There are two approaches to the use of actual peace education curriculum material.
It can either be implemented as a discrete curriculum (an “autonomist” approach), or
it can be integrated throughout existing curricuia (an “integrationist” approach) (Page,
1991). Most peace educators tend to favour the second approach ~ or even to see
the second approach as the only true option (Bar-Tal, 2002: 6; Evans et ai., 1999: 2).

in contrast to these understandings of peace education, there is a school of thought
maintaining that “school-based peace education is always bound to be ineffective
because it targets the wrong people in the wrong setting” (Caims, 1996: 164). These

das absut neace and war are inﬂn ienced more

theOﬂstS Contand tnat Cnllal'en S almuuea GUUUI peave aiiv vvail G LS R
by what they leam at home than what they leam at school, and thus that parents are

the proper targets of peace education. Others assert that we must move even
beyond parents to include “a wider social campaign” (Bar-Tal, 2002: 5). While it is
clear that educating parents and the broader society for peace would be an important

WWHMMMMS tend obviously to have less

access to the parents than they do to the children, and much peace education is

concemed with beginning where it is possible to begin, rather than waiting for the

ideal to be possible. Bar-Tal (2002: 1) acknowiedges that “schools are often the only
institution that society can formally, intentionally and extensively use to achieve this

[peace education] mission.”

Peace educators seem to generally accept that peace education achieves its

purpose. “However, there is virtually no empirical evidence to substantiate their
claim” (Caims, 1996: 164). A recent and very thorough investigation into peace

education pubiicationgmwwsrem%%%%@veabdlhaf,

during the period 1981-2000, close to a thousand chapters in books, articles,
7

uvmnasium presentations which dealt

mbimm
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institutional reports and convention
with the broadly defined topic of peace education, were published.... About
30% of these items referred to a particular peace education intervention
program.... [Only] one third had in them elements of effectiveness evaluation.

Why is this? At least one reason is that much of the target behaviour of peace

W

education is_abstract, and therefore difficult to evaluate “in an objective and

quantifiable way” (Wichert, 1989). Another problem is that many of the desired

outcomes of peace education are jong-term rather than short-term, and long-term

longitudinal studies require a significant amount of time and maintained focus, and

thus also require consderable resources, which are not always within the reach of

those interested in peace education research.

19



While mindful of the potential difficulties, there is an increasingly loud call for serious
research and evaluation in the field of peace education. Without it, “many...peace
education programmes, although often well-intended and well executed, lead to

unknown_results and when they fail...it is not clear why that failure” (Salomon, 1999:
2).

In South Africa, the field of peace education is relatively new (Dovey, 1996: 135).
Despite this, there are already a number of peace education initiatives underway
throughout the country. The Quaker Peace Centre and the Centre for Confiict
Resolution, both in Cape Town, and the Umtapo Centre in Durban are all involved in
peace education. (Unfortunately it was not possible to gain access to the actual
programmes run by these organisations, although the information received indicated
that their peace education work did not extend to the pre-school level.) And there is a

perceived need for neace eqgucs ion:
Kirsten indicated a unanimous endorsement for peace-education-type programmes

ion and other youth-related

Sba

for both children and youth amongst the €
professionals they surveyed. The 296 young people surveyed for the same study

recorded a similar level of support for such programmes. In 1992 the South African
Teachers’ Association (SATA, 1992: 3) even ventured a working definition of peace
education for this context: “Education for Peace (in schools) is the exploration and

Q
D
-

WHWWM to enable pupils to live in a more

peaceable manner, even in a violent society.”

In contrast, some researchers and commentators have directly rejected-the-idea-of

peace education being a positive intervention in the lives of children growing up in

situations of violence. One argument against its use is that peace education
traditionally focuses only on the development of interpersonal skills relating to the
successful handiing of interpersonal conflict. “While this is no doubt a very worthy
aim, it does raise a question mark over the ability of curricula such as these to
intergroup or political conflict - the type of conflict which most often leads to

violence on a large @WGHMMMMMMMt
peace education in situations of conflict is futile because “children who are growing

up in a society which is based on ‘hate’ and ‘the denia! of human values’ cannot be

successfully socialised or indeed resocialised into a ‘peace-loving citizen™

(Punamaki, 1987 in Caims, 1996: 144).
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More nOpeml research findings suggest that “if young peopie are given a meaningful
alternative’ to the current political violence in which they find themselves enmeshed,

‘the great majority of the new generation will grasp it” (Raundalen & Dodge, 1991 in
Caimns, 1996: 145-46). Certainly this is the indication of the research undertaken by
Botha and Kirsten (1993) among South African youth.

Undoubtedly, though, the effects of peace education need to be thoroughly

I R B 3% maanta amainet it 0 ha nhgllpnnnd with any Anfhnrm/ Such
researched for the arnguimens against i w wo W Such

research is increasingly being called-for and undertaken. However, as there is little
peace education that has been done in South Africa, there is obviously still a
significant gap in peace education research in this specific context.

25 SYNTHESIS

South Africa is a very violent country (Carl & Swart, 1996). Growing up-in-a violent

society can have devastating consequences for young children, particularly those

whose other life circumstances already put them at risk for developmental damage
(see, for example, Caims, 1996; Rock, 1997; Shmuckler, 1989; Stavrou, 1992). One

of the documented consequences of childhood exposure to community violence is an

increase in aggressive behaviour. (Caims, 1986, Duncan & Rock, 1997a; Stavrou,

1992) The available Iuterature on childhood aggressuon clearly documents the

and the violent current reality in which our children are being raised, it is no
reasing numbar of people are calling for measures to intervene in

history,
surpﬂse tnat an Incfeasmg numoer Oi poVpie ST S0

this cycle of violence. The introduction of peace education in South African schools is

one such measure being suggested.

Peace education is very new to this country, however, and there is not an existing
African model of comprehensive peace education at pre-school level. Nor is

QA
there widespread research from the international peace education community that

measures the impact of the various models of peace education currently being

practiced worldwide (Nevo mewm

rest of the world in terms of existing curricula, but there are few research findings

that indicate what will be most effective in the South Afri

an Aﬁﬂ nwd InAdasnd nansas
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educators internationally are only beginning to address the question of whether

peace education does actually educate for peace.
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The primary aim of this study was to design and develop a uniquely South African
peace education programme at pre-school level, to document this process, and to
evaluate the impact of this new programme in a range of South African pre-school
settings. It was intended that this process would both facilitate the refinement of the

lobbying argument for the implementation of peace education in a wider educational
context in South Africa. it was aiso intended that thi
intemational move towards evaluating peace education programmes, contributing to

the development of evaluation tools that can be used worldwide.

tudy would form part of the

In reaching this study’s primary aim, it was also intended that this research would

make a-contribution to-a humber of ongoing peace education debates. It aimed to

explore the question raised by Punamaki’s assertion that peace education is neither

desirable nor possible in situations of violence. It meant to feed into the debate

raised by Salomon’s unique definition of what peace education-actuatly-is-Finatly,
this study expected to contribute to the process of finding a definite place for pre-

school peace education in the overall peace education picture.
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CHAPTER THREE: RESEARCH DESIGN

3.4  INTRODUCTION

particular educational intervention - a peace education programme - in response to a

e mimdnl 1 i i
al wuinlame~aas Thie fnnus on makgng a nractical

Lo bl ]

spemlc sociai pmolem - BOGiBla ViienTe. 1S iVlw H
contribution to the improvement of a ‘real life’ situation places this study within the

realm of action research. The action research model contains “the key concepts of
feedback, collaboration between researchers and practitioners, an emphasis on
research in natural seftings and practical problem solving* (Chettiar, 1999: 54).

_ \Within this_research framework, one recent development is the emergence of “a

systematic and phased process of action research” (Els, 1998: 156) - Intervention
ch - which was considered to be ideally suited to a study of this nature.

| = PPN
NESCAIUIT ~ WA F7GE vwirviwwrwe T T T

3.2 METHODOLOGY - INTERVENTION RESEARCH

The research was undertaken within the framework of the Intervention Research
model developed by Rothman and Thomas (1994). The framework offered by the

second facet of Intervention Research - Intervention Design and Development - was

applied for the purposes of this study.

3.2.1 An introduction

Intervention Research is not an entirely new research model, but rather “a
compromise that amaigamates many existing methodologies” (Rothman & Thomas,
1994: xvii). While aspects of this methodology have been in evidence for some time,
Research was only formally introduced to the research world as a

comorshensive methodology by Rothman and Thomas in 1994.

comprene nsive meinoauu

Intervention

rvention Research emerged largely out of the frustration of social science

lt UVIT T\Sowar vr

researchers about the perwwmmwwﬁmmﬂﬂmw&

research into, and development of practical human service interventions (Els, 2000:

39). In an attempt to bridge the gap between pure and applied research, Intervention

Research aims to link knowledge and practice, providing a systematic framework for

‘designing, testing, evaluating and refining needed social technology, and
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disseminating proven techniques and programs to professionals in the community”
(Rothman & Thomas, 1994: xxv).

complete methodology, comprises the following three facets:

PG i | [ o VPPN P

e intervention Knowiedge Deveiopment

¢ Intervention Design and Development

o Intervention Knowledge Utilisation.
These three facets do not necessarily describe a linear process, but rather may be
used and re-used in any order. These facets may also be conducted independently

the Intervention Knowledge Development facet nnnnmllu

of one another. In brief, the Interven nowle Devel
provides foundation knowledge in a specific area. This facet often provides the basis
PP Masimn and hnunlnnmnqt stl_ld\l Thie second facet i is

for a SUDSGQUBHI intervention Design anc Deveio

the central process of Intervention Research, best understood as “a problem solving
process for seeking effective intervention and helping tools in order to deal with given
human or social difficulties” (Els, 2000: 44). The third facet of Intervention Research

is Intervention Knowledge Utilisation. This involves the conversion of knowledge
gathered from theory or from research into a practically usable form so that it may be

applied in a real life context.

3.2.2 Rationale for the choice of intervent jon Research

The Intervention Research modei was seiected

reasons.

research in practical settings, aimed at addressing real life issues. The
ot this study - the development and evaluation of a

reseal'cn plUUlelll f\ll WO Vimw

particular educational intervention in response to the issue of societal

violence - quite clearly falls into this category;
Intervention Research is action-based, and relies on a participatory approach,

ideally suited to the collaborative approach preferred for this study;

The _Intervention Design and Development component provides a

0

comprehensive framework for a phased process of addressing social

problems. As the given research problem required the development and
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evaluation of a particular social intervention (a peace education programme),
such a framework would be useful;

collection and analysis, encouraging the use of both qualitative and

quantitative techniques. Use of both kinds of techniques was necessary for

this study, considering the difficulty of measuring the impact of peace
education programmes, and the consequent need to explore a variety of
measurement instruments. The dearth of prior research in this field also
meant that there was not an existing single measurement instrument that

could be applied in this case.

3.2.3 An overview of Intervention Research

Table 3.1, overleaf, gives an overview of the three facets of Intervention Research,

AL

summarising their respective functions, objectives, me
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FUNCTION FUNCTION

Disseminates
knowledge about
interventions

Develops
insight into a
phenomenon
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and conversion of
knowledge into
application

research methods

OUTCOMES OUTCOMES

Application
to human service
interventions

Information and
empirical
generalisations
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The main activities undertaken in Intervention Design and Development
(summarised from Els, 1998. 161 — 166) are outlined below. (Again, it should be
noted that these phases, and the activities within them, are not necessarily
sequential. Phases one and two, for example, can be interchangeable, or can meld

into one phase.)

Problem analysis and project planning: Identifying and involving clients;
gaining entry to, and co-operation from study contexts; identifying concems
of the population; analysing identified problems; planning and scheduling the

project; setting goals and objectives.

Information gathering and synthesis: Conducting a situation analysis or

needs assessment; using existing information sources; studying natural
examples; identifying functional elements of existing and successful models.

Design: Identifying other prototypes; identifying anticipated design problems

and intervention requtremems spec:rymg the design domain; uewmmung the
design participants; selecting a project site; formulating an initial model.

Early development and pliot testing: Developing a primary intervention;
conducting a pilot test.

Evaluation and advanced development: Selecting an evaluation design;
the intervention under field

i fem ranliratin
U ever

Coliecting and analysing gata; repucating

conditions; refining the intervention.

Dissemination: Preparing the product for dissemination; ldentifying potential
markets; creating a demand for the intervention; encouraging appropriate

o sdnsnbmbion
HUCVWWI 1.
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3.2.4 intervention Research in South Africa

South Africa is a country in transition. There is an intense focus in this country on
building a society that is significantly different from that built under the system of
apartheid. This building process involves addressing the issues that apartheid has

itself to this kind of process, focussed as it is on “creat{ing] means for improving

heolonm® = mrsrnndd ab al 1004-2E\ I io nat snirmrinina
oommunuy iife, heaith and well-being” (Fawcett et ai., 1994.20). it I8 NOT Surpi isir 0,

then, that this research model is being chosen by South African researchers, in a
variety of fields, who are intent on addressing such issues.

One recent South African Intervention Research study was undertaken by Els (1998)
3 designed to address the state of disarray in

South Africa’s child protectlon system — a state which led to the delivery of deficient
nd fragmented services, reeulting in secondary abuse. The study aimed to

N0 Taghioniou svivivwe, 1oShetnig =7 SEYETTEENS

investigate the delivery of child protection services in this country, to facilitate the

development of an intervention to improve delivery and integration in this area. Els'’s
1998 study involved a national situation analysis, which was carried out using the
Intervention Knowledge Development facet of intervention research. This initial study
laid the foundation for a later study by Els (2000), which ultimately generated a
national integration strategy. These two studies together utilised the total Intervention

Research process.

Another recent Intervention Research study carried out in South Africa was that by

the fleld of Psychology. This study focussed on
Maxwell (2001), this time in the fie y gy.-

addressing the lack of psychological support for trauma doctors working in South
Africa. Maxwell aimed to design and develop a psychological intervention that would
maximise the coping resources of doctors working with trauma patients in

Johannesburg General Hospital. This was a much smaller and less ambitious project

than the one undertaken by Els (1998, 2000), and it utilised only one facet of

intervention Research — Intervention Design and Development.

3.3 THE APPLICATION OF IR METHODOLOGY TO THIS STUDY

e el PN _a

The central facet of Intervention Research - Intervention Design and Deveiopment -

was undertaken independently of the other two for the purposes of this study, as it
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offered a comprehensive framework for a study of this scope. This study followed the
framework outlined in 3.2.3 up to, and including half of the fifth aspect of the process.

e Lo smm Ehnransd b Inbamiantinn Da roh

Looking at this specmc study using the framewoik offered by intervention Researen,
the design and development activities were undertaken as follows:

3.3.1 Problem analysis and project planning

Generally speaking, Intervention Researchers choose a community for which the

issue they want to study is of particular concem or interest. In this case, the request

for the intervention came from a specific community — the ‘Chain of Hope' pre-

schools of the MCSA - and thus the community was already identified, and had
already welcomed entry and offered co-operation. At the beginning of the study, the
research project was explained to the participants, and their consent was obtained.
(While the initial request came from the leadership of the Chain of Hope — and it was

not necessarily safe to assume that the whole community shared their commitment

to this process — it was soon discovered through the ensuing peace education
. + there was indeed a shared concem and shared commitment.) The

WOI Ml IU.JD tl lut o
researcher had formerly been a teacher in and director of one of the Chain of Hope
pre-schools, and thus was already known to a number of members of the Chain of

Hope. This familiarity may also have heiped with gaining entry.

Details of the target population are given under point 3.4. The concems of the target

population were explored in the first workshop run with the pre-school teachers.
(These workshops are dealt with in more depth in Chapter Four.) Planning and

Schedqumpﬁnd%emﬂﬂQMdlves were also undertaken both

in that first workshop, and on an ongoing basis, in consultation with the Director of

the Chain of Hope.

3.3.2 Information gathering and synthesis

Intervention Researchers must...look beyond the literature of their particuiar

fields. This is essential since societal problems do not confine themseives

neatly to the disciplines of psychology, social work, architecture, education,

public health or other bodies e : g . \
both the “scholarship of discovery” - the

Research must contribute to
generation of new knowledge about behavio /iour-environmn

nment rnlnhnnghme -
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and the “scholarship of integration” ~ establishing new linkages between
concepts and methods of various disciplines (Boyer, in Fawcett et al.

1994:32).

The information gathering and symmgirphasermludedﬂvieweﬂwmwe

available in relevant fields: children in violent societies (sociology); childhood
aggression (psychology); and peace education itseif (education). The review of this

literature provided valuable information in each of these areas, and revealed some of
the ongoing debates to which this study may be able to make a contribution. This
literature was accessed using the ERIC and PSYCHLIT databases, as well as library

searches, web searches, utilising the researcher's own library and approaching

various people for reievant iiterature. The literature review appears in Chapter Two.

This phase also involved an expioration of the specific context in which the

intervention would take place, paying particular attention to the impact of South
Africa’s historical and current violence, and of South Africa’s history of inequity in

mmmﬂsmnmmﬂﬂﬂi—sm in education. The resuits of this

exploration form part of Chapter Four.

The Intervention Research model recommends studying natural examples as part of

this phase. This invoives identifying community members who have already

attempted to address the problem under
the methods they have used (De Vos, 1

this-study.-one teacher was identified who had initiated a n

study, or a similar problem, and observing

998a:391). Within the target population of

umber of innovations in

her school in response to concems about violence. One innovation was a school

Peacemaker Award, which was awarded weekly to a child who had exhibited
peaceful behaviour or attitudes. Another was setting aside a regular time for children

to share “sad, bad news” in their classes.

nent of this phase involves identifying functional elements of existing

Another compo
els of peace education were identified

and successful modeis. Three existing mod
ed to the extent that was possibleby ———————————

within South Africa, and these were investigat
accessing the websites of their respective organisations. (Requests to these

JRPRPPRpY JIY Jigy NP

fi i j i ) None of these modeis had
organisations for further information yielded no response.) N is had

been developed at the pre-school level, although some of the content areas they
covered were relevant to this level. Certainly the extent to which teacher

development formed part of each of these programmes was Very instructive. The
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intervention developed in this study built mainly on existing models of peace
education in other parts of the world, and on work undertaken in this area by the
researcher in 1993 and 1994. This aspect of the development process is also

explored further in Chapter Four.

3.3.3 Design

This phase involved firstly designing an observational system “for discovering the
extent of the problem and detecting effects following the intervention” (Fawcett et al.,

4004: 24\ A~ranrdina ta tha iIntarvantinn Ra rch mndnl this gvetam consiste of
1T, I™F]. MWAWIIITIY WV UIe T vvnuvu l\vvv - W UJOlwill WWIIGIVWD Vi

three parts. First, definitions of the behaviours associated with the problem under

nnnnnnnnnn Canrnnd avamnlae aAf tha hahaviaiire ara
NG, SXailipics Ui Wi uCnavibuis aie

swuy are defined in upclauuual terms. Seco

provided to help with identification of the behaviours. And third, scoring instructions
are prepared to guide the recording of target behaviours (De Vos, 1998a: 393). The
observational system designed for this study is detailed in section 3.5 of this chapter.

The second component of the design phase involves specifying procedural elements
of the intervention. These form the skeleton of the intervention. In this study, the
procedural elements identified were orientating the teachers to peace education,.

working with the teachers to deveiop a draft curricuium, educating the teachers for
peace through ongoing workshops, assessing the impact of the programme and

making recommendations on refining the curricuium.

3.3.4 Early development and piiot testing

In this phase, the above information was utilised to develop a peace education
e Methodist pre-schools in the Central District of the MCSA. The

P Us lle uO- l.l l VI IWVWIVL Iwwie

complete design and development process — which is an integral part of this study -

is documented in Chapter Four.

it was decided not to do a pilot test for a number of reasons. Firstly, the researcher
had _been previously involved in the development of a pre-school peace education

programme for a single Johannesburg pre-school, which formed the departure point
for the programme developed in this study. (See section 4.3 for further details of this
earlier programme.) While the earlier development and implementation process was
not formally documented, there was nevertheless leaming that took place, which

31



informed this subsequent process, and which could be considered an informal
piloting process. In addition, the overall population of 40 pre-schools requesting the
intervention in the case of this study was relatively small, and also very rich, in the
sense that these schools covered all the different categories of pre-school types in

of schools would have meant a significant delay in access to peace education for the
~ r of the 40 which was considered negative and unnecessary. Finally, as

ram l a
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the intention was to develop the intervention in conjunction with the teachers
themselves, to limit the teachers we had access to by limiting the study at the
beginning was counter-productive. Thus, the draft intervention was developed with
teachers from as many schools as possible, and implemented directly under field

conditions in all 40 schools early in 2000.

3.3.5 Evaluation and advanced development

HH oy imbbhar Adaviala ‘
1 n

In Intervention Research, evaluation is used to both facilitate the further developm
and refinement of the given intervention, and to “demonstrate relatlonshlps between

the intervention and the behaviours or outcomes that define the problem of interest’
(Fawcett et al., 1984: 34). Thus, in Intervention Research studies, two types of
products result: the research data, and the intervention itself. In this study, the

Iiterature review revealed a significant need for research into the effectiveness of

peace education programmes — a need that was s particularly pressing at pre-school

level. Thus, there was a particuiar focus on the e valuation phase in this study.

The evaluation phase includes selecting an experimental design, and collecting and
analysing data. As encouraged by the Intervention Research model, and as required

by the specific nature of the study itself, this research project involved a variety of
Both qualitative and quantitative data gathering methods

data gathering techniques. SOt
were used. Details of the data gathering and analysis techniques used appear in

section 3.5 below.

Il 40 pre-schools almost simultaneously, not all
While implementation took place in a P ousY, N

ave been time-inten w-vv, ang

40 schools were used as evaluation sites. This wouid h
nd resources available for this study. It

was certainly not possible given the time a

ecessary for an initial evaluation.
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This phase usually involves replicating the intervention in field conditions. As noted in

point 3.3.4, this study did not make use of a small-scale pilot study, and thus the
n was implemented in field conditions from the beginning. This study did

not complete the last process of this phase — refining the intervention. However, it did

for this refinement.

3.4 TARGET POPULATION

The target population identified in the first stage of the study (see 3.3.1) comprised
the leamers and teachers of 40° Methodist pre-schools in the Central District of the

schools had a combi
102 teachers. The schools were located in an area extending from Bedfordview on

the east border to Vryburg in the west, from Midrand in the north to Ennerdale in the

south. (See map on page 4.) Represented in this group were schools in the inner-
city, township schools, rural town and location schools, weaithy suburban schools,
rural farm and village schools and schools in informal settlements — the full spectrum
of pre-school types in South Africa. The leamers attending these schools
represented the four historically defined South African population groups (Black,

White, Coloured and Indian), along with leamers whose families are refugees from
other parts of Africa. The teachers were from similarly diverse backgrounds

(excluding Indian). It should be noted that while-education-in-South-Africa-is-ho

longer officially segregated along racial lines, in practice there is lingering

segregation in schooling in this country. What was evident in this target group is the

reality throughout the country: that formerly black schools are still predominantly or
totally black; formerly white schools have either become predominantly black (like
those in the city centres) or are still predominantly white, with a few coloured, Indian
and black children; schools that were traditionally coloured and Indian tend to be the
most mixed, with few, if white children, but a mix of coloured, Indian and black

children.

The teachers in this target population to a large extent had not received formal
teacher education. At the start of this study they had been receiving training in pre-
school education from one of three training NGOs (Ntaitaise, Khuiuieka or

8 While there were 55 pre-schools in the Central District at this time, only 40 were actively involved in
Chain of Hope workshops, and it was these schools that comprised the target group.

WX Vi 1 iVpye v Iy S i =
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Nyologang) at various introductory levels for a period of one year. This training took
the form of regular workshops on topics ranging from making materials out of scarce

LA g - LA L

3.5 METHODOLOGY ~ DATA GATHERING

In the evaluation phase of the study, data was gathered to facilitate evaluation of the
impact of the brogramme’s curriculum on the schools. The researcher failed to find
an existing model for evaluating the outcomes of peace education curricula at pre-
school level before the start of the study. As there was not an existing model that
could be adapted for, and applied in this context, a variety of data gathering methods
were used to generate as full a picture of the impact as possible. As a starting point,
literature and research in the field of childhood aggression was used to develop a

foundation for measurement o imp O I e ur.

This was supplemented with observation and journal writing by a group of teachers,
a teacher questionnaire and, finally, interviews with a selection of stakehoiders.

The data gathering methods used were:

3.5.1 Naturalistic observation

“Considerable evidence now supports the use of naturalistic observation of

racciva hahavinir in fiald coaftinane” (Kanlan 1084 RKR7) Thite natiiralietin
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observation was used to facilitate measurement of one of the key factors to be
studied — the impact of the curriculum on children’s aggressive and pro-social
behaviour. For this purpose, aggressive and pro-social behaviours were identified
according to the framework utilised by Bay-Hintz, Peterson and Quilitch in their 1994
(437-438) study:
Aggressive behaviour was defined as any behaviour that involved a
destructive or hurtful action toward a person or object, and included both

physica :
grabbing, jumping on, bumping, tripping, throwing an object at another
person, or attempts to do so; (b) throwing materials or equipment, kicking

doors, walls or furniture, overturning fummiture, knocking materials off shelves,
breaking or destroying toys or equipment; or (c) threatening physical assault,
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verbally resisting instructions, stating dislike or other negative feelings about
another person, name calling or other derogatory remarks, threatening

AV Tw s swes =2~ 4

physically destructive actions (e.g. to break a toy), or verbal attempts to

avchide another child from an aCtIVItV

CAVIVMWW - L=

Cooperative behaviour’ was defined as behaviour that was directed toward
another child and that involved a shared, reciprocai, mutuai or heipfui quaiity.

Cooperative behaviour included: (a) sharing, assisting, or executing a task
with another child, working together toward a common goal, sharing material,
or explicitly helping another child; (b) physically supporting another child (e.g.
one child carries another child, or helps a child up off the ground or over a

barrier) or engaging in physical contact of an affectionate nature (e.g. linking

arms, holding hands, embracing, kissing, or patting another child on the

back); or (c) verbal behaviour such as giving a child instruction on how to do

something, verbally offering to help or share, or agreeing to a request made
by another child.

In addition to the categories of aggressive behaviour identified by Bay-Hintz et al.
(1994), a fourth was added in this study — aggressive fantasy play. This term
incorporated all play in which there is acted-out kiling and other violence, for
example gun play, play fighting and superhero play involving ‘killing’. While
aggressive fantasy piay generally does not invoive an actual ‘destructive or hurtful
action’, it involves simulation thereof, and thus raises concem in a context in which

the express aim is buiiding more positive, pro-sociai behaviours in children. Also,

while it is acknowledged that children will act out those behaviours they see
happening around them, whether on television or through direct experience, and that
this will inevitably include violent acts in a country like South Africa, there is cause for

concern about what message will be sent to children by teachers allowing such play.

Will children not gel’ the message that violence and aggm83|on are not Onlv a

natural, but also an acceptable part of life? And is this not problematic in a context in
which there is a specific focus on trying to overcome violence through exploring its

consequences and leaming from the myriad alternative behaviours that exist? Thus,
aggressive fantasy play was considered to be of interest, and was included in this

study.

7 In this study the more inclusive term “pro-social behaviour” was used, while keeping the definition
provided by Bay-Hintz et al.

(7]
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The measurement procedure used was adapted from the procedure used in the Bay-
Hintz study (1994: 439). Ten preschools, representative of the demographics of the

Sy \rwer. ToT . 2R pIOll I

total 40, were selected for the observation of children’s behaviour. (See Appendix 1
$ar dataile of studv ols.) Observations were undertaken by the researcher alone,
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and took place during free-play periods of the preschool routine. Groups of children
were observed for periods of five minutes at a time, with the room being scanned
from right to left at 30 second intervals during each five-minute period. incidences of

aggressive behaviour were recorded, as were incidents of pro-social behaviour.
(See Appendix 2 for a copy of the instrument used to record observations.)

In addition, the researcher recorded information on the number of leamers being

ne nNumoe f 9"‘{.' pnr\llemg

observed, the age group, the g
and the area in which the play was taking place. These variables were recorded in

an attempt to enabie them to be con

There were other variables that could not be controlled for — for example mobility of
teachers and children, absence of certain children on certain days, and the content

of the regular pre-school programme (outside of the peace education component)

ueed in the schools.

It was intended that six observations would be undertaken in each of the ten schools

immediately before introduction of the curriculum, and again approximately seven
months following introduction, to give a total of 60 ‘before’ and 60 ‘after

PR aml ool ol .

observations. Due to unforeseen circumstances in some of the schools during the

first round of data gathering, however, it was not possible to undertake six
observations in every school. Thus an eleventh school was added to the list, and
during the first round of data gathering, nine observations were undertaken in one
school, six observations were undertaken in six of the schools, five observations in

- ol four observations in two schools, and just two observations in one school

oo o>
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— still giving the total of 60 observations. (This pattern was mirrored during the ‘after’
observations, giving a total of 120 study school observations.) To the extent that it

was possible, considering time limitations, the researcher undertook the ‘before’
observations at each school over two days, and did the same with the ‘after’

0 jons.

Immediately before the second round of child observations were undertaken, the

researcher undertook general observations in the eleven schools. During these
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wasn't, actually being used in each school. These indicators include
UNESCO’s Curriculum Framework for Peace Education:
At the classroom level, there should be evidence of: recognition of diversity

and disparity; co-operative group work; open and respectful student/staff
relationships (Evans, et al. 1999: 7).

An additional indicator was the use of peace-education-appropriate discipline
methods (which may be inferred from the “open and respectful student/staff

relationships” listed above).

For this component of the study, a controi group of five preschoois that weren't using
the curriculum was also used. (See Appendix 1 for details of control schools.) Child
observations were undertaken in these schools at intervals in the year corresponding

with the times the study schools were observed. The observation method was
consistent with those in the study schools. Six observations were undertaken in each

observations herself. Considering that the same person was invested in the
intervention itself, this raises concems about possible bias in the results. The
likelihood of bias influencing results was reduced in a number of ways:
e The researcher was genuinely interested in discovering whether the
intervention made an impact or not. The Intervention Researcher is always

interested in working towards actual societal improvement. The aim of this
study was to develop an intervention that would be beneficial in reducing

reduction in aggression in South African society. There was little to gain in
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terms of actuaily meeting this aim by trying to influence the resuits through
manipulating the data gathering process.

e The researcher was careful to follow the observation and measurement
procedure precisely in the case of each observation.

e No analysis of this data was undertaken until all observations had been

observations, those variables that later emerged as influential variables, in
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co-operative behaviour in the study group and not the control group.
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Additiona used, in which the observations and
impressions of other stakeholders were probed, to provide a comparison with
the results found through researcher observation. This use of “methodological
triangulation” (Duffy, in De Vos. 1998b: 359) sought to increase the reliability

of the overall results, and to reduce any possible observer bias.

[ [

3.5.2 Teachers’ journals

In each of the original ten study schools being observed, two teachers were
requested to keep journals. These teachers were asked to identify four children,
according to the following guideiines: Two whom they considered to be aggressive,
one whom they considered to be withdrawn, and one whom they considered to be

rejected by the other children.

was asked to make an initial assessment of each of their four identified
i i education curriculum)

Each teacher

according to specific questions set by the researcher. (See Appendix 3 for copies of
joumnai sheets.) At monthiy intervals thereafter, the teachers were to make a joumnal
entry for each child, again responding to specific questions set by the researcher,

and based on detailed observation of each child by the teacher.

The use of teachers’ jounals as a data gathering method was one way in which

“investigator triangulation” (Duffy in De Vos, 1998b: 359) was utiiised, even within the
financial and time limitations of this study, with a view to increasing the reliability of

observation.
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3.5.3 Questionnaire

A questionnaire was developed (see Appendix 4) that aimed to reveal teachers’
experience of the teacher development workshops, their implementation in the
schools of techniques and philosophies explored in the workshops, and their
thoughts about and use of the curriculum itself. This questionnaire was administered
at the end of 2000 to two of the three geographically clustered groups of teachers in

the study, and to the third group in mid-2001.

In each case, the questlonna*irwaraﬁnﬁnistereobby%heﬂ'eseafeher,—duﬁng

workshops in which the teachers were brought together in their respective regions.
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The questionnaire was administered to the teachers of each region as a group. The
third group completed the questionnaires significantly iater than the other iwo due io
the fact that their final workshop in 2000 was cancelled, and it was not possible to
find another forum at which to administer the questionnaire until 2001.

3.5.4 Interviews

Once the data from the observations, journals and questionnaires was analysed, a
number of stakeholders were identified and interviewed, to explore their experiences

in more depth. Interviews were undertaken with six people:
e the Director of the Chain of Hope
e the district teacher trainers in the three regions of the district

e one teaching principal who used the curriculum in her school

e P\ ad ~
or and th thra

e Director an trict teacher trainers were selected for their capacity to

T
give a broad perspective on the experience of the intervention in the regions in which
they had responsibility. The other two interviewees were selected in order to access
in-depth information about the experiences of both a school in which the curriculum

was used, and one in which the curriculum was not used.

Because of the fact that the teachers in the study were receiving other pre-school
related training during the course of the study (see section 3.4), a question was

Y 2V

of this other fraining instead of the peace ediication int

See Appendix 5 for a copy of the interview schedule.

3.8 METHODOL DATA ANALYSIS
The variety of data gathering methods used necessitated a variety of data analysis

techniques. Both quantitative and qual’tatlve techniques were utiised toanalysethe
data that had been collected.

39



3.6.1 Naturalistic observations

The naturalistic observations produced quantitative data, which was analysed using
the Number Cruncher Statistical Systems (NCSS - Licenced to Jerry Hintz, 1997)

megfammeﬁwauanﬁmeﬁnausisﬂuﬂdﬂimn by a lecturer in

Analytical Methods at the University of the Witwatersrand Graduate School of
Business, thus increasing investigator triangulation in this study.
Firstly, the data was screened for inaccuracies by looking for missing cells and
outliers. Next, simple descriptive statistics were produced, in order to give an
indication of the direction that the results would take.® The study group and the
%mmmup were considered separately in this process, and in each case the

number of aggressive incidents per child, the number of aggressive incidents per
child excluding fantasy play" and the number of pro-social incidents per child, both

T wesewr

before and after impiementaﬁon—ofth&cuﬂieulﬂmfwa&e*plowd-—.n\e—mmmedian

and standard deviation in each case were noted.

it would have been possible to run two-sample tests to determine whether or not the
mean decline in the number of aggressive incidents over the study time period was
significantly different for the control and study groups. But because of variety inherent
within and between the schools observed, the measurements were taken in different

sized classes, with different numbers of teachers, at different time of the day, during

different types of activities and in different school contexts. Therefore a significant
e in the number of aggressive or pro-social behaviours would not necessarily

imply that the intervention was causing the change: Thus it was necessary to-analyse

the impact of the intervention, controlling for the effect of the other variables. In order

% In this and all following analyses, each observation was treated as an independent observation, even

though variables like the observation times, schools and play-types were not completely randomised.
The analysis techniques work on the assumption that each observation is independent of the others,
while in practice it was impossible to actually undertake 120 completely independent study school
observations and 60 completely independent control school observations in this study. Within the study,

ohservations were carried out at as many times, in as many schools as was possible civen the time and

VWVOU! vauws

access limitations of this study, as well as the unforeseen occurrences that are part ui daily pre-schooi

reality. The fact that they were not completely random means th
the results of some analyses may be overstated, and this was taken into consideration when interpreting

the results.
9 \whiie the inciusion of aggressive fantasy play as a form of aggression has been explained under point

351 it was thought helpful to consider aggression including fantasy play separately from aggression

excluding aggressive fantasy play when analysing data, in order to provide richer information. This
would also mean that the results could be used by those who disagree that aggressive fantasy play
qualifies as a form of aggression.
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to do this, it was necessary to analyse the impact of all variables on the
number of incidents of aggression and pro-social behaviour, and of the variables on

IUIMmoer O INGGCTIe O 0-S0CI3

each other. The statistical technique used to explore these issues was multiple

gression.

Multiple regression is a technique that tests the value of a number of independent
variables as predictors of a single dependent variable (Makridakis, Wheeiwright &

Hyndman, 1998: 240-310). In preparation for the multiple regression analysis, Chi®
teste were carmied out to develop an understanding of the relationship between the
independent variables, in order to anticipate the likely outcomes, and to ensure that
they were significantly independent of one another to be useful inclusions in the final

regression model.

s inn i Ale o,

Next, a correlation matrix was used to examine the cof

independent variables. High correlations between specific independent variables that
were much higher than the correlation between the said variables and the dependent

variable would-have caused-problems if both the said variables were included in the

regression model. If this was the case, there was a possibility that the results would

have been influenced by multi-collinearity, a condition that is said to occur when

there is near perfect correlation between predictor variables, or a linear combination

of predictor variables.

As multiple regression is designed to estimate linear relationships between a number

oLindependenIMbles and a dependent variable, it was necessary to test for any

serious breakdown in the assumption of linearity for the given data. Scatter plots of a
number of independent variables charted against the dependent variable were

observed to give an indication of the likely nature of the relationship.

PRy % s
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The final steps before undertaking the
firstly, utilising the technique of stepwise regression to determine which of the

independent variables should be included in the multiple regression model. Because

actual multiple regression analysis were,

Ad LAl LA

stepwise regression is able to consider only one dependent variable at a time (either
aggression with fantasy play, aggression without fantasy play or pro-social

behaviour), the results obtained from the stepwise regression analysis were

confirmed using a multivariate variable selection technique.
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Once this process was completed, the multiple regression procedures were run using

the variables emerging out of each of the stepwise regression procedures. In multiple
regression, the equation resulting from running the procedure is of the form:

¥1 = bo + biXy + baxa + ... + bnaXn

Where, in the case of this study, y is the predicted number of aggressions (or pro-
social occurrences), b, is the intercept on the y axis (or the number of aggressions

T ey b =g 4]

estimated when all the independent variables are set to a value of 0), and byx, is the
coefficient of the first independent variable multiplied by the value assigned to that

L1 _

independent variable. A coding system was used for the independent variabies, and

this is explained in the table below.

Table 3.2: Key to codes used in data gathered through naturalistic observation

Variable code Meaning

ic Inner-city

sub Subtirbo

town Township

is Informal settiement

rt Rural township T

bef/aft The implementation of the intervention

em | Earlymoming

ea Early afternoon

la Late afternoon

fp Free play

b Free play plus activities

chn. Number of children B

boys Number of boys

4- Children observed were aged four
and younger

4+ Children observed were aged four
and over

adults Number of teachers observing play

location Whether the observation took place

inside or outside
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In the regression results, positive values of the coefficients indicated a positive
relationship between the independent and dependent variables, negative values
indicated that a decline in the vaiue of the independent variable would result in an
increase in the value of the dependent variable. Tests of normality were conducted to

the regression model and the actual values) were normally distributed. In instances

l-__

where the assumption of normaiity was not seriously violated, tests of significance

were used to determine whether or not the coefficients produced by the multiple
regression procedure differed significantly from zero.

information contained in the teachers’ journals was transcribed and then subjected to

analysis. Firstly the occurrences of behaviour change in each of the three categories
(aggressive, shy/withdrawn & rejected) were noted and documented in terms of the
age and gender of the child, the pattern of change over the months of observation,

the teacher’s use of the curriculum, and the teacher’s assessment of why the change
happened. Following this organisation of the data, the data was analysed for patterns
and departures from these pattems. The resulting information was compared with the

results obtained from the analysis of the naturalistic observations.

3.6.3 Questionnaires

The quantitative data obtained from the questionnaires was largely descriptive, and

was explored in Microsoft Excel to reveal demographic details of the respondents, as

well as percentages and/or frequency of the opinions expressed in each case. The

ata contained in the questionnaires was explored in terms of its

confirmation or contradiction of the quantitative data. Quotes from this data were

used to illustrate some of the results of the quantitative analysis, and in some cases
to reveal aspects that were not covered at all by the quantitative analysis.

qualitative d

All results obtained from the questionnaires were compared with the informatic.,

obtained from the naturalistic observations and the teachers’ journais

P
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3.6.4 Interviews

The interviews were transcribed and then subjected to thematic analysis in order to
identify the issues that these stakeholders raised in their reflections on the entire

intervention process. The issues thus revealed were compared with the results of the
previous three processes, and their relationships therewith explored.

3.7 DATA REPORTING

Formal analysis of all data was only undertaken at the end of the data gathering
process. Thus, no results (preliminary or final) were reported to participants during
the course of this study. All results are contained in Chapter Five of this document,
and this is the first time they have been published. Following submission of this

this study.

38 CONCLUSION

This chapter has served to give an overview of the Intervention Research modei, to

outline the specific steps of the intervention Design and Development phase, and

locate this specific study within this phase of the model. This chapter has also

detailed the data gathering techniques utilised in this study, and the methods of data

alysis sloved. In the next section the process — and end product - of
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developing this particular intervention are described-in-detail.
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EVELOPING THE
PROGRAMME

« school work can get new forms only if teachers can be deeply involved and if they
are continuously supported by school administration and other people outside the

school” (Finnish report quoted in Skilbeck, 1990: 72).

41 INTRODUCTION

Central to the Intervention Research model - and the feature that marks it as unique

among models of research - is its focus on the systematic development of social
interventions to address particular real life issues (Rothman & Thomas, 1994). In this

study, the intervention was &
the request of the MCSA. In order to properly fuffil this request, it was necessary to

was made, and in
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cultivate an understanding of the context in which this requ

which the intervention would be implemented. This chapter outlines what was learnt
about the context through the information gathering and synthesis phase of
intervention Design and Development. It goes on to document the process of

actually developing the pre-school curriculum and the teacher development

programme that accompanied it, utilizing the design and the early development and

pilot testing phases of Intervention Design and Development. (The remaining phases
of intervention Design and Development — problem analysis and project planning,

and evaluation — and the remainder of the ammmmammmm
Three.)

42 INFORMATION GATHERING & SYNTHESIS: EXPLORING THE
CONTEXT

SFIE T =228

Before actually beginning the process of developing the peace education
scessary to gce exploring the context in

intervention, as necessary to go B Prc
which the intervention was to be implemented. The information gathering and

synthesis phase of intervention Design and Development provided the framework for

this exploration. Initial information gathered through this phase was reported in
Chapter Two. This first section of Chapter Four outlines information collected through



this phase that related specifically to the context in which the intervention was to be
located.

4.2.1 Violence

One of the most striking features of the South African context broadly is the high level
~ of community violence, taking the form predominantly of vioient crime. This was

discussed in Chapter Two, but it is important to revisit it here, as it is both something

and something that complicates the fulfiment of this request.

ciale Afmimmn i 42 bim

It was recently reported that “a South Aifican is 1< Ume
than the international norm” and that “no country is more violent towards its children

(]

more likely to be murdered

e that ~anrrantly characterices life in
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than South Africa® (Smith, 2001: 3). The violence ti yat cu
South Africa emerged out of a level of political violence that kept the eyes of the
world focussed on this country for many years.

South Africa’s familiarity with violence brings a level of urgency to calls for the
aace education and similar programmes. And the current levels

impiementation of peace
of violence, coupled with the country's violent history, also make this process more

difficult. People working in this field are faced with the complexity of placing the

D hanm and A

responsibility for educating children for peace with educators who have been and are
themselves immersed in — and potentially damaged by - South Africa’s historical and

~ currentviolence.

4.2.2 Educational inequity

Naimnis

Another factor that characterises the South African context relates to the quality of

primary, secondary and vocational education received by the educators themselves.

Under apartheid, education at all levels was strictly segregated, and there were

enormous inequalities in educational expenditure for black and white leamers. In

1984-5, for example, educational expenditure in South Africa for white iearners was
R1 702 per capita, and for black learners was R169 per capita. in the same period,
tion was 18.7:1 and in black education was

t :
41.2:1 (Fourie in Duncan and Rock, 1997b: 54).
tem ensured that the conditions in black South
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The Bantu e
African schools were not condugcive to effective leaming. Bantu schools had
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extremely overcrowded classrooms, inadequate or non-existent physical
resources and infrastructure, ill-trained teachers and no specialised services
such as remedial education or psychological counselling (Mdhluli & Zwane,
19986: 5).

The impact of the poor quality of black education was compounded by “the material
poverty of many students, who [were] often mainourished and walked long distances
to attend schooi” (Christie, 1992: 39).

- Furthermore, during the 1980s the concept of ‘Liberation before Education’ took hold
among black students, in response to the blatantly inferior education they were being
offered, and there was an increasing rejection of the education system (Rock, 1997:

10). This took the form of rolling boycotts, protests and the vandalism and destruction

of schools, which contributed to the breakdown of a culture of learning and teaching
------ black South Africans. It also significantly affected the amount of education

amongst black South Africans.

actually received by black learners. For example, “1980 was a year in which aimost
no black education happened at all, for the boycott lasted well into September”

(Davenport & Saunders, 2000: 489).

Many of the current generation‘of black teachers grew up and were educated in this
context of poverty, deliberately inferior education, and educational boycotts.

Adding to the probiems that characterised biack education ger
apartheid governments took the view that early childhood education was “‘the

responsibility of parents and famiiies and not that of the State” u.:epanmem of

Education, 1996: accessed through the Intermet - no page reference given). This
involved the disengagement of the government from the training of teachers at early
childhood level, with this responsibility being taken up largely by unregulated NGOs.

While some of these bodies provided high quality teacher training, this was certainly
niversally the case, and it is not surprising that pre-schools should find

nat
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themselves with “a desperate shortage of adequately qualified staff” (Van den Berg &
Vergani, 1986: 128) - a situation that has largely remained the same in the ‘90s and

‘00s.

These factors are obviously relevant when considering the implementation of a new

educational programme. The pre-school teachers in the MCSA'’s Central District were
predominantly black, and their particular history and needs required specific

consideration.
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4.2.3 Authoritarianism

Another distinctive aspect of education in South Africa historically is the
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predominance of “an ethos and management Sysieém dominated by extr
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authoritarianism” (Taylor & Vinjevold, 2000:170). This is not particularly surprising in
a society which has its roots deeply embedded in Calvinism. That a society
structured generally along authoritarian lines should have an authoritarian education
system is instead rather predictable.

This fact is significant for this study, however, when one considers that peace
education is quite consciously an anti-authoritarian model. Indeed it “contradicts the
principles of traditional education” (Bar-Tal, 2002). Central to programmes of peace
education are, among other things, experiential learning, the teaching of critical

thinking, respectful treatment of all people and structuring schoois to faciiitate

inclusive decision-making. “School personnel following the principles of peace
education reform teach content and skills, respond to feelings, use a peaceful

pedagogy, discipline in a nonpunitive manner, motivate students to pursue peace,
and administer schools democratically” (Harris, 1996: 387). Indeed the introduction of

peace education in Souih African schoois requires a significant transformation of

curriculum and of school ethos and structure. Dovey (1996: 147), writing in the South
African context, noted that “the authoritarian nature characterizing the management

of many of our schools may militate against introducing a peace education process
that tries to involve the whole school.”

4.2.4 Corporal punishment

During the apartheid years, ‘Christian National Education’ and the educational
philosophies that guided it encouraged educators to believe that corporal
punishment was the ‘scientifi ically irrefutabie’ way to educate children. During
these years, corporal punishment was sanctioned by law, and encouraged by

teacher training institutions.... Along the way, the practice of corporal

punishment became deeply woven into the fabric of our society (Porteus,
Vvally & Ruth, 2001: 5). '

The final feature of the South African context which will serve as a focus in this
unishment in South African society.
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section is the entrenchiment ©
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