A Practical Guide

Participation
and Prevention

Working together to strengthen child safeguarding



How can cultural education organisations protect
children and young people from (sexualised) vio-
lence? The German Federation for Arts Education

and Cultural Learning (BKJ) has been dealing with

this issue for many years in its member organisations,
through an expert panel on prevention and child
welfare, the development of an umbrella safeguarding
policy and a first practical guide on the subject.

As part of the project “Start2Act: Safer Spaces and
Participation in the Arts - Creating and Promoting
Child Safeguarding Policies”, the BKJ provided
funding, resources and a range of training courses to
support over 250 projects run by cultural education
organisations, groups and associations helping them
to establish safeguarding policies and preventive
measures. The issue of child safeguarding highlights
why participation is a key principle of cultural educa-
tion. Protective measures will only be effective when
they are based on the experiences of children and
yound people and when children and young people
are involved in their development because they now
best where and when they feel safe. This is shown by
the many examples from the “Start2Act” project.

www.start2act.de


http://www.start2act.de
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Preface

Participation is much more than just a principle; it is a core element of
cultural education. Responsibility, trust and self-determination will thrive
wherever children and young people are given a say. This principle is also
a cornerstone of the development and implementation of safeguarding
structures against (sexualised) violence. Cultural education offers a wide
range of opportunities to discuss personal boundaries, experiences and
protection from violence in an age-appropriate manner while creating
safe and empowering spaces.

For this to succeed, adults need to be well prepared and feel confident
about handling the issues, the relevant methods and their own framework
for action. This will enable them to initiate and support meaningful
processes.

The aim of this practical guide is to encourage professionals and prac-
titioners to embark on this path. It demonstrates how the participation

of children and young people can be applied to the prevention of
(sexualised) violence in projects, workshops or institutional policies. It
invites readers to develop their own approaches, both to establish strong
safeguarding structures and to improve young people’s welfare.

To support this process, this publication brings together a wide range

of perspectives. Examples from projects funded through the “Start2Act”
programme, interviews with cultural education professionals and experts
in the prevention of (sexualised) violence, and specialist articles show
what has already been achieved, and how much more can still be done.
The specific methods illustrated in this publication are meant to provide
inspiration to try something new or refine existing practices.

Back in 2020, the German Federation for Arts Education and Cultural
Learning (BKJ) laid important foundations with its practical guide “Pro-



Preface

tection against Sexualised Violence”. This new guide builds on that work
and places the participation of children and young people at its core.
Safeguarding policies come to life when young people are able to have

a say, contribute and participate in decision-making processes. When
their perspectives are taken seriously, when there are safe and accessible
reporting procedures and when trusting relationships can be experi-
enced, safeguarding policies become both meaningful and sustainable in
everyday life.

On behalf of the BKJ, | would like to thank all those who have spent many
months, years and in some cases decades actively campaigning for child
safeguarding in cultural education and who have been advising and
supporting the “Start2Act” team directly or indirectly.

| hope you will find inspiring ideas, valuable insights and, above all, the
courage to create safe and vibrant spaces together with children and
young people.

Lisa Reul

BKJ Board Member and Managing Director of the Federal Association
of the “Friedrich-Bédecker-Kreise”
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Addressing sexualised
violence with children and
young people - what can
this achieve?

Christine Eichholz

Creative work, however thoughtful and attentive it may be,
is no substitute for a safeguarding policy, but it can form a
crucial part of it. It creates spaces in which children can
develop self-confidence, empathy and courage, which are
essential for recognising, calling out and confronting

sexualised violence.

Christine Eichholz is a Theatre Educator, Systemic Consultant
and the Managing Director of tpw theaterpadagogische werkstatt
gGmbH (tpw). On behalf of the Lower Saxony State Office for Youth

Protection (LJS), she has trained education specialists in schools,

nurseries and youth welfare services on the issue of sexualised

violence for many years.



Now | know what it is, and that there are people
who can help me deal with it.

Girl inyear 3

Sexualised violence against children and young people presents a challenge not
just for those directly affected and their families but also for every institution that
looks after children and young people: nurseries, schools, social services, clubs
and therefore also cultural education organisations.

The silence, taboo and secrecy surrounding sexualised violence, which is deliber-
ately created and reinforced by perpetrators, protect offenders and put children
at risk. Openly addressing sexualised violence breaks through these dynamics
and can have a wide range of positive effects for each child individually, at an
educational level and for society as a whole.

In recent years, major abuse cases, for example those in Ligde or Bergisch Glad-
bach, helped raise awareness of how sexualised violence affects children and
young people and encouraged a more open public debate about the issue. Nev-
ertheless, a feeling of uncertainty persists among parents and education profes-
sionals to this day. How can we talk about these issues with children and young
people in an age-appropriate manner? How can we give children and young
people the right information without frightening or traumatising them? How
much information is appropriate, and how much is too much? Debates (largely
driven by right-wing and conservative groups) claiming that sex education and
prevention work could lead to “early sexualisation” cause even more anxiety and
uncertainty among parents and professionals.

However, studies show that the opposite is true: children who receive age-ap-
propriate sex education and are aware of sexualised violence are safer, more
self-confident and better protected. While prevention work cannot completely
eradicate sexualised violence, it can significantly reduce the conditions that
allow it to thrive.

Children who experience sexualised violence often feel isolated and alone.

They are frequently led to believe that they themselves are to blame or are at
least partly responsible. However, if bodily autonomy, personal boundaries and
violence are discussed within families, schools or youth groups, this will create a
climate in which those who have experienced abuse know that they are allowed
to talk about it and will be taken seriously.

Addressing sexualised violence with children and young people - what can this achieve? 9



Children who receive
age-appropriate sex
education and are aware
of sexualised violence are
safer, more self-confident
and better protected.
While prevention work
cannot completely
eradicate sexualised
violence, it can signifi-
cantly reduce the
conditions that allow it

to thrive.

Frank discussions remove the stigma surrounding the issue; taboos lose their
power. Children who have learnt that the blame lies with the perpetrator alone
and never with the victim, and children who have learnt to distinguish between
good and bad secrets and know that they are allowed to tell a bad secret are
more likely to confide in someone.

Girls and boys who know the anatomically correct terms for their private parts
and other areas of their body and who have received age-appropriate sex educa-
tion are better able to explain what happened to them if they suffered abuse.



This makes it all the more important that professionals who work full-time or on

a voluntary basis with children and young people in any context gain an under-
standing, either during their training or later in their career, of what effective
preventive work looks like, of how to provide a successful first response and con-
duct interviews when a case of abuse has been reported, and of the importance
of < safeguarding strategies that have been developed in a professional and
participatory manner.

Talking about sexualised violence does not mean confronting children with
shocking content or sexually explicit information that is inappropriate for their
age and impossible for them to process. Rather, it is about age-appropriate
education on subjects such as:

« feelings

» physical contact

* boundaries

« consent and trust

» pressure to keep secrets

» knowledge and vocabulary relating to sexualised violence

o courses of action and ways to seek help

Children who are taught that they have the right to make decisions about their
own bodies, who have learnt to trust their feelings and that it is acceptable to say
“no” when someone crosses a personal boundary are better protected. If we talk
to children and young people about - boundary violations and violence, includ-
ing in digital spaces, they will develop self-protection skills, that is, the ability to
assess difficult situations and danger more clearly. If they have learnt to rely on
their gut instinct as a form of unconscious experiential knowledge, they are more
likely to recognise unwanted touching or manipulation, apply coping strategies
that they have acquired and tested, and seek help.

Robbe comes into my room and plays these silly
games with me. At first, | thought it was funny
but now ... now he touches me everywhere, even
where | don’t want him to.

“My body belongs to me!” (tpw),
Boy speaking about abuse by his older brother

Addressing sexualised violence with children and young people - what can this achieve? n



Prevention work ensures that all children are informed, aware and empowered
regardless of whether they have experienced violence or not. Statistically
speaking, in a class of 20 children there will be one or two who have experienced
violence. Many of those children remain silent out of fear that they will not be
believed or that they will be judged.

However, in an environment where the issue is regularly addressed, both profes-
sionally and at an organisational level, structures can be put into place that make
it easier for those affected by abuse to find the courage to speak about it. They
will be made to feel that they are not alone and that there are ways to get help.

© The sooner children who have experienced

abuse manage to overcome their inhibitions

and confide in someone, and then encounter

competent professionals who can refer them to

specialist support services, the sooner we will

be able to prevent long periods of suffering and

the long-term effects of trauma.

Learning to talk to children and young people

about sexualised violence while protecting one’s
own boundaries

When discussing sexualised violence, it is important to distinguish between, on the

one hand, educational and preventive work and, on the other hand, conversations
during which, for example, a child who has experienced abuse confides in you.

The following applies to both areas: education professionals can be trained in

the specialist, communicative and emotional aspects of talking about sexualised
violence with children in a suitable, age-appropriate and trauma-sensitive manner,
provided they receive systematic training, have access to and are conversant with

12



clear institutional frameworks (such as reporting procedures, supervision or psy-
chological support), have learnt how to conduct such conversations and are famil-
iar with techniques for maintaining their own boundaries and practising self-care.

For 20 years of my working life, | avoided dealing
with the issue of sexualised violence out of

a sense of insecurity and a feeling of being
overwhelmed. During the training, | realised that
support is available, and that there are steps |
can take. | now feel more confident and better
equipped to respond appropriately when faced

with such cases.

Social worker

Sexualised violence often goes unreported. Many children will not speak about

it of their own accord; instead they may display changes in behaviour or mental
state or make ambiguous statements to professionals. Prevention work can
provide spaces and opportunities for children to gradually open up about their
personal experiences. This is why professionals in nurseries, schools and other
educational settings find themselves in a key position. They can pick up on signs,
create safe spaces for conversations and set protection chains in motion. At

the same time, this means that professionals may also be faced with distressing
content and unsettling situations, which necessitate a reflective examination of
their own boundaries and professional coping mechanisms.

These skills can be taught through further training, practical exercises, such as
role-playing, and support with their practical application. Empirical and practical
guidelines present a standard course of action that is intended to give profes-
sionals confidence in distressing situations.

There are four areas of particular importance.
Structured training and professional development

One-day training courses can generally provide important initial ideas and basic
knowledge. More effective programmes, however, require a longer-term view

Addressing sexualised violence with children and young people - what can this achieve? 13



and combine knowledge transfer, communication exercises and case work whilst
initiating ongoing support (e.g. coaching or peer reviews).

Institutional safeguards

Individual, well-trained professionals will find themselves under enormous
pressure if their organisation has no clear guidance on reporting and support
procedures. Safeguarding policies, clear lines of responsibility and easy access
to external specialist services are essential factors that enable professionals to
take action, reflect on the pressures they face and seek support.

Supervision, peer reviews and psychological support

Reflecting on distressing cases in a supervision setting maintains the necessary
professional distance and protects those who have to listen to distressing experi-
ences from becoming secondarily traumatised. Organisations that spare no effort
to provide supervision and psychological support despite the associated costs
increase the likelihood that staff will be able to manage cases effectively and
cope with the emotional stress themselves.

Examining one’s own values, attitudes and shame thresholds

Children need clear language and the correct terminology to be able to express
themselves. Some professionals find themselves struggling to talk about sexual-
ity or sexual violence. These internal barriers can be overcome by critically exam-
ining one’s own culturally acquired or inherited values and feelings of shame, and
one’s own personal history of sex education compared to those of other people.
This process can unlock the potential to understand children and young people’s
feelings of shame while also offering them a safe person to talk to and one who
encourages them to speak about it.

There are realistic limits:

Personal trauma suffered by the member of staff

Those who have had distressing or even traumatic experiences themselves
often need additional, long-term professional support before they can work on
distressing cases. Further training alone is not always going to be enough.

Forensic limits

Statements made by children and young people may require the collection of
evidence; and the procedure in this case is strictly regulated. Inexpert ques-
tioning can jeopardise evidence or exacerbate traumatic memories. At a certain
point, the conduct of the interview should be handed over to specially qualified
personnel.

14



© Cultural education professionals can learn

to talk to children about sexualised violence

whilst maintaining their own personal bounda-

ries, provided this learning does not take place

in isolation. An approach that takes the child

seriously, protects their autonomy and, at the

same time, upholds one’s own professional role

and self-care is a basic prerequisite.

The potential of theatre education in child
safeguarding

Cultural education - and theatre education in particular - offers valuable avenues
to boosting self-efficacy. This does not always explicitly involve discussing
sexualised violence or even portraying it on stage. In fact, this is more likely the
exception. It is actually the participatory process in itself that empowers children
and young people, provided the work is sufficiently participatory. It creates
experiential spaces where children can express themselves, recognise bound-
aries and learn about social responsibility. Cultural perspectives build a bridge
between emotional experience and reflective action; and this is precisely where
their potential lies.

Safe spaces through creative forms of expression

In an ideal case, participatory cultural work opens up safe spaces in which
children can express feelings, conflicts and experiences through their art without
having to give anything away directly. Pictures, dance or theatre can initiate a
process of engagement and create a symbolic distance at the same time. Diffi-
cult subjects can be explored indirectly through role-playing and scenes, altered

Addressing sexualised violence with children and young people - what can this achieve? 15



symbols and images, or movement and music. This aesthetic distance makes

it possible to talk about boundary violations without putting oneself at risk. In
participatory work, people can choose their own topics and roles and thus also
influence and decide for themselves where they would leave their comfort zone,
to what extend they wish to test their boundaries and possibly expand them or
whether they wish to defend and preserve them.

| love it when | can help children start thinking
about their rights. How cool is that?!

Theatre educator

Fostering self-efficacy and body awareness

The promotion of self-determination and body awareness is central to the

- prevention of sexualised violence. Theatre education, in particular, combines
different forms of expression such as voice, movement and physical presence.
Participants learn to become aware of their bodies, to see their bodies as a
means of expression and to sense and define boundaries verbally and non-ver-
bally. Carefully guided exercises on space, proximity and distance or on expres-
sions of status and hierarchy foster a sensitivity to one’s own behaviour and
that of others and to the power of body language. This increases one’s ability to
recognise power imbalances or - abuse and respond to them with confidence.

Communication and a change of perspective

The arts, particularly theatre education, promote dialogue-based learning. In
improvisation exercises, such as Augusto Boal’s Forum Theatre, participants
can act out situations, interrupt them, try out alternative courses of action and
experience how power dynamics can be changed. Children and young people
learn that violence does not arise in a vacuum but within social structures, and
that everyone can take responsibility.

Maike Plath’s veto principle can also help groups to take on shared or individual
responsibility in creative processes. Drawing on Jesper Juul’s principle of equal
dignity, certain elements, such as “leadership wildcards”, can be used by anyone
and once established allow for direct feedback on the quality of leadership as
well as the needs and boundaries of individuals and the group. If participants
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who are otherwise rather shy and quiet also play the wildcards to raise a veto,
there is a good chance that all voices in the group will be heard. If resistance is
understood by individuals or within the group as a valuable inspiration for the
shared process, if it is not ignored but used as a resource, then this process
results in a different quality of listening and strengthens self-efficacy.

Emotional learning and empathy

Whilst purely cognitive approaches often convey knowledge about boundaries
and rights, the arts and theatre education facilitate emotional learning. Role-play-
ing allows children to experience empathy, compassion and solidarity. They

can feel what it means to be hurt or excluded and, at the same time, discover

the potential impact of support. These are lasting emotional experiences; they
form the basis for a respectful attitude towards oneself and others. Theatre work
appeals not only to the mind but to the whole person - body, emotions and
perception.

Creative work is always social. It thrives on communication, engagement, coop-
eration, trust and consideration. Collaborative creative work brings about a sense
of community that fosters mutual respect and strengthens social skills. Children
learn that cooperation only works when boundaries are mutually respected and
communicated.

Educational professionalism and responsibility

Theatre and other art forms should never become a stage for revealing personal
experiences but should allow for reflection and awareness-raising.

Creative work is no substitute for a safeguarding policy, but it can form a crucial
part of it. It creates spaces in which children can develop self-confidence, empa-
thy and courage, which are essential for recognising, calling out and confronting
sexualised violence. .

Addressing sexualised violence with children and young people - what can this achieve? 17
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Illustrations

Awareness can end (sexualised)
violence — an overview in
figures and experiences

(Sexualised) violence against children and young people

is more common than many people realise. The majority of
cases remain undetected because they are never reported.
This makes it all the more important to focus attention on
key figures and experiences and acknowledge the role that
cultural education professionals and institutions can play in

protecting young people.

One or two children in each classroom
have experienced (sexualised) violence

9
Statistically speaking, people who work with children
and young people are likely to know both victims
o

and perpetrators. Those who accept the fact E i
that (sexualised) violence can occur within © h
their own environment are better able to k
recognise it and take appropriate action
(UBSKM, 2025). -
= |\
s &Z

Sexualised violence also occurs
in cultural education

Around three quarters of children and young people
who have experienced (sexualised) violence know the
perpetrators from their social environment. They may be
friends or family, or people in places such as sports clubs

or cultural education organisations (UBskM, 2025).




Anyone who works with
children and young people can
become a trusted adult

Children and young people who have experienced
(sexualised) violence often find it difficult to talk about it
though many will attempt to do so. They need someone
who believes them, who takes them seriously and whom
they can trust. A code of conduct and training in inter-
vention conversations can help professionals respond
safely and appropriately (allnock and Miller, 2013).

Young people often look at cultural
>~ education spaces as safe spaces

Cultural education offers a whole range of favourable
conditions for supporting children and young people.
A safeguarding policy and easily accessible reporting
procedures can ensure that it continues to be a safe
environment for young people, where those who have
experienced abuse can receive support and where violence
can be stopped (Prokop, 2026).

How cultural education can support children
and young people in their I well-being
see the “Mind-Care” project at www.bkj.de/
projekte/mindcare
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Practice insights

What children’s eyes see:
youth participation as the key
to greater safety

The “You are the Expert” project, Vuesch gGmbH/Zirkus Zack, Berlin/Oderberg

Zirkus Zack regards child safeguarding as an important issue.

At the annual circus camp, young participants were actively
involved in the safety and planning processes for the first

time.
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The circus holiday weeks take place once
a year in Oderberg, Brandenburg near the
Polish border. “The contrast between town
and country always strikes me,” says Jahn
Heidel from Zirkus Zack, who runs the
circus weeks, “Everything is green, there
are fields everywhere, and there isn't even
a proper road leading to the house, just a
cobbled path. And suddenly you find your-
self right in the middle of the grounds and,
if you're lucky, the circus tent will already
be up. It’s simply magical.” The peace and
quiet of the countryside are the perfect
setting for the circus holiday weeks. There
are few distractions in the countryside,
and so the children and young people

can improve their dexterity and agility by
practising juggling, diabolo, acrobatics,
clowning or balance exercises on the tight-
rope. Together with professional artists,
educators and volunteer support staff they

can develop their own concentration levels.

The stage is set for the concerns of
children and young people

Jahn Heidel, the senior cultural educator
who has been involved with the project
for a year, has now taken a fresh look at
this idyllic setting. Together with children

and young people aged between 9 and

21 and an external specialist from the

child protection association, he analysed
the conditions at the site and carried out

a = participatory risk assessment. Who

is on duty and when? Where are people
hanging out? Who is keeping an eye on the
swimming pool? Is the path to the showers
perhaps a little too dark?

In the run up to the holiday weeks, Jahn
Heidel followed up on the idea of review-
ing the existing - safeguarding policy for
children and young people and taking

a close look at the existing - code of
conduct for support staff. As circus work is
highly physical and involves working with
your body, the staff at Zirkus Zack receive
regular training in child safeguarding.
“The idea of a participatory risk analysis
came about during an information event
in Berlin,” Jahn Heidel recalls, “We wanted
to involve the children and young people
not just as participants but as experts who
could give us important insights.” A group
of 16 children and young people, who had
previously taken part in the circus camp
or were due to do so in future, travelled to
Oderberg to join the consultation process.
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We wanted to involve the children and young

people not just as participants but as experts

who could give us important insights.

Jahn Heidel, Zirkus Zack

If you take participation seriously, then there
have to be tangible results. The children need
to feel that they are taken seriously and that
their concerns aren’t simply brushed aside
with a smile.

Jahn Heidel, Zirkus Zack

Engaging with the children’s agenda
“We're going to decide everything from
now on - your job is done,” one child
joked during the risk assessment. After
the two-hour coach journey from Berlin

to Oderberg, the atmosphere was relaxed
and cheerful. The children and young peo-
ple agreed that “the good things should
stay exactly as they are." In fact, they not

only chose the topics but also set the pace.

Jahn Heidel thinks that adults often try to
find extreme examples in order to make
themselves heard. This may include iden-
tifying fears that children may not even
have, but which adults believe should be
prevented, for example, “This place is a bit
dark, let's do something about it.” Letting
go of this adult-centred perspective and
recognising that certain issues are less rel-
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evant to children and young people proved
to be extremely valuable and became the
key to successful communication. Jahn
Heidel also felt that it was seemingly minor
issues that ended up sparking a discussion.

While consciously engaging with the
children's agenda was not always easy,

it steered conversations in an entirely
different direction than might have

been expected. As a result, the children
discussed how to deal with homesickness
just as deeply as which sweets they were
allowed to bring. In smaller groups, partic-
ipants also had the opportunity to address
age-specific issues, such as access to
hygiene products in the toilets.



“If you take participation seriously, then
there have to be tangible results. The
children need to feel that they are taken
seriously and that their concerns aren't
simply brushed aside with a smile”, says
Jahn Heidel with reference to the atmos-
phere. In a converted former shooting club
in Oderberg, participants share rooms in
groups of eight with the clear potential

for conflict that this entails. “We actually
spent almost two hours discussing how
we could make the room allocation even
fairer,” something that was put into prac-
tice straight away during this year’s holiday
weeks. They also made structural changes
to the premises: wooden walkways were
installed on the paths to the communal
showers, and shower curtains that were
too short were replaced with longer ones.

The open and receptive attitude of those
involved was the most valuable aspect

of the experience. “It was very lively. |
really enjoyed that,” says Jahn Heidel. This
method was not just about analysing risks
but also about designing a shared environ-
ment in which all the participants would
feel comfortable. “It was fun. | can only see
advantages in this method,” Jahn Heidel
believes that it would also be an excellent
participation tool for other projects. “I
sometimes dream about the circus camp
and those are my favourite dreams,” says
one child. His support during the participa-
tory risk analysis is certainly going to make
the circus holiday weeks a highlight for

everyone. Text: Katharina Hennecken *

What children’s eyes see: youth participation as the key to greater safety 25



Interview

Open your eyes and
embrace the unexpected

In conversation with Manuel Peitzker, Head of Musikschule Nienberge e. V.

Manuel Peitzker believes that every music school

needs a suitable, collectively supported safeguard-

ing policy. The head of the music school and his

colleagues have found the process worthwhile for

preventing sexualised violence and for fostering an

open communication culture at the music school.

You have developed a comprehensive
safeguarding policy. Why was it important
to you to establish such a policy at the
Nienberge Music School?
When it comes to sexualised violence,
many people instinctively think “This
doesn’t happen here.” Confronting such
a difficult issue is not easy. However, we
know that music lessons, whether for the
violin, trombone or the piano, usually take
place in one-to-one settings, in which
there may also be power imbalances
between teachers and students.

What is much more important, however,
is that students open up emotionally
in these trust-based settings and send
out signals if things that should not be
happening to them are happening at their
sports club, at home or elsewhere. It is
important not to look away in these situa-
tions but to take action.
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Regardless of the organisational frame-
work, = opportunity structures can easily
arise when people make music together.
By addressing them we don't mean to
imply that anyone intends to abuse them.
What we believe is that it's our responsibil-
ity to ensure that closeness and distance
are handled appropriately during lessons
so that any form of = boundary violation
can be prevented in the first place. Child
safeguarding is extremely important to us.
This involves not only training our teaching
staff to be more sensitive to these issues
but also helping children and young
people to develop awareness of their own
boundaries. The safeguarding policy gives
our teaching staff the confidence to act
appropriately in these situations.




Your project schedule for developing

a safeguarding policy contains over

70 detailed steps. Does it really need

to be that comprehensive?

If you take the process seriously and want
everyone to get behind the safeguarding
policy, then yes. Everyone needs to be

on board: the executive committee, the
teachers, the students and the parents.
Everyone needs information about what
this is all about from the very beginning.
Terminology needs to be clarified. What
exactly is sexualised violence? What
constitutes a boundary violation? What is
- abuse? Participation was important to us
from the outset. That’s why we established
a project group with volunteer represent-
atives from all stakeholder groups at the
music school.

What findings and specific measures
have emerged from this process?

We quickly realised that it was not as easy
as we thought without external profes-
sional support. So we relied on specialist

guidance to work out the best way forward.

First, we carried out a - risk assessment
using an anonymous survey with separate
questionnaires for younger students, their
parents, older students and staff members.
The results formed the basis of our risk
assessment: in which areas are we already
doing well, and where are our weaknesses?
This was followed by a comprehensive
action plan. Some interesting findings

Open your eyes and embrace the unexpected

emerged, things we might otherwise
only have found out about by chance.
For example, some students are afraid of
certain teaching locations during winter
months because the way there is poorly lit.
The action plan addressed not only
spatial issues such as these but also
introduced a full-day basic training course
for all 37 members of staff and specialist
training courses for teachers working
with pre-school children, who often have
a greater need for physical closeness
than older students. Our colleagues also
developed a binding < code of conduct
for teaching staff through an extensive col-
laborative feedback process that included
everyone. Our students did exactly the
same. There is now clear guidance on how
to handle suspected cases and on how to
rehabilitate those who have been falsely
accused. Finally, all these measures had
to be communicated to everyone at the
music school. We asked each teacher to
personally hand out our < safeguarding
policy brochure to students and parents.
This led to important informal conversa-
tions that raised awareness of the issue.

What obstacles did you face?

Not everyone understood at first what the
point of a safeguarding policy was. Some
even felt placed under general suspicion.
It is and always will be a sensitive issue,
which is why it is all the more important
to engage with all stakeholders and take
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Not everyone understood at
first what the point of a
safeguarding policy was.
Some even felt placed under
general suspicion. It is and
always will be a sensitive
issue, which is why it is all the
more important to engage
with all stakeholders and take
both open and covert
resistance seriously.

Manuel Peitzker, Musikschule Nienberge e. V.

both open and covert resistance seriously.
Again, specialist support proved invalu-
able. The training sessions used various
participatory methods to create a highly
interactive atmosphere.

At the same time, this process is never
truly complete. We do not release anyone

from responsibility and have made relevant

training compulsory for every member of
staff. We have also scheduled further train-
ing and workshops on the issue in future.

28

What effects have you noticed?

The issue is now very much on our minds,
even if we don’t talk about it all the

time. For example, in one-to-one lessons,
teachers no longer simply touch students
to correct their posture. They guide them
with words instead. We've become more
aware of situations where we should pay
attention rather than look away and we’ve
also gained more confidence in how to
handle difficult situations.



My colleagues also tell me that they see
a different kind of mindful interaction with
each other, for example, when dealing with
conflicts. These are all positive side effects
that we hadn’t anticipated. Our communi-
cation culture has improved overall.

What advice would you give to other cul-
tural education organisations that are just
getting started?

The amount of work involved in developing
an appropriate safeguarding policy is con-
siderable, both in terms of time and staff-
ing. Design, planning, implementation,
evaluation and the associated communica-
tion take a lot of effort. Even if the 70 steps
in the plan sound like a lot, it's worth draw-

safeguarding policies.

Open your eyes and embrace the unexpected

ing up a detailed project schedule because
it provides better guidance during the pro-
cess. Finding the right external profes-
sional advice is invaluable. But above all, |
would recommend that every organisation
adopts a participatory approach to the
process. That is what ultimately makes the
effort worthwhile. It raises awareness of
the important and sensitive issue of sexual-
ised violence because the process of
jointly developing a safeguarding policy
brings so many additional benefits to our
relationships by helping to ensure that
everyone identifies with the code of con-
duct and stands behind the safeguarding
policy.

Text: Christina Budde ®

Manuel Peitzker is Head of the Musikschule Nienberge e. V. and also a Board
Member of the Regional Association of Music Schools in North Rhine-West-

phalia. As part of his voluntary work on the board, he advises music schools on
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Glossary

Key safeguarding and
prevention terms in the
context of (sexualised)
violence

Abuse — physical or verbal boundary violations carried out intentionally or
due to excessive pressure. It may include the act of intimidating, restraining or
threatening another person.

Awareness team — a group of people responsible for the mental and physical
welfare of participants at an event by being approachable and qualified to
respond appropriately in cases of boundary violations, discrimination and
(sexualised) harassment and violence.

BIPoC — an acronym for Black, Indigenous and People of Color developed

in the US to describe ethnic minorities. It is also widely used in political, activist
and academic contexts in Germany. The acronym addresses specific forms

of discrimination and emphasises that BIPoC individuals have different experi-
ences of systemic oppression.

Boundary violations — conduct that unintentionally crosses another person’s
boundaries. - Abuse

Code of conduct — part of the development of a » safeguarding policy for the
prevention of (sexualised) violence. It constitutes a binding commitment on the
part of an organisation. The code of conduct puts into practice the values set out
in the - guiding principles through specific rules for interactions with children
and young people. This includes guidelines on how to deal with closeness

and distance, language, transparency, one-to-one contacts or changing room
situations.

Cybergrooming — the process by which perpetrators approach children and
young people in digital spaces with the intention of persuading or coercing them
into sexual acts either online or offline.
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Glossary

Depictions of abuse — images, descriptions or recordings of sexualised violence
against children and young people. The term “child pornography” is often used
incorrectly in this context. Since children’s sexuality is not compatible with adult
sexuality, and sexual acts between children and adults can never be consensual,
such material should not be referred to as “pornography”.

Dickpic — photo of a penis, usually received digitally and without consent. It is
often sent with the intention of intimidating the recipient, demonstrating power
or exerting pressure.

Digital natives — people born at a time when the use and existence of digital
media are a natural part of everyday life.

Digital residents — people who view online content and digital technologies
as an integral part and extension of their everyday lives but who did not grow up
with them.

Guiding principle — part of the development of a - safeguarding policy for the
prevention of (sexualised) violence. It describes the fundamental values, aims
and philosophy of an organisation. It also provides guidance for collective action
and forms the basis for specific policies, e.g. in the areas of prevention and child
safeguarding. Guiding principles are ideally developed in a collaborative process
involving management, staff, children and young people and should be reviewed
on a regular basis.

Intersectionality — a term developed by the American civil rights advocate Kim-
berlé Crenshaw in 1989. It describes how different forms of discrimination (such

as racism, sexism, ableism, etc.) do not operate independently from one another
but are interconnected and reinforce each other.

Intervention — procedure in (suspected) cases of (sexualised) violence. A

- safeguarding policy sets out procedures with clearly defined responsibilities,
processes and steps in an intervention plan, action plan or emergency plan
(depending on the safeguarding policy). An established plan ensures a calm and
effective response.

Opportunity structures — structures that enable or make it easier for perpetra-
tors to abuse children and young people, for example, when their transgressive
behaviour is not challenged by those witnessing it (which in turn normalises and
legitimises it), or at times or in places where they are left alone or without super-
vision in the presence of children or young people.
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Peer-to-Peer — in interpersonal contexts, the term refers to interaction and
communication between people of the same age or people with similar abilities
or backgrounds.

Prevention - measures taken by an organisation or institution to prevent, identify
or stop (sexualised) violence. A distinction is made between primary, secondary
and tertiary prevention. Preventive measures fall under primary prevention.
Secondary prevention refers to the identification of (sexualised) violence and

to careful intervention, i.e. putting a stop to it. Tertiary prevention describes
aftercare, i.e. victim support and investigations with the aim of preventing further
incidents.

Reporting procedure — an institution or organisation’s handling of reports.
Reporting channels are established as part of a safeguarding process to enable
witnesses or those who have experienced (sexualised) harassment or violence
to report suspected or actual incidents. Each report is handled according to a
pre-defined and transparently communicated procedure.

(participatory) Risk and potential analysis — often simply referred to as a risk
assessment. It forms part of < safeguarding policy for the prevention of (sex-
ualised) violence, in which the potentials and risks relating to protection from
(sexualised) violence are compiled and evaluated with the involvement of all the
organisation or association’s stakeholders.

Safeguarding policy — a framework that sets out how to protect children and
young people within a specific institutional setting against one or multiple forms
of violence or discrimination depending on the focus of the policy.

Safeguarding skills — the ability to assess difficult situations and risks relating to
(sexualised) violence more effectively through professional engagement with the
subject matter.

Sexting — the exchange of (mostly self-generated) sexual content in the form
of texts, images or videos via messaging services. Non-consensual sexting and
non-consensual forwarding to third parties are forms of sexualised violence.

Survivor-centred approach — acting in the interest of both known and unknown
individuals who have experienced (sexualised) violence. The questions, “How do
our actions (in general) affect survivors?” and “How can they disrupt perpetrator
strategies?” should inform every measure in the prevention of (sexualised) vio-
lence. .

32



Glossary on the subject of prevention of sexualised violence published by the
Independent Federal Commissioner Against Child Sexual Abuse www.aufarbei-
tungskommission.de/service-presse/service/glossar/



http://www.aufarbeitungskommission.de/service-presse/service/glossar/
http://www.aufarbeitungskommission.de/service-presse/service/glossar/




Chapter 2

Empowerment through
participation: having a

say, shaping the future
and being protected

Article

Practice insights

Article

Interview

Tools

What roles do co-determination and partici-
pation of children and young people play in
preventing (sexualised) violence? This chapter
explains how cultural education opens up spaces
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Article

Empowerment through co-
determination and self-deter-
mination — participation as
preventive child protectionin
cultural education

Rahel Steffen

Preventive child protection begins where power dynamics
are critically examined and systematically transformed.
Participation is more than just a method: it boosts children's
sense of self-efficacy, improves social skills and helps to

prevent violence.

Rahel Steffen is a Childhood Education Specialist and a Dance and
Cultural Educator. Her work aims to give children and young people
more space in our society and to challenge power structures. She

works as a Specialist Consultant on issues such as participation,

adultism and prevention in cultural education.
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Children have the right to be taken seriously and
to have their views and consent sought.

Janusz Korczak

Janusz Korczak’s (1878-1942) attitude towards the rights of children was far ahead
of the prevailing views of childhood during his lifetime. Today, participation is

a guiding principle of cultural education (cf. Braun and Schorn, 2012) and enshrined in
the UN Convention on the Rights of the Child (uniceF n.d.). However, the implemen-
tation of participatory processes is often still challenging in practise. How can
children make their own decisions and have a say? What role does participation
play as a tool for » prevention? And how can it be put into practise specifically in
cultural education?

The image of the child and a question of power

The prevailing view of childhood in society and politics has changed: children
are not only seen as needing protection and care but are also regarded as com-
petent individuals with their own rights, needs and perspectives (cf. Braches-Chyrek,
2020; Beiner, 2008). Consequently, children are considered as agents in their own
right, and education is understood as self-education (cf. schifer, 2011).

While children and adults are equal in dignity and value, children also have
specific developmental needs. Adults therefore bear responsibility for providing
protection, support and appropriate forms of participation in equal measure
(Maywald, 2025). This responsibility sits at the intersection of the conflicting needs of
protection and participation, and adults must act transparently and accountably
in accordance with children's rights and in the best interests and well-being of
children (UN Convention on the Rights of the Child, Art. 3). The extent to which
genuine self-determination and co-determination are possible in cultural educa-
tion projects therefore depends largely on the attitudes and actions of cultural
educators.

Although children are holders of their own rights, asymmetrical (power) dynam-
ics often persist between them and adults (cf. Knauer, Sturzenhecker and Hansen, 2016; Wolff
and Schréer, 2018; Liebel, 2023). Power should not be regarded as inherently negative

(cf. Knauer, Sturzenhecker and Hansen, 2016), instead the question is how this power is
exercised. Power also implies responsibility and opens up opportunities to
question or actively shape one’s own assumptions of what is valuable or relevant
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(Winkelmann, 2019). A critical stance towards power can help people to be mindful of
their own role and create spaces for decisions that are made on an equal footing
in terms of dignity and value (Regner and Schubert-Suffrian, 2018; Wolff and Schréer, 2018).
Children need safe and reliable spaces where their rights are guaranteed and
strengthened (wolff and Schréer, 2018). Binding frameworks such as children’s rights
and - safeguarding policies are essential to make sure that this does not rely on
the personal attitude of individual cultural educators.

Questions for reflection

* In which situations and contexts do | have power?

* In which areas do other people depend on what | do and how | do it?

e How do | use this power?

« When have | ever felt that | have abused my power?

» How can | exercise my power positively in terms of responsibility?

* How do | handle my position and my influence?

» Which structures have | put in place to ensure that children feel
safe, involved and taken seriously?

It is therefore important to reflect on how cultural education practice can be
structured and what is essential for working together in a way that is both demo-
cratic and sensitive to child safeguarding. When cultural education practitioners
recognise children as equals and involve them in day-to-day decisions, it means
they are sharing power and are already making an important contribution to pre-
vention work. Participation thus becomes a basic necessity in creative projects.

Understanding participation

Schroder’s (1995) widely used definition of participation is based on a democratic

understanding and encompasses three areas:

1 self-determination in decision-making processes that affect one’s own life,

2 co-determination through decisions concerning the lives and interactions of
the community and hence of a group, and

3 joint negotiation processes aimed at finding solutions.
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According to Prengel’s (2016: 9, 60) definition, the key aspects are listening to and
engaging with children and ensuring that children are able to influence decisions.

Levels of participation

Participation can be divided into different levels of involvement (see Figure 1).
The preliminary stages of participation are “being informed” and “being heard/
involved”. Information should be presented in a child-friendly and transparent
manner, and children's ideas and needs should be listened to. Knowing what will
happen in a dance, drama, or arts lesson gives the participating children and
young people structure and a sense of security; it also already constitutes a core
element of participation. This helps to reduce power imbalances caused by a
knowledge advantage and should be applied to every cultural education project.

Figure1
Levels of participation

Autonomy

{ Goes beyond participation

Self-determination as an individual R Active involvement,
i.e. participation
Self-determinationas a group

Co-determination

Being heard/involved Preliminary stages
Being informed

Participation
Alibi participation Token participation

Window dressing Mon-participation

External control

Source: based on Regner and Schubert-Suffrian (2018) and Schréder (1995)
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This is followed by stages of active participation divided into “co-determination”,
“self-determination as a group” and “self-determination as an individual” (Regner and
Schubert-Suffrian, 2018: 11). Co-determination means engaging in a respectful dialogue
between children and adults, in which different perspectives are listened to

and taken seriously. Whether it is about choosing the subject of a new circus

or dance performance or the next rehearsal exercise, the key is to search for
solutions together. Solutions are found through exchanges of ideas and can be
redefined every day. The most comprehensive form of participation is self-deter-
mination. A distinction is made between self-determination as a group (the group
decides without adult influence) and self-determination as an individual.

The self-determination of each individual, and therefore children's rights to
self-determination, must be upheld at all times. Children and young people must
be able to decide on their own basic needs, which should not be confused with
mere wishes. This includes being allowed to use the toilet or have a drink at any
time. A helpful cue for self-reflection may be to mentally apply the given situation
to adults: would | stop an adult from doing the same thing in the same situation?

Democratic participation

Democratic participation (guided by democratic processes) provides a frame-
work for establishing structures that ensure that children are listened to and
involved in decision-making. These were trialled in the pilot project “Kinderstube
der Demokratie” [The Cradle of Democracy] (Knauer, Sturzenhecker and Hansen, 2016). They
include methodologically appropriate participation structures using bodies
such as a children's conference or a children's parliament, which are particularly
appropriate for cultural education institutions, such as youth art schools or
youth clubs. Democratic procedures such as voting (ibid) can be used at any

time. Suitable options in cultural education projects include voting by a show of
hands, using symbols such as marbles or stickers, or walking to one or the other
side of the room. As a next step, a compromise can be sought through further
discussions so as not to simply follow the decision of the majority. Establishing
these structures requires time and willingness on the part of adults and other
decision-makers.

A general provision that can be created in all cultural education projects is to set
up a - reporting system as part of participation. This relies on adults being recep-
tive and also requires consistent implementation and, consequently, the estab-
lishment of relevant structures. It can be achieved through regular meetings to
discuss feelings and give feedback at the start and end of a session, a reporting
box, designated contacts, children's and youth representatives, and children's
conferences and children's parliaments.
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Participation begins in the minds of adults

It is essential for all participatory creative activities to take children’s individual
personalities, wishes and interests seriously and be open to joint negotiation
processes (cf. Regner and Schubert-Suffrian, 2018: 21). Offering this personal and creative
freedom does not mean acting randomly or adopting a laissez-faire approach.
Cultural educators are responsible for a collaborative atmosphere within the
project and also for providing the space necessary for self-determination, co-de-
termination, negotiation processes and reflection. Creative processes can give
ideas and inspiration using materials, tasks and questions and invite participants
to enter into creative and aesthetic processes in a process-oriented and open-
ended framework.

Questions for reflection

« What scope do participants have for shaping the project and
making decisions?

« In which phases of the project (planning, implementation,
presentation) do they have a say?

* What s the collaborative process behind preparing and
making decisions?

« What structures are in place for ongoing participation?

* How can they decide on their basic needs themselves
(e.g. breaks, working methods and pace)?

« How can | provide individual paths for learning and expression?
Where can participants choose topics, methods, materials or forms
of expression themselves? How can | actively include them in these
selection processes?

« How can | offer participants a sufficient range of inspiration and
opportunities to experiment?

« How can | spark their curiosity for other creative processes?

« How can | openly discuss the creative process with participants?

* How do I support the experience of self-efficacy, e.g. visible results,
recognition or a sense of achievement?

Children and young people experience a sense of commitment in participatory
processes when they are met with openness, when they are listened to and
when their creative expressions are taken seriously. Constructive discussions,
including respectful disagreements, help them realise that their views matter. It
is important in this context to tolerate moments where we do not understand
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something and then, through dialogue, try to grasp the genuine concerns and
forms of expression of children and young people. This way they will be recog-
nised as fully-fledged human beings and artists (cf. Arbeitsstelle Kulturelle Bildung NRW, 2023).

Children and young people
experience a sense of
engagement in participatory
processes when they are
met with openness, when
they are listened to and
when their creative
expressions are taken
seriously. Constructive
discussions, including
respectful disagreements,
help them realise that their
views matter.



In summary, participation in everyday life requires an educational approach that
is based on sensitivity, appreciation and a sense of responsibility on the part of
adults (prengel, 2016). It is closely related to children’s rights, which form the legal
and ethical framework. The rights to participation (UN Convention on the Rights
of the Child, Art. 12, 13, 17) and the fundamental principles of universality and
indivisibility are of particular importance. Children are holders of their own rights,
which can neither be taken away from them nor restricted.

Participation as preventive child protection

It has been shown that the deliberate and systematic dismantling of power asym-
metries is a central aspect of preventive child protection. In this context, partici-
pation serves not only as a methodological tool for questioning and dismantling
existing power structures but also helps children develop their sense of self.

Participation can strengthen children and young people’s self-efficacy, self-con-
fidence and their ability to identify and communicate their own needs, feelings
and boundaries. Through continuous participation and the experience that
their boundaries, needs and the word “no” are respected by adults, a child finds
appreciation and recognition and can develop a positive sense of well-being in
life. This provides a basis for shaping one’s own life in a self-effective manner (f.
Lutz, 2016; Lehmann, 2023).

In participatory processes, children can also learn to respect other perspectives,
make compromises and resolve conflicts non-violently. This strengthens social
skills, promotes an understanding of responsibility and community, and actively
contributes to the prevention of violence (cf. Maywald, 2015).

Participation also encourages adults to shift their perspective. They become
more aware of children’s everyday lives and needs and can optimise institutional
frameworks in line with an effective safeguarding policy. Participation thus not
only empowers individuals but also brings about structural change. .
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© Ultimately, participation should not be

seen as a one-off measure but as a mindset

and firmly embedded principle in everyday

life. Participation can realise its full preventive

potential only when children and young people

experience genuine self-determination and

co-determination.
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Practice insights

Each one teach one:
peer-to-peer as a participatory
approach

Inclusive hip-hop project TALK, adis e. V., Tubingen/Reutlingen

Participation is one of the defining features at adis. The

association is committed to empowerment and anti-discrim-
ination. In the rap and hip-hop dance workshops of the TALK
project, young people learn from one another and participate
in decision-making, including on the safeguarding policy

against sexualised violence.
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A training course on child and youth
safeguarding is dealing with tips on how to
behave in difficult situations. Afterwards,
the participating staff members and young
- peer-to-peer coaches from the TALK
project look at each other wondering what
to make of it. “We quickly realised that we
needed to adapt these tips to fit our own
situation,” says Maria Kechaja. “In certain
situations, calling the police isn't always a
great choice for young people who have
experienced racism.”

Maria Kechaja is an empowerment
coach and coordinates the TALK project
for adis. In the project, young people
aged between 14 and 27 learn to express
and process their experiences of dis-
crimination creatively through rap or
hip-hop dance. They are supported and
encouraged by professionally trained
people such as Maria Kechaja or the former
dance coach and co-founder Teresa Ceran.
They also learn from trained peer-to-peer
coaches who are the same age as them.

Peer-to-peer coaching puts

participation into practice

“The idea for peer-to-peer coaching came
from the young people themselves,” says
Maria Kechaja. The principle is called “each
one teach one” and involves young people
teaching each other not just skills such as
writing rap lyrics or hip-hop dance steps

Each one teach one: peer-to-peer as a participatory approach

but also respect and how to deal with
painful experiences.

Former participants gradually take on
responsibility, initially as co-coaches and
later as coaches, until they are ready to
lead workshops independently in pairs.
The professional coaches introduce them
to subjects such as artistic didactics,
project planning and funding and involve
them in important decisions. “For us adult
coaches, this means not taking ourselves
too seriously,” says Maria Kechaja. The
young people have to grow into their
roles. They are not used to being allowed
to make mistakes and not being judged
for them. The result is that they gain more
self-confidence. Rap co-coach Lenzio
surprised himself, “I never thought | could
teach others anything.”

A safeguarding policy for young

people with experience of multiple

forms of discrimination

In the end, it is one of the peer coaches
who suggests, “We urgently need a suita-
ble » safeguarding policy.” The right policy
will focus on the particular vulnerabilities
of the young people. Participants who face
multiple forms of discrimination based on
their skin colour, background, disability,
sexual orientation or gender are often also
subjected to sexual harassment, < abuse
and violence in their everyday lives. Maria
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We want to explore
this in depth and let
everyone have a say.

Maria Kechaja, Empowerment Coach

Kechaja describes how girls from ethnic
minority backgrounds [also referred to as
- BIPoC in Germany] are objectified and
receive “extremely disgusting” messages
from men, including - dick pics. Incidents
of abuse and rape are also widespread.
Boys from a perceived or actual migrant
background feel under general suspicion
of being perpetrators, not least because
of reports in the press, such as those
following the events on New Year’s Eve in
Cologne.

A participatory process for the
safeguarding policy

To ensure that the young people's needs
and experiences are at the core of a
safeguarding policy that addresses dis-
crimination, the team designed the entire
development process to be participatory.
In a series of meetings, the whole team,
participants and peer coaches first looked
at the safeguarding policies of other
organisations. “Then we also talked about
our own experiences,” says Teresa Ceran.
An incredible number of examples came
up in the process. “The fact that, unlike
ourselves, the peer coaches know the
views of the participants, co-coaches and
coaches from personal experience is also
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helpful for our joint work on the safeguard-
ing policy,” says Maria Kechaja. All these
aspects are now to be incorporated into
the policy. This takes time. Time that those
involved are willing to spend. We want to
explore this in depth and let everyone have
a say.

These issues require time and sensitivity
The fact that the young people speak
openly about their experiences of dis-
crimination as well as painful experiences
of sexual violence is down to the trusting
relationships they have built with one
another during the project. The rap and
hip-hop dance workshops run for a whole
year. “We give them plenty of space to
speak. At our weekly meetings, everyone
can share their highs and lows of the week.
That brings a lot of experiences to the
table,” says Teresa Ceran. It takes great
sensitivity to deal with the sometimes
traumatic experiences in a thoughtful
manner so as not to reopen old wounds.
The coaches offer the young people the
opportunity for one-to-one sessions, but
they can also share their experiences with
the rest of the group or process them crea-
tively through rap lyrics or hip-hop moves.
It is up to them to decide; anything goes.



Those who choose to go down the creative
route are encouraged to find their own
voice to express their experiences.

This fosters a relationship of trust
between the participants, the professional
coaches and the peer coaches; a bond that
some compared to the one they would like
to find in the kind of family they wish they
had but often do not.

Discussing the pitfalls

A safeguarding policy within such trusting
structures requires a great deal of honest
self-reflection. This applies to identifying
both pitfalls and strengths according to
Maria Kechaija. In close-knit, family-like
structures, it can sometimes be much
harder to recognise one's own boundaries
and express them to a person in a position
of trust, for example, when somebody
touches you. Dealing with closeness and
distance is not always easy for the peer-to-
peer coaches, either, for instance, when

it comes to partying with participants or
making friends. Together we have drawn

Each one teach one: peer-to-peer as a participatory approach

up a code of conduct that everyone must
adhere to,” says Maria Kechaja.

Lessons learnt: how participatory
safeguarding processes can succeed

To co-ordinator Maria Kechaja and
co-founder Theresa Ceran, genuine par-
ticipation means handing over power and
responsibility to peer-to-peer coaches and
participants. “The atmosphere is different
when I'm in the room. | deliberately step
back, even if they initially want me to stay.
This creates a space where they can really
learn to take responsibility by themselves,”
says Teresa Ceran.

“There's no question that hierarchies
and power can generate power imbal-
ances and violence,” adds Maria Kechaja,
which is why cultural organisations should
honestly reflect on just how participatory
their structures really are. Only those who
are prepared to fundamentally question
themselves and their hierarchies will be
able to design genuinely participatory

processes. Text: Christina Budde ®
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Article

Participation in the development
of safeguarding policies —
including everyone from the
beginning

Vera Sadowski

Participation is not only a basic principle of cultural education
but an equally important aspect of preventive work with
children and young people. What are the specific opportuni-
ties for participation, and how can typical challenges be

overcome in a practical way?

Vera Sadowski is an Educationalist and through “Sicher(l)Ich” sup-
ports associations, organisations and companies in the development
of safeguarding measures and policies as well as awareness-raising
initiatives. She runs seminars and training courses on the prevention

of violence, anti-discrimination and protection from sexual harass-

ment at the workplace.
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Participation is a key element of cultural education. It is also an indispensable
aspect of prevention work and must therefore always form part of a » safeguard-
ing policy. The systematic involvement of children and young people reduces
power imbalances between them and the adults responsible for their welfare.
The participation of children and young people right from the development stage
of a safeguarding policy is a sensible approach, not just as part of the safeguard-
ing policy itself but also for a number of other reasons.

Children and young people are experts on their own self and their own life
Children and young people know best which situations make them feel unsafe
and what they need to feel happy. They have a different view of spaces and
premises. They also know what behaviour they expect from others, not least from
adults. Participation in the development process of a safeguarding policy will first
and foremost produce a more realistic policy that meets the needs of children
and young people.

Increasing self-efficacy and empowerment

The active involvement of children and young people boosts their self-confi-
dence and increases the likelihood that they will be able to set their own bound-
aries, seek help or talk about difficult situations. They will know their rights and
will be better placed to stand up for them. Children and young people who are
actively involved learn that their voice and their opinion carry weight and that
that how they feel matters.

Acceptance and effectiveness of safeguarding policies

Safeguarding policies will be effective only if they are understood and supported
by everyone involved. If children and young people participate right from the
development stage of a safeguarding policy, they will understand and approve
of the content that is relevant to them. At the same time, they will also be able to
identify more closely with the content and so help to ensure that the safeguard-
ing policy is put into practise.

Fostering a culture that respects boundaries and builds trust

Children and young people who are involved in the development process learn
that the organisation or association cares about their welfare. They realise that
the adults responsible for them are sensitive to the boundaries and needs of
children and young people. As a result, children and young people will also find
it easier to speak up in their everyday lives when their individual boundaries are
crossed.
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The active involvement
of children and young
people boosts their
self-confidence and
increases the likelihood
that they will be able to
set their own boundaries,
seek help or talk about
difficult situations.

Opportunities for involving children
and young people

Participation is a fundamental basis of - prevention work. If we take this principle
seriously, participation cannot merely be an element or content of a safeguard-
ing policy but must be respected as a guiding principle throughout. This means
that children and young people must be included right from the development
stage of a safeguarding policy. The reasons for this are explained above.

The following are some ways in which children and young people should be
involved in the development process from the very beginning.



Conducting a risk and potential analysis

The = risk and potential analysis forms the basis of the safeguarding policy devel-
opment and aims to identify both existing risk factors and existing safeguarding
measures. The findings of the risk and potential analysis inform the (further)
development of safeguarding measures, which are then integrated in the subse-
quent safeguarding policy.

The perspectives of children and young people are particularly important when
conducting a risk and potential analysis. Children and young people have a
completely different view of the structures of an organisation or association.
Structures that adults take for granted are not as easily recognisable to children
and young people.

During the risk and potential analysis, children and young people are given the
option to provide feedback. This feedback must flow into the development of the
subsequent safeguarding policy. Conducting a risk and potential analysis with
children and young people will reveal which safeguarding measures still need to
be developed. It will also highlight which measures are not being communicated
in a way that is appropriate for children and young people and the reasons why
children and young people are not aware of particular measures, such as an
existing = reporting procedure.

Development of a collaborative code of conduct

The purpose of a » code of conduct is to ensure professional behaviour that
respects boundaries and establish a framework for interactions with children
and young people. It is generally aimed at the management of an organisation
or association and everyone who works directly with children and young people.
A code of conduct should ideally be developed in collaboration with these
individuals and, among other items, should include agreements on managing
closeness and distance and on protecting privacy. A code of conduct makes it
more difficult for violence to occur, gives adults confidence in their actions and,
at the same time, offers protection from false accusations.

In addition to involving adults who work with children and young people, it
makes sense to also include the children and young people from an organisation
or association. They know best what they expect from the adults who work with
them. Developing a code of conduct together with the children and young peo-
ple ensures that their perspectives are taken into account. The rules of the adults
are simultaneously the rights of the children and young people. A collaborative
development guarantees that the children and young people know their rights.
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Identifying designated contacts and reporting channels for children
and young people together with children and young people

Children and young people must be able to turn to an adult and seek help if
something happens to them that they do not like or that causes them harm. It is
important that they know who this contact is and that they are able to trust them.
It therefore makes sense to involve children and young people in the selection of
designated contacts. In addition to the question of who can act as a contact, it is
also important that the names of the contacts and the reporting procedure are
communicated via channels that children and young people actually use. Again,
it makes sense to involve children and young people here as well because they
know best how they choose to communicate.

Developing common rules for events

Many cultural education organisations and associations run various events with
and for children and young people, such as workshops, courses, excursions

or festivals. Such events require rules, reflected in the code of conduct, that

tell adults how to interact with children and young people. There must also be
equally important rules that apply to everyone taking part in the event. Rather
than simply establishing these rules for children and young people during the
preparations for an event, they should be developed in a participatory process
with the children and young people so that they are fully aware of the rules. This
process also makes it more likely that the children, young people and adults
involved are going to adhere to them.

Genuine participation: challenges in developing
safeguarding policies

There is no question that the participation of children and young people is a val-
uable part of the development process. The ways in which genuine participation
can be achieved and which methods are appropriate depend on various factors.
The following outlines the factors that have emerged in the development of safe-
guarding policies by various cultural education institutions and associations and
the options available for addressing the associated challenges.
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Development of a safeguarding policy by the umbrella organisation

Cultural education institutions and associations often work together under

an umbrella organisation. It may make sense for the umbrella organisation to
develop a safeguarding policy that member institutions and associations can use
as a guide. This allows the umbrella organisation to define the basic principles
and the fundamental requirements that apply to all members. Depending on the
human and financial resources of the member institution or association, they
may rely on support from the umbrella organisation when developing a safe-
guarding policy in the first instance.

However, an umbrella organisation is generally not the functional entity that
comes into direct contact with children and young people, which can often make
their participatory involvement difficult.

One way of involving children and young people nonetheless is to initiate a pilot
project with individual member institutions or associations. This enables children
and young people who are taking part in the event and programmes run by a
member organisation or association to become involved in various participation
processes. It is important to ensure that the structures, programmes and events
are as representative of the umbrella organisation members as possible so that
the findings can be used by all.

The content of the umbrella organisation’s safeguarding policy must be closely
examined by each institution and association so that it can the applied to all of
them. The umbrella organisation’s safeguarding policy can only provide guidance
and assistance in this task.

No close personal contact with children and young people

Institutions and associations that have no close contact with children and

young people other than in the course of brief projects and programmes, for
instance, face the challenge of how to ensure the participatory involvement of
children and young people in the development of a safeguarding policy. In these
cases, it may be best to first examine what opportunities for participation the
programmes and projects already offer and to what extent they can be applied to
the development of a safeguarding policy. The process must ensure that there is
enough time to allow these opportunities to be utilised.
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In terms of sustainability, the development process must consider which of these
opportunities for participation can be implemented long term. They should then
be incorporated into the safeguarding policy.

Participation is not routinely practised

Even though we know that participation is an important method for personal
development, it may not (yet) be an integral part of education work. Participation
must be practised so that children and young people can truly become involved
and influence the development process.

Institutions and associations that have not yet actively involved children and
young people face the challenge of how they can now successfully include

them in the development process. This requires easily accessible methods of
participation. It is important not to overwhelm the adults responsible for children
and young people or the children and young people themselves. As part of the
safeguarding policy development, it is also important to reflect on the fact that
children and young people have so far not been involved on a regular basis and

to examine which opportunities for participation should be permanently embed-
ded within the structures.

Participation must be
practised so that children
and young people can
truly become involved
and influence the
development process.
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Children and young people do not embrace the opportunity
to get involved

Not all children and young people will embrace the opportunity to get actively
involved. There are various reasons for this. Some are simply not interested.
Others may not feel confident enough to express their opinions openly. Social or
language barriers may be another underlying cause. It is also possible that the
chosen participation options are not appropriate for the age or individual devel-
opmental stage of the children or young people. The best approach would be to
offer a variety of participation formats to meet the diverse needs and resources
of children and young people. .
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Interview

Reading the body’s signals
— how dance helps children
set boundaries

In conversation with Jana and Nina and the dance and theatre educator
Mara Atkins from the FELD Theatre for Young Audiences, Berlin

What is it like to feel secure in your own body?

12-year-old Jana* and 11-year-old Nina* talk about

the project “My body belongs to me - closeness

and disDance” in their after-school programme.

The Berlin-based dance and theatre educator

Mara Atkins explored the physical perception of

boundaries with her participants through dance

and drama teaching methods.

How did you find out about the project
“My body belongs to me — closeness and
disDance” and did you have any idea what
sexualised violence meant?

Jana: Our teacher in the after-school group
told us about it and said that she would
also be there. | knew Mara from another
project and that was why | was keen to
take part.

Mara Atkins: It was important to us that there
were two trusted adults so that we could
deal with whatever experiences or feelings
came up.

Nina: At first, | didn’t know that it was going
to involve dance and movement. | thought
we were just going to talk about it.
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You did more than just talk during

the project. Can you describe some

of the exercises?

Nina: TO start with, we spent five minutes
writing down what was troubling us.

We just weren’t supposed to put the pen
down while we were writing.

Jana: It was cool not being told what to
write, unlike at school, and to write what-
ever | wanted without thinking.

Nina: You don’t have to keep everything in
your head if you write it down.

Mara Atkins: We called it “Writing in the blank”.
Jana: Another exercise was “Guiding some-
one through the room”. One person had
their eyes closed, and the other held them

*All names have been changed.



by the shoulders and guided them. But first
you had to ask, “Is it ok if | touch you?” The
person who was leading the other one was
not allowed to do anything to hurt them,
like leading them into a wall, for example.
The person who was being led had to trust
them.

What did that feel like?

Nina: Being led was a bit strange and scary
because you didn’t know where you were
going. | felt happier when | was leading the
other person.

Jana: Yes, you feel responsible because the
other person trusts you. Another time, we
all pretended that we were a puppet that
anyone was allowed to move. That was
exhausting and fun.

Nina: But it also felt strange and unfamiliar
being able to move another personin a
way that meant that | determined what
they did.

Mara Atkins: The idea behind these and other
exercises is not just to engage with a feel-
ing or experience cognitively but also to
feel it in your body. For example, someone
comes towards me while we're moving
through the room. What does that feel like?
Or, where in the room does my gut instinct

Reading the body’s signals — how dance helps children set boundaries

tell me | feel safe here — whether that
safe place is under a table or in a corner.
It's about constantly re-connecting with
your own body and being able to use that
information.

What did you find out about yourself and
your body during the exercises?

Nina: | found out that | can’t scream out
loud.

Mara Atkins: Your scream was hidden away,
we had to look for it first but once we'd
found it you became very loud. You have
to practise saying “no” or “stop” and you
need your body for that.

Nina: There was always music, so we were
able to move in whatever way we wanted.
That's how | know that | can dance. Before,
when | was at a birthday party, and we
were going to play the “Freeze Dance”, for
example, | always found it a bit embarrass-
ing. Most of the other girls go to a dance
school and are much better at it. But Mara
taught me that | can just do it and that |
don’t have to feel embarrassed about it.
Mara Atkins: Dance and theatre education is
also always about keeping you moving so
that thoughts and feelings can’t get stuck
in your head when they come up.

59



will pay attention.

Jana*

The project was divided into a girls’ group
and a boys’ group. Do you think that sexu-
alised violence also affects boys and was
it a good idea to have separate groups?
Jana: | wouldn’t say that it never happens

to boys. It's probably less likely but | can
imagine for example an adult man touch-
ing a boy.

Nina: | myself felt more comfortable in the
girls’ group than | would have in a mixed
group. For example, there was a girl that
told us something she didn’t want anyone
else to know.

Jana: You wouldn’t have been able to tell
that to a bigger group, either. It was terri-
ble what happened to her. | couldn’t even
imagine that there are actually people who
would do something like that.

Mara Atkins: Based on other examples that we
discussed and explored through practical
activities, the question for the boys wasn’t
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Now | know what | can do when | feel
threatened. | can call for help, join a group
of other people or go into a shop. You can
also shout “Fire!” and then more people

just why people do this sort of thing but
also why they are so often men? That was
a difficult subject for them as adolescents
whose bodies are perceived as male.

Can you think of any situations in every-
day life where you don‘t feel safe?

Nina: When | leave the house on my way to
school, it takes me three minutes to get
to the next corner. There’s never anyone
else on the path except me. You walk past
a park, and there are always drunk people
there. That's why | look over my shoulder
five or six times to see if there’s anyone
behind me. Once there was a drunk who
was loudly banging the fence around the
park while | was walking past. That scared
me.

Jana: There's a sports ground on my way

to school, and there are always people
there taking drugs. | don't like walking past



them. They behave in a weird way because
the alcohol and the drugs do something
to them. Sometimes some of them cross
over to my side of the road and then |

walk faster and try to join a group of other
people.

What helps you feel safer now?

Jana: Now | know what | can do when | feel
threatened. | can call for help, join a group
of other people or go into a shop. You can
also shout “Fire!” and then more people
will pay attention. Some people are just
not very nice, they don’t care when a child
asks for help but if you shout “Fire!”, they’ll
listen.

Nina: I've got more self-confidence. That's
important, for example, if someone comes
up to me and wants to talk to me, and |
don’t want to at that moment. Then you
need the confidence to say, “l don’t want

to, | want to be left alone”. Or another
example, when my mum wants me to wear
something that | don’t want to, maybe
because | don't like it, I've learnt that it's up
to me to decide and not her.

Mara Atkins: The message is: my body belongs
to me. We've also discussed this with
examples from everyday situations, for
instance, you don‘t always want a hug
when you're being put to bed at night. The
way something makes you physically feel
can be applied to potentially dangerous
situations.

What kind of support would you like

from adults?

Nina: When I'm in the wrong, when I'm
arguing with an adult and | don’t know any
better, then I'd like that person not to shout
at me but to calmly explain why something

isn’'t working. Text: Julia G8hring ©
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Tools

Participatory develop-
ment of preventive
measures with children

and young people

An important part of prevention work is to
encourage children, young people and parents
to recognise (sexualised) violence and seek
help without hesitation. Resources are available
to help address the subject of prevention in
educational settings.



f Tool 1

Power barometer

Objective: The power barometer can help  the two signs participants signify that they
a group of participants identify and dis- firmly believe that only one opinion is valid
cuss transgressive and abusive behaviour.  in this particular scenario. The further away
The tool provides an introduction to the from the sign and closer to the middle

issues relating to the use of power and the  of the line they stand, the more nuanced
abuse of power. It was developed by inme-  their assessment of the situation becomes.
dio - institute for mediation. counselling. Standing in the middle can express uncer-
development and is presented here in a tainty or a “both/and” attitude.
version adapted to cultural education.

The initial scenarios are described in no

Preparation: There must be sufficient more than one or two sentences. Partici-
space in the room so that all participants pants can make up their own background
can move and position themselves along story and position themselves accordingly.

a line. One end of the scale is marked with  Gender roles may also be reversed.
a sign reading “OK/use of power; the other
end with a sign reading “not OK/abuse of The facilitator now asks individual partici-

power”. pants about their thoughts and reasoning
behind them. Their answers are not judged
Method: The facilitator describes a sce- but may be repeated for clarification (“So
nario, for example, “A 19 year-old group you mean...”,”It’s important to you...”).
leader goes to the cinema with a 14-year- Follow-up questions may also be useful,
old participant.” The participants then “Under what circumstances would you
take a position along the scale depending change your current position?” Every
on whether they consider the action to viewpoint expressed on the barometer is

be “OK/use of power” or “not OK/abuse of met with respect and interest. There are no
power”. By standing directly next to one of  discussions.

Figure 2
Example of a power barometer

not
OK

& &)
Abuse of . U Use of
power Y ) power
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Example scenarios: Before a performance,
the coach adjusts the children’s
skirts and trousers.

At a project’s closing party,
a young person makes a move
on a youth leader.

She goes along withiit.

Note: It is essential that the facilitator tells
the group that the barometer is not about
being right or wrong. Each person decides
for themselves where they stand.

Questions for reflection

A 19-year-old volunteer
goes to the cinemawitha
14-year-old participant.

The guiding principle is that everyone

has the right to their own opinion and that
everyone has the right to change their
mind.

The questions are answered one by one in writing. After a while,

participants discuss their answers in pairs. This is followed by a group

discussion (e.g. “What’s new for you?”)

* How can you tell that your boundaries were violated?
* How would you describe this boundary violation?
« To what extent do your experiences, perceptions and interpretations shape

the relevant scenario?
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f Tool 2
Hidden object game

Objective: The hidden object game offers
an effective way of talking to children and
adults about transgressive and abusive
behaviour, expressing needs and wishes
relating to personal boundaries together
and using this to formulate rules for get-
ting along with one another.

Preparation: Order or download a hidden
object picture and print it out. The picture
can either be displayed in a public place,
such as an entrance hall where it can be
viewed and discussed, or used during

workshops, training sessions or rehearsals.

Method: Look at the hidden object
picture together. Discussions can be
initiated by asking, “What do you see?”
Another question could be, “How do you
think the people you see are feeling?” to
encourage participants to think about in
which situations they feel comfortable or
uncomfortable.

More hidden object games from
the field of cultural education
and educational resources on

the issue of prevention are
available at: www.bkj.de/themen/
praevention-kindeswohl/paedago-
gische-materialien/

Figure 3

Details from the hidden object game of the German Youth Wind Instrument Orchestra

(left) and LAG Zirkuspadagogik NRW (right)

© Both hidden object games: Dorothee Wolters (dorotheewolters.de)
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f Tool 3
Rejection exercise

Objective: This method aims to promote
self-empowerment and consensus-build-
ing. Participants can try out and reflect
on different ways of making contact. In
doing so they learn to recognise, express
and talk about their own and others’
boundaries.

Preparation: Participants line up in two
rows so that each person has someone
standing about 4 metres opposite them.

Method: While everyone is standing in
their spot, the facilitator suggests different
ways of making contact. Everyone claps
their hands. The players then walk towards
each other and think about whether they
want to try out that particular way of mak-
ing contact with their opposite number.
When everyone has moved towards the
middle, the facilitator counts down from
three to zero whereupon everyone uses
their thumb to signal a “yes” (thumbs up)

Questions for reflection

or a “no” (thumbs down). The participants
only proceed together if both have said
‘ves”. If both have said “no”, they return to
their starting positions. If one person says
“yes” and the other says “no”, the one who
said “yes” stays in the middle for a moment
longer and accepts the rejection with dig-
nity. After each turn, the left row moves up
one step so that new pairings are formed.

7

Possible ways of making contact that

may be suggested:

e giving each other a high five

« winking at each other

« sticking your tongue out at the other
person

« blowing kisses

e greeting each other with “Hey, baby”

» stroking each other’s cheek

« hugging for five seconds

« stroking each other’s eyebrows

« greeting each other like dogs

« Didyou only do things you felt like doing?

* How much did you let yourself be guided by your opposite number?

« Was it difficult to say or hear “no”?

« Didyou feel comfortable and safe at all times during the exercise?

« Can we always say “yes” or “no” in our everyday lives?

Source: LAG Spiel und Theater Nordrhein-Westfalen (2024): Hinterm Vorhang. Ein Praventions-Theater-Programm der LAG Spiel & Thea-
ter NRW e.V. Herford/KdIn. www.spiel-und -theater-nrw.de/uploads/1/0/6/9/10695832/ lag_arbeitsheft.pdf [retrieved on 11/03/2026].
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Article

A participatory approach to
risk and potential analysis?
A practical example froma
national association

Verena Schmidt

Autumn 2024: A youth association launches a safeguarding
process at national level via the “Start2Act” funding project.
The association’s steering group develops a participatory risk
and potential analysis for the following spring. This practical

example is described in detail below.

Verena Schmidt is a Mediator and Specialist for Prevention and
Intervention in Sexualised Violence. She works for a youth associa-
tion that focuses on anti-racism as the Project Lead for a prevention

initiative and advises organisations on safeguarding processes.
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Why should you carry out a (good) = risk and potential analysis in the first place?
Let’s imagine a - safeguarding policy is like a pot of stew that fills everyone up
and is enjoyed by as many people as possible. We could simply use the top-rated
recipe from the internet. However, to make sure that it is going to be enough for
everyone, nobody has an allergic reaction and ideally everyone wants seconds,
we have to ask ourselves who and how many are we cooking for? What kind of
food intolerances are there? Which ingredients do we already have, and which do
we still have to go out and buy?

Risk and potential analyses serve a similar purpose, which is to identify in
advance the key points that require particular attention when developing a
safeguarding policy or during a safeguarding process. The aim is to work out
strengths and weaknesses, i.e. potentials and risks, in order to derive measures
relating to protection and welfare from them. “Proactive forms of prevention

can be effective only when proactive and potential error sources have been
identified” (Oppermann et al. 2018). However, it is not only the answers and results of
an analysis that are helpful, the process itself also has a positive effect. “[The
psychologist Lawrence Kohlberg] demonstrated that by closely examining moral
dilemmas to develop solution strategies, actors were able to improve their moral
judgement capacity. He observed that children and young people exhibited posi-
tive changes in their social behaviour as a result. They also became more capable
of recognising their own needs and develop better and fairer solutions with
others when there were conflicts within the group.” (ibid.: 87). The participatory
development of safeguarding policies and the conduct of a risk and potential
analysis already have in themselves a preventive purpose and effect.

From objective to implementation — the steps
involved in arisk and potential analysis

Just as these analyses are elements of a safeguarding process, each individual
analysis can also be broken down into typical elements and steps. Typical
because the analysis, just as the safeguarding process as a whole, has to be
tailored to the specific organisation. Some associations may be able to reach a
large number of people via an online survey, while other groups rely on a series
of personal discussions. The assessment as to which approach is more appro-
priate and how results can be drawn from each format to assist with drawing
up a safeguarding policy is the responsibility of the working group entrusted
with drafting the safeguarding policy. The fact that the usefulness of the policy
depends largely on how the process is initiated is another argument in favour
of filling this working or steering group with a broad range of people and the
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necessary expertise. In this case, the working group must first decide on the
organisation’s target group(s) and the analysis of who has insight and expertise
regarding the organisation and what the (known) vulnerabilities are.

With these target groups in mind, the steering group decides which questions
and formats are required to achieve the above-mentioned objective of the analy-
sis, i.e. find out where structures, premises and communication, etc. provide fer-
tile ground for sexualised violence; what options exist for reporting misconduct
or feelings of unease; who has decision-making powers and where and when;
and identify areas where safeguarding is already working well. The answers to
these questions make it possible to highlight areas requiring attention; areas with
a particular need for improvement, and areas that are relevant to writing up the
safeguarding policy. The working group is tasked with compiling the necessary
formats, topics and questions. Just like the policy as a whole, this process cannot
be a copy and paste exercise even though various examples may be used for
guidance or inspiration.

A national youth association embarks on the
development of a safeguarding policy — who is
the target group?

For the purpose of this analysis, the youth association identified two target
groups: firstly, the members of the delegate assembly, which is made up of
around 70 full-time and voluntary staff from the youth association’s member
organisations, aged between 20 and 60. Secondly, the full-time staff at the
national office for whom an anonymous online survey was created. The following
focuses on the details relating to the workshop designed for the delegate
assembly.

Questions, methods and rationale

When developing the workshop for the delegate assembly, every effort was made
to design a separate method for each question. The aim was to keep the sessions
varied and engaging to elicit more open, honest and useful responses for the
analysis.

Participants were left to decide in which order they wanted to tackle the ques-
tions, which were grouped by topic. From the outset, they were free to move
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between the various stations that had been set up across several rooms
and corridors in the building. Colourful masking tape on the floor marked the
routes to different topic areas.

Well-being

The topic of well-being provided a space to reflect on one’s own feelings
and share them anonymously.

Question: “Do you feel comfortable here?”

Instructions: “Please take a roll of toilet paper and cut it to size.”
Method: Rating scale

Participants could cut the toilet roll to size according to how they
felt (very comfortable = leave the roll whole, very uncomfortable =
leave only a narrow slice).

Question: “Which situations make or made you feel uncomfortable?”
Instructions: “Please write down your thoughts on a piece of paper
and place it in the jar.”

Method: Free text

The number of folded pieces of paper that were visible in the jar
showed how many people had already responded while the individu-
al responses remained invisible until they were evaluated.

Question: “Did you know that the national association was
working on a safeguarding policy relating to the prevention of
sexualised violence?”

Instructions: “Please place a white bean for ‘yes’ and a red bean
for ‘'no’ into the relevant jar.”

Method: Yes/no question

The responses were clearly visible in the two jars containing

red or white beans.

A participatory approach to risk and potential analysis? A practical example from a national association
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Code of conduct

This topic made reference to an existing code of conduct, which delegates
were required to acknowledge when registering for the delegate assembly.
It was also displayed in several prominent locations at the event.

Question: “Are there any rules (that you are aware of) governing

how we interact at national level?”

Instructions: “Please take a green streamer for ‘yes’ or a red one

for ‘'no” and blow it onto the other streamers.”

Method: Yes/no question

There are two bowls for yes and no. The bowls were deliberately
chosen to be slightly too small so that they seemed to be overflowing.

Question: “Do you feel able to speak up if the code of conduct is

not being followed?”

Instructions: “Please write down your thoughts on a card (feel free to
go beyond a mere ‘yes’ or 'no’) and pin it face down onto the wall.”
Method: Free text

Participants had the opportunity to think about how the code of
conduct is applied in direct interactions.

Reporting procedure

For this topic, participants were asked about their views on how issues raised
were handled and how opportunities for feedback and criticism were received.

Question: “What is your experience of how reports are dealt with?”
Instructions: “Please write down your thoughts,

feel free to respond to comments already posted.”

Method: Written/silent discussion

This question was meant to encourage exchanges and reactions
between participants while maintaining anonymity.
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Question: “How confident do you feel about expressing criticism

and why?”

Instructions: “Please take a strip of paper and cut it to the right length
(see example strip). Write down your reasons on the strip.”

Method: Rating scale

Each person was given a narrow strip of paper to respond. Participants
could cut the strip along a prepared scale and write down a number
between 1and 6 and give their reasons.

Awareness team

The sessions for this topic were held in a confidential setting to allow for both
anonymous feedback and a guided exchange. Participants answered the first
question anonymously with a coloured sticker (green for yes, red for no); the
second and third questions were then discussed in a guided exchange and
recorded on the flipchart by the facilitator.

Question: “Do you know who to turn to if you need help?”

Question: “What does a well-organised awareness team look like to
you?” (People, roles, prior knowledge, setting, premises, structure,
other factors...)

Question: “What kind of incidents (areas) should the awareness team
be ready to deal with?”

Positioning

Questions on the issue of positioning were asked in a separate room to allow
small groups to discuss three statements over several rounds. A scale was
marked out on the floor with masking tape. Participants positioned themselves
along the scale in response to each statement. When they had chosen their
position, a photo was taken of their feet.
« Statement: “| feel completely comfortable about approaching

the awareness team.”
« Statement: “I feel represented within the national association.”

A participatory approach to risk and potential analysis? A practical example from a national association
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Following the first two statements, an open follow-up question was asked: “What
would it take to achieve that?” The ensuing guided discussions were recorded on
a flip chart so that they could be read during subsequent rounds.

Then the third statement was discussed:
» Statement: “In a best-case scenario, prevention is invisible as a cross-cutting
issue.”

The background to this statement was the event organisers’ ongoing assessment
as to whether the prevention of sexual violence should be directly addressed at
events, or whether the topic should be incorporated into the planning but not
mentioned during the implementation. For example, could the topic of preven-
tion and protection be dealt with more effectively if a warm-up game involving
physical exercise was labelled as a “prevention method” or not?

Participation

The topics relating to participation were discussed using cards displayed on the
corridor walls. As the questions were of a rather factual nature, the added value
lay in making the answers immediately visible to everyone and so encourage
mutual inspiration and the exchange of ideas, as necessary.

» Question: “In which areas do you see the need for more action
relating to prevention (of sexualised violence)?”

¢ Question: “On which issues would you like to see more input from
the national association?”

* Question: “What does good communication or transparency look
like to you when it comes to the issue of preventing sexualised
violence?”

» Instructions: “Please write down your thoughts onto the cards
and pin them up where they can be seen (feel free to group similar
thoughts together).”

Responses, results and conclusions

What were the responses and what measures were subsequently included in the
safeguarding policy? Without going into too much detail, the type and range of
responses came as a positive surprise. Various systemic principles and forms
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of discrimination were raised, which up to that point had not been mentioned
in direct conversations or in the plenary sessions. For example, the participants’
age and the length of their own group’s membership of the association were
descried as barriers to voicing criticism.

Situations in which people felt unease were particularly revealing; the following

were mentioned:

« Group situations and anonymity: many people feel insecure in large
unfamiliar groups or new environments, or when discussions become heated
or hierarchical or are conducted with outdated views.

» Discrimination and exclusion: conscious or unconscious negative comments
as well as a lack of diversity in committees and among supervisors cause
people to withdraw and feel frustrated.

« Emotional insecurity: the fear of rejection increases when criticism of insensi-
tive behaviour is not taken seriously or when hurtful feedback is received.

+ Rooms and general conditions: alcohol consumption, inappropriate
behaviour, a lack of space for personal feelings and a lack of female role
models create additional barriers.

« Participation and representation: few voting rights in decision-making
processes and the feeling among small or migrant groups of having to
constantly prove themselves exacerbate the sense of unease.

» Personal boundary conditions: coming out, being alone in the evening
and repeatedly having to explain oneself are personal reasons for a heavy
feeling of insecurity.

Contributions that related to issues other than sexualised violence were
forwarded to the relevant decision-makers, such as the management and the
steering group for a diversity-sensitive development process. This process, like
the safeguarding process relating to sexualised violence, takes a closer look at
and further develops the association in terms of its strengths and weaknesses, in
this case, however, with regard to various vulnerabilities, forms of discrimination
and multiple discrimination (intersectionality).

For this reason, responses relating to issues other than sexualised violence were
just as welcome and were a useful means of highlighting the vulnerabilities
present within the association. Ultimately, they were also to be expected. When
asked about power structures, potential unease, the culture of criticism and so
on, responses will naturally describe shortcomings in all areas. The responsibility
to take all reports seriously and deal with them constructively is equally universal.
This is the only way in which trust in the reporting procedures will grow over time
and ensure that even serious shortcomings will be addressed.
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Therefore, it would be contrary to such a positive reporting structure if responses
were limited to sexualised violence. However, it is important to be open and
transparent from the beginning about whether, and to what extent, findings
relating to other forms of discrimination can also be addressed.

The range of responses to almost all questions was very broad, indicating that
the questions had been worded appropriately for this target group. The vast
majority of responses was very constructive, both in terms of suggestions for
improvement, openness and requests, and in terms of positive feedback on
developments relating to awareness. Following the workshop, there were many
expressions of gratitude for the process and the opportunity provided. This was
both a joy and a burden because such active participation naturally brings with it
the hope for specific implementation and direct change. However, in the medium
term, the authors of the safeguarding policy have limited influence over this,
especially when it comes to the described aspects of other forms of violence and
discrimination. Coping with this duality is part of the process and a challenge for
the steering group.

In terms of its usefulness and practical applicability, the analysis was a success.
Many suggestions and descriptions were incorporated into the drafting process
for the safeguarding policy. It was impressive to see how often contributions
from the risk and potential analysis served as the basis for decisions and specific
wordings. To return to the earlier stew metaphor, the analysis provided a long
and detailed list of ingredients and quantities. The subsequent drafting process
represents the actual recipe and method of preparation of these ingredients.
Chopping up the answers and adding them to the stew at the right moment is
obviously so much more than simply “throwing everything in together and stir-
ring twice”. In this regard, the composition of the working group, which drew on
various perspectives from within the association, was very helpful.

The most important insight from this analysis as the starting point of the safe-
guarding process probably lies at a meta level and is both banal and critical: ask
a good question and you get a good answer. .

BP References
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Lehrbuch Schutzkonzepte in padagogischen Organisationen. Weinheim, Basel:
Beltz Juventa. p. 86 ff.
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Practice insights

When children have a say:
how prevention can work
in art schools

Kunst & Gut Landesverband der Kunstschulen Niedersachsen e. V. (LVKS), Hannover

&

)

What do children need to feel safe? The easiest way to find out

is to ask them. The Association of Art Schools in Lower Saxony

shows how participation can benefit an entire organisation.
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At an art school, children are listening
while sitting at tables with sheets of paper
that they are meant to draw large soap
bubbles on. Yvonne Sommer reads the
children a story about a girl who finds
shelter in a soap bubble. But the children
just scribble aimlessly, slide about on
their chairs and chat. Yvonne Sommer
could simply tell them to be quiet but
instead she asks, “What do you need

right now?” The children reply, “We need
more space.” They quickly get on the floor,
large rolls of paper are brought in, and
soon the children are sitting or standing
in protective bubbles that they designed
themselves. “When I'm standing in my
bubble, everything feels calmer,” says one
of the children.

Looking at art schools as safe spaces

This is how to establish a trusting atmos-
phere, which is an essential aspect of child
protection, as Yvonne Sommer knows. As a
social education worker at the Association
of Art Schools in Lower Saxony (LVKS), she
is responsible for supporting art schools

in developing safeguarding policies. “The
fact that our programmes make children
and young people feel safe and happy is
more than just a by-product. Art schools
provide important safe spaces and for that
we need policies,” says Yvonne Sommer.

When children have a say: how prevention can work in art schools

To encourage the about 40 art schools
in Lower Saxony to develop their own
safeguarding policies, the association
launched a survey. Yvonne Sommer
describes the approach using a number
of questions, “What knowledge do they
already have? Where do the schools see
sticking points? What would the schools’
teams like to see?” The issue of participa-
tion was cited as the greatest challenge.
“How do we even go about that?” A con-
cern for smaller institutions was, “How can
we implement a policy when we don‘t even
have a team, and our freelance staff cannot
afford to work for free?”

Distinguishing between the abuse of
power and protective power

The association worked with the educa-
tionalist Vera Sadowski to draw up a model
safeguarding policy and held training
courses on child protection in three
regions. The training followed a standard-
ised basic framework and was based on

a regional model that had been trialled

in North Rhine-Westphalia. “We chose art
schools as the venue because they already
had expertise in this area,” says Yvonne
Sommer. The LVKS also organised project
funding that enabled art schools to pay
freelance staff an expense allowance.
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Only when children and young people feel that

they are being taken seriously, will they look at art

schools as safe spaces where they can express

bad experiences, feelings and thoughts.

Yvonne Sommer, Kunst & Gut

Landesverband der Kunstschulen Niedersachsen (LVKS)

Everyone in direct contact with children
and young people should be aware that
the way they interact with them also has an
impact on them. This fact is addressed in
the code of conduct, for example, how to
handle closeness and distance and what
beliefs may be unconsciously conveyed.

The issue is about whether power is
exercised in an inappropriate way and
violates boundaries. “Saying ‘l don't
exercise power’ doesn’t work,” explains
Yvonne Sommer, “Instead, you can ask
what you can do to avoid exploiting this
power and use it positively as a protective
power?” The development of a common
attitude towards this is an important part
of a safeguarding policy. Yvonne Sommer
summarises other elements by stating,

“Participation is at the very top of the list
and has to be worked out first and put into
practice. Many other things are easier to
do: acquiring knowledge about children’s
rights, educating children about them
or knowing the procedures, such as not
having to decide whether a case falls
under child protection law when there are
professionals you can turn to.”

Yvonne Sommer believes there are cer-
tain basics that have to be regularly agreed
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by everyone in order to integrate the
prevention of sexualised violence in child
safeguarding policies. For instance, an art
school must regularly perform enhanced
criminal record checks both for new staff
and for existing staff and ask them whether
they agree to the jointly developed code
of conduct. “Alarm bells start ringing
whenever | hear that staff are still being
employed even though they refuse to pro-
vide an enhanced criminal record check,”
says Yvonne Sommer. The questionnaires
used by the art schools as part of their
risk analyses during the working phase
revealed issues that hadn’t been consid-
ered before, such as what happens after
the course? Are the children left alone in
the dark? Who is picking them up?

Participation is the most effective

form of prevention

“So then we thought, let’s just train people
in participation,” says Yvonne Sommer,
“But all of a sudden the courses didn't go
ahead.” Some professionals feared that
there would be anarchy and chaos if they
embraced participation. “Yet genuine
participation is the best form of prevention.
It teaches children to deal with existing



power dynamics, in the sense of ‘yes, |
know you’re my teacher, but this still

is not ok,” she points out. “Fortunately,
the BKJ then gave us the opportunity to
speak to each art school individually and
ask, “Where have you got to and what
exactly do you need?” Because “Only when
children and young people feel that they
are being taken seriously, will they look

at art schools as safe spaces where they
can express bad experiences, feelings and
thoughts,” she adds.

A “child safeguarding expert panel”
made up of children and young people
was set up to ensure that the association
consistently involved children and young
people in turning art schools into safe
spaces. The members of the panel will
support the process from their own per-
spective. The initial ideas are in place; the
young people are designing an “exit game”

When children have a say: how prevention can work in art schools

for adults, and primary school-age children
are acting as self-appointed safeguarding
detectives and have put together an
investigation kit. They are going to use the
contents of this kit to work with children
from other art schools and scrutinise their
safeguarding policies. “I'm curious to see
what suggestions the panel has for improv-
ing our current support framework when

it comes to developing and implementing
child safeguarding policies. After all, it's
also about setting an example; we adults
also have gaps in our knowledge. The
children and young people can help me

fill these gaps with joint solutions,” says
Yvonne Sommer with genuine conviction.
“Art will assist us with this, too. This is the
incredible power of cultural work, the fact
that we can lead young people towards
self-efficacy through working together.”

Text: Julia Gohring ®
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Interview

Safeguarding policies
as lived practice

In conversation with Prof. Mechthild Wolff,

Landshut University of Applied Sciences

Safeguarding policies are not a bureau-

cratic formality but responsibility in action.

Why are they an essential part of cultural

education? And how can young people

experience genuine participation?

Let’s assume an association claims it
doesn’t need a safeguarding policy
because its members already looked out
for each other. How would you react?
Unfortunately, | so often find that people
are initially resistant to the idea that adults,
be they education professionals or volun-
teer youth group leaders, could abuse their
power over children or young people or
resort to violence. Experience sadly shows
that the importance of a preventive safe-
guarding policy only becomes clear after a
serious incident has occurred. So it’s vital
to keep the lines of communication open
even with sceptical stakeholders and high-
light the added value of safeguarding pol-
icies. New perspectives open up as soon
as associations or institutions engage with
the question “Could this happen to us?” At
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that stage, they begin to understand that
it might be a good idea to carry out a risk
assessment.

What are the key factors that motivate
cultural education providers and associa-
tions to develop a safeguarding policy and
embed it long term?

It is crucially important to highlight the
benefits of a safeguarding policy, for
example, if there are no existing structures
such as designated contacts or external
reporting options. Any existing gaps can
be a catalyst that encourages providers

to address the issue of reporting. A funda-
mentally open-minded attitude towards
the issue has an impact on the develop-
ment of safeguarding policies, keeping
discussions interesting and professional



Safeguarding policies should be a
recurrent theme without posing major
obstacles and without slipping into
banality — that is the real art of it.

can help break down resistance and
inspire people to reflect on the issue. Legal
developments can be motivating factors,
too. Safeguarding policies have become
mandatory in many areas, However, it’s
not just about legal requirements but
about the professional attitude of those

in the field. How do they deal with the risk
that violence in its various forms can be

a fact of life for many children and young
people? Many associations have imple-
mented safeguarding policies not because
they were obliged to do so but because

of their professional ethos. Ultimately, the
development of a safeguarding policy is a
responsibility that concerns everyone who
works with children and young people.

What challenges and specific conditions
do you see in the implementation

of safeguarding policies in cultural
education organisations?

Institutions and providers must manage to
integrate the measures — and there need
not be that many — into everyday life in a
way that makes sure they don’t lose their
significance by simply being points that

Safeguarding policies as lived practice

Prof. Mechthild Wolff

are ticked off on a to-do-list. Instead, they
should be the obvious choice that needs
to be incorporated into everyday life and
existing structures. | refer to this as “natu-
ral mindfulness” and to achieve it, every-
one has to be made aware of the issue.
Everyone also has to be well informed
about what they themselves can do to
help when it comes to implementing the
safeguarding policy. There are additional
challenges in peer-oriented structures,
such as youth associations where young
adults run groups or serve on the board,
because roles can become blurred. This is
a potential risk factor that has to be taken
into consideration.

Dealing with the issues of prevention
and protection from sexualised violence
can be intimidating. Safeguarding policies
should be a recurrent theme without pos-
ing major obstacles and without slipping
into banality — that is the real art of it.

How can this succeed?

Providers should make their safeguarding
policy clearly visible, for example, by
providing information on their website or
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New perspectives open
up as soon as associations
or institutions engage
with the question “Could
this happen to us?”

Prof. Mechthild Wolff

in the entrance to their premises. It must
also be a recurring item on the agenda of
general or team meetings. The preventive
measures outlined in the safeguarding
policy must be regularly reviewed through
brief surveys, and together everyone
should think about what their experiences
of the measures are. That alone goes a
long way.

You adopt a participatory approach in your
research projects, for example,

the "SchutzJu” project. How can chil-

dren and young people be involved in
developing a safeguarding policy in an
age-appropriate manner?

Our participatory approach is also based
on the results of a survey that we con-
ducted in collaboration with the University
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of Hildesheim. We surveyed numerous
youth associations to ascertain to what
extent young people had actually been
included in the development of safe-
guarding policies to date. The results were
sobering. In the vast majority of cases
there was hardly any participation. This

is exactly where our “SchutzJu” project
comes in. Safeguarding policies must not
just be there for young people but also
have to be developed together with them.
In this context, we created the PaCoPro
tool kit, which is a digital set of methods
and resources designed to help young
people to actively draft a safeguarding
policy for their group themselves. The tool
kit contains posters, checklists, simple
games and two sets of cards that are
meant to inspire discussions in the group:



Who is a trusted adult? What should we do
if something happens? What rights does
everyone in the group have and how can
they be upheld?

What does successful participation of
children and young people look like?

It's not just about participation, it's about
self-determination. Young people are

at the heart of safeguarding policies.
Ideally, they should explore the issue
independently, discuss it with each other,
develop their own ideas and take on joint
responsibility for each other. These things
can be collectively agreed through play
and on an equal footing within the peer
group. But this does not relieve adults from
their responsibility.

Safeguarding policies as lived practice

For more information on the “SchutzJu”
project and the PaCoPro tool kit see
www.schutzkonzepte-partizipativ.de/

Is there also an incorrect or inappropriate
way of involving children and young
people in the development of a safeguard-
ing policy?

A safeguarding policy that was developed
solely by adults sitting at a desk is not
going to work. The main role of adults and
professionals is to stay in the background
and not dictate what’s right or wrong.
Nonetheless, it is their job to create a safe
framework, in other words, provide a safe
space, establish relevant structures and
offer support where needed.

The right approach is to take young
people seriously as experts of their own
lives, let them have a say in decisions and
enable them to shape their own protection.

Text: Katharina Hennecken ®

Prof. Mechthild Wolff is the Head of the degree programme Social Work in
Child and Youth Welfare in the Department of Social Work at Landshut Uni-
versity of Applied Sciences. She led the sub-project on safeguarding policies
in youth association work as part of the project “SchutzJu - Developing Safe-

guarding Policies through Participation” on the Landshut campus.
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Article

Digital aspects of
participation in prevention
projects and processes
within cultural education

Christian Griiner

Digital spaces have long since become an integral part of
young people’s lives. How can prevention be incorporated
into cultural education to protect young people in these

spaces without resorting to alarmism or blind enthusiasm?

Christian Griiner is an Educator, Mediator, Specialist for Prevention
and Intervention in child and youth work on the issue of sexualised

violence, and a Media Education Expert.
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The relevance of digital spaces and opportunities
for young people

We live in a world shaped by media and are confronted with digital content and
devices in our private lives, at work, at various times of the day and for a wide
variety of reasons on a daily basis. The use of internet-enabled devices and the
content accessible through them has become an integral part of our daily lives.
This inevitably means that children and young people also come into regular
contact with them, either passively observing or actively using them.

Children who have grown up taking smartphones, tablets and smart TVs for
granted — we call them - “digital natives” or - “digital residents” — are far less
hesitant and often (presumed to be) competent in their use from an early age.
What is important here is to make a distinction between digital literacy (the ability
to operate devices confidently and know their potential uses) and media literacy
(the ability to navigate and participate in digital spaces safely and competently).

There are many studies that provide an overview of young people's usage behav-
iour. One thing they all agree on is the realisation that children and young people
frequently have access to mobile devices, and hence digital content, from a very
early age.

Potential and opportunities from the young people’s perspective

What is it about this digital playground that makes it so attractive and appealing?
Virtually everything! According to Cooper’s “Triple-A engine” model (cf. Cooper, 1998),
the internet captivates users with its (perceived) anonymity, affordability and
wide availability. Whether it is social contacts, social participation, knowledge
acquisition, everyday help, acting out creative impulses, gaming or simply
entertainment and background noise, the digital world delivers reliably and at
almost any time. Young people can find an online space where they can work on
their self-image, shape their identity and try out different lifestyles without adult
supervision. They can slip into roles, try things out, make new friends or catch
up with old ones, thereby fulfilling key aspects of adolescent development. In
safe spaces and settings that they have chosen themselves, they can gain new
insights and educate themselves, including on topics that may be considered
taboo, personal or intimate. Free music, videos and images are available at all
times. From their perspective, young people find themselves in a modern land of
milk and honey.
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Acknowledging the current situation

Although the initial reaction of adults and those in a supporting role is often to
point the finger and warn of the risks and dangers, the enormous significance
that digital spaces hold for young people has to be generally and objectively
acknowledged. Failing to recognise and value this fact means closing one’s eyes
to the young people’s world or belittling it. The central issue here is not whether
one can (emotionally) relate to the enthusiasm and significance. However, estab-
lishing a (working) relationship with young people requires an openness to learn
about and engage with their topics and interests.

Or, to put it in the words of a young workshop participant: “It doesn’t matter
whether | think it's a good thing that we're surrounded by media. That's just the
way it is now.”

The fear of the unknown or the potential
of the unknown?

At this point, while prevention should be understood as - primary prevention, it
is also important to look at the measures of = tertiary prevention. The idea is that
the likelihood of harmful consequences unfolding in the first place should be
minimised in advance, and that should the situation arise after all, it will lead to a
learning effect that can reduce the probability of recurrence.

The risks for young people associated with digital spaces are as diverse as the
opportunities these spaces offer them. In the context of sexualised violence, they
frequently involve < cybergrooming; exposure to age-inappropriate content,
such as pornography or as a result of non-consensual - sexting; and images, vid-
eos or recordings that are relevant under criminal law. Problematic initial contact,
manipulation and dependencies can progress so quickly that they are difficult

to spot in the moment. A lack of knowledge about standards and rights in digital
spaces further complicates matters.
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Preventive strategies in digital spaces

One key aspect is the fact that we can no longer distinguish between the online
and the offline world because they are so closely linked. And this is precisely
where the work with children and young people should start. Digital experiences
leave behind analogue feelings, reactions and impressions. Social media users
must be empowered to recognise these real emotions, take them seriously and
draw the relevant conclusions. A bad gut feeling when chats become unpleasant
is a warning sign that also applies to social interactions online. Doubts as to
whether | should disclose information or personal details feel as real in the ana-
logue world as they do in the digital world and are a sign that something is amiss.
Therefore prevention strategies do not need to be re-invented but adapted to
digital spaces. Naturally, the variety, frequency and intensity of potentially dan-
gerous situations are much greater and more complex online, but the underlying
dynamics and needs do not differ from those in the analogue world.

Requirements of adults and those in a supporting role

Taking all this into account, there comes a time when people entrusted with
supporting children and young people and fostering their development must

be aware of the following: when working and communicating with children and
young people, digital topics and aspects that are not limited to the online world
but are mutually dependent must not be excluded or ignored. They must at least
be taken into consideration and included, or better still, actively addressed and
integrated into projects. In practice, this does not mean that activities should
only take place with the aid of smart devices or digital content. However, we
must be clear about one thing, apart from offering potential, online content and
experiences are also simply ubiquitous.

What is required is a good deal of openness and the willingness to embrace new
ideas that may not always align with one’s own plans and expectations. An inter-
est in the lives and concerns of young people who one comes into contact and
works with is both indispensable and beneficial. This does not mean that we must
immediately become experts in young people’s media consumption but rather
that we should create interpersonal spaces to discuss media content, which
young people are welcome to fill themselves. A specific example may be to ask
what photos and videos that relate to the topic currently being discussed they
have seen recently. A question about inspiring visuals is likely to lead to media
content. It is also possible to ask the children and young people whether any
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clips, audio files or images could be incorporated into the current process.
What this demands of professionals is less about teaching or training and more
about engaging in joint discussions and signalling an openness to debate.

Including digital participation

As mentioned above, one of the fundamental tasks is to adapt existing and
familiar elements to digital spaces. This also relates to involving participants and
the question of how this can be achieved in a smart way.

Starting with a culture of participation, digital tools offer good and easy-to-im-
plement options to address specific issues and gather perspectives. In terms of
content, this can range from fundamental topics, such as the collaborative devel-
opment of rules or a code of conduct, to a digital suggestion box that provides
an anonymous and easily accessible feedback option. There are plenty of free
tools for this, for example, Flinga, Padlet or Mentimeter, which can be shared

via links or QR codes.

Embracing the gaps

Not everything has to be digitised. It is not a prerequisite for working well or
creatively and on an equal footing with young people. At the same time, online
tools and smart devices can be used as enjoyable and varied extensions to
existing methods and ways of working because they are often simply better

at engaging young people and can also simplify and complement the work
processes of professional staff.

Including digital aspects in safeguarding policies

Based on the fundamental principle that the purpose of the safeguarding policy
is to contribute to the protection of children and young people and minimise
situations in which the children’s welfare could be put at risk, it is clear from the
above that this can only be achieved through a good mix of analogue strategies
and digital components. As a result, an institutional safeguarding policy must
address precisely these considerations and not exclude digital aspects. This
does not mean that existing strategies should be shelved, instead they should be
reviewed to see if they can meet these requirements. If this is not the case, they
may be worth revising with a view to how existing points could be expanded to
include a perspective on digital content.
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One of the great challenges often lies in the fact that these issues have been
addressed far too rarely in practice and that digitality was excluded from day-to-
day work. Yet what may seem daunting and overwhelming at first can, ultimately,
be resolved quite easily with a little creativity.

Risk and potential analysis

When considering potential spaces and processes that could harm the welfare of
children and young people, the shift away from purely analogue settings towards
online environments is an obvious and easily achievable step.

Questions as where participants feel uncomfortable or find themselves in

difficult situations should now also include meetings and interactions in virtual

worlds:

e Where do peers communicate with each other?

« Where do young people meet adults there, including perhaps teachers?

« Which age-inappropriate or problematic content might be accessed on the
institution’s devices?

o [..]

The question of potential must also be considered:

* Where and how can children and young people be empowered and
informed through the use of mobile devices?

* How can their use be channelled specifically towards the
preventive strategies mentioned above?

o [..]

Code of conduct

The digitalisation of the code of conduct is a similar undertaking. Just as we have
agreed a fundamental approach that describes and formally sets out how to
conduct work with children and young people, we must also develop and adopt a
position on digital matters. How is the integration of virtual content in our activi-
ties viewed? Are there any benefits to the use of social media? And what happens
to mobile devices during a workshop?
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Conclusion

In order to continue to support and inspire young people, we need more than
tried and tested programmes and practices, we also need the courage to
embrace new methods and content. Reacting with closed-mindedness and
rejection, failing to acknowledge the now ubiquitous digital nature of young
people’s daily lives and not integrating it into our collaborative work amounts to a
rejection of young people’s realities.

While it may require greater flexibility and a readiness to accept that we may
need to switch from a teaching role to a learning role, the enormous potential of
digital content should be accepted as a benefit. Thanks to their diverse nature,
digital elements can make a valuable contribution to cultural education pro-
cesses. This opportunity should be seized with a good measure of courage and
openness.

Reacting with
closed-mindedness and
rejection, failing to
acknowledge the now
ubiquitous digital nature
of young people’s daily
lives and not integrating it
into our collaborative
work amounts to a
rejection of young
people’s realities.
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Interview

Creating closeness
and defining boundaries
— tips for cultural

education

In conversation with Kimberly Alder, Specialist for Prevention and Interven-

tion, inmedio - Institute for mediation. counselling. development

Closeness, physicality and creative freedom are an

integral part of cultural education practice. Kim-

berley Alder believes that they are both a blessing

and a curse when it comes to preventing sexualised

violence. In the interview below, she explains what

professionals should be mindful of.

What are the particular challenges in
cultural education in terms of preventing
sexualised violence?

Cultural education can be a very creative,
empathic and open space when it comes
to discussing another person’s boundaries.
At the same time, this also makes it diffi-
cult. Being creative together, for instance
in dance or drama, is very much about
physical contact. This is both a blessing
and a curse because there is always the
risk that a boundary is crossed. That's why
my main concern is that | may have to
change too much about my own work and
lose the essence of it. There's a feeling of
futility where you think, “Oh dear! How are
we supposed to do it then? Our entire work
is based on connecting with people and
creating closeness.”
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What can help professionals approach
the subject during workshops?

| find an exercise where | read out a
scenario on the use of power very useful.
It works well if the example closely mirrors
the realities of the participants’ working
lives. For example, a theatre group is
performing a play, everyone has changed
into their costumes and is ready to go

on stage. The director notices that the
t-shirt of one of the actors has slipped and
adjusts it. The workshop group then lines
up along a scale on the floor, somewhere
between ‘this use of power is ok’ and ‘this
use of power is not ok’. In an ideal case,
you’'ll be able to see how differently this
scenario is perceived and then learn to talk
and think about when the use of power is
acceptable. We all (have to) use power; it’s
about how we use it.

See also Tool 1 “Power
barometer”, p. 64/65



Kimberly Alder

Are there “Aha!” moments in the workshop
that change something with regard to
safeguarding policies?

It's often the fact that we can’t simply tell
who has been affected by abuse. Statis-
tically speaking, there is someone who
has experienced sexualised violence in
every workshop in which | talk about the
issue. | often mention this fact to the group
although it is not so much about looking
around and thinking there is someone
affected here. One thing is clear, when-
ever you talk about it, be it among staff
members, freelancers or with children and
young people, there is always someone
who has experienced violence. That's why
the way you talk about it makes a differ-
ence. For instance, when an organisation
says, “If there’s no evidence then there’s
nothing we can do” and then you look at
those who have not yet come forward, you
realise that the way we talk about sexual-
ised violence has an effect.

Which questions relating to prevention

in cultural education are raised most often
in training sessions?

It varies depending on where the
organisations are in the process. The first
question often is, “Is this even an issue for

One thing is clear, whenever you talk about it, be it
among staff members, freelancers or with children
and young people, there is always someone who
has experienced violence. That’s why the way you
talk about it makes a difference.

us?” Sometimes there’s been an incident,
and then the questions are more specific,
such as “How do | deal with the person
affected?”

How do you respond to this question?

My main concern is to ensure that this
person feels that they were heard and
understood during the conversation. It's

all about that moment, almost everything
before and after is irrelevant for now. There
is often a desire in these conversations

to promise the person that there will be
immediate action and say, “These are the
five steps we're going to take next.” But

in the initial conversation, the only thing
that matters to the person affected is: “The
person | have placed my trust in has under-
stood me and takes me seriously without
being out of their depth.”

How can this approach be integrated

into a safeguarding policy?

Firstly, the initial conversation needs to
take place in a calm atmosphere. Someone
speaks and someone listens. Secondly,
everyone within the organisation must
know that the trusted contact is allowed to
share information with another person. So,
if you as a person affected by abuse con-
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Cultural education can be a
very creative, empathic and
open space when it comes
to discussing another
person’s boundaries.

Kimberly Alder

fide in someone, you will know that they
are going to talk about that with someone
else. If both these points are set outin a
policy, then that’s a good start. Ideally, you
would practise this through role-playing
scenarios in the training sessions.

What organisations often refuse to
acknowledge at first is that violence can
occur anywhere one way or another and
to the same extent. The difference lies
in whether there is an official channel for
reporting it or only unofficial ones.

Does this reluctance to acknowledge

the issue also exist in the cultural
education sector where professionals
may already see themselves as empathic
and approachable?

All organisations wish that the issue didn’t
exist, including those in cultural education,
but | tend to find more openness there.
The programmes themselves at least offer
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the potential to address the issue, for
instance, through plays. Of course, there
are obstacles to the implementation like
“We don’t have the resources, we can’t
manage it structurally.” For example, when
| produce a play on the issue | must also
be able to deal with any traumas that may
come to light in the process. Then you
quickly have to ask yourself, “Do we have
the resources and expertise to handle
this?”

Are there other obstacles to taking action?
For smaller organisations it’s often time
pressures and being overwhelmed by

the subject matter. The BKJ, for example,
always tries to find a platform where
organisations can exchange ideas and
create resources. Unfortunately, these
opportunities for free training aren’t the
norm.



Do you have any tips on how to deal with
resistance in an organisation?

My basic tip is don’t take anything person-
ally. All we can do is ask ourselves what
new information this resistance gives us.
So what could we change to get everyone
on board? This includes looking closely at
your own resources and asking yourself,
“Who can | recruit as an ally?”

How can | get help when | am dealing
with a suspected incident and realise it's
taking its toll on me?

First of all, it’s good to admit that dealing
with such reports is exhausting and stress-
ful, and that’s ok. Perhaps you can take a
moment to appreciate that someone has
managed to confide in you. Fortunately,

For support services such
as the Violence Against
Women Helpline or the
Sexual Abuse Help Portal
in Germany see p. 105

there are regional psychosocial support
services that you can call for help. There
are also many online support services,
such as the Violence Against Women Help-
line or the Sexual Abuse Help Portal.

What action would you like to see to fur-
ther improve prevention and safeguarding
in cultural education?

| wish that all organisations would develop
and communicate a clear policy on how to
respond to reports of sexualised - abuse
and = boundary violations. Because if the
organisation won't do anything when it it’s
word against word, those seeking help will
know where they stand straightaway and
can decide to go elsewhere.

Text: Julia Gohring ®

Kimberly Alder is a Specialist for Prevention and Intervention in the abuse of
power, sexualised harassment and violence. On behalf of the BKJ's “Start2Act”
project, she runs online training courses on the subject and advises cultural ed-
ucation providers on safeguarding policy processes. She helped to develop her

first safeguarding policy for a youth association at the age of 18.
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Illustrations

st The “Start2Act”
project

Start2Act is an EU-funded project run by the German Feder-
ation for Arts Education and Cultural Learning between 2024
and 2026. With a total funding of around 1.5 million euros,
Start2Act has supported over 250 projects on the prevention
of (sexualised) violence in cultural education. As so far the
only project of its kind in Germany that deals with protection
from (sexualised) violence in cultural education, it supports
providers in establishing and developing safeguarding

structures.

Start2Act launched a range of funding schemes to support voluntary cultural
education associations and sectoral and regional association at various stages
in the development of a comprehensive safeguarding policy and with the imple-
mentation of prevention projects.

The Start2Act team raised awareness of the issue at a number of events and was
able to build a large network of supporters. A social media campaign and numer-
ous resources for children, young people and professionals provided information
on safeguarding to increase the visibility of this issue in cultural education.
“Start2Act: Safer Spaces and Participation in Cultural Education - A European
Conference on Child Safeguarding Policies” will be held in Berlin in June 2026
and enable a European dialogue on the prevention of (sexualised) violence in
cultural education practice and the relevance and potential of participatory
approaches, methods and processes.

Funded projects over 250
Total funding approx. € 1.5m
People reached (through the funded projects) over 30,000
Multipliers trained through the Start2Act training programme “Embed- 40

ding Strategies on the Prevention Of (Sexualised) Violence - Qualification
as a Specialist for Child Safeguarding in Cultural Education”

Number of professionals reached (through 15 training courses) approx. 300
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Funded projects

Figure 4

Funded projects € 250,000

over 130 pilot projects
R (max. €2,000 per project)

B

€ 615,00
32 development projects

(max. €20,000 per project) SeD 000

87 expertise projects
(max. €8,000 per project)

Pilot projects provided an easily accessible introduction to the issue of preven-
tion through workshops for children and young people, professional training
courses, the development of a safeguarding policy or the production of preven-
tion materials and formats. Expertise projects often involved the implementation
of individual elements of participatory safeguarding policies. A number of
umbrella organisations developed further training or support programmes for
their members. Other projects carried out prevention initiatives with children
and young people. The development projects ran for 18 months with the aim of
developing a comprehensive and participatory safeguarding policy for a cultural
education provider or association.

© As the first national project on the protec-

tion against (sexualised) violence in cultural

education, Start2Act received far more applica-

tions for projects than it was able to fund.

An overview of the funded projects
can be found at www.bkj.de/projekte/
start2act/gefoerderte-projekte/
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Figure 5
Type of funded projects (in per cent)

Implementation of individual elements of a safeguarding policy _ 36%

Workshops with children and young people _ 27%
Development of a safeguarding policy 21%
Further training and multiplier training for professionals 14 %
Production of prevention material or formats 3%

Findings

There is a great deal of interest among providers and associations to make their
structures safer for children and young people. At the same time, there is a clear
need for further awareness-raising to encourage providers and associations in all
sectors of cultural education and in all federal states to address this issue.

The more prior knowledge of prevention of (sexualised) violence a provider has,
the more specific the projects often are. Providers who have been dealing with
this issue on an ongoing basis for a long time are able to pinpoint the gaps in
their safeguarding policies and develop appropriate measures. Providers who
have not yet looked into the issue in depth often started with a pilot project
involving further training or workshops. For effective prevention, providers and
associations must be able to build on their current position.

The relevance and scope of the issue of prevention of (sexualised) violence is not
something that can be understood in an instant. Convincing and involving every-
one within an institution and working together with them to create effective and
transparent safeguarding policies is an organisational process that requires effort
but also has great impact - not just for those who have experienced (sexualised)
violence but for everyone involved in the process. .

© The development of prevention measures

and safeguarding policies has a powerful

effect. It requires time, resources and, ideally,

professional support.
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Hast du schlecht getréumt?
Ist dein Kurs doof?
Hat dich jemand an

Komisch?
Schreib uns eine Nachricht dazul

gefasst und es war




Support and
advice services

Sexual Abuse Help Portal

Federal Commissioner for the Protection of Children

and Young People against Sexual Abuse (usskwm), in Germany
www.hilfe-portal-missbrauch.de

Telephone: 0800 225 5530

(Mon, Wed, Fri: from 9 a.m. to 2 p.m.; Tues, Thurs: from 3 p.m. to 8 p.m.)

online chat: www.schreib-ollie.de

Violence Against Women Helpline
Federal Office for Family Affairs and

Civil Society Functions (8aFza), in Germany
onlineberatung.hilfetelefon.de

Krisenchat

Crisis counselling in German, Ukrainian and Russian for people
below the age of 25 via online chat or WhatsApp.
www.krisenchat.de
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Would you like to know
more about prevention
and child safeguarding?

On its dedicated webpage, the BKJ provides
information about sexualised violence and its
prevention and describes how to develop a
safeguarding policy. The page also brings together
examples of safeguarding policies, support and
advice services, and educational resources to

help address the issue of (sexualised) violence in
cultural education practice.

www.bkj.de/themen/praevention-kindeswohl/
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A consistent implementation
of the principles of child and
youth work with a focus on
lived experiences and
participation makes an active
contribution to the develop-
ment of safeguarding policies.
Only those who reflect on
their own structures, involve
young people in the process
and listen to them can
develop appropriate
preventive measures and
create safe spaces.

Funded by
the European Union

Start
2Act
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