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Abstract
Violence against children is a global problem and has mas-
sive negative consequences for individuals and society. In 
many countries violence in education is socially accepted 
and widespread. Violence against children has multiple indi-
vidual and societal causes and maintaining factors. Even in 
schools, children are frequently exposed to violence, which 
speaks to the need for school-based preventative approach-
es. The target group for preventative interventions should 
primarily be the individuals perpetrating the violence – in this 
context: teachers. The causal factors should be addressed 
comprehensively while accounting for the scarcity of re-
sources in these contexts. This overview describes and dis-
cusses the preventative intervention Interaction Competen-
cies with Children – for Teachers and its mechanisms of change. 
The intervention is a 5.5-day training workshop for teachers 
in societies where violent discipline is accepted. The aim of 
the intervention is a behaviour change in teachers. A central 
component is the dynamic of the intervention, which en-
ables a readiness in teachers to change their behaviour, im-
proving teachers’ competence, and increasing their motiva-
tion to act. Further, the intervention operates on different 
levels in that it addresses normative aspects at the school sys-
tem level as well as individual factors. How different methods 
and topics operate and interact at the individual and school 
levels should be addressed through future evaluations of the 
process of behaviour change. © 2022 S. Karger AG, Basel

Interaction Competencies with Children – 
Entwicklung und Wirkmechanismen einer 
präventiven Intervention für Lehrkräfte im Kontext 
gesellschaftlich akzeptierter Gewalt
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Zusammenfassung
Gewalt gegen Kinder ist ein globales Problem und hat 
massive negative individuelle und gesellschaftliche Fol-
gen. In vielen Ländern ist Gewalt in der Erziehung gesell-
schaftlich akzeptiert und weit verbreitet. Gewalt gegen 
Kinder hat vielfältige gesellschaftliche und individuelle 
Ursachen sowie aufrechterhaltende Faktoren. Auch in 
Schulen sind Kinder andauernder Gewalt ausgesetzt, was 
für die Notwendigkeit präventiver schul-basierter Pro-
gramme spricht. Die Zielgruppe präventiver Programme 
sollten vor allem die Personen sein, von denen die Gewalt 
ausgeht – in diesem Kontext: Lehrer/innen. Die ursächli-
chen Faktoren sollten möglichst umfassend adressiert 
werden, wobei der oftmals ressourcenarme Kontext be-
rücksichtigt werden muss. In diesem Übersichtsartikel 
wird die präventive Intervention Interaction Competencies 
with Children – for Teachers beschrieben und deren Wirk-
mechanismen diskutiert. Die Intervention ist ein 5,5-tägi-
ges Training für Lehrer/innen in Gesellschaften, in denen 
Gewalt als Disziplinierungsmaßnahme akzeptiert ist. Ziel 
der Intervention ist eine Verhaltensveränderung der Leh-
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rer/innen. Ein zentraler Wirkfaktor ist die Dynamik der In-
tervention, durch die zunächst eine Veränderungsbereit-
schaft, dann eine Handlungskompetenz und Handlungs-
motivation bewirkt wird. Des Weiteren wirkt die 
Intervention auf verschiedenen Ebenen und adressiert 
normative Aspekte, die sowohl das System Schule betref-
fen, als auch individuelle Faktoren. Wie die verschiedenen 
Methoden und Themen auf individueller und schulischer 
Ebene wirken und miteinander interagieren, sollte zu-
künftig durch eine Evaluation des Veränderungsprozes-
ses beantwortet werden. © 2022 S. Karger AG, Basel

Introduction

The United Nations Convention on the Rights of the 
Child sets out the right of every child to be protected 
from violence [UN General Assembly, 1989]. However, 
violence against children in schools remains legal in ap-
proximately one-third of the countries worldwide 
[Global Initiative to End All Corporal Punishment of 
Children, 2021]. Children in Asia and Africa are par-
ticularly heavily affected by violence in schools. In these 
countries, the lifetime prevalence of experiences of vio-
lence by teachers varies between 70% and 100% [Gers-
hoff, 2017]. In representative surveys in Tanzania, for 
example, 96% of primary school teachers and 97% of 
secondary school teachers reported having used vio-
lence against students in the past month and year, re-
spectively [Hecker et al., 2018; Masath et al., 2021]. Even 
in countries where violence against children has been 
prohibited, it often remains high [Gershoff, 2017]. For 
example, in Uganda physical violence against children 
in schools has been fully prohibited since 1997 [UNI-
CEF, 2017], yet the 30-day prevalence of violence against 
students by teachers in a representative study in 2017 
was 86%, according to teachers’ self-reports, and 91% 
according to students’ reports [Ssenyonga et al., 2019]. 
South Asia has the highest rates of school dropout in the 
world, which have been linked to violence against chil-
dren in schools among other things. In a study in Paki-
stan with 1,752 11- to 14-year-old children, 91.4% of 
boys and 60.9% of girls reported having experienced 
physical violence perpetrated by teachers in the past 
month [Khuwaja et al., 2018].

Violence experienced by children in schools includes 
physical as well as emotional violence, which can range 
from socially accepted forms to severe abuse. The most 
common form of physical violence by teachers is caning. 
A majority of students are also exposed to emotional vio-
lence through threats, intimidations, or humiliations 
[Feinstein and Mwahombela, 2010].

Consequences and Causes

These sometimes severe experiences of violence in 
childhood can have multiple and wide-reaching conse-
quences for physical and mental health, well-being, psy-
chosocial functioning, and school performance [Gers-
hoff, 2017]. In addition to the physical marks, violence 
can lead to lasting psychological damage. Ongoing phys-
ical and emotional violence is associated with increased 
aggression, antisocial behaviour, substance abuse, anxi-
ety disorders, post-traumatic stress disorder, depression, 
school dropouts, and suicide attempts [Gershoff and 
Grogan-Kaylor, 2016; Hecker et al., 2016]. The damage 
caused by violence is also associated with significant eco-
nomic losses to society [Pereznieto et al., 2010].

The question arises of why violence remains so stable 
at a high level in spite of the negative individual and soci-
etal consequences. From a psychological perspective, 
there are several related and intersecting issues that lead 
to or perpetuate the use of violence against children [An-
tonowicz, 2010; Maternowska and Fry, 2018]. The model 
of the cycle of violence describes the relationship between 
violence experienced in childhood and violence perpe-
trated in adulthood and how this individual cycle be-
comes an intergenerational cycle [Widom and Wilson, 
2015; Masath et al., 2021]. In this way, systems and societ-
ies emerge in which violence against children becomes a 
social norm [Wright and Fagan, 2013]. When the use of 
violence in parenting and education is a societal norm, it 
influences how such violence is perceived and processed, 
and thus can be a driving force in its perpetuation 
[Lilleston et al., 2017]. In a qualitative study by Kyegombe 
et al. [2017] in which 71 school children were interviewed 
in Uganda in 2014, a certain degree of physical violence 
perpetrated by teachers was endorsed by the children. It 
was also reported that there have been few parents who 
have taken their children out of school because they dis-
agreed with the implementation of an intervention to 
prevent violence. These examples clearly highlight the so-
cietal expectations in countries such as Uganda and show 
the extent to which violence in education is socially em-
bedded. Societal attitudes influence the professional iden-
tity of teachers [Beijaard et al., 2004]. The theoretical 
model of social causes of physical violence illustrates how 
social norms, societal expectations, individual attitudes, 
and beliefs are interrelated and interact with each other 
[Straus, 2010]. Socialization in a society where violence 
against children is a norm perpetuates beliefs that justify 
corporal punishment, such as, for example, the notion 
that harsh discipline leads to being respected or improves 
academic performance [Kish and Newcombe, 2015].

Another explanation for the perpetuation of violence 
against children is provided by the delayed gratification 
model [Mischel et al., 1989]. Physical violence when chil-
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dren misbehave usually leads to immediate compliance. 
Due to the pain or fear, children usually stop their misbe-
haviour right away for a short time. Therefore, the use of 
physical violence is reinforced instantly and consistently. 
In personal reports from teachers, caning is often de-
scribed as a “quick and easy solution with low costs” 
[Kyegombe et al., 2017]. In the light of the cost-benefit 
analysis in combination with immediate reinforcement, 
corporal punishment appears to be advantageous over al-
ternative, non-violent methods, which are more often ef-
fective in the long-term [Mweru, 2010]. This dynamic 
may further explain the perpetuation of violence against 
children.

Another factor that promotes violence against chil-
dren is stress [Hecker et al., 2018; Masath et al., 2021]. 
Teachers’ working conditions, especially in low-resource 
contexts, are characterized by long working hours, over-
crowded classrooms (with class sizes of over 100 students 
in one class), teaching multiple grade levels together, poor 
payment, and inadequate equipment [Masath et al., 2021; 
Ssenyonga and Hecker, 2021]. According to the frustra-
tion-aggression hypothesis, the likelihood of aggressive 
behaviour increases with higher levels of frustration 
[Berkowitz, 1989]. In addition, there may be a lack of 
knowledge regarding alternative educational strategies or 
their effectiveness, so that teachers are often overstrained, 
feel helpless, and corporal punishment or emotional vio-
lence is perceived as the only way to ensure silence and 
order in the classroom [Nkuba et al., 2018].

Prevention of Violence

Looking at the high prevalence and potentially severe 
consequences of violence against children, the urgency of 
preventive approaches becomes clear. To date there are 
few evidence-based and rigorously evaluated programs 
tailored to the prevention of socially accepted violence by 
teachers in schools while also addressing low-resource 
contexts [Gershoff, 2017; Lester et al., 2017]. Notable 
among these is the Intervention Irie Classroom Toolbox, 
a program designed to promote socio-emotional compe-
tence through training in positive, non-violent parenting 
methods [Baker-Henningham et al., 2019]. Over an 
8-month period, the program aims to improve the class-
room atmosphere by (1) creating an emotionally support-
ive environment, (2) preventing and managing behaviour 
problems, (3) teaching social and emotional skills, and (4) 
improving individual and class-wide behaviour planning. 
In this intervention for preschools and elementary 
schools, violence against children is not directly ad-
dressed. However, through positive interactions there is 
a significant decrease in violence against children [Baker-
Henningham et al., 2019]. Another example is the Good 

Schools Toolkit, an intervention that implements a variety 
of behaviour-changing activities throughout the school 
over an 18-month period [Devries et al., 2015]. The ac-
tivities are designed to contribute to a better learning en-
vironment, mutual respect, understanding of power 
structures, and use of non-violent methods. The inter-
vention addresses teachers, students, school administra-
tors, and parents. In a cluster-randomized control trial in 
Uganda, students reported significantly fewer experienc-
es of violence by teachers after the intervention [Devries 
et al., 2015].

To make the prevention of violence efficient, success-
ful, and sustainable, the target group of intervention 
should be individuals who utilize violent discipline. On 
the one hand, attitudes and behaviour towards violence 
should be addressed and questioned directly. On the oth-
er hand, alternative, non-violent methods should be de-
veloped. In order to comprehensively apply the interven-
tion in settings with low resources, the intervention 
should be short, adaptable to different target groups, fea-
sible for non-psychologists to implement, and easy to in-
tegrate into the everyday life of the target group [Scharpf 
et al., 2021]. These criteria are fulfilled by the intervention 
Interaction Competencies with Children. The intervention 
was developed by an interdisciplinary and intercultural 
team of researchers and teachers from Germany and sev-
eral African countries and has been implemented in dif-
ferent countries since its creation. In the meantime, ver-
sions for different target groups have been developed: for 
teachers, caregivers in orphanages, and parents. In the 
following, the intervention for teachers will be described 
and its potential mechanisms of action will be discussed. 
In addition to a detailed description of the intervention, 
we provide explanations for the structure, content, and 
methods of the intervention and discuss assumptions re-
garding how these characteristics contribute to an effec-
tive decrease in violence.

The Intervention: Interaction Competencies with 
Children – for Teachers (ICC-T)
The aim of the intervention is the prevention of vio-

lence. The target group is teachers in countries where vi-
olence against children in schools is socially accepted. In 
other words, the intervention should lead to a change in 
teachers’ behaviour. Therefore, the intervention address-
es a variety of causal and perpetuating factors as well as 
both environmental and individual aspects. One assump-
tion of this intervention is that teachers are overburdened 
due to a lack of alternative strategies to effectively manage 
everyday school life and therefore feel helpless [Kalten-
bach et al., 2018; Nkuba et al., 2018]. The goal is to coun-
teract this helplessness by providing knowledge, promot-
ing idea generation through discussions, reflections, and 
exchange with colleagues, and developing and practising 
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alternative interaction strategies. The focus is on chang-
ing teachers’ attitudes towards violence while teaching al-
ternative, non-violent strategies and basic interaction 
skills with children. The intervention is tailored to low-
resource contexts to enable easy dissemination. Due to 
the minimalist design no other tools are needed than the 
manual and, if possible, a blackboard or similar. It is ap-
plicable for teachers at a variety of school types and edu-
cational levels. Taking five and a half days, the interven-
tion is brief and the transfer into the daily work of the 
teachers is easy [Kaltenbach et al., 2018; Nkuba et al., 
2018; Scharpf et al., 2021].

The theoretical and methodological foundation of the 
intervention are fundamental aspects that are crucial to 
its effectiveness. The content of the intervention was de-
veloped based on attachment theory, behaviour modifi-
cation theory, and social learning theory. Central aspects 
of the non-violent interaction between teachers and stu-
dents are based on the work of the Democratic Classroom 
[Dreikurs et al., 2004]. For the implementation of the 
content, established methods that have been shown to 
lead to a change in behaviour, such as inputs, role plays, 
discussions, and reflections, are used [Michie et al., 2008]. 
The structure of the training is important. It allows for a 

dynamic wherein a willingness for change is initially 
achieved, which is then followed by practical alternative 
strategies. Teachers critically reflect on their experiences 
with violence as victims and perpetrators, which enables 
a willingness for change. In a second step, teachers learn 
and practise basic interaction skills with children, which 
improves the quality of teacher-student interaction [Nku-
ba et al., 2018]. The focus is on teaching non-violent in-
teraction strategies and promoting a warm, sensitive, and 
reliable teacher-child relationship. Thus, physical and 
emotional violence are actively reduced, and positive in-
teractions are actively facilitated. The change in attitude 
towards violence and the change in behaviour simultane-
ously intertwine with and complement each other. Over 
the course of the week, an atmosphere develops in which 
curiosity, willingness to change, competence to act, and 
readiness to act (through motivation and social cohesion) 
catalyse each other (see Figure 1). In the beginning, train-
ers often encounter a lot of scepticism among the partici-
pants, which turns into enthusiasm and motivation over 
the course of the intervention. We assume that the atmo-
sphere that unfolds during the course of the week has a 
significant influence on the participants’ motivation and 
concrete intention to change their behaviour. Due to the 

Fig. 1. The dynamics of behaviour change through the training. 
Change begins with the willingness to change behaviour by chal-
lenging norms and attitudes at the individual and school level. 
Through skills and learning new abilities regarding interactions 
with individual students and with the class, the capability to act is 
addressed. Through concrete planning of the implementation of 

learned strategies, motivation and intention should be fostered and 
lead to a willingness to act. The process of change is not linear or 
unidirectional. Change also occurs at different levels, with inter-
vention addressing the individual and school levels. However, the 
societal level also has an impact on how the intervention works.
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complex dynamics of the mechanisms of change, we 
would expect that the same effects would not be achieved 
if the training were, for example, spread over several 
weekends instead of one week.

The key principles of the intervention lay in its par-
ticipatory approach, trusting atmosphere, openness, and 
practical orientation. A key aspect is the role and attitude 
of the trainers. From the beginning, it clearly stated that 
the aim of the intervention is not to teach about what to 
do and what not to do, but rather to provide the oppor-
tunity for the mutual and non-judgmental exchange and 
reflection. The trainers also repeatedly emphasize that the 
teachers are the experts of their profession, so that the 
participants feel understood and taken seriously. This as-
pect is complemented by the flexibility of the training. 
Although all sessions should be conducted according to 
the manual, the concrete examples can and should be 
flexibly adapted to the context of the participants. This 
leads to active participation of teachers in the training and 
their constant search for concrete implementation in 
their everyday work. This allows participants to better 
identify themselves with the content, which increases the 
likelihood that the methods will be applied [Prestwich 
and Kellar, 2014].

We see the group dynamics of the participants as an-
other central impact factor, especially on the environ-
mental level. On the one hand, eating together, playing 
games, singing, discussing, role plays, etc. promote cohe-
sion, cooperation, and collegiality, which can have a pos-
itive effect on the relationship between teachers. A better 
atmosphere can reduce stress and thus have a preventive 
effect on violence [Masath et al., 2020]. On the other 
hand, we assume that the perpetuating factors of such vi-
olence are the societal norms and expectations [Straus, 
2010]. Therefore, a cornerstone of this intervention is the 
explicit examination of the applicable norms, rules, and 
laws of the respective country and the examination of per-
sonal experiences with and attitudes towards violence. 
Participants should recognize how these aspects interact 
with each other and influence their behaviour. The norms 
and attitudes of one’s immediate environment have the 
greatest influence on behaviour [Kilanowski, 2017]. 
Through the intervention, the norms within the school 
system change. Repeatedly, in small groups and/or with 
the whole group, attitudes towards violence are critically 
reflected and beliefs are questioned. Guiding questions 
for the small groups and discussion moderation by the 
trainers reveal contradictions and thus gradually change 
attitudes. These discussions should lead to an individual 
change of attitude and, simultaneously, to a change in the 
social norms within the teaching staff through mutual ex-
change. Ideally, a dynamic develops in which participants 
themselves uncover the contradictions and verbalize ad-
justed attitudes. We hypothesize that the social norms 

within the school system can be changed more effectively 
when a large proportion of teachers participate in the in-
tervention together. If teachers from one school were to 
participate in different interventions at different times, a 
reduction in violence could still be expected, but a central 
mechanism of action – the group dynamic – would be 
eliminated [Cartwright, 1951]. However, the extent to 
which this dynamic would affect the effectiveness of the 
training cannot be concluded at this point.

A crucial factor is the participation of school leader-
ship. In previous studies, members of school leadership 
were excluded from participation to ensure an open and 
trusting atmosphere. In a recent study in Ghana, Tanza-
nia, and Uganda, after careful consideration, we decided 
to include school leadership. Individuals in leadership 
positions take an influential role in the dissemination and 
change of norms [Cartwright, 1951]. We assume that the 
inclusion of school leadership will stabilize the norms 
within the school that have changed as a result of the in-
tervention and therefore counteract the unchanged social 
norms that are carried to the school by parents and oth-
ers. Although there is no empirical evidence at this stage, 
field reports show that members of school leadership play 
a key role and are likely to have a noticeable impact on the 
sustainability of implementation. According to recent re-
ports of trainers and participants, the participation of 
school leadership does not have a negative impact on the 
atmosphere or openness of the intervention. In addition 
to the normative aspects of violence, the intervention fo-
cuses on individual aspects in order to interrupt the cycle 
of violence. The individual content-related aspects and 
their methodical implementation will be addressed in the 
detailed description of the sessions.

Set-Up and Implementation of ICC-T
With the help of a manual1 and intensive preparation, 

suitable professionals (e.g., teachers, psychologists) can 
carry out the intervention. It is helpful if trainers are fa-
miliar with the everyday work of teachers. A careful prep-
aration phase is necessary to be able to address possible 
questions from the participants and to lead discussions 
about controversial topics. It is advisable to carry out the 
intervention during the school holidays because this way 
all teachers of a school are more likely to be able to par-
ticipate. At the same time, the school’s facilities can be 
used to house the training. At least two trainers who come 
from the specific linguistic and cultural contexts of the 
participants should conduct the training. The optimal 
group size is between 20 and 30 participants. Costs that 
arise in the context of the training are an expense allow-
ance and possibly travel and accommodation costs for the 

1 https://www.uni-bielefeld.de/fakultaeten/psychologie/abteilung/arbeit-
seinheiten/17/interventions/ICC-T_manual_complete.pdf. 
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trainers, printing costs for the training materials, and 
possibly catering for the participants. In the context of 
research projects, the intervention is offered free of charge 
to the teachers, who also receive a certificate if they have 
participated for at least four full days.

In a 5.5-day workshop with a total of 22 sessions, the 
following topics are covered: (a) teacher-student interac-
tion, (b) prevention of violence, (c) effective discipline 
strategies, (d) identifying and supporting burdened stu-
dents, and (e) implementation in everyday school life (see 
Table 1 in the online supplementary materials, available 
at www.karger.com/doi/10.1159/000525241). The five 
topic areas are described in more detail below.

1. Teacher-Student Interaction. As the intervention is 
carried out in countries where violence in education is so-
cially accepted and partly expected, it is important to re-
duce resistance at the beginning. On the first day, the focus 
is on child development, communication with children, 
and teachers as role models – the topic of violence is in-
tentionally not addressed on the first day. These sessions 
serve as a non-confrontational entry to engaging with the 
topic in order to counteract scepticism and arouse inter-
est. In addition to reducing resistance, the professional 
identity of the teachers should be discussed and enhanced. 
These sessions aim to promote empathy and understand-
ing of students’ behaviour, raise awareness of teachers’ re-
sponsibilities as role models, create a good learning atmo-
sphere, and improve the interaction between teachers and 
students. Teachers should not see their responsibility only 
as the mere transmission of knowledge but be aware of 
their influence on the personal development of students. 
The illustration and experience of influence possibilities 
and action competencies can also counteract the often de-
scribed helplessness [Spilt et al., 2011].

2. Violence Prevention. The cognitive change of per-
spective is achieved not only by understanding children’s 
behaviour, but also through knowledge of the conse-
quences of violence against children. In these sessions, 
participants are sensitized to the negative consequences 
of physical and emotional violence. In addition to the 
cognitive willingness for change, a willingness for change 
on an emotional level should take place. The session on 
self-reflection is repeatedly described by the trainers as a 
central turning point. In this double session, participants 
reflect on their own experiences of violence in childhood 
and its connection to their current behaviour. It is impor-
tant that participants re-experience the feelings and 
thoughts they had as children receiving corporal punish-
ment. Participants should also consciously process the 
emotions and cognitions they have when they use vio-
lence. Re-experiencing and consciously reflecting on the 
feelings enables a change of perspective, to which most 
participants react very emotionally. Through self-reflec-
tion on one’s own experiences with physical and emo-

tional violence in childhood and one’s current behaviour 
towards children, the past experiences and current be-
haviour relate to the corresponding feelings and their 
consequences. The previously theoretical and abstract 
model of the cycle of violence becomes very personal and 
concrete. This realization could be interpreted as a deci-
sive turning point in the participants’ willingness to 
change. In addition, reflecting on one’s own experience 
when punishing children can activate self-monitoring, 
which in turn can have a preventive effect on violence 
against children [Michie et al., 2009]. By becoming aware 
of one’s own negative feelings and thoughts, such as guilt 
and shame due to one’s own actions (e.g., slapping a 
child), these behaviours will become negatively associat-
ed. Thus, the immediate compliance of the child is juxta-
posed with the negative feelings and thoughts. The nega-
tive feelings and thoughts are linked to the teachers’ own 
behaviour, which reduces the likelihood of the behaviour.

3. Non-Violent Strategies. As soon as the participating 
teachers demonstrate a cognitive and emotional willing-
ness for change, it is possible to start working on alterna-
tive strategies. In this topic area, a variety of strategies for 
behaviour modification are introduced. Specific ways to 
maintain and reinforce positive behaviour and effectively 
modify or improve misbehaviour will be developed and 
practised with teachers. Cognitions, behaviours, and 
emotions will be addressed to achieve comprehensive be-
haviour modification. Knowledge of alternative strategies 
will be provided. The strategies are discussed together, 
elaborated, and practised in role plays. Finally, the experi-
ence during the role plays is reflected upon. By teaching 
non-violent alternatives, teachers are empowered and the 
feeling of helplessness caused by a lack of alternatives is 
reduced. In order to prevent frustration, it is important to 
always make clear that the effect of alternative methods 
takes time [Kwasnicka et al., 2013]. Therefore, addressing 
both short- and long-term changes in children’s behav-
iour is a recurring topic.

4. Supporting Burdened Students. These sessions aim 
to raise awareness of common emotional and behavioural 
problems children may experience when coping with dif-
ficult life situations. Teachers should learn to recognize 
these children and support them in the school setting. A 
central, recurring aspect of this topic is the development 
of an understanding of children’s behaviour by teachers 
taking on their perspective. This can help to avoid taking 
children’s misbehaviour personally. Rather than reacting 
to the child’s behaviour, the child’s needs can be ade-
quately addressed through a professional interpretation 
of the behaviour [Johnson et al., 2019]. This in turn has 
positive effects on the teacher-child relationship, reduces 
power struggles, contributes to the teacher’s self-efficacy, 
and counteracts feelings of helplessness [Kaltenbach et 
al., 2018].
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5. Implementation and Integration into Everyday 
School Life. In order to increase the effectiveness and en-
sure the implementation of the alternative methods, indi-
vidual and environment-related factors should also be 
taken into account [Ozer, 2006]. In these sessions, a con-
crete implementation plan for the learned strategies in 
everyday school life should be developed. The plans for 
implementation should be as concrete as possible in order 
to increase the likelihood of actual implementation in 
daily school life [Achtziger et al., 2008]. The teachers’ in-
dividual willingness and ability to act should be empow-
ered through role plays, among other strategies. Since the 
teachers’ professional environment is an important fac-
tor, the possibilities for support and peer exchange with 
colleagues are discussed [Ozer, 2006]. Therefore, possi-
bilities for support (between school leadership and the 
teachers, but also between the teachers themselves), ways 
to improve the working climate and possibilities for su-
pervision and cooperation with psychosocial counsellors 
and parents will be discussed. Through this the sustain-
ability of change at school level should be strengthened. 
In addition, anticipating the presence of unchanged soci-
etal norms should help to develop strategies to counter 
such norms.

Methods such as theoretical inputs, discussions, small 
group work, self-reflection, and role-play exercises will 
help to make the workshop practical and encourage active 
participation. In many sessions, different methods are 
combined with each other.

Current State of Research on ICC-T

The feasibility and effectiveness of the ICC-T interven-
tion in reducing violence at schools has been demonstrated 
in different studies in a variety of countries. In a feasibility 
study in a Tanzanian primary school with 30 teachers 
which evaluated the training, the participant motivation 
and acceptance of the content was very high at the begin-
ning of the intervention. Many participants reported inte-
grating many of the strategies into their daily work 3 
months after the intervention. A large number of teachers 
reported an improvement in their relationships with stu-
dents and in the behaviour of students [Kaltenbach et al., 
2018]. In cluster-randomized controlled trials in eight sec-
ondary schools in Tanzania with a total of 158 teachers and 
486 students, as well as in 12 primary schools with 173 
teachers and 914 students, violence against children de-
creased significantly according to self-reports from teach-
ers and students in the intervention group [Nkuba et al., 
2018; Masath et al., 2020]. Further, teachers’ attitudes to-
wards violence changed as well. In addition, violence be-
tween students decreased significantly in primary schools. 
This suggests a spill-over effect of the training content and 

emphasizes the position of teachers as role models for stu-
dents [Masath et al., 2020]. Similar results were shown in a 
cluster-randomized controlled trial in Uganda: 548 stu-
dents and 343 teachers in 10 schools reported significantly 
less emotional and physical violence in the intervention 
group at follow-up [Ssenyonga et al., 2022]. The ICC-T in-
tervention aims to be easily adaptable to different settings 
and effective in reducing violence in different types of 
schools, cultures, and societies. Initial evidence is available 
from results in Tanzania and Uganda in secondary and 
primary schools. Currently, the intervention is examined 
in a multi-centre cluster-randomized controlled trial in 
Tanzania, Uganda, and Ghana. This study includes 72 
schools, more than 1,000 teachers and more than 2,500 stu-
dents in primary and secondary schools [Scharpf et al., 
2021]. This allows for a unique comparison in three differ-
ent cultural settings in West and East Africa where the legal 
framework surrounding the use of violent discipline in 
schools differs – but its use in schools is socially accepted 
in each of the countries. Through the representative sam-
ples within the countries, we hope to be able to make state-
ments about the generalizability of the results. After a 
promising feasibility study in Haiti, the intervention is now 
being tested in a cluster-randomized controlled study with 
36 schools [López García et al., 2022]. Currently a further 
feasibility study is being conducted in Pakistan and, fol-
lowing successful completion, will be investigated in a clus-
ter-randomized controlled trial. In this way, we hope to be 
able to make statements about the adaptability and gener-
alizability of the intervention in the coming years and to 
contribute significantly to the prevention of violence.

Outlook

Socially accepted violence in education has multiple 
causes and perpetuating factors; therefore, prevention 
must be comprehensively designed. The ICC-T interven-
tion addresses many of the factors associated with teach-
er violence, such as attitudes, norms, the cycle of violence, 
questioning of beliefs, changing perspectives, and lack of 
alternative strategies. A variety of methods are used to 
implement these topics. The studies described above 
show that the intervention is effective in decreasing vio-
lence. To date, however, we can only make statements 
about the effectiveness of the entire intervention but not 
about the effects of specific individual methods and topics 
and their interaction. The mechanisms of action assumed 
in this article seem plausible but must be investigated sys-
tematically.

Behaviour change is a process. In order to understand 
the different roles of the dynamics of the intervention 
(willingness to change, competence, and willingness to 
act), the atmosphere, the topics covered and methods ap-
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plied, and how they interact with each other, an evalua-
tion of the processes of change utilized by the interven-
tion should take place in future studies [Heino et al., 
2021]. The aim is to understand the causal processes of 
behaviour change. Further, the potential differences in 
how the intervention functions in different groups could 
further contribute to the understanding of change pro-
cesses [Beattie et al., 2022]. With regard to this, future 
studies should investigate the factors that change norms 
within the school system and how these interact with in-
dividual attitudes. In addition, the role of school leader-
ship, other authority figures, or parents, and which as-
pects of the intervention affect the school climate and 
communication between teachers remain unclear. Fur-
ther aspects to be investigated include identifying which 
methods contribute to an improved change of perspec-
tive, increased self-efficacy, reduced helplessness, in-
creased motivation, etc., and which individual differences 
exist, as well as which factors, for example stress or the 
implementation of supervision, influence the sustainabil-
ity of the intervention.

The intervention is effective in reducing violence but 
also has some limitations. Environment-related aspects 
of a structural nature, such as large class sizes or a lack of 
equipment, cannot be changed through the training. In 
our studies we are repeatedly reminded about the urgen-
cy of protecting children from violence in their homes, as 
well. We have initially focused on the school context for 
the following reasons: first, schools offer the unique op-
portunity for the structured implementation of broad-
based preventative programs. Second, schools are often 
the starting point for social change. Findings to date show 
that violence by teachers is decreasing and that children’s 
behaviour is changing in the school context – although 
children continue to be exposed to violence in the home 
environment. Despite our focus on schools, we see the 
need for preventative interventions for parents and care-
givers. A supplementary module, through which parents 

are additionally involved in the intervention, seems very 
promising in a first feasibility study. However, whether 
children will benefit more from this expanded school-
based intervention that includes both teachers and par-
ents needs to be investigated further.
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