2005.  

The Child Justice Act 75 of 2008 provides legislation for dealing with children who are 

in conflict with the law. In Section 2, the Child Justice Act records its objects stating 

that it aims to ensure the rights of children are upheld and their dignity and worth is 

fostered. It mandates that children in conflict with the law are held accountable whilst 

still managed in a communitarian, restorative manner indicative of Ubuntu. The effect 
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of crime on the victim and the community is acknowledged and the victim, family 

members and community are involved in the justice process. The Child Justice Act 

imparts all necessary legislation to provide for the handling of children apart from the 

adverse effects of the criminal justice system and promotes co-operation between 

government departments, the non-governmental sector and civil society to manage 

children in conflict with the law in a holistic manner. 

The Partnership Protocol between the DBE and the SAPS is a signed agreement 

whereby both parties commit to working closely together to create safe, caring and 

child friendly schools (Department of Basic Education, [sa]: 2-3). The main aim of the 

Partnership Protocol is to develop school-based crime prevention programmes that 

strengthen safe school committees inclusive of school and community role players, 

link schools to their local police station, ensure schools have established reporting 

systems, raise awareness, deter offenders and empower victims, mobilise community 

ownership of schools, and build positive relationships between schools, SAPS, the 

DBE, children, and school communities (Department of Basic Education, [sa]: 2-3). 

Implementation of the NSSF 

The NSSF design provides all schools, districts and provinces with an accessible, easy 

to use comprehensive resource that aims to guide them in achieving a school 

environment that is safe and healthy (Department of Basic Education, 2015: 4). The 

intent is for targeted training to accompany the framework to assist in implementation 

(Department of Education, 2015:4). Four main building blocks are identified by the 

NSSF which schools should follow for safety: firstly, schools should be prepared to 

prevent and manage problems; secondly they should be aware of what is happening 

in the school; thirdly, schools should take action when an incident occurs; and lastly 

schools should take care to build a healthy safe environment (Department of Basic 

Education, 2015: 40). 

The NSSF does not provide detailed implementation rules but rather aims to provide 

a flexible guidance manual for school principals, school governing bodies and school 

safety officers to use within their specific context (Department of Basic Education, 

2015: 30-34). The guide assists schools in identifying and understanding risk factors, 

developing prevention strategies, establishing report and management systems for 
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incidents and to implement monitoring of school safety over time. Furthermore, it 

provides safety standards expected at school, district and provincial level, and 

standardised data collection and monitoring tools (Department of Basic Education, 

2015:19). 

The NSSF puts forth the following minimum requirements for school’s safety 

(Department of Basic Education, 2015: 3):  

• Implementation and enforcement of minimum school-levels policies with the 

awareness of learners, educators and other school staff.  

• Annual conduction of safety audits focused on identifying the strengths and 

weaknesses of the school regarding violence in order for intervention plans to 

be revised and developed.  

• Annual formulation, adoption, submission and revision of safety plans for 

response to threats relevant to the specific school (i.e. fences, lighting, 

discipline, governance and teacher conduct).  

• Consistent engagement with community and stakeholders who have a role in 

addressing school violence.  

• Formulation and adoption of codes of conduct that promote respect, tolerance 

and cooperation for educators and learners. 

• The development and utilisation of systems whereby violence can be reported 

and responded to by learners and educators which are reviewed continuously 

for improvement. 

• The establishment of monthly recording and reporting systems and well 

established and functional referral systems 

Furthermore, the NSSF promotes action and objectives that are in line with numerous 

overarching principles. Consideration should be given to the safety and well-being of 

all persons within the school environment, who should share an understanding of risks, 

security, and violence relevant to their context, and should implement a common 

approach that is specific to their local environment but in line with national, provincial 

and district policies, procedures and strategies. Learners should be given a voice and 

encouragement, opportunity and empowerment to address violence in their schools 
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and protect themselves and those around them (Department of Basic Education, 2015: 

15-16).  

A restorative approach should be followed whereby proactive rather than punitive 

conflict resolution is implemented, and school staff should be adequately trained to 

identify and handle conflict and safety issues. Data collection and analysis should be 

continuous. Lastly partnerships between the school and community should be formed. 

A whole-school approach is recommended by the NSSF whereby, because the school 

is made up of various parties which exist and interact within the broader home and 

community context, efforts to prevent and manage violence must consider all aspects 

relevant to violence and responsibility within the broader environment (Department of 

Basic Education, 2015: 16).  

Numerous stakeholders have a role and responsibilities. The national DBE is overall 

responsible for providing policy, which must be disseminated to all schools through 

training provided by provincial departments of education (Department of Basic 

Education, 2015: 23). Within the school environment, the school principal is leader 

over all policy development, implementation, training and evaluation, with support from 

all school staff including teachers, grounds staff, administration staff and so forth, as 

well as groups such as the School Safety Committee and SGB in ensuring policy 

informing the school safety procedures are followed (Department of Basic Education, 

2015: 23-25). Learners must furthermore adhere to the policy and have a voice in 

addressing violence in schools (Department of Basic Education, 2015: 23-25). Lastly, 

parents and broader community (including government agencies, NGO’s and so forth) 

play a role in providing services and support to ensure safe school environments 

(Department of Basic Education, 2015: 23). 

The NSSF tasks NGO’s, CBO’s and CPF’s with ensuring schools are accountable for 

implementing school safety strategies as well as introducing programmes within 

community aimed at promoting non-violent parenting and familial relationships, 

engaging learners after school in socially healthy and academically enriching 

environments, connecting youth with employment opportunities and preventing 

gangsterism, substance abuse, bullying, vandalism, sexual harassment, racism and 

xenophobia (Department of Basic Education, 2015: 28). 
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Evidence of implementation of the NSSF 

Currently, there is a limited amount of research regarding the implementation and 

effectiveness of school safety policies (Equal Education, 2016:49). SaferSpaces 

(2020) records that training of DBE provincial and district master trainers on the NSSF, 

who are then mandated to train at a school-level within their respective districts began 

in 2015 and was done in the Eastern Cape, KwaZulu-Natal, Gauteng, and North West. 

Training was meant to have been completed by the end of August 2015 and released 

at school level in the second half of 2015, however record of this training could not be 

found (SaferSpaces, 2020).  

The Umhlali Project (2018) is a crime and violence prevention project undertaken 

through joint effort by the CJCP, The University of Cape Town’s Gender, Health and 

Justice Research Unit, and Masifunde Learner Development. One of its focus areas 

is school safety, and in this regard the Umhlali project offers NSSF training, mentoring, 

coaching, and other school interventions to schools in Walmer Township, Port 

Elizabeth including Walmer Primary, John Masiza Primary, Walmer High and 

Elukholweni Farm School.  

The 2018/2019 DBE annual report (2019: 145) recorded that implementation of the 

NSSF was monitored in 58 districts throughout all provinces in the 2018/2019 fiscal 

year. A portfolio committee addressing safety in schools was held by the DBE (2019: 

169) on 22 May 2018 where it was decided that the NSSF is the best policy for 

ensuring school safety and it was agreed that better implementation of the NSSF is 

necessary. The DBE (2019: 169) acknowledged that they needed assistance from 

other stakeholders and noted that although physical safety measures are key in school 

safety, changing the mind-set of the learners and the community as well as improving 

school management efficiency was vital in ensuring school safety. 

Similarly, in a 2019 briefing on school safety by the DBE and SAPS, the DBE stated 

that the NSSF remained their primary strategic response to violence in schools 

(Parliamentary monitoring group, 2019). The necessity for parental involvement in 

monitoring, programmes for boys, addressing of the vulnerability of girls, and improved 

access to sports, arts and culture and other extramural activities was also highlighted 

(Parliamentary monitoring group, 2019). 
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Furthermore, is was discussed that the NSSF is reliant on collaboration and 

partnership between government departments, thus partnerships that were formed to 

address safety in schools were reported (Parliamentary monitoring group, 2019). A 

partnership between the Department of Justice and the Department of Social 

Development was formed to ensure that educators and staff were adequately vetted 

and to establish the National School Safety Steering Committee, who, in collaboration 

with related government departments and social partners can better coordinate safety 

interventions (Parliamentary monitoring group, 2019).  

A collaboration between the DBE, and the Department of Trade and Industry, SAPS 

and South African Local Government Association was also formed whereby efforts 

were made to address hotspots for most at-risk schools, namely measures aimed at 

improving the built environment of schools, ensuring taverns and liquor outlets in close 

proximity to schools are closed, search and seizures in partnership with SAPS and the 

provision of security guards to schools at risk (Parliamentary monitoring group, 2019).  

In the first Basic Education Sector Lekgotla held in January 2020, Minister of DBE, 

Angie Motshekga noted collaboration efforts of the DBE based on the NSSF. Through 

joint facilitation by the DBE and the Department of Sports and Recreation competitive 

and recreational school sports programmes have been rolled out (Department of Basic 

Education, 2020a). Partnerships between the DBE and the Departments of Social 

Development and Health; education stakeholders and parents; NGO’s and universities 

and researchers were said to be continuing. Interventions implemented include 

awareness campaigns, educator training whereby psychosocial skills are taught to 

enable them to support vulnerable learners, 2 658 Learner Support Agents in schools; 

and the training and placement of youth care workers (Department of Basic Education, 

2020a). 

The DBE (2019b) has formed a strong partnership with the SAPS known as the 

Partnership Protocol. According to the SAPS 2018/2018 report (2019a:16-17), the 

school safety programme, developed in accordance with the Partnership Protocol was 

implemented in 1210 schools in 2016/2017, 1249 schools in 2017/2018 and 1249 

schools in 2018/2019. The projected target for 2019/2020 is 1300 schools. The DBE 

(2020a) have committed to support all nine provinces in establishing the Protocol with 

SAPS in accordance with the NSSF in 2020. Furthermore, as stated in their annual 
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performance plan, the DBE (2020: 68) has committed to implementing the NSSF in 

185 hot-spot schools across 70 education districts. 

From the above information it is clear that the NSSF has been implemented by the 

DBE and NGOs, training has occurred, and that partnerships have formed to ensure 

safety in schools based on the NSSF. Little information is available on the extent and 

effectiveness of these interventions and implementations, however, due to the 

continued occurrence of school violence, further response is required. 

A RESTORATIVE APPROACH IN SCHOOLS 

One of the overarching principles of the NSSF is that a restorative approach for conflict 

resolution be implemented (Department of Basic Education, 2015: 15). The restorative 

approach focuses on healing relationships affected by conflict through open and 

honest dialogue processes between all persons who have a stake in the conflict 

(offender, victim, family) whereby solutions and restitution can be sought (Roy, 

2020:28).  In this regard, the approach forwards that in dealings with learners, schools 

should avoid punitive strategies that control and instil fear in learners. Rather, a 

restorative and proactive approach should be implemented as this is conducive to 

learning, and empowers and teaches learners, educators, school staff and parents to 

resolve conflict in a positive manner (Department of Basic Education, 2015: 15). 

The restorative approach has benefit in the broader societal context as evidenced in 

the city of Hull. Under new leadership, Collingwood Primary School in the city of Hull, 

UK, adopted a restorative approach and transformed the school within 24 

months. Many other schools followed the example and implemented restorative 

practice and experienced transformation. Resultantly, the benefits of restorative 

practice were noticed by the Local Authority, the Chief Executive of Hull City Council 

and the Director of Children & Young People’s Services, who therefore proposed that 

the restorative approach be implemented across the city, making it the first Restorative 

City in the world. Five years of implementing the restorative approach has resulted in 

improvement in the police and youth justice system: re-offending has been reduced to 

13%, schools: expulsions have dropped by 80%, formal disciplinary’s has decreased, 

and engagement with families has improved. With regards to social care, there has 
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been a reduction in callouts to cops and offending behaviour within children’s homes 

(Hull Centre for Restorative Practice, 2020). 

According to Hugh Fynn (2020), Regional Director of the Independent Schools 

Association of South Africa (ISASA), limited research exists regarding the use of 

restorative justice within the South African school context. Although various schools 

may claim to be implementing a restorative approach, there is uncertainty with regards 

to what form of restorative implementation occurs (Fynn, 2020).  

Fynn (2020) has run restorative justice workshops and facilitated disciplinary cases 

using the restorative approach in both public and private schools in the Western Cape, 

Kwa-Zulu Natal (KZN), Mpumalanga and Gauteng. Fynn (2020) notes that assessing 

the extent to which schools have implemented the restorative approach following 

workshops is challenging, however, based on the number of call-backs received for 

disciplinary case handling, a few have embraced the approach.  

Luke Pearson, an educator at St Stithian’s Boys College has started implementing the 

restorative approach with main focus on learner to learner issues involving bullying 

and fights (Batley & Skelton, 2019: 52). The involvement of other stakeholders (i.e. 

parents) is limited due to caution from school management, however at times pre- and 

post- conference meetings with parents is required (Batley & Skelton, 2019: 52). 

Currently, about one case every two to three weeks is dealt with. Feedback from 

victims has been positive, with only one case being referred back (Batley & Skelton, 

2019: 52).  

Fynn (2020) states that the Catholic School network within South Africa have 

especially championed the use of restorative justice within schools. The Catholic 

Institute of Education (CIE) is an NGO that has delivered programmes to the network 

of 330 Catholic schools (private and public) since 1985 (Batley & Skelton, 2019: 53-

55). In 2012, it initiated the Building Peaceful Catholic Schools’ Programme (BPCS) 

which is built around peacebuilding, conflict management and restorative justice. The 

integration of a restorative approach regarding disciplinary policies and codes of 

conduct for staff and learners is encouraged, with each school being tasked to own 

the long-tern implementation of the BPCS programme (Batley & Skelton, 2019: 53-

55). Since November 2018, 67 schools have been participating in the programme 
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(Batley & Skelton, 2019: 53-55). Review of the BPCS programme shows that the four 

schools whose staff have participated in 15 workshops, the most of all schools 

involved in the study, had high levels of harmony between educators and learners, 

with the programmes effect resonating throughout the school and restorative practices 

working formally and informally (Batley & Skelton, 2019: 53-55). 

Furthermore, restorative justice has been implemented by a few NGO’s within the 

school context (Batley & Skelton, 2019: 36-55). Khulisa social solutions implemented 

a fully structured schools mediation programme in Orange Farm from 2013–2014. Two 

men from the Khulisa’s Justice and Reconciliation Programme (JARP) project were 

trained to mediate in schools, and, assisted by a coordinator, they successfully 

mediated approximately 600 cases (involving minor assault, thefts, conflict over dating 

partners, sexual harassment, pregnancy, bullying and truancy) in nine primary and 

secondary schools (Batley & Skelton, 2019: 36-55).  

In response to referrals from schools regarding bullying, gangsterism and crime and 

violence, NICRO has begun extending its restorative justice processes to schools and 

has engaged educators, learners and parents in the process. NICRO implemented 

1042 restorative justice conferences in schools in the 2017/2018 fiscal year and 

continue collaboration with the DBE and Department of Social Development regarding 

work in schools (Batley & Skelton, 2019: 36-55). RESTORE, an NGO who mainly 

focusses on implementing restorative justice interventions in Pollsmoor prison, in 

partnership with R-Cubed, begun training in schools aimed at equipping and 

empowering staff with communication and capacity building skills. Two schools 

received training in 2018 (Batley & Skelton, 2019: 36-55). 

The limited amount of research on the extent and nature of restorative justice in 

schools makes it difficult to access its implementation. What is clear is that legislation 

pertaining to children, The NSSF, the Child Justice Act and the Children’s Act have all 

included and encouraged restorative approaches, and in this regard it is clear that 

schools should move towards a restorative approach in their conflict resolution policies 

and practices dealing with children. 
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ACHIEVING SCHOOL SAFETY THROUGH SCHOOL AND COMMUNITY 

COALITION 

The larger education system, schools, school staff and learners all function within 

broader society and are therefore shaped by society and culture and school safety is 

affected by internal school factors as well as external challenges (Department of Basic 

Education, 2015: 22). Intervention therefore must take a wide-ranging approach, 

whereby the school and surrounding community are involved in combatting school 

violence (Morison et al, 2017: 2). Although the NSSF does not equip schools to 

address external factors, it does encourage a whole-school approach and highlights 

the importance of relationships with all stakeholders relevant to curb school violence 

(Department of Basic Education, 2015: 22). 

Furthermore, the NSSF refers to the four-level Ecological Risk Model as a tool to 

understand school violence. The ecological framework resulted from 

acknowledgement that no single factor can explain the risk of interpersonal violence, 

rather violence is the result of an interaction of various factors from four levels, namely 

individual, relational, community, and societal factors (Department of Basic Education, 

2015: 3; World Health Organization, 2020). The below diagram provided by WHO 

(2020) provides visual representation of the interaction between the four levels 

proposed by the Ecological Framework: 

FIGURE 4: FOUR LEVELS OF THE ECOLOGICAL FRAMEWORK 
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Individual level factors refer to an individual’s personal history and biology which 

influences behaviour and increases or decreases the risk of victimisation or 

criminality. Examples include abuse, psychological or personality disorders, 

biological vulnerability, intellectual disabilities, substance abuse, aggressiveness or 

defiant behaviour and so forth (Department of Basic Education, 2015:7; World 

Health Organization, 2020).  

Relational factors refer to interpersonal relationships between family, friends, 

intimate partners and peers which may increase or decrease a person’s chance of 

victimisation or criminality. Examples include poor parenting, familial mental illness 

or criminality, socio-economic issues, poor discipline practices, negative peer 

association and so forth (Department of Basic Education, 2015:7; World Health 

Organization, 2020). 

Community factors refer to the community context within which social relationships 

occur (i.e. schools, neighbourhoods and workplaces) that have been linked to an 

increase in violence. Examples include unemployment, existence of a local drug or 

gun trade, prejudice, school truancy and so forth (Department of Basic Education, 

2015:7; World Health Organization, 2020). Lastly, societal factors encourage or 

inhibit violence and include economic and social policies affecting socioeconomic 

equality or inequality, the availability of weapons, and social and cultural norms (i.e. 

patriarchy, views on corporal punishment etc.) (World Health Organization, 2020). 

UNESCO (2019: 9) considered responses to school violence based on data from case 

studies of six countries who have been successful in reducing school violence and 

bullying (Eswatini, Italy, Jamaica, Lebanon, Republic of Korea and Uruguay), as well 

as two countries that have consistently maintained low levels of school violence (the 

Netherlands and Sweden). One aspect that was considered to largely affect school 

safety was strong political leadership and legal and policy frameworks that address 

violence against children and school violence and bullying, which speaks to level four. 

The NSSF is an example of a policy targeting school violence (Department of Basic 

Education, 2015: 7). 

The implication of the Ecological Framework with regards to the NSSF is that school 

violence results from an accumulation of risk factors within these four levels, and that 
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risk factors and preventative strategies applicable to school violence must consider 

the context within the four levels (Department of Basic Education, 2015:6). In this 

regard, collaborative effort is required between school, home and community 

stakeholders in addressing violence both in the school and within the community, as 

they influence each other (South African Council for Educators, 2011:34-35; cf. World 

Health Organization, 2019). Safe schools contribute towards a safer community and 

a safe community contributes towards safer school environments (Department of 

Basic Education, 2015: 11). 

UNESCO (2019:9) noted that successful countries implemented collaboration and 

partnerships nationally between the education sector and other sectors including civil 

society organisations, academic institutions, professional associations, the media, the 

school community, parents, local authorities and professionals in other sectors. Multi-

sectoral coordinating bodies, community violence prevention committees, school 

participation in existing community-based coordination committees that address 

violence prevention, and collaboration with community organisations in offering joint 

activities with the aim to address violence are some examples (cf. World Health 

Organization, 2019). 

There is need for community structures such as faith-based organisations, NGO’s, 

CBO’s, CPF’s and so forth to work with schools as well as in the community to address 

socio-economic issues that are causative of violence (Department of Basic Education, 

2015: 28; South African Council for Educators, 2011:34-35). Programmes and 

interventions that target poverty and unemployment, inequality and discrimination, 

crime and violence, familial dysfunction and so forth are key in addressing community 

and school violence (Department of Basic Education, 2015: 28; Morison, Lynch, Essop 

& Tolla, 2017: 9; South African Council for Educators, 2011:34-35). Gordon Primary 

School in Alexandra provides a visual of this. In partnership with the community, 

Gordon Primary School are raising funds for a library and hosting Saturday lessons 

for the local high school where volunteers make food for the children. Resources are 

provided by local businesses. As a result, feelings of ownership have resulted in 

effectiveness of the school (Jones, 2011).  

In addition, community organisations should focus violence prevention interventions 

on learners (Department of Basic Education, 2015: 28; Lester et al, 2017:23). Lester 
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et al (2017:23) found cognitive behavioural, social-emotional and peer 

mentoring/mediation programmes effective interventions for preventing learner on 

learner violence. In addition, the provision of socially healthy and academically 

enriching environments as well as employment opportunity for youth are strategies 

that could prevent violence amongst youth (National School Safety Programme, 2015: 

28). 

Evidentially the findings of Ncontsa and Shumba (2013:10) found that a decrease in 

violence at one school, and although this was attributed to political stability within the 

community where the school operates, Ncontsa and Shumba (2013:10) noted that an 

NGO, with collaborated effort from the police and school management team, had been 

involved in fighting violence within the school. The effect of this on academic 

performance was highlighted in that for the first time in five years, the grade 12 pass 

rate rose by 60%. 

Parents, caregivers and educators should also be involved in violence prevention (cf. 

World Health Organization, 2019). Interventions aimed at parents are crucial and in 

this regard schools, NGO’s, CBO’s and CPF’s should implement programmes within 

the community that encourage familial relationships, train parents, and promote non-

violent parenting (Department of Basic Education, 2015: 28; Morison, Lynch, Essop & 

Tolla, 2017: 9). 

On an individual level, schools are crucial in preventing violence amongst youth as 

they have access to children at critical life stages where attitudes, values and 

behaviours are still developing (Department of Basic Education, 2015: 11; Department 

of Basic Education, 2015:10; World Health Organization, 2019: 2). Their already 

established resources (infrastructure and networks) are available to support 

preventative strategies as well as provide platforms for addressing violence within all 

contexts. The continuity of new learners every five years lends to the sustainability of 

prevention initiatives and they offer a safe environment for children (Department of 

Basic Education, 2015: 11; World Health Organization, 2019: 2). 

Schools that function at an optimal level have the capability to reach not only learners, 

but family members, community members and school staff and could serve as a 

starting point for integrated violence prevention. (Department of Basic Education, 
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2015: 11). In addition to academics, schools can teach learners healthy social, life, 

and interpersonal skills, safe behaviour and social and cultural norms that promote 

equality. Values, behaviours and attitudes that promote violence learnt within society 

can also be addressed (Department of Basic Education, 2015: 11cf. World Health 

Organization, 2019). Through this an anti-violence culture can be created and children 

can carry pro-social values, behaviours and attitudes back into their homes and 

communities (Department of Basic Education, 2015: 11cf. World Health Organization, 

2019). The case study of the city of Hull discussed previously is an example of this 

(Hull Centre for Restorative Practice, 2020: 1-5). 

In addition, schools can prevent violence by providing various organised activities for 

children inclusive of various role-players involved in the child’s life (World Health 

Organization, 2019: 2-3). Children who are actively engaged with academics or other 

activities (sports, arts, etc.) are less likely to be involved in truant behaviour within the 

community thus positively affecting community violence levels (Department of Basic 

Education, 2015: 11). Furthermore, schools should be opened up as a place where 

community activities can take place thereby promoting community and school 

relationship and preventing violence (World Health Organization, 2019: 2-3).  

The Rural School and Community Trust (2018) is a non-profit organisation (NPO) 

focused on addressing the link between school and community. One of their projects 

was Noble High School. Noble High School is part of a rural school district in south-

western Maine made up of three towns with high poverty, low adult educational 

attainment and a lack of recreational, health and educational services. In 2001 Noble 

High School moved into a new facility designed by educators and community members 

that served as a community centre for the three towns. The main lobby was designed 

to represent a town square with small ‘street’ outlets leading to a range of facilities 

open for use to the community, including: academic learning communities and 

facilities, a comprehensive health centre, a culinary arts program with a restaurant run 

by learners, a library/media centre, a performing arts theatre that can accommodate 

production and concerts as well as seminars and business meetings and a cafeteria 

(Rural School and Community Trust, [sa]). 

A local example of this is Limekhaya High School in Uitenhage’s Kwa-Langa township 

in the Eastern Cape. The school and the community work together and community 
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has a role in monitoring and supporting the school. Partnerships have been formed 

with feeder schools, schools that are performing poorly are reached out to, social 

workers are employed and an information and resource centre for learners and the 

surrounding community has been established (Jones, 2011).  

From the above information, combining community and school efforts should be part 

of a school safety framework. The involvement of multiple stakeholders including 

governmental and non-governmental organisations, all persons involved in the school, 

parents and caregivers and community is necessary. A school environment and 

culture that promotes non-violence, as well as the implementation of preventative 

strategies and interventions within the school environment focused on school 

stakeholders, parents and caregivers and community is recommended. The opening 

of school facilities to the broader community for resources, activities, outreach and so 

forth to create a sense of ownership and thereby prevent violence in schools has 

shown positive effect. And lastly, the development of programmes by NGO’s, CBO’s, 

CPF’s, religious institutions and other community organisations aimed at alleviating 

socio-economic issues that are causative of violence is required.  

CONCLUSION  

The above findings provide evidence that school violence in all its forms is problematic 

within the South African context, and that the community context cannot be separated 

from the school context. In response the DBE has developed the NSSF to assist 

national and provincial education departments and schools in combating school 

violence. It calls for the inclusion of community as well as promotes the use of 

restorative justice. It allows for contextual flexibility in its mandate that research 

regarding the circumstances within the school that contribute to violence pre-empts 

prevention measures.  

Research on the implementation and effectiveness of the NSSF, as well as of 

implementation of restorative justice in school is however limited and unclear as to its 

effectiveness. What is clear is that violence in schools should be dealt with through 

implemented policy and that restorative justice and social cohesiveness are of vital 

importance in responding to violence in schools.  
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Section 28(2) of the Constitution of the Republic of South Africa states that the best 

interests of a child are of paramount importance in all matters concerning a child. In 

this regard, Khulisa has taken up the mandate to ensure children within the school 

environment are cared for in a manner consistent with this principle. Part two will 

review the research endeavours and programmes and interventions of Khulisa aimed 

at reducing school violence, as well as addressing community issues.  
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PART TWO 

SCHOOL AND COMMUNITY SITUATION BASED ON 

KHULISA 2019/2020 ENDEAVOURS  

The Khulisa approach is to address societal challenges in a holistic and inclusive 

manner, thus requiring a comprehensive understanding of policy and operational 

challenges in service delivery, and the socio-economic, safety and developmental 

issues prevalent in society (Khulisa Social Solutions 2018). Khulisa therefore involves 

itself in the identification of community needs and resources as well as the 

development and speedily implementation of necessary services to individuals, 

families and communities (Khulisa Social Solutions 2018).  

In fulfilment of this, during 2019 and the start of 2020 Khulisa embarked on numerous 

research endeavours both within schools and in the community and inclusive of 

various provinces in an attempt to gain a picture of ‘what is going on’ and ‘what needs 

to be done’ in the country to ensure safe environments. An analysis and integration of 

these interventions and research findings will be presented in this report in order to 

find prominent themes, explore effective interventions, and overall provide future 

recommendations based on the findings.  

Part two will start with an explanation of the methodology followed in the development 

of this report. Following this will be a presentation of the findings regarding the 

interventions and research conducted by Khulisa during 2019/2020. 

METHODOLOGY 

The aim of this research was to integrate the research output conducted by Khulisa 

during 2019/2020 in order to provide recommendations for ensuring safe 

environments through multi-stakeholder-and-sectorial cohesion. To achieve this aim a 

meta-analysis of both the qualitative and quantitative research by Khulisa during 2019 

and early 2020 was conducted. A meta-analysis considers the results of past research 

without collecting original data (Adams & Lawrence, 2018: np). 
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On receival of research reports, data, meeting minutes, presentations and data from 

Khulisa regarding various surveys, questionnaires, workshops, interviews, circle 

dialogue sessions and observations conducted in numerous schools and 

communities in Gauteng, Mpumalanga, Kwa-Zulu Natal, Northern Cape, Limpopo 

and Western Cape,  data was separated into folders based on its relevance to the 

community and school environment. The below tables present an overview of the 

studies included in the report according to those relevant to school factors and those 

relevant to community factors. Each study has been assigned a reference name by 

which it can be identified in the report.  

TABLE 6: RESEARCH CONDUCTED BY KHULISA IN COMMUNITIES IN THE 2019/2020 FISCAL YEAR 

DESCRIPTION AREA SAMPLE DATE REF  

GAUTENG  

A Growing Thing 
Workshop – woman 
leadership 

Kliptown 6 unemployed women  19-20 March 
2019 

STUDY A 

A Growing Thing 
Workshop – woman 
leadership 

Sophiatown 5 women: 2 employed 
for the Victim 
Empowerment Program 

and 3 volunteers. 

25 March 2019 STUDY B 

A Growing Thing 
Workshop – woman 
leadership 

Soweto 7 women: employed by 
Isizinda Sempilo 
organisation 

28-29 March 
2019 

STUDY C 

A Growing Thing 
Workshop – woman 
leadership 

Alexandra 7 women: 3 small 
business owners, 4 
unemployed 

1-2 April 2019 

 

STUDY D 

Interviews  Ekangala 10 substance users 5 June 2019 STUDY E 

Circle dialogues with 
victims and interview 
with social worker 

Sophiatown, 
Langlaagte and 
Moffatview police 

stations 

7 victims who partook 
in peace-making 
mediation at victim 
empowerment centres 
and the head social 
worker. 

4-5 February 
2020 

STUDY F 

Questionnaire Johannesburg 30 women with albinism 2019 STUDY G 

Observation – transect 
walk 

Kliptown Community 2019 STUDY H1 

MPUMALANGA  

Visual observation, 
digital research, 
academic evaluation, 
interviews 

Luphisi Project stakeholders 
and community 
members 

13-15 March 
2019 

STUDY H 

Hip Hop workshop Schoemansdal 72 participants from the 
LGBTQI+ community  

24 June 2019 STUDY I 

Hip Hop workshop Tonga 50 participants from the 
NTUND Youth Centre 

25 June 2019 STUDY J 

KWA-ZULU NATAL     
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Interviews Koeningsberg Farm 
Community 

25 participants: 1 
representative from 
each household 

5-16 November 
2019 

STUDY K 

Focus groups and 
interviews 

Durban, Park Rynie 
and Newcastle 

Facilitators, divertees, 
students and parents 
involved in ‘Positively 
Cool’ Khulisa diversion 

programme 

2019 STUDY L1 

NORTHERN CAPE  

Civil Society 
Participation in 
Provincial Legislatives 
programme (SACPPL) 
workshop 

Kimberly 14 PWA 
representatives from 
Albinism Advocacy 
Access, Reamogeleng 
Community 
Organization, The 
Barefoot Campaign and 
Activate Change 
Drivers 

24-26 November 
2019 

STUDY L 

LIMPOPO  

Observation – transect 
walk 

Northam Community  2019 STUDY M 

CROSS PROVINCE  

COVID 19 Family 
peace making support 
program – telephonic 
interviews 

Limpopo: 
Polokwane, 
Northam 
Mpumalanga: 
Emalahleni,  
Govan Mbeki, 
Moloto, Nkomazi, 
Bushbuckridge, 
Luphisi 
Western cape: 
Strand, Somerset 
West, Kuilsrivier 
Gauteng: 
Krugersdorp, 
Carletonville, 
Alexandra, 
Hammanskraal, 
Krugersdorp, 
Soweto, Tembisa 
North West 
Northam, 
Rustenburg 
KZN: Madedeni 

142 ‘at-risk’, 
marginalised and 
excluded individuals, 
groups and 
communities across 
South Africa 

March – April 
2020 

STUDY N 

 

Samples within communities were often small, which negatively affects 

generalisability. Khulisa aims to provide focused intervention adapted to the issues 

specifically identified within a community, and as such generalisability is not of 

matter when collecting data. Findings are still relevant in their ability to show that 

communities should be considered individually before intervention is implemented, 

but that oftentimes various issues are widespread.  
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TABLE 7:  RESEARCH CONDUCTED BY KHULISA IN SCHOOLS IN THE 2019/2020 FISCAL YEAR 

DESCRIPTION SCHOOL SAMPLE DATE REF NAME 

GAUTENG  

Needs analysis survey Eldorado Park 
Secondary School 

350 learners 

 

4 April 2019 

 

STUDY 1 

Needs analysis survey Eldorado Park 
Secondary School 

41 teachers 6 April 2019 

 

STUDY 2 

MPUMALANGA  

Needs analysis survey Sidungeni High 
School 

27 learners 10 May 2019 STUDY 3 

Needs analysis survey x2 Bongintsimbi 
Secondary School 

50 learners (S1) 

50 learners (S2) 

July 2019 STUDY 4 

Needs analysis survey x2 Chief Ampie 
Secondary School 

52 learners (S1) 

50 learners (S2) 

July 2019 STUDY 5 

Needs analysis survey x2 Emzinoni High 
School 

50 learners (S1) 

50 learners (S2) 

July 2019 STUDY 6 

Needs analysis survey x2 Marcia Mokoena 
Secondary School 

50 learners (S1) 

50 learners (S2) 

July 2019 STUDY 7 

Needs analysis survey x2 Mabarhule High 
School 

50 learners (S1) 

50 learners (S2) 

July 2019 STUDY 8 

Needs analysis survey x2 Ndzunza Maboko 
Secondary School 

45 learners (S1) 

52 learners (S2) 

July 2019 STUDY 9 

Needs analysis survey x2 Rindzani High 
School 

50 learners (S1) 

50 learners (S2) 

July 2019 STUDY 10 

Needs analysis survey x2 Shinyukane 
Secondary School 

40 learners (S1) 

40 learners (S2) 

July 2019 STUDY 11 

Needs analysis survey x2 Zecheus malaza 
Secondary School 

51 learners (S1) 

51 learners (S2) 

July 2019 STUDY 12 

WESTERN CAPE  

Needs analysis survey Bridgetown high 
school 

99 learners 10 May 2019 STUDY 13 

Exploratory workshop 
regarding the Family 
Community & Restoration 
Programme (FCRP) – 
introductory session 

Athlone School for 
the Blind 

Parents, school 
staff and PWA NGO 
Associates 

31 August 2019 STUDY 14 

Needs analysis 
questionnaire  

Athlone School for 
the Blind 

9 teachers 5 November 
2019 

STUDY 15 

Needs analysis survey Athlone School for 
the Blind 

29 learners 5 November 
2019 

STUDY 16 

Feedback to school 
management 

Athlone School for 
the Blind 

Principal, Deputy 
Principal, Secretary, 
SGB representative 

5 November 
2019 

STUDY 17 
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Storytelling dialogue circles Athlone School for 
the Blind 

45 learners with 
disabilities  

5 November 
2019 

STUDY 18 

LIMPOPO     

Needs analysis survey Northam 185 learners Sep 2019 STUDY 19 

NORTH WEST     

Needs analysis survey Rustenburg 142 learners Sep 2019 STUDY 20 

CROSS PROVINCE     

NOUS Counselling,  
Art Therapy and Khulisa 

School Bullying Survey 

Online 100 LGBTQI+ and 
non LGBTQI+ 
learners aged 18 
and below  

July 2019 STUDY 21 

 

The same needs analysis survey was not always used within the various schools. 

The needs analysis surveys conducted in Eldorado Park Secondary School and the 

Athlone School for the Blind were different to all other surveys. The same survey 

was conducted in Sidungeni High School and Bridgetown High school, and as the 

schools are in two different provinces, the results were compared. The same survey 

was used in nine schools in Mpumalanga, viz. Bongintsimbi Secondary School, Chief 

Ampie Secondary School, Emzinoni High School, Marcia Mokoena Secondary 

School, Mabarhule High School, Ndzunza Maboko Secondary School, Rindzani High 

School, Shinyukane Secondary School and Zecheus malaza Secondary School, as 

well as in Northam and Rustenburg. The percentages from the Mpumalanga schools 

have been integrated and compared to the percentages from the Northam and 

Rustenburg schools. 

 

All collected data was read through repeatedly and compared and themes were 

identified, and information integrated. As the data was both quantitatively and 

qualitatively gathered, this report is presented both numerically and narratively. 

Findings of the integrated information will henceforth be reported. 

THE SITUATION OF SCHOOLS  

Khulisa conducted research and intervention in schools in Gauteng, Western Cape, 

Mpumalanga, North West, Limpopo and online. Findings highlighted challenges 

experienced by learners and infrastructure and resource availability within schools. An 

integration of findings will hereafter be presented.  
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Challenges experienced by learners 

Personal challenges 

Learners from Bridgetown High School and Sidungeni High School (STUDY 3 & 13) 

were asked to pick two important issues they considered necessary to address. 

Similar choices were made in both schools. In this regard, both schools named 

alcohol and drugs (60% of Bridgetown High School learners and 44% of Sidungeni 

High School learners) and bullying (32% of Bridgetown High School learners and 

48% of Sidungeni High School learners) as the most important issues that need to 

be addressed (refer to figure 7).  

In the homophonic bullying survey, youth communicated that homophobic bullying 

does occur in the schools with 79% of learners stating that they had experienced or 

witnessed a homophobic bullying incidence and 94% voicing that they had heard 

negative use of the term ‘gay’ (STUDY 21) (refer to figure 5 & 6). 

FIGURE 5: LEARNERS WHO HAVE EXPERIENCED 

OR WITNESSED A HOMOPHOBIC BULLYING 

INCIDENCE 

FIGURE 6: LEARNERS WHO HAVE HEARD THE 

TERM ‘GAY’ USED NEGATIVELY  

  

Furthermore, some youth who took part in the homophobic bullying survey voiced 

that discrimination and stigmatisation of homosexuality as well as bullying is still a 

problem in schools (STUDY 21):  

“Homosexuality is when a person likes the same sex. This is ok, but a lot of 

teenagers do bully kids who are homosexual.”  

79%
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“I have come to complete terms with my bisexuality, but I remain closeted 

as being lgbtq+ is something that is "accepted" in the Christian community 

but still gossiped about because it remains a taboo. In an all girl's Christian 

school every girl whishes for a "gay bestie" but would never share a rest 

room with an open lesbian/bisexual.” 

“Homosexuality is simply loving your same sex, it's about your sexual 

orientation...it amazes Me sometimes when homophobes tend to Make 

jokes about us and thus leading some of us to stay closeted, for all I know 

my sexual orientation is not everyone's business, the bullying has to stop.” 

Similarly, school personnel from Athlone School for the Blind (STUDY 14 & 17) noted 

that one of the challenges facing the school was the severe levels of bullying, including 

violence against teachers and learners of all ages, both during school hours as well 

as in the hostel. It was also communicated by learners during the storytelling dialogue 

circles (STUDY 18) that bullying does occur, with the primary school children with 

disabilities specifically noting that the blind learners are sometimes slapped by those 

with vision. 

Bullying was somewhat mitigated by attendance at schools catering to children with 

albinism. Teachers from Athlone School for the Blind (STUDY 15) opined that children 

with albinism who attend the Athlone School for the blind are treated the same and 

accepted. Some learners (STUDY 18), stated that as many learners at Athlone School 

for the Blind have albinism, bullying occurs less often, and students are more 

understanding: 

“The school children don’t mostly bully us as most of us are Albino’s in this 

school.  Sometimes they do call us names, it upsets me, and I feel bad and 

embarrassed. Sometimes I just feel like I can just explain what am I to them, 

that I’m a person just like you, and they don’t even listen to me, they would 

say no you are white and what happened to your mother when you were 

born. Then I would say no, I am a gift of God and they would say no who 

told you that.” 
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“At the school they don’t make fun of you like normal bullying at other 

schools.  Normal bullying is that they take your stuff and they kick and hit 

you and do stuff to you that you don’t want to do.  They say we are monkeys 

and are born by mistake.  People with Albinism are a mistake.” 

In addition to bullying, learners at Sidungeni High School (STUDY 3) also showed 

concern regarding peer pressure (44%), with the similar theme of ‘making good 

choices’ (22%) rating somewhat higher when compared to other issues. Teenage 

pregnancy was also considered more problematic than other issues (26%) (refer to 

figure 7).  

Bridgetown High School (STUDY 13) learners also highlighted teenage pregnancy 

(39%) as a top three issue. Interestingly, Bridgetown High School learners did not rate 

girl’s health, sex and sexuality and sexual abuse at school as key concerns, even 

though they did rate teen pregnancy high (refer to figure 7). This could be the result of 

learners only being able to choose two options, but it is important to note the necessity 

of ensuring youth are well-informed regarding health, sex and sexuality and sexual 

abuse in order to decrease teen pregnancy, HIV and STDS (Morison et al, 2017: 1; 

UNESCO, 2017:9).  

 

In comparison to the ratings of other issues, peer pressure (21%) did receive a 

somewhat higher rating by Bridgetown High School learners (STUDY 13). It appears 

that overall, learners from both Bridgetown High School and Sidungeni High School 

require that substance abuse issues, bullying, peer pressure and teenage pregnancy 

be addressed (refer to figure 7). Members of the NTUND Youth Centre from Tonga 

(STUDY J) and observations of the Northam community (STUDY M) also highlighted 

bullying at schools and teenage pregnancy as youth challenges.  

Learners from Mpumalanga, Northam and Rustenburg (STUDY 4-12, 19 & 20) 

completed surveys where potential emotional challenges were questioned. 

Approximately half of the learners communicated that they did battle with 

depression/sadness (55% of Mpumalanga learners, 49% of Northam learners and 

46% of Rustenburg learners) and anger and emotions they found difficult to control 

(49% of Mpumalanga learners, 42% of Northam learners and 43% of Rustenburg 

learners). 
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FIGURE 7: ISSUES IDENTIFIED BY LEARNERS AT BRIDGETOWN AND SIDUNGENI HIGH SCHOOL 

 

A noteworthy number of Mpumalanga learners (54%) and Northam learners (43%) 

also agreed that they had difficulty asking for help and needed support in dealing with 

the abuse they had experienced (42% of Mpumalanga learners, 41% of Northam 

learners). Most especially learners from all three areas recorded that they require 

support within their interpersonal relationships (friends, family and others) (77% of 

Mpumalanga learners, 78% of Northam learners and 73% of Rustenburg learners). 

Many Mpumalanga learners also expressed a desire to have knowledge regarding 

where they could access community support when required (64%), with 51% of 

Northam learners and 43% of Rustenburg learners communicating the same thing 

(refer to figure 8) (STUDY 4to12, 19 & 20).  
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Familial conflict was problematic for a few learners with albinism from Athlone School 

for the Blind (STUDY 18) who expressed that they felt isolated within their family 

systems. Sibling rivalry was also highlighted with learners noting that they are teased 

by siblings and sometimes disregarded by their parents in favour of other siblings. 

Others, in contrast conveyed that their families do not treat them differently, but rather 

attempt to do the best they can for them (STUDY 18). Most learners with Albinism 

considered home to be safer than school and most often recorded family as their main 

support person (STUDY 16) (refer to figure 9 & 10).  

FIGURE 9: PLACE WHERE PWA AT ATHLONE 

SCHOOL FOR THE BLIND FEEL SAFEST 

FIGURE 10: SUPPORT PERSONS OF PWA AT 

ATHLONE SCHOOL FOR THE BLIND 
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been recorded in literature (Morison et al, 2017: 1; UNESCO, 2017:9) and as such 
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could be the cause of misbehaviour, such as substance abuse, bullying or sexual 
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Furthermore, although not specifically focused on a school environment, findings 

related to the assessment of the Khulisa ‘Positively Cool’ diversion programme for 

youth offenders’ ties into school findings in that both school learners and young 

offenders noted similar issues, with divertees labelling these issues as crime risk 

factors, viz. substance abuse, a lack of strong interpersonal (especially familial) 

relationships, a lack of emotional control and support, negative peer pressure, inability 

to resolve conflict appropriately, limited decision-making skills and low self-regard 

(STUDY L1). The Khulisa ‘Positively Cool’ diversion programme assisted young 

offenders in identifying and addressing these issues and was found successful in that 

all but one of the participants have since refrained from crime, and many recounted 

situations where they had successfully handled or avoided conflict and even assisted 

peers (STUDY L1).  

Ideally the above-mentioned issues should be dealt with before they evolve into 

misbehaviour. As such, learners from Bridgetown High School and Sidungeni High 

School (STUDY 3&13) were questioned regarding whether they had reported 

incidences/issues as well as their school’s response to issues and incidences. The 

majority of learners from Bridgetown High School (69%) had not reported incidences, 

whilst half of learners (50%) at Sidungeni High School communicated that they had 

reported incidences to their school.  

When asked whether the school had followed up on incidences, most of the learners 

at Bridgetown High School (STUDY 13) were unsure (54%), only 32% affirmed that 

follow-up had commenced and 14% said no follow-up had been done. In contrast, 

most learners (52%) from Sidungeni High School (STUDY 3) responded 

affirmatively, with just under half uncertain (44%) and a low (4%) stating that their 

school had not followed-up on reported incidences. However, the vast majority of 

students from Bridgetown and Sidungeni High Schools (STUDY 3 & 13) felt that staff 

needed better skills to handle issues (Bridgetown 85%, Sidungeni 85%) and 

answered in the affirmative when questioned if they want Khulisa to run information 

sessions for staff (Bridgetown 89%, Sidungeni 93%) (STUDY 3 & 13). 

Similarly, learners with albinism at the Athlone School for the Blind (STUDY 18) 

communicated issues with regards to reporting incidences. They voiced dissatisfaction 

with the way they are treated by the school officials, noting unfairness, racism and that 
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complaints were not heard. The issue of race was specifically highlighted with learners 

stating that often-times African learners are more likely to be punished without 

consideration of the circumstances than other learners. Learners stated that at times 

they misbehaved as they perceived this as the only solution to being heard. 

During the feedback session (STUDY 17), school personnel from Athlone School for 

the Blind communicated that students often challenge the teachers and that 

perceived racism is the result of feelings of rejection.  Anger issues and the denial of 

and therefore lack of support of parents of misbehaving children was further 

highlighted as troublesome. Programs inclusive of parents whereby dialogue 

promoting open talk about issues, and familial factors was perceived as necessary.  

It is necessary for schools to have adequate policy and protocol in place that 

communicates a safe space for all learner as well as provides rules regarding follow-

up on incident reports and appropriate conflict resolution, which should be 

communicated to all learners and educators (Department of Basic Education, 2015: 

3). Learners at Bridgetown High School and Sidungeni High School (STUDY 3 & 13) 

were asked if they had any knowledge of policy at their schools. Learners at 

Bridgetown (STUDY 13) responded negatively with 49% stating that they do not 

know if their school has any policy, 22% stating they were not sure if policy existed 

and only 22% stating that the school does have policy to handle incidences. 

Sidungeni High School learners (STUDY 3) contrasted with 44% affirming that their 

school has policy, 37% stating that they were unsure and 18% reporting that they do 

not know if policy exists.  

Findings with regards to learners who participated in the homophobic bullying survey 

(STUDY 21) showed that 37% affirmed that their school would be supportive if a 

learner communicated that they are part of the LGBTQI+ community, 27% said their 

school would not be supportive, 29% felt that their school peers would be supportive 

but not their teachers, and a low 7% had confidence that teachers would be 

accepting (refer to figure 11). In addition, only 14% noted that homosexuality had 

been positively dealt with in their school, 8% said somewhat positively, and 42% 

recorded that it had never been dealt with in their school (refer to figure 11 & 12) 

(STUDY 21). 
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FIGURE 11: SUPPORT FROM SCHOOL FOR 

LGBTQI+ COMMUNITY 
FIGURE 12: SCHOOLS ADDRESSING OF 

HOMOSEXUALITY 

  

The above findings highlight that youth are faced with numerous challenges (bullying, 

substance abuse, teenage pregnancy and emotional issues) and as such schools 

should have policy in place that mandates a safe environment. Issues of discrimination 

regarding race, health and sexuality and an appropriate conflict resolution approach 

should be included. However, findings highlight that this is often not the case in 

schools. 

Educational / career challenges 

In addition to the personal challenges faced by learners, educational challenges were 

also analysed. The most common identified educational challenges by learners 

included the desire to improve their reading ability (78% of Mpumalanga learners, 78% 

of Northam Learners and 73% of Rustenburg learners) as well as concentration levels 

(73% of Mpumalanga learners, 79% or Northam Learners and 73% of Rustenburg 

learners). Though less so, grammar (63% of Mpumalanga learners, 63% or Northam 

Learners and 59% of Rustenburg learners) was also largely sought after. Only a few 

learners agreed that they wanted improvement in their ability to comprehend 

instructions (35% of Mpumalanga learners, 31% or Northam Learners and 35% of 

Rustenburg learners). (Refer to figure 13) (STUDY 4to12, 19 & 20). 
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FIGURE 13: EDUCATIONAL CHALLENGES IDENTIFIED BY LEARNERS  
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15) opined that children with albinism should not be in separate classes from children 

without albinism. It was communicated that all that is required to work with leaners 

with albinism is an understanding of what albinism is and knowledge of the needs it 

presents with, the ability to remain unprejudiced and treat them as you would any other 

child, and community support. In this regard, children with albinism could be included 

in any environment where persons are knowledgeable about the children they teach, 

unprejudiced, and caring at all times, as well as where community support is 

commonplace. 

 

However, in response to the findings regarding bullying of learners with Albinism, 

disability expert Lidia Pretorius (2020a) discussed that previous research exposed the 

necessity for creating safe environments for PWA at home, school and community 

levels as a deal-breaker due to the experiences of bullying and danger PWA 

experience within these three environments resultant in the internalisation of violence 

and subsequent reduced expectations and self-actualisation, lack of uptake of 

opportunities, self-harm and so forth. Thus, learners with albinism are referred to 

specialised schools not so much for access to adaptive equipment and learning 

material support, but to provide for their safety and feelings of security. The current 

prior discussed Khulisa findings, however, highlight that the lived experiences of 

learners with albinism tell a different story. In this regard the effectiveness of the 

investment that comes with a specialised environment for learners with albinism is 

questioned if they are still unable to focus on the task at hand – learning – due to 

personal insecurity, in the school as well as the home situation.  

 

Furthermore, PWA face future insecurity as was highlighted by organisations who took 

part in the SACPPL (STUDY L) workshop who reported that there is a lack of economic 

and other development opportunities for youth with albinism, as well as discriminative 

career options with unequal access. The above factors are resultant in negatively 

affected job readiness and job opportunities for PWA.  

Not surprisingly when questioned regarding what their primary concerns are (STUDY 

16), 62% of learners from Athlone school for the blind were concerned about their 

future (refer to figure 14). 
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FIGURE 14: CONCERNS OF PWA AT ATHLONE SCHOOL FOR THE BLIND 

 

Students in mainstream schools show similar concerns, with almost all the learners 

from Mpumalanga (85%), and a significant number of learners from Northam (69%) 

and Rustenburg (69%) (STUDY 4to12) agreeing that they would like career guidance. 

Furthermore, a high percentage of learners from Mpumalanga (74%) acknowledged 

uncertainty with regards to what school marks are required to gain entrance to tertiary 

institutions for specific careers. This was less so with regards to learners from Northam 

(42%) and Rustenburg (52%). (See figure 15) (STUDY 4to12, 19 & 20). Nevertheless, 

overall it would appear that to a large extent, all learners do take their education and 

future seriously and would like to be equipped with the skills to do the best that they 

can, despite the numerous challenges they are faced with. 

FIGURE 15: CAREER FACTORS COMMUNICATED BY LEARNERS  

 

Further cementing this, some participants of the COVID 19 family peace-making 

support programme (STUDY N) were especially concerned with when educational 

institutions would open and the effect this would have on their achievement.  

85%

74%
69%

42%

69%

52%

0%

10%

20%

30%

40%

50%

60%

70%

80%

90%

Desire more career guidance Uncertainty regarding marks needed for careers

Mpumalanga Northam Rustenburg

62%

24%

10% 10% 10%

0%

10%

20%

30%

40%

50%

60%

70%

Future Present circumstances Health Financial situation Education



 

51 
 

In addition to educational and career concerns, the need for extra-mural activities to 

be provided was highlighted. Learners with albinism (STUDY 16) expressed that they 

would like netball, art, soccer, singing, creative writing and painting to be offered at 

their schools. Teachers from Athlone School for the Blind (STUDY 15) were of the 

opinion that including children with albinism in extra-mural activities and providing 

them with equal opportunity would assist in ensuring they are better accepted. 

A significant number of learners from Mpumalanga noted that they did not partake in 

extramural activities (61%). Less so but still significant, 37% of learners from Northam 

and 48% of Rustenburg learners also communicated that they do not partake in extra 

mural activities . The reason for this was not clarified in the research. It could be due 

to personal choice or due to a lack of extramural activities offered by the school as 

was the case in the findings pertaining to Athlone school for the Blind discussed 

previously (See figure 16) (STUDY 4to12, 19 & 20).  

FIGURE 16: FACTORS RELEVANT TO SCHOOL PERFORMANCE IDENTIFIED BY LEARNERS 
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furthermore forward-thinking and desire career guidance and assistance. In addition, 

learners want access to extramural activities. Adequate infrastructure and resources 

play a role in some of these challenges. Findings pertaining to the situation of 

schools regarding infrastructure, facilities and resources will henceforth be 

presented.  

Infrastructure, facilities and resources  

As discussed in the literature, a lack of infrastructure, facilities and resources is linked 

to violence in schools (Burton & Leoschut, 2012: 104). A lack of basic school 

infrastructure was observed at Sidungeni High school (STUDY 3), viz. there was no 

kitchen, school hall, carports or fencing and the admin block toilets were not working. 

The lack of fencing is specifically concerning to school safety as it allows offenders 

easy access to the school premises, and furthermore it allows children to more easily 

play truant.  

In addition, educational resources were lacking and limited. Sidungeni High School 

(STUDY 3) did not have a science lab or equipment and was in need of dictionaries, 

Grade 11 and 12 Physical science books, Grade 10,11 and 12 Maths textbooks. 

Similarly, the learners’ needs’ analysis survey conducted at Eldorado Park Secondary 

School (STUDY 1) highlighted that although there is a library, it contains limited stock 

of books and other resources. 

To some degree, learners from Sidungeni High school (STUDY 3), the Mpumalanga 

schools (STUDY 4to12), Northam (STUDY 19), Rustenburg (20) and Eldorado Park 

Secondary School (STUDY 1) all confirm that there is a lack of access to computers 

and IT labs at their schools. A significant 74% of learners from Mpumalanga (STUDY 

4to12) lacked access to computers (see figure 17). Teachers from Eldorado Park 

Secondary School (STUDY 2) indicated that there is insufficient access to computer 

hardware at the school, as well as a lack of electronic systems for communicating 

within the school and with families, students and the community (website, email etc.). 

Less so but still significant, 51% of Northam learners and 47% of Rustenburg learners 

agreed that they lacked access to school computers (see figure 17) (STUDY 19 & 20). 
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FIGURE 17: ACCESS AND ABILITY OF LEARNERS WITH REGARDS TO TECHNOLOGY 

 

Over half of learners (59%) and almost all of the teachers from Eldorado Park 

Secondary school (STUDY 1&2) did have access to computers outside of school. 

However, fewer teachers and learners (41%) had access to WIFI outside of school 

(refer to figure 18). The lack of access to computers and WIFI at the homes of learners 

is problematic in that it limits their computer proficiency and academic performance.  

Access to smartphones was more common amongst learners. The vast majority of 

students (76%) from Eldorado Park Secondary school (STUDY 1) did have 

smartphones which were most commonly used for photography, social media and 

audio (refer to figure 18). Fewer learners attending the Mpumalanga schools (STUDY 

4to12) had access to smartphones with 53% stating that they lacked access to 

smartphones. The use of smartphones could equip learners with access to google for 

learning as well as a knowledge of the internet, keyboard skills and so forth (STUDY 

1). 

FIGURE 18: ACCESS TO TECHNOLOGY OF LEARNERS AT ELDORADO PARK SECONDARY SCHOOL
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Due to the above findings, it is not surprising that more than half of the learners from 

Eldorado Park Secondary school (STUDY 1), Northam (68%) and Rustenburg (55%) 

and a high 84% of learners from Mpumalanga (see figure17) (STUDY 4to12, 19 & 20) 

communicated that their computer skills are lacking. However, a few learners from 

Eldorado Park Secondary school (STUDY 1) indicated that they have average or good 

computer skills and some reported that they had family members who could assist 

them.  

 

The majority of teachers from Eldorado Park Secondary School (STUDY 2) were 

somewhat familiar with computer software (Microsoft Word, PowerPoint and Excel) 

with only a few claiming to have no experience at all with these programmes. Almost 

all of the teachers stated that they required computer training and were willing to attend 

computer training classes after hours, on weekends or during school holidays. This 

shows that teachers are willing to develop their computer literacy which might further 

improve their teaching ability.  

The above findings necessitate availability of computers at schools. Furthermore, 

learners from Eldorado Secondary School (STUDY 1) opined that the use of 

computers could help improve their marks and would increase their computer literacy 

as well as assist them in conducting research, surf the internet and access educational 

videos. In addition, access to computers can assist teachers in lesson planning, 

communication and overall teaching. It is plausible that computers will increase school 

achievement as was founded by Zain Halle who spearheaded an IT program in 

Sidungeni High School (STUDY H) which increased the pass rate of matric pupils from 

45% to 100%.  

THE COMMUNITY SITUATION 

Khulisa is involved in the bettering of numerous communities in various provinces. In 

this regard, research was conducted in Kwa-Zulu Natal, Gauteng, Western Cape, 

North West, Mpumalanga and Limpopo in 2019/2020. Findings spoke to socio-

economic challenges prominent in communities as well as a lack of infrastructure, 

facilities and resources. The integrated findings in this regard will be henceforth 

presented.  
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Socio-economic factors 

Economic factors  

As was discussed in Part one, from the findings it is apparent that unemployment and 

subsequent poverty is a problem within many communities, and linked to crime and 

violence (Children Count, 2020; Netshitangani, 2014: 1400-1401; South African 

Council for Educators, 2011:7-11; UNESCO, 2017:8-9). When questioned regarding 

the employment status of residents, it was noted that within the KZN farm community 

(STUDY K) 35% were unemployed and 16% were employed (including part-time), 

33% were attending school and 16% were unknown. The number of residents that 

were of school-going age was not provided, thus we cannot know the percentages of 

adult residents working, however, the findings still provide evidence that a large portion 

of the population is unemployed.  

Participants from the NTUND youth centre (STUDY J) also noted that unemployment 

is especially problematic for youth in Tonga who as a result turn to crime and 

misbehaviour. This was confirmed by youth who participated in the ‘Positively Cool’ 

diversion programme  (STUDY L1) who listed poverty and crime as causative of 

misbehaviour. Limited employment opportunities were also observed in Northam 

(STUDY M). Some of the women (STUDY A to D) who participated in the ‘A growing 

thing’ empowerment workshop were not employed, others worked for NGOs or in 

small businesses. 

It became apparent through analysis of the data that unemployment is largely linked 

to a lack of skills and schooling. A few of the women who had participated in the 

empowerment workshop (STUDY A to D) noted that they had been unable to finish 

their matric due to struggles at home. A skills shortage and high rate of high school 

dropouts was observed in Northam (STUDY M). Similarly, NTUND Youth centre 

(STUDY J) representatives and findings from the KZN farm community (STUDY K) 

reported a lack of skills and quality education as problematic.  

Within the KZN farm community (STUDY K), 62% had no skills. Of those who did have 

skills, the most common skills included farming (9%), construction (7%), and handicraft 

(7%). It must be noted that it was unclear whether children were included or excluded 
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in the question regarding skills of residents. Findings were analysed including the full 

population of residents (147) and in this regard it is possible that they are 

compromised. However, it was specifically noted by participants that there is a skills 

shortage.   

Positively, substance abuse users interviewed in Ekangala (STUDY E) communicated 

that they are skilled in music, drama and hand work and had mostly achieved a matric. 

Some expressed the desire to achieve a tertiary qualification. Participants especially 

noted a desire to be employed, stating that they are willing to do anything to keep busy 

and earn money to be used to return to school, open a business and take care of 

themselves. Previously they had been involved with an organisation named “Youth 

Alive” where they were paid R70 per day to sow crops. This aided to alleviate their 

financial burden as well as maintain their sobriety through keeping them occupied. 

Sadly, the organisation discontinued the program when the founder deceased. 

Participants noted, however, that the garden is still unoccupied and unused and 

expressed desire for a similar project which could keep them away from the street, 

drugs and crime so that they can change their lives.  

The women who participated in the empowerment workshops (STUDY A to D) were 

also motivated to develop their careers. Most attended the workshop without 

awareness of what would be discussed, and it was communicated that a fair share 

gained motivation and empowerment as a result. Most of the women voiced career 

goals, most often the desire to become teachers or social workers.   

The overall result of unemployment and a lack of skills and education is poverty, and 

poverty exacerbates unemployment and a lack of skills and education. Unemployment 

results in poverty, whilst poverty often hinders individuals from gaining the necessary 

education and skills to improve their finances. Thus, as would be expected, the above-

mentioned communities were also plagued with poverty.    

The NTUND Youth Centre discussed that a lack of access to financial resources and 

economic opportunity is problematic to youth in Tonga furthermore noting that there 

is limited security of access to livelihoods (STUDY J). Poverty and a lack of 

economic opportunity was observed in Northam (STUDY M). Residents of the KZN 

community farm (STUDY K) reported that a lack of financial means, and the capital 
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to develop subsistence farming, or a small enterprise (i.e. in farming, building, 

catering, etc) was primarily problematic.  

Unsurprisingly, the impact of the COVID 19 lockdown exacerbated poverty. The 

most common concern voiced by participants of the COVID 19 family peace-making 

support programme (STUDY N) was a lack of access to food due to lack of income 

as during the lockdown, most could not go to work. Khulisa provided information of 

where food parcels could be obtained. Some participants were able to get food, 

others faced various challenges such a lack of response from providers, being 

placed on waiting lists, or long queues. 

 

Social factors 

The South African Constitution affords rights to equality and human dignity to all 

persons. Yet, South Africa is stilled plagued by discrimination and injustice which is 

often resultant in violence (Lund & Gaigher, 2002: 365-366; Phatoli et al, 2015: 106-

107). During the observation in Northam (STUDY M) a lack of social cohesion and 

various forms of social injustice were highlighted. HIV/AIDS was raised as a health 

concern. The NTUND Youth Centre (STUDY J) found HIV/AIDS to be a concern as 

well, with specific reference to the stigmatising of the virus resultant in people hiding 

their status and not seeking treatment from local clinics. 

Another health condition that results in stigmatisation and discrimination is albinism 

(Lund & Gaigher, 2002: 365-366; Phatoli et al, 2015: 106-107). School personnel at 

Athlone School for the Blind (STUDY 14) noted that the broader society needs 

education on albinism to reduce violence and stigmatisation. Learners from Athlone 

School for the Blind (STUDY 18) communicated that society does not understand that 

albinism is a medical condition: 

“I went to Khayelitsha last weekend and we went to the shop and people 

was just looking at me and I wondered what was happening. Even the 

person who was selling there, was looking at me. I asked my mother what 

happened when I was born, and she said nothing happened, it is just that 

people don’t understand you.” 
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“I did not choose to be like this, I am not an animal, I am a human being 

and the only thing different is my skin colour.” 

“People with Albinism has the same blood, but it is just the skin colour that 

makes us different.”   

Verbal, physical and sexual abuse was reported by PWA participating in Khulisa 

research endeavours. During storytelling dialogue circles (STUDY 18), learners with 

albinism from Athlone School for the Blind communicated that they experience name-

calling and bullying within their community environments due to the stigmatisation of 

albinism often resultant from myths surrounding the condition:  

“When adults and little children follow us in the street they call us “umlungu” 

(white people just like you).  I don’t get angry anymore as I’m used to it.  

When we go to the shop people would leave the shop and me and my Mom 

would buy there.”    

“I don’t know, they tell me that I’m white and I’m bad luck.” 

“I wanted to go have my hair cut in Guguletu and a guy was saying he can 

steal me and sell my bones to the Sangoma’s. Children are rude and call 

you names.” 

In addition to violence and abuse experienced by PWA, oftentimes PWA are excluded 

and isolated as was expressed by learners from Athlone School for the Blind (STUDY 

18):  

“I have experienced social exclusion being on a soccer field with other black 

boys because the coach said I can only be a keeper as I am different.” 

“My friends told me that I could not play with them because I’m white, 

because I have Albinism.” 

Some learners with albinism (STUDY 18) even admitted to purposely self-isolating in 

order to protect themselves against the abuse experienced from the community:  
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“At home I am the only one that is this white, I’m the only one that is an 

Albino and when my sister goes out, I stay with my Granny. I don’t even 

have a friend as they can talk bad stuff about you, I stay at home and watch 

TV.” 

“Yes, it also happens at the community and the street I am being called 

names in the community at the streets, as most of the time if my mother 

goes to the mall or shops, I don’t want to go and then I tell her that they call 

me names and I actually don’t feel good.” 

Khulisa and other organisations with interest in PWA took part in the Civil Society 

Participation in Provincial Legislatives (SACPPL) workshop implemented by 

Democracy Works Foundation and Westminster Foundation for Democracy (STUDY 

L) whereby it was reported that abuse, including gender-based violence and other 

forms of abuse, is a challenge faced by PWA. Pretorius (2020a) discussed that adults 

with albinism –women in particular – often experience GBV not only as a 

‘consequence’ of their gender, but as violence perpetrated against them on the basis 

of them having albinism detracting from them seeking support from GBV support 

services.  

Findings from the questionnaire conducted by Khulisa with 30 women with albinism 

(STUDY G) found that the vast majority on these women had been pscyhologically 

abused by their families or the community and physical and sexual abuse was most 

often perpetrated by partners or relatives. Often offences were re-occurring: one 

participant noted that she had been physically violated four times, sexually violated 

twice, and had experienced psychological abuse eight times; another participant has 

been sexually violated three times and psychologically abused her whole life.  

A few of the women (STUDY G) disclosed that they knew women with albinism who 

had been raped, which sometimes resulted in pregnancy. Some of the women 

discussed that oftentimes women who are raped, and as a result fall pregnant, are 

rejected and therefore withdraw from their families. Most often the rapist was aware of 

the pregnancy and demonstrated an interest in the child to which the women 

expressed horror but noted that financial burdens hinder women from rejecting such 

offers. It was the opinion of these women (STUDY G) that men target women with 
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albinism as they perceive them as weak and unequal to other women and feel entitled 

to their bodies. Furthermore, culture (with its myths surrounding Albinism) was blamed 

as largely causative of violation against women with albinism. 

Violence against women and children was also observed within the Northam 

community (STUDY M). The COVID 19 pandemic saw a rise in gender-based violence 

and domestic violence due to women being confined in close quarters with their 

partners. Relationship conflict was voiced by many participants of the COVID 19 family 

peace-making support programme. The forced closeness of families and boredom as 

a result of lockdown unsurprisingly caused conflicts and arguments which affected the 

family unit (STUDY N).  

A culture of silence with regards to violence was found, with almost all of the women 

with albinism in STUDY G communicating that they had not reported offences to the 

police. When questioned why they did not report GBV, participants forwarded that they 

feared that they would not be taken seriously, that the police would do nothing, that 

their families would not believe them and that they feared further victimization. It is 

opined that the financial burden of women, as discussed above, may furthermore 

prevent them from reporting offences due to their reliance on the offender for financial 

support. In addition, the criminal justice system was also blamed for gender-based 

violence with participants stating that it had failed women and calling for harsher 

sentences for violent offenders. 

In response to domestic violence and GBV, Khulisa offers a restorative approach that 

has shown success. Families that communicated relational conflict during the COVID 

19 pandemic lockdown were offered peace-making mediation with some success 

(STUDY N). Furthermore, Khulisa manages victim empowerment centres whereby 

peace-making mediation is offered to victims who are mostly females who experience 

domestic violence and GBV at the hands of their partners and/or family members. 

However, it was also found that men are also victims of domestic violence and are 

seeking help in this regard more often than before. Findings showed that peace-

making mediation was especially successful in empowering women. Furthermore, it 

was also highlighted that victims, offenders and their families are in need of 

intervention both within and separate from their community (i.e. substance abuse 

intervention, counselling, anger management, community support groups and so forth) 



 

61 
 

(STUDY F). Peace-making mediation is a restorative justice intervention and, in this 

regard, the value of implementation of restorative justice interventions for conflict is 

highlighted. 

Discrimination is also problematic for the LGBTQI+ community. During the HipHop 

workshop in Schoemansdal, discussions were had with the LGBTQI+ community 

(STUDY I). Key challenges identified by the group included a lack of social cohesion, 

no tolerance of, and respect for sexual preference and a lack of strong family support 

structures (not accepted at home first) resultant in lowered confidence levels and self-

belief. The group noted that a shift in perspective regarding how we see ourselves 

beyond our sexuality is needed and continue to work within the community to develop 

a sense of belonging and trust within their community. 

These challenges were carried into the lockdown, as was highlighted by participants 

who identified as part of the LGBTIQ community who participated in the COVID 19 

family peace-making support programme (STUDY N). Some participants noted that 

their relatives would not provide for them and that they were chased away from home. 

Participants expressed fear of coming out and rape. Other voiced suicidal tendencies 

or loneliness, and many missed their partners.   

The psychological effect of discrimination was highlighted by PWA as well. A 

significant 64% of learners from Athlone School for the Blind (STUDY 16) noted 

embarrassment and shame for how they look or dress. To a lesser degree, though still 

notable, 20% of participants also noted feelings of despair and hopelessness (refer to 

figure 19). 

FIGURE 19: PERSONAL EXPERIENCES OF PWA AT ATHLONE SCHOOL FOR THE BLIND 
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Oftentimes, due to the various socio-economic issues and resultant psychological 

stress and poverty, substance abuse is used as a coping mechanism. The NTUND 

Youth Centre representatives noted that boredom and depression is causative of 

substance abuse by youth in Tonga who attempt to escape their reality, and 

unemployment can result in criminal misbehaviour (STUDY J). Comparatively, 

substance abuse users from Ekangala (STUDY E) communicated that employment 

would aid in the prevention of substance abuse and crime as it provides income and 

ensures the individual is kept occupied.  

Observation findings in Northam highlighted that substance abuse is problematic 

(STUDY M). The baseline data evaluation conducted in Luphisi (STUDY H) showed 

that the crime rate is relatively low with the main offence being minor disturbances by 

individuals as a result of high intake of liquor. The COVID 10 pandemic resulted in 

various psychological challenges due to the prohibition of freedom as well as fear of 

getting sick. Substance abuse withdrawal was especially highlighted by a few 

participants (especially with regards to cigarettes) (STUDY N). Overall it would appear 

that substance abuse is problematic for youth and adults and is causative of 

misbehaviour, crime and violence. 

Overall the identified economic factors included unemployment and a lack of skills 

which causes poverty and crime. Social discrimination and violence towards people 

with HIV/AIDS and albinism and the LGBTQI+ community was highlighted, as well as 

gender-based violence. The subsequent emotional trauma, substance abuse and 

criminality were also discussed. 

Infrastructure, facilities and resources 

Research was conducted to consider the infrastructure and resources within 

communities such as basic essential services, educational, recreational and 

development facilities and medical facilities. The findings will be henceforth presented.  

Basic essential services 

Research focused on the access of communities to basic essential services, such as 

electricity, water, waste sanitation, medical facilities  and roads in many 
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communities. There seems to be a lack of access to basic essential services, such as 

electricity, water, waste sanitation, healthcare and roads, in many communities. 

NTUND Youth Centre communicated that a lack of access to basic services is a 

challenge facing youth (STUDY J). Electricity was considered lacking by 76% of KZN 

residents (STUDY K) (refer to figure 20) and observed as lacking in Kliptown (STUDY 

H1). However, an unlimited power supply not paid for by the community was observed 

in Luphisi (STUDY H). 

Access to water was especially lacking in most communities, with 64% of KZN 

residents (STUDY K) claiming water scarcity (refer to figure 20), NTUND Youth Centre 

representatives (STUDY J) noting a lack of water provision as problematic to youth in 

Tonga, and observation findings of Northam (STUDY M) also presenting with a lack 

of provision of water. Luphisi residents (STUDY H) are also affected by water scarcity 

within households with most making use of boreholes or water trucks that arrive 

weekly. 

 

Most participants (79%) from the KZN farm community (STUDY K) acknowledged that 

toilets were provided by the government, with 32% naming waste management as 

lacking (refer to figure 20). The communities of Northam (STUDY M) and Kliptown 

(STUDY H1) also lack adequate sanitation services, as is the same with the Luphisi 

community which does not have any sanitation infrastructure, rather locals use 

outhouses for bathrooms. Litter and pollution were considered problematic in both the 

KZN farm community (STUDY K) and Northam community (STUDY M), which could 

be partly resultant from inadequate waste management and sanitation facilities. 

 

Lastly, research considered the access of communities to medical services. The KZN 

farm community (STUDY K) does not have medical infrastructure but rather travel to 

Newcastle to visit the clinic. A lack of medical services was observed in Kliptown 

(STUDY H1) and the Luphisi (STUDY H) community which makes use of government 

medical clinics that provide medical care to community members.  
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FIGURE 20: LACK OF SERVICES AS PERCEIVED BY KZN FARM COMMUNITY RESIDENTS  

 

Health care and access was considered a challenging factor pertinent to PWA by 
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physical condition whereby the hair, skin and eyes of individuals are affected by limited 

or absent melanin production. PWA are highly susceptible to skin cancer and eye 

problems and thus are in need of health care services as well as consistent vigilance 

to sun exposure and protection, such as the wearing of sunscreen, sunglasses and 

hats (Phatoli et al, 2015: 106). 

Findings were encouraging with regards to sunscreen access with 68% of learners 

from Athlone School for the Blind (STUDY 16) confirming that they had access to free 

sunscreen. However, access to healthcare and knowledge was found to be 

problematic. 

 

With regards to learner with albinism in STUDY 16, only 4% of learners with albinism 

had medical aid, 7% had received services from a doctor at a clinic, 7% had received 

dental care, and 36% had received eye tests. It is possible that the lack of medical aid 

is the cause of learners with albinism not having received more expensive medical 

services, such as eye tests and visits to the doctor (refer to figure 21). This is further 

suggested in the findings that the use of nurses at clinics is the most common form of 

medical attention received, with 50% of learners with albinism acknowledging they had 

received such services (refer to figure 21). 
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FIGURE 21: MEDICAL SERVICES RECEIVED BY PWA AT ATHLONE SCHOOL FOR THE BLIND 

 

A lack of knowledge regarding albinism within medical institutes was also found. The 

30 women (STUDY G) questioned called for educational awareness to be 
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government departments and medical institutions regarding albinism as ‘disgusting’. 
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FIGURE 22: COMMON SOURCES OF INFORMATION USED BY PWA AT ATHLONE SCHOOL FOR THE BLIND 
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Knowledge, and its effective distribution in all sectors of society is of paramount 

importance in ensuring an improvement in the lives of PWA’s. 
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facilities, including spaces to learn skills and trades (i.e. plumbing, welding, building, 

electrician, carpentry) is problematic for youth in Tonga. A lack of educational facilities 

was also observed in the community of Northam (STUDY M). There are no early 

childhood development centres or skills development providers within the KZN farm 

community (STUDY K) even though this was not acknowledged by residents (refer to 

figure 20).  

Similar to the school findings as discussed previously, not all communities have 

access to libraries and computers. The NTUND Youth Centre (STUDY J) noted that 

there is no community library, internet cafe or communication centre in Tonga. A lack 

of access to technology was also noted in both the Northam community (STUDY M) 

and the KZN farm community (STUDY K).  

Recreational and sports facilities are also often lacking within communities. As 

discussed in the school findings, some schools do not offer extramural activities and 

some students acknowledged that they do not partake in extramural activities. This 

could be the result of a lack of options within the community. The NTUND Youth Centre 

(STUDY J), substance abuse users from Ekangala (STUDY E) and observers of the 

Luphisi (STUDY H) and Northam community (STUDY M) all confirmed that there is a 

lack of recreational centres.  

All of the residents of the KZN farm community (STUDY K) questioned (88%, 12% did 

not answer) stated that there are insufficient recreational facilities for youth in the 

community. When asked if they would like more recreational facilities, 96% of 

participants answered in the affirmative, the remaining 4% did not provide an answer. 

Ideas suggested included horse-riding, sport (soccer, netball etc.), crafts and a library, 

whereby almost all participants opted for the development of sport facilities (STUDY 

K).  

A lack of recreational services within communities has been linked to violence and 

crime. Furthermore, limited on no access to computers and technology negatively 

affects academic achievement as was previously discussed (Burton & Leoschut, 2012: 

47-48; Equal Education, 2016:151; Ncontsa & Shumba, 2013:9).  
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Overall findings show a lack of basic essential services in various communities, 

including electricity, water, waste sanitation, healthcare. Furthermore, educational and 

recreational faculties are also limited.  

DISCUSSION AND CONCLUSION 

The findings show correlations between findings related to learners from mainstream 

schools and schools that cater to PWA. Furthermore, similarities were also found 

within the community context. Links will be henceforth be expounded on. 

The above findings provide that common factors that are challenging to learners in 

mainstream schools include substance abuse, bullying, peer pressure and teenage 

pregnancy. Learners with albinism especially experienced bullying due to 

stigmatisation as a result of myths, however less so within schools especially catering 

to children with disabilities. Learners identifying as part of the LGBTQI+ community 

also faced bullying as a result of their sexuality. Youth who participated in the 

‘Positively Cool’ diversion programme named substance abuse and peer pressure as 

crime risk factors. 

Emotionally, a fair number of mainstream learners experienced depression, sadness, 

anger and emotions they find difficult to control. Most youth felt they wanted support 

or knowledge of where to find support, especially with regards to their interpersonal 

relationships. Learners with albinism also experienced emotional issues, namely 

shame, despair and hopelessness, and at times self-isolated due to their negative 

experiences with albinism. Comparably youth who participated in the ‘Positively Cool’ 

diversion programme noted emotional and interpersonal issues which was partly 

causative of their misbehaviour.  

Community mirrored the school environment with violence being commonplace, 

psychological issues related to discrimination usual, as well as the use of substance 

abuse. Stigmatisation as a result of myths and subsequent abuse was highlighted by 

PWA as common in community. The LGBTQI+ community also noted exclusion and 

discrimination. GBV was especially considered problematic by women with albinism 

as well as in studies with women without albinism and linked to social constructions 

surrounding masculinity.  
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With regards to conflict, findings were divided regarding the commonality of reporting 

issues and follow-up within the school environment. Overall it would appear, though, 

that mainstream learners were not always adequately informed about policy regarding 

conflict. Conflict between learners with albinism and educators was noted by both 

school personnel and learners with albinism, often linked to racism. School policy, 

support and communication regarding the LGBTQI+ community was lacking. The 

need for staff training with regards to conflict resolution and conflict resolution policy 

in all school environments is therefore highlighted, whereby the use of restorative 

justice is encouraged.  

With regards to the reporting of crime in the community, little research focused on this, 

however with regards to GBV, a culture of silence was observed. Furthermore, the use 

of restorative justice was encouraged, as was the need for harsher sentences due to 

the failures of the criminal justice system. In this regard, a mirror of the school 

environment is evident in that clear and implemented policy regarding conflict 

resolution is necessary. 

Findings also showed that mainstream learners required help with some academic 

issues and are open to assistance. Furthermore, many desired to be responsible 

within the school environment and are forward-thinking with regards to their futures 

and careers. Learners with albinism were also found to be forward-thinking, however, 

concerns were expressed with regard to a lack of inclusion, with learners voicing the 

desire to be educated in the same manner as learners in mainstream schools.  

Community findings noted that unemployment is high, with this linked to crime. 

However, similarly to the findings above, it was noted that many community members 

would like to develop skills or educate themselves further in an attempt to better their 

career prospects. Thus, showing that overall people are generally forward-thinking and 

open to learning. 

With regards to school offerings, the need for extramurals was highlighted by both 

mainstream leaners and those with albinism, and a lack thereof was named as a crime 

risk factor by diverted youth. Furthermore, a lack of educational resources, libraries 

and IT facilities was apparent. A lack of computer ability with regards to learners, and 

less so teachers was forwarded, and in this regard the necessity for computer access 
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and availability within school environments was promoted.  It was identified that 

learners often do have access to smartphones, and that in this regard, their use in 

education should be explored. 

Reflectively, there was a lack of recreational, developmental and educational facilities 

available within community environments as well. The link of this to crime was 

highlighted.  

Poverty within the community was also found to be high, with the evidential lack of 

basic services, especially water, electricity and waste sanitation. Poverty is also linked 

to criminality. Additionally, the need for affordable and varied healthcare services was 

discussed, especially with regards to PWA who are sensitive to the sun. Positively 

school findings showed the availability of free sunscreen, however research of this is 

necessary within broader society. 

Conclusively, the research identified the following issues that are challenging to both 

the school and community environment in some form: crime and violence, 

discrimination, substance abuse, emotional issues and interpersonal issues, conflict 

resolution policy issues, need, desire and lack of educational assistance, career 

guidance and skills development, and a lack of basic services and educational, 

recreational and sports facilities. Recommendations and potential interventions in 

response to the identified challenges will be discussed in Part three.  
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PART THREE 

RECOMMENDATIONS AND CONCLUSIONS 

 – SOCIAL COHESION AS A WAY FORWARD 

 

The above discussion foundations the idea that the development of a safe 

environment is reliant on a socially cohesive response inclusive of multiple 

stakeholders and sectors. In this regard issues that are challenging in both the school 

and community sector should be addressed by various relevant stakeholders, such as 

those directly involved in the specific sector, government stakeholders, corporates, 

NGOs, CBOs, religious institutions and so forth.  

It is recommended that issues be addressed in a two-fold manner, firstly with the 

implementation of intervention, support and awareness, and secondly whereby 

infrastructure, facility and resource limitations are addressed. Suggestions in both 

regards, as well as framework which can be used to provide socially cohesive 

assessment within other communities will therefore be provided hereafter. 

RECOMMENDATIONS FOR INTERVENTION, SUPPORT AND AWARENESS 

Suitable Khulisa programmes and other recommendations regarding intervention, 

support and awareness pertinent to each identified issue will be discussed and should 

be implemented through cooperation and involvement of various stakeholders and 

sectors. Khulisa offers various intervention, support and awareness programmes as 

presented in the hereafter table.  

TABLE 8: KHULISA PROGRAMMES 

PROGRAMME DESCRIPTION 

YOUTH PROGRAMMES 

The Buddy/Bullying programme:  Addresses deviant behaviour by addressing the challenges 
that both children who are being bullied and bullies face. 
Includes Peer School Mediation. 

Silence the Violence:  

 

Shows how violence is ingrained in our culture and belief 
systems and is reflected in many of our daily interactions. 
Participants learn practical ways to minimise violent 
behaviour (for boys and men). 
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People Puppet Programme: Developed specifically for primary school children to voice 
emotions, deal with violent pasts and restore themselves in 
the community through the projective technique of puppet-
making and performing. 

Dare to Dream: A resilience building programme that provides young people 
with a foundation that assists them to escape from a life of 
poverty and crime through skills provided in adjustment to 
adversity, based on Michael Ungar’s “social ecology of 
resilience theory”. 

Dandelion: A programme focused on peer education. The credibility that 
young people can develop with their peers is drawn upon, 
and the programme leverages the power of role modelling 
and provides flexibility in meeting the diverse needs of 
today’s youth. 

Recycling: Khulisa, in collaboration with local municipalities and other 
entities, provides education to school learners on creating 
income generating opportunities through environmental 
knowledge and action. 

Thrive! Assists young learners at school identify their best career 
options, be equipped with skills to achieve their goals and 
be mentored on the journey to ensure sustained success. 
The programme targets grade 10-12 learners, starting with 
career guidance at the end of grade 9 or beginning of grade 
10, in order to influence subject choices. The aim is to 
support the learner, and walk their journey with them, from 
grade 10 to 12 

Second Chances: Focuses on substance abuse disorder/the dependency 
process; signs and symptoms; impact on the family; relapse 
prevention.  

HipHop workshops: Youth are given a voice to discuss their personal battles and 
collective responsibilities through the edutainment method 
involving HipHop. 

Positively Cool: Offers healthy alternatives and significant developmental 
opportunities for marginalised, socially excluded and 
traumatised young people. Promotes responsible 
citizenship and role modelling 

Story telling: Assists people to relieve tension and heal emotionally, to 
gain a more positive view of themselves and their life by 
becoming conscious of their qualities and strengths. (Can be 
adapted to children and adults) 

Journaling: A ‘storytelling to myself’ programme, a discovery trip helping 
to deal with personal challenges. (Can be adapted to 
children and adults) 

ADULT PROGRAMMES 

“Time to Learn”: Empowers school counsellors and educators in 
understanding and effectively addressing bullying and 
deviant behaviour within a school setting. 

Tug of War: Educators and parents are empowered with the necessary 
skills to manage the challenges that children are facing 
including active listening / “I” message, conflict 
management, and value collisions. 
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The ‘My Journey’ A life skill, job readiness and work value programme which 
includes training regarding the development of a CV and job 
interview skills. 

Silence the Violence: The programme shows how violence is ingrained in our 
culture and belief systems and is reflected in many of our 
daily interactions. Participants learn practical ways to 
minimise violent behaviour (for boys and men) 

SHINE Treatment and Prevention 
Programme: 

Assists trauma survivors to fashion narratives together, 
through storytelling that respect the horror of trauma while 
at the same time opening up areas of change and 
development.   Provides skills to those graduates 
demonstrating willingness to become peer educators 
working with victims of crime, on an ongoing basis 

NPO & small and medium 
business (SMME) Capacity 
Building: 

Conducted in groups of SMME/NPO’s – interventions 
provided against needs identified from a multi-dimensional 
perspective often aligned to corporate volunteer/outreach 
programmes alongside accredited training in skills 
development including mentoring component. 

BB2SE (Building Blocks to Social 
Enterprise): 

Post matriculates programme to facilitate social 
entrepreneurs in developing their own sustainable social 
enterprises (in the process of being accredited) 

“Green” Projects: Recycling: working in collaboration with local municipalities 
and other entities, upskilling community members to benefit 
from multifaceted aspects of recycling, ranging from 
education of school learners creating income generating 
opportunities through environmental knowledge and action. 

Go Green Programme: this programme provides 
participants with a code of life values and social skills 
through engaging with their family and community members 
via a number of environmental projects. 

Streetscapes: Intervention with street people involving an integrated 
process that seeks to test the efficacy of multiple life skills 
development, restorative justice and job creation 
programmes, to assist people living on the streets move 
towards independent living. 

Job Placement: Through various corporates Khulisa has placed hundreds of 
young people with internship employment opportunities 
within various retail supply chains. 

My Journey: A life skill, job readiness and work value programme, 
including development of CV and job interview skills. 

Changing Lanes: 5-Day training programme specific to enhancing skills in job 
readiness, customer relationships and workplace etiquette. 

Make it Better / Ubuntu Clubs: Make it Better is a 12-month process that establishes 
independent, self-financing groups of social entrepreneurs, 
focusing on effecting large-scale community change. It was 
recently joined with Ubuntu Clubs whereby changed youth 
provide integrated opportunities for community development 
amongst beneficiary audiences, with structured outreach 
activities through leadership and measurable giving back. 
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Second Chances: Focuses on substance abuse disorder/the dependency 
process; signs and symptoms; impact on the family; relapse 
prevention. 

National Mentorship Movement: Due to belief in the power of mentorship, Khulisa works with 
National Mentorship Movement (NMM), an NGO which 
mobilises volunteer mentors who are willing and able to give 
back, and matches them with those who could benefit from 
their skills and experience, thus impacting both of them. This 
partnership has collaborated on programmes in Kliptown 
and Tembisa for which mentors were mobilised from the 
consulting organisation IQbusiness and managed over a 
period of a year 

RESTORATIVE JUSTICE PROGRAMMES 

Ubuntu clubs: Victim/offender mediation, peace-making circles and victim 
impact panels facilitated by trained out-of-school youth 
leaders, developed specifically for school going children. 

Dialogue circles Dialogue between parents and children in order to promote 
an understanding of domestic conflict, promote peace in the 
household and tackle challenges which may be the causal 
factor of conflict between parents and siblings. 

School-Based Restorative Justice 
/ Peace-making 

Provided by either youth workers or trained in-school peer 
mediators. Skills provided include mediation, peace-making 
circles and impact circles. 

Victim Offender Mediation (VOM) / 
Dialogue Programme: 

Cases of serious violence are handled, generally in custodial 
situations, also implemented or continued following release.  
Victims, offenders, families and community members are 
invited to VOM sessions in order to explore their needs on 
how to repair the harm 

Victim Impact Panels: A mediator/facilitator convenes group sessions when either 
a victim or offender is not found or is unwilling to participate 
in an encounter with the other party. The process is useful 
for victims to unload bad experiences and for offenders to 
realise the impact of their actions in a safe environment. 

Community Dialogue Circles: A space where community can gather and discuss creating 
and improving physical and social environments, expanding 
the community resources that enable people to support each 
other in performing all the functions of life and developing 
themselves to their maximum potential. 

Justice and Reconciliation 

Programme (JARP):  

A pre-trial diversion from prosecution programme whereby 
cases deemed appropriate by prosecutors are handed to 
Khulisa mediators.  Victims and offenders and their 
supporters face each other in a semi structured environment 
with a neutral third party assisting them to arrive at their own 
solutions on how the wrong should be resolved. When 
agreements are complied with, the prosecutor drops the 
case 
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Recommendations for school-specific sector challenges identified 

Within the school environment bullying, teenage pregnancy, and the need for 

emotional support, conflict resolution policy, academic support and career guidance 

was found. It is to be noted that all recommendations should be implemented 

according to the specific circumstances of the specific school (i.e. schools that cater 

to learners with albinism or other disabilities should consider this with regards to policy, 

support services and so forth). 

Bullying 

Bullying was considered problematic by mainstream schools, as well as those that 

accommodate learners with albinism. Furthermore, learners with albinism are 

especially bullied as a result of the effects of albinism, and members of the LGBTQI+ 

community also face discrimination and bullying due to their sexuality. Pretorius 

(2020a), in specific reference to learners with Albinism yet pertinent to all, 

communicated that a holistic targeted approach is required, and in this regard, noted 

that various Khulisa’s programmes lend themselves to support personal healing and 

social inclusion in their eco-system.  

Available Khulisa solutions include restorative justice options to manage conflict 

resolution, including ubuntu clubs and school-based restorative justice / peace-making 

options (refer to table 8). Specific programmes aimed at bullying and violence are also 

offered by Khulisa including the Time to Learn educator programme, the 

Buddy/Bullying programme, the Positively Cool programme and the Silence the 

Violence programme (refer to table 8). In addition, storytelling and journaling could 

assist youth to heal emotionally and express their emotions (refer to table 8). 

It is recommended that schools have a bullying policy that is suitable to their specific 

environment and consistently implemented and evaluated. Educators and learners 

should be informed regarding the school bullying policy, whereby it is communicated 

that bullying is unacceptable, as well as where information is given regarding how to 

report incidences, response procedures, as well as options available to seek help. 
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Educators, learners and parents should furthermore be involved in anti-bullying efforts, 

with learners taking the lead.  

Lastly, psycho-educational programmes focused on various communities that face 

discrimination resultant in bullying (PWA, LGBTQI+ and so forth) need to be created 

to not only educate youth in these communities but also their peers, family and 

educators. These programmes should be offered to all schools in South Africa as is 

necessary. With regards to LGBTQI+, all schools in South Africa should be included. 

Teenage pregnancy 

Learners expressed concern regarding teenage pregnancy, which is detrimental to the 

future aspirations as well as general health of young girls. In this regard education on 

sexuality is crucial, and the social constructions of masculinity (i.e. dating myths as 

discussed in Part one) should be addressed. 

An innovative awareness programme focused on general sexual health, safe sex 

practices and HIV, STD’s and pregnancy that is flexible to different age groups is 

necessary to implement in schools. Further focus should be placed on the rights and 

responsibilities of girls and boys with regards to their sexuality, as well as discussions 

surrounding gender discrimination, dating and sexual etiquette and the concept of 

consent.  

Schools play an important role in this regard and should ensure that the school 

environment and policy promote gender equality, discourage unhealthy gender 

stereotypes, as well as provide information regarding support available for learners 

regarding sexuality, sexual health, pregnancy as well as sexual abuse. This 

information should be communicated and available to staff and learners.  

Emotional support 

Learners expressed the need for emotional support, as well as knowledge regarding 

where emotional support is available. The People Puppet Programme, the Dare to 

Dream resilience building programme, Journaling and Storytelling are options from 

Khulisa that could assist in this regard (refer to table 8). 
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Furthermore, schools should have services available, or knowledge of services 

available, for learners who are in need of emotional support. Ideally all schools should 

have an onsite counsellor, however, this is not always financially viable. Free support 

services (counselling, suicide intervention) are available through organisations such 

as Childline and the South African Depression and Anxiety Group (SADAG). Various 

NGO, NPO and religious institutions for different provinces offer services to the public. 

Schools should have knowledge of the available resources within their communities 

and this information should be communicated and available to learners.  

In specific, learners expressed the need for support regarding their interpersonal 

relationships with peers and family. Peer pressure was also considered a challenge 

that needs to be addressed. In this regard learners should be taught healthy 

interpersonal skills, as well as instilled with confidence to stand up against peers. 

Furthermore, healthy conflict resolution ability, is necessary. In this regard restorative 

justice programmes, as those offered by Khulisa as well as the Khulisa Dandelion 

programme is suggested (refer to table 8). 

Support for learners who form part of often marginalised groups should especially be 

considered as they face internal and external pressure and distress. With regards to 

LGBTQI+ learners, teachers should be willing and available to support students, and 

support groups should be created for LGBTQI+ youth in their respective communities. 

Furthermore, as children model the behaviour of significant individuals in their lives, 

such as parents and caregivers, parent training is also recommended, whereby 

restorative conflict resolution skills can be imparted. In addition to their restorative 

justice programmes, Khulisa offers the Tug of War programme aimed at parental 

guidance (refer to table 8). 

Conflict resolution policy 

As is proposed by the NSSF (see Part one), school policy should be developed to 

provide for a safe school environment. The NSSF states, with reference to school 

policy aimed at safer schools, that it should be annually assessed and if necessary 

revised with consideration for the specific needs and risk factors pertinent to that 

school context. The policy should ensure the safety needs of all persons within the 
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school environment are considered, promote respect, tolerance and cooperation for 

all persons, include incident report and response systems, provide learners with a 

voice to address violence and should be communicated to all school staff and learners. 

Community stakeholders who have a role to play should be engaged with and 

restorative justice should be encouraged.  

The NSSF does not provide detailed implementation rules but rather a flexible 

guidance manual to assist schools, and therefore the school is required to determine 

the specifics of their policy. In this regard, consideration of the above discussed issues 

and recommendations, and their relevance to the school context should be 

considered, as well as other challenges that are specific to different contexts.  

Khulisa and the NSSF recommend a restorative justice approach with regards to 

conflict resolution, which focuses on restoring relationships, accountability, dialogue 

and healing rather than punishment. Khulisa offers various restorative options, such 

as Ubuntu clubs and peace-making options in schools, which could be implemented 

as the dominant conflict resolution procedure (refer to table 8). 

Academic and career support 

Findings highlighted that youth could use some assistance with regard to their 

academic performance. In this regard, it is proposed that youth be provided with 

mentorship opportunities (mentors could include volunteers, unemployed graduates, 

corporates and so forth) who will work with them after school hours, during the school 

holidays and on weekends in order to assist them with subjects they find challenging. 

Furthermore, academic support programmes during school holidays could be 

implemented, where focus is placed on specific subjects with which learners generally 

have difficultly.  

Schools should furthermore encourage teachers to implement extra lessons for 

subjects that are generally considered challenging. Learners should have access to 

academic resources that could improve their performance, such as libraries, study 

guides and computers, and should be taught computer skills, safety and etiquette. 

Teachers should be afforded the opportunity to upskill their teaching abilities, as well 

as keep up to date with school curricula through training and workshops.  
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Findings further highlighted that students were forward-looking and requested career 

guidance. In this regard schools should implement and encourage entrepreneur days, 

school activities focused on career investigation, career expos and opportunities for 

universities and corporates to address learners on career and study options. Learners 

should additionally have access to computers and be encouraged and taught to 

research potential careers and the necessary qualifications they require. Khulisa has 

available multiple programmes to offer learners seeking career guidance, namely the 

‘My Journey’ programme which could be offered to matrics, recycling education, and 

Thrive! (refer to table 8).  

In light of the COVID 19 pandemics prohibition of school attendance, students should 

be encouraged to continue their studies at home and advised to make use of various 

educational television shows, internet videos and so forth available. Furthermore, 

WhatsApp study groups should be formed with peers. Social workers should provide 

time management and planning guidance to students and parents encouraged to 

assist children with studying. Counselling should also be provided to assist where 

appropriate. The above recommendations are especially paramount for learners with 

Albinism who are experiencing similar yet amplified as a result of their school 

environment insecurity with regards to education and future aspirations to mainstream 

learners. 

Recommendations for community-specific sector challenges identified 

The two main community specific challenges highlighted within the research included 

GBV and unemployment / skills development. Recommendations regarding solution 

for these issues are hereafter presented. 

Gender-based violence (GBV) 

The challenge of GBV is especially predominant within the South African society. From 

the literature and the findings, it is clear that social constructions surrounding 

masculinity play a role in the promotion of violence against women. Furthermore, 

stigmatisation of PWA is causative of women with albinism experiencing abuse as a 

result of the illness in addition to gender. There are various NGO, NPO, CBO and 

religious institutions that offer sheltering and emotional support services to victims of 
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GBV. Legislature also provides for the protection of women who have experienced 

violence. In this regard, education and awareness campaigns within, whereby women 

are well-informed with regards to their rights as well as the support services available 

to them within the criminal justice system as well as civil society (schools and 

community) are recommended.  

As discussed, Khulisa considers restorative justice effective in addressing conflict and 

in this regard the Justice and Reconciliation Programme (JARP), Victim Offender 

Mediation (VOM) / Dialogue Programmes and Victim Impact Panels are recommended 

to assist with conflict resolution related to GBV (refer to table 8). 

It is also important to note that findings highlighted that men are also at times victims 

of domestic violence, and thus awareness and intervention in this regard is also 

necessary. Furthermore, discussions in society are necessary in order to change 

harmful mind-sets and values of society that promote GBV, as well as to provide 

healing. Khulisa plays a role in educating through the implementation of Silence the 

Violence and the SHINE Treatment and Prevention Programme, as well as allows for 

discussion through storytelling and journaling (refer to table 8). 

Additionally, support groups for both men and women who are victimised should be 

developed within society. Meetings should take place in a neutral place, and support 

persons could include survivors of abuse who can identify with the community within 

which the support group is situated. In addition, an online platform on which victims 

may find support is further suggested, especially with consideration for the current 

limitations to freedom experienced due to the COVID 19 pandemic.  

Unemployment / lack of skills 

The research identified that unemployment is high, as well as that there is a general 

lack of skills and education. In this regard it is necessary to ensure opportunities are 

available and affordable for community members to upskill. Interventions that would 

be most effective are those that consider the community context (i.e. teach farming in 

rural communities, trades in more urban areas and so forth).  
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Upskilling could involve mentorship opportunities and could be done in conjunction 

with corporates, educational facilities, unemployed graduates, and so forth. Khulisa 

has focused numerous implementations on assisting with this issue, viz.  NPO & small 

and medium business (SMME) Capacity Building, BB2SE (Building Blocks to Social 

Enterprise), “Green” Projects, Streetscapes, Job Placement, My Journey, Changing 

Lanes and Make it Better / Ubuntu Clubs which are described in table 8.  

Recommendations for challenges relevant in school and community sectors 

Substance abuse was considered problematic in both the school and community 

environment. Additionally, it became apparent that awareness and education 

regarding PWA is necessary in society in general. Recommendations regarding 

intervention, support and awareness surrounding these issues are as follows. 

Substance abuse 

The intake of alcohol is prohibited by law for persons under the age of 18 in South 

Africa, however, it was found to be problematic within both the school and community 

environment. Substance abuse is problematic with regards to crime and violence and 

familial conflict.  

Organisations are available to intervene with substance abusers in South Africa, such 

as the South African National Council of Alcoholism and drug Dependences (SANCA), 

Alcoholics Anonymous (AA) and Narcotics Anonymous (NA). Information of these 

organisations should be widely communicated in all sectors, including schools, 

corporates and so forth. Within the school environment education on the negative 

effects of substance addiction should be provided to children, with available support 

providers included. Khulisa furthermore provides a diversion programme which could 

be adapted for implementation in other sectors, such as schools (for learners and 

parents) named Second Chances (refer to table 8). 

As substance abuse often causes dysfunction within family, restorative justice should 

be implemented in order to assist families to communicate regarding issues of 

substance abuse within the family, the harm it has caused, as well as potential 
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solutions. Khulisa in this regard offers various options such as mediation, peace-

making circles, and dialogue circles (refer to table 8). 

Education and awareness about PWA 

Findings presented that various sectors, such as government and medical, are 

unaware about PWA, and that often myths surrounding the disease have resulted in 

violence and discrimination against PWA in various sectors including school, 

community and home. Thus, the necessity for education and awareness as well as 

advocacy regarding the rights of PWA is essential. In this respect it is necessary to 

implement awareness campaigns within all sectors of society, including government, 

criminal justice, medical, education, corporate, and general sectors whereby the 

conditions of albinism and its accompanying struggles are communicated (i.e. 

sensitivity to sunshine). Furthermore, myths surrounding the condition of albinism 

should be debunked and discrimination of PWA discouraged within all sectors.  

As learners communicated that it is common for them to use and own smartphones 

whereby, they access and are commonly present on social media platforms, 

awareness and education campaigns using these platforms are encouraged. 

Additionally, platforms whereby PWA can communicate their struggles, as well as 

solutions for their specific needs should be developed, and in this regard the Khulisa 

HipHop workshops and Community Dialogue Circles are suitable (refer to table 8). 

In addition, learners with albinism further communicated their desire to be taught the 

same subjects as children in mainstream schools. Although it became apparent that 

learners with albinism could attend mainstream schools  if schools were 

knowledgeable regarding their struggles (unless suffering severe sight issues), it was 

also highlighted that specialised schools for learners with albinism aim to provide 

safety for learners more so than specialised education and equipment. Therefore, it is 

necessary for advocacy to commence regarding the inclusion of mainstream curricula 

in specialised schools as well as equal access to opportunity for learners with albinism. 

Although it would be ideal to include PWA within mainstream schools, until myths are 

debunked and stigmatisation against PWA ends, learners with albinism are potentially 

safer in specialised school, thus further illuminating the necessity for awareness and 

education within all sectors regarding albinism. 
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Mentorship 

Khulisa has a formed partnership with The National Mentorship Movement (NMM). 

Mentorship has proven effective as is communicated by CEO and co-founder of NMM, 

Dave Wilson (2020): 

“We have come to realise that the power of mentorship is often the 

difference between success and failure in all spheres of life.  International 

research indicates that People with a mentor are twice as likely than those 

without to aspire to go to and to pass university and to play leadership roles 

in society, and businesses whose leaders are mentored are twice as likely 

to survive longer than five years, and to grow and employ more people than 

those without mentorship. The National Mentorship Movement specialises 

in designing appropriate mentorship interventions relevant to the 

circumstances, and the mobilises the appropriate volunteer mentors, 

onboards the mentors and mentees, launches the programme and 

manages the resulting relationships. They are currently supporting 

programmes for learners, students, unemployed youths and entrepreneurs 

and the results bear out the research – mentorship works.” 

RECOMMENDATIONS REGARDING INFRASTRUCTURE, FACILITIES AND 

RESOURCES 

The second component promoting socially cohesive safety is adequate infrastructure, 

facilities and resources both within the school environment and the community 

environment. Findings provided information on what infrastructure, facilities and 

resources are required to contribute to a safe environment.  

In addition to the school building (classes, offices, school hall etc.), it is necessary for 

schools to ensure basic services and infrastructure is adequately working for schools 

to provide quality education. This includes consistent electricity and water supply and 

sufficient and maintained toilet and water sanitation facilities. Schools should also 

ensure basic healthcare facilities are available, such as first aid kits, trained first aid 

responders, and appropriate supply of water, sunscreen and other health necessities. 
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The security of a school, such as fences, alarms and security guards, should also be 

adequate according to the context and needs of the school. 

Additionally, schools should provide facilities to advance academic performance, such 

as libraries, IT centres (with available computers and internet access), science labs 

and so forth. Recreational (i.e. swimming pools, chess boards, jungle gyms and so 

forth) and sports facilities (i.e. fields, goal posts, nets and so forth) are also 

encouraged, whereby extramural activities can be offered to children.  

Communities should also have access to academic, recreational and sports facilities. 

In addition, the community environment should also have equal and adequate supply 

of basic services, yet on a broader scale, including water, electricity, waste sanitation 

and disposal, road infrastructure, housing and so forth. Healthcare services, including 

general and specialist, should be affordably available to all persons. Communities 

should have access to various educational facilities whereby qualifications can be 

gained, and skills developed (primary and secondary schools, tertiary education 

facilities, early childhood development centres (ECD) and adult basic education and 

training centres (ABET) and so forth). 

As some facilities are needed in both environments, and with consideration for the 

poverty prevalent within South Africa, it is proposed that some facilities can be jointly 

shared by both the school and community (see figure 23). In addition to providing for 

the needs of community, this could further serve to develop a sense of ownership of 

school to community and community to school resulting in both protecting and 

promoting the interests of each other thus creating a safe environment.  

FIGURE 23: A REPRESENTATION OF THE FACILITIES AND INFRASTRUCTURE THAT COULD BE 

JOINTLY SHARED BETWEEN COMMUNITY AND SCHOOL SECTORS 
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With awareness of the above findings, that school and community facilities can be 

shared, Khulisa has developed the Edu-Eco village approach in an attempt to 

empower communities in using the resources they have to mitigate socio-economic 

issues. With further consciousness of the global environmental crisis, Khulisa also 

incorporates measures aimed at fostering environmental sustainability. The intended 

result is a community equipped to sustain a healthy social and economic environment 

characterised by growth, peace and healthy eco-systems.  

 

A participatory learning and action approach is followed to assess the needs of 

community whereby Khulisa capacitates community members to take part in action 

research (often through transect walks) and become agents of system-wide 

transformation under the auspices and guidance of Khulisa and/or their suitably 

qualified associates. As such Khulisa has undertaken geographic eco-system projects 

in Mapetla, Kliptown, Northam and Kliptown. Case studies of Mapetla and Northam 

will be presented to provide a visual of the proposed recommendations. 

 

Izwi Lethemba Creche project 

 

In collaboration with Investec, Khulisa has 

been involved in the development of the 

Izwi Lethemba Creche in Mapetla, 

Soweto, which was granted a 99-year 

lease of land suitable for various 

developments (see figure 24). The overall 

aim is to provide young children with a 

sustainable future by creating a space that 

incorporates enterprise, education, 

community service and agriculture. 

FIGURE 24: IZWI LETHEMBA CRECHE SITE 

 

 

The design includes various elements such as required in figure 23, viz. a crèche, day-

care facilities (for all aged children), winter and summer school (for primary and high 

school), skills development, career advice centre, social club for women and girls, 

proper kitchen and food storage, functional bathroom facilities, basic medical help, 
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administration block, teacher’s lounge, IT support and training, small library, 

community hall (can be used for social events, community issues, to generate income 

and so forth), in-house staff training, and outside activity area for children to play safely 

(refer to figure 25).  

 

Furthermore, the design speaks to environmental sustainability as educational 

facilities are designed on a modular footprint, and the community hall, kitchen and 

cafeteria has also been designed with refurbished containers, thus all facilities can be 

scaled bigger or smaller with very little effort. Vegetable gardens are also part of the 

design whereby community can be trained in gardening, fed, or provided with a means 

of income through sale of produce. In addition, the creche is able to function off the 

grid due to the use of solar panels and Jo Jo tanks and recycling bins and programs 

are included in the design. 

FIGURE 25: PROPOSED PLAN FOR IZWI LETHEMBA CRECHE 

Northam Eco Community Project 

After the completion of a transect walk to determine the needs of the community, an 

Edu-Eco concept design was developed. Due to COVID 19 pandemic, this project is 

currently on hold. The needs identified pertained to a lack of economic vitality (no 

opportunities or lifelong learning programmes, skills shortages, high school dropouts 
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and poverty) as well as infrastructure shortages (no educational or recreational 

facilities and IT, pollution, limited water and sanitation). In addition, health related 

issues (teenage pregnancy, women and child abuse, HIV/AIDS, drug abuse and 

emotional well-being), and challenging socio-political and cultural dynamics were 

identified.  

A plan to alleviate these issues was developed which includes an industrial park with 

various trade-work facilities, gardens and parks, training centres, a fresh produce 

market, agricultural areas, a community centre, a clinic and municipality, educational 

facilities and enterprise and retail areas (refer to figure 26). Environmental 

sustainability is accounted for through the incorporation of hydroponic tunnels where 

gardening and training can take place, as well as through agricultural care such as 

permaculture and crop rotation. Recycling, the use of second-hand shipping 

containers for building, solar panels and rainwater tanks are also included. 

FIGURE 26: PROPOSED NORTHAM LOCATION AREA PLAN  

Overall, it is suggested, that a combination of intervention, support and awareness, 

and the development of adequate infrastructure, facilities and resources suitable to 

the specific needs of individual communities is needed to create safe environments. 
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Hereafter an approach whereby community needs can be assessed with community 

involvement is forwarded. 

COMMUNITY OF OPPORTUNITY FRAMEWORK 

The above findings provide insight into challenges that are prominent in different 

schools and communities, as well as recommendations to respond to these challenges 

in an attempt to create safe environments. However, it is necessary for every 

community to be considered on its own merit, and issues within that community to be 

addressed so that violence within all its sectors can be combatted. As such the Khulisa 

proposes the Community of Opportunity Framework. 

It was observed that community development initiatives often fail as they respond to 

challenges in communities with solutions created without community engagement and 

inclusion (Pretorius, 2020: 2). Thus, the Community of Opportunity Framework was 

developed. It aims to create ‘Communities of Opportunity’ characterised by a culture of 

interconnectedness, whereby all community members, regardless of age, gender, 

ability, sexual orientation and/or race thrive in a safe, healthy, economically sustainable 

environment (Pretorius, 2020: 2).  

The ‘Communities of Opportunity’ implementation plan consists of various stages that 

will be followed at all identified sites (Pretorius, 2020: 6-7). The first step is the 

development of an implementation plan which involves the following tasks: 

• A participatory environmental scan of the community to identify causal factors 

of social disintegration and poor economic growth 

• The establishment of structures that are inclusive of community members who 

have moved away in search of greater opportunity, and as such can provide 

the community with inspiration, wealth and knowledge (alumni forum) 

• The creation of a ‘champions of change’ team 

• The selection of socio-economic development programmes /activities (offered 

by Khulisa Social Solutions) 

• Costing relevant to the implementation plan (Pretorius, 2020: 6-7).  
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Following this, local resources (skills, mentors, facilitators, entrepreneurs, suppliers, 

service providers, and funding from CBOs, NGOs, local businesses and the 

municipality) as well as external resources (skills, mentors, facilitators, entrepreneurs, 

suppliers, service providers and funding from the district municipality, provincial and 

national government departments and agencies, NGOs, corporate sector, investors, 

international development agencies) will be mobilised. Projects will then be 

implemented, evaluated and reported on (Pretorius, 2020: 6-7).  

CONCLUSION 

In a speech given just prior the first democratic election, Nelson Mandela said the 

following “I have travelled the length and breadth of this country, met people, spoken 

to children, the aged, everyone I could touch or see. Everyone seeks peace. Everyone 

seeks a better life. Everyone wants to work together” (South African Government, 

2020). Khulisa embarked on a similar research journey, questioning individuals within 

many schools and various communities to discover the challenges they are faced with 

that are often the cause of unsafe environments.  

It was discovered that schools do not exist in isolation from community and therefore, 

socio-economic risk factors associated with a lack of safety within environments must 

be tackled through multi-stakeholder and sectorial cohesion. Simply put, we must 

strive for a response that is consistent with the principles of unity and cohesion that 

the South African Constitution is founded on. 

In response, Khulisa thus seeks not only to provide intervention and support for the 

challenges faced within communities and schools, but to provide a holistic response 

whereby opportunities and space are provided to South Africans themselves so that 

they can be supported and equipped to develop a society that is unified, as well as 

safe, healthy and prosperous.  
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