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CHAPTER 10

Child Protection Across Worlds: Young 
People’s Challenges Within and Outside 
of Child Protection Programmes in UK 

and Zanzibar Schools

Rachel Burr and Franziska Fay

IntroductIon

This chapter examines reactions of children and young people to school- 
led child protection programmes introduced in the United Kingdom (with 
a focus on England) and Zanzibar, specifically focusing on the commonali-
ties between them. Overall the fieldwork findings in both sites indicate that 
targeted child protection interventions introduced in educational settings 
rarely go on to positively influence children and young people’s experi-
ences in the domestic sphere. In both locations there was also evidence to 
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suggest that when child protection programmes are introduced they are 
mostly adult-led in style, generic in design, and as such do not speak to the 
holistic needs of individual children and young people (Bourdillon and 
Myers 2012).

We discuss the forms that different child protection programmes take 
and explore strengths and weaknesses of a number of child protection 
models. We emphasise the importance of discussing child protection inter-
ventions with children and adults, in both school and family settings, and 
argue for the need for protective approaches to robustly acknowledge the 
influence of both of these contexts on children’s lives. In this way, the 
insights from our fieldwork sites tease out the complexities, which young 
people have to deal with when taking part in school-led child protection 
interventions.

Our findings are based on ethnographic data generated through par-
ticipatory research in schools. In a UK child protection programme, sec-
ondary school students may receive pastoral care and be assigned mentors, 
but challenges students face in their home lives often fall outside the reach 
of such interventions. In a Zanzibar child protection programme, teachers 
replaced physical chastisement in schools with alternative forms of disci-
plining children, which were met with hesitation by both students and 
parents because they limited their agency to deal with chastisement inde-
pendently. The insights from both case studies highlight how difficult it is 
to create support services that sensitively address and make positive 
improvements to the overall quality of children’s lives.

By giving voice to UK and Zanzibari students’ experiences the chapter 
further counters reductionist responses to complex issues such as chil-
dren’s safety and well-being. Taking as a point of departure the many 
intersections of children’s experiences in the South and the North, the 
chapter underlines the need for theorising children and childhoods across 
worlds in terms of their overarching similarities but also raises concern 
about the extent to which simplistic responses are introduced in educa-
tional settings.

research settIngs

This chapter is based on data generated in the contexts of two different 
research projects in the United Kingdom, specifically in England, and 
Zanzibar, a semi-autonomous region of Tanzania in East Africa.

 R. BURR AND F. FAY

fayfranziska@gmail.com



 189

England

The UK-based research draws upon findings from two separate child 
protection- focused studies. The first is a student-led meditation pro-
gramme designed to discover whether students are able to apply calming 
techniques independently and particularly when faced with challenges in 
their private lives. Findings for this chapter are drawn from participatory 
observations over 30 months between September 2015 and April 2017 
among pupils who were 12 years old when they joined the project and 
who are currently in year 11 or 12 and aged 15 (Burr 2017). The second 
study focused on ways in which the organisational structure of a secondary 
school can positively contribute to students’ feelings of safety. The field-
work with students, teachers, and support workers, led by Burr, contrib-
uted to a report on school-initiated safeguarding and child protection 
programmes in secondary schools, for the Office of the Children’s 
Commissioner for England (OCC) (Lefevre et al. 2013). For this study 
Burr carried out fieldwork in six secondary schools in England, selected as 
exemplars of well-developed practice in relation to preventative safeguard-
ing of children and direct protection of children where those children 
were formally designated by the local authority as being at risk of harm or 
in need of direct protective intervention from social workers. The schools 
spanned four local authority areas and were selected to ensure a mix in 
school type. Children and education-based professionals were interviewed 
about their understanding of child safeguarding measures in the school 
setting, and questions were raised about whether such practices could 
enhance child protection outcomes for more vulnerable members of the 
school community. Lefevre et al. (2013) and Burr (2017) found a com-
mon theme running through the majority of her fieldwork sites of poor 
links being made between children’s experiences both at home and school.

The child protection system in the United Kingdom finds its origins in 
the charitable movements of the nineteenth century at a point of industriali-
sation and rapid urbanisation. Contemporary responses to child protection 
are still based on social work-led cases and referrals and so rely on child pro-
tection services coming into force only after children are considered at risk 
of harm. This means that some children are likely to go under the radar of 
concern because they present well, or other members of their family seem to 
be thriving. The case of four-year-old Daniel Pelka, who died in England in 
2012, is one such case where older brothers and sisters seemed to be thriving 
and yet he was not (Brandon et al. 2008). The lack of a general discussion 
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about child protection concerns can also result in children coping with, and 
accepting as normal, any neglectful and abusive behaviour while continuing 
to be negatively affected in ways that are difficult for outsiders to pinpoint 
(Boddy et al. 2006, 2009, 2010, 2012). Stanley (2011) reported on the 
effects of secrecy and stigma surrounding domestic violence and also high-
lighted the loss of control and lack of power experienced by children and how 
this further contributes to their trauma. Therefore, there is a well-founded 
contemporary focus on introducing programmes that address emotional 
well-being and use methods of the theme of child protection in the general 
school populace; this focus very much points towards a positive attempt to 
protect a wider range of children outside of reliance on case-by-case referral 
systems. Yet, as we highlight in this chapter, there is still some way to go if 
protection-based programmes introduced in schools are going to properly 
support all children to develop the language and confidence to articulate their 
emotional needs and to link school and home-based expectations of them.

A substantial body of work has highlighted a critical need for policy and 
services to pay closer attention to child protection for young people in 
their secondary school years. Stein and colleagues (Stein et al. 2009; Hicks 
and Stein 2010) have written on the subject and coined the phrase “neglect 
of neglect” for this age group. Such findings indicate that while close 
attention is often paid to early years and primary school- aged children, it 
is older children, aged 11 and over, who make up the largest proportion 
of looked-after children and children in need in England. Other studies of 
older and younger children in English secondary schools have also high-
lighted similar findings among these respective groups of children (Biehal 
2005, 2008; Baginsky 2007).

However there still seems to be significant disconnect between prepara-
tory and protective measures introduced in school and their useful appli-
cation outside the formal world of education. With this in mind, the 
UK-based research that most significantly informs this chapter is the afore-
mentioned meditation study by Burr which is ongoing in a secondary 
school and is entering its third year with a new focus on professional 
understandings of children and young people, with the aim of developing 
methods and strategies to redress the lack of autonomy experienced by 
children and young people, and to help individuals cultivate their own 
techniques for developing resilience and in the long-term for creating 
positive physiological states of being (Lazar et al. 2006).

The project has involved meeting with the same groups of pupils ini-
tially on a weekly basis and then six months in, after the project had been 
properly established, every three weeks during term time. Over the course 
of the first year of practice, it emerged that the majority of the young 
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people (all of whom had been selected by the pastoral support worker to 
join) were often dealing with chaotic and challenging home lives or with 
some form of bullying in school. Having established three relaxation 
methods, the group decided that it would be helpful to also include a five- 
minute session in which each person was given the space to share three 
positive and three more challenging experiences that had occurred during 
intervening periods between sessions. The group took on a new role to 
also examine meditative practice and values, and by focusing on values of 
compassion and kindness students were able to separate their identities 
from people in their lives who were undermining them. Sinha et al. (2014) 
remind professionals that we need to explain to children in simple lan-
guage what it is that we will be doing during our work with them. Likewise, 
Ferguson (2014) highlights a need to create neutral meeting points for 
such work to be properly carried out. The project has now been running 
for three years and the evidence obtained so far suggests that the methods 
used are giving the young people alternative avenues for expressing them-
selves and for developing a stronger and more resilient sense of self.

Zanzibar

Research in Zanzibar was part of a PhD project in social anthropology at 
the School of Oriental and African Studies (SOAS) concerning children’s 
and adults’ understandings of punishment and protection in schools and 
their experiences with alternative discipline programmes. The participa-
tory methodological approach included drawing, writing, photography, 
focus group discussions, interviews and observations with a core research 
group of 60 child research participants between the ages of 9 and 16 in 4 
primary and 2 Qur’anic schools (madrasas). Participants could opt in and 
out of activities and consent was collected from all participating children’s 
parents or guardians. Further interlocutors included teachers, parents, 
community leaders, religious authorities, government officials, child pro-
tection policymakers and aid workers, and university students.1 The proj-
ect was conducted in cooperation with Save the Children Zanzibar, and 
data were collected between January 2014 and July 2015.

In 2011, child protection as a policy focus became part of the mandate 
of Zanzibari social welfare services through the Department of Social 
Welfare, with the passing of the Zanzibar Children’s Act—a  comprehensive 
child rights law—acknowledging the need for protective intervention. 
Non-state actors such as Save the Children and UNICEF, in cooperation 
with the Revolutionary Government of Zanzibar,2 led the process of 
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establishing a national child protection system. Aiming to combine “all 
key sectors to better protect children” and to ensure “that laws, policies 
and services are in place” (UNICEF 2011), Save the Children’s systematic 
child protection strategy rejects a single-issue approach that might frag-
ment a child protection response (Wulczyn et  al. 2010). Development 
actors are extremely influential in shaping international legal treaties 
(Rosen 2007, 296) such as the UN Convention on the Rights of the Child 
(UNCRC) but often neglect the fact that “the shape and operation of the 
human rights system” (Merry 2006, 105) depend heavily on power 
inequalities between the Global South and North.

Since 2012, Save the Children has supported Zanzibar’s Ministry of 
Education and Vocational Training (MOEVT) to pilot a “safe school” 
model in 20 schools. Fay (2016) found that “Positive Discipline”3 inter-
ventions that promote the use of forms of discipline other than the cane 
are often rejected by students and teachers because they are perceived to 
introduce “Western” ideas of child-rearing and morality. Further, what are 
intended as more progressive forms of chastisement, such as demanding 
financial and material compensation from children for perceived mistakes 
instead of being hit—often in the form of asking children to procure 
school utensils such as brooms—turn out to be as complicated. Parents 
and pupils alike met the introduction of new forms of punishment with 
confusion, in part because the demand to procure brooms blurred the 
public and private worlds of children and required that parents were made 
aware of their children’s misdemeanours and, mainly financially, involved 
in resolving them. Child protection programmes in the archipelago have 
involved training workshops for teachers in Positive Discipline techniques 
and the establishment of Children’s Councils to promote knowledge 
about children’s rights, such as those pertaining to safety and participa-
tion. Despite continuous efforts, services have been introduced in a frag-
mented and inconsistent manner (Ljungman et al. 2014).

Corporal punishment remains sanctioned in Zanzibar with no full legal 
prohibition. Remaining both legally and culturally accepted child protection 
interventions, intending to ban it spark legal and ethical debate. Despite 
Article 14 of the Zanzibar Children’s Act (2011) stressing that children 
should not be “subjected to violence, torture, or other cruel, inhuman or 
degrading punishment,” parents are allowed to “discipline their children in 
such a manner which shall not amount to injury to the child’s physical and 
mental wellbeing.” Special Regulations for Corporal Punishment, as included 
in the Education Act (1988) that restricts the administration of caning to 
three strokes and by the headmaster only, are seldom adhered to. In contrast 
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to its problematisation through protection programmes based on children’s 
rights, appropriate chastisement is often perceived neither as a problem nor 
as violence, but as a form of protection, shaping the unformed child into the 
socially integrated person he or she must become. Following critical 
approaches that ask how rights ideas and institutions influence people’s 
everyday lives, the project explores (mis)translations of international stan-
dards into local contexts (Merry 2006; Goodale 2006), showing how uni-
versalised approaches based on children’s rights struggle to abolish physical 
discipline and, instead, function to replace or even augment it with less visi-
ble but equally harmful alternatives.

socIal PolIcy and schools as a startIng PoInt 
for educatIng chIldren on chIld ProtectIon

Both in the United Kingdom and in Zanzibar, schools are now central start-
ing points for child protection interventions. In the case of the United 
Kingdom policy has switched from offering support to young people via 
targeted youth work in informal settings to offering the same cohort of 
children and young people funding via the formal school sector. Funding is 
offered via the government-led pupil premium fund. The amount of money 
received is dependent upon the number of children and young people in a 
school who are registered under the 1989 Children Act as either children in 
need or at risk—a statutory register kept by the local authority. Simultaneously, 
it is through protection programmes in educational spaces, such as primary 
schools in Zanzibar, that children and young people are exposed to conflict 
and tension when programmes that build on the intention to improve their 
safety and well-being inadvertently complicate their educational experiences 
in other areas. Despite relying on schools as constant loci of child-life, 
school spaces remain linked to the wider communities and are ongoing 
places of childhood through which social relationships and roles are negoti-
ated, raising difficulties of their own and reaching far beyond school com-
pounds linking to an eco-systems approach (Bronfenbrenner 2005).

MovIng towards good PractIce: chIld ProtectIon 
and the IMPact of MIxed econoMIes of welfare

In both the United Kingdom and Zanzibar formal welfare systems are in 
place. Nevertheless, the nuances that define each of these systems are 
critical for understanding the way in which services are delivered.
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While the United Kingdom continues to have a uniform social welfare 
system, many schools have become semi-independent by becoming acad-
emies. One key outcome is that schools have far more autonomy over their 
budget. Research highlighted in the OCC project that where schools and 
individual educators were involved in child protection and safeguarding 
issues, they were also aware that the home environment was key to how 
children and young people behaved in school. One enlightened academy 
was responding to this issue by allocating some of their pupil premium 
budget to hiring a school-based social worker. While this demonstrated a 
considerable move towards seamless support and proper understanding of 
children and young people’s real circumstances, this was a stand-alone 
response to child protection concerns. Overall, findings could not fully 
confirm whether good practice in safeguarding gives rise to good practice 
in child protection specifically or to what extent the latter was enabled by 
the former (Lefevre et al. 2013).

Zanzibar’s welfare system relies on a principle of a plural provision of 
social services with the third sector playing a critical role. Through the 
Ministry of Empowerment, Social Welfare, Youth, Women and Children’s 
(MOESWYWC) Department of Social Welfare, a Child Protection Unit 
has been established, coordinating child protection tasks throughout gov-
ernment departments. Despite governmental bodies formally holding 
responsibility for duties of the welfare sector, the system remains largely 
dependent on third-sector financial support and decision-making. Progress 
towards the establishment of a formal welfare system in the archipelago, 
with child protection as a key responsibility, is largely driven by interna-
tional development agencies, with non-state actors as key financial donors. 
Considering this, the government in the archipelago has only begun mov-
ing away from a largely externally directed social welfare system, with pro-
tection services being subject to initial creation rather than revision, as is 
the case in the United Kingdom.

Whereas in the United Kingdom the face of state-led services has 
started to change due to a mixed economy that allows for a high level of 
government participation and spending on social services, in Zanzibar 
provision of state social service is only starting to develop almost exclu-
sively on financial and technical terms of external donors. In other words, 
while in the United Kingdom state-led services are changing as a result of 
now being part of a mixed private/public welfare approach, in Zanzibar 
the opposite is taking place, as state services are being established from 
scratch on terms and conditions set down initially by the non-profit sector. 
In this way, common ground currently exists when looking at overall 
service provision and in both localities.
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structural challenges wIthIn and outsIde 
of school-Based chIld ProtectIon PrograMMes

Case Study: England

Both the OCC project and the meditation project share key findings, 
namely that schools can only do so much to enhance a young person’s 
sense of self. The children’s rights model has been firmly enshrined in the 
UK legal system via The Children Act (2004), which highlights a need for 
children and young people to take a participatory stance when voicing 
concern about their treatment by others. For the majority of children and 
young people, this heralds a cultural shift in how young people are treated. 
But for those young people who are bullied at home, have inconsistent 
parenting, and chaotic lives, the shift towards participation can create neg-
ative outcomes. It seems to be our home lives that create the blueprint for 
how we communicate with the outside world. Abuse has long-term reper-
cussions, damaging self-esteem and creating secrecy. So the very people 
whom we most need to help and support towards change are the least 
likely to respond to programmes asking that individuals speak out against 
abuse. Instead, we need to go further and give young people the tools that 
they can actively draw upon outside of formal settings.

The meditation project was set up to do just that, partly by Burr (2017) 
in response to the OCC findings. In the OCC project Lefevre et  al. 
(2013) found that support staff, such as welfare and attendance officers, 
in schools actively helped young people when obvious signs of difficulty 
became apparent that impinged upon school attendance and engage-
ment. This approach still tends to rely on adults to intitiate support. The 
meditation project has aimed to address this perhaps inevitable gap in 
services. When the groups were established, the young people came up 
with an “egg of light” technique in which they first talked about signs 
that something was about to happen and then they imagined themselves 
bathed in the cool, safe, and clear light as a means of separating them-
selves from a problem.

As one 13-year-old girl said about ongoing bullying in school, “Before 
I started this I used to prepare myself to walk down the corridor so that I 
looked tough. Now I imagine myself in my egg of protective light, and I 
think calming thoughts. By not getting upset I have taken their power 
away and they have moved on to being mean to other people.”

 CHILD PROTECTION ACROSS WORLDS: YOUNG PEOPLE’S CHALLENGES… 

fayfranziska@gmail.com



196 

Another girl in the same group uses the egg of light method as she 
goes to sleep at night and sends positive thoughts to people in her family 
whom she is worried about. A 15-year-old boy in the same group now 
copes with his father coming home from work in an angry mood and 
ready to take his difficulties out on the boy, by purposively going to his 
room to do his egg of light meditation. Noticing the difference in his 
son’s behaviour stimulated the father to have a conversation in school 
about the purpose of the meditation project and led to the boy showing 
his dad the method that he was adopting. In this way connections were 
made between school and home but usually as a result of a young person 
noticeably altering their behaviour at home. This final point reveals how 
capable young people are of making positive changes in their private 
worlds if given the tools to do so.

Case Study: Zanzibar

In the Zanzibari schools, the Positive Discipline programme was intro-
duced in order to increase teachers’ use of alternative forms of discipline 
as a substitute to physical chastisement and thereby improve children’s 
well-being at school. A key finding from the research on these efforts is 
that students eventually faced new complications in their homes as disci-
plinary alternatives to hitting were considered to limit children’s agency to 
deal with school-based mistakes. Several students and Ministry of 
Education employees reported that having to request money from parents 
to procure brooms as a compensation for school-based mistakes contrib-
uted to increasing the pupils’ risk of physical punishment at home due to 
the additional financial demands they cause. One specific example of the 
complexities of practical (mis)translations of the Positive Discipline 
approach as applied in the schools was quoted particularly often by both 
students and teachers: the demand on students to procure school utensils, 
such as brooms, as a substitute corrective measure for being caned. One 
teacher told Fay:

Positive Discipline is not a form of correction and it is a burden for us teach-
ers. But we have the order from the Ministry to use it, so that’s why we are 
doing it. Our teachers don’t actually know any alternative forms of disci-
pline, so now we just make the children pay about 500 Shillings (~ 15p) or 
have them buy and bring a broom to school as a punishment instead of 
hitting them. But the children are struggling when they have to pay money.
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Another teacher supported this, stressing, “If a child has to bring a 
broom as a form of alternative discipline, the child’s mistake extends and 
the punishment will go back to the parent. Use the stick for one or two 
strokes and the punishment is already finished.” Yet another teacher 
emphasised, “The cane is better than alternative discipline. Don’t hit them 
like they are donkeys, it should not harm them. Only having to bring a 
broom is not enough to correct a child, and the next day they will do the 
same mistake again.” Replacing physical chastisement with monetary pun-
ishment was most likely not intended by the implementers of the disciplin-
ary approach, but is what happened in practice.

Young people’s perceptions of the child protection programme of 
Positive Discipline reflect complicated effects of its application. On anony-
mous feedback letters, one student explained, “This is not a real school – 
they take away the money that our parents give us.” Another wrote, “We 
are informing you that the teachers are not giving us the punishment 
which you intended. They take our money every day. Is this alternative 
discipline or a payment?” These letters make clear the difficulties the mon-
etary alternative implied for them.

“Positive Discipline” became an appropriation of the original concept. 
Students went as far as demanding, “Please dismiss the broom punish-
ment. Our parents don’t have money and we students depend on our 
parents,” making evident the failure of the protection programme to reach 
beyond the realm of the school and to involve the students’ parents in the 
new approach. What students started demanding instead was precisely 
what the Positive Discipline programme had aimed to replace—the cane. 
Instead of simply condemning the use of the cane, many students came to 
favour its continuation. Their reflections included these statements: 
“When we are late, don’t make us bring brooms. It is better for us to be 
hit than bringing brooms because these days they have become  expensive.” 
“There should be a lot of caning, more than having to bring brooms.” 
“The cane should remain because without the cane we will not have man-
ners.” “I want the cane to be used suitable, because if we are not hit we 
will come late, and we won’t respect our teachers.”

Demanding that children buy school utensils as a compensation for 
mistakes such as arriving late or missing homework began to cause further 
difficulties in comparison to the way that such cases were dealt with previ-
ously. The students’ support of corporal punishment reveals the unin-
tended consequences of the Positive Discipline programme and reflects 
the tensions that were caused through this child protection approach or, 
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rather, through the way in which it has been translated into practice. 
Buying brooms as an alternative punishment was even more complicated 
to deal with for students and to a lesser extent for teachers too.

no easy fIx

Throughout the fieldwork in both research sites there has been a discon-
nection between what young people are experiencing and what their 
teachers often understand as central issues. In the UK study, the most 
common approach among educators was to define young people as having 
emotional and learning difficulties, which make their capacity to engage in 
their studies problematic. The meditation project revealed home circum-
stances that are tantamount to young people living in neglectful and tur-
bulent circumstances. Is it not surprising then that school is the place 
where they fail to engage with learning? Another boy in the group spoke 
of being too tired in school to focus because he has free reign to stay up 
late at home. Yet he was often sent to detention or excluded from class by 
teachers who simply responded to superficial behavioural issues without 
being reflective about where the behaviour might have stemmed from. In 
reality, it is up to young people to change the course of their lives by adopt-
ing their own ways of thinking about how they also contribute to how 
others might see them. The findings suggest a lack of awareness about how 
factors outside of school influence and shape behaviour in school (Stein 
et al. 2009). As with the OCC project the findings call for stronger links 
being made between parents, young people and the professionals with 
whom young people come into contact (Lefevre et al. 2013). In reality, 
strong connections between home and school occur as a result of strong 
personal links and the personalities of the people involved (Sinha et al. 2014).

In the Zanzibar study, young people’s safeguarding and well-being were 
jeopardised by the ways in which their teachers translated practically the 
presumed alternatives to corporal punishment. Students’ agency to deal 
with their own mistakes became limited by involving their wider family 
networks in solving issues that they had previously dealt with independently. 
There was no sufficient consultation with children’s parents and guardians 
to establish a framework that would accommodate new forms of discipline 
at school. Students consequently became key actors of an approach that 
neglected the impact that it would have on children beyond the school 
space. Independent problem-solving without the need for parents’ financial 
or moral involvement was constrained by the alternative forms of discipline 
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that were introduced and decreased children’s protection in and outside the 
school space. In one of the world’s poorest countries, where parents’ finan-
cial means to “pay extra” to compensate for their children’s transgressions 
at school are limited, procuring brooms can be more complicated to deal 
with than being caned.

Child protection programmes that attempt to protect children from 
physical violence by uncritically making their teachers work with concepts 
such as Positive Discipline endangered children in other ways. The 
intended protective mechanism in which alternative disciplining methods 
were introduced came to be equally harmful to students that were sup-
posed to benefit. Hesitation towards accepting child protection pro-
grammes is not surprising if they cause new difficulties rather than simply 
removing existing ones.

ProtectIng chIldren across northern 
and southern contexts

The differences that exist between both fieldwork sites explored in this 
chapter cannot be denied. While the United Kingdom has a formal welfare 
state system with long established child protection mechanisms already in 
place, Zanzibar’s state welfare system has only recently started establishing 
an integrated approach to child protection with the passing of the 
Children’s Act in 2011. Following this, it must be considered that the 
non-statutory non-governmental organisation sector leads on child pro-
tection in Zanzibar, providing the majority of the funding and thematic 
prioritisation for protection programmes, without fixed budgets and pri-
orities for child protection at state level.

These different welfare service provisions have shown that regardless of 
who provides or leads child protection interventions, there is a need for 
robust approaches to protection and interventions that approach children 
as social beings within social networks. In our examples of the child pro-
tection programmes in schools in the United Kingdom and Zanzibar, pro-
tective interventions insufficiently acknowledge these links between the 
various realms of children’s lived realities beyond the space of the school. 
While adults in the family setting were largely left without involvement or 
information in the context of the protection programmes we explored, 
these eventually tended to create difficulties and tension and complicated, 
rather than improved, young people’s lives.
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In the United Kingdom, cultural influences in terms of the real vulner-
ability sometimes experienced in young people’s home lives are as 
entrenched as in Zanzibar. Yet in the UK context a cultural shift away from 
the use of physical chastisement has been publicly addressed. Therefore, it 
is thought provoking that the most marginalised young people continue 
to experience such challenging home lives. At the outset we showed that 
the UK child protection system is more established than that of Zanzibar. 
With that in mind, it may be that parents in the context of Zanzibar will 
become more receptive to schools challenging how they parent, once 
other child welfare services are equally established. It may be that child 
protection in the United Kingdom, having been so long established, is 
now focused on the most entrenched and problematic members of the 
population. In this way, the outcome and style of intervention in each 
location is bound to be different. Despite these differences both sites 
highlight that simplistic ideas based on child participatory rights in schools 
do not provide the whole answer and only start to engender more com-
plex influences at work.

Despite the different make-up of the welfare systems in the United 
Kingdom and in Zanzibar, we have teased out those themes that are of 
relevance to child protection actors and intended beneficiaries in both set-
tings. Aware of the numerous cultural differences that define the lived 
realities of young people in the United Kingdom and in Zanzibar, we 
stress the similarities in their experiences. Considering students’ experi-
ences from both a “Global North” and a “Global South” setting allows 
for a more comprehensive picture of children’s diverse experiences across 
global settings. It remains to counter reductionist approaches to complex 
issues, such as the protection and well-being of young people, by pointing 
out similar challenges that children and young people face everywhere. 
Even though problem-solving approaches need to be contextualised to a 
certain degree to be able to fully cater for the specificities of children’s 
realities, they also need to look beyond specific local realities and work 
through similar difficulties that arise in various settings.

conclusIon and suMMary

Our two case studies make clear the interconnectedness of children and 
adults in all spaces of daily life, even when children are the primary 
intended target group of protection programmes. Child protection inter-
ventions in the “Global North” as well as in the “Global South” are 
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embedded in social relations within both the private and public sphere. 
The concept of “child protection” needs to be understood beyond a sin-
gular normative order of protective measures and must reflect and be 
responsive to the social relations that condition and define children’s reali-
ties. Across both fieldwork sites several themes emerged that bring out the 
similarities between the challenges young people face in the context of 
child protection.

Cross-generational differences regarding how approaches to child pro-
tection are understood theoretically, and addressed in practice, matter 
everywhere. Zanzibari school teachers appropriated the protection 
approach as originally suggested by Save the Children, largely due to a lack 
of knowledge about disciplinary alternatives, while students considered 
this “new” approach to protecting them as causing greater problems in 
their private lives. In the United Kingdom, young people were able to 
respond best when adult professionals could visit them at home and at 
school and also communicate with the other key players in their lives 
(Sinha et al. 2014). Young people also grew in their capacity to protect 
themselves when it was recognised that low-level abuse was still likely to 
occur and that they needed independently developed strategies to cope 
with, and respond to, those moments. Ultimately, the responsibility to 
navigate the public and private spheres of their lives is generally left to 
children and young people in both protection situations.

In Zanzibar, child protection agendas placed too much weight upon 
children as agents of social change through the application of programmes 
that build their intervention on a universalised child rights discourse. 
Over-focusing on children as independent change-makers to their own 
situations led to a disregard of parents’ and teachers’ inevitable involve-
ment—whether emotional or monetary—in guaranteeing their safety. It 
also created an environment, particularly in Zanzibar, where it was assumed 
that simplistic training programmes introduced in schools would result in 
the limitation of most forms of abuse. While in the United Kingdom evi-
dence continues to suggest that only nominal attention is paid to the opin-
ions of children and young people, the ongoing meditation project has 
highlighted that young people are able to differentiate between supportive 
and negative parenting styles and act to protect themselves from low-level 
forms of abuse. Hence, findings from both sites highlight that while chil-
dren are key agents in these interventions, as critically important are the 
intervention styles adopted by the adults who are introducing child pro-
tection models to them and who are still largely responsible for structuring 
children’s everyday experiences in, and outside, schools.
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When children are directly involved in protective activities, it needs to 
be assured that policies and their applications match and that services tar-
geting children’s well-being are indeed integrated approaches. If teachers 
at Zanzibari schools are trained to change the way in which they discipline 
their students, then the adults in those students’ homes, that is their par-
ents and guardians, need to be equally involved in programmes to change 
their behaviour and perceptions accordingly.

School should only be treated as a starting point for child protection 
programmes. Findings in both United Kingdom and Zanzibar highlight 
that the gap between school and home experience is real. In the United 
Kingdom, social workers respond to concerns raised by teachers where for-
mal referrals are made. In some cases, local authorities have successfully 
linked named social workers to specific schools, and yet this practice is very 
rarely adopted. In Zanzibar, exclusively relying on schools as starting and 
intervention points for protective activities, while neglecting young peo-
ple’s family settings in introducing new forms of discipline created difficult 
situations for the intended beneficiaries. In the case of Zanzibar, the failure 
to include the family sphere as a target of protective intervention eventually 
led to a contestation of protective actions in the school setting and this 
specific protection approach ended up restraining children’s sense of agency.

Child protection interventions are mixed and there is no uniform 
approach to introducing the subject matter to young people. Lacking in 
both research settings is a uniform approach to introducing protection 
interventions to young people in schools. Our examples show that it is 
precisely because “modern society sets children apart ideologically as a 
category of people excluded from the production of value” (Nieuwenhuys 
1996, 237), that child protection interventions, which are based on cer-
tain sets of values such as the UNCRC, do not fully fit children’s realities. 
Including young people’s conceptions of what protection means and 
should look like, as well as their experiences of operating protection sys-
tems, is central to improving systems that aim to improve their lives.

Finally, children who experience abuses are the least likely to have the 
capacity to challenge the status quo, precisely because of maltreatment and 
the damage such experiences do to their self-esteem. Older children are 
less likely to be treated as vulnerable and to have their real needs addressed. 
The focus of this chapter lies specifically on child protection. Nevertheless, 
we emphasise the need for an overarching introduction to safeguarding as 
a starting point for future and more in-depth child protection training. 
Safeguarding, in the sense of meeting statutory requirements for schools 
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beyond the legal mandate, focuses on prevention and fostering of cultural 
safety and relates equally to all children. Child protection programmes that 
focus specifically on children who are at risk of suffering significant harm 
must be embedded within broader safeguarding agendas to allow for a 
conceptualisation of protection that goes further than the need to prevent 
specific harm but looks also at the wider contexts these are embedded in.

notes

1. During these 18 months of doctoral fieldwork in urban Zanzibar, Franziska 
Fay also served in other professional capacities, all further informing and 
shaping the research. With Save the Children Zanzibar she worked as a 
research associate on child protection and participation and as an indepen-
dent consultant on Positive Discipline in Everyday Teaching. At Zanzibar 
University, Tunguu, she served as a visiting lecturer teaching the course on 
Child Rights-Based Approaches for the Diploma in Child Protection.

2. Child protection interventions in mainland Tanzania are coordinated sepa-
rately and work with other programmes than in Zanzibar, where the socio- 
cultural make-up of society is different.

3. Positive Discipline builds on the principle for children to learn through 
cooperation and rewards, rather than through conflict and punishment and, 
in fact, opposes punishment for it suggests that children should suffer to 
understand their own mistakes and discourage them from repeating them. 
The Positive Discipline approach builds on the assumption that corporal 
punishment can damage the child’s development and the relationship 
between the parent and the child, while its own methods encourage parents 
to think about the long-term goals they want to achieve.
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