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SIGNPOSTS FOR SAFE SCHOOLS 

LETTER FROM STEVE TSHWETE 

Everyone wants to live in a safe place and all of us know that safe schools are essential cornerstones for safe communities. 

It is inevitable that the people who live and work in any community hold the knowledge and experience required to create and 
sustain it as a safe and secure environment. It is accessing and turning the knowledge into action that is often difficult. Crime and 
violence affect us all, not just those who are directly victimised. Our capacity to deliver essential services and our resilience and 
ability to stay focused on the achievement of our goals often seem to be frozen. To succeed in overcoming this and taking control of 
our collective future, we need signposts that lead us back to our innate ability to contribute to making our schools safe for educators 
and learners alike, and thus to a safe society for all. 

My department and all members of the SAPS will of course continue to provide leadership in crime management, but active partner-
ship is the only key to crime prevention and reduction. I urge that we recognise and urgently act upon the realisation that each one 
of us brings something different and vital to the journey that we have embarked upon. This is an opportunity for all of us to contrib-
ute to drawing a new map – of safe and effective learning environments in which our teachers and learners will achieve their true 
potential.  

THE LATE STEVE TSHWETE 
Minister of Safety & Security 

LETTER FROM KADER ASMAL 

It may seem to some inappropriate for the Department of Education to provide signposts for crime prevention partnerships, and that 
this is a task for the police or the Criminal Justice System. We have however come to realise that issues of safety cannot be 
relegated to one or other department, that we must share responsibility for the security of our communities just as we must share 
responsibility for education with those beyond the formal bounds of my department. No one of us acts in isolation. We cannot 
educate, nor can we contribute to the realisation of a prosperous future for our country, if we attempt to do so without ensuring a 
safe and nurturing environment for educators and learners. We cannot reassure parents that our youth are being equipped to 
participate in the social and economic mainstream if we do not protect them from the risks of victimisation and of becoming offend-
ers. As long as crime and violence threaten our schools, we cannot claim to fulfill our mandate or our promise to the nation. 

I said some time ago that we must provide schools with security measures that help exclude violent elements from our schoolyards. 
We cannot however regard the installation of metal detectors and security guards as satisfying our needs. We must look beyond 
and invest in a time when we will normalise the learning environment as a place of freedom and respect, valued as the nerve centre 
of a safe community. 

This initiative invites the inclusion of all those who believe in this vision. It is dependent on your support and active participation. I 
trust and believe that together we will achieve safe and effective schools throughout South Africa. 

PROFESSOR KADER ASMAL 
Minister of Education 
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INTRODUCTION 

On the 27th of July 1999, Professor Kader Asmal, the Minister of Education, announced his “Tirisano: Call to Action” detailing South 
Africa’s educational priorities and vision for the next five years. This is operationalised through an annually revised “Implementation 
Plan for Tirisano”. The Tirisano statement acknowledges that, “the educational condition of the majority of people in this country 
amounts to a national emergency”. School safety is highlighted as a critical obstacle to learning. 

The depth and breadth of the impact of crime, abuse and violence affects every community. The school community pays a  
considerable cost. Crime creates unnecessary expense related to the maintenance of infrastructure, human resource costs and the 
loss of opportunities. 

Education is directly threatened through the loss of learning and teaching time, through the negative impact on the resilience of 
educators and learners and through damage to property. The safety of schools and the prevention of violence, particularly gender-
based violence, are enormous challenges facing government, schools and communities. In a focused drive to develop environments 
in which the sharing of knowledge is enabled, the “Safe Schools” initiative of the Department of Education aims to free the school 
community from fear, risk of victimisation, and to promote the realisation of the potential of all our youth. Early intervention is seen 
as the most cost-effective and reliable way to support and guide youth to self-fulfillment through education. 

The South African Police Service (SAPS) has formed a partnership with the Department of Education to provide leadership in crime 
and violence reduction and prevention in schools. While the SAPS has responsibility for community safety and the Department of 
Education has responsibility for teaching and learning, the basic principle of this book is that every member of our society has a role 
to play. For some the role is formal and central, for instance in the case of those who work in the criminal justice system or law 
enforcement environments. For others it is more incidental, but equally important, for instance in the case of those who provide 
transport or aftercare for learners, those who are involved in the maintenance of local utilities, or those who engage with learners as 
a part of their social interaction. It is only when we are mobilised as a whole community, with a common understanding of the 
importance of all these roles, that we will achieve the essential objective of a safe and secure school environment. 

Which direction should we take? 

Aimed at educators, learners, school governing bodies, principals, parents and all those involved in crime management, reduction 
and prevention in our communities, this book can guide you in the following direction: 

 If you are struggling with a problem at your school that leads to high levels of violence, conflict or abuse, this book will help you 
to design a school intervention programme that begins to deal with the problem. 

 This book will provide you with information that will make it easier for you to assist victims of violence, crime and abuse. 

 It will help you, as an educator, to take a pro-active role in cases of sexual abuse, giving you information about how to manage 
incidents. 

 It identifies and provides guidelines and signposts for building partnerships with community structures and government  
departments so that the school becomes a leverage point for a safer community. 

 It identifies organisations that can help you, your school and your community when you face particular types of violence. 
Although many of the organisations listed are mainly city based, many of them work at a national level. You should identify  
locally based organisations that can assist you. 

Who should take the journey? 

 School principals; 

 School governing bodies; 

 Educators; 

 Learners; 

 Parents and families; 

 Police members; 

 Health and social services providers; 

 Formal and informal community structures and groups such as religious communities, school safety forums, community police 
forums, transport suppliers, youth clubs, sports clubs, social clubs and adult learning groups. 

How will we get furthest, fastest? 

This book is a resource and provides signposts for you, mapping out potential routes and destinations. The knowledge you gain 
from this book can however, only generate results if you take the first steps. The going may be difficult and tough, but keep at it, 
because the journey will be worth it! 

To make the best of this book, here are some helpful hints: 

 Identify problems or concerns that you face in the classroom or school, and deal with them systematically. Think laterally – our 
suggestions may not apply exactly to your circumstances, use them to stimulate a problem solving approach. 

 Do not be daunted by lack of resources. Do an inventory of the resources you HAVE and work with those to generate more. 
Success breeds success. 

 Encourage an inclusive approach; involve others in identifying and developing projects and work towards a common vision; 
mobilise anyone who is concerned and who can be useful to a project. Remember to involve learners, as they are one of your 
biggest resources in a school! 

 Crime often makes people feel powerless and out of control; offering participation in a project is in itself an opportunity for 
individuals to feel empowered. Don’t make the assumption that there is anyone who has no contribution to offer. 

 Let us know what works – and what doesn’t – in your school. Tell us about the successes and challenges you face. We are 
learning all the time and would like to share ideas with others. 
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Remember 

Every child has the right to an education 

A learner who has been sexually abused or raped has the right to remain at her or his school 

A learner has the right to education allowing him or her to remain at the same school without fear of victimisation 

Section 1: 
THE JOURNEY THROUGH CRIME & VIOLENCE FOR SOUTH AFRICAN YOUTH 

This section outlines the problem of crime and violence in South African schools and gives the general principles for building safe 
schools. 

1.1 Violence and crime among South African youth 

In 1999 the Secretariat for Safety and Security, the Department of Education and the National Youth Commission developed a joint 
Framework Document called “Tirisano – Towards an Intervention Strategy to Address Youth Violence in Schools”. This was an 
attempt to grapple with the provision of an integrated approach to addressing and preventing youth violence in schools. In this 
document the following points were highlighted about violence and children in South Africa.

1
 

 Violence against children and youth in South Africa is high and is usually perpetrated within a child’s familiar environment by 
people they know. (Victims of Crime Survey, 1998; HSRC, 1996). 

 Young people are the perpetrators of a significant portion of violence against young people. Data from the South African Police 
Service Child Protection Unit (1994 – 1995) suggests that young people (under the age of 18) are responsible for approximately 
30% of violence against youth (HSRC, 1997). 

 Cross-sectional school-based data (Flisher, 1993) suggests that schools are sites of violence for young people. Firstly, some 
educators inflict violence on learners. This takes the form of corporal punishment and sexual violence. Secondly, learners inflict 
violence on other learners. This most commonly takes two forms: older boys physically assaulting younger boys and boy  
learners sexually assaulting girl learners (Flisher, 1993). And finally, youth from outside the school (individual children or organ-
ised gang structures) physically and sexually assault both boy and girl learners (in transit both to and from school). 

Broad strategies to intervene in schools violence 

In the same Framework Document, the authors provide an overview of government commitment to dealing with violence in schools: 

 In July 1999 Professor Kader Asmal, Minister of Education, announced nine educational priorities to revitalise South Africa’s 
education and training system. The Minister condemned the unacceptably high levels of violence within schools and stated that 
schools must be reclaimed “as spaces of peace and stability” from those who are violent. 

 The Department of Safety and Security identifies the reduction of youth violence in South African schools as a social crime 
prevention priority, supporting the policy shift toward social crime prevention articulated within the National Crime Prevention 
Strategy (1996). 

 To address this area of national importance, the Minister of Education and the Minister for Safety and Security mandated a joint 
strategy development process to identify a practical intervention framework designed to reduce youth violence in South African 
schools. 

1.2 Crime and violence prevention programme 

A number of youth-oriented prevention strategies, mostly in the United States, have shown that crime prevention programmes in 
schools both help to turn youth away from a life of crime and help to prevent younger children from choosing a path of crime. In 
other words, for younger children (or those not yet involved in crime) crime prevention programmes stop them from becoming 
involved. Youth involved in crime can be turned away from crime through participation in crime prevention programmes. Crisis 
intervention programmes help these youth to turn away from crime. This is the aim of all prevention interventions. 

Crime and violence prevention programmes in schools therefore focus on: 

 Reducing the potential for violence to occur. 

 Protecting the physical safety of learners and educators. 

 Providing safe and healthy environments for learning and development. 

 Providing opportunities for youth to engage in non-violent activities. 

 Building resilience tools (see explanation in next paragraph) in youth so that they are able to choose a non-violent pathway. 

 Reducing risk factors (see explanation in next paragraph) in youth so that they are less likely to become involved in crime or 
violence. 

What are risk factors and how do they relate to crime prevention? 

Research has proven that it is extremely important to identify risk factors early in life; these are factors that make some children 
more likely than others to become involved in crime and violence. Identifying risk factors helps us to address some of the underlying 
causes that push some young people towards crime and violence. The road to violence begins in childhood. Criminologists have 
long known that those who end up being involved in serious crime are most active during their teen years, and that their paths to 
violence almost always begin with serious behavioural problems in early childhood. While many children who exhibit poor conduct 
do correct themselves rather than embark on a life of crime, those who do become serious criminals typically follow well-worn 
pathways towards increasingly serious criminality. 

________________________ 

 
 1 Joint Framework document, “Tirisano: Towards an Intervention Strategy to Address Youth Violence in Schools” Secretariat for Safety and 

Security, Department of Education, National Youth Commission, 1999. 
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What are resilience factors and how do they relate to crime prevention? 

Research has also shown that in addition to key risk factors there are also well-recognised resilience factors. These resilience 
factors are what help young people who are at risk of embarking on violent and criminal behaviour, not to become violent.  
Resilience factors might include things like enjoying family stability, relating to positive role models, living in a supportive community 
and having healthy self-esteem. 

Both these risk and resilience factors need to be recognised and understood in order to develop prevention interventions that target 
building resilience and reducing risk. 

1.3 Safe Schools 

Despite the commitment of government since 1994 to provide resources and improve school conditions, current reports indicate that 
many schools are still not functioning very well. Not only are schools themselves finding it difficult to keep order and control, but the 
delivery of state services in support of schools, learners and educators still has a long way to go to achieve the national vision of 
equality, quality education and justice in schools. 

Schools in South Africa are battling to provide the quality education required for the holistic and healthy development of young 
people. Furthermore, many schools do not offer a nurturing environment to counteract or deal with violence within the community 
and family. 

In November 2000, an amendment was made by the Department of Education to the Employment of Educators Act (No. 76 of 
1998). This amendment requires Provincial Education Departments to dismiss any educator found guilty of having a sexual relation-
ship with a learner, irrespective of the willingness of the learner or the age of the learner. Also the South African Council of Educa-
tors Act 2000 was enacted to ensure that when an educator is dismissed on the basis of sexual abuse of a learner, he or she will be 
deregistered as an educator and may not be appointed by any provider, including private providers, as an educator. 

In terms of the law, a child is defined as a person younger than 18 (Section 1 of the Child Care Act No. 74 of 1983); Section 30 of 
the Constitution of the Republic of South Africa (No. 200 of 1993). In terms of Section 28 of the new Constitution, every child has the 
right to be protected from maltreatment and neglect. 

The following legislation exists in relation to reporting crimes against children: 

 Any person, who examines, treats, attends to, advises, instructs or cares for any child, shall immediately report such ill  
treatment to a police official, commissioner of child welfare or social worker (Section 4 of the Prevention of Family Violence Act 
No. 133 of 1993). 

 The Mental Health Act (No. 18 of 1973) Section 4 gives provision for any person over the age of 18 to give consent for medical 
attention for a child who is emotionally disturbed, if the person has observed behaviour related to emotional disturbance over 
some time and such behaviour poses a danger to the life of the child or other people. 

There are a number of key principles that can be extracted from effective school safety initiatives and interventions: 

Principle 1: Understanding what a safe school is 

A safe school encompasses a programme, or programmes to develop capacity to deal with crime and violence. Educators, school 
governing bodies, learners and the community in which the schools function, develop this programme together. Such a programme 
provides for the safety and security of learners and educators in order to build a learning environment free from violence, intimida-
tion, fear and shaming. 

A safer school strategy needs to include both: 

 Environmental change strategies which would involve increasing the skills base and expertise of educators, making sure there 
are norms for behaviour and procedures at school, and managing classes in a way that contributes to learning and building the 
self-esteem of learners. 

 Individual change strategies which would involve improving inter-personal relationships between members of the school com-
munity, having a procedure for dealing with ‘inappropriate’ behaviour, running programmes that encourage peer support and 
counselling, and providing recreation and enrichment activities as part of the school life. 

Principle 2: Knowing what to look for as indicators of violence, delinquent behaviour and troubled learners AND 
knowing what steps to follow to address the problem. 

It is important to understand and be aware of behavioural changes in children that indicate problems such as drug abuse, gang 
involvement, alcohol abuse and domestic violence. This book gives guidance in observing these behavioural changes in learners, 
knowing how to record what is taking place and how to deal with the problem within the school. 

Principle 3: Developing policies, prevention and response plans to issues of safety and violence 

Although each school will have a different safety plan, these plans and policies should include:  

 A policy on firearms, drugs and alcohol use on school property. 

 The school disciplinary code and strategies for dealing with misconduct. 

 A strategy to deal with truancy, the influence of gangs in schools, and gang violence. 

 A policy and process for dealing with learners who are victims of sexual abuse. 

 Forming a relationship with the local police, emergency services, disaster management, health and social services. 

Principle 4: Building a ‘safety net’ for troubled children: knowing where to get help 

The “safety net” should include: 

 Learner leadership development; 

 Crime prevention programmes; 

 Activities that encourage learners to explore their talents and interests; 
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 Cultural and social awareness and tolerance; 

 Curriculum development; 

 Academic support mechanisms; 

 Dealing with learning problems or barriers. 

Principle 5: Knowing how to handle and respond to crises 

Safe schools are prepared for potential crises and violent acts. In the event of such an incident the handling of crisis situations is 
critical. Educators need to be aware of what steps to follow when violence or abuse occurs. Training in conflict management, 
mediation, and dealing with particular situations, is therefore required. 

Principle 6: Treating the aftermath of violence and trauma 

Talking about and dealing with violence and trauma is an essential element of the process of developing safer schools. This 
involves counsellors and guidance teachers in discussions, activities, and victim empowerment (both victims and witnesses) to deal 
with the trauma. It is also necessary to involve educators. Unfortunately this is the part of the approach to developing safer schools 
that is often neglected. 

Principle 7: Effective school management 

One of the most important factors contributing to safe schools and low levels of violence is good school management. Schools with 
clear norms and expectations, fair procedures, and schools that involve all members of the community (educators, parents, learn-
ers, principals, administrators, community services) are less likely to experience high levels of violence than schools where these 
systems and relationships are not in place. 

The following findings are key to understanding schools as safe places: 

Research suggests that the way in which the school is managed and the extent to which it runs effectively as a place of learning and 
nurturing is directly linked to the level of stability or chaos in the school. 

 Higher morale among educators and learners, and lower levels of disorder, are found in schools where educators, administra-
tion and school governing bodies problem-solve and work together towards an action plan. 

 Less disorder is found in schools where learners know the school rules, where these rules are enforced fairly and consistently, 
and where there are clear reward and recognition systems. 

The provision of school safety requires a multi-sectoral and multi-disciplinary approach. Effective partnerships need to be developed 
within schools, and between schools, communities, law enforcement agents, parents, social services and civil society. The purpose 
of these partnerships is to develop an integrated approach and shared responsibility for the school as part of the community. 

1.4 School-community-government partnerships are key elements in building safe schools 

Violence and crime do not only occur on the school premises. Some of the worst causes of violence for youth lie outside of school – 
in the family, the neighbourhood, and in broader society. For this reason it is very important that any intervention strategy should 
include a community-based mobilisation component. In the same light, to deal with these types of violence and to build a safe 
school, it is vital that the Education Departments and schools work together with other departments: Safety and Security, Social 
Welfare and Development, Sports and Recreation, Health and even Economic Development and Arts and Culture. 

Launching or strengthening police-school partnerships that also include civic leaders, parents and learners can highlight  
interventions already underway, spur interest in more preventative measures, and reduce crime, victimisation and fear. 

The best reason for working together is that all parties share responsibility for the safety of the school and the community it serves. 
Schools and communities interact; the one cannot be safe unless the other is safe. School Management Teams can find out what 
help law enforcement can offer, such as maintaining order and mentoring youth; law enforcement can better understand school 
processes and problems such as disciplinary policies and parental pressures regarding school safety. The police will also be able to 
help by addressing the causes of drug abuse and violence that lie outside the school grounds. 

Partnerships work because: 

 Partners share common goals and objectives in making schools safe and are prepared to work to make these happen. 

 Each partner brings different skills, ideas, resources and experiences. 

 The positive elements of each of these are reinforced and enhanced. 

 One partner can activate what another partner brings and in so doing, make the action effective. 

Partnerships fail when: 

 Expectations are not met. 

 There is a perception that trust has been abused. 

 Communication breaks down. 

 People blame others for problems. 

 One partner claims too much responsibility for success. 

It is important to be aware of these pitfalls and pre-empt them by talking about potential problems and working out ways to deal with 
them. 

What steps should we follow to establish a good partnership? 

 List the key partners (the institutions and their representatives) in building safe schools. Make sure that all their contact details 
are available. 

 Discuss the expectations of each partner and arrive at a common understanding of what the partnership hopes to achieve. 

 Develop a vision and a mission of a safe school that is shared by all partners. 

 Talk about goals and objectives and describe desired outcomes. 
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 List the characteristics, skills and resources that each partner brings to the partnership. 

 Together, extract from this list those characteristics that are most important to the successful outcomes of the partnerships. 

 Reach agreement on the environment in which the partnership will operate. 

 Reach agreement on the logistics required for the partnership to work. For instance meeting times, attendance, setting agendas, 
taking and distributing minutes. 

1.5 What works or not? You decide! 

This is a difficult but very important question: you will want to assess whether your efforts and actions are, for instance, actually 
reducing the use of drugs at school and reducing abuse among learners. 

It is becoming more and more important for schools and communities to show whether and how their intervention programmes are 
working. A successful intervention is more likely to raise resources to keep the intervention going. An evaluation of an existing 
programme will indicate which areas of the intervention need to be improved, and what changes need to be implemented in order to 
make the intervention more effective. 

Principals and educators are often discouraged by the word evaluation: to many it means extra work and an element of being 
judged. However, there are many different ways of evaluating intervention programmes and this booklet suggests an approach of 
participatory evaluation. Participatory evaluation, put simply, gives priority to understanding and including the expectations, values, 
and customs of the stakeholders most directly involved in the programme – in this instance, your learners and yourselves.  
Participatory evaluation engages the community, the school, and the programme participants (learners), in the design, implementa-
tion processes and interpretation of the evaluation in ways that both empower the community and enhance the effectiveness of the 
programme. 

How will you measure the success of your intervention? How will you know what works for you and what doesn’t? 

You need to decide what questions your evaluation will answer. Section 7 of this book will help you. 

1.6 Tell us about it! 

Tell us about your successful interventions. There are many reasons why we would like to hear about the strengths and weakness-
es of your interventions. The more we know about what works and what doesn’t, the better we are able to improve our programmes 
and make a difference in our communities! 

Copy the form below, fill it in and send it back to us! 

Director, Education Management and Governance Development, Department of Education, Private Bag X895, Pretoria, 0001. 

Name of School/Organisation or Programme:  .................................................................................................................................  

Physical address ..............................................................................................................................................................................  

Postal address .................................................................................................................................................................................  

Telephone number ...................................................................  Fax number:  .............................................................................  

E-mail:  .....................................................................................  Web address .............................................................................  

Contact person:  ...............................................................................................................................................................................  

What problem is your school or programme trying to address? 

 ........................................................................................................................................................................................................  

 ........................................................................................................................................................................................................  

How did you determine the extent of the problem? 

 ........................................................................................................................................................................................................  

. .......................................................................................................................................................................................................  

What are the causes and effects of the problem? 

 ........................................................................................................................................................................................................  

 ........................................................................................................................................................................................................  

What kinds of interventions did you follow to try and deal with the problem? 

 ........................................................................................................................................................................................................  

 ........................................................................................................................................................................................................  

Who was involved in the programme and who were your partners? 

 ........................................................................................................................................................................................................  

 ........................................................................................................................................................................................................  

Any strengths, weaknesses or special lessons you would like to tell us about? 

 ........................................................................................................................................................................................................  

 ........................................................................................................................................................................................................  

List the names of any contact people or organisations that could help others in your area: 

 ........................................................................................................................................................................................................  
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Section 2: 
UNDERSTANDING THE CAUSES OF VIOLENCE IN SCHOOLS AND SOME IDEAS  

ABOUT POSSIBLE INTERVENTIONS 

This section outlines how educators can address problems of violence, crime and abuse at school through implementing prevention 
programmes and partnering other organisations and government departments. 

2.1 Bullying 

a  Indicators of a bullying problem at school 

Learners who are being bullied will more than likely not speak about it. But they may show behaviour that will give educators a clue 
of what is happening. There may be other reasons they act like this, but watch out for bullying if a learner: 

 Is afraid to walk to or from school, or continually changes their route to school; 

 Is unwilling to go to school and is absent often or feels ill all particularly in the morning before school; 

 Begins doing poorly in his/her school work; 

 Becomes withdrawn; 

 Has unexplained scratches and bruises; 

 Becomes distressed and anxious, or stops eating; 

 Is different in some way from his/her peers e.g. being handicapped, being of a different race group from most of the children in 
the school, or being smaller than most of the children in the school. 

The bully will often: 

 Be physically stronger than his/her peers; 

 Dislike school and be generally unhappy; 

 Experience problems at home, in particular witnessing violence at home; 

 Be exposed to inconsistent, harsh, physical punishment. 

If you suspect that bullying is happening to a learner, observe his or her actions during break and offer to help the learner to resolve 
the problem. You should speak to the learner in private to avoid further intimidation by the bullies. To give support to the learner who 
is a victim of bullying, follow the guidelines in Section 2, which details how to assist victims. 

b  The causes and effects of the problem 

To develop a whole school programme that addresses problems of bullying, first map out the causes and effects of the problem. 

 What form does the bullying in your school take? Some schools report predominantly physical abuse and some report mainly 
teasing and emotional abuse. Often emotional abuse takes place but young people can more easily hide it and educators are 
therefore not aware of it. Both kinds of bullying should be taken seriously. In fact some studies even show that children are more 
likely to commit suicide if they are victims of emotional abuse than if they are victims of physical abuse. 

 Who does the bullying? Some schools identify one-on-one bullying while others report bullying between groups of children. 
Also, bullying may differ from girls to boys; and from school to school. Typically boys are more likely to use physical violence 
and girls are more like to use emotional abuse – but this may not always be the case. Do some young people enjoy more status 
because of their involvement in particular groups such as sports teams or gangs, and does this make them more likely to bully 
others? 

 When does the bullying take place? Most schools indicate that bullying is most likely to take place at break time or after school. 
This is because children are often unsupervised at these times, or not as closely supervised. At these times children are also 
usually mixed in terms of age and gender, making it possible, for example, for bigger children to bully smaller ones. 

 Where does the bullying take place? Some areas are harder for educators to monitor than others, such as the playground, 
toilets, etc. It is important to identify those areas in which bullying is likely to take place. 

Prioritise the issues to tackle in the short term and in the long term 

Decide which cases can be dealt with in the short term (in one year). Basing decisions on the answers given to the above questions, 
decide which causes should be dealt with in the long term. 

Possible partners 

 Caregivers – will be able to tell you whether bullying also takes place at home. They can also help reinforce the lessons learned 
at school about bullying. 

 School governing body – can assist with drawing up a bullying policy or dealing with cases of bullying. 

Once you have set up partnerships and decided how you will communicate and work together, call a meeting to brainstorm what 
kinds of interventions you can start with. Start by looking at the causes and effects of the problem that you outlined at the start. Try 
to design interventions that tackle the causes of the problem. Young people are often the best source of information as they are the 
ones who experience bullying. Try getting them involved in discussion groups or role-plays to brainstorm some of these issues. 

c  Intervention programme 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 
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The Problem Successful Interventions Useful Resources 

Bullying can be subtle and it is hard to 
decide what is bullying and what is just 
‘harmless teasing’. 

Some schools have developed a ‘zero 
tolerance’ approach to bullying. This 
involved creating a policy and set of rules 
around bullying. Learners were asked 
what bullying was taking place and what 
should be done about it. Meetings were 
also held with educators and parents. The 
rules they developed included the follow-
ing:  

The involvement of parents and educators. 
This may require that they become in-
formed about how serious a problem 
bullying is in the school, so that they are 
willing to make their time available. 

  We (learners and staff) agree that no 
learner will be permitted to bully or put 
down another learner. 

 

  We (learners and staff) agree that we 
will come to the aid of any student be-
ing bullied or put down, by telling a 
bully to stop and/or by getting help 
from an adult. 

 

 If you don’t want to develop a policy, get 
learners involved in drawing up a ‘Bill of 
Rights’ for the school that will address 
bullying. 

 

Educators are often unaware of bullying. Appoint monitors to watch for bullying 
during the times that it is said to take 
place. Train the monitors in what to look 
out for and to whom to report it. Make 
learners aware that stopping bullying is 
everyone’s job – even if you are not a 
bully or a victim. 

A person to train monitors. This should be 
someone who is knowledgeable about the 
forms that bullying takes and some of its 
possible causes. A group of children 
(preferably older children) who are not 
implicated in bullying should be selected 
to act as monitors. 

Programmes can prevent bullying but this 
does not help children who have already 
been victims of bullying. 

Have group counselling sessions to 
address issues such as self-esteem, 
assertiveness and conflict management. If 
this is not possible, young or new learners 
could be assigned a mentor who has to 
make sure that they are adjusting and are 
not experiencing too many difficulties. 

The counselling groups require a skilled 
group facilitator whom learners can trust. 
It is often better to have someone from 
outside the school. If you decide to use 
mentors, the mentors should be older 
children in the school who are good role 
models and are well respected among 
their peers. 

d  Dealing with problems 

Common Problems Solutions That May Help 

Most research states how difficult it is to get children to talk 
about bullying to educators or parents. 

Have an anonymous box where children can leave descriptions of 
their experiences. Take every report of bullying seriously or 
children may fear not being believed. 

There is a lack of information about bullying for educators, 
and often little understanding of the problem. 

Contact one of the resources listed at the end of this section. 

There is a lack of interest among parents, governing bodies 
and educators to address bullying. 

Letting these groups know that nearly 40% of South African 
children are victims of bullying and that often children who are 
bullied become depressed and may even commit suicide. Also 
bullies are more likely to be arrested for committing a crime and 
are more likely to abuse their spouses in later life. Bullying hap-
pens in every school regardless of race or class. 

e  Measuring the success of the intervention 

Work out a set of questions, for example: 

Has bullying at break time decreased since monitors were put on duty and trained to deal with bullying? 

Next, decide what information is needed in order to answer these questions. For instance, if you are monitoring the effects of 
introducing break time monitors, it may be helpful to keep a record of the number of reports of bullying that came to you through 
monitors and what the outcome of each report was. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success. 
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 A plan for answering these questions. 

 An indication of how the results of the evaluation will be addressed. 

f  Information on bullying 

Bullying in South Africa is extremely common. Most experts attribute this to children having been exposed to violence in society. 
Being a victim of bullying has serious long-term consequences. Children who are victims of bullying are likely to be depressed, lack 
self-esteem, dislike school and are more likely to commit suicide. They are also more likely to smoke or take drugs. The effects of 
being a bully are also severe. Bullies are more likely to be arrested for committing a criminal offence as adolescents, and are more 
likely to become abusive towards their spouses in later life. 

Educators often fail to recognise that bullies may also have low self-esteem, are fearful and may be exposed to violence and abuse 
outside school. It is therefore more effective to be firm but supportive of bullies and praise the things they do well rather than to 
punish them, especially physically. 

Victims should always be taken seriously and reports of bullying should never be written off as ‘just rough and tumble child’s play’. 
Often children do not feel that they can talk to adults because they blame the victim. Victims of bullying should be aware that they 
have the right not to be abused and to report it if they are. 

The most important resource that schools have is the large group of children that are neither bullies nor victims but are witnesses to 
bullying. Interventions should focus on bullying being everybody’s problem. All learners should know that they have a responsibility 
to stop bullying, or to report it, even if it is happening to someone else. 

g  Helpful National Contact Numbers 

ChildLine 
Offers confidential support and counselling to children who are victims of bullying or who are bullies. 
Tel: 0800055555 

2.2 Gangs 

a  Indicators of problems with gangs at school 

Young gangsters will often: 

 Have an attitude of fearlessness; 

 Deal in or take drugs; 

 Attend school irregularly and show a drop in performance; 

 Have strong codes of conduct in the gang context; 

 Display symbols of their gang e.g. tattoos and/or greeting signs; 

 Have great access to money; 

 Have macho, sexist attitudes towards women; 

 Befriend other young people who are in gangs and/or change their own friends. 

b  Causes and effects of the problem 

To develop school programmes to deal with the problem of gangs, first map out the causes and effects of the problem. 

 Who are the learners involved in gangs? This may often be evident from the tattoos they have and clothes they wear. Leaving a 
gang is often a death warrant for a gang member so once gang members have been identified, this information should be  
handled sensitively. 

 Where do gangs operate or meet? Gangs are typically territorial and battles for turf can be violent and frequent. This is particu-
larly the case in defence gangs who also engage in housebreaking and other crime. Different gangs are therefore likely to have 
different places from which they operate. Linked to this, think about when gang activities take place and how this affects the 
ability to intervene (e.g. do they operate during or after school hours?). 

 What actions do gangs carry out? Do they claim to protect the community? Some gangs focus on stealing and housebreaking; 
others are involved in drug dealing. 

Prioritise the issues to tackle in the short term and in the long term. 

Decide which causes can be dealt with in the short term (in one year). Basing decisions on the answers given to the above  
questions, decide which causes can be dealt with in the long term. 

Possible partners 

 SAPS Gang-Busting Unit (Cape Town), or local police station. 

 Parents – often parents are blamed for their children’s behaviour. A no blame approach is essential if schools and families are 
to work together. 

 The school governing body – can play a monitoring role in the prevention of gangsterism. 

 Churches, youth clubs and sports centres. 

Once you have set up partnerships and decided how you will communicate and work together, call a meeting to brainstorm what 
kinds of interventions you can start with. Start by looking at the causes and effects of the problem that you outlined at the start. Try 
to design interventions that tackle the causes of the problem. 

c  Intervention programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 
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The Problem Successful Interventions Useful Resources 

Gangs are pervasive and very powerful in 
the community. 

Involve the community and families. 
Schools cannot solve a gang problem 
alone. Community policing, street com-
mittees or neighbourhood watches can be 
organised to curb gang activity at night. 

School premises can be used for commu-
nity safety meetings and community 
policing forums, which can focus on 
tackling gang problems. Educators and 
other community role models can ap-
proach families of gangsters to assist in 
any family problems and support the 
family. 

Gangs have sexist attitudes, which 
endanger women in the community. 

The Peace in the Community Campaign 
has had some success in creating an 
understanding of gangsterism. In an area 
where gang rapes were common, the 
Community Action Group held an anti- 
rape campaign. Their approach involved 
workshops on rape, a door-to-door 
campaign to raise awareness, the distri-
bution of a questionnaire to collect ideas 
from the residents on how to combat 
rape, and the distribution of a pamphlet 
on rape from Rape Crisis. 

Appoint a person with knowledge of the 
effect of rape on individuals and commu-
nities to lead research and print materials. 
Sponsors could be sought to publish 
awareness pamphlets. 

d  Dealing with common problems 

Common Problems Solutions That Have Worked 

Parents deny their children’s involvement in gangs. This is a common problem, and is difficult to address. Remember 
that parents often deny their children’s involvement in gangs 
because they feel guilty. Blaming parents will only make matters 
worse. Focus on how schools can support and assist parents in 
dealing with the problem. 

It is very difficult to reform gang members and the conse-
quences of leaving a gang are often severe for an individual 
gang member. 

Primary school educators have an important role to play in pre-
venting gang behaviour. Children do not join gangs spontaneously 
and there are often warning signs. Look out for the indicators 
described above. 

Fear of gangsters makes community members unwilling to 
become involved in anti-gang programmes. 

The local police should always be informed of activities to address 
gangsterism. The police should be called if any situation is con-
sidered highly dangerous. 

e  Measuring the success of the intervention 

Work out a set of questions, for example: 

Has gang-related theft decreased since neighbourhood watch patrols were established? 

Next, decide what information is needed in order to answer these questions. 

For instance, if you are monitoring the effects of introducing a neighbourhood watch programme, you will need to be familiar with 
local crime statistics and how these patterns change. The local police can assist in providing this information. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success; 

 A plan for answering these questions; 

 An indication of how the results of the evaluation will be addressed. 

f  Information on gangs 

There are several important reasons why gangs are formed. Apartheid with its repressive laws played a role in the formation of 
gangs, as progressive youth organisations were banned and forced to operate underground. A general tolerance of violence has 
also exacerbated the problem. 

In addition, apartheid policies have left many South African youth unskilled and therefore unemployed. Fifty percent of South African 
youth between the ages of 15 to 20 are unemployed, which often prompts a decision to join gangs for economic and social survival. 
In the face of the lack of opportunity, gangs offer a means to attain power and status, which would not otherwise be possible for 
young people. This desire for power often results in gangs picking on members of the community weaker or less able to protect 
themselves, typically women. Finally, personal experiences of abuse and prejudice lead to a desire for revenge, and may prompt 
young people to join gangs.  

g  Helpful National Contact Numbers 

Numbers for provinces are listed at the back of this book 

ChildLine 
Offers counselling to young people. 
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Tel: 0800055555 

LifeLine 
Offers 24 hour telephone counselling service, HIV/AIDS, trauma, rape, youth counselling, training and outreach programmes. 
Tel: (011) 728 1347, (021) 461 1111, (031) 232323 
web site: www.lifeline.org.za 

NICRO 
Offers community victim support, youth development and diversion, and trauma counselling. 
Tel: (021) 422 1225 
e-mail: nicro2wn.apc.org 
web site: www.nicro.org.za 

2.3 Racism 

a  Indicators of problems with racism at school 

 Conflict between learners being described in racial terms (e.g. the ‘whites’ are doing this or the ‘blacks’ are doing that). 

 Conflict between learners being described in religious terms. 

 Treating one group of learners differently to another. 

 Learners only socialising and participating in work groups with people of their race group. 

 Educators make remarks that reinforce stereotypes or generalisations about different race groups. This is often based on a lack 
of awareness of cultural, religious and other norms held by different race groups. 

b  The causes and effects of the problem 

Map out the causes and effects of the problem. 

 Which race group is being discriminated against? Racial discrimination happens between many different groups. A group that 
may seem to be the victim at one stage may be the perpetrator at another time. 

 Where does racial prejudice take place? Is it in the classroom when educators advantage one race group over another? Is it on 
the playground when learners interact? 

 Why does racism take place? Do learners lack knowledge about other cultures, or are they taught prejudice at home? This 
question may be discussed by learners in groups. 

 What forms does racism take? Racism can range from being very overt (such as violent physical attacks) to being extremely 
subtle (such as educators not involving learners of a particular race group in a debate). 

Prioritise the issues to tackle in the short term and in the long term. 

Decide which causes can be dealt with in the short term (in one year). Basing decisions on the answers given to the above ques-
tions, decide which causes can be dealt with in the long term. 

Possible Partners 

 Parents – often children learn racism from parents and other significant role models. Parents may need to be made aware of the 
effects that racism is having in the school. 

 NGO’s – there are non-profit organisations that specialise in assisting schools, deal with racism through anti-bias and prejudice 
training. 

Once you have set up partnerships and decided how you will communicate and work together, call a meeting to brainstorm what 
kinds of interventions you can start with. Start by looking at the causes and effects of the problem that you outlined at the start. Try 
to design interventions that tackle the causes of the problem. 

c  Intervention programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 

The Problem Successful Interventions Useful Resources 

Young people of different races do not 
interact with one another. 

Organise a sporting event in which the 
racial composition of the teams is mixed. 
Try to make sure that the sports chosen 
are ones in which team co-operation is 
required. These events should be held on 
an ongoing basis, in order that learners of 
different race groups have the opportunity 
to interact regularly. 

A sports educator who is sensitive to 
racism and the subtle ways in which it 
works. This person should also be a role 
model to pupils and well liked by them. 
Sporting facilities are also necessary but if 
these are not available, another event 
such as a debating competition between 
mixed race teams could be held. 

Children are learning their racial attitudes 
outside the school. 

Similar approaches to the one above can 
be taken with parents. For example, 
parent-learner sports days can help to 
break down racial stereotypes and build 
cohesion in the school. 

Parents must be willing to make time to 
attend. Organising such events can be 
time-consuming, and should be done by a 
person who is aware of the kinds of racial 
prejudice in the school. 

Classroom practices are based on the 
assumption that there are homogenous 
cultures and values in the school. 

Review the curriculum and think carefully 
about the ways in which it might reinforce 
a dominant culture. For example, does it 
place more emphasis on particular 
languages over others? Does it celebrate 

A person knowledgeable about diverse 
cultures and aware of the subtle ways in 
which racism can take place should be 
responsible for analysing the curriculum. 
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some religious holidays and not others? 

The Problem Successful Interventions Useful Resources 

Learners have very little understanding of 
how they can grow and benefit from a mix 
of cultures at school. 

Organise a cultural week at school, ask 
learners to talk about their culture and 
tradition, to bring food to share with others 
and to bring symbols that are linked to 
their cultures. 

Co-operation from the principal and other 
educators. Support from parents. 

When learners use their own languages, 
some groups feel “left out”. 

Encourage learners to learn different 
languages in the classroom; songs, 
common phrases and greetings are 
always a good way to begin. 

Willing and enthusiastic educators. 

The problem of prejudice reduction just 
seems too big for one educator to cope 
with! 

There are non-profit organisations that 
can help you with bias and prejudice 
training in the classroom. 

The principal and parents should agree to 
bring someone into the school to help with 
prejudice reduction. 

d  Dealing with problems 

Common Problems Solutions That May Help 

Learners are resistant to working or playing in mixed race 
groups. 

Be sensitive to how strong prejudices can be but also take a firm 
stand and make it clear to learners that race is not a justification 
for not taking part in mixed race events. If necessary a penalty for 
not participating can be introduced. 

When learners do report racist incidents educators are unwill-
ing to pursue the matter. 

It is essential that all reports of racism be taken seriously. A 
system for complaints can be set up so that a learner who does 
not get any response to an accusation of racism can take it up 
with a person who is more senior and, if necessary, the school 
governing body. Learners should be made aware of the steps that 
they can take if they have been victims of racism and if their 
reports of racism have not been addressed. 

e  Measuring the success of the intervention 

Work out a set of questions, for example: 

Have interactions and socialising between learners of different race groups become more common? 

Next, decide what information is needed in order to answer these questions. For instance, a record will need to be kept of the 
number of mixed sports teams, the number of learners who interact with people of other race groups, etc. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been  a success. 

 A plan for answering these questions. 

 An indication of how the results of the evaluation will be addressed. 

f  Information on racism 

Although schools have recently become racially integrated, many learners still experience racism at school. Reports of racism vary 
from derogatory remarks to physical violence between learners of different race groups. Other reports have shown that learners act 
out racist scenes that they have seen on television. Many educators felt that there was little that could be done about racism and 
attributed it to ‘natural’ differences between people of different race groups. Comments such as these show the enormous amount 
of work that needs to be done with educators if learners are going to interact in a non-racist manner. 

g  Helpful National Contact Numbers 

Numbers for provinces are listed at the back of this book. 

Human Rights Commission 
Aims to develop an awareness of human rights among the people of South Africa, and investigates complaints of violations of 
human rights and seeks appropriate redress. 
Tel: (011) 484 8300 
Web site: www.sahrc.org.za 

Rights Africa 
Offers advice on human rights, in particular the Bill of Rights  
Human Rights Advice Line: 0860 120 120 
E-mail: helpline@rightsafrica.co.za 
Web site: www.rightsafrica.co.za 
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2.4 Guns and weapons 

a  Indicators of Gun use at school 

The use of guns at school increases the chances that violent conflict will result in injury or death. A key component to building safe 
schools is to ensure that the school becomes a gun free zone. 

b  Causes and effects of the problem 

To develop a programme to reduce gun use at school first map out the causes and effects of the problem. 

 What is the extent of the gun problem? Often this is difficult to assess, as educators may be unaware of the number of learners 
and educators who carry weapons. For ways of gaining information about the numbers of learners and educators in possession 
of guns see the intervention section below. 

 Who are the main perpetrators? Are any groups of learners regularly threatened or do certain groups threaten others? 

 Where do learners get guns? Is there a particular person who could be supplying them, do some learners possess them legally, 
or are they taken from family members? 

 How are learners getting money for guns?  

Often being able to answer these questions can lead more directly to the source of the need for ‘self-defence’, which may indicate 
that a learner is being seriously bullied and victimised. 

Prioritise the issues to tackle in the short term and in the long term 

Decide which causes can be dealt with in the short term (in one year). Basing decisions on the answers given to the above ques-
tions, decide which causes can be dealt with in the long term. 

Possible partners: 

 The local police; 

 The school governing body; 

 The Gun Control Alliance; 

 Parents. 

Once you have set up partnerships and decided how you will communicate and work together, call a meeting to brainstorm what 
kinds of interventions you can start with. Start by looking at the causes and effects of the problem that you outlined at the start. Try 
to design interventions that tackle the causes of the problem. 

c  Intervention Programmes 

Following are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is 
unique and needs its own specific intervention. 

The Problem Successful Interventions Useful Resources 

Guns are being brought to school without 
educators’ knowledge. Learners have 
easy access to guns. 

Some schools have assisted in setting up 
anonymous hotlines for learners to give 
information about learners who are 
carrying guns. Where possible, rewards 
are offered to learners who call with 
information. Although the school may be 
instrumental in setting up such a hotline, it 
should be co-ordinated from a police 
station. 

Police resources that outline the legisla-
tion on gun ownership and guns at 
school; Parents’ co-operation with the 
programme; Learners’ awareness of the 
hotline and trust in its confidentiality. 

Most gun programmes only address 
learners who have already brought guns 
to school. 

Some schools have developed curricula 
that help learners assess the risks of 
handgun ownership, resolve conflicts 
without violence, and generally make 
safer decisions. 

Educators familiar with youth violence and 
the role that weapons play in causing 
violence. Also a person who can facilitate 
confidential group discussions using role-
playing, goal setting and leadership skills. 

Learners who have guns acquire status 
among their peers. Learners often idolise 
other learners with guns. 

Start an aggressive educational campaign 
that shows learners the effects that guns 
have and the risks that they take by 
carrying them. Get learners to sign a 
pledge, that other schools can also sign, 
stating that they will act against guns and 
gun violence. Ensure that the learners 
themselves write the pledge. 

Learner’s Representative Councils or other 
youth organisations to lead the pledge 
and motivate other learners to sign it. 
These learners should be role models to 
others. 

Part of the school is apathetic about the 
use of guns on school property. 

Start an inclusive campaign to make your 
school a gun free zone. Involve as many 
learners, educators and parents as you 
can. Provide educational inputs and 
strong motivations of why a gun free zone 
would be a good idea. 

The police will be of great help in such a 
campaign. So will Gun Free South Africa. 
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d  Dealing with problems 

Common Problems Solutions That Have Worked 

Learners are afraid to give educators information about 
learners with guns. 

The hotline should help with this. Alternatively, learners could be 
advised to give information directly to the police. 

e  Measuring the success of the intervention 

Work out a set of questions, for example: 

Has the hotline been effective? How many reports of guns received through the hotline have led to the arrest of the learner con-
cerned, or to the confiscation of the firearm? 

Next, decide what information is needed in order to answer these questions. For instance, if you are measuring how effective the 
hotline has been in reducing the numbers of guns at school, you will need to keep a record of how many calls were made to the 
hotline and how many of these calls resulted in the confiscation of the gun concerned. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success. 

 A plan for answering these questions. 

 An indication of how the results of the evaluation will be addressed. 

f  Information on guns 

In 1998, 461 children under the age of 12, and 358 minors between 12 and 17 years old, were killed by firearms in South Africa. 
88% of gun violence victims are male and handguns are the most common weapons used in firearm murders. This is contrary to the 
common myth that AK47s are most popular in South Africa. 

Since 1994, the number of guns reported lost or stolen has also increased. In l998, 83 guns were lost or stolen per day. This is 
known to be a low estimation, as many people do not report a lost firearm for fear of prosecution. It is estimated that there are 
between 500 000 and 1 million unlicensed firearms in South Africa today. 

g  Helpful National Contact Numbers 

Numbers for provinces are listed at the back of this book 

Gun Control Alliance 
Network of organisations calling for stricter control of firearms in South Africa 
Web site: http://www.gca.org.za 

Gun Free South Africa 
Committed to building a safe and secure nation by working towards the reduction of firearms in society. 
Tel: (011) 403 4590 
E-mail: gunfree@wn.apc.org 

2.5 Truancy 

a  Indicators of truancy or low attendance of learners at school 

Truancy may be a symptom of: 

 Drug use; 

 Criminal activity; 

 Youth violence; 

 Violence at home; 

 Low self-esteem and depression; 

 Hopelessness and no sense of future; 

 Fear of being bullied; 

 Learning difficulties; 

 Pregnancy. 

Learners who are truant may be a victim of abuse at school or in the home. It is important for educators to find out the causes 
behind the truancy so that the learner can be assisted. To give support to the learner who is a victim of bullying, follow the guide-
lines in section one, which details how to assist victims. 

b  Causes and effects of the problem 

To develop a programme at school that begins to deal with truancy, first map out the causes and effects of the problem. 

 Which children avoid school? Are they children with learning difficulties? Do they experience family problems or a lack of 
parental involvement? 

 What activities are children taking part in that keep them from school? Children may be reluctant to tell educators where they go 
during school hours but this is important information as it may explain why the learners are away from school. 

Prioritise the issues to tackle in the short term and in the long term. 

Decide which causes can be dealt with in the short term (in one year). Basing decisions on the answers given to the above  
questions, decide which causes can be dealt with in the long term. 
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Possible partners: 

 School governing bodies – can help to mobilise and alert parents about what is happening to their children; 

 Parents – should be informed about their children’s whereabouts. If learners are not at school their parents should know; 

 Police – attending school is compulsory for children over seven years old and ‘adopt a cop’ programmes have been used to 
address truancy; 

 Community members – can inform schools if they notice children out of school during school hours. 

Once you have set up partnerships and decided how you will communicate and work together, call a meeting to brainstorm what 
kinds of interventions you can start with. Start by looking at the causes and effects of the problem that you outlined at the start. Try 
to design interventions that tackle the causes of the problem at your school. 

c  Intervention Programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 

The Problem Successful Interventions Useful Resources 

Involvement in crime or drugs is often a 
cause of truancy 

Programmes in the United States have 
imposed curfews on young people at 
night. This can with the co-operation of 
parents to ensure that children’s activities 
are monitored at all times. Schools can 
agree to keep parents informed of chil-
drens whereabouts during school hours 
and parents can keep schools informed of 
children’s whereabouts after school 
hours. 

Co-operation from parents and educators. 

Truancy is often a symptom of involve-
ment with drugs or gangs. 

It is important to address the causes of 
the problem rather than the symptoms. 
Do some research into why children are 
absent from school? It may be that a child 
who has been taking drugs or who has 
joined a gang loses interest in school. 
There are projects that bring together 
community services, businesses and 
public and private agencies at schools to 
prevent children dropping out of school 
and to reduce related risk factors, such as 
drug and alcohol abuse, illiteracy, gang 
involvement, violence and teen pregnan-
cy. The entire community, not just the 
school, needs to take responsibility for 
preventing school dropouts and delin-
quency. 

Absence from school has been referred to 
in the booklet as a symptom of various 
problems. Think about whether these 
problems describe the learners who are 
absent from school. Offer counselling (or 
refer the child to ChildLine or Lifeline) to 
address the underlying problem. 

Parents are often unable to supervise 
their children after school. 

Setting up an after-school care pro-
gramme deals with the issues of safety 
and protection of children, reduces 
truancy and improves school perfor-
mance. 

Co-operation from parents, teachers and 
neighbourhood guardian projects. 

d  Dealing with problems 

Common Problems Solutions That Have Worked 

Young people are reluctant to talk about the reasons for their 
truancy. 

Confidential counselling may help young people come to terms 
with the causes of truancy. This may require the school’s partici-
pation if truancy is a symptom of bullying or poor academic ability. 

e  Measuring the success of the intervention 

Work out a set of questions, for example: 

Has truancy decreased over the last few months? 

Next, decide what information is needed in order to answer these questions. For instance, if you are measuring how truancy has 
decreased, you will need to keep records of how many learners are absent at what times of the week or month, and follow up the 
reasons for this. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success; 

 A plan for answering these questions; 

 An indication of how the results of the evaluation will be addressed. 

f  Information on truancy 

Truancy is often a symptom that something else is bothering a learner. Keeping young people in school is an important step towards 
keeping them out of trouble. Young people who skip school are not only more likely to be involved in crime and drugs during school 
hours, but truancy is also often the first step to greater involvement in criminal activity. Studies have shown that two-thirds of male 



General Documents 

 

Education Labour Relations Council H – 18  

 

juveniles arrested while truant tested positive for drug use. Many police departments have found that rising daytime crime can be 
traced in part to truancy.  

Helpful resources 

Truancy is often a symptom that the learner is facing other types of problems such as drug or alcohol abuse, or being a victim of 
abuse in the home. Use the numbers listed elsewhere in this book to assist with these problems. 

g  Helpful National Contact Numbers 

ChildLine 
Offers counselling to young people. 
Tel: 0800055555 

2.6 Witchcraft 

a  Indicators of a witchcraft problem at school 

 Attacks on people in the community because they are supposedly involved in witchcraft. Attacks are often on women or girl 
children. 

 Typically misfortunes blamed on witches are illness, school failure or even death. If these things are prevalent in a community 
that believes in witchcraft, ‘witch purging’ may take place. 

b  The causes and effects of the problem 

Map out the causes and effects of the problem. 

 Who is accused of being a witch and who is accusing them? Women are most likely to be accused of witchcraft due to a 
combination of cultural beliefs and their lack of power in society. People have been known to accuse those whom they consider 
to be enemies or of whom they are jealous. It is therefore very important to identify who is accusing a person of witchcraft. 

 When did the accusations start? Was there any particular event that led up to it? 

 Where do the attacks on supposed witches take place? Are there particular areas where it is hard to monitor children? 

 What kinds of things are done to people accused of witchcraft? 

Prioritise which issues to tackle in the short term and in the long term 

Decide which causes can be dealt with in the short term (in one year). Basing decisions on the answers given to the above  
questions, decide which causes can be dealt with in the long term. 

Possible partners: 

 Traditional leaders or prominent community members; 

 Parents; 

 SAPS; 

 The Gender Commission. 

Once you have set up partnerships and decided how you will communicate and work together, call a meeting to brainstorm what 
kinds of interventions you can start with. Start by looking at the causes and effects of the problem that you outlined at the start. Try 
to design interventions that tackle the causes of the problem. 

c  Intervention programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 

The Problem Successful Interventions Useful Resources 

Witchcraft is rooted in traditional belief 
systems. 

Prevention of attacks should be the first 
priority. The SAPS in the Northern Prov-
ince have developed a programme which 
includes a combination of education for 
community members and schools, protec-
tion for people accused of witchcraft, 
resettlement villages for those accused of 
witchcraft, and public rallies by chiefs, 
churches and politicians to change 
perceptions of witchcraft. 

The co-operation of prominent community 
leaders and the SAPS. 

d  Dealing with problems 

Common Problems Solutions That Have Worked 

People are afraid to speak about witch purging, especially if 
many people have been responsible for the attacks. The 
targets of attacks are usually women. After being accused of 
witchcraft, a person is very unsafe. 

Try to be aware of rumours that are developing. Think of the 
indicators listed above and respond to any suspicion of witch 
purging. Education that promotes gender equality is important. 
Attacks on women are based on the assumption that women are 
‘naturally’ jealous and are therefore prone to witchcraft. These 
stereotypes should be challenged through education. The SAPS 
in the Northern Province have settlement villages to protect 
people accused of witchcraft. 



General Documents 

 

 H – 19 Education Labour Relations Council 

 

e  Measuring the success of the intervention 

Work out a set of questions, for example: 

Have attacks on ‘witches’ decreased? 

Next, decide what information is needed in order to answer these questions. For instance, if you are monitoring whether attacks on 
‘witches’ have decreased, you will need to keep records of how many accusations were made before the programme and how many 
have been made since the programme. The local police can assist with gathering this information. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success. 

 A plan for answering these questions. 

 An indication of how the results of the evaluation will be addressed. 

f  Information on witchcraft 

Witchcraft and rituals associated with it have historically been prevalent in South Africa, particularly in rural areas. Witchcraft in itself 
is not a crime and does not pose a threat to the community. Rather, it is the practice of witch purging or attacks on people thought to 
be witches that is of concern as it often leads to banishment, assaults on the person and even death. 

Women are the primary victims of attacks on witches for several reasons. Firstly it is believed that witchcraft is passed from mother 
to child in breast milk. Women are also thought to be jealous and envious, which makes them prone to witchcraft, and women are 
thought to be weak and therefore practice witchcraft to gain control over others. Other explanations have been that with male 
migration from rural areas, women have been awarded a great deal of power and influence in the community. They are thought to 
use witchcraft because they have so much power. 

g  Helpful National Contact Numbers 

Gender Equality Commission. 
Can provide advice regarding witchcraft-related crimes. 
Tel: (011) 403 7182 
E-mail: cgeinfo@cge.org.za 
Web site: http://CGE.ORG.ZA 

Section 3: 
DEALING WITH SEXUAL AND CHILD ABUSE – THE ROLE OF THE EDUCATOR 

This section outlines the roles and responsibilities of educators in assisting learners who have been abused.
2
 

3.1 The difficulty of dealing with abuse 

Most violence against children is perpetrated within a child’s familiar environment by people they know: This makes it very difficult to 
deal with the problem. Crimes such as rape, incest, child abuse, and sexual assault may be described as ‘domestic violence’ when 
they occur within a family, or within any structure that functions, or previously functioned, as a family. Often, adults, such as  
educators, who spend a lot of time with children are faced with the problem of attempting to intervene in these cases of sexual 
abuse. Educators, in particular, tend to build special relationships with learners and in those special relationships of mutual trust 
learners may rely on educators for help. 

An unfortunate aspect of dealing with domestic violence is that the victim is not always willing to lay a charge against the  
perpetrator. The most common reasons for this are fear of intimidation, and the controlling behaviour the perpetrator has on the 
abused child. A child is helpless and powerless in this situation. 

Sometimes a mother may believe her abused child, but has limited options and/or resources to deal with the problem. Possible 
reasons why women and their children may stay in an abusive family: 

 Financial dependence on the abuser; 

 Custody and maintenance problems for children; 

 Love for the abuser, and the hope that he will stop the abuse; 

 Having nowhere else to go; 

 Religious and cultural beliefs; 

 Pride. 

Schools are often sites of violence for youth, and this shapes a particular role that educators at schools are expected to play. 
Educators are called upon to be pro-active in:  

a watching out for signs of abuse; 

b recording the abuse; 

c reporting the abuse; and 

d following the case up with the relevant authorities. 

Not only are educators the ones who see learners everyday and often provide perhaps the one stable factor in a child’s life,  
educators themselves are not exempt from being perpetrators of violence. This places an even more difficult task on other educa-
tors to expose guilty educators. 

________________________ 

 
 2 This section draws from a manual developed by the Centre for the Study of Violence and Reconciliation’s Gender Programme. 
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To meet this challenging but very important role in reducing abuse and violence, what skills and knowledge do educators need? 

 Educators need to be aware of the role they are expected to play as educators, in the reduction of violence and/or sexual abuse 
at school and in the home. 

 Educators need to have a better understanding of what sexual abuse is. 

 Educators need to be able to look out for the signs that a learner is being abused, and need to know how to go about verifying 
that abuse is in fact being perpetrated. 

 Educators need to know what is expected of them in reporting the abuse, and what process to follow once they know a learner 
is being abused. 

 Educators need to know about interventions at school that will prevent further abuse from taking place and that will begin to 
address the underlying causes of sexual abuse. 

In other sections of this book, we outline indicators that educators should be aware of when looking for signs of abuse or violence. 
In relation to bullying, gangs, truancy, racism, guns and weapons, substance abuse and witchcraft, we suggest ways of dealing with 
the problems at school, and at a community partnership level. However, when educators are expected to deal with child and/or 
sexual abuse, perpetrated both at home and at school, the role that they are expected to play, is slightly different. We will outline 
this role in more detail. 

3.2 Educators need to be aware of the role they are expected to play in the reduction of violence and/or 
sexual abuse 

Educators need to take a pro-active role in identifying victims of abuse and in assisting them to deal with the abuse. Do not be 
passive or quiet about abuse. If you suspect that a learner is being abused, act on your assumption and investigate the matter 
further immediately. Schools and educators need to take responsibility for acting effectively and timeously in situations of abuse. 

In November 2000, an amendment was made by the Department of Education to the Employment of Educators Act (No. 76 of 
1998). This amendment requires Provincial Education Departments to dismiss any educator found guilty of having a sexual relation-
ship with a learner, irrespective of the willingness of the learner or the age of the learner. Also the South African Council of  
Educators Act 2000 was enacted to ensure that when an educator is dismissed on the basis of sexual abuse of a learner, he or she 
will be deregistered as an educator and may not be appointed as an educator by any provider, including private providers.  

3.3 Educators need to have a better understanding of sexual abuse 

A child is sexually abused when another person, who is sexually mature, involves the child in a sexual activity that the older person 
expects to lead to sexual arousal. Child sexual abuse generally consists of three components: 

 Exploitation of a child; 

 The use of coercion; and 

 Gratification gained by the abuser. 

Such abuse takes many different forms. The most common sexually abusive behaviour inflicted on children is: 

 Verbal abuse. 

 Nudity, undressing, or exposing. 

 Covertly watching a nude child. 

 Kissing in an intimate way. 

 Fondling (touching the child in a sexual way). 

 Interfering with a child in a sexual manner. 

 Forcing a child to engage in any sexual act. 

 Sexual intercourse with a child. 

 Pornography (exposing a child to this and/or forcing a child to pose for pornographic material). 

In an educational institution sexual abuse can also include the promise of improved marks or promotion in exchange for some form 
of sexual activity. 

Educators have raped, sexually assaulted and otherwise sexually abused girls. Sometimes reinforcing sexual demands with threats 
of physical violence or corporal punishment, educators have sexually propositioned girls and verbally degraded them using highly 
sexualised language. At times, sexual relations between educators and learners did not involve an overt use of force or threats of 
force; rather, educators would abuse their authority by offering better grades or money to pressure girls for sexual favours or “dating 
relationships”. 

Rape is one of the cruellest forms of violence in our society. The violation not only causes physical pain and harm to the victim, but 
long-lasting psychological harm. Rape irrevocably alters the way in which the victim perceives the world, herself, her environment 
and her safety. In most cases the complainant is a woman or girl, but men and boys are also victims of this violation. 

There are many different ways in which women and girls are sexually abused. Common words used to describe this abuse include: 
‘rape’, ‘date rape’, ‘gang rape’, ‘being forced to have sex’, ‘sexual violence’, ‘being abused’, ‘flashing’, ‘unwanted touching’. In this 
manual, the terms sexual violence or sexual assault are used to refer to all the ways – from physical force to verbal threats – in 
which a woman or girl may be made to take part in any kind of sexual act/s despite the fact that she does not want to (i.e. against 
her will). 

3.4 Educators need to be able to look out for the signs that a learner is being abused, and need to know 
how to go about verifying that abuse is in fact being perpetrated 

It is not possible for an educator to be certain that a learner is being abused, by identifying one or two indicators. Educators know 
their learners, they know how each learner usually behaves. When you see a change of behaviour in a learner, then you need to 
suspect that something is wrong. The list that follows consists of signs that may indicate that a learner is being sexually abused. 
Although these signs are not conclusive, a child who displays some of these symptoms, alongside a change in their usual  
behaviour, may be a suspected victim of child sexual abuse.  
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These include: 

 Unusual knowledge and/or curiosity about sex; 

 Sexual acting out / masturbation; 

 Withdrawal / being secretive; 

 Poor hygiene / compulsive washing; 

 Poor peer relationships; 

 Poor school performance; 

 Sudden unexplained gifts; 

 Sleep disruptions / nightmares / bed-wetting; 

 Acting out / aggressive / irritable; 

 Fear of undressing for sports etc; 

 Fearful of home life / running away; 

 Clinging / constant need for reassurance; 

 Tearfulness; 

 Regression; 

 Suicide attempts. 

If you think that a learner is being abused, act immediately. You should record the learner’s behaviour over a few days or weeks. 
Write down behaviour changes and the learner’s reactions to classmates and other educators. You might try and speak with one of 
the learner’s friends, but keep this interview confidential. 

If you have a close relationship with the learner, you should try and speak to him or her. 

If the learner ends up confiding in you about the abuse, your first reaction to her confession will be very important in her healing 
journey. You need to tell the learner that: 

 I believe you; 

 I am glad you told me; 

 I am sorry this happened to you. You are very brave to tell me; 

 It is not your fault; 

 I need to speak to other adults in order to help you, but I will tell you everything that I am going to do and say. 

The role of the educator is one of reporting the abuse and supporting the learner – not investigating the case. It is not your role to 
ask the learner for physical signs of abuse. Under no circumstances should you examine the learner. This needs to be done by a 
nurse or a doctor. You must tell the learner that you need to involve other adults to help stop the abuse. Give the learner options; 
she may or may not want to report the incident to the police. Inform the principal. He or she should, in consultation with you and an 
experienced social worker, (and the school governing body if appropriate) decide on how to handle the case. 

Crisis intervention: rape 

In the case where you, as an educator, are the first person to see a learner who has been raped very recently, you should tell the 
learner that she must keep all the clothing that she is/was wearing at the time of the sexual assault and must not wash herself, no 
matter how badly she may want to. She must put her clothes into a paper bag or wrap them in newspaper. She must not place them 
into any kind of plastic container or packet, as this can interfere chemically with the evidence. Hair, blood, and/or semen may be 
found on her body or her clothes. If the survivor decides to report the attack, these samples will become crucial evidence against 
her attacker/s. 

 Warn the learner not to drink anything (even water), wash her mouth or take medicine before a doctor examines her, particularly 
if the attacker has forced the woman or girl to perform oral sex. The sooner a doctor examines her, the greater the chance that 
she/he will find strong evidence on the victim of her attacker, such as hair, blood or semen. 

 Discuss with the victim whether she would like to report the attack to the police. Many women and girls find it difficult to go to the 
police and she may not feel like making such a decision so soon after an attack. 

3.5 Educators need to know what is expected of them in reporting the abuse, and what process to follow 
once they know a learner is being abused 

If you, the principal, the social worker and the victim herself decide to report the abuse, you need to know what to expect. 

Your school needs to let the Department of Education’s district office know about the abuse. However, do not wait for a response 
from the district office: go ahead and report the abuse to the police. 

When a survivor arrives at a police station, she must inform the police officer at the charge desk that she wants to report a rape or 
sexual assault. A police officer is not allowed to refuse to open a docket, or tell the victim that she cannot lay a charge, or tell the 
victim that she does not have enough proof to do so. 

 Both the police and the South African Law Commission’s Report on Women and Sexual Offences in South Africa (1985) have 
acknowledged that a District Surgeon need not take the sexual assault survivor’s full statement before her medical examination. 
In fact, as medical evidence is crucial in sexual offences, the medical examination should take priority over the taking of the 
statement.  It has also been argued that a woman or girl is in a much better position  (physically and emotionally) to make a full, 
detailed and comprehensive  statement once she has been examined and has had the opportunity to wash  herself and change 
into a new set of clothing. A full statement should only be taken by the investigating officer once the sexual-assault complainant 
has recuperated sufficiently to do so. 

 A survivor can report the incident at any police station. The station where the  offence is reported must open the docket (investi-
gation case file) and treat the  offence as if it happened in their area. Once the initial investigation has been  completed (the first 
statement has been taken and the medical examination  has been done), the docket must then be sent to the station in whose  
jurisdiction the sexual assault occurred. 
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 If a survivor does not want to go to a police station, she can contact the station  telephonically and ask them to send a patrol car 
to her – wherever she may be.  In certain areas, however, the police may not be able to do this immediately –  they may be too 
busy or might not have enough patrol cars. If this is the case,  the victim may have a long wait before the police can come to 
her. This is a  problem that is common in township or rural areas. If the survivor has her own transport, this may be quicker. If 
she has no transport, it is advisable that she or the person who is making the call on her behalf, especially if the survivor is in-
jured, emphasise the seriousness of the assault so as to make sure that the police arrive as soon as possible. Alternatively, an 
ambulance should be called to transport the woman or girl to the hospital. The hospital staff will then contact the police. 

 It is a survivor’s right to have a relative, friend or counsellor with her when she reports a sexual assault, and when a doctor 
examines her. It should be someone with whom she feels comfortable and who does not inhibit what she says. The support 
person cannot be a potential witness to the sexual assault incident. This is because her or his presence may influence the con-
tents of the survivor’s statement and may result in her or his credibility being questioned at a later stage in court. 

 It is the survivor’s right to give her statement to the police in a private place. If a survivor finds it easier to talk to a police officer 
without friends or family listening to her, she may request to be on her own when she does so. If a police officer wants to take 
her statement in the charge office in front of other people, she can ask to move to a more private place. 

 A survivor is entitled to ask to speak to a female police officer. If there are no women on duty, she may ask an available police 
officer to find a policewoman, although this usually involves a longer wait. Some police stations have staff members who are 
specially trained to deal with victims of sexual assault. 

 The survivor has the right to make her statement in her home language. 

 If the police officer who is taking her statement does not speak her language, she/he must find someone to translate the 
survivor’s statement. If a woman or girl signs a statement that has been translated from her home language, she must ensure 
that the translation is accurate before she appears in court. If it is not accurate, the survivor should make a second statement to 
either the Investigating Officer or to the prosecutor, explaining the reasons for the inaccuracies of the first statement. 

 If nobody at the police station speaks the home language of the survivor, she has the right to ask the officer on duty to find 
either another police officer or someone from the court who can speak her language. She will then have to wait while such a 
person is located. 

Giving a Statement 

When a woman or girl reports a sexual offence to the police, her report is given a special number, called an OB (Occurrence Book) 
number. The OB number is very important, because it serves as proof that she reported the assault to the police. When reporting a 
sexual assault, a survivor has two options: to put the sexual assault on record, or to lay a charge. 

Putting the incident on record 

It is important for the survivor to tell the police clearly if she wants the sexual assault to be put on record only, and does not want the 
police to investigate the case any further. If the girl is under 18, the case will be investigated. A woman who is 18 years or older can 
choose to have the incident recorded without an investigation. She will have to sign an affidavit (sworn statement) to this effect. 
Once the survivor has made her statement, the police officer must refer her to a relevant organisation within that area for counsel-
ling and support. 

Where sex occurs with a girl under 16 even if the man claims she consented, the law will prosecute the man as if the girl had not 
consented. 

Laying a charge 

If the woman or girl wants to lay a charge, the first officer receiving the report will open a docket. The docket will be given a criminal 
administration number (CAS number), which the complainant must write down. This is called a ‘skeleton docket’ and is necessary in 
some situations, for example, where the alleged perpetrator is at large and a description of him by the complainant may lead to a 
quick arrest. The police officer must then contact an Investigating Officer as soon as possible. If a woman or girl lays a charge, the 
police will investigate her case and she may have to go to court. 

Making the statement 

According to SAPS guidelines, an initial statement must be taken, then the medical examination should be done, followed by an in-
depth statement that must be taken once the sexual assault survivor has recovered sufficiently (depending on circumstances, 
ideally from 24 to 36 hours after the assault). However, most often the police will try to get a very detailed story from the survivor 
when they first speak to her, so that they can start trying to find the person/s who attacked her straight away. If she is badly hurt or 
very upset, the police may decide to take a short statement from her initially followed by a longer statement afterwards. 

The sexual assault survivor will be asked a number of questions, ranging from her name, address, and occupation to the details of 
the assault. The police officer must write down everything she says in what is called a statement. The complainant may also choose 
to write the statement herself, or ask a friend to write it for her. The police officer will then rewrite this statement in her/his own 
writing. 

It is important that the victim describes what has happened to her in as much detail as possible. This can be difficult and upsetting, 
and it may take a long time. However, it is essential to give the police as much information as possible. The sexual assault survivor 
should tell the police the whole truth about the incident/s – even if she is afraid that certain details might be used to discriminate 
against her (for instance, the clothes she was wearing, drugs or alcohol she consumed, or kissing the accused prior to the assault, 
etc). This fear arises from myths about rape, which are perpetuated in society. If the survivor is a credible witness, and her telling 
the truth from the beginning is the best guarantee of this, there is much more likelihood of a successful prosecution. 

Checking the statement 

Once the survivor has finished making her statement, the police officer will ask her to read it and then sign it. Alternatively, the 
survivor may ask the police officer, or someone else, to read her statement back to her, slowly. The survivor must then initial every 
page and sign it at the end. It is very important to make sure that everything that happened to the victim is written in exactly the way 
that she told it. If there are mistakes, or if she is not happy with the contents of the statement, she may request that changes be 
made before she signs it. 
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Remember 

It is crucial for the complainant not to sign her statement until she is completely satisfied with the way it has been written. This 
statement may be used against her in court. 

If the survivor remembers any information, which she did not mention in her original statement, she must inform the police and 
have it added to the statement. 

The sexual assault survivor’s statement is extremely important: it is the main article of proof that the court will use to try and win 
her case and the police use the statement as the basis for their investigation of the case. 

The complainant has the right to obtain a copy of her statement. The police can use carbon paper to make a copy of her statement. 
In this case she must ask for a copy of her statement before the police officer starts to write it down. If she is not given a copy, she 
must request one. If the police station has neither carbon paper nor a photocopying machine, the complainant should arrange to 
fetch a copy of her statement within the next week. 

Ensuring a conviction 

South African law does not give mention to “sexual assault” specifically, but deals with different kinds of crimes such as rape, 
indecent assault, and incest. A man who sexually assaults a woman or girl can be charged with one or more of these crimes. If  the 
authorities decide that there is not enough proof to charge a man with rape or attempted rape, then they can charge him with a less 
serious crime like indecent assault. Less serious crimes have lighter sentences (such as a fine, or shorter period in prison). 

Sometimes a man may be charged with less serious crimes than those a woman or girl has reported, making the woman or girl feel 
angry or disappointed. A small consolation is that a man can be found guilty of the less serious crimes, even when the proof is not 
strong. This means that there is a good chance that a man who has sexually assaulted a woman or girl can be punished in some 
way; even if she thinks that the punishment is not severe enough for what he has done. When reporting the incident you should 
keep this in mind. Always ask the police to charge the man with indecent assault as well as the main charge.  

Attempted Rape 

This is when a man tries (or attempts) to rape a woman or girl. This means that he tries to place his penis into, or against her sexual 
organs, but does not succeed at doing so, because the woman or girl fights him off, or someone comes along, or something 
happens and he is stopped. 

Indecent Assault 

The law describes indecent assault as “an assault, which is in itself, of an indecent character”. Acts of indecent assault include a 
man or woman interfering with a learner’s body in a sexual manner. 

Incest 

Incest is when a man and a woman (or girl), who are prevented from marrying by law because they are family, have sex together. 
Following this law, it is a crime for a girl’s (or woman’s) father, stepfather, grandfather, uncle, brother, cousin or adoptive father to 
have sex with her. 

Crimen Injuria 

The law describes crimen injuria as the “unlawful, intentional and serious infringement of the dignity or privacy of another”. A 
person’s dignity is rooted in self-respect, peace of mind, and privacy. Crimen injuria occurs when a person sends you pornography, 
makes rude suggestions to you, or spies on you (a “Peeping Tom” or voyeur) when you are undressing. 

Vital information 

Before leaving the police station, you should ensure that you and the learner write down or have copies of the following because 
you will need this information to follow up on the case: 

 The OB and CAS numbers of her case (these numbers are essential if she  wants to find out anything about her case from the 
police or the court). 

 A copy of her statement, or a time when she can fetch one. 

 The telephone number of the police station. 

 The name and serial number of the officer who took her statement. 

 The name and serial number of the officer who will investigate her case (if the police are unable to give her this name when she 
reports the case, they must provide her with the name and contact number of an officer who can provide her with this  
information the following day).  

 A letter from the police, which the complainant can hand to any police officer  if she sees the person/s who assaulted her, so 
that the police officer can then  arrest him/them. 

 The name and phone number of the CID (Criminal Investigation Division) Branch  Commander (this person is the head of all the 
investigating police officers). 



General Documents 

 

Education Labour Relations Council H – 24  

 

3.6 Educators need to know about interventions at school that will prevent further abuse from taking place 
and that will begin to address the underlying causes of sexual abuse  

a  Intervention programmes to prevent abuse 

The Problem Successful Interventions Useful Resources 

Many children are unaware of the fact that 
they are being abused. 

The most common approach to abuse is 
through education. By educating children 
about what abuse is, what places to 
avoid, what to do if they are abused, and 
where to go for help, abuse can be both 
prevented and addressed when it does 
happen. 

Educators who are knowledgeable about 
child abuse, and have a good relationship 
with their learners. They should also be 
familiar with the process of reporting the 
abuse. 

b  Dealing with common problems 

Common Problems Solutions That Have Worked 

When children are abused, the abuser often threatens the 
child or their family to ensure that they do not tell anyone 
about the abuse. 

Children need to be educated about their rights and at the same 
time be assured that the school will treat information as confiden-
tial. In addition, they can be told of anonymous services like 
ChildLine and the Safe Schools National toll-free call line. 

Few children feel comfortable with telling an adult about 
abuse. 

Look for less obvious signs of abuse like symptoms listed above. 
If there is any concern that a child is being abused, the child 
should be sent for counselling and, if necessary, medical treat-
ment. 

Parents deny the abuse. Some parents are perpetrators of abuse and will therefore deny it, 
other parents are afraid that their security in the home will be 
threatened by the abuser. The school needs to work with parents 
to reduce child abuse. 

Learners do not know how to react if in a compromised 
situation. 

Learning self defence and building confidence. 

c  How can victim empowerment build a healthy school? 

Victim rights apply to learners and educators at school. The way in which an incident of crime or violence is handled at school will 
affect the way in which both the offender and the victim think about crime, justice, authority and equity in the future. 

Educators, representative councils of learners and school governing bodies play an important role in ensuring that appropriate 
action is taken after an act of violence, and that the victim is empowered to move on without anger. 

Educators and learners do not need to deal with the problem of crime and victim empowerment at school on their own, but can draw 
on the Network of Victim Empowerment Practitioners. Serving the needs of victimised youth is essential not only to the vision of a 
safe and peaceful school but also of a safe and peaceful society. 

Empowered victims help with police investigations by reporting the crime and making a statement. Once a suspect is arrested, their 
evidence helps decide whether or not bail should be granted. They help with the prosecution, conviction and sentencing of the 
offender by being a witness for the State, in order to ensure that the offender cannot commit any more crimes. 

Empowered victims are less likely to continue the cycle of violence. When a learner at school feels as if he or she has been em-
powered to contribute to the successful conviction of an offender, she/he feels that justice has been done – and is not left with 
feelings of anger and revenge. 

What are the basic steps to victim empowerment? 

Step one: Brainstorm why victim empowerment might be helpful in building your school as a safe and healthy school. 

Step two: Find out about community-based victim support initiatives in your area (see whom to contact at the end of this section). 

Step three: Set up a committee of concerned parents, educators and learners who are willing to work as school representatives 
on the community-based victim support initiatives. 

Step four: Let the school community know how they can access these community initiatives to give support in reporting and 
dealing with crime and violence. 

What do community-based victim support initiatives offer? 

The police official who takes the victim’s statement, the investigating officer, the health worker or educator who first learns about the 
incident, or even the prosecutor who will take the case to court, can all refer victims to Victim Support Initiatives in their area. 

Victims can access victim support themselves. Services may differ from area to area but generally they offer: 

 A shoulder to lean on and an ear to listen. 

 Help in contacting family or friends. 

 Help in dealing with victims’ feelings after the violence or crime. 

 An explanation of the process that needs to be followed in reporting the crime. 

 Help in communicating with the SAPS and later with the prosecutor. 

 Practical help and advice to avoid further problems. 

 Referral to a professional counselling service if the victim was traumatised by his/her experience. 
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d  Helpful National Contact Numbers 

ChildLine 
Offers counselling and support to victims. 
Crisis line: 0800055555 

LifeLine 
Offers 24 hour telephone counselling service, HIV/Aids, trauma, rape, youth counselling, training and outreach programmes.  
Tel: (011) 728 1347, (021) 461 1111, (031) 232323 
e-mail: llinejhb@iafrica.com 
web site: www.lifeline.org.za 

Agisanang Domestic Abuse Prevention and Training (ADAPT) 
Deals with domestic and sexual abuse, youth who experience abuse. 
Tel: (011) 885 3305 

NICRO 
Offers community victim support, youth development and diversion, and trauma counselling. 
Tel: (021) 422 1225 
e-mail: nicro@wn.apc.org 
web site: www.nicro.org.za 

Section 4: 
SKILLS THAT BUILD RESILIENCE 

This section outlines pro-active interventions that schools can take to prevent violence, crime and abuse and to promote safe 
schools and well-being. 

There are many children in South Africa and the rest of the world who face difficult and uncomfortable situations on a daily basis, 
but who do not follow a path of violence or crime. What makes some youth and children turn to violence while others from the same 
community do not? Research conducted here and overseas shows that children who do not choose a path of violence or crime, 
even if they are exposed to violence regularly, have particular “tools” that help them to choose a non-violent pathway. We call these 
tools “resilience factors” – the tools that help youth to resist a violent pathway and choose a non-violent one. 

Some of these resilience factors include a feeling of competency at school, feeling supported and cared for, having a strong sense 
of self-esteem, having values, being good at problem solving and at communicating effectively, having the confidence to deal with 
diversity, and being involved in community based or group activities. 

Important life skills include the ability to take control, to make plans and decisions, to change personal direction, to ask for help, and 
to stand back and reflect. Importantly, these are also the skills that enable people to give to others and to their communities. With 
giving comes a sense of belonging and an increase in self-esteem. An increase in self-esteem results in positive behaviour. 

In summary, resilience tools: 

 Help you to cope better in life; 

 Help you to say NO when you don’t what to do something; 

 Enable you to do more things for yourself; 

 Instill a sense of pride from doing things yourself; 

 Help you make decisions that are good for you and your community; 

 Give you insight into how the world works; 

 Enable you to make discoveries about yourself and the world; 

 Enable you to make better choices for yourself and your community; 

 Instill a sense of self-respect and self-esteem. 

4.1 Skills that build resilience 

a  Communication skills 

How do good communication skills help to build resilience? 

 Good communicators manage effective and successful social interactions that bring quality, meaning and satisfaction to their 
lives. 

 Communication skills facilitate social acceptance, integration and involvement with others. 

 Communication skills reduce the chance of interpersonal conflict turning into violent conflict. 

 Good communicators are able to express their needs and feelings – a first step in getting those needs met. 

What does poor communication lead to? 

 Feelings of powerlessness and isolation. If people are unable to express their needs and their feelings, they may turn to  
activities that make them feel even worse about themselves. 

 Introspection and narrow-mindedness. 

 Barriers to making contact with others. 
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b  How can learners be helped to communicate more effectively? 

In the classroom: 

 Be aware of the learners who do not speak often. Encourage them to communicate with you in private and help to build their 
confidence. 

 Don’t let the same learners talk all the time. 

 Help learners to recognise the difference between good and poor communication; rephrase some of their questions and com-
ments in a supportive manner. 

 Ask learners to role-play being a good listener and a bad listener. 

 Ask learners to role-play different ways of speaking about their needs and their feelings. 

Through intervention programmes: 

Following are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is 
unique and needs its own specific intervention. 

Aim Method Useful Resources 

To get learners to think about how they 
communicate. 

Ask learners to answer three questions: 

 Why is communication important? 

 When is communication good? 

 When is communication bad?  

Discuss the answers and develop a 
checklist for good communication. 

An educator who is able to communicate 
well and with whom the learners feel 
comfortable. 

To get learners to realise the effects of 
good and bad communication. 

Ask learners to answer two questions: 

When communication works it leaves me 
with feelings of . . . 

When communication does not work it 
leaves me with feelings of . . . 

An educator who is able to communicate 
well and with whom the learners feel 
comfortable. 

To get learners to practice listening skills. Divide learners into pairs. Ask one person 
in the pair to talk to their partner for about 
five minutes about something they find 
interesting. The listener should help the 
person speaking by asking some ques-
tions but do no more than that. After five 
minutes ask each listener to tell his or her 
partner what he/she was talking about. 
Go around the group and ask the “tellers” 
to give the listeners a mark out of ten, 
based on how well they thought the 
listeners had listened. Get them to moti-
vate this mark by giving examples. Then 
change the listeners around and repeat 
the exercise. 

An educator who is able to communicate 
well and with whom the learners feel 
comfortable, and who is able to manage 
group interactions well. 

c  Measuring the success of the intervention 

Work out a set of questions, for example: 

Has communication in your classroom improved since you started using the exercises? 

Next, decide what information is needed in order to answer these questions. For instance, if you are measuring how communication 
in the classroom might have improved, you will need to keep a record of examples that show how communication has improved. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success. 

 A plan for answering these questions. 

 An indication of how the results of the evaluation will be addressed. 

d  Helpful National Contact Numbers 

Communication skills are one part of general life skills. There are organisations that you can contact who will deal with  
communication skills as part of life skills. 

4.2 Alternatives to violence 

Finding alternatives to violence requires certain skills. How do these skills build resilience in learners? 

 Learners come to understand the nature of conflict and violence, and how conflict can escalate into violence when certain 
behavioural choices are made. 

 Learners come to understand that violence is linked to power, and explore alternative ways of testing and expressing their own 
power. 

 Learners develop skills to respond to violence with non-violence. 

 Learners develop skills to intervene in violence in a non-violent manner. 
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 Learners develop skills to speak to one another in a manner that is not threatening or aggressive. 

 Learners develop the ability to get in touch with their own feelings of violence and aggression, and in this way begin to make 
choices as to how they act out their anger and insecurity. 

 Learners develop better communication skills and respond to one another’s concerns and interests. 

a  What can violent interaction lead to? 

 When all disputes and arguments are settled by resorting to violence, learners begin to believe that violence is the only way to 
resolve conflict. 

 Violent interactions inside and outside the school premises often lead to revenge attacks; it becomes increasingly difficult to 
break the cycle of violence. 

 Violence is often linked to power: Learners who use violence may feel powerful but this power is without substance and can be 
taken away. 

 Educators who use violence or corporal punishment in the classroom are sending out a message that violence is OK. 

b  How can learners be encouraged to practice principles of non-violence? 

In the classroom 

 Don’t allow learners to be violent in the classroom. But remember not to use violence to tell your learners not to use violence! 

 Encourage learners to talk to one another about their feelings of anger in a way that help them to find solutions. Don’t be afraid 
of anger: encourage expression in a constructive manner. 

 Discuss the impact and effects that violence has on young people and children – on their self-esteem, their emotional well-
being, and their sense of safety. 

 Introduce role models such as sports stars, politicians and music stars – people who have achieved power and status in ways 
that have not involved violence. 

c  Through intervention programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 

Aim Method Useful Resources 

To help learners resolve conflicts without 
using violence. 

Some schools select learners to be 
trained as peer counsellors. These peer 
counsellors are given skills to intervene in 
conflicts between learners in a manner 
which encourages dialogue and which is 
non-violent. Peer mediators become well 
known in the school and are soon called 
upon whenever there is a threat of vio-
lence breaking out among learners. 

Learners who are well-respected and 
mature to act as mediators. 

To encourage educators to use alterna-
tive forms of discipline to corporal pun-
ishment. 

Today maintaining discipline in school is 
sometimes very difficult for educators. 
There are, however, successful alterna-
tives to corporal punishment. Discipline 
should not be viewed in terms of severe 
punishment or violence. This has been 
shown NOT to help with changing the 
behaviour of learners. View discipline as a 
means of upholding expectations for a 
code of decent conduct. Provide recogni-
tion and reinforcement for newly learned 
skills and behaviour. Have appropriate 
expectations for all learners and help to 
provide learners with the opportunity, 
support and encouragement to meet 
those expectations. 

Educators who are well informed about 
effective forms of discipline, and who are 
flexible and sensitive in their use of 
discipline. The booklet “Alternatives to 
Corporal Punishment: The Learning 
Experience,” Department of Education 
(2000). 

d  Measuring the success of the intervention 

Work out a set of questions, for example: 

Has violent interaction between learners in your school decreased since you introduced the peer mediation programme?  

Next, decide what information is needed in order to answer these questions. For instance, if you are measuring how violence has 
decreased, you will need to keep a record of incidences of violence over a period of six months. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success; 

 A plan for answering these questions; 

 An indication of how the results of the evaluation will be addressed. 
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e  Helpful National Contact Numbers 

NICRO 
Parents Programmes; Family Group Conferencing 
Tel: (021) 422 1225 
E-mail: nicro@wn.apc.org 
Web site: www.nicro.org.za 

4.3 Improving self-esteem 

How does high self-esteem build resilience? 

 Self-esteem is sometimes described as armour against the world. Young people who feel good about themselves find it easier 
to handle conflicts and resist negative pressure; 

 Young people with high self-esteem will enjoy social contact and group activities; 

 They will voice discontent without belittling others or themselves. They will say, “I don’t understand this” instead of “I’m an idiot”. 

a  What are the effects of low self-esteem? 

 People who have low self-esteem battle to cope with challenges and have many self-critical thoughts; 

 They become passive, withdrawn and depressed; 

 They may not want to try new things or may give up easily; 

 They are pessimistic. 

b  How can learners be encouraged to build self-esteem? 

In the classroom: 

 Praise learners for effort as well as for tasks well done. Focus on the effort and completion rather than on the outcome. For 
example, say, “Well, you didn’t make the soccer team but I’m really proud of the effort you put into it”. 

 Be a good role model. Learners will mirror educators who are overly harsh on themselves. 

 Encourage the learner to be realistic about situations. If a learner struggles with maths he/she may say, “I’m a bad student”. The 
educator should respond by saying, “You are a good student. Maths is just something you need to spend more time on”. Make 
sure your feedback is positive and accurate. Praise for good decisions (walking away rather than fighting with a fellow learner) 
will encourage the learner to make the right choice again. 

 Encourage learners to become involved in constructive activities. These are activities that encourage co-operation. For  
instance, in mentoring programmes older learners offer support to new or younger learners. 

c  Through intervention programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 

Aim Method Useful Resources 

To help learners appreciate the im-
portance of encouraging good self-
esteem in others. 

Divide learners into small groups to 
discuss what self-esteem is and the effect 
that being belittled or put down has on 
them. Get them think to about good and 
bad ways of giving another person feed-
back. 

An educator who can manage group 
discussions and who is knowledgeable 
about building self-esteem. 

To help learners recognise the ways in 
which they put themselves down. 

Help learners think about what kinds of 
things make them feel bad about them-
selves and why. Get them to identify 
statements or feelings that  are inaccu-
rate, for example, “I can’t do anything 
right”. 

An educator who can handle issues 
sensitively and with compassion. 

d  Measuring the success of the intervention 

Work out a set of questions, for example: 

Have learners begun to develop a more accurate perception of their own abilities? 

Next, decide what information is needed in order to answer these questions. For instance, if you are measuring whether learners 
are evaluating their abilities more accurately, you will need to record the kinds of things that they say about themselves. It may be 
useful to get learners to record this themselves and monitor how it changes over time. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success; 

 A plan for answering these questions; 

 An indication of how the results of the evaluation will be addressed. 

4.4 Values and Moral Grounding 

How do values and moral grounding build resilience? 

 By helping learners to make decisions about “right” and “wrong” in difficult situations; 

 By feeling part of a larger society that respects rights and responsibilities; 

 By making the learner feel valued and cared for. 
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a  What does a lack of values and moral grounding lead to? 

 An environment where educators and learners treat each other without respect, fairness or honesty; 

 A lack of understanding of what is considered right and wrong by society; 

 Relationships characterised by suspicion and a lack of honesty; 

 Learners have no religious, spiritual or political grounding. 

b  How can educators help learners to develop morals and values? 

In the classroom: 

 Educators have to treat learners and colleagues with respect. Children mirror the behaviour of adults; 

 Learners need to be given opportunities to take on roles that require moral responsibility, particularly in meeting the needs of the 
school. However, they should not equate moral responsibility with passive obedience; 

 Learners should be encouraged to develop social problem-solving skills, as this will instill the values that underpin non-
confrontational interaction; 

 Learners could be encouraged to explore paths in politics, spirituality and religion. 

c  Through intervention programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 

Aim Method Useful Resources 

To create an understanding of what good 
morals are. 

Some approaches to character education 
include using people who are good moral 
role models. This may entail telling stories 
about role models such as Nelson Man-
dela, and discussing why he is a good 
example of a moral person and what his 
characteristics are. 

An educator who is familiar with historical 
and political figures and who could give 
examples of good role models. 

To get learners to reflect critically on their 
own moral beliefs and views. 

Learners can reflect on real life events 
and decide how best to respond to a 
particular situation. 

An educator who is sensitive to the 
emotions that this exercise may evoke in 
learners, and who will reinforce their own 
positive descriptions of themselves. 

d  Measuring the success of the intervention 

Work out a set of questions, for example: 

Have learners begun to reflect on the morality of their actions? 

Next, decide what information is needed in order to answer these questions. For instance, if you are measuring whether learners 
have begun to consider the morality of their actions, you will need to record the behaviours that reflect good and bad morality and 
monitor these over time. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success; 

 A plan for answering these questions; 

 An indication of how the results of the evaluation will be addressed. 

e  Helpful National Contact Numbers 

SchoolNet SA: 
Helps design curricula and develop the capacity of educators and learners. 
E-mail: info@school.za. 
Tel: (031) 250 2366 
E-mail: crisp@nu.ac.za 
Web site: http://und.ac.za/und/cadds/cosl.htm 

Rights Africa 
Offers advice on human rights, in particular the Bill of Rights. 
Human Rights Advice Line: 0860 120 120 
E-mail: helpline@rightsafrica.co.za 
Web site: www.rightsafrica.co.za 

4.5 Preparing learners to navigate the world of work 

How does preparing learners to apply for jobs help them build resilience? 

 Learners feel confident when they move into the world of work because they know what to expect. 

 Learners are given information to help them gain and keep employment after school, increasing self-esteem and confidence. 

 Learners are aware of the norms and values that govern workplace interactions, making it easier for them to fit in. 

 Learners have the skills to perform jobs well, increasing self-esteem and confidence. 



General Documents 

 

Education Labour Relations Council H – 30  

 

a  What does a lack of knowledge and skills about the world of work lead to? 

 Lack of confidence when applying for employment. 

 An inability to interact in a professional manner when in the workplace. 

 A lack of the necessary skills to work effectively. 

 Re-enforcement of a negative self-image. 

 Giving up on the “world of work” and turning to crime. 

b  How can learners develop skills to effectively prepare them for employment? 

In the classroom: 

 Educators need to be aware of their own manner of interacting and dressing at work, and set an example by acting in a profes-
sional manner towards their colleagues. 

 Educators must insist on appropriate interpersonal skills from learners. These would include respect for others, keeping to time, 
and being neat and tidy. 

c  Through intervention programmes 

Here are a few examples of interventions that worked in schools. Some may be helpful but remember that each situation is unique 
and needs its own specific intervention. 

Aim Method Useful Resources 

To teach learners how to apply for work. Have a series of lessons in which learners 
go through the newspapers and look for 
job advertisements. Help them to draft a 
CV and write a formal letter of application. 
Have learners role play interviews with 
one another. 

An educator who is able to draft formal 
letters and CVs and has experience of 
interviews. 

Developing skills for particular jobs. Take part in a work experience pro-
gramme. Arrange for learners to ‘work’ at 
local businesses and companies for a 
week so that they can see what work in a 
field of their interest is like. 

The co-operation of local industry and 
businesses. 

d  Measuring the success of the intervention 

Work out a set of questions, for example: 

Do learners know how to write a CV? Apply for a job? Prepare for an interview? Conduct a successful interview? 

Next, decide what information is needed in order to answer these questions. For instance, if you are measuring whether learners 
can apply for jobs and write a CV, test them on their ability. 

Each action or intervention needs: 

 One or two key questions that will indicate whether the intervention has been a success. 

 A plan for answering these questions. 

 An indication of how the results of the evaluation will be addressed. 

e  Helpful National Contact Numbers 

SchoolNet SA 
Helps design curricula and develop the capacity of educators and learners. 
Tel: (011) 403 3952 
E-mail: info@school.za 
Web site: www.school.za 

Democracy Development programme (DDP) 
Youth empowerment and democracy education 
Tel: (031) 304 9305/6 
E-mail: ddpl@iafrica.com 
Web site in progress 

Rights Africa 
Offers advice on human rights, in particular the Bill of Rights. 
Human Rights Advice Line: 0860 120 120 
E-mail: helpline@rightsafrica.co.za 
Web site: www.rightsafrica.co.za 
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Section 5: 
PROMOTING HEALTHY SCHOOLS 

This section outlines how schools can assist learners who are facing problems that affect their performance at school and some-
times even threaten their life. 

Many young South African are exposed to learning environments that are potentially damaging to their physical, mental, social and 
emotional well-being. Because learners spend so much time at school it is crucial that these schools are transformed into places 
that not only promote intellectual development, but physical and emotional health and well-being. 

The World Health Organisation defines a health-promoting school as follows: 

‘The health-promoting school aims at achieving healthy lifestyles for the total school population by developing supportive environments con-
ducive to the promotion of health. It offers opportunities for, and requires commitments to, the provision of a safe and health-enhancing social 
and physical environment’. 

This section will focus on two areas that, if left unattended, are likely to contribute to an unhealthy school environment, and, if 
properly addressed, can make a real difference to the physical and emotional health and wellbeing of learners and educators. 
These areas are particularly relevant in South Africa today: HIV/AIDS and suicide. The fourth area of focus in this section looks at 
healthy alternatives – activities that young people can get involved in at school that will enhance their physical health and emotional, 
mental and social development. 

5.l HIV/AIDS 

a  How does knowledge of HIV/AIDS build a healthy school and child? 

There are two main issues to consider when dealing with AIDS at school. Firstly steps need to be taken to educate people about the 
virus and ways of staying healthy. Secondly learners must be educated so that the school community supports and nurtures those 
who are HIV positive rather than making them feel unwanted and alone. 

It was estimated in 2002, that 16 million people in South Africa were infected with HIV/AIDS. This means that every school will be 
affected by the epidemic. Children as a group are particularly vulnerable to the effects of HIV/AIDS – by the year 2010 there will be 
at least 2 million children orphaned by AIDS. 

What is HIV/AIDS? 

HIV is a virus that gets into the body and flows through the bloodstream. AIDS is the disease that is caused by HIV. When a person 
is diagnosed HIV positive they do not automatically have AIDS but AIDS will develop over time. Poverty and a poor diet hasten 
death. 

HIV is spread by the direct contact of body fluids from an infected person to another. The blood of the infected person contaminates 
the uninfected person. There are four ways in which HIV is spread from one person to another: 

 Through sexual contact with a person who is infected. This can include sexual intercourse, oral or anal sex (including rape and 
unsafe sex); 

 The sharing of intravenous needles that still contain infected blood; 

 Through contact with blood injuries; 

 From mother to child before or during birth, as well as through breast milk after birth. 

HIV cannot be spread through saliva, mosquitoes or tears. HIV cannot penetrate the skin, so the blood of an HIV infected person is 
only a risk to you if you have cuts on your skin that come into contact with the blood. 

At the moment there is no cure for HIV/AIDS although scientists are trying to develop a cure for it. Drugs (such as AZT) can prolong 
the life of an HIV infected person, but these are extremely expensive and not widely available in South Africa. There are three 
possible ways to a cure for AIDS: 

 To develop a drug that will kill HIV when it enters the blood; 

 To develop a vaccine that will prevent people contracting the disease; 

 To educate people world wide about the dangers of AIDS and how infection can be prevented. 

Schools have an important role to play in ensuring that infected and affected learners are not faced with prejudices, and that they 
receive the care and comfort that they need. Learners who are HIV positive also need to learn that having HIV is NOT a life  
sentence, if drugs and treatment are available. 

In addition, young people between the ages of 15 and 24 years are the group most likely to be infected with HIV. They need to be 
educated about how the disease is spread and how safer sexual practices can prevent infection. They also need to be aware of the 
difficulty of being diagnosed HIV positive, and be empowered to offer support and care to their friends who are infected and  
affected. 

b  What are the basic steps to addressing HIV/AIDS in a school? 

Step one: Brainstorm what kinds of programme the school could run to address two priorities: education about the virus and safe 
practices, AND education which instills in the school community empathy and support for those who are HIV positive. 

Step two: Gather as much information about these two areas of concern. Local libraries may have information, otherwise the 
nearest AIDS Training and Information Centre (ATIC) can provide the necessary information. 

Step three: Set up a health advisory committee of concerned people who will work towards the goals of educating the school 
community about AIDS and creating a supportive environment. They can be responsible for drafting school policy about 
HIV/AIDS. This committee may include health care workers from clinics, parents and learner representatives, and the school 
governing body. 

Step four: Identify community organisations and resources and let the school community know how these resources can be  
accessed. Some of these are listed below. 
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c  What do community-based initiatives offer? 

Community-based organisations (CBO’s) offer many services. These include: 

 Information for educators and learners on HIV transmission and prevention; 

 Counselling and support for those infected or affected; 

 Confidential testing for HIV. No test can be done without the consent of the individual; 

 Workshops that help people who have negative attitudes towards those that are HIV positive, to be more accepting and  
supportive. 

A community approach to addressing HIV in schools is essential for many reasons. 

 Belonging to social networks has a positive impact on health. Social support for HIV positive people has been shown to prolong 
their life; 

 Interventions designed will be appropriate for the community; 

 Government does not have the resources to address HIV/AIDS alone. 

First aid kit in schools should include: 

Rubber gloves, mouth to mouth cover, various bandages, disinfectant, cotton wool, blanket, clean water, bucket, 
sponge. 

d  Helpful National Contact Numbers 

AIDS Training Information and Counselling (ATIC) 
Offers training and information on AIDS and confidential counselling, testing and education to those infected and affected. 
Tel: (011) 725 6710 
E-mail: aidsprog@mj.org.co.za 

AIDS Help Line 
Offers counselling and information. 
Tel: 0800 0123 22 
E-mail: rolandp@lifeline.org.za 

The AIDS Consortium 
Provides information on HIV/AIDS, offers meetings, networking, activism, resources. 
Tel: (011) 403 0265 / 0390 
E-mail: aidscons@global.co.za 
Web site: www.aidsconsortium.org.za 

Department of Education AIDS Guidelines 
Web site: www.education.pwv.gov.za/HIVAIDS/Emergency AIDS 

5.2 Dealing with stress and suicide 

a  How can awareness of suicide build healthy schools? 

Information on suicide equips educators to identify learners at risk of committing suicide and to intervene to help those learners. It is 
important to remember that suicide is a symptom of problems in young people’s lives and that the problems (rather than the suicide) 
should, in the long run, be the focus of interventions. This means that although it is necessary, at the time when a child threatens 
suicide, to intervene to prevent their death, in the long run it is important to address the reasons why the child wanted to die. 

Good mental health and emotional well-being is essential if young people are to be successful in their academic and social lives. 
Learners who are emotionally healthy take part in school activities and are productive; they are an asset to the school. Educators do 
not need to address suicide on their own, as there are a number of places that can provide assistance and professional services to 
young people (see the end of this section). 

b  What are the basic steps to addressing suicide? 

Step one: Brainstorm why it is important to address suicide in your school. 

Step two: Find out what initiatives to prevent suicide are available locally in your area. 

Step three: Set up a committee of concerned parents, educators and learners who are willing to work as school representatives 
on community-based suicide prevention initiatives. 

Step four: Let the school community know how they can access these community initiatives to address suicide. 

Information on suicide 

Suicide is increasingly common among young people in South Africa. However, most young people who attempt or commit suicide 
have communicated their desire to commit suicide to another person before they carry it out. This suggests that it is possible to 
prevent suicide if learners, educators and caregivers are aware of the signs of suicide. These include: 

 Decreased academic performance and skipping classes. 

 Death or suicide themes in artistic or creative work. 

 Withdrawal from friends and activities. 

 Depression, mood changes, sleeplessness or inattention. 

 Recent loss of loved one, or break-up with girlfriend/boyfriend. 



General Documents 

 

 H – 33 Education Labour Relations Council 

 

Many myths exist about suicide. For example, it is sometimes believed that young people who talk about suicide will not actually 
commit suicide. It is important that learners and educators realise that all suicidal threats are serious and are often a plea for help 
from the young person. Few suicides happen without warning although people often do not recognise the intention. If the intention to 
commit suicide has been recognised, any person can intervene although the services of a professional counsellor may also be 
required. 

What do community-based suicide initiatives offer? 

People working on suicide prevention initiatives can be contacted by the person who is threatening suicide, or by a concerned party. 
Although these initiatives vary from place to place, in general they will offer: 

 Counselling for the person who is considering, or has attempted, suicide, and their loved ones. 

 Information and advice to educators and caregivers about how to cope with suicide, or suicide threats and attempts. 

 Information on how to intervene when a young person is at risk of committing suicide. 

 Training on how to help teenagers who are suicidal. 

c  Helpful National Contact Numbers 

ChildLine 
Can provide counselling for young people contemplating suicide. 
Tel: 0800055555 
SAPS 
Tel: 10111 

5.3 Substance abuse 

Educators at schools need to be able to assist learners who abuse drugs and alcohol. 

a  Signs of abuse 

Here are some signs to look out for that may indicate a learner abuses drugs and alcohol: 

 drop in scholastic achievements; 

 sudden mood swings e.g. from sullen and moody to happy and alert; 

 unusual aggression or apathy; 

 change of friends; 

 loss of interest in hobbies, sport and school; 

 becoming secretive, exhibiting furtive behaviour and lying; 

 tiredness and bouts of drowsiness; 

 unexplained loss of possessions and money; 

 unusual smells of stains on the body and clothes; 

 change in appearance. Less interest in personal hygiene. Weight loss or gain; 

 drug related paraphernalia such as clothes and jewellery 

Please remember that some of these symptoms could be confused with those of normal adolescence. So don’t over-react but don’t 
allow your reality to be challenged either. Look for general patterns of changes. 

b  Why do young people take drugs? 

There is no easy answer to this question; any number of reasons could include: 

 it feels good to get “stoned”; 

 it’s the fashionable thing to do; 

 boredom; 

 curiosity, some people just want to try a new experience;  

 pressure from friends; 

 the thrill of doing something different; 

 an escape from problems at home or at school; 

 a way to acquire confidence and self esteem; 

 parental disapproval; 

 it’s there so why not try it? Drugs are usually bought from friends, in clubs and on the street; 

 it’s illegal and therefore may seem exciting; 

 everyone does it! 

It does not really help to map out the causes and effects of the problem as we did in the other sections. The important thing is to 
have a procedure and protocol for managing situations so that individual educators are not handling these situations on their own. 

Possible partners 

 You should identify partners locally: social workers, school clinics, the South African National Council of Alcohol and Drug 
Dependence (SANCA) and other NGOs as well as the SAPS. The only problem with involving the police is that immediately it 
becomes a legal issue, and often the police are seen as “the enemy”, so its important to look at appropriate interventions. 
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 School governing bodies and parents: schools cannot enforce a “no drugs” programme if parents allow drug taking at home, or 
do not realise the extent of the problem. Parents may need information on how to deal with drugs in the home in order for any 
intervention to be successful. 

 Community and business leaders: They may be important role models for young people and can help to motivate learners to 
become successful. 

c  Practical and realistic interventions 

Unlike the other sections in this book, it is very difficult to identify the cause of the problem. The cause is generally very complicated 
and is basically a societal cause. It is therefore far better to look at individual interventions that work. 

Interventions that worked: 

The Problem Successful Interventions Useful Resources 

Educators are aware that learners are 
taking drugs but feel helpless to inter-
vene. 

Schools that deal successfully with drug 
abuse train educators with specific skills 
in how to detect drug abuse, how to treat 
and help learners, how to involve the 
parents and how to best design a struc-
tured intervention with the learner. 

Educators willing to be trained, an NGO 
or social worker that can offer the training. 

Educators and learners are unsure of 
what to expect when a drug problem is 
identified. 

A crucial part of successfully tackling drug 
abuse is the development and implemen-
tation of a drug policy at school. This 
policy helps educators to follow a certain 
course of action that has proved to be 
successful. 

The school governing body, educators, 
learner representatives and someone who 
is experienced in the field could run a 
workshop to develop a school policy on 
drugs. 

Once a learner is taking drugs, it seems 
very difficult to intervene and offer alterna-
tives. 

It has been proved that high impact 
education programmes on an ongoing 
basis in the school, have very positive 
results. These education programmes 
should not be didactic or punitive but 
should engage learners in a manner that 
they can relate to. 

Educators to be committed to ongoing 
education programmes, experts in the 
field to constantly update methodology 
and approach. 

d  Common obstacles or problems 

Common Problems Solutions That May Help 

Learners are unlikely to tell educators about drug use be-
cause of the severe consequences. 

Educators need to be trained to look out for signs of drug use. 
This training should also involve how to intervene successfully in 
a way that does not alienate the learner but actually assists in his 
or her recovery. It is very, very important that educators do not 
promise to treat the matter confidentially; by keeping secrets and 
not taking any action, an educator may be giving tacit approval of 
the behaviour and become an enabler instead of actually helping 
with the problem. Educators need training as far as boundaries 
etc are concerned. 

Learners who are worried about their friends taking drugs do 
not tell educators for fear of betraying them. 

Some schools use an “anonymous box” where learners can 
anonymously post information about substance abuse in the 
school. However, these anonymous boxes can have a negative 
impact if the information posted in them is taken as FACT. The 
information must be investigated correctly. The section in the 
school policy dealing with “rumours” should explain the procedure 
for investigating information. 

e  Measuring the success of the intervention 

Interestingly enough if a school programme is successful there may be more learners presenting with problems rather than less. A 
successful programme identifies and assists learners with coming to terms with their own abuse. Therefore, a successful pro-
gramme may result in more learners asking for help. To measure the success of the programme therefore, it is no good measuring if 
the number of learners involved in drug abuse has decreased; rather ask questions of educators about the success of the pro-
gramme. 

Work out a set of questions, for example: 

How well did educators manage substance abuse situations? Are they more confident? Are they more able to identify a learner with 
problems? Have structured interventions been successful? Have learners who have been through a treatment programme been 
successfully reintegrated into the school system and stayed clean? 



General Documents 

 

 H – 35 Education Labour Relations Council 

 

f  Helpful National Contact Numbers 

South African Council on Alcoholism and Drug Dependence (SANCA)  
National organisation offering prevention and treatment (in- and outpatient) of alcohol and other drug abuse. 
P O Box 30622 
Braamfontein, 2017 
Tel: (011) 725 2722 
E-mail: sanca@sn.apc.org 
Web site: http://wn.apc.org/sanca 

ChildLine 
Taking drugs is often a sign that a child is experiencing personal or family problems and lacks self-esteem and confidence. Child-
Line offers counselling and advice to these young people. 
Tel: 0800055555 

Alcoholics Anonymous (AA) 
Offers help to people suffering from alcohol abuse. 
P O Box 46339 
Orange Grove 2119 
Tel: (011) 341 0608/9 
Fax: (011) 6401413 
Web site: www.alcoholics.org.za 

Section 6: 
BUILDING HEALTHY ALTERNATIVES 

Many South African schools are so desperately under-resourced that extra-mural and extra-curricular activity has been limited. 
However, the value of extra-mural activities is becoming widely acknowledged. Sport, music, art and drama, to name but a few, 
provide physical and emotional outlets for young people and channel energies which in an environment of uncertainty and violence, 
could so easily lead to criminal and violent activity. 

Being part of an active team, activity or organisation can help youth “rise above” their social circumstances. 

Art and music help youth to deal with trauma and deep-rooted psychological issues. Encouraging young people to express their 
thoughts and feelings through art, music or drama can have a tremendous impact on the school environment, and the importance of 
structuring these opportunities into the school day cannot be overestimated. 

Sport is a tremendously important outlet for young people and an essential component of any health-promoting programme. Sports 
stars are mostly good role models and can motivate their fans to follow a healthy lifestyle. Educators can build on the admiration 
young people have for their sporting heroes and heroines by encouraging learners to participate in sport. Although competitive sport 
is important in setting goals and developing team spirit and leadership, it is more important that young people do sport for the 
enjoyment of it without feeling under pressure to perform. A healthy body is conducive to a healthy mind and spirit and ultimately 
contributes to the general health of a school or community. 

Youth involved in sport, music and art often have: 
 An improved self-image and body awareness; 
 Better communication skills; 
 An increased ability to use energy purposefully; 
 Reduced abusive and disruptive behaviour; 
 Better interaction with peers and others; 
 Increased independence and self-direction; 
 Improved creativity and imagination; 
 Better emotional expression and adjustment. 

Examples of healthy activities: 
 Reading; 
 Philosophy group; 
 Scouts and guides; 
 Family planning and teenage mothers group; 
 Gardening and growing vegetables; 
 Sport; 
 Drama; 
 Music / choir; 
 Chess; 
 Debating; 
 Ballet; 
 Youth club involvement; 
 First aid training; 
 Environmental club; 
 Small business development. 

Helpful National Contact Numbers 

Sport for All 
Develops sports facilities in townships. 
Tel: (031) 502 4542 
E-mail: pennyc@sportforall.org 
Web site: www.sportforall.org 
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SchoolNet SA 
Helps develop the capacity of learners. 
Tel: (011) 403 3952 
E-mail: info@school.za 
Web site: www.school.za 

Planned Parenthood of South Africa (PPSA) 
Offers counselling and education on family planning, pregnancy, abortion. 
Tel: (011) 482 4601 / 403 7740 
e-mail: ppsa@ppsa.org.za 
Web site: http://ppasa.org.za 

READ Education Trust 
Provides books with educational value to all grades. 
Tel: (011) 339 5940 
e-mail: books@read.co.za 
Web site: www.read.org.za 

Girl Guides Association of South Africa 
Gives girls the opportunity to develop life and leadership skills while having fun. 
Tel: (011) 795 3741 
e-mail: ggasa@sn.apc.org 
Web site: www.come.to/saguiding 

SA Scout Association 
Develops in young people spiritual awareness, respect for others and a willingness to serve the community through physical activity 
and mental challenges. 
Tel: (011) 339 2711 
e-mail: gauteng@scouting.org.za 
Web site: www.scouting.org.za 

Southern African Association of Youth Clubs 
Youth service organisation aiming to improve quality of life of South African youth by offering youth enhancement programmes, 
advocacy and networking. 
Tel: (011) 674 5405 
e-mail: saayc@sn.apc.org 

Section 7: 
APPROACHES TO EVALUATING CRIME PREVENTION / YOUTH PROGRAMMES 

7.1 Why evaluate? 

 There is generally a lack of information in South Africa on what kinds of programmes work in which situations and why. Evaluat-
ing programmes helps us to choose which one is best for our school. 

 Evaluations tell us whether our intervention is working and which aspects of it are working best, and where we need to improve. 
It is a way of finding out whether we have reached the goal that we set for ourselves. 

 Evaluating a programme helps to convince potential donors to give money to the programme. It also tells them how their money 
is being spent, and how effectively it is being spent. 

 Evaluations provide us with proof that our programme works! 

 Evaluations often highlight new problems that need investigating in the school. For example, a programme aimed to reduce 
drug use among learners may alert you to the fact that there are very low levels of parental supervision after school hours. 

7.2 Getting to grips with the language of evaluation 

Throughout the section several terms will be used. These terms are explained below. 

Terms Definition 

Objectives Your goals. The results you want to achieve through your programme. 

Inputs The resources you need in order to carry out your programme. These may be 
educators, funds, resources etc. 

Outputs The products of the programme. For example, “six high impact educational work 
shops”, a “training course for educators resulting in six trained educators”. 

Impact/outcome The result of the programme. For example “a 50% reduction in drug use in the 
school following an education workshop”. 

Monitoring Keeping track of the programme progress. Monitoring what you are investing in 
the project (such as time, money) and whether the programme is being carried out 
according to plan. This is the most basic form of evaluation. 

Evaluation Finding out whether the programme is achieving its goal – such as reducing high 
rates of absenteeism in the school. 



General Documents 

 

 H – 37 Education Labour Relations Council 

 

Terms Definition 

Confounding variables External factors (outside of your programme) that may shape your programme 
results. If you are running self-esteem workshops for learners, a potential con-
founding variable could be a similar project being run by the local church. When 
you measure the learner’s self-esteem you won’t know whether it is due to your 
programme or the church’s programme. 

Formative evaluation This is an evaluation of the process of implementing your programme i.e. not the 
results, but the way in which the programme was run. Was the programme 
implemented as planned? Were there factors that stood in the way of its imple-
mentation? What parts of the programme went smoothly? 

Outcome evaluation or summative evaluation This asks the questions: “What changes took place? What was the impact of our 
programme? Did it change things at school?” For example: Compared to before 
the programme was implemented, how much has drug use in the school de-
creased? 

Indicators An indicator is used to measure how successful the programme has been. For 
example, finding out how many learners have been absent from the attendance 
register would be an indicator of rates of absenteeism. If you want to know wheth-
er levels of attendance at school have increased, your baseline data could be the 
attendance records before the programme was introduced. These will be com-
pared with the attendance records after the programme has been run. 

Base-line information This is information you need before the programme starts so that you can meas-
ure it against information at the end of the programme. For example if your 
programme aims to increase the awareness of HIV/AIDS, you will need to do a 
survey with learners before you begin the programme to record their opinions and 
knowledge. This information is called base-line information. After the programme 
is finished you will conduct a summative evaluation to see if learner attitudes and 
knowledge has changed. 

7.3 What questions does an evaluation aim to answer? 

 Did we implement all the steps in our programme plan? We all start out with a plan, at the end of the programme we need to ask 
ourselves, were any steps in our plan left out? Why were they left out? 

 Did we achieve our outcome? An outcome is the final result of the programme: did we achieve our result? If you had planned to 
reduce truancy, you would ask “have levels of truancy been reduced and by how much?” 

 How do we know that the results (such as reduced truancy) are because of our programme? Were there any other programmes 
or factors (confounding variables) that might have also contributed to reducing truancy? What are they? 

 What factors made the programme work well? 

 Was the programme successful because educators were very involved? Because parents and the school governing body 
prioritized the programme? Because the materials were very effective? 

 What factors made it difficult to implement the programme? 

 What obstacles did you face? Where should we place more of our efforts in the future? 

 Is the programme cost effective? This is difficult to measure but you need to ask: “was our programme cost-effective?” Cost 
may include several things such as money, staff time or equipment used such as paper, pens etc. If clear records are kept of 
how much is spent, the cost per child enrolled in the programme can be worked out. Similarly, the time invested per child can be 
established. For example if you introduce a drug education programme for 12 learners for one hour a week over a three-month 
period (i.e. you invest 12 hours), the cost in time would be one hour per child. This investment can then be weighed up against 
the success of the programme in reducing drug use among learners. 

7.4 Who should do the evaluation? 

Internal versus external evaluations 

Sometimes a person inside the school who has been involved in the programme design does the evaluation. We support the idea of 
the evaluation being internal; educators do not feel that they are being judged or treated like guinea pigs and the evaluation is more 
useful because educators ask and answer the questions that are most important to them. There are several advantages and 
disadvantages of an internal evaluation: 

Advantages of an internal evaluation 

 People from within the programme often have a better understanding of the programme and how it has worked. 

 It is more cost-effective. Many people leave out the evaluation stage of their programme because they don’t have the resources. 
This is a very bad idea because it means you are unsure whether your programme makes any difference at all. 

Disadvantages of an internal evaluation 

 We live in a society where many factors impact on our behaviour, attitudes and lifestyle. It is often very difficult to isolate one 
programme and say, “the reason that bullying has decreased in our school is because of this one programme”. Ideally, pro-
gramme implementers should be on the lookout for other factors that may also influence the current programme. 

 Sometimes the kinds of changes that we are wanting are very hard to measure. For example, if we implement a programme to 
improve the self-esteem of learners, how do we know that it works? Self-esteem is very difficult to measure because we can’t 
observe or count it. In many cases we have to rely on what learners tell us has changed for them. 
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 The language of evaluation can at times be confusing. It is important to remember that the evaluation is for your benefit only and 
is used to improve your programme and perhaps secure funding for it. It is therefore not necessary for you to use or understand 
all the jargon that can go with evaluations. 

7.5 Key principles in evaluating youth programmes 

 There is no right way to do an evaluation. There are many different kinds of evaluations that are useful for different purposes, at 
different times in a programme’s history. 

 Ideally you should decide what you are going to evaluate and how you will evaluate it at the start of your programme. Therefore 
if you have to collect base-line information, you can do so at the start. 

 Most programmes in schools spring not from a need to answer a set of questions, but from the desire to act NOW. This action 
usually expands and improves over time and our evaluation methods should be able to accommodate this. 

 Programme evaluation should be a collaboration from the beginning. This collaboration should be between all stakeholders 
involved in the programme. E.g. parents, learners, educators etc. 

 It is important for an evaluator to be someone who communicates well with the programme staff and is able to clearly explain 
what is needed for the evaluations, how it will proceed, the costs, benefits and the limitations. This should be planned at the be-
ginning of the evaluation so that you do not collect all your information and then disagree about what it means. This is especially 
important if an outside evaluator is used. 

The main purpose of evaluation is to provide information that is useful to the programme and can meet the programme needs. This 
cannot be accomplished if the evaluation is simply handed over to an evaluation expert without the programme staff understanding 
what will be done and how it will be done. 

 An incremental approach to evaluation should be taken. This means that the results of the evaluation should be used to build up 
your programme. For example, if the evaluation of a programme to reduce gun carrying at school shows that children are pre-
dominantly bringing their parent’s guns to school, then the next phase of the project may include a parent education component. 
Also aspects of the programme that were initially thought to be important may, after evaluation, not be important and might be 
dropped from the next phase of the programme. 

Educators are reluctant to spend time doing evaluations. How can we change this so that educators support evaluations? 

 Make sure everyone “buys into” the value that evaluations add to programmes, research and funding. 

 A lack of resources should not prevent an evaluation from taking place. Rather, when resources are scarce, evaluations are 
essential so that you can spend resources in the place where they will be most effective. 

 If you make sure from the beginning that the evaluation is a consultative process and that all programme staff understand the 
value of the evaluation and how it will be done, they will be more supportive of the evaluation. 

 Make evaluations participatory and collaborative. All programme staff, parents, and community members will have ideas about 
how the programme has worked and how it should be changed. It is these ideas that are most useful for evaluations. 

 Design evaluations that are realistic and that do not place too much pressure on programme staff. 

 Ensure that programmes will benefit directly from the evaluation. Make sure that the questions you ask will inform the running 
of, and the content of, the programme. 

 Make sure that the questions you ask can be measured. For example it is not useful to ask whether children are happier. Rather 
ask how are they happier? Are they doing better at school? Have their relationships improved? 

Developing good indicators 

 Indicators should be related to your objectives. If you aim to reduce racism in school, an indicator could be the amount of 
time learners spend with members of race groups other than their own before and after the programme. 

 Indicators must be clear, specific and measurable. 

 Indicators should describe the result and the degree to which the result has taken place. It is not enough to say that  
attendance in class has improved, how much has it improved? How many children that were truant before the programme 
are now attending regularly? 

 Indicators can also include the aspects of the daily lives of the programme staff. They may include questions such as “how 
did you spend your time?” If during a self-esteem workshop most of the educators time was spent discussing problems of 
child abuse, then perhaps child abuse needs to be addressed as a separate aspect of the programme or instead of the exist-
ing one. 

 All involved in the programme must agree on the indicators that will be used. 

7.6 Some ideas to get you started 

How to evaluate a programme that is going to be implemented? 

Example: tackling bullying in school 

You will first plan your programme carefully 

For example: 

Programme objectives 

Broad objectives of the programme: 

 To create a school environment where learners feel safe and can concentrate on their studies. 

 To teach learners to respect one another and to express aggression in healthy ways. 
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Specific objectives: 

 To reduce the levels of bullying in the school. 

Designing an evaluation framework 

You now need to ask “what do we want to measure in this programme?” 

 Do you want to measure the process of how the programme was implemented and how well you followed the plan? 

 Did you want to evaluate the impact of the programme? What did it change at your school? 

 Do you want to evaluate the cost of the programme? 

Let’s say you want to measure all three aspects of your programme: 

a  Measuring the process of how your programme was implemented: 

 Keep a record of which activities took place, when they took place, who implemented them and how long they took to  
implement. Record anything that happened during these activities e.g. low learner turn out, workshop raised new problems. You 
will use these records at the end of your programme to see if you followed the programme plan and to see whether activities 
changed along the way to make the programme more effective. Another useful tool is to get the project participants to keep  
diaries throughout the programme. In this way you might be able to track the process better. 

 What activities took place that were not included in the plan? What effect did these changes have on the programme? 

b  Measuring the impact of your programme: 

Your programme aims to reduce the levels of bullying. How will you do this? Develop a set of indicators that will help you measure 
the decline of bullying. Do you have any records on how many children were reported by monitors for bullying before you started the 
programme? Or how many learners complained of being bullied? At this point you may want to collect some of this base-line 
information by having educators count the number of incidents of bullying that they see in the school. Remember to define carefully 
what you mean by bullying! 

You may set aside one week to collect base-line information. Each educator will be given a book in which they note every incident of 
bullying that happens in their class and what kind of bullying it is. At the same time, if possible, records will be collected to see how 
many reports of bullying there have been in the six months prior to the programme. Someone will need to summarise this  
information. 

After the programme is finished, count the number of incidents of reported and counted bullying before and after the programme. 
Work out by what percent bullying has decreased. For the focus group discussions, take detailed notes and find out what the most 
common themes are. For example, do most learners feel that the programme helped them to feel safer? Did they feel that it  
lessened bullying in the classroom but not on the playground? Did they find the education workshops too short or too long? 

As part of your strategy to reduce bullying you may implement a programme aimed at teaching monitors conflict management skills 
and learners how to manage anger. You will need to think about how both of these could be evaluated. How will you decide whether 
learners are managing their conflicts any better than they did in the past? 

c  Measure the cost of the programme 

Cost may include several things such as money, staff time or equipment used such as paper, pens, etc. If clear records are kept of 
how much is spent, the cost per child enrolled in the programme can be worked out. Similarly the time invested per child can be 
established. This amount will then be measured against the success of your programme. The calculation is done by taking the 
overall cost of the programme and dividing it by the number of learners involved in the programme. 

(Overall cost of project/number of learners = cost per learner). For example, if the project cost R200 000 to complete and 40 
learners were involved in the programme, then the cost per learner is 200 000 / 40 = R5000. The cost is R5000 per learner. You can 
then decide if this is too costly to take to other schools. You can also calculate the budget if you wanted to re-run the programme 
with 400 more learners. 

Timing your evaluation  

Do not evaluate when learners are writing exams or otherwise distracted. If there has been a serious incident of violence on the 
school grounds, this may impact on the levels of bullying in the school. For example, if there has been a shooting, levels of 
conflict may be very high. This needs to be taken into account when you evaluate your programme. The shooting would be an 
example of a confounding variable. Also consider for how long you want to conduct the evaluation. For example, one week after 
the programme bullying may have reduced by 50% but is this still true six months later? The length of your evaluation will de-
pend on the resources and time you have available, and what indicators you use. 
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Helpful Contact Numbers 

Province Sexual Abuse/Child 
Abuse 

HIV/AIDS Safe Schools/ Life 
Skills 

Substance Abuse 

EASTERN 
CAPE 

Family and Marriage 
Society of Southern 
Africa (FAMSA) 

263 Oxford Street 
Southernwood 
East London  
Tel: (043) 743 8277 
Fax: (043) 743 8277 
LifeLine/ChildLine 
3 Craigellen Mansions 
3 St James Road 
Southernwood 
East London 
Crisis 
Tel: (043) 722 2000 
Office & Fax: 
(043) 743 7266 

AIDS Training Information 
and Counselling Centre 
(ATICC)  

City Health Dept,  
30 Beaconsfield Road, 
East London 5201  
P O Box 984 
East London 5200 
Tel: (043) 705 2969 
Fax: (043) 743 9743 
atic@iafrica.com 

Project for Conflict 
Resolution and 
Development  

22 Hurd Street  
Newton Park 
Port Elizabeth 
P O Box 34240 Newton 
Park 6055  
Tel: (041) 363 5651  
Fax: (041) 363 5652 

SANCA Alcohol and 
Drug Centre  

P O Box 863  
Port Elizabeth 6000  
Tel: (041) 436 071 
Fax: (041) 411 704 

WESTERN 
CAPE 

Child Abuse and 
Therapeutic Training 
Services (CATTS) 

Kenilworth Clinic 
Kenilworth Road 
Kenilworth 
P O Box 24525 
Lansdowne 7779 
Tel: (021) 797 1400 
Fax: (021) 788 9217 

C.H.A.I.N – Children’s 
HIV/AIDS Network Child 
Health Unit, 

46 Sawkins Road, 
Rondebosch 7700  
Tel: (021) 685 4103 
Fax: (021) 689 5403 

Centre for Conflict 
Resolution Youth Project 

P O Box 1228 
Cape Town 8001  
Tel: (021) 422 2512 
Fax: (021) 422 2622 

AL-ANON and Alateen 

616 Pearl House, 
Strand Street  
Cape Town 8001 
Tel: (021) 418 0021 

NORTHERN 
CAPE 

National Institute for 
Crime Prevention and 
Reintegration of 
Offenders (NICRO) 

Room 325 3rd floor Perm 
Building, Kimberley  
P O Box 3207 
Kimberley 8301 
Tel: (053) 831 1715 
Fax: (053) 831 1715 
nicron@wn.apc.org 

AGANG Aids Service 

272 Jackson Makodi 
Street 
Unit 1 Pampierstad 8566 
P O Box 92 
Pampierstad 8566 
Tel: (053) 996 1254 

NICRO 

Permanent Building 
Ground Floor 
Woodley Street 
Kimberley 8301 
Tel / Fax: (053) 831 1715 

SANCA 

P O Box 909 
18 Market Square,  
Kimberley 8301 
Tel: (0531) 81 1699 
Fax: (0531) 81 2937/6 

KWAZULU 
NATAL 

Umbilo Crisis Centre 

SAPS Umbilo 
36 Deodar Avenue 
Congella, Durban 4001 
Tel: (031) 205 3383 
Fax: (031) 203 2449 

AIDS Foundation of South 
Africa (AFSA) 

Musgrave Methodist 
Church Complex 237 
Musgrave Road, Berea 
4001 Central 
P O Box 50582 Musgrave 
Road 4062 
Tel: (031) 202 9520 
Fax: (031) 202 9522 
admin@aids.org.za 
http://www.aids.org.za 

Independent Projects 
Trust (IPT)  

2702 Old Mutual Centre, 
27th Floor 303 West 
Street Durban 
KwaZulu Natal 
iptnet@wn.apc.org 
Crime Reduction in 
Schools Project (CRISP) 
Tel: (031) 260 2366 

SANCA  

P O Box 1991 Durban 
4000  
Tel: (031) 303 2202 
Fax: (031) 303 1938 

FREE STATE Family and Marriage 
Society of South Africa 
(FAMSA) Universitas, 

10 Strauss St. 
Bloemfontein 
Tel: (051) 525 2395 
Fax: (051) 522 4199 

AIDS forum  

Thaba Nchu 
Selosesha 9783 
P O Box 257 
Selosesha 9783 
Tel: (051) 873 2233 
Fax: (051) 873 2233 

The Centre for 
Citizenship Education & 
Conflict Resolution  

P O Box 12376 
Brandhof, 9324 
Tel: (051) 448 8200 
Fax: (051) 448 3517 

Dept of Social Welfare 
& Population 
Development 

P O Box 695 
Bloemfontein 
Tel: (051) 432 4842 
Fax: (051) 403 3046 

GAUTENG Family Life Centre 
(FAMSA) 

1 Cardigan Road 
Parkwood 
Tel: (011) 788 4784 
Fax: (011) 788 4781 

AIDS Consortium 

4TH Floor 
Auckland House 
185 Smit Street, 
Braamfontein 2001 
P O Box 31104 
Braamfontein 2017 
Tel: (011) 403 0265 
Fax: (011) 403 2106 
aidsconc@global.co.za 

Centre of Violence and 
Reconciliation 
Braamfontein Centre 

23 Jorrisen Street, 
Braamfontein 
P O Box 30778, 
Braamfontein 2017 
Tel: (011) 403 5650 
Fax: (011) 339 6785 

SANCA National  
Directorate 

P O Box 30622  
Braamfontein 2001 
Tel: (011) 725 5810 
Fax: (011) 725 2722 
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MPUMALAN
GA 

Greater Nelspruit Rape 
Intervention Project 
(GRIP)  

17 Liberty Street,  
Steiltis,  
Nelspruit 1200  
Tel / Fax: 
(013) 744 9463 
Cell: 083 310 1321 

AIDS Training Information 
& Counselling Centre 
(ATICC)  

7 Bell Street, 
Nelspruit, 1201 
P O Box 45 
Nelspruit 1200 
Tel: (013) 759 2167 
Fax: (013) 752 3700 

Manna for Youth 

P O Box 4148 
Witbank 1035 
Tel: (0135) 656 2793 
Fax: (0135) 656 2797 

SANCA 
Help Centre 

P O Box 1073 
4 Hope Street 
Nelspruit 1200 
Tel: (013) 752 4376 
Fax: (013) 752 5099 

NORTH 
WEST 

LifeLine  

Palladium House 
corner Klopper & Van Zyl 
Streets 
Rustenburg  
P O Box 5050 
Rustenburg 0300 
Crisis Line: 
(014) 597 2000 
Office:  
(014) 594 1455 
Fax: (014) 594 1455 
llrustnw@mweb.co.za 

Naledi Life Skills Training 
& AIDS Information 
Centre 

Stand 3770 Danville (opp 
Mafikeng Provincial 
Hospital, Mmabatho 2735  
P O Box 3244 
Mmabatho 2735 
Tel: (018) 383 3978 
Fax: (018) 383 3978 

Women Against 
Community Abuse 

568 Newton section, 
Bapong Village 
Brits 250 
P O Box 121 
Sonop 258 
Tel: (012) 254 1375 
Fax: (012) 700 0815 

Alcoholics Anonymous 
(AA) 

P O Box 4941 
Mmabatho 2735 
Tel: (0140) 84 5171 
Fax: (0140) 84 5171 

LIMPOPO 
PROVINCE 

Family and Marriage 
Society of South Africa 
(FAMSA) 

Medjenta Park 
15 Peace Street, 
Tzaneen 8580 
P O Box 4133 
Tzaneen 0850 
Tel: (015) 307 4833 

AIDS Training Information 
and Counselling Centre 
(ATICC) 

Cnr Potgieter & Diaz 
Streets, Polokwane 0700 
P O Box 111 
Polokwane 0700 
Tel: (015) 290 2363 
Fax: (015) 290 2364 

Youth Commission  

154 Van Rensburg 
Street 
Polokwane 0699 
Tel: (015) 291 3678 
Fax: (015) 291 1156 

SANCA 

P O Box 1174 
Polokwane 0700  
Tel: (0152) 295 3700 
Fax: (0152) 291 2709 
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NATIONAL CURRICULUM STATEMENT –  
Grades R-9 (2002) 

OVERVIEW 

This document must be read as part of the Revised National Curriculum Statement Grades R-9 (Schools). 

This Revised National Curriculum Statement Grades R-9 (Schools) includes: 

1. An Overview 

2. Eight Learning Area Statements: 

Languages 

Mathematics 

Natural Sciences 

Social Sciences 

Arts and Culture 

Life Orientation 

Economic and Management Sciences 

Technology 
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PREFACE 

The development of a national curriculum is a major challenge for any nation. At its broadest level, our education system and its 
curriculum express our idea of ourselves as a society and our vision as to how we see the new form of society being realised 
through our children and learners. Through its selection of what is to be in the curriculum, it represents our priorities and assump-
tions of what constitutes a ‘good education’ at its deepest level. 

This curriculum is written by South Africans for South Africans who hold dear the principles and practices of democracy. It encapsu-
lates our vision of teachers and learners who are knowledgeable and multi-faceted, sensitive to environmental issues and able to 
respond to and act upon the many challenges that will still confront South Africa in this twenty first century. 

But we must also be realistic about what a curriculum can and cannot achieve. Inequality and poverty still plague the educational 
experience of too many families and their children. The curriculum is and will be differently interpreted and enacted in diverse 
contexts. We will improve and implement it to the best of our ability. We will also make the most strenuous efforts to enable the 
realisation of its vision through addressing all those issues which make up teaching and learning. 

This requires the commitment and participation of all who work in education. We need the full cooperation of the Government, 
parents, teachers, learners and the community at large. I trust this Revised National Curriculum Statement will embody the ideals 
which will promote such cooperation. 

PROFESSOR KADER ASMAL, MP 
Minister of Education 

FOREWORD 

At its special meeting of 12 September 1997, the Heads of Education Departments Committee recommended the Draft Statement of 
the National Curriculum for Grades R-9 for Ministerial approval. It was referred to and approved by the Council of Education  
Ministers at its meeting of 29 September 1997 as three separate policy documents for the Foundation Phase, the Intermediate 
Phase and the Senior Phase. 

At its meeting in June 2000, the Council of Education Ministers agreed that the Statement of the National Curriculum for Grades R-9 
should be revised in accordance with the recommendations of the Report of the Review Committee (31 May 2000) to streamline 
and strengthen Curriculum 2005. 

A Ministerial Project Committee to Streamline and Strengthen Curriculum 2005 was subsequently established for the task. The 
process of revision was begun in January 2001 with approximately 150 curriculum developers drawn from the educational  
community. On 30 July 2001, the Draft Revised National Curriculum Statement for Grades R-9 (Schools) was released for public 
comment for a period of three months. In November, public hearings were held on the curriculum. Once the public comment and 
contributions at the public hearings were received and analysed, the curriculum working groups of the Ministerial Project Committee 
were reconvened in December 2001 to incorporate suggested changes for improvement. The revised National Curriculum State-
ment is the result of that process. 

This document and the eight Learning Area Statements published as Addenda constitute the Revised National Curriculum State-
ment Grades R-9 (Schools). The Revised National Curriculum Statement Grades R-9 (Schools) will replace the Statement of the 
National Curriculum for Grades R-9 approved in 1997 once it is introduced into the system. 

A comprehensive and participatory implementation strategy and plan will be developed with all relevant social partners to ensure the 
successful introduction of the Revised National Curriculum Statement Grade R-9 (Schools). 

The current Assessment Policy of 23 December 1998 (Government Gazette No 19640) and the Language-in-Education Policy of 14 
July 1997 (Government Gazette No 17997) need to be read in conjunction with the Revised National Curriculum Statement Grades 
R-9 (Schools). The Assessment policy also needs to be read alongside the relevant section of each Learning Area Statement. Until 
2008, the policy currently related to certification will prevail. Thereafter the General Education and Training Certificate aligned to this 
Revised National Curriculum Statement will come into force. The General Education and Training Certificate for compulsory school-
ing is a whole qualification for schools  based on the extent to which the learning outcomes are achieved through the Grade 9 
assessment standards. 

DIRECTOR-GENERAL 

THAMI MSELEKU 
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BACKGROUND 

South Africa’s democratic government inherited a divided and unequal system of education. Under apartheid, South Africa had 
nineteen different educational departments separated by race, geography and ideology. This education system prepared children in 
different ways for the positions they were expected to occupy in social, economic and political life under apartheid. In each depart-
ment, the curriculum played a powerful role in reinforcing inequality. What, how and whether children were taught differed according 
to the roles they were expected to play in the wider society. 

Curriculum change in post-apartheid South Africa started immediately after the election in 1994 when the National Education and 
Training Forum began a process of syllabus revision and subject rationalisation. The purpose of this process was mainly to lay the 
foundations for a single national core syllabus. In addition to the rationalisation and consolidation of existing syllabi, the National 
Education and Training Forum curriculum developers removed overtly racist and other insensitive language from existing syllabi. 
For the first time curriculum decisions were made in a participatory and representative manner. But this process was not, nor did it 
intend to be, a curriculum development process. 

The Lifelong Learning through a National Curriculum Framework document (1996) was the first major curriculum statement of a 
democratic South Africa. It was informed by principles derived from the White Paper on Education and Training (1995), the South 
African Qualifications Act (NO 58 of 1995) and the National Education Policy Act (No 27 of 1996). In terms of the White Paper, it 
emphasised the need for major changes in education and training in South Africa in order to normalise and transform teaching and 
learning in South Africa. It also stressed the need for a shift from the traditional aims-and-objectives approach to outcomes-based 
education. It promoted a vision of: 

A prosperous, truly united, democratic and internationally competitive country with literate, creative and critical citizens leading productive, 
self-fulfilled lives in a country free of violence, discrimination and prejudice. 

The National Education Policy Act (No 27 of 1996) provided for the development of the following curriculum design tools to support 
an outcomes-based approach: 

 Critical Cross-Field Outcomes (later to be known as the critical and developmental outcomes, and first formulated in the South 
African Qualifications Authority Act of 1995) 

 Specific Outcomes 

 Range Statements 

 Assessment Criteria 

 Performance Indicators 

 Notional Time and Flexi-Time 

 Continuous Assessment, Recording and Reporting 

Additional curriculum design tools were formulated in succeeding years and included: 

 Phase Organisers 

 Programme Organisers 

 Expected Levels of Performance 

 Learning Programmes 

In October 1997, the Statement of the National Curriculum for Grades R-9 was published in terms of Government Notice 1445. The 
Assessment Policy in the General Education and Training band for Grades R-9 and Adult Basic Education and Training, was 
introduced in December 1998 (Regulation 19640). Introduced into schools in 1998, Curriculum 2005 and its implementation were 
reviewed by a Ministerial Committee in 2000. The brief of the review was the structure and design of the curriculum, teacher 
orientation, training and development, learning support materials, provincial support to teachers in schools and implementation time-
frames. The Ministerial Review Committee presented its report on 31 May 2000. 

The Review Committee recommended that strengthening the curriculum required streamlining its design features and simplifying its 
language through the production of an amended National Curriculum Statement. It further recommended that this Revised National 
Curriculum Statement should reduce the curriculum design features from eight to three: critical and developmental outcomes, 
learning outcomes and assessment standards. It should also align curriculum and assessment. In addition, it recommended that 
implementation needed to be strengthened by improving teacher orientation and training, learning support materials and provincial 
support. It also recommended the relaxation of time-frames for implementation. 

In June 2000, the Council of Education Ministers accepted the curriculum recommendations of the Review Committee. In July 2000, 
Cabinet resolved that: 

The development of a National Curriculum Statement, which must deal in clear and simple language with what the curriculum requirements 
are at various levels and phases, must begin immediately. Such a Statement must also address the concerns around curriculum overload and 
must give a clear description of the kind of learner in terms of knowledge, skills, values and attitudes – that is expected at the end of the Gen-
eral Education and Training band. 

The revision of the Curriculum 2005 resulted in a Draft Revised National Curriculum Statement of Grades R-9 (Schools). This Draft 
Revised National Curriculum Statement for Grades R-9 (Schools) was made available for public comment on 30 July 2001. It was 
subsequently revised in the light of public comment during 2001/2002. The revised National Curriculum Statement is thus not a new 
curriculum but a streamlining and strengthening of Curriculum 2005. It keeps intact the principles, purposes and thrust of curriculum 
2005 and affirms the commitment to outcomes-based education. 

As this curriculum revision process has proceeded, the practice in schools from Grades R-9 has continued in terms of previous 
policy. When the Revised National Curriculum Statement Grades R-9 (Schools) becomes policy, it will replace the Statement of the 
National Curriculum for Grades R-9 approved in 1997. Introduction of the Revised National curriculum Statement Grades R-9 
(Schools) in the Foundation Phase is planned for 2004. 

This document introduces and provides background to the eight Learning Area Statements that form the foundation of the Revised 
National Curriculum Statement Grades R-9 (Schools) in the General Education and Training band. 
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THE CONSTITUTION, VALUES, NATION-BUILDING AND THE CURRICULUM 

The Constitution of the Republic of South Africa, 1996 (Act No108 of 1996) provides the basis for curriculum transformation and 
development in contemporary South Africa. The preamble to the Constitution states that the aims of the Constitution are to: 

 Heal the divisions of the past and establish a society based on democratic values, social justice and fundamental human rights. 

 Improve the quality of life of all citizens and free the potential of each person. 

 Lay the foundations for a democratic and open society in which Government is based on the will of the people and every citizen 
is equally protected by law. 

 Build a united and democratic South Africa able to take its rightful place as a sovereign state in the family of nations. 

The Manifesto on Values, Education and Democracy (Department of Education, 2001) identifies ten fundamental values of the 
Constitution. These are: 

 Democracy 

 Social Justice and Equity 

 Non-Racism and Non-Sexism 

 Ubuntu (Human Dignity) 

 An Open Society 

 Accountability (Responsibility) 

 Respect 

 The Rule of Law 

 Reconciliation 

The Manifesto further identifies 16 strategies for familiarising young South Africans with the values of the Constitution. These 
strategies find expression in the Revised National Curriculum Statement and include: 

 Nurturing a culture of communication and participation in school. 

 Role modelling: promoting commitment as well as competence amongst educators. 

 Ensuring that every South African is able to read, write, count and think. 

 Infusing the classroom with a culture of human rights. 

 Making Arts and Culture part of the curriculum 

 Putting history back into the curriculum. 

 Learning about the rich diversity of cultures, beliefs and world views within which the unity of South Africa is manifested. 

 Making multilingualism happen. 

 Using sport to shape social bonds and nurture nation-building at schools. 

 Ensuring equal access to education. 

 Promoting anti-racism in schools. 

 Freeing the potential of girls as well as boys. 

 Dealing with HIV/AIDS and nurturing a culture of sexual and social responsibility. 

 Making schools safe to learn and teach in and ensuring the rule of law. 

 Promoting ethics and the environment. 

 Nurturing the new patriotism, or affirming a common citizenship. 

The Constitution expresses the nation’s social values and its expectations of the roles, rights and responsibilities of citizens in a 
democratic South Africa. The Bill of Rights places pre-eminent value on equality, human dignity, life, and freedom and security of 
persons. These and other rights to freedom of religion and belief, expression and association, exist side-by-side with  
socio-economic rights. Each person has a right to freedom from poverty, homelessness, poor health and hunger. 

The Revised National Curriculum Statement seeks to embody these values in the knowledge and skills it develops. It encourages 
amongst all learners an awareness and understanding of the rich diversity of cultures, beliefs and world views within which the unity 
of South Africa is manifested. 

THE KIND OF LEARNER THAT IS ENVISAGED 

The challenge for the Revised National Curriculum Statement is how the goals and values of social justice, equity and democracy 
can be interwoven across the curriculum. The promotion of values is important not only for the sake of personal development, but 
also to ensure that a national South African identity is built on values different from those that underpinned apartheid education. The 
kind of learner envisaged is one who will be imbued with the values and act in the interests of a society based on respect for 
democracy, equality, human dignity, life and social justice. 

The curriculum aims to develop the full potential of each learner as a citizen of a democratic South Africa. It seeks to create a 
lifelong learner who is confident and independent, literate, numerate and multi-skilled, compassionate, with a respect for the 
environment and the ability to participate in society as a critical and active citizen. 

THE KIND OF TEACHER THAT IS ENVISAGED 

Educators at all levels are key contributors to the transformation of education in South Africa. Teachers have a particularly important 
role to play. The National Curriculum Statement envisions teachers who are qualified, competent, dedicated and caring and who will 
be able to fulfil the various roles outlined in the Norms and Standards for Educators of 2000 (Government Gazette No 20844). 
These see teachers as mediators of learning, interpreters and designers of Learning Programmes and materials, leaders, adminis-
trators and managers, scholars, researchers and lifelong learners, community members, citizens and pastors, assessors and 
learning area/phase specialists. 
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STRUCTURE OF THE REVISED NATIONALCURRICULUM STATEMENT GRADES R-9 (SCHOOLS)  

The Revised National Curriculum Statement consists of this overview document and eight Learning Area Statements. 

There are eight Learning Areas in the National Curriculum Statement. A Learning Area is a field of knowledge, skills and values 
which has unique features as well as connections with other fields of knowledge and Learning Areas. In this Revised National 
Curriculum Statement, the Learning Areas are: 

 Languages 

 Mathematics 

 Natural Sciences 

 Technology 

 Social Sciences 

 Arts and Culture 

 Life Orientation 

 Economic and Management Sciences 

The relationship between human rights, a healthy environment and social justice is addressed in each Learning Area Statement. 

The Learning Area Statements provide a guideline of requirements and expectations from Grades R to 9 for schools in the General 
Education and Training band. 

PRINCIPLES OF THE REVISED NATIONAL CURRICULUM STATEMENT 

The Revised National Curriculum Statement Grades R-9 (Schools) builds on the vision and values of the Constitution and Curricu-
lum 2005. These principles include: 

Social Justice, a Healthy Environment, Human Rights and Inclusivity 

The curriculum can play a vital role in creating awareness of the relationship between human rights, a healthy environment, social 
justice and inclusivity. In some countries this is done through subjects such as civics. The Revised National Curriculum Statement 
has tried to ensure that all Learning Area Statements reflect the principles and practices of social justice, respect for the  
environment and human rights as defined in the Constitution. In particular, the curriculum attempts to be sensitive to issues of 
poverty, inequality, race, gender, age, disability, and such challenges as HIV/AIDS. 

The Revised National Curriculum Statement adopts an inclusive approach by specifying minimum requirements for all learners. The 
special educational, social, emotional and physical needs of learners will be addressed in the design and development of  
appropriate Learning Programmes. 

Outcomes-based Education 

Outcomes-based education considers the process of learning as important as the content. Both the process and the content of 
education are emphasised by spelling out the outcomes to be achieved at the end of the process. In the Revised National  
Curriculum Statement learning outcomes and assessment standards were designed down from the critical and developmental 
outcomes. 

The critical and developmental outcomes are a list of outcomes that are derived from the Constitution and are contained in the 
South African Qualifications Act (1995). They describe the kind of citizen the education and training system should aim to create. 
The critical outcomes envisage learners who will be able to: 

 Identify and solve problems and make decisions using critical and creative thinking. 

 Work effectively with others as members of a team, group, organisation and community. 

 Organise and manage themselves and their activities responsibly and effectively. 

 Collect, analyse, organise and critically evaluate information. 

 Communicate effectively using visual, symbolic and/or language skills in various modes. 

 Use Science and Technology effectively and critically showing responsibility towards the environment and the health of others. 

 Demonstrate an understanding of the world as a set of related systems by recognising that problem-solving contexts do not 
exist in isolation. 

The developmental outcomes envisage learners who are also able to: 

 Reflect on and explore a variety of strategies to learn more effectively. 

 Participate as responsible citizens in the life of local, national, and global communities. 

 Be culturally and aesthetically sensitive across a range of social contexts. 

 Explore education and career opportunities. 

 Develop entrepreneurial opportunities. 

The Revised National Curriculum Statement attempts to embody and uphold a democratic vision of the society and the citizens that 
should emerge from our school system. 

By means of the Learning Area Statements, the Revised National Curriculum Statement identifies the goals, expectations and 
outcomes to be achieved through related learning outcomes and assessment standards. The learning outcomes for each Learning 
Area are provided later in this document. The assessment standards are in the actual Learning Area Statements that are published 
as Addenda to the document. 

The outcomes and assessment standards emphasise participatory, learner-centred and activity-based education. They leave 
considerable room for creativity and innovation on the part of the teachers in interpreting what and how to teach. 
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The South African version of outcomes-based education is aimed at stimulating the minds of young people so that they are able to 
participate fully in economic and social life. It is intended to ensure that all learners are able to develop and achieve to their maxi-
mum ability and are equipped for lifelong learning. 

A High Level of Skills and Knowledge for All 

The Revised National Curriculum Statement aims at the development of a high level of knowledge and skills for all. It sets and holds 
up high expectations of what South African learners can achieve. Social justice requires that those sections of the population 
previously disempowered by the lack of knowledge and skills should now be empowered. The Revised National Curriculum State-
ment aims to provide for a stronger base from which to enable the development of a high level of skills and knowledge by all. It does 
so by specifying the combination of minimum knowledge and skills to be achieved by learners in each grade and setting high, 
achievable standards in all the Learning Areas. 

Clarity and Accessibility 

The Revised National Curriculum Statement aims at clarity and accessibility both in its design and language. Two design features – 
learning outcomes and assessment standards – clearly define for all learners the goals and outcomes necessary to proceed to each 
successive level of the system. In addition, the Revised National Curriculum Statement will be available in all official languages and 
braille. 

Progression and Integration 

The principle of integrated learning is integral to outcomes-based education. Integration ensures that learners experience the 
Learning Areas as linked and related. It supports and expands their opportunities to attain skills, acquire knowledge and develop 
attitudes and values encompassed across the curriculum. 

It is important that the curriculum sets out progressively more complex, deeper and broader expectations of learners. Conceptual 
progression is a term used to describe this feature of a curriculum. In the Revised National Curriculum Statement, the assessment 
standards in each Learning Area Statement provide the conceptual progression in each Learning Area from grade to grade. 

At the same time, learners should not deal with assessment standards in isolation. Links must be made within and across learning 
outcomes and Learning Areas. The achievement of an optimal relationship between integration across learning areas and  
conceptual progression from grade to grade are central to this curriculum. 

The ongoing development of teachers, school management teams and departmental support personnel is an important facet of this 
goal. 

STRUCTURE AND CONCEPTS USED IN THE LEARNING AREA STATEMENTS 

Each Learning Area Statement consists of three sections: 

An introduction:  This section introduces the National Curriculum Statement and the particular Learning Area– its goals and unique 
features. 

A section on learning outcomes and assessment standards:  These express the requirements and expectations of learners by 
grade at the Foundation (Grades R-3), Intermediate (Grades 4-6) and Senior (Grades 7-9) Phases. The Foundation Phase focuses 
on primary skills, knowledge and values to ensure the development of further learning. The learning outcomes and assessment 
standards should be seen as minimum or essential knowledge, values and skills to be covered but should not be all that is taught. 
They indicate what is essential for progression through the system and are designed in relation to the Grade 9 requirements. 

A section on assessment:  This section outlines principles and guidelines for assessment and makes suggestions for recording 
and reporting assessment. 

Reference lists:  This section usually includes abbreviations, acronyms and a glossary. 

What is a Learning Outcome? 

A learning outcome is derived from the critical and developmental outcomes. It is a description of what (knowledge, skills and 
values) learners should know, demonstrate and be able to do at the end of the General Education and Training band. A set of 
learning outcomes should ensure integration and progression in the development of concepts, skills and values through the  
assessment standards. Learning outcomes do not prescribe content or method. 

What is an Assessment Standard? 

Assessment standards describe the level at which learners should demonstrate their achievement of the learning outcome(s) and 
the ways (depth and breadth) of demonstrating their achievement. They are grade specific and show how conceptual progression 
will occur in a Learning Area. They embody the knowledge, skills and values required to achieve learning outcomes. They do not 
prescribe method. 

How different is an Assessment Standard from a Learning Outcome? 

The learning outcomes describe what learners should know and be able to do. Assessment standards describe the minimum level, 
depth and breadth of what is to be learnt. In practical terms this means that learning outcomes can and will, in most cases, remain 
the same from grade to grade while assessment standards change from grade to grade. 

The assessment standards also contribute towards the qualification. In the case of the General Education and Training band, this 
means the General Education and Training Certificate. 

Learning support materials and teacher development programmes will play an important role in interpreting and giving expression to 
the learning outcomes and assessment standards. 
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LEARNING PROGRAMMES 

The Revised National Curriculum Statement Grades R-9 (Schools) will be implemented in schools by means of Learning  
Programmes. Learning Programmes are structured and systematic arrangements of activities that promote the attainment of 
learning outcomes and assessment standards for the phase. 

Whereas the Revised National Curriculum Statement stipulates the concepts, skills and values on a grade-by-grade basis, Learning 
Programmes specify the scope of learning and assessment activities per phase. Learning Programmes also contain work schedules 
that provide the pace and the sequencing of these activities each year as well as exemplers of lesson plans to be implemented in 
any given period. The underlying principles and values of the Revised National Curriculum Statement also underpin the Learning 
Programmes. 

Learning Programmes must ensure that all learning outcomes and assessment standards are effectively pursued and that each 
learning area is allocated its prescribed time and emphasis. Learning Programmes will be based on relationships amongst learning 
outcomes and assessment standards, without compromising the integrity of Learning Areas. 

Learning Programmes Per Phase 

In the Foundation Phase, there are three Learning Programmes: Literacy, Numeracy and Life Skills. 

In the Intermediate Phase, Languages and Mathematics are distinct Learning Programmes. Learning Programmes must ensure that 
the prescribed outcomes for each learning area are covered effectively and comprehensively. Schools may decide on the number 
and nature of other Learning Programmes based on the organisational imperatives of the school, provided that the national priorities 
and developmental needs of learners in a phase are taken into account. 

In the Senior Phase, there are eight Learning Programmes based on the Learning Area Statements.  

Teachers will be responsible for the development of Learning Programmes. The Department of Education will provide policy 
guidelines for the development of Learning Programmes in order to support this process. Provinces will develop further guidelines 
where necessary in order to accommodate diversity. 

Teacher education programmes will build the capacity of teachers, school management teams and departmental support personnel 
to develop, implement, manage and support the development of Learning Programmes. 

Learning Programme Guidelines 

To ensure achievement of national standards set by the Revised National Curriculum Statement, policy guidelines for relevant and 
appropriate Learning Programmes will be developed at national level in collaboration with provinces. These guidelines will empha-
sise the principle of integrated learning and the achievement of an optimal relationship between integration across learning areas 
and conceptual progression from grade to grade. The National Education Policy Act (1996, section 3, paragraph 4) empowers the 
Minister of Education to determine, among other things, such a national policy guideline for the development of Learning  
Programmes. 

These policy guidelines will provide information and guidance on: 

 Integration within and across learning areas 

 Clustering of assessment standards 

 Relationships between learning outcomes 

 Time allocation 

 Assessment 

 Barriers to learning 

 Designing a Learning Programme 

 Policy and legislation 

 Training, development and delivery 

 Resourcing and support 

 Planning and organisation 

These guidelines will be applied within the context of existing policy and legislative frameworks such as the six White Papers on 
Education, the National Education Policy Act (1996), the South African Schools Act (1996) and the Employment of Educators Act 
(1998). Learning Programme guidelines will offer a framework to address specific learner and contextual needs. 

Time Allocations 

In terms of Section 4 of the Employment of Educators Act, (1998), the formal school day for teachers will be seven hours. In terms 
of the National Education Policy Act, (1996), the formal teaching time per school week is 35 hours. This is set out in the following 
table: 

Phase Grade Time 

Foundation Phase R, 1 and 2 22 hrs 30 mins 

3 25 hrs  

Intermediate Phase 4, 5 and 6 26 hrs 30 mins 

Senior Phase 7 26 hrs 30 mins 

 8 and 9 27 hrs 30 mins 
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The formal teaching time allocations for the Foundation Phase are presented below as percentages of the times in the table above: 

 Learning 
Programme 

Time (%)  

 Literacy 40%  

Numeracy 35%  

 Life Skills 25%  

Time allocations as percentages of time (presented in the table above) for Intermediate and Senior Phases, are: 

 Learning Area 
Programme 

Time (%)  

 Languages 25%  

Mathematics 18%  

 Natural Sciences 13%  

 Social Sciences 12%  

 Technology 8%  

 Economic and Management 
Sciences 

8%  

 Life Orientation 8%  

 Arts and Culture 8%  

Guidelines for planning are provided in the Learning Programme Guidelines. 

ASSESSMENT 

Each Learning Area Statement includes a detailed section on assessment. Within an outcomes-based framework the most suitable 
assessment methods that accommodate divergent contextual factors are used. Assessment should provide indications of learner 
achievement in the most effective and efficient manner, and ensure that learners integrate and apply knowledge and skills. Assess-
ment should also help students to make judgments about their own performance, set goals for progress and provoke further 
learning. 

The Revised National Curriculum Statement aligns the curriculum with assessment policy contained in the Assessment Policy 
(Government Gazette No. 19640 of 1998). A common guideline for teachers is contained at the end of each Learning Area State-
ment. 

GENERAL EDUCATION AND TRAINING CERTIFICATE 

All teaching and learning from Grade R to 9 contributes to the type of learner envisaged by the National Curriculum Statement. 
Assessment of this learning takes place on a continuous basis throughout the ten years of school. The assessment and certification 
of this cumulative learning take place at the end of Grade 9 when learners who meet the specified requirements will be awarded a 
General Education and Training Certificate. 

The General Education and Training Certificate for compulsory schooling is a whole qualification for schools based on the extent to 
which the learning outcomes are achieved through the Grade 9 assessment standards. 

Until 2008, the policy currently related to certification will prevail. Thereafter the General Education and Training Certificate aligned 
to this Revised National Curriculum Statement will come into force. 

LEARNING AREAS: DEFINITIONS AND OUTCOMES 

Languages 

Definition 

The Languages Learning Area Statement includes: 

 All eleven official languages: Sepedi, Sesotho, Setswana, siSwati, Tshivenda, Xitsonga, Afrikaans, English, isiNdebele, isiXhosa 
and isiZulu. 

 Languages approved by the Pan South African Language Board (PANSALB) and the South African Certification Authority 
(SAFCERT) such as braille and South African Sign Language. 

In a multilingual country like South Africa it is important that learners reach high levels of proficiency in at least two languages, and 
that they are able to communicate in other languages. 

The Languages Learning Area Statement follows an additive or incremental approach to multilingualism: 

All learners learn their home language and at least one additional official language. 

 Learners become competent in their additional language, while their home language is maintained and developed. 

The Languages Learning Area Statement covers all official languages as: 

 Home languages 
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 First additional languages 

 Second additional languages 

Learners’ home languages should be used for learning and teaching whenever possible. This is particularly important in the Foun-
dation Phase where children learn to read and write. When learners have to make a transition from their home language to an 
additional language for learning and teaching, careful planning is necessary., 

Outcomes 

1. Listening:  The learner is able to listen for information and enjoyment, and respond appropriately and critically in a wide range 

of situations. 

2. Speaking:  The learner is able to communicate confidently and effectively in a spoken language in a wide range of situations. 

3. Reading and Viewing:  The learner is able to read and view for information and enjoyment, and respond critically to the 

aesthetic, cultural and emotional values in texts. 

4. Writing:  The learner is able to write different kinds of factual and imaginative texts for a wide range of purposes. 

5. Thinking and Reasoning:  The learner is able to use language to think and reason, and access, process and use information 

for learning. 

6. Language Structure and Use:  The learner knows and is able to use the sounds, words and the grammar of a language to 

create and interpret texts. 

Listening and speaking; reading and viewing; writing; thinking and reasoning; and the knowledge of sounds, words and grammar, 
although presented as separate outcomes, should be integrated in teaching and assessment. 

Mathematics 

Definition 

Mathematics is a human activity that involves observing, representing and investigating patterns and quantitative relationships in 
physical and social phenomena and between mathematical objects themselves. Through this process new mathematical ideas and 
insights are generated. 

Mathematics uses its own specialised language that involves symbols and notations for describing numerical, geometric and 
graphical relations. Mathematical concepts build on one another, thereby creating a coherent structure. 

Mathematics is a product of investigation by different cultures; it is a purposeful activity in the context of social, political and econom-
ic goals and constraints. It is not value-free or culturally-neutral. 

Outcomes 

1. Numbers, Operations and Relationships:  The learner is able to recognise, describe and represent numbers and their 

relationships and can count, estimate, calculate and check with competence and confidence in solving problems. 

2. Patterns, Functions and Algebra:  The learner is able to recognise, describe and represent patterns and relationships, and 

solves problems using algebraic language and skills. 

3. Space and Shape:  The learner is able to describe and represent characteristics and relationships between 2-D shapes and 

3-D objects in a variety of orientations and positions. 

4. Measurement:  The learner is able to use appropriate measuring units, instruments and formulae in a variety of contexts. 

5. Data Handling:  The learner is able to collect, summarise, display and critically analyse data in order to draw conclusions and 

make predictions, and to interpret and determine chance variation. 

Natural Sciences 

Definition 

What is today known as ‘Science’ has its roots in African, Arabic, Asian, American and European cultures. It has been shaped by 
the search to understand the natural world through observation, codifying and testing ideas, and has evolved to become part of the 
cultural heritage of all nations. It is usually ‘characterised by the possibility of making precise statements which are susceptible of 
some sort of check or proof’ (McGraw-Hill Concise Encyclopaedia of Science and Technology, 2

nd
 Edition, p. 1647). 

The Natural Sciences Learning Area Statement envisages a teaching and learning milieu that recognises that the people of South 
Africa have a variety of learning styles as well as culturally influenced perspectives. The Natural Sciences Learning Area starts from 
the premise that all learners should have access to a meaningful science education. Meaningful education has to be learner-
centred. It has to help learners to understand not only scientific knowledge and how it is produced but also the environmental and 
global issues. The Natural Sciences Learning Area aims to provide a foundation on which learners can build throughout life. 

The Natural Sciences Learning Area Statement promotes scientific literacy. It does this by focusing on: 

 The development and use of science process skills in a variety of settings. 

 The development and application of scientific knowledge and understanding. 

 Appreciation of the relationships and responsibilities between Science, society and the environment. 

Outcomes 

1. Scientific Investigations:  Learners act confidently on their curiosity about natural phenomena; they investigate relationships 

and solve problems in Science, Technology and environmental contexts. 

2. Constructing Science Knowledge:  Learners know, interpret and apply scientific, technological and environmental  

knowledge. 
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3. Science, Society and the Environment:  Learners are able to demonstrate an understanding of the interrelationships 

between Science and Technology, society and the environment. 

Social Sciences 

Definition 

The Social Sciences study relationships between people, and between people and the environment. These relationships vary over 
time and space. They are also influenced by social, political, economic and environmental contexts, and by people’s values, 
attitudes and beliefs. 

The concepts, skills and processes of History and Geography form key elements of the Social Sciences Learning Area Statement. 
Environmental education and human rights education are integral to both History and Geography. 

The Social Sciences Learning Area Statement is concerned with what learners learn and how learners learn, and how learners 
construct knowledge. The Learning Area Statement encourages learners to ask and find answers to questions about society and the 
environment in which they live. 

This Learning Area Statement aims at contributing to the development of informed, critical and responsible citizens who are able to 
participate constructively in a culturally diverse and changing society. It also equips learners to contribute to the development of a 
just and democratic society. 

Outcomes 

History 

1. Historical Enquiry:  The learner is able to use enquiry skills to investigate the past and present. 

2. Historical knowledge and Understanding:  The learner is able to demonstrate historical knowledge and understanding. 

3. Historical Interpretation:  The learner is able to interpret aspects of history. 

Geography 

1. Geographical Enquiry:  The learner is able to use enquiry skills to investigate geographical and environmental concepts and 

processes. 

2. Geographical Knowledge and Understanding:  The learner is able to demonstrate geographical and environmental  

knowledge and understanding. 

3. Exploring Issues:  The learner is able to make informed decisions about social and environmental issues and problems. 

Arts and Culture 

Definition 

The Arts and Culture Learning Area Statement covers a broad spectrum of South African arts and cultural practices. Arts and 
Culture are an integral part of life, embracing the spiritual, material, intellectual and emotional aspects of human endeavour within 
society. 

Culture expresses itself through the arts and ways of living, behaviour patterns, heritage, knowledge and belief systems. Cultures 
are not static – they have histories and contexts, and they change, especially when they are in contact with other cultures. 

The approach towards culture in this Learning Area Statement encourages learners to: 

 Move from being passive inheritors of culture to being active participants in it. 

 Reflect creatively on art, performances and cultural events. 

 Identify the connections between art works and culture. 

 Understand the geographical, economic and social contexts in which Arts and Culture emerge. 

 Identify the links between cultural practice, power and cultural dominance. 

 Analyse the effects of time on culture and the Arts. 

 Understand how the arts express, extend and challenge culture in unique ways. 

The approach towards Arts in this Learning Area Statement moves from a broad experience involving several art forms within 
diverse cultural contexts towards an increasing depth of knowledge and skill by the 8

th
 and 9

th
 Grade. The integrity of discrete art 

forms and the value of integrated learning experiences are recognised. The Learning Area Statement strives to create a balance 
between developing generic knowledge about Arts and Culture, and specific knowledge and skills in each of the art forms. 

Outcomes 

1. Creating, Interpreting and Presenting:  The learner is able to create, interpret and present work in each of the art forms. 

2. Reflecting:  The learner is able to reflect critically on artistic and cultural processes, products and styles in past and present 

contexts. 

3. Participating and Collaborating:  The learner is able to demonstrate personal and interpersonal skills through individual and 

group participation in arts and culture activities. 

4. Expressing and Communicating:  The learner is able to analyse and use multiple forms of communication and expression in 

Arts and Culture. 
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Life Orientation 

Definition 

The concept Life Orientation captures the essence of what this Learning Area Statement aims to achieve. It guides and prepares 
learners for life and its possibilities. Life Orientation specifically equips learners for meaningful and successful living in a rapidly 
changing and transforming society. 

The Life Orientation Learning Area Statement develops skills, knowledge, values and attitudes that empower learners to make 
informed decisions and take appropriate actions regarding: 

 Health promotion 

 Social development 

 Personal development 

 Physical development and movement 

 Orientation to the world of work 

Together, these five focus areas of the Life Orientation Learning Area Statement address the human and environmental rights 
outlined in the Constitution. 

Outcomes 

1. Health Promotion:  The learner is able to make informed decisions regarding personal, community and environmental health. 

2. Social Development:  The learner is able to demonstrate an understanding of and commitment to constitutional rights and 

responsibilities and show an understanding of diverse cultures and religions. 

3. Personal Development:  The learner is able to use acquired life skills to achieve and extend personal potential to respond 

effectively to challenges in his/her world. 

4. Physical Development and Movement:  The learner is able to demonstrate an understanding of, and participate in activities 

that promote movement and physical development. 

5. Orientation to the World of Work:  The learner is able to make informed decisions about further study and career choices. 

Economic and Management Sciences 

Definition 

The Economic and Management Sciences Learning Area Statement involves the study of private, public or collective use of different 
types of resources in satisfying people’s needs and wants, while reflecting critically on the impact of resource exploitation on the 
environment and people. 

In particular, the Economic and Management Science Learning Area Statement deals with: 

 The nature, processes and production of goods and services. 

 The South African economy and socio-economic systems in different countries. 

 Investment and financial management and planning skills, either for private, public or collective ownership. 

 Entrepreneurial skills and knowledge needed to manage human lives and environments. 

Outcomes 

1. Knowledge and Understanding of the Economic Cycle:  The learner is able to demonstrate knowledge and understanding 

of the economic cycle in addressing the economic problem. 

2. Understanding of Sustainable Growth and Development:  The learner is able to demonstrate an understanding of  

sustainable growth, reconstruction and development, and reflect critically on related processes. 

3. Managerial, Consumer and Financial Knowledge and Skills:  The learner is able to demonstrate knowledge and the ability 

to apply responsibly a range of managerial, consumer and financial skills. 

4. Entrepreneurial Knowledge and Skills:  The learner is able to demonstrate entrepreneurial knowledge, skills and attitudes. 

Technology 

Definition 

Technology has existed throughout history as an activity in which people use a combination of knowledge, skills and available 
resources to develop solutions to meet their daily needs and wants. Some of these solutions are in the form of products while some 
solutions involve a combination of products to make systems. 

Today, people still have needs and wants. Solutions are still developed through activities that combine knowledge, skills and 
available resources. However, the knowledge, skills and resources used today are different because of the accelerating  
developments in technology. Today’s society is complex and diverse. 

Economic and environmental factors and a wide range of attitudes and values need to be taken into account when developing 
technological solutions. It is in this context that technology is defined as:  

The use of knowledge, skills and resources to meet people’s needs and wants by developing practical solutions to problems whi le 
considering social and environmental factors. 
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Outcomes 

1. Technological Processes and Skills:  The learner is able to apply technological processes and skills ethically and  

responsibly using appropriate information and communication technologies. 

2. Technological Knowledge and Understanding:  The learner is able to understand and apply relevant technological  

knowledge ethically and responsibly. 

3. Technology, Society and Environment:  The learner is able to demonstrate an understanding of the interrelationships 

between Science, Technology, Society and the environment over time. 

   

 



General Documents 

 

Education Labour Relations Council H – 54  

 

 

EDUCATION CONVENTION DECLARATION 

NATIONAL EDUCATION CONVENTION 

on 

“Delivering Quality Public Education for All” 

University of Port Elizabeth 

24-27
th
 November 2002 

DECLARATION 

Background 

A National Education Convention, comprising four hundred delegates representing national and provincial Depart-
ments of Education, teacher unions, the South African Council for Educators (SACE) and the Education, Training and 
Development Practices Sector Education and Training Authority (the ETDP SETA), met in Port Elizabeth from 24-27

th
 

November 2002, in order to review progress in the transformation of the education system, to map out future  
priorities, and to commit themselves to work together to achieve the agreed upon goals. To facilitate this task the 
Convention delegates broke into six different commissions, which are listed below, each of which identified issues for 
negotiations, for further research, or for implementation. 

The Convention was convened as an education sector follow-up to the Public Sector Job Summit convened in Polo-
kwane last year. It is hosted by the Education Labour Relations Council (the ELRC), which brings together the three 
teacher unions – SADTU, NAPTOSA and the SAOU – and the national and provincial Departments of  
Education, for the purposes of collective bargaining. 

The Council has accepted that its contribution can go beyond the traditional collective bargaining concerns of salaries 
and conditions of service, and encompass the well-being of the education system more generally. With this in mind, it 
has used the Convention to announce the launch of three major programmes, which will be run together with SACE. 
These programmes are: 

• The Induction and Orientation of new teachers 

• Women and Gender issues at schools, and 

• A Campaign to improve the image of public education and the teaching profession. 

Preamble  

The National Education Convention was guided by the Theme: “Delivering Quality Public Education for All ”, with 
an emphasis on the following principles: 

• the crucial role played by public education in the reconstruction and development of South African society; 

• the imperative to ensure equal access to educational provision and the need to redress past inequalities; and 

• the need for a concerted effort to constantly improve the quality of educational delivery. 

Statement  

With the above principles in mind, we the delegates to the National Education Convention, declare as follows and 
commit ourselves to the undertakings in the attached table: 

This Convention agreed that the public has a legitimate expectation of quality in education, and that achieving quality 
in education was an ongoing task, for which all have to share responsibility. It recognises that the definition of quality 
in education is contextual, and not a static concept, and is related to the complex interaction between learners, 
educators, institutions and the Departments of Education. It believes that the quality of education is influenced by 
many factors, including the conditions for learning and teaching, such as infrastructure and the availability of  
materials, as well as the support provided to institutions. The knowledge levels, skills, attitudes and practices of 
educators are the other major determinants of quality.  

The Convention accepts that human resources, and educators in particular, are central to the education system, and 
that well-trained and committed people are key to achieving quality in education. These human resources comprise 
the teachers, school principals, professional support staff, and the administrative staff in education, and a high level 
of professionalism is needed from all during this rapidly changing and constantly challenging educational  
environment. The pursuit of quality in education therefore requires a concerted national teacher development  
strategy, as well as an integrated approach for the assessment and evaluation of performance at all levels of the 
system.  
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Convention also recognises that adequate financial resources are essential for the achievement of quality in  
education, and that these must be effectively used to promote equity and quality. Because the resources for educa-
tion are limited, these should be skewed towards redressing the inequalities in education. 

Accordingly, the parties to the Convention committed themselves to work together on the following key elements to 
ensure quality education for all: 

• On Human Resources To develop a national strategy for educator development, linked to a management 
strategy, and with appropriately staffed structures, which will contribute to a culture of high performance; To  
establish a national database of skills, and of development programmes, which will be available to employers 
and employees; To monitor supply and demand factors, and to intervene where necessary to ensure an  
adequate supply of qualified teachers in the future; To take steps and support all efforts to improve the image of 
the profession.  

• On Quality Management To establish a Task Team to investigate and propose an Integrated Quality Manage-
ment System, in which the various policies and instruments are aligned, and which will inform the framework for 
teacher development; To agree on the nature and purpose of the GETC and FETC, and how the assessment of 
learners should be conducted; To agree on and respect the roles and responsibilities of each party, and of the 
various statutory bodies responsible for quality assurance.  

• On the Resourcing of Education To strive to secure adequate resources for the provision of quality education, 
and to ensure that these are used to redress inequalities; To ensure that the instruments for the funding of  
education, including post-provisioning and the funding norms, as well as user fees, are to the advantage of the 
poor.  

• On Labour Relations To ensure clarity on the role for all structures dealing with human resources, including the 
ELRC, SACE, and the ETDP SETA, and ensure that these work in a mutually supportive fashion; To arrange  
opportunities to discuss suggested changes to legislation with the recognised structures; To a renewed commit-
ment of parties to fair, honest and constructive negotiations, according to an agreed programme and timeframes, 
in order to improve service delivery.  

• On HIV and AIDS That special attention be given to the care of educators, including voluntary counselling and 
testing, treatment, and communication in regard to service benefits for infected educators; That models for the 
education of orphans be investigated and implemented, together with other departments, NGOs and CBOs; That 
schools, as the centre of community life, establish support networks to inform and assist members of the com-
munity.  

• On the Curriculum, Human Rights and Inclusivity To eliminate all barriers to access, including poverty, race, 
culture, language or disability; To provide materials and training to teachers on inclusivity and human rights; To 
promote the provision of sport, art and culture in schools, as mechanisms to enhance integration, and ensure 
funding and facilities for these.  

This Declaration, with the attached Table of Recommendations, was agreed to by all parties to the Education Labour 
Relations Council, and issued by the Convention on 27

th
 November 2002 

A full report of the Convention, with the details of each recommendation, and a newspaper supplement, will be 
published in due course. 

The Education Labour Relations Council will sit before the end of this year, to asses the recommendations of the 
Convention, to formalise those recommendations that can be dealt with as resolutions of the Council, and to develop 
action plans with time frames for implementation. 

Other recommendations will be dealt with by the relevant structures and parties, including the development of action 
plans, and with the same sense of urgency. 

The parties will also meet to asses the overall value of the Convention, and to decide on any follow-up in future. 

Signed in Port Elizabeth on 27
th
 November 2002, on behalf of: 

Department of Education 
SADTU 
NAPTOSA 
SAOU 
SACE 
ETDP SETA 

Contact details:  

ELRC Mr D Govender General Secretary 

Department of Education Mr J Mojapelo Communications officer 

SADTU Mr T Nxesi General Secretary 

NAPTOSA Mr H Hendricks Executive Director 

SAOU Mr P Martins Executive Director 

SACE Mr R Brijraj Chief Executive Officer 

ETDP SETA Ms N Mohanjana Chief Executive Director 
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RECOMMENDATIONS OF THE CONVENTION 

RECOMMENDATIONS OF THE NATIONAL EDUCATION CONVENTION 

The recommendations of the Convention have been placed in three categories: 

• issues on which further research is required; 

• issues that should be taken for agreement to the relevant structures and forums; and 

• issues which should be implemented in terms of an agreed plan of action. 

The table below summarises these matters in each of the six areas of focus: 

Topic Issues for research  Issues for agreement Issues for implementation 

Human 
Resources in 
Education 

To research and propose a sys-
tematic framework to guide the 
initial and in-service training of 
human resources. 

Role of SGBs in HRD; 

Need to look at policy on substi-
tutes to support teacher develop-
ment; 

Need for Supply and Demand of 
educators to be investigated in 
terms of impact of HIV/Aids and 
poaching from overseas; 

Research reasons for turnover and 
retention of educators in the sys-
tem; 

Database of educator skills, includ-
ing unemployed educators; 

Investigate appropriate incentives 
to attract and retain educators; 

Need to investigate capacity needs 
of the various levels of the educa-
tion system (administration and 
support) 

To ensure that Continuous Pro-
fessional Development and Life 
Long Learning is an entitlement 
for employees, and a responsibil-
ity of both the employer and the 
employee. 

To link the development of em-
ployees to the salary and grading 
system, to performance and to 
career paths; 

Need to establish fully funded 
teacher development directorates 
at provincial level and attach a 
reference group to the announced 
National Task Team on Teacher 
Development. 

To use the Skills Planning pro-
cesses, and the skills levies for 
Skills Development, for the train-
ing of teachers, managers, pro-
fessional and administrative staff; 

The development of a register of 
skills programmes; 

Need for strategy for reskilling of 
educators in relation to the needs 
of the new FET; 

Need for a campaign to improve 
status and image of the profes-
sion to encourage new recruits 
and retention – role of SACE 
here; 

To speedily develop a systematic 
framework for in-service training 
of human resources; 

Develop EMIS to inform skills 
needs of the system and availabil-
ity of programmes. 
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Topic Issues for research  Issues for agreement Issues for implementation 

The 
Resourcing 
of Education 

Need to investigate the current 
methods of poverty ranking of 
schools to ensure fairness and 
effective redress; 

Research the impact of the Post 
Provisioning Model for educators 
on curriculum, redress and equity 
and with respect to new FET and 
farm schools; 

Research the impact of school fees 
on access to education, redress 
and equity; 

Research the management and 
impact of school feeding schemes 
to ensure effective utilisation of 
resources; 

Update research to address infra-
structure backlogs and costs, 
employing a needs-based model of 
resourcing. Need for additional 
funding to address outstanding 
backlogs in poor schools, and 
ensure available funds are used in 
a cost effective way. Need for 
accommodation to attract teachers 
to rural areas; 

The effective use and sustainability 
of conditional grant funding; 

Research into the adequacy of the 
current budget process in terms of 
addressing needs and nationally 
defined minimum standards for 
education provision – eg in relation 
to teacher:pupil ratios. These ratios 
need to be equalised across prov-
inces; 

Need to investigate inputs against 
more efficient and effective educa-
tional outputs 

Need for a staffing formula for the 
supply of support staff to schools 
(administrators, cleaners, security 
etc); 

MTEF process – all parties 
agreed that this be opened up so 
that social partners can input at 
the appropriate point in the budg-
eting process; 

Need to roll our Early Childhood 
Development as a priority for 
access, quality and equity; 

Commitment to improving teach-
er:pupil ratios over time. 

HIV/Aids – need to budget for 
hostels to house orphans, substi-
tute teachers etc 

Feeding schemes to address 
orphans, poor, and extended to all 
age groups. 

Within SASA, learners cannot be 
excluded from public schools on 
financial grounds. The law must 
be applied with respect to access 
and exemptions from school fees; 

Need to communicate the PPM to 
school managers clearly; 

Commitment to convene a forum 
to consult and debate the Ministe-
rial Review of funding mecha-
nisms to be presented in 2003; 

Feeding schemes need for role 
players to be involved in monitor-
ing. 

HIV and 
AIDS and 
Education 

The relevance of current policies, 
including conditions of service, in 
the context of AIDS; 

To improve data collection and 
analysis which will monitor the 
unfolding impact of HIV and AIDS 
in education; 

The provision of support for infect-
ed and affected learners and edu-
cators; 

The provision of counselling and 
treatment for educators.  

The adaptation of prevention and 
care programmes to take into 
account the socio-economic 
context and values of the com-
munity; need for monitoring 
systems. 

To strengthen existing structures 
for implementation of pro-
grammes for lifeskills and 
HIV/Aids education; 

To use the Aids in Education 
Conference report to develop a 
comprehensive programme of 
action to tackle the impact of 
AIDS in education; and 

To build on the multi-disciplinary 
Alliance established at the AIDS 
and Education Conference to 
implement the programme. 
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Topic Issues for research  Issues for agreement Issues for implementation 

Curriculum, 
Human 
Rights and 
Inclusivity 

Evaluating the realisation of human 
rights in the curriculum; 

Explore status and resourcing of 
sports, arts and culture, and train-
ing of educators in this respect; 

More research on multi-grade 
teaching, eg in farm schools and 
necessary support; 

Skills audit for the implementation 
of revised FET Curriculum and 
requirements for reskilling; 

The provisioning and funding of 
ABET; 

ABET curriculum design, qualifica-
tions and pedagogy to be investi-
gated and aligned. Investigate 
status and recognition of ABET 
educators. 

Need for recognition and devel-
opment of ECD educators; 

Assessment procedures to be 
developed (and simplified) in 
outcomes based education, and 
training for educators in this 
respect; 

Need for focus on gender and 
HIV/Aids in the curriculum; 

Need for greater articulation 
between GET, FET and HET in 
terms of curriculum support in the 
interests of redress and inclusion. 

Need for advocacy around barri-
ers to access (fees etc); 

Promote inclusive practices (and 
learning materials) at institutions, 
in regard to gender, language, 
race and culture, or special needs 
– and training for all educators in 
this respect; 

Promote employment equity in the 
workplace and equality at institu-
tions; 

Provide resources and support for 
the development of teachers in 
regard to human rights and val-
ues; 

Reskilling of educators for FET 
and managing the transition to 
new FET. 

Labour 
Relations in 
Education 

The relationship between primary 
and secondary legislation; 

The effect of evolving case law on 
the development of new legislation; 

The separation of collective, indi-
vidual and other labour matters; 

Alignment of PSA and EEA espe-
cially in respect of non educators 
working for education departments; 

Need to look at mechanisms for 
appeal in terms of the EEA; 

The mandating process and the 
value of ‘pre-negotiations’;  

The effect of NEPAD on education 
legislation; 

The role of the ELRC in supporting 
educational research; 

Investigate the aspect of re-
enrolment in the SACE Act. 

To ensure the harmonization of 
legislation covering the education 
sector, in order to promote access 
and quality;  

To ensure that the ELRC endures 
as an independent body; with the 
ability to provide support and 
assistance to other Bargaining 
Councils; 

To establish and maintain formal 
and effective links between the 
ELRC, SACE and the ETDP 
SETA; 

Continuous training for all educa-
tion employees in order to main-
tain sound labour relations; 

A programme for negotiations, 
and a mechanism to ensure that 
negotiations translate into im-
prove delivery; amongst others 
focussing on rewards and incen-
tives, workload and salary grad-
ing; 

Skills Development Levies Act – 
employers must budget for skills 
development. Government must 
contribute to administration of 
SETAs; 

To ensure a common understand-
ing of the legal interpretation of 
consultation and negotiation in 
labour and administrative law. 

Arranging opportunities for the 
recognized structures to discuss 
suggested changes to legislation 
and impacts of application, such 
as NEPAD, and several sections 
of the EEA;  

A review of the effectiveness of 
the ELRC in every sphere; apply-
ing the principles of the PFMA, 
reflecting on the main functions of 
the ELRC, and the position of the 
ELRC viz the national priorities; 

A renewed commitment to fair, 
honest and constructive negotia-
tions to improve service delivery;  

Reflecting on the macro issues 
involving the employment of first 
time entrants into the profession. 
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Topic Issues for research  Issues for agreement Issues for implementation 

Quality 
Management 

To learn from existing programmes 
and instruments for the promotion 
of quality; 

to investigate an integrated quality 
management system, at all levels 
of the system, which will result in 
sustainable development and 
improvement in the quality of public 
education; 

to research and establish the 
capacity and nature of GETC: and 
the implementability of GETC at 
this stage. Research capacity of the 
system to ensure quality education 
for all learners. Capacity to support 
implementation; 

(Some similar concerns regarding 
the implementability of FETC at this 
stage);  

Need for teacher development 
policy to link to for example DAS; 

Solving the problems identified in 
some of the present QM processes 
and policies with the purpose of 
refining and improving the instru-
ments and processes e.g. issue of 
languages used in MLA instru-
ments used for systemic evalua-
tion; 

Ongoing review of QM processes 
and policies to enable refinement 
and improvement; 

Development of criteria/indicators 
to evaluate other parts of the sys-
tem: NDOE, PDOEs against 
agreed upon standards for effective 
delivery and support. 

To analyse and agree on the roles 
and responsibilities of each party 
in contributing to the quality of 
public education; 

To agree on the role of agencies 
who have a legal responsibility for 
quality assurance; 

Definitions/common understand-
ing required: 

What is meant by 

• quality 

• quality assurance 

• quality management. 

Establish a post-Convention task 
team to develop an integrated 
Quality Management system; to 
align the components of quality 
management policies for more 
effective implementation, bearing 
in mind the different purposes, 
different target groups and differ-
ent indicators and to link the 
information obtained from appro-
priate; 

Develop an integrated quality 
management system; 

QM processes to teacher devel-
opment and to develop a strate-
gy/policy/framework for teacher 
development e.g. DAS, WSE, 
WSPs, SE and teacher Develop-
ment; 

Investigate the roles and legal 
responsibilities of different struc-
tures, organisations, organs in an 
integrated QMS; 

To develop indicators and proce-
dures for evaluating all levels of 
the system in respect of input 
processes and outputs. 
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LIST OF EDUCATION OFFICIALS 

(MEMBERS OF EXECUTIVE COUNCIL) 

EASTERN CAPE 

MS N JAJULA 
MEC: EDUCATION 
OLD CISKEI EDUCATION BUILDING 
2

ND
 FLOOR, ROOM 2124 

CENTRAL BISHO 
5605 
TEL: (040) 608-4264/02/03 FAX: (040) 639-1634  
POSTAL ADDRESS: PRIVATE BAG X0032, BISHO 5605 

FREE STATE 

MR P KGANARE 
MEC: EDUCATION 
CR SWART BUILDING, C/O ELIZABETH & MARAIS STREETS 
BLOEMFONTEIN 
9301 
TEL: (051) 404-8411 FAX: (051) 405-4619 
POSTAL ADDRESS: P.O. BOX 264, BLOEMFONTEIN 9300 

GAUTENG 

MR I JACOBS 
MEC: EDUCATION 
AFRICAN LIFE BUILDING, 10

TH
 FLOOR 

111 COMMISSIONER STREET 
JOHANNESBURG 2000 
TEL: (011) 355-0541 FAX: (011) 355-0542 
POSTAL ADDRESS: P.O. BOX 7710, JOHANNESBURG, 2000 

KWAZULU-NATAL 

PROF G NDABANDABA 
MEC: EDUCATION AND CULTURE 
KING DINDIZULU HIGHWAY 
ADMINISTRATION BUILDING, 2

ND
 FLOOR 

ULUNDI 3838 
TEL: (035) 874-3400/1 FAX: (0358) 874-3593 
POSTAL ADDRESS: PRIVATE BAG X04, ULUNDI 3838 

LIMPOPO PROVINCE 

MS H J MASHAMBA 
MEC: EDUCATION, ARTS, CULTURE, SPORTS & RECREATION 
101 DORP STREET 
POLOKWANE 
0742 
TEL: (015) 290-7600 FAX: (015) 297 0885 
POSTAL ADDRESS: PRIVATE BAG X9489, POLOKWANE 0700 

MPUMALANGA 

MR C N M PADAYACHEE 
MEC: EDUCATION 
15 ANDERSON STREET 
NELSPRUIT 
1201 
TEL: (013) 755-5000 FAX: (013) 752-6578 
POSTAL ADDRESS: P.O BOX 3011, NELSPRUIT 1200 

NORTHERN CAPE 

MISS T JOEMAT-PETTERSSON 
MEC: EDUCATION AND TRAINING, ARTS AND CULTURE 
NR 1 ALBERTYNE STREET 
NEWPARK, KIMBERLEY 
8301 
TEL: (053) 874-4297 FAX: (053) 874 4296 
POSTAL ADDRESS: PRIVATE BAG X5023, KIMBERLEY 8300 

NORTH WEST  

MR Z P TOLO 
MEC: EDUCATION 
DR JAMES MOROKA DRIVE 
GARONA BUILDING, 2

ND
 FLOOR 

MMABATHO 
2735 
TEL: (018) 387 3700/3 FAX (018) 387 3297 

WESTERN CAPE 

ADV ANDRE GAUM 
MEC: EDUCATION  
PROJECT HOUSE 166, 20

TH
 FLOOR, ROOM 203 

22 HANS STRIJDOM AVENUE 
CAPE TOWN 
8001 
TEL: (021) 467-2523/6 FAX (021) 425-5689 
POSTAL ADDRESS: PRIVATE BAG X 9161, CAPE TOWN 8000 

HEADS OF DEPARTMENTS (EDUCATION) 

EASTERN CAPE PROVINCE 

MR P G QOKWENI 
ACTING SUPERINTENDENT-GENERAL: EDUCATION & CULTURE 
TYAMZASHE BUILDING, CIVIC SQUARE CENTRE 
ROOM 2143 
BISHO 
5605 
TEL: (040) 608 4205 FAX: (040) 608 4249 
POSTAL ADDRESS: PRIVATE BAG X0032 

FREE STATE PROVINCE 

DR M C NWAILA 
SUPERINTENDENT-GENERAL: EDUCATION 
C R SWART BUILDING 
55 ELIZABETH STREET, ROOM 2103 
BLOEMFONTEIN 
9300 
TEL: (051) 404-8428/9 FAX: (051) 404-8269/8117 
POSTAL ADDRESS: PRIVATE BAG X20565, BLOEMFONTEIN 9300 

GAUTENG PROVINCE 

MR M PETJE 
SUPERINTENDENT-GENERAL: EDUCATION 
AFRICAN LIFE BUILDING/ARCADE 10

TH
 FLOOR – ROOM 1009 

111 COMMISSIONER STREET 
JOHANNESBURG 
2000 
TEL: (011) 355-1510/8 FAX (011) 333-5546/335-0542 
POSTAL ADDRESS: P. O. BOX X7710, JOHANNESBURG 2000 

KWAZULU-NATAL PROVINCE 

PROF C DLAMINI 
SUPERINTENDENT-GENERAL: EDUCATION & CULTURE 
ADMINISTRATION BUILDING 2

ND
 FLOOR 

KING DINIZULU HIGHWAY 
ULUNDI 
3838 
TEL: (035) 874-3407 FAX: (035) 874-3593 
POSTAL ADDRESS: PRIVATE BAG X04, ULUNDI 3838 
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LIMPOPO PROVINCE 

PROF R H NENGWEKHULU 
SUPERINTENDENT-GENERAL: EDUCATION 
113 BICCARD STREET 
POLOKWANE 
0700 
TEL: (015) 297 0895/5085 FAX (015) 297-0937/4452 
POSTAL ADDRESS: PRIVATE BAG X9489, POLOKWANE 0700 

MPUMALANGA PROVINCE 

DR M T MASHININI 
DEPUTY DIRECTOR-GENERAL: EDUCATION 
EXTENSION 5, RIVERSIDE PARK 
GOVERNMENT BOULEVARD 
NELSPRUIT 
1200 
TEL: (013) 766-5552/5297 FAX (013) 766-5577 
POSTAL ADDRESS: PRIVATE BAG X11341, NELSPRUIT 1200 

NORTHERN CAPE PROVINCE 

MR M T MORALADI 
DEPUTY DIRECTOR-GENERAL: EDUCATION ARTS & CULTURE 
PERSEVERENCE BUILDING, 156 BARCLAY STREET 
HOMESTEAD 
KIMBERLEY 
8301 
TEL: (053) 839-6500/6683/96 FAX: (053) 839-6640/6581 
POSTAL ADDRESS: PRIVATE BAG X5029, KIMBERLEY 8300 

NORTH WEST PROVINCE 

DR A M KARODIA 
SUPERINTENDENT-GENERAL: EDUCATION 
EXECUTIVE BLOCK, EAST WING 1

ST
 FLOOR 

GARONA BUILDING, DR JAMES MOPROKA AVENUE 
MMABATHO 
2735 
POSTAL ADDRESS: PRIVATE BAG X2044, MMABATHO 2735 
TEL: (018) 387 3428/9 FAX: (018) 3430 

WESTERN CAPE PROVINCE 

MR R B SWARTZ 
SUPERINTENDENT-GENERAL 
GRAND CENTRAL BUILDING 9

TH
 FLOOR 

LOWER PARLIAMENT STREET 
CAPE TOWN 
8000 
TEL: (021) 467-2000/6/2536/5 FAX (053) 839-6640/6581 
POSTAL ADDRESS: PRIVATE BAG X 9114 CAPE TOWN 

 

   

 

TRADE UNION PARTIES 

The following trade unions are represented in the ELRC: 

THE SOUTH AFRICAN DEMOCRATIC TEACHERS’UNION (SADTU) 
TEL: (011) 3344830 FAX: (011) 3344836 

NATIONAL PROFESSIONAL TEACHERS’ ORGANISATION OF SOUTH AFRICA (NAPTOSA) 
TEL: (012) 3241365 FAX: (012) 3241366 

This is a federation of trade unions representing: 

 South African Union for Vocational and Specialised Education (SAUVSE)  
 Cape Teachers’ Professional Association (CTPA)  
 National Union of Educators (NUE)  
 Independent Teachers’ Union of South Africa (ITUSA) 
 Association of Professional Educators of Kwazulu-Natal (APEK)  
 Free State Teachers’ Association (OFSATA)  
 Union of South African Professional Educators (USAPE) 
 National Teachers Union (NATU)  
 Professional Educators Union (PEU)  

SUID-AFRIKAANSE ONDERWYSERUNIE (SAOU) 
TEL: (012) 3266892 FAX: (012) 3266894 
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ELRC PROVINCIAL CHAMBERS 

 

Province Name Telephone No Fax No Cell No Office Address 

Eastern Cape Mr N Magadu (Prof) 072 227 2604 (040) 654 3161 083 659 7672 Bisho Business Village 
Block 09 
BISHO 
5605 

Free State Ms M R Sefothlelo (051) 430 8927 (051) 430 5803 083 657 6606 106 Katleho Building 
Selbourne Avenue 
BLOEMFONTEIN, 9301 

Gauteng  Ms T Doyle (011) 838 3155 (011) 833 7140 083 704 1826 6
th
 Floor 

Standard Bank House 
20 Albert Street 
JOHANNESBURG, 2000 

Kwazulu-Natal Mr S N Pillay (031) 573 1771 (031) 573 1779  083 657 6605 55 Church Street, Red Hill 
4071 
P. O. Box 40045 Red Hill 
4071 
DURBAN 

Mpumalanga Ms L Thelejane 

(Acting) 

(013) 755 3590 (013) 752 6769  Old Mutual Building 
17 Louis Trichardt Street 
NELSPRUIT, 1200 

Northern Cape Ms U N Rasego (053) 832 0247/8 (053) 832 0248 083 657 6603 Teachers’ Centre 
c/o Boshoff & Lanyon Str 
KIMBERLEY, 8300 

Northern Province Ms M M D Maraba (015) 2911460 (015) 295 3090 082 822 9026 8 & 10 Amy Park 
Marshall Street 
PIETERSBURG, 0700 

North West Mr J Galorale (014) 592 0085 (014) 597 3399  First Floor RTB Education 
District Office 
123 Malan Street 
RUSTENBURG 

Western Cape Mr P J Williams (021) 592 6153/4 (021) 592 6156 083 657 6604 Unit 704 B & 708 
7

th
 Floor, Libertas Centre 

Voortrekker Road 
GOODWOOD 

CENTURION 
(National Office) 

GENERAL 
SECRETARY 
Mr M. Govender 

(012) 6637446 
(012) 6630432 

(012) 6639604  261 West Avenue /Private 
Bag 126 
Centurion Centurion 
0046 0046 

 


