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Abstract

The sexual abuse of learners by teachers (LSA) has been underrecognised and understudied. This research

set out to explore the intrapersonal, interpersonal and institutional dynamics and reactions related to LSA in

Namibia. It was hypothesised that the survivor, her primary caretakers, the perpetrator and every educator

involved, will have an influence on and/or be influenced by the occurrence of LSA. It was thought necessary to

contextualise the phenomenon within the school setting, the policy environment and socio-economic

background. I hoped that such a study wquld enhance understanding, and as such contribute to educational

change.

Research which aims to uncover personal meaning-making and hear the voice of participants already suggests

that the qualitative paradigm would be suitable. "The advantages of qualitative portrayals of holistic settings

and impacts is that greater attention can be given to nuance, setting, interdependencies, complexities,

idiosyncrasies, and context" (Patton, 1990: 51). An exploratory case study was conducted in Namibia between

September 2000 and October 2002. Thirteen participants from different socio-economic strata and subgroups

participated. The data corpus also included eighteen policy documents of international or national reference,

ten case-specific documents and five letters from archival files. To capture the tapestry of LSA accurately and

holistically from the perspectives of every one of the role players, an in-depth analysis was necessary.

The research uncovered that a school is by its interactive character and hierarchical constellation an ideal

setting for LSA. It was found that educators, a survivor and his/her parents may, unwittingly and unwillingly,

accommodate LSA: disempowered by the modus operandi of a perpetrator and blinded by the pastoral myth.

Intrapersonal distress, fears and confusion led interpersonal and institutional (defensive) coping mechanisms.

The coping mechanisms applied by one role player, rendered another ignorant, immobilised and/or

disempowered - affirming the concepts of patterned relationships and circularity. Being allegedly homosexual

child abuse, apparently perpetrated by a female, the case study was a "highly unusual manifestation" (Creswell,

1998: 119) of the phenomenon. This added value to the research. It was found that social conceptions

('females don't'), cultural practices (the othermother tradition) and added defences (abnormalisation), silence

survivors, incapacitate protectors and perpetuate female perpetration. The research also challenges the

research community to reinvestigate the proclaimed parameters of CSA.

This research is first and foremost "forensically relevant research" (Myers, 1993: 573). It has shown how LSA

happens, why role players accommodate LSA and through the research methodology established which

investigative approaches might aid sustained disclosure and enhance truth-telling.

Keywords
child sexual abuse; learner/pupil sexual abuse; institutional abuse; victims of teachers; psychodynamics;

Namibia

https://etd.uwc.ac.za/



iii

Acknowledgements

I am sincerely grateful to the following people, institutions and organisations who made this

research possible:

All the participants, without whose sincere sharing of their stories this study would not have been

possible.

My family and friends and partner who were so understanding and supportive throughout my

years of absence.

My supervisor, Prof. Sandy Lazarus, and expert reader, Dr Tamara Shefer, for their superior

guidance and support. I am also indebted to Dr Sue Grant-Lewis (University of Havard) and Dr

Camp (University of Montana) for their insightful and motivational assistance.

The Ministry of Basic Education, Sport and Culture, in the person of Ms Katoma, who through

permitting me to research learner sexual abuse reveals that there is a willingness to probe and

ultimately to address one of the most shameful phenomena in education.

My colleagues from the Directorate of Personnel Administration, particularly Mr !Naruseb, Le

Roux, Geschke and Van Wyk; and Ms Oosthuizen from the Public Service Commission, who

patiently explained all the processes and structures involved with disciplinary measures.

USAID, which through the Professional Enhancement Programme (PEP) made the research

possible. Through the programme I also had the opportunity to attend the Sixteenth National

Symposium on Child Sexual Abuse in Huntsville, Alabama and to do some research at the

University of Montana in Missoula.

The Legal Assistance Centre, in the persons of Michaela Clayton and Norman Tjombe, who

helped me get to grips with the legal background of this research; and Anne Bethune who

ensured that I did get it right.

Christa Fourie and Jackie Dali, for typing this thesis

Tamsin Savage from Savagewords, for editing the thesis.

Andrew Clegg, for the layout, tables and figures.

https://etd.uwc.ac.za/



iv

'My Life Was Shattered

'1 meta man

'Kind indeed

'}(e 8ave afriend{y smi{e
'1 tfiou8nt it wasjust a smi{e

'}(e 6e8an to fiss me

'1 ima8ined it was die western sty[e
'}(e toucned me everywnere

'1 nad no enanee to step nim

'}(e 8ave me a snort ti8nt dress
'1"'0dress in 6enind tne tree
'Beautifu{ it was

'}(e 8ra66ed me as '1 was enan8in8
'}(e tnrew me to tne 8round

unexyeeted{y
'1 trem6{ed in friét
'1 6emed witn mum6(ine words
'But a{{ lie said was "it was a 8amen

'1 was rayed in misery

'As '1 wa{fed to senoo{

'Day 6y day
'1 admired nis findness

'}(e wasyo(ite
'}(e was were-mannered
'.Fromtime to time

'}(e 60uét me enY's
'}(e 8ave me e{otnes
'}(e even 8ave me a neef(aee

'Beautifu{ indeed

'}(e even 8ave me a 6irtnday 8ijt
'And tnat made me not for8et nim

'1 6e8an to fnow nis name
'lt was 'l'ficfy
'}(e wore exyensive suits

!Exyensive ties
'An exyensive waten
!Exyensive snoes

']fot for8ettin8 tne car

'My wno{e rifewas snattered

'1 naveyain tliat rifuses to 80
'1 nave a wound tliat rifuses to near

One summer day
'}(e toof mefrom senoo{

'AndJu{{ of suryrises ne was
'}(e toof me for ayicnie

Wnien '1 never expected

Imi Farai Gutsa, 12, Zimbabwe

(cited in FAWE News, 2001: 8)
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Chapter 1

An introduction to the research

1.1 Introduction

Awareness of child abuse and neglect, in particular child sexual abuse (CSA), has fluctuated

as people struggle to accept its existence. The increase in newspaper, magazine and journal

coverage, worldwide and in southern Africa, indicates a recent growing concern in the

public and professional spheres (Collings, 1997; Dippenaar, 1998; Gaylard, 1996; Inambao,

1997; Levett, 1994, Shumba, 2001). Horrific and sometimes sensational media coverage of

the prevalence of and suffering from CSA and learner sexual abuse (LSA) apparently

wrenched Namibian communities from complacency in the Nineties. Headlines included:

New sex attack horror A 25-year-old institutional worker raped eight handicapped children in
a school hostel. (Menges, The Namibian, 27 June 1997)
Hostel father admits to guilt on sodomy claims (Menges, The Namibian, 28 July 1998a)
18 years for child violator The convicted was sentenced for the attempted rape of an eight-
year-old and the rape ofa eleven-year-old girl. (Menges, The Namibian, 7 September 1998c)
Toddler's rape case thrown out A 71-year-old was accused of raping a three-year-old girl.
(Menges, The Namibian, 8 June 1998b)
Uncle gets 14years for rape of niece, 3 (Menges, The Namibian, 24 May 2000)

In Namibia CSA has changed from an obscure issue to a prominent concern within the

public and professional spheres.

Edwin Torres (cited in Pickering, 1995: 102) claimed that Ha society that loses its sense of

outrage [with the sexual violation of children] is doomed to extinction ". Conversely,

Collings (2002), Daro (2002) and Levett (1991) asserted that publicising only disputable or

horrifying incidents of CSA obscures the prevalence and reality of it. Until the

pervasiveness of CSA and LSA is recognised and until it is understood that socio-cultural

and institutional practices contribute to CSA and LSA, no preventative, punitive or

restorative measures can be optimally effective.

In this chapter I will discuss the problem of CSA (Section 1.2) and the problem of LSA

(Section 1.3), internationally and nationally. The motivation for, and aims and objectives

of, this research will be attended to in Sections 1.4 and 1.5. In Section 1.6 I will elucidate

the methodology and in Section 1.7 the terminology applied in the research. I will briefly

give an outline of the content of the chapters in Section 1.8.

https://etd.uwc.ac.za/
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1.2 The problem of child sexual abuse

Research provides compelling evidence of the prevalence and negative short and long-term

effects of CSA (Leventhal, 1998). In this section I will briefly discuss some issues related

to CSA.

Epidemiology. The prevalence ofCSA has been much researched. Finkelhor (1994a)

reviewed CSA prevalence studies of21 countries. He found that between 7% and 36% of

women and between 3% and 29% of men reported a history of childhood sexual

molestation. The only African country included in the Finkelhor survey was South Africa,

where a prevalence rate of34% for women and 29% for men was reported. Subsequent

findings by Collings (1997) supported the earlier review by Finkelhor: 34.8% of the subjects

- female South African psychology students - reported that they were survivors of CSA.

Although not much research on the incidence of CSA has been conducted in sub-Saharan

Africa beyond South Africa and Zimbabwe, there is little reason to assume that the

prevalence rate is lower than in the West (Levett, 1994). Bunch (1997: 42) in the "UNICEF

Progress of Nations 1997" report declared, "Statistics on rapefrom industrialized and

developing countries show strikingly similar patterns: Between one infive and one in seven

women will be victims of rape in their lifetime." Furthermore, because of the shared history,

and similar population composition and socio-economic circumstances (Fumanti, 2002),

CSA prevalence rates in South Africa and Namibia are most likely comparable. It is,

however, acknowledged that international or South African prevalence rates cannot prima

facie be assumed to be applicable to Namibia.

CSA within institutions has always been elusive. However, since January 2002 an

"epidemic" of a specific kind of CSA has been uncovered - clergy sexual abuse - which

culminated in two reports in February 2004 (Cooperman & Murphy, 2004: 27). As will be

shown in this research, much of the institutional dynamics in the Catholic church and

education are comparable. These institutional dynamics include: "a culture of secrecy,

deception, and intimidation"; "priests were quietly transferred" (Paulson, 2004: 1); and

reliance on "denials and assurances from the accused" rather than listening to survivors

(Cooperman & Murphy, 2004: 27). The Catholic League for Religious and Civil Rights

(2004) even commissioned a report in which the prevalence of clergy sexual abuse is

compared to CSA by other professionals. This could in effect minimalise and normalise

such conduct.

https://etd.uwc.ac.za/
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Both girl and boy-children are sexually abused. However, when it comes to the

perpetrators of CSA, studies reveal that perpetrators are disproportionately male. Finkelhor

(1994a: 411), Collings (1997) and Levett and MacLeod (1991) reported respectively that

"above 90%",93.3% and 99% of perpetrators ofCSA are men (the first two researchers

used girl-subjects). Older woman-girl CSA is rarely accounted for in research. In Chapter 7

I will discuss the possibility that low rates being reported might indicate "masking"

(Finkelhor, 1994a: 409) of the phenomenon, rather than actual low underlying prevalence.

Methodological difficulties. A multitude of problems limit the validity of fmdings and

result in divergent research results. Firstly, research definitions, sampling, research

instruments, methods of data collection and institutional settings often differ (Briere, 1992;

Collings, 1997; Finkelhor, 1994a; Leventhal, 1998; Levett & MacLeod, 1991). Secondly, it

is generally agreed that incidents of CSA which are disclosed, reported and legally pursued

(and which can consequently be researched) are unrepresentative. Thirdly, "conditions for

the continuation of widespread sexual abuse include secrecy and shame, which operate to

make it a taboo subject" (Browne, 1996: 42). Survivors, families, communities, institutions

and society apparently hide the prevalence of CSA to protect themselves from the shame,

stigmatisation and criticism associated with it. Most Namibians, being conservative and

religious (Isaak & Lombard, 2002), are mortified by CSA. Despite epidemiological

diversity and research difficulties, DeMause (cited in Finkelhor, 1994a: 413) concluded that

incest and CSA occur "in most places at most times".

Consequences of CSA. A variety of symptoms, signs and syndromes have been associated

with the aftermath of sexual abuse. Many of these or related problems continue into

adulthood (Beitchman, Zucker, Hood, DaCosta, Akman & Cassavia, 1992; Rumstein-

McKean & Hunsley, 2001). Studies conducted in sub-Saharan Africa suggest that the

consequences of CSA here are more similar to than different from those displayed by child-

survivors in the West (Biyong & Theron, 2000; Cole & Theron, 1994; Collings, 1997;

Dippenaar, 1998; Gaylard, 1996; Morgan, 1995; Pillay, 1992). The consequences ofCSA

will be discussed comprehensively in Chapter 6.

Although some aspects of CSA are relatively well researched in southern Africa, the

dominance of West em-European research cannot be denied. Although I applied myself to

indigenous research, I have had to rely heavily on non-African research. The case study will

reveal which findings are germane to sub-Saharan Africa. LSA in its entirety is under-

researched.

https://etd.uwc.ac.za/
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1.3 The problem of learner sexual abuse
"It is badfor a school kid to sleep with a teacher. It is bad because the children will lose
their education or their foture. Sometimes, the teacher persuades the child by saying come
and cook for me and I will give you food, cosmetics or will offer a lift for free. In the end, the
child will lose her education and she will give birth to children. Please my classmates, don't
go out with adults" (Ngurunae Korukuve cited inOmbetja Yehinga Newsletter', 2002: 2).

First World Countries. As with CSA generally, the sexual abuse of school-going youth by

people specifically charged with the education and care of children is a worldwide

phenomenon. Summit (1992) related cases ofLSA in New York State. In one of these, 400

children were exploited for pornography over seven years by a computer tutor. Tsuzaki

(1997) described institutional abuse in Japan. In Israel 8.2% of the child-participants in

Benbenishty, Zeira and Astor's study (2002) reported sexual maltreatment by a staff

member of the school. Dolmage (1995) analysed 47 cases ofLSA in Ontario, Canada; and

Hawkins and Briggs (1997) reported on 185 allegations ofLSA in New South Wales,

Australia. Cameron and Cameron (1996) questioned adults from six metropolitan areas in

the United States of America (USA) about childhood sexual experiences: 0.7% (of 4640

subjects) reported sexual molestation by parents or stepparents, whereas 1.2 % (of 4676

subjects) claimed that a teacher had sexually abused them. These researchers came to the

conclusion that "teachers may molest children more than parents do" (p. 610). In a draft

report commissioned by the USA Department of Education, Shakeshaft estimated that

between 6% and 10% of public school children are being sexually abused by school

employees (Dougherty, 2004). Shakeshaft (cited in Dougherty, 2004: 3) claimed, "the

physical sexual abuse of students [by school employees] in schools is likely more than 100

times the abuse by priests ".

Africa. LSA has also been identified as a problem in Africa. As early as 1981, LeVine and

LeVine reported, "The seduction of pubescent girls by male schoolteachers is the occasion

for recurrent scandals in Nigeria and Kenya" (p. 38). UNICEF referred to LSA in the

"Innocenti Digest" (1997); "The State of the World's Children: Education Report" (1999);

and in "Children in Namibia" (1995). Lesetedi (2000), Njau and Wamahiu (1994) and the

Forum for African Women Educationalists (FAWE, 1994) linked LSA to school dropout in

Botswana specifically, and to Africa in general. In Cameroon, Menick (2000) reported that

, In the "Ombetja Yehinga Newsletter" of November 2002, Namibian children from the Kunene Region, north-western
Namibia, expressed their concerns about sexual abuse in drawings, prose and poems. I will quote some of these to give
voice to Namibian children.
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of 177 extrafamilial sexual offences, teachers and school coaches were the perpetrators in

7.9% and 7.3% of the cases respectively. Shumba (2001) investigated learner abuse in

Zimbabwean schools and found that 72% of the cases were sexual. Leach, Machakanja and

Mandoga (2000: iii) determined that the Zimbabwean junior secondary school could be

considered "a site of sexual violence for girls. Teachers would pursue their prey often

quite openly during classes, which suggests that they had little fear of being exposed.

Teachers, like sugar daddies, used money and gifts as well as insincere promises of

marriage to entice girls" [original emphasis].

The Gender Equity Task Team in South Africa referred to the sexual exploitation and

seduction of schoolgirls by teachers rwolpe, Quinlan & Martinez, 1997). In Van Dyk

(2001a) and Coombe (2001) participants claimed that some of their teachers threatened to

fail them if they refused the teachers' sexual advances. A number of stories related by

Suransky-Dekker (1998) also contained incidents ofLSA. The most extensive research on

CSA has been conducted by the Medical Research Council of South Africa and was

reported on by Jewkes, Levin, Mbananga and Bradshaw (2002). A stratified sample of 11

735 women participated: 1.6% reported that they had been raped before the age of 15. (If

the study had included other sexual activities, a higher incidence rate would probably have

been revealed.) Alarmingly, 33% of these subjects indicated that they had been raped by

teachers. In 2001, nationwide public hearings on the topic ofLSA were conducted in South

Africa. A draft report was submitted to the National Council of Provinces in January 2002,

stating that LSA was widespread. A case in point is that of a teacher in the Eastern Cape

who impregnated 20 learners (Sapa, 2002). Bennell's (2003: 15/4) theory seems to be

supported: "Teachers themselves are increasingly seen as 'sugar daddies' who are

particularly well placed to take advantage of schoolgirls who are seen to be 'clean '. "

Human Rights Watch (2001: note 121) published a report, "Scared at School: Sexual

Violence against Girls in South African Schools". One participant reported that she was

told by a perpetrator of LSA, "The department is not paying us enough money. So this is a

fringe benefit. "

Namibia. Unfortunately Namibia is no different - and the problem ofLSA has been widely

acknowledged. Shortly after independence the document, "Toward Education for All"

(MEC, 1993: 136), was published, forming the basis of educational reform in Namibia. One

of the aims of an independent Namibia was that "our schools and other education programs

should themselves become models of egalitarian social institutions ... To achieve that we
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must address effectively sexual harassment, early pregnancy (especially where teachers

are involved) ... ". In 1996 parliamentarians attended a workshop on the "United Nations

Convention on the Rights of the Child". Itwas reported (Parliament, 1996: 3) that "they

highlighted the problems with the educational system, including poor facilities, untrained

teachers, high rates of school drop out, and sexual relationships between teachers and

pupils". A study conducted by Ricardo in the Caprivi Region, north-eastern Namibia, also

revealed the prevalence ofLSA. Ricardo (1998: 79) asked 195 learners, "What is the

occupation/employment status of your boyfriend?" Twelve per cent of the adolescent

respondents had "teacher boyfriends". In a sex-worker survey conducted by the Legal

Assistance Centre (LAC, 2002), 3.9% of the participants stated that their first (note: only

their first) sexual experience was with a teacher or reverend!

The Presidential Commission (Government of the Republic of Namibia, 1999) investigated

education attainment 10 years after independence. Numerous referrals were made to LSA,

amongst others: "The Commission was shocked to hear of the sexual abuse of learners by

some teachers, and it was shocked to learn the size of this problem" (p. 63). The "National

Policy on HIV/AIDS for the Education Sector" (Ministry of Basic Education, Sport and

Culture & the Ministry of Higher Education, Training and Employment Creation (MBESC

& MHETEC), 2003: 6) pronounced that a policy of "zero tolerance" should be adopted

with regard to LSA.

The Southern Africa Consortium for Monitoring Educational Quality (SACMEQ) surveys

are among the most extensive in Namibia and are conducted in collaboration with its

SACMEQ partners. The assessment package includes a principal questionnaire CVoigts,
1998a). One of the test items in SACMEQ e asks principals to indicate whether they

perceive sexual harassment (including teacher-leamer, teacher-teacher and leamer-learner)

as problematic or not at their schools (Voigts, 1998b). The stratified sample included 158

schools from all education regions. Table 1.1 indicates the extent of sexual abuse in

Namibian schools.

In SACMEQ II (MBESC, 2003) 7% of the principals reported that sexual harassment of

learners by teachers was a problem. A high correlation between teacher and learner

behavioural problems was also detected; which would mean that in schools where learners

2 Data were collected for SACMEQ I in 1995 (Voigts, 1998a) and for SACMEQ II in 2000 (MBESC, 2003).
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are harassed by teachers it is likely that learners would also harass other learners and/or

their teachers.

Education Region Not a SE Minor SE Major SE
problem % problem % problem %

Katima Mulilo 75 10 15 8 10 7
Rundu 63 12 16 9 21 10
Ondangwa East 30 10 39 10 30 10
Ondangwa West 47 9 53 9 0 0
Khorixas 70 11 30 11 0 0
Windhoek 78 9 22 9 0 0
Keetmanshoop 90 7 5 5 5 5
Total 58 4 33 4 9 2

SE = Standard error

Table 1.1 Perception of principals whether sexual harassment is a problem in their schools or
not, arrangement according to respective education regions of Namibia (Voigts, 1998b: 58).

The SACMEQ surveys were conducted in schools offering grade 6. If secondary schools

had been included, the reports of sexual harassment would probably have been higher.

Furthermore, reports by principals that sexual harassment is "not a problem" may reflect

the silences maintained by survivors, the adeptness of perpetrators, or the inability of

institutional role players to recognise the harassment, rather than a low prevalence rate.

The Namibia National Teachers' Union (NANTU, 2002: 2) reported that from 1995 to

February 2002, 103 teachers were discharged for "having had sexual relationshipts) with

school-girls and worse still impregnating some, thus, denying them the right to education".

Table 1.2 sets out the number of teachers per education region dismissed for LSA over a

period of seven years (the dissimilarity between education regions will be discussed in

Chapter 3).

The reported figures evidently underestimate the occurrence of LSA in Namibia. Only

teacher-perpetrators were counted, not other employees acting in loco parentis of the

Ministry of Basic Education, Sport and Culture (hereinafter referred to as the Ministry) such

as the institutional worker mentioned in the introduction to this chapter. Only those teachers

who had been found guilty of LSA were included (i.e. cases in which the survivor disclosed;

his/her plight was responded to; no procedural mistakes were made during the disciplinary

process; and both the Permanent Secretary and Public Service Commission condoned the

dismissal). Furthermore, only those teacher-perpetrators who had been discharged were

counted, not those who had received other punitive measures.
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Education Region Teachers discharged

Head Office 0

Katima Mulilo 1

Rundu 5

Ondangwa East 71

Ondangwa West 17

Khorixas 0

Windhoek 3

Keetmanshoop 6

Total 103

Table 1.2 Teachers discharged for "having sexual relationship(s) with school-girls" by
education region (NANTU, 2002: 2).

Not only the existence of LSA, but also the general reluctance to address the problem and

the many defence mechanisms applied by the education corps, are revealed in documents.

The "National Policy on HIV/AIDS for the Education Sector" (MBESC &MHETEC, 2003:

6) pronounced that systems should be instituted that prevent "retribution" and which would

ensure that learners "are not subject to undue pressure by education sector employees to

withdraw such complaints". In "General Service Circular 9/2001" (MBESC, 2001: 1)

institutional defences, as well as defences applied by individual perpetrators, were exposed:

"In fact, in this regard the Ministry stands accused of selectively applying the rules and

regulations governing misconduct" and "Either such cases are hushed up or parents and

learners are bribed not to take the perpetrators to task". Concern was also raised about the

disparities between regions (refer to Table 1.2): "Following the trends in which cases of

misconduct are levelled at teachers making themselves guilty of impregnating school girls,

it becomes very conspicuous that some Educational Regions seldom if ever institute such

cases".

Perpetrators of LSA. Similar to CSA in general, the perpetrators of LSA are also reported

to be predominantly male. For example, Shakeshaft and Cohan (1995) determined that 96%

of the teacher-perpetrators in their New York State study were males. Dolmage (1995) who

carried out his study in Ontario, Canada, reported that 98% of those charged were males.

All the Zimbabwean teacher-perpetrators in Shumba (2001) and Nhundu and Shumba

(2001) were males. If the references to boyfriends and pregnancy are taken into

consideration, the same trend seems to be true in Namibia. It seems as though LSA by

female teachers is extremely rare.
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Political commitment. Recently Parliament has spoken out against 'immoral practices' in

Namibia. Member of Parliament Hishikushitja (Shigwedha, 2000) concluded during the

debate on the "Combating of Immoral Practices Amendment Act" (2000b), "Any teacher

found having an affair with his or her student or having impregnated her should be kicked

out of work. Such a person is not worth being a teacher." Not all politicians, policymakers,

professionals and members of the public in sub-Saharan Africa are convinced of the

enormity of either CSA or LSA. The President of the Republic of South Africa questioned

the "guesstimates" of how many sexual abuse cases remain unreported (Van Niekerk,

199912000: 3). Although the statement was productive - in that it stressed the importance of

supporting statistics scientifically - it may have created the general impression that statistics

were inflated. Van Niekerk (1999/2000: 3) observed, "This might reinforce the myth that

women and children sometimes 'cry wolf' when it comes to reporting sexual offences. "

1.4 Motivation for the research

Despite "continued alarm bel/s" (Jones & Myers, 1997: 122) in the United Kingdom and

the rest of the world, LSA (and the related sexual abuse in boarding settings) have been

under-recognised and under-studied (Barter, 1997). Although the existence ofLSA has

been acknowledged in many official documents in Namibia, no epidemiological, etiological

or psychodynamic research of the phenomenon has been undertaken. No study has been

conducted to ascertain whether existing preventative, investigative, punitive or restorative

measures 'work'.

The impetus for this research was my work in the field ofLSA with the Ministry. As a

psychologist I have worked with learners affected by LSA, amongst others the eight hearing

impaired children referred to in New sex attack horror on page 1. As an Investigating

Officer or witness at Disciplinary Inquiries I have seen learner-survivors undergo secondary

traumatisation. As a researcher-practitioner I have studied documents in which rhetoric is

not reflected in practice. It is evident that things are going wrong: the leamer-survivors and

their parents are traumatised by the disciplinary process; colleagues of the accused have

difficulty in assessing objectively what happened; and accused-perpetrators are seemingly

accommodated in every way possible - often to the detriment of the survivor. I thought it

necessary to investigate how LSA occurs in schools and how it influences all those in its

propinquity .
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Although Namibian parliamentarians and the Namibia National Teachers' Union

expressed concern over LSA resulting in pregnancy, another pressing reason to address LSA

was seemingly overlooked: the HIV/AIDS pandemic. In the "Report of the 2000 HIV

Sentinel Sero Survey" (Ministry of Health and Social Services, 2001), a national infection

level of 22.3% among pregnant women in Namibia was estimated. Of direct consequence to

LSA, "The Progress of Nations 2000" reported that teachers and school administrators in

Africa have a particularly high HIV infection rate (UNICEF, 2000). A World Bank report

(2002a) also mentioned that teachers in southern Africa seem to have higher HIV infection

levels than the general population. Gachuhi (1999) reported that in Zambia more teachers

are dying from AIDS than the output of all the teacher training colleges. Kelly (cited in Abt

Associates, 2002) found that the mortality of teachers is 70% higher than that of the general

population. Gachuhi (1999) is of the opinion that Namibian teachers are similarly affected.

Factors associated with the increased risk ofHIV infection of teachers may also underlie

LSA: namely, "postings away from home" (World Bank, 2002a: 11); mobility (Gachuhi,

1999); "little alternative entertainment ...; relative wealth and status in the community; .

separation from spouses or other partners; and cultural values that condoned unsafe sexual

behaviour" (Abt Associates, 2002: 27, 28). In a review of existing research on the impact

ofHIV/AIDS on education in sub-Saharan Africa, Bennell (2003) disputed the assertion that

teachers are (still) a high-risk group. Notwithstanding, learners who are sexually abused

and exploited by educators are at risk of contracting the deadly disease.

There is no doubt that CSA, whether it occurs in a family, in the neighbourhood or at

school, has to be addressed. This is imperative not only because of the detrimental

consequences specific to sexual abuse, the marginalisation of girl-survivors through

thwarting their educational opportunities, or the added risk ofHIV infection, but primarily

because no society remains untouched by violence committed against its children.

How can educational authorities be persuaded to take action against LSA in their realm?

Providing them with statistics on how many schoolchildren fall victim to teachers' sexual

interest might lead to action through sheer numbers. But, statistics on sexual abuse are

known to represent only the tip of the iceberg. Most survivors 'never tell' (Collings, 1997;

Leventhal, 1998; Menick, 2000; Smith, Letourneau, Saunders, Kilpatrick, Resnick & Best,

2000), but if they do, most allegations never get beyond the school doors (Pillay, 1992;

Shakeshaft & Cohan, 1995; Yaffe, 1995). Nothing is reported of the parents' pain and

shame. Aggregates do not reveal the crisis ofloyalty, moral panic and the temptation to
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silence the learner. Nothing is said of the defensive coping mechanisms applied by the

survivor, the perpetrator, the parents of the survivor or the education corps - coping

mechanisms which may impact on the resolution of a case of LSA. I am of the opinion that

the "neutrality of numbers" (Vulliamy, 1990: 22) enables educational authorities to distance

themselves from the stress and distress ofLSA (Browne, 1996).

The significance of this study lies in its acknowledgement of the complexity of the

phenomenon. The study will endeavour to address research shortcomings identified by

Levett (1991: 9):

"Comparatively little literature addresses the behaviour of abusers. The amount of literature
which is available to us in 1990 is misleading in that it is often repetitive. The theoretical
work on social background and beliefs which give rise to child sexual abuse is rarely
incorporated in these discussions although the /inks between patriarchal ideology and power,
social structures, andfamily arrangements, the widely held ideas about the nature of sexual
behaviour, and the secrecy and shame of child sexual abuse are very important ones ".

Studies on eSA have predominantly targeted either survivors, perpetrators, parental figures,

or, rarely, the institutions in which eSA occur. In this research, it is hypothesised that eSA

cannot be compartmentalised to the role of one (or even two) of these role players - that

would be only a fraction of the story. Thus the interaction between all these role players,

and the interaction with and within the institution, will be investigated. As Barter (1997)

suggested, possible secondary abuse by institutional processes and representatives will be

included. This thesis also covers the socio-cultural (including economic) and political

context in which LSA occurs. Further, because it is presumed that human beings act

intentionally, possible intrapersonal meanings and motives will be explored.

In 1998, Finkelhor proclaimed that research into the pathological outcomes of eSA was

becoming increasingly redundant and emphasised the "need for policy-relevant studies" (p.

1864). I hope that this study will enhance understanding and also orient policymakers and

practitioners to reconsider existing positions, procedures and programmes. It is surmised

that effective and sensitive intervention is dependent on understanding the meaning-making

and interaction that leads to (non-)disclosure, (in)action and (defensive) coping mechanisms.

Furthermore, it is hypothesised that, unless prevention, intervention and support structures

and strategies consider and cater for the needs of every role player, these structures and

strategies are doomed to failure.
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1.5 Aims and research objectives

The aim of this study is to explore the intrapersonal, interpersonal and institutional

dynamics and reactions related to LSA in Namibia. This aim can be itemised into the

following objectives:

• to explore how the interplay among intrapersonal, interpersonal and institutional dynamics
impacts on the survivor's vulnerability to and coping with LSA;

• to examine how a perpetrator of LSA interacts with others on a personal and an institutional
level, and to deduce from this some intrapersonal dynamics of a perpetrator;

• to investigate whether and how familial dynamics (intrapersonally, interpersonally and how the
family interacts with the institution) influence the occurrence and perpetuation of LSA;

• to explore whether and how institutional dynamics contribute to LSA, and how the institution
reacts to allegations of LSA; and

• to determine how the socio-cultural context impacts on the intrapersonal, interpersonal and
institutional dynamics and reactions.

1.6 Design and methodology

The study will apply two methods of research: a literature review and an explorative case

study. In the literature review, the dynamics of eSA will be examined in relation to the

socio-cultural environment, the school setting, the survivor, the perpetrator and the

survivor's family. The political environment related to LSA will also be examined.

In the case study, one case of alleged LSA in Namibia will be explored. It is hoped that

through the case study the relevance of the research literature to the Namibian situation will

be highlighted and deepened. Unlike most of the literature reviewed, the case study focuses

on alleged female teacher-girl LSA. Since it is generally accepted that most perpetrators are

men, the case study cannot be considered representative. Nevertheless, the value of an

unusual manifestation of the phenomenon lies first and foremost in the fact that it challenges

accepted paradigms about esA. Data for the case study were collected through semi-

structured interviews, archival documents, reports and letters and participant observation.

The case study is based on information from multiple participants (13 people participated),

multiple sites and multiple sources.

The case study method should allow participants to voice their understanding of, feelings

about and experiences of LSA. However, many methodological difficulties became

manifest. LSA is a hidden and unvoiced phenomenon; the participants' accounts were
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retrospective and subjective; and, being a qualitative inquiry, researcher bias might

influence findings. In Chapter 9 the credibility of the research process and outcomes will be

comprehensively discussed.

1.7 Terms and terminology

The delineation of key concepts is of particular importance in the area ofCSA. Definitional

differences have been linked to confusion as to what exactly constitutes CSA (Hetherton,

1999) and have been associated with the reluctance of school staff to report child abuse

(Shumba, 2001). Because CSA is a complex, multidimensional phenomenon, a multitude of

ad hoc, operational definitions are applied in the research literature. In this section the

terms and terminology applied in the thesis will be clarified.

What constitutes a 'sexual' act is an issue of contention among researchers (Collings, 1995),

the teaching corps (as will be shown in the case study) and the public. The term 'sexual

abuse' is not defined in criminal legislature in Namibia and sexual offences against children

are not contained in a single statute. Furthermore, cultural diversity adds to delineation

difficulties (Yaffe, 1995). In fact, Padayachee (1993: 323) questioned whether the concept

has any "fixed meaning". What could be conceived a sexual act? Collings (1995) noted

that most researchers concur that any contact with the genitals of the child and/or the

perpetrator is a sexual act. He pointed out that some researchers extend 'sexual' to include

extragenital contact (e.g. sexual kissing and fondling of the breasts and thighs) or non-

contact abuse (e.g. obscene gestures and sexual requests). Hart (1998: 331) furthermore

added "unnecessary familiarity" and "deliberately invading another's personal space".

Shakeshaft and Cohan (1995) graded LSA into four categories: Level I non-contact sexual

abuse (visual); Level II non-contact sexual abuse (verbal); Level I contact sexual abuse (e.g.

kissing, laying hands on students, fondling); and Level II contact sexual abuse (e.g. placing

hands on genital areas, penetration with objects or fingers, cunnilingus, fellatio, intercourse).

Regarding LSA, McGrath (1994: 29) asserted, "Adult-to-student abuse in schools has three

elements: (1) any behaviour by an adult (2) directed at a student (3) that is intended to

sexually arouse or titillate the adult or the child. "

In this thesis, the term 'sexual abuse' is applied as an umbrella term which includes the full

range of sexual actions as distinguished by Collings, and Shakeshaft and Cohan. It includes

all contact and non-contact, violent and non-violent, coerced and seduced sexual activities,

as well as love affairs and sexual acts in exchange for gifts or money. The following will
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not be considered reasons to legitimise sexual interaction between an adult and a child, or

a teacher and a learner: whether or not it is initiated by the teacher (McGrath, 1994;

Shakeshaft & Cohan, 1995); whether or not it is welcomed by the learner (Collings, 1995;

Shakeshaft & Cohan, 1995; Yaffe, 1995); whether or not the learner benefits (Shumba,

2001); and whether or not there is discernible harm to the learner (Shakeshaft & Cohan,

1995l Sexual exploitation, sexual victimisation and molestation will be considered

synonymous with sexual abuse.

Collings (1995) determined that researchers define sexual acts as 'abusive' in terms of the

age difference between the perpetrator and child, whether there is evidence of pressure or

force, and/or whether the experience was unwanted. Padayachee (1993: 325) declared that,

to his mind, "the issue of consent is immaterial". In this thesis, as in the "Combating of

Rape Act" (Office of the Prime Minister (OPM), 2000a: Section 2; also LAC, 2001), the

determining of whether a sexual act was abusive or not will not hinge on the issue of

consent, but on whether any "coercive circumstances" existed. Because any relationship

between a teacher and a learner is fundamentally characterised by a power imbalance and

because a teacher is "in a position of trust and authority" (OPM, 2000a: Section

3(1)(a)(iii)(cc», the existence of coercive circumstances and diminished free will is

indisputable. Furthermore, many strategies such as "bribery and trickery" (Padayachee,

1993: 325) are applied by perpetrators to facilitate the capitulation of the child.

'Child', as in CSA, refers to any child who has survived sexual abuse, and therefore, for the

purpose of this research, includes a learner-survivor of LSA. In the first half of this thesis, a

child is defined as any person under the age of 18, as determined in the "United Nations

Convention on the Rights of the Child" (United Nations (UN), 1989). Concentrating more

specifically on LSA in the case study, 'leamer' will refer to any child, adolescent or youth

who attends a school in Namibia as per "General Service Circular 9/2001" (MBESC, 2001:

1): "It is the contention of the Ministry that our definition of a "learner" in this case is a

person inprimary and [sicJ secondary school. As long as the person is under the care of

our Ministry on these two levels, the age of a learner is not significant" [original emphasis].

Although the term 'victim' affirms a child's vulnerability and the multifaceted violence the

3 This delineation of sexual abuse was, as will be shown in Chapter 4, adopted by the Ministry when it developed the
"Code of Conduct for Teaching Service" (OPM, 2004: Section 65(1», published on 6 February 2004. Information from
this study was used by those developing the code of conduct.
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child was subjected to, I will use the term 'survivor' which acknowledges the trauma but

also the exertion and process of coping and healing.

'Perpetrator', 'offender', 'molester' and 'abuser' will be considered equivalent terms and

refer to the adult-teacher who performs (a) sexual act(s) with a learner. The perpetrator in

cases ofLSA is a 'teacher', a person tasked with teaching learners in a primary or secondary

school. In this thesis 'teacher' also includes any person acting in loco parentis under the

auspices of the Ministry including principals, hostel staff, sport coaches etc. In the case

study the accused was never brought to trial and was never found guilty, I will therefore

refer to her as the 'accused' or 'alleged perpetrator'.

The term 'parent' will refer to the primary caretaker or parental figure of the survivor. In

the case study parenting roles were fulfilled by biological parents, an older sister, a great

aunt and, to the mind of some participants, the alleged perpetrator.

Because the duplication of gender-specific pronouns is cumbersome, the female pronoun

will be used generically for the survivor, and the male pronoun for the perpetrator in the

literature review. This must not be interpreted as a denial of the existence of the male

survivor or female perpetrator; however, reports of such incidents are less common and

consequently the above use of pronouns reflects reported realities. Conversely, in the case

study, the teacher accused of LSA was a female, therefore the female pronoun will be used

to refer to the alleged perpetrator.

The concept 'child sexual abuse' in this thesis will necessarily include the sexual abuse of a

learner. Due to the scarcity of research specifically related to LSA, I have relied on general

research literature to explore perpetrators, survivors, families of survivors and socio-cultural

factors that have a bearing on CSA. However, there is little reason to believe that CSA and

LSA are two distinct phenomena. All references to CSA will thus incorporate LSA.

1.8 Outline of the thesis

The thesis is divided into two sections: the literature review and the explorative case study.

The role players attended to in the literature review are also represented in the case study.

Chapters 2 to 8 cover the literature review:

• Chapter 2 focuses on the evolution of thinking about CSA. It includes a section in which the
nested conceptual framework which guided this research is clarified.
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• Chapter 3 explores socio-economic and cultural factors which might impact on the occurrence
ofCSA.

• In Chapter 4 the international, national and education-specific policy environment which has
bearing on CSA in Namibia is critically analysed. In this chapter the detachment between
rhetoric and practice is also explored.

• Chapter 5 is divided into two sections: the general school context which may contribute to LSA
and possible reactions if an education corps is threatened.

• Chapter 6 deals with the survivor of CSA. The vulnerability of children, the consequences of
CSA, coping with CSA, the disclosure dilemma, the aftermath of disclosure and recantation are
discussed - all of which have a bearing on the dynamics of CSA.

• Chapter 7 focuses on the perpetrators of CSA. Particularly important are the ways in which
perpetrators operate and how they explain what happened between themselves and the children.

• Chapter 8 concentrates on the realities of parents and families in Namibia which may have an
effect on the occurrence of CSA.

Chapters 9 to 15 refer to the explorative case study undertaken in Namibia:

• Chapter 9 covers methodological issues related to the qualitative research of sensitive issues.

• In Chapter 10 the participants are introduced and the events are described chronologically.

• Chapter 11 deals with the responses of school and regionally-based educators to the allegations of
LSA.

• Chapter 12 explores the interpersonal and institutional vulnerability of and the coping
mechanisms applied by two suspected survivors.

• Chapter 13 attends to the alleged perpetrator in the case study. Disparities are noted between the
way in which the alleged perpetrator presented herself and how other participants perceived her.
Inferences are made regarding the validity of her story.

• Chapter 14 focuses on the parental figures of the suspected survivors. The living realities and the
coping mechanisms applied by the parental figures in response to the allegations are analysed.

• In Chapter 15 findings are synthesised. The themes articulated by most of the participants, the
overarching dynamics and the circularity of (re)actions are exposed. Attention is also awarded to
woman-girl LSA, and morality and blame.

• In the concluding chapter the study is evaluated and recommendations are made for the education
sector and future research.

1.9 Conclusion

In this chapter I endeavoured to orientate readers regarding the research project. In the next

chapter an overview of perceptions of eSA will be undertaken.
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Chapter 2

Evolution of thinking about child sexual abuse

2.1 Introduction

As socio-political world-views change over time, so do assumptions, aetiology and even

nomenclature related to esA. For example, first it was assumed that a few isolated cases of

eSA were limited to secluded castles and backward communities (Doyle, 1994); now it is

generally estimated that between one in three and one in five girls are sexually abused

before they reach adulthood (Morgan, 1995). Erstwhile the crime was imputed to a small

number of mentally disturbed people with a sexual problem; today it is widely believed that

perpetrators are motivated by non-sexual needs, in particular the need to feel powerful

(Ryan, 1997). Originally the abused was referred to as the 'victim', then the 'survivor', and

nowadays some authors refer to the 'victor' (Gilmartin, 1994). Furthermore, certain aspects

of eSA, such as the fears and needs of a child who might accommodate the abuse, have only

been acknowledged recently.

The evolution of thinking about child abuse and neglect, specifically eSA, is not a linear

progression. To find a path through the diverging and recurrent trajectories, some leading

conceptual frameworks will be reviewed in this chapter. After a historical overview

(Section 2.2), prominent perceptions of eSA will be classified under Individualistic,

Systems, Feminist, Revisionist and Eclectic approaches (Sections 2.3 to 2.7). The

classification should elucidate how thinking about eSA evolved and briefly touch on some

of the main theoretical approaches to the phenomenon. I will describe the conceptual

framework that guided this research in Section 2.8.

2.2 Historical overview

Sexual abuse and exploitation of children are not new, neither is the dissociation and denial

thereof. A variety of reasons underlie the fluctuating attention given to eSA at particular

socio-historical moments in time (Levett, 1994). These changes are usually preceded by

notable incidents, prominent research findings and ultimately by changes in the

philosophical understanding of the world, as will be shown in this section.
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For many centuries children in the West were perceived as commodities to be used and

traded (Ten Bensel, Rheinberger & Radbill, 1997). In ancient Athens 'hire a boy-child'

services were available; in ancient Rome boys were castrated for use in bordellos (Oates,

1990). Pre-twentieth-century girl-children were held in servitude within authoritarian

homes, probably exposing many to incestuous practices (Finkelhor, 1984).

One memorable incident which brought child abuse to the forefront of discussions was the

first juridical case of child neglect in the USA. Efforts to secure protection for the severely

abused Mary Ellen were in vain until the President of the New York Society for the

Prevention of Cruelty against Animals (NYSPCA), Mr Bergh, took up the case in 1874. He

reasoned, "If there is no justice for [the child] as a human being, it shall at least have the

rights of the stray cur in the street. It shall not be abused." The case could only be charged

under the auspices of the NYSPCA. In 1875 Mr Bergh formed the New York Society for

the Prevention of Cruelty to Children (Olafson, Corwin & Summit, 1993; Ten Bensel,

Rheinberger & Radbill, 1997). As a result, child protection gained prominence. Legislation

regarding child labour, age of consent and compulsory education was passed, and social

services were established.

At any given time, many (oppositional) assumptions regarding children, sex and sexuality

are promoted. For example, the Sixties are held as the pinnacle of the "sexual revolution"

(Finkelhor, 1984: 8). While sex and sexuality were previously considered unsuitable topics

for discussion in polite company, these subjects could now be discussed. Itwas at this time

that sexual abuse was brought into the public arena and the silence was broken.

Some moralists attributed CSA to this liberalisation (Finkelhor, 1984): firstly, liberalised

sexual expression was accompanied by a benign attitude towards sexual activities with

children. Yates (cited in Olafson et al., 1993: 15) posited, "Non-coercive father-daughter

incest can infact produce competent and notably erotic young women. Childhood is the

best time to learn." Secondly, traditional external controls of (sexual) behaviour were worn

away as families moved and communal supervision was restrained by the sanctuary of the

family. Thirdly, standards of acceptable sexual behaviour became increasingly unclear-

further obscured by pornography. Fourthly, a woman could now insist on sexual

gratification, undermining the traditional role of the male in sexual relations. Some males

finding themselves in such circumstances might have seen children, "who can give him

uncritical admiration" (Finkelhor 1984: 63), as a sexual alternative.

https://etd.uwc.ac.za/



19

A specific research report changed the perception of CSA in the Sixties. Prior to then,

myths of "stranger danger" (Calvert & Munsie-Benson, 1999: 675; Romans, Martin,

Anderson, O'Shea &Mullen, 1996: 324) and the "dirty old man" (Romans et al., 1996:

325) insulated people from the realities of CSA. In 1962 "The Battered Child Syndrome"

by Henry Kempe was published. This article shaped contemporary awareness of the

prevalence and deleterious consequences of child abuse. The resulting revival of

epidemiological research revealed that child abuse, and particularly CSA, was a palpable

reality, of which the detected and reported cases were only the tip of the proverbial iceberg.

In the next sections different approaches to CSA will be critically examined.

2.3 Individualistic approaches to child sexual abuse

Originally psychology occupied itself with the study of the individual and those mental

factors which govern behaviour. Itwas hypothesised that intrapersonal conflicts, needs and

fears determined behaviour. The psychoanalytic theory will be discussed as an exemplar of

individualistic approaches to CSA.

The story of Freud, the father of psychoanalysis, illustrates the history of fluctuating

professional awareness, and suppression, ofCSA (Dell, 1989; Hall & Kondora, 1997;

Olafson et al., 1993; Rush, 1996; Sanders, 1992). In 1896 Freud attributed the hysteria,

obsessions and paranoia of some of his female patients to sexual abuse during childhood.

He described the power differentials, traumatic effect and prevalence of CSA much as it is

accepted today. However, the publication of "The Aetiology of Hysteria" "which he had

expected to bring him glory, was met with stony and universal silence among his elders and

peers" (Herman, 1992: 19). The politicians, respectable bourgeois and "men of science"

could not accept that "perverted acts against children were endemic" (Herman, 1992: 17,

14). Possibly under collegial pressure, the prevailing political context and Victorian

attitudes of the period (Baker & King, 1999), and/or because of personal conflicts (Rush,

1996), Freud recanted his findings - one of the first professionals to be silenced in this

regard. He subsequently reinterpreted his patients' memories of being sexually abused as

auto-erotic and "defensive fictions" (Rush, 1996: 268). This theory, specifically in the

"anti-fem inist political climate" of the time, was much more acceptable (Herman, 1992:

19). Equally disturbing is the legacy of Freud's 'revised' theory. How psychoanalysts and

others followed "in the footsteps of Doctor Freud and down the proverbial garden path"

(Armstrong, 1996: 298; also Ryan, 1997) is briefly described below.
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Firstly, following Freud, many accounts ofCSA are not acknowledged as factual, but are

written off as unconscious desires. "In one sweep, psychoanalysis thus combined a

tendency to cover up the existence of child sexual abuse ... " (Glaser & Frosh, 1988: 28).

Secondly, Freud's legacy of the child seductress still influences personal, institutional and

judicial decisions made to this day. Classic psychoanalytic theorists postulate that a girl-

child would identify with her mother, through "wanting to be wanted by thefather" (Glaser

& Frosh, 1988: 31; also Rush, 1996). It is believed that the girl-child might thus either

actively seduce or collude with the adult/father figure (including an in loco parentis

teacher). Thirdly, the rejection of the girl-child's stories as fantasy and the developmental

theory that all children actually 'want' sexual intimacy would probably intensify a

survivor's feelings of confusion and guilt (Armsworth & Holaday, 1993; Cole & Theron,

1994; Morrow, 1991; Phelan, 1995; Rush, 1996; Young, 1992). It is important to

acknowledge that the consummation of the Oedipus complex - i.e. sexual involvement with

a father figure - is not sanctioned by psychoanalysts.

Over and above the Oedipus theory and its legacy, psychoanalysts have also endeavoured

to explain some of the intrapersonal dynamics of survivors and perpetrators. Regarding

survivors: in an attempt to cope with CSA, survivors are said to apply unconscious defence

mechanisms by which they distort or deny the realities of CSA (Maddi, 1989). Later in

this chapter the notion of defensive coping mechanisms - one of the leading concepts of

this study - will be discussed. Regarding perpetrators: CSA could be either be the

consequence of historical or contemporary causes (Meyer, 1995; Theron, 1995). Arrested

pregenital development is a historic cause of paedophilia. It is hypothesised that an

underdeveloped superego (conscience) occurs when a boy-child has not renounced his

mother in the face of the incest taboo (Freud, 1989; Sadock & Sadock, 2003). Any

contemporary change (such as sexual temptation or blockage of sexual outlets) and/or

crises (for example, a sexually traumatic experience) may suspend the ego in the execution

of socially accepted behaviour (Faller, 1988; Finkelhor, 1984; Meyer, 1995), which in turn

may lead to anti-social behaviour such as CSA. Because the perpetrator knows that his

thoughts and actions might lead to the destruction of self and others, he too has to shelter

himself intrapersonally through defence mechanisms.

In Freudian theory the unconscious is paramount. For this reason many critics regard the

psychoanalytic premise as pessimistic, deterministic and non-moralistic. A psychoanalyst

may perceive the paedophile as (a) a patient; (b) bogged down by intrapersonal forces in a
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compulsive behaviour pattern; and, as such, (c) not culpable for his actions. The

possibility that a perpetrator's social actions might be meaningful for him at a given time,

or that the context of CSA might be important, was originally not considered significant.

Psychoanalysts have been criticised for their non-moral view of CSA and for considering

only the interests of their patient and not that of the child-survivor (Spiecker & Steutel,

1997). Critics also question the cross-cultural application of the psychoanalytic

assumptions (Weis, 1999b).

The fact that Freud revolutionised perspectives regarding childhood psychosexual

development should, however, be lauded. Prior to 1900 children were perceived as asexual

beings - "innocents to be ignored or kept ignorant" (Glaser & Frosh, 1988: 35; also

Heiman, Leiblum, Esquilin & Pallitto, 1998; Rush, 1996). This secrecy increased the

vulnerability of children in that they were indirectly encouraged to conceal any sexually

abusive experience that they might have had.

A modem derivation of the psychoanalytic approach is attachment theory (Burke &

Follingstad, 1999). Attachment theory proclaims that the outcomes of a parent-child

relationship "endure ... into adulthood" (Shapiro & Levendosky, 1999: 1176). Attachment

disruption might (a) render the child more susceptible to LSA (Haihambo, 1996); or (b) lead

to confused patterns of relatedness, e.g. a survivor might 'attach' to her perpetrator. Shapiro

and Levendosky (1999) found that attachment experiences also influence the coping

strategies a child adopts during and after CSA, e.g. a lack of attunement by parents may lead

to non-disclosure by the child.

There are difficulties associated with the individualistic approaches. Resultant of these

approaches are the isolation and blame of the individual, often the child-survivor.

Furthermore, through concentrating on intrapersonal urges and needs, role players are

isolated from relational and contextual variables. Systems theories, to be discussed in the

next section, emphasise the socio-environmental context in which CSA takes place.

2.4 Systems approaches to child sexual abuse

Many theorists reacted to the pathologising and reductionistic individualistic approaches.

Specifically under the auspices of systems theorists, interest grew in the dynamic interaction

and interdependence within and among systems (Patton, 1990). Although it is generally
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stated that the system is both different and greater than the sum of its parts (Patton, 1990),

I will attempt to clarify the concept of 'systems' as it relates to esA.

A system could be defined as a living entity which comprises a set of subsystems and which

is embedded in, interrelated to and interdependent on larger systems. A person could then

be regarded as a system with physical, cognitive, emotional and action-reaction subsystems.

A person is furthermore nested within larger systems such as the family, peer group, school,

community and socio-political, historical and cultural systems. Because of the

interconnection between and reciprocity of these systems (Alexander, 1985; Dell, 1989;

Sanders, 1992; Scheel & Ivey, 1998), changes in one part ofa system (caused by, say, the

sexual abuse of a child) would perforate all layers of the system.

It is clear that the systems perspective could be particularly valuable for research on eSA

within an institutional setting. Intrapersonal complexities of role players (ontogenic

system), family circumstances (microsystem), and the constellation of relationships within

the school (exosystem) would be investigated to determine which factors contribute to the

vulnerability of children, could predispose a teacher to abuse a leamer, and contribute to

systemic silences. Not only would the broader socio-cultural values (macro system)

influence eSA, but society would also be influenced by esA.

Haihambo (1996) applied the systems theory to investigate whether the family and school

contribute to the socio-emotional problems of teenagers. Three findings also apply to LSA.

First, when certain needs are neglected on the microsystems level, children tum to other

systems to fulfil those needs. "While mothers are busy thinking about their own problems,

they forget those of their children, they forget to talk to them, guide them, to give them

love." These children tend to gravitate towards "people who show them love" (p. 125).

Some of these apparently 'loving' people may be teachers with baneful intentions. Second,

Haihambo (1996) found that teachers have a lot of status and influence within the school

and the community. Influential teachers not only yield power over learners, but can rely on

the support of many members in the community. Third, Haihambo (1996: 84; also Wolpe et

al., 1997) discussed how macro systemic values influence the expectations that teachers have

of girl-children. Teachers "expected girls to behave in a more feminine way such as not

talking too much or loud, or walking up and down, so that they could earn respect from

men". Such socio-cultural expectations could ultimately affect (a) a girl's voice and (b) the

teachers' views on accountability for the LSA. If the girl talked too much, or walked up and

down, it might be said that she got what she deserved?
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Both Haihambo (1996) and Barnes-September (1998) expounded on the power

differentials within and between systems. The notion that male violence (against women

and children) stems from patriarchal power differentials is generally ascribed to feminist

scholars. However, considering that systems are hierarchically arranged the importance of

control and power is also emphasised in the systems theory.

Another concept within the systems theory is the establishment and maintenance of healthy

communication channels at all status levels, i.e. an open system (Alexander, 1985;

Rosenblatt, 1989). When a learner is sexually abused by a teacher, a conflict of interest

between subsystems occurs. The flow of information might be interrupted by "power

blocks" (Barnes-September, 1998: 42), gatekeepers, and other boundaries erected for the

self-preservation of the system (Morrison, 1996; Yontef & Simkin, 1989). For example,

withholding information from parents on litigation possibilities might be designed to protect

the teacher from disciplinary action and the school from negative publicity. It is clear that

many conceptual assumptions within the systems theory - different layers of role players;

the breakdown of communication; the importance of contextual variables; and the resistance

against disturbances of homeostatic balance - are pertinent to LSA.

Less comprehensive than the systems theory in terms of scope is ecological theory. This

theory focuses on the centrality of a particular constellation of places, things and times. The

environment is of importance to LSA in three ways: (a) it can be seen as a causative factor;

(b) it provides the setting for the abuse; and (c) environmental changes reflect some of the

tragic consequences of the sexual exploitation. First, environmental stressors might

contribute to LSA: "without proper entertainment within the reach of the majority of the

teenagers sexual intercourse may be viewed as a recreational activity" (Ricardo, 1998: 25).

Second, aspects like afternoon schedules (time) and empty classrooms (place) can be

manipulated by a perpetrator to serve his interests. Third, environmental rebuttals

sometimes reveal the stance of the education corps in cases of LSA: "in most cases the girl

has to leave school, while the teacher remains " (Voeten, 1994: 22).

Whereas the individualistic approaches tend to pathologise individuals, the systems

approach embeds eSA within pathological, interactional patterns, practices and settings.

The most scathing criticism against systems perspectives was made by feminist scholars.

They argue that systems theorists exonerate perpetrators of eSA by putting the blame on

socio-contextual variables rather than the agent. They protest that survivors could be

partially blamed, in that systems are claimed to be reciprocal (Scheel & Ivey, 1998).
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Systems theorists counterclaim that framing eSA within broader systems does not imply

that perpetrators are "identically socialized automatons" (Erickson, 1987: 130). In support

of this hypothesis, Thomas (cited in Barter, 1997: 103) argued that "systems are inert

structures awaiting human operationalisation ".

Systems theorists posit a methodological approach of openness to the many perspectives of

a phenomenon (Scheel & Ivey, 1998). Feminist theorists, such as Glasgow (1993), find this

stance objectionable. First, not taking sides would mean that the perpetrator might be

vindicated. Second, feminist researchers offer an authoritative argument that it is

impossible to be truly neutral. Systems theorists retaliate that because feminists seek to

address patriarchal authority, feminist interventions are essentially manipulative (Scheel &

Ivey, 1998). For systems theorists, neutrality - conveyed as interest, not approval- is

inextricably part of a systemic intervention.

Although some theorists and therapists seek to reconcile the two perspectives, barriers

between the feminist and systems scholars still mount daily. In the next section feminist

approaches to eSA will be discussed.

2.5 Feminist approaches to child sexual abuse

Women have protested, singularly and in groups, against injustices "in every culture in the

world and in every period of human history since the suppression of women began"

(Morgan, cited in Koch, 1999: 62). About a hundred years ago the termsfeminism and

feminist were coined to group these (predominantly) women. Feminism must, however, not

be seen as a homogeneous group (Kadalie, 1995; Lancaster & Lumb, 1999; Scheel & Ivey,

1998). Liberal feminists, for example, represent those who advocate for women's interests

and self-definition. Postmodern feminists underwrite the constructs of fluidity and diversity

(Lancaster & Lumb, 1999). Radical feminists emphasise the victimisation of women and

believe that all women and girls have to be protected from perpetrators of sexual violence,

prostitution, domestic violence, pornography, eSA, and LSA - i.e. from men and boys

(Koch, 1999).

It is under the leadership of feminist scholars that the awareness of sexual abuse, an area

permeated with gender dynamics and moral entreaties, was radically transformed. Under

their leadership intellectuals, psychiatrists and society were awakened from their "episodic

amnesia" (Herman, 1992: 7) and were frequently forced to bear witness to abuse and trauma
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in the private sphere of women, and its embeddedness in socio-cultural oppression and

violence. Under the feminist movement consciousness-raising groups were established

where women overcame the barriers of concealment and humiliation associated with rape;

the cathartic "talking cure" was developed as a treatment strategy (Herman, 1992: 25); and

in 1971 the first public speakout on rape was organised in New York. The movement also

initiated rape crisis centres, mental health, investigative and legal reforms. "And the initial

focus on the rape of adults led inevitably to a rediscovery of the sexual abuse of children"

(Herman, 1992: 31) - it was increasingly realised that sexual abuse of women and children

are pervasive and endemic.

Feminist scholars focus on the socio-cultural causes of CSA (Finkelhor, 1984), specifically

certain dominant values or beliefs regarding male-female relationships. Many feminists

assert that the motivational intent of a sexual perpetrator is non-sexual and power related

(Kelly, 1988; Sgroi, Blick & Porter, 1982), and that it mirrors power relations in the broader

community (Browne, 1996; Bunch, 1997). It is postulated that men maintain women's

subordination, isolation, oppression and exploitation through their patriarchal power (Enslin,

1993/4). Male power may be culturally sanctioned, economic, or based on perpetuated,

privileged, male structures. LSA, from a feminist perspective, is an example of the

misappropriation of institutionally sanctioned power.

In many ways a school could be conceived as a microcosm of the larger patriarchal society

(Zalk, 1990). All socially constructed values and commended sex roles, myths and

stereotypes, will probably come into effect or will be reinforced in school. The status of

teachers, culturally sanctioned male power, and child/female subordination could create an

explosive situation. Boys and male staff are empowered with rationalisations and excuses to

exploit girls and female staff sexually. Girls and female teachers, conditioned to a state of

helplessness, would be acculturated to comply (Haihambo, 1996). Furthermore, according

to feminist scholars, the response of the school staff, governance and educational authorities

to LSA could be expected to reflect masculine values: control, restraint, order, discipline

and policing. Feminine values - caring, counselling and commitment to children - might be

denigrated in the institutional context (Enslin, 1993/4; Hawkins & Briggs, 1997; Jones &

Myers, 1997; Mac an Ghaill, 1994). As such, in cases ofLSA the judgements of (male-

dominated) Disciplinary Committees could be expected to pursue justice for and the rights

of the (male) employee, rather than the protection of the (female) learner.
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Traditional feminist approaches have been severely criticised. Critical social theory or

ideologically based inquiry, as feminism was categorised by Patton (1990), could be

considered limited and limiting in some ways - in that the feminist researcher holds

preconceived assumptions based on an ideological perspective. The main variables, male

power and violence, as well as their linear relationship, are specified in advance.

Ideological research may be considered limiting as other variables of social phenomena may

be overlooked. Another critique is that radical feminism instructs others on issues such as

"politically correct sex" (Koch, 1999: 67; also Atmore, 1999; Macleod, 1999a). Such

"Western, bourgeois, elitist ideology" (Hom, 1995: 71) may be inappropriate in the African

context.

In Namibia, and elsewhere in Africa, women (and men) have faced and are still facing

multiple layers of oppression and exclusion. "Fierce struggles arose as to which kind of

oppression was primary, sex or class? Or race after all? " (Wieringa & Mogotsi, 2002:

139). This resulted in feminist organisations in Africa favouring shifting alliances, which

are not necessarily built on global sisterhood and which are sometimes critical of white

Western feminism. Some object to the existence of "a wider westernfeminist impulse to

construct a damaged 'other' [in the Third World] as the mainjustificationfor its own

interventionist impulses" (Doezema, 2001 17). Various Namibian groups, amongst others

the Gender Training and Research Programme at the University of Namibia, Sister Namibia,

the Gender Unit of Legal Assistance Centre and the Ministry of Women Affairs and Child

Welfare, have successfully lobbied for sweeping legislative reform in favour of women.

However, among their South African and Namibian participants, Levett (1994) and

Wieringa and Mogotsi (2002) encountered little feminist awareness and a reluctance among

women to question male domination. Levett (1994: 249) referred to "the patriarchal

contract" through which women accord authority to men. In fact, a lack of personal

emancipation from traditional values was highlighted in the report by Women in

Development Southern Africa Awareness (2000). With regard to gender equity Wieringa

and Mogotsi (2002: 140) are of the opinion that silence reigns over sexuality in Namibia;

consequently, "That which is not spoken about also cannot be contested." Odendaal

(1998), a Namibian scholar, observed that those who do challenge male control and

sovereignty are often accused of being seditious or of undermining African culture. Such

allegations obviously silence many objectors and hamper opportunities for change in

Namibia and elsewhere in Africa.
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Traditional feminist theory is also said to ignore the "erotic voice" (Tolman, 1999: 239)

of women and girls. Aspects of the so-called missing discourse of female desire (Fine,

1988: 30; Macleod, 1999b: 12) which are relevant to LSA are:

"(1) the authorised suppression of a discourse offemale sexual desire;
(2) the promotion of a discourse offemale victimization; and
(3) the explicit privileging of married heterosexuality over other practices of sexuality ",

Research supports the notion of female desire. In a study by Ricardo (1998: 44, 52), which

involved 326 participants from the Caprivi Region, north-east Namibia, 51.3% of the girl-

respondents commended that sexual intercourse had to be "cherished in the pursuit of

pleasure" and 67.2% indicated that they were motivated by a "need for money and gifts

from sexual partners". Ricardo's findings emphasised the existence of sexual desire, and

action upon it, in schoolgirls in Namibia. It also indicated that schoolgirls cannot be

categorised as victims per se (also refer to the research of Buga, Amoko and Ncayiyana

(1996) in which 800 schoolgirls from Transkei, South Africa, participated). Perhaps, as

hypothesised by Brongersma (cited in Miles, 2000: 996), sex for money is "better than

working in thefields". Brongersma apparently does not question the socio-cultural realities

that restrain girls from education and proper employment; and consequently confme women

and girls to the 'fields' or in the power of men with money.

Radical feminism leaves little hope of the treatment of the perpetrator being successful.

"Men, according to a patriarchal analysis, are caught in an unchanging and unchangeable

impasse" (Lancaster & Lumb, 1999: 125), "like viruses" (Armstrong, 1996: 299)!

Furthermore, certain non-corroborative aspects are sometimes overlooked in feminist

theory: namely, boy-survivors and female perpetrators. Ifpatriarchal domination of women

(and girl-children) lies at the heart of male violence, which dynamics underlie the sexual

abuse of boy-children or sexual violence committed by women? If it is disregarded that

boys too can fall victim to CSA; boy-survivors are marginalised and discouraged to disclose

their sexual abuse (Hetherton, 1999; Van Niekerk, 1999/2000). By denying female-

perpetrated CSA, their victims are silenced as well. Chapter 7 contains an exposition of the

myths that exonerate women from being suspected of CSA. As suggested by Atmore

(1999: 90), a self-confessed postmodern feminist, "[we should be] allowing ourselves to

hear accounts of sexual abuse that may not conform to our expectations. "

Through their more radical writings feminists alienated some of their mass support and other

scholars. Consequently, the "maligned F-word [is treated] with great suspicion" (Kadalie,
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1995: 73). With men publicly demonised and alienated, Van Niekerk (1999/2000: 3)

recognised that feminist assertions "might distance men from joining hands with women on

an issue that cannot be dealt with by women alone". While some critics lashed back, some

academics withdrew from the discourse, silenced, casualties of conceptual differences

(Atmore, 1999). Many others joined hands with their sisters.

Despite evoking much controversy and criticism, the feminist movement has greatly

contributed to socio-political changes, specifically in the area of violence and abuse;

"without the work of the feminists the voices of survivors would never have been heard"

(Browne, 1996: 48). Feminist researchers have also developed innovative research methods

and techniques: firstly, feminist social scientists consciously and openly purport to

transform social order and to empower the vulnerable through their research. Secondly,

they attempt to correct the dominant male point of view regarding research issues: "[the

feminist] researches and analyses an aspect of women's experience that malestream thought

either ignores or trivializes" (Kelly, 1988: 20; also Atmore, 1999). Thirdly, because

traditional research methods seldom allow self-expression, new participatory methodologies

have been developed to give voice to women and children. Fourthly, feminists challenge

the validity of objective and value free science (Berg, 2001; Koch, 1999). Rather than

objectivity, feminist researchers advocate an involved and interactive relationship between

the researcher and the participant (Bergen, 1993). The value of these methods is

indisputable - especially if (a) sensitive topics such as structured inequalities, sexual

violence and the (gendered) interest of influential people are investigated; and when (b)

vulnerable participants are asked about painful incidents, such as LSA.

Whereas feminist theorists are explicit about what the socio-political world should look like,

these certainties were challenged by postmodern scholars. In the next section revisionist

approaches to eSA will be critiqued.

2.6 Revisionist approaches to child sexual abuse

The revisionist movement drastically changed views of many "social problems" (Macleod,

1999a: 1). Revisionists were influenced by postmodernism and by multiculturism.

Postmodernism posits diversity and complexity in which no understanding of phenomena is

superior to another. Postmodernism is related to relativism which promoted "the idea that

moral and ethical truth exists in the point of view of the beholder" (Rosenblatt, 1999: 44).

Thus, divergent views on the same (sexual) incident would be equally valid.
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Multiculturalism and a renewed awareness of the wider social and cultural dynamics in

which social action takes place are associated with globalisation. Western middle-class

notions of sex and sexuality of the "<okay' category" (Macleod, 1999a: 6) are being

revisited, which befits the African context.

The revisionist stance regarding teenage pregnancy is relevant to the sexual exploitation of a

child, both being considered 'social problems'. According to the revisionist argument,

teenage pregnancy may represent the rational decision of young girls growing up under

structural constraints and with a shortened life expectancy (Macleod, 1999a). Having a

baby, and/or a respected partner (such as a teacher), might enhance the social and peer group

status of a teenager. A sexual relationship with an adult may then be considered as an

'adaptive' response of a child-in-need.

Ifhaving a sugar daddy is an 'adaptive' response, should child exploitation be sanctioned?

Furthermore, if CSA is as common worldwide as studies indicate, should it not be

considered "normal" (Da Conceicáo Melo, 1998: 143)? Many theorists are sharply

opposed to moral relativism. Namibian researcher Shivute (1998) cautioned that culture and

tradition are sometimes conveniently cited by those who wish to enforce discrimination

against women and advance control by males. Odendaal (1998: 159) observed, "To

challenge patriarchy and to question male privilege and domination in contemporary

Namibian society is often regarded as an attempt to destroy African tradition and culture. "

A conscientious objector, who does not agree with what culture prescribes, might be

marginalised. It can be proposed that the sexual abuse of children, if sanctioned by a

community, reflects the pathology of the culture, not the acceptability ofCSA.

Concurrent with individualistic, systems, feminist and revisionist approaches, some theorists

and practitioners subscribe to an eclectic stance to social phenomena. In the next section

popular eclectic approaches to (aspects ot) CSA will be illuminated.

2.7 Eclectic, dynamic approaches to child sexual abuse

Many researchers reject an either/or approach to social phenomena, claiming it is restrictive

and does not synthesise empirical evidence from other sources. Eclecticism promotes the

selection and combination of whatever premises are considered the most appropriate from

any, or all, of the conceptual frameworks. The eclectic models described below are key

working models in this thesis and will be further developed in later chapters.
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Despite being formulated nearly two decades ago, two integrative dynamic models are

still widely valued to this day: The "Four Traumagenie Dynamics Model" (Finkelhor &

Browne, 1985) conceptualises the presentation and combination of a survivor's cognitive,

affective and behavioural reactions to CSA. The model makes provision for the

intrapersonal, interpersonal and institutional dynamics of CSA. In Chapter 6 the

traumagenie dynamics will be discussed. In 1984 Finkelhor described the "Four

Preconditions Model of Sexual Abuse", an open model which integrates determinants from

the developmental, classic psychoanalytic, biological, social-learning, feminist and systems

perspectives to describe why and how CSA is committed. The four preconditions of sexual

abuse will be thoroughly discussed in Chapter 7 (refer also to the summary in Appendix A).

It could be expected that LSA within a school would cause great anxiety and that the

institution and its members might apply coping mechanisms to contain the shame and

uncertainties associated with LSA. Two researchers, Morrison (1996) and McGrath (1994),

provided imperious descriptions of how the functioning of an institution is affected by

personal and institutional anxiety. Morrison (1996) asserted that a social defence system

and dysfunctional coping cycle develop to curb institutional anxiety. McGrath (1994)

specifically described how the thoughts and feelings, fears and expectations of everyone

within the school system could influence the reactions to LSA. Further references to

Morrison and McGrath will be made in Chapter 5.

The "Protection Motivation Theory", adapted by Burgess and Wurtele (1998),

conceptualises the processes that underlie parent-child communication about CSA. In as

much as the theory describes the interplay between intrapersonal appraisal and resources,

interpersonal interaction, and support and guidance from the socio-environment, it could be

considered dynamic. More information on the "Protection Motivation Theory" is given in

Chapter 8.

Eclectic theorists often inform on specific role players or stakeholders: Finkelhor and

Browne (1985) on the child-survivor; Finkelhor (1984) on the perpetrator of CSA; Burgess

and Wurtele (1998) on the role of the primary caretaker; Morrison (1996) on the anxious

institutional environment; and McGrath (1994) on the psychodynamics of sexual abuse in a

school setting. Because of the multitude of role players in LSA - each with their own

intrapersonal distress and interpersonal dynamics - the conceptual framework of this

research will be extensive and inclusive.
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2.8 Framework of this study

In this chapter I have attempted to show how perceptions about eSA evolved and how new

insights were often reactionary to previous conceptions. Unfortunately, it is clear that many

scholars have become involved in the so-called "paradigm wars" which legitimise or

discredit one way of thinking, one kind of knowledge, even one type of rhetoric, in favour of

another (Fleckenstein, 1991: 1; also Blaxter, Hughes & Tight, 2001). It has to be recognised

that no single perspective will furnish us with the whole picture or the absolute truth; and,

"rather like fashions [different perspectives] have come and gone" (Weideman, 1999: 6). It

is also clear that a range of factors contribute to esA. It could be considered scientifically

irresponsible to focus on one aspect, concept or role player to the exclusion of another.

2.8.1 Russian nesting dolls

Rather than allegiance to a one-sided paradigm (Fleckenstein, 1991; Patton, 1990), this

research will give recognition to the variety of interpretations of eSA. Like Russian nesting

dolls (Rogers, cited in Ely, Vinz, Anzul & Downing, 1997), the theoretical levels of this

research are organised from the more general to the more specific. At the overarching

philosophical level, this research will be directed by the qualitative paradigm which

endorses a specific ontology, epistemology, axiology and methodology. Nested in the

qualitative paradigm is the interpretative paradigm aimed at appropriating the multiple

perspectives of social actors. Nested in the interpretative approach is the systems theory

which proposes that social action is a product of the interaction between intrapersonal

forces, constellations of interpersonal relationships, and broader networks. Nested within

the systems theory will be the psychodynamic nature of LSA as proposed by McGrath

(1994). The eclectic and dynamic theories of Finkelhor and Browne, Finkelhor, Morrison,

and Burgess and Wurtele will be applied to explore which factors motivate, accommodate

and inhibit eSA. The last doll and the focus of attention is the construct of silences and

other defensive mechanisms which inundate LSA. These planes should be seen, not as

hierarchical, but as "circles within circles of theory" (Ely et al., 1993: 230). It is hoped that

this plurality may coherently encompass the complexity and diversity of child and learner

sexual abuse.

2.8.2 A psychodynamic approach to learner sexual abuse

The psychodynamic approach is sometimes used as a synonym for psychoanalysis, but

nowadays psychodynamics most often refer to psychological theories that emphasise

https://etd.uwc.ac.za/



32

processes of change and development, motivation and drive. In this research the

psychodynamic approach will include the intrapersonal, interpersonal and institutional

dynamics and reactions which contribute to, and follow, LSA. Intrapersonal factors refer to

an "individual's conflicting, conscious and unconscious forces, motives and fears" which

drive hislher behaviour (May & Yalom, 1989: 376). Interpersonal factors have reference to

interaction and relations among people. For example, from a psychodynamic systems

perspective the possibility of a reciprocal relationship between the survivor and perpetrator

(Jones, 1994) should be included as an important consideration. The exploration of

institutional dynamics and reactions is particularly appropriate in cases ofLSA. It could be

expected that the whole education system will be affected by LSA.

2.8.3 The power discourse and child sexual abuse

Regarding the discourse (and reality) of power and its apparent incompatibility with systems

theory, I subscribe to Dell's (1989) assertion. Dell distinguished between the domain of

description and the domain of scientific explanation. When describing a situation of LSA,

one could say that a teacher, through his behaviour and status, coerced a learner to comply

with his sexual aims. By contrast, in the sphere of scientific explanation, we must take into

account all the contextual variables that permit and support the occurrence of events. Not

only the modus operandi of the perpetrator has to be investigated. Causal-cybernetic

explanation will include the why's and ways in which a child accommodated her own sexual

abuse (Summit, 1983). It will include the why's and ways in which parents added to the risk

status of their child. Itwill provide the why's and ways in which the institution might have

contributed to the occurrence or perpetuation of CSA. I concede that mutual-causal

explanations might be seen to refute the sole responsibility of the perpetrator. However,

"the systemic view yields a world of pattern, holistic interaction, context and circular

interaction" (Dell, 1989: 10). Without the scientific exploration of as many variables as

possible, any reform is bound to be less incisive and effective. The study of any

phenomenon with a hierarchical arrangement of structures and subsystems has to consider

the issue of power, and should, therefore, include the reciprocal dynamics of powerlessness.

2.8.4 Defence and coping mechanisms

How is a site created in the lives and identities of role players for the knowledge or

experience of eSA? Why do so few survivors disclose sexual abuse to anybody - and even

fewer report it to child protection officials or education administrators? What phenomenon
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underlies the intermittent institutional, professional and public awareness of the

victimisation of children? Why, despite media coverage, is CSA still considered as an "out

there" phenomenon (Gilmartin, 1994: 13)?

To address these questions, the nature ofCSA and LSA has to be considered: Through the

violation, disruption, shame and losses caused by CSA, a crisis is triggered - not only for

the child-survivor, but also for the perpetrator, their families and friends, the institution and

the wider professional and social context. Since CSA can cause so much distress and is

often difficult to resolve, the application of mechanisms through which the anxiety can be

alleviated is not only understandable, but sometimes also necessary.

Classic psychoanalytic psychology pioneered the concept of defence mechanisms by which

awareness of anxiety-provoking sensations, perceptions, thoughts, memories and actions can

be distorted, denied or blocked (Furniss, 1990; Hall & Kondora, 1997; Maddi, 1989).

Through these involuntary strategies a "psychological distance" (Shapiro & Dominiak,

1990: 70; also Hall & Kondora, 1997) between the too-painful-to-perceive reality and the

conscious is created. As exposed by Maddi (1989), many scholars have either criticised or

championed the concept of defence mechanisms. The "person within a person" concept

was thought to be ludicrous: one "person" perceives reality as too dangerous and decides

that the "rest of the person" shall not be permitted to bear knowledge of the reality (Maddi,

1989: 195). Neuropsychology has, however, found that certain sensations would not be

transmitted beyond the peripheral sensory level to the cerebral cortex if the organism could

benefit from such "gating" (Bruner, cited in Maddi, 1989: 215; also Hartman & Burgess,

1993). Many other conceptual frameworks in psychology also provide for defensive

operations. Cognitive psychologists subscribe to selective attention and the transformation

of unacceptable stimuli. In the systems paradigm, boundary fortification and the restriction

of the flow of information between subsystems represent defensive strategies.

A wide range of classic, revised and novel defence mechanisms have been associated with

CSA. Some, such as denial and projection, are unconscious defence mechanisms as

originally described by Freud. Others, such as silences and lying, are strategies which are

intentionally employed (Furniss, 1990). It could be concluded that defensive strategies

operate on an intrapersonal, interpersonal, but also on an institutional level (Morrison,

1996). Defences might be conscious or unconscious; partial or total (Furniss, 1990);

emotion-focussed or problem-focussed (Shino, 2000). Whatever the configuration,

defensive mechanisms are applied to cope with internal (intrapersonal) and external
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(interpersonal, institutional or environmental) stressors and are therefore valuable

(Tremblay, Hébert & Piché, 1999). Some strategies, like silences, might seem dysfunctional

to an outsider, but for a survivor (or any of the other role players) it could be "adaptive" at

that time (Burgess & Holmstrom, 1985: 97; Friedrich, 1988: 188; Jennings & Armsworth,

1992: 562). For this reason some theorists regard defences as "coping mechanisms"

(Summit, 1983: 179; Wolfe, Sas & Wekerle, 1994: 38); "survival mechanisms" (Quast-

Wheatley, 1988: 12); or "accommodation mechanisms" (Summit, 1983: 184).

In the context of this research defensive mechanisms will often be referred to as coping

mechanisms or strategies, to emphasise their adaptive function and to accommodate for

those strategies of which involved parties are aware. Coping will refer to cognitive and

behavioural efforts to "master, tolerate, or reduce" (Hiebert-Murphy, 1998: 425) internal

and external stress. The literature chapters will reveal how commonly coping mechanisms

are applied within institutions and by survivors, their parents and perpetrators, and, in

addition, I will show that every role player in the case study applied defensive coping

mechanisms to cope with the allegation of LSA.

2.9 Conclusion

In this chapter different conceptual frameworks were investigated, specifically the

individualistic, systems, feminist, revisionist and eclectic approaches. This exposition

should not be considered complete, but it should indicate how thinking about CSA has

evolved. The nested conceptual framework for this research was also elucidated. The study

will focus on the intrapersonal, interpersonal and institutional dynamics of LSA. Particular

attention will be awarded to the tension and effect of power/powerlessness. The concept of

defence and coping mechanisms will be the focal point of this study.

In the next chapters the specific 'role players' ofCSA will be discussed. A chapter will be

dedicated to each of the following: socio-cultural, and policy factors; roles and defences

within schools; the child-survivor; the perpetrator; and the survivor's parents. I will attempt

to reveal the multi-layered dynamics (and underlying coping mechanisms) which contribute

to CSA and affect the role players.
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Chapter 3

Child matters: Socio-cultural factors that have a

bearing on child (and learner) sexual abuse

3.1 Introduction

Theoretical approaches have indispensable merits in as much as they elucidate the different

and diverse perceptions of human nature and behaviour in all its forms. It is, however,

necessary to also contextualise a research problem within time and place. CSA is embedded

within interactional relations, processes and structures. These might be formally or

informally constructed, and might relate to relations among people (horizontal) or state-

people (vertical) relations (Bo Gutto, 1998). Two contextual settings are considered

particularly important with regard to CSA and LSA: culture, which is unformalised and

horizontal; and the policy-institutional environment, which is formally constructed and

vertical (the latter will be discussed in the next chapter). In this chapter I will endeavour to

describe the horizontal, informal and often covert (Longwe, 1997) setting of CSA: the socio-

economic (Section 3.2) and cultural context (Section 3.3) which influence the living reality

of people and their social action.

3.2 Socio-economic circumstances impacting on child sexual
abuse

Many Namibian parents and children are severely affected by critical economic conditions.

The following statistics from "The 1993/1994 Namibia Household Income and Expenditure

Survey" (Central Statistics Office, 1996) and the 1995 UNICEF report "Children in

Namibia" demonstrate the socio-economic circumstances of Namibian families.

Despite the fact that Namibia is the driest sub-Saharan country (also MBESC, 2003), 70%

of the population is dependent on agriculture. With 47% of the population of Namibia

classified as poor or severely poor (defmed as when respectively 60% and 80% of

household income is spent on food), much of the adults' time in a household is probably

spent on survival activities. Consequently, these overburdened parents cannot always meet

the material, supervisory, guidance and psychological needs of their children (Buga et al.,

1996; Haihambo, 1996; Ryklief, 2000). Poverty might directly lead to commercialised
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exploitation of children, which is prevalent in Namibia according to the "Molo

Songololo" report (Koen, 2000). Although the association between family income and

childhood sexual abuse/child protection has been the subject of much debate, some research

does support the premise. Du Toit and Pretorius (1997) found a correlation between income

and the child-protection efforts of parents in Gauteng, South Africa. Respectively, 68%,

52%, and 32% of parents from higher, middle and lower-income groups implemented

measures to protect their children from CSA. Among students at Illinois State University,

USA, the only risk factor which significantly discriminated between survivors of CSA and

non-abused students was family income (Bergner, Delgado & Graybill, 1994). In Israel a

significant correlation between family poverty and the sexual victimisation of learners by

school staff was reported by Benbenishty et al. (2002).

The disintegration of the extended family and emergence of the much-problematised single-

parent and female-headed families have been remonstrated as the cause of many social

problems in Africa (Mulinge, 2000). Mulinge (2000; 2002) claimed that shrinking extended

families erode the social standing and economic position of the family; the emotional

support network; and the family's ability to protect its children during times of crisis.

According to Coombe (2001), the poverty rate in female-headed households is double that

of male-headed households in South Africa. The 1991 Census indicated that 43% of rural

and 32% of urban households in Namibia are female-headed. It could be expected that the

work burden of single mothers, and the concomitant separation from their children, might be

detrimental to childcare, supervision and parent-child communication (Ryklief, 2000).

Studies involving perpetrators, such as that by Elliott, Browne and Kilcoyne (1995) and

Lyell (1998), indicated that the children of single parents are often targeted by perpetrators.

Conversely, Shino (2000) found that children in single-parent families are not necessarily

more at risk than children from other family structures.

Related to female-headed households and the over-burdening of women is the non-

involvement of males. Despite the fact that almost 70% of all employees are men in

Namibia, "many fathers are neither willing nor able to pay" [maintenance for their

children] (UNICEF, 1995: 29; also Mufune, 2002; Ryklief, 2000). Furthermore, according

to Haihambo (1996) and Ricardo (1998), paternal estrangement and absence are rife in

Namibia. The absence of a father figure is said to increase the vulnerability of both boy

(Lyell, 1998) and girl-children. Haihambo (1996: 32) explained why girls might be

rendered vulnerable: "The girl child never learns how to interact with a male adult." Some
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Namibian children may thus experience material and/or psychological deprivation from

absent fathers. Male teachers are perceived as surrogate father figures in many ways -

legitimised by their in loco parentis position. Haihambo (1996: 87) attested that the teenage

participants in her research often relied on the teacher, "who fulfilled in their socio-

emotional needs, which seem to be neglected in most of the families". Some of these

children may be particularly vulnerable if such a teacher has malevolent intentions.

The living conditions of children might also render them vulnerable to CSA. Children of

urbanised parents sometimes grow up in fluctuant households, often of a variety of settings,

sizes and compositions. For example, 57% of the population in Oshakati (a town in

northern Namibia) and 15-20% of the population of Windhoek (the capital city) live in

informal settlement areas, and an average of 4.8 people live in a one or two-room shack. A

lack of privacy and crowded conditions prevail in these houses, which might expose

children to the sexual endeavours of their parents or family members (Faller, 1988; Leach et

al., 2000; Voeten, 1994). A clinical psychologist Van Niekerk (2000: 46) warned parents

that such exposure could be alluring to their offspring, who might be tempted "to have that

kind offun herself". Alternatively, according to Bernet (1993: 907), it might result in

"chronic sexual overstimulation", McGrath (1994: 30) cautioned that overcrowding could

lead to "a confused sense of personal boundaries". These children might not experience

uncomfortable feelings when a teacher's touch is "a little too long" or a hug "a little too

close" (p. 30).

As in South Africa, Namibian children frequently stay with a rural grandmother or family

member, or might be moved from one temporary home to another because of employment

demands and childcare difficulties experienced by their parents (Levett, 1994; Mulinge,

2002). Macleod (1999a: 4) poignantly termed these children "football children, being

passed from one relative to another with no opportunity of bonding with anyone

individual". These children "tend to be exploited easily by people who show them love"

(legal practitioner cited in Haihambo, 1996: 125).

In the light of the HIV/AIDS pandemic and consequent increase of orphans and other

vulnerable children, the economic circumstances of many families are deteriorating (Abt

Associates,2002). Often orphans and children affected by HIV/AIDS are distributed among

surviving kin who are already fmancially, physically and emotionally overstretched

(Mulinge, 2000). It could be expected that some children might attempt to lighten the

https://etd.uwc.ac.za/



38

financial desperation of their families (LAC, 2002; Ricardo, 1998). They might be

prostituted by their family. They might easily be seduced by someone who seemingly loves

them. They might be encouraged by their family to have a relationship with "a male single

teacher with his government salary and housing" (Leach et al., 2000: 13; also Human

Rights Watch, 2001; Mulinge, 2002; Sapa, 2002; Wolpe et al., 1997). Jones (2001: 9)

reported from the Central African Republic,

"Girls often come to school without eating and without proper clothing. They see their
teacher as someone to help them. Many parents want their daughters to marry teachers, so
they encourage their children to have relationships with them, and the staff don't refuse. "

"The Impact ofHIV/AIDS on Education in Namibia" study (hereinafter referred to as the

HIV/AIDS Impact study) (Abt Associates, 2002: 16) found that "pressures on orphans and

other vulnerable children are putting them at high risk of HIV infection. They may be more

likely to resort to unsafe sex for material or psychological reasons and are at high risk of

abuse and exploitation". Nyandiya-Bundy and Bundy (2002: 600) called these efforts

"survival sex". It could be expected that little sympathy may be conjured at school, in the

community, or during a Disciplinary Inquiry if either the child or the family financially or

otherwise benefited from the CSA.

With sexual intercourse another dilemma arises: teenage pregnancy. Although a teenage

mother would probably drop out of school, her status may, in some contexts, be enhanced

once the baby is born (Macleod, 1999b; Njau & Wamahiu, 1994; Voeten, 1994). Moreover,

having the child of an affluent partner such as a teacher (Jones, 2001; Wolpe et al., 1997)

might be perceived as an economic alternative by young girls - either to escape familial

poverty; "book a husband" (Buga et al., 1996: 95); or "<hook' husbands" (Njau &

Wamahiu, 1994: 61). Whatever the incentive, pregnancy among young girls is widespread

in Namibia. In Katutura (a disadvantaged suburb of Windhoek), 80% of girls have had their

first baby by the time they turn 18 (UNICEF, 1995).

Much as the correlation between low socio-economic status and 'social evils' such as CSA,

child prostitution, teenage pregnancy, HIV transmission etc. might seem credible, it cannot

be accepted uncritically. Four factors are pertinent to such an association: firstly, as

observed by Macleod (1999a), there is an ideological trend in the literature to blame the

poor for their fate, serving as a moral admonition, often with racial undertones. Secondly, it

is implied that the child/leamer's needs and risk-taking behaviour underlie the sexual

exploitation - thus exonerating the perpetrator from full accountability. Thirdly, it has been
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proven that CSA occurs in all communities, irrespective of the socio-economic status.

For example, in the "South Africa Demographic and Health Survey", educational status and

type of residence (indicators of earnings) were unrelated to child rape - in fact more white

(generally perceived as a more affluent population group) women reported childhood rape

than women of African origin (Jewkes et al., 2002). (Of course, reporting CSA does not

necessarily reflect its true prevalence.) Fourthly, it would be methodologically difficult to

determine whether socio-economic difficulties underlie CSA, rather than an underlying

variable such as self-esteem. Thus, to my view it is necessary to be aware of all factors

which might place children at risk, including, but not exclusively, low socio-economic

status.

3.3 Cultural factors impacting on child sexual abuse

Cultural role expectations transmit - implicitly and explicitly - what interpersonal relations

and behaviour are considered socially acceptable between males and females, adults and

children, educators and learners. Culture either directs or constrains social action. In this

section it will be shown that many societal constructions reinforce assumptions that (a)

underpin CSA; and (b) promote silences and other defences regarding CSA.

A caveat regarding culture: generalisations about African, even Namibian culture, may

righteously be rejected as naive oversimplifications (Dzvimbo, 1994). Africa is the second

largest continent with an estimated population (in 2000) of nearly one billion people (World

Bank, 2002b: www.worldbank.org/data/wdi2002/tables/table2-1.pdf). Africans consist of

about 800 language, custom and ethnic groups (LeVine & LeVine, 1981). Namibia has a

population of only 1 826 854 (National Planning Commission, 2002), which might create an

impression of homogeneity. However, Namibia is a multicultural society, with differences

prevailing even within cultural groups. A researcher furthermore has to keep in mind the

diversity of idiosyncratic self-expression. Despite differences in geography, ethnicity,

language, religiosity, custom and self-expression, some scholars point to the notion of a

socio-religious world-view which is common to Africans, much as one would be able to

differentiate between Western and Eastern world-views (Van Dyk, 2001a).

3.3.1 Pre-missionary and pre-colonial norms

Despite being a heterogeneous society, it seems as though sexuality, sex and marriage were

highly regulated by pre-missionary and pre-colonial norms. Punishment for premarital
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pregnancy in southern Africa frequently was harsh. In five Ovambo (northern Namibia)

communities such a girl was burned to death (Becker, 1998); Nguni males were penalised

by cattle payment or labour (Bums, 1996); and it would be "extremely shamefulfor the

family" if an Ovahimba girl fell pregnant (Talavera, 2002b: 28). However, the sexuality of

young African people was acknowledged and they were encouraged to exercise sexual

control. Evening dances, bundling (where young men and women sleep together refraining

from sexual intercourse) and intercrural (between the thighs) sex were allowed (Bums,

1996; Macleod, 1999b; Van Dyk, 2001b). Only after the initiation ceremonies, also known

as the "group-marriage ceremony", were the privileges of pregnancy and birth legitimised

for the initiates (Becker, ·1998:215; also Talavera, 2002b). During these initiation rituals,

older relatives, not parents, would instruct girls and boys about sex, sexuality and marriage

(Bums, 1996; Shitundeni & Iipinge, 1996; Voeten, 1994; Women in Development Southern

Africa Awareness, 2000).

The missionary and colonial influence was far-reaching, Ahlberg declared (cited in Van

Dyk, 2001a: 128), "Sexuality was dramatically transformedfrom a context where it was

open but kept within well defined social control and regulating mechanisms, to being an

individual, private matter surrounded largely by silence." Such 'silence' is of importance

to this research. In contrast to pre-missionary and pre-colonial values, the norms held by

many African parents today appropriate the "puritan" (Talavera, 2002b: 59) sexuality of

Victorian times, as will be shown in the next section.

Many factors have contributed to the breakdown of traditional customs which both

normalised and regulated the sexual practices of young people - among others, the

disintegration of family life through land dispossession, urbanisation and schooling away

from home (Kamupingene, 2002). Some Africans attribute increasing promiscuity,

premarital pregnancy and HIV infections to social disruption and the emulation of

Eurocentric sexuality and values by "today 's youth" (Bums, 1996: 79; also Dasen, 1998;

Ricardo, 1998). In the next section I will elaborate on post-colonial cultural norms which

have bearing on parent-child relations and eSA.

3.3.2 Parent-child relations

The valued position of children in Africa is imbedded by cultural beliefs and social

practices, including the following. (a) In some groups children have the important function

of ensuring the preservation of ancestral spirits. After physical death a person gains spiritual
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immortality by being remembered by the family left behind (Talavera, 2001; Van Dyk,

2001b). (b) Children are often considered a sign of familial prosperity. They may contribute

towards the household economy by performing chores, working on the lands and tending to

livestock (Van Dyk, 2001b; Talavera, 2001). (c) Grown-up children habitually support and

tend to older relatives. According to Kayongo-Male and Onyango (cited in Lesetedi, 2000:

5), children can be seen as "aform of insurance against old age". (d) Girls are valuable,

according to Women in Development Southern Africa Awareness (2000: 195), because they

are sometimes "associated with bringing wealth into the family through bride price and

adultery fines". Both to traditional and 'westernised' Africans children are important-

ontologically and economically - and have to be protected from harm. Unfortunately, the

individual child sometimes becomes invisible within the greater notions of family,

community and even education. The relational norms and practices which place children at

risk of CSA will be discussed next.

It has been found that some parents find it difficult to talk about intimate matters with their

children in the USA (Burgess & Wurtele, 1998), Sweden (Svedin & Back, 2000), Kenya

(Njau & Wamakiu, 1994), South Africa (Coombe, 2002; Du Toit & Pretorius, 1997;

Macleod, 1999b), as well as Namibia (Shino, 2000; Shitundeni & Iipinge, 1996; Yamakawa,

2001) - in fact probably in most countries throughout time. Convicted sexual perpetrators

of children themselves underscore the importance of family guidance: "Parents shouldn't be

embarrassed to talk about things like this - it's harder to abuse or trick a child who knows

what you're up to" (participant in Elliott et al., 1995: 590). It can be assumed that, like

some adults, children might be reluctant to talk about 'it' (particularly with adults) and that

they too might conceal their sexual experiences (Heiman et al., 1998). Cultural and

intrafamilial silences make it unlikely that children would ask about or disclose sexual abuse

(Macleod, 1999b). In Chapter 8 parent-child communication will be discussed further.

As alarming as the communication problems described above is the generation gap between

adults with traditional values and the educated youth with Western practices. Becker (2000)

claimed that different norms and values regarding sex and sexuality are proclaimed by

adults but lived by children. Adults tend to promote abstinence, whereas in reality many

children are being sexually active (Shitundeni & Iipinge, 1996; Voeten, 1994). Some

research, however, seems to support the assertion of Dasen (1998) that the attitudes and

values of adolescents are more like those of their parents than would be expected. Buga et

al. (1996) found that the attitudes towards sexuality of adolescent girls in the Transkei,
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South Africa, were as conservative as those of their elders: 69% of the subjects

disapproved of premarital sex and 59% disapproved of sex education in schools. However,

despite these beliefs, 74.6% of the respondents were already sexually active at the time of

the survey. Similar double standards were identified byYamakawa (2001) in Namibia. The

majority of leamer-participants from Katutura subscribed to the ideal of premarital

abstinence, but their own sexual behaviour contradicted this: 45.1% of the grade 8s, 60.4%

of the grade lOs and 73.1% of the grade-12 learners had already engaged in intercourse at

the time of the study. The proverbial generation gap might be overrated, but double

standards regarding sexual behaviour seem to be underestimated. This gap between moral

attitude and practice is of consequence to CSA. When abstinence is proclaimed by adults

and children, there is little room for disclosure of sexual abuse.

In some African communities children are perceived as "the property of their parents"

(Osler, 1994: 142; also Cheah, Menick & Farinatti, 2000) - and girl-children even more so:

they are the "prized cows" (Ricardo, 1998: 41), for whom "lobola" (bride prize), or in

cases of premarital pregnancy, "damage compensation" (Becker, 1998: 215; also Macleod,

1999b; Shumba, 2001), is payable. Njau and Wamahiu (1994) warned that traditional

practices coupled with the contemporary money economy could transform a girl-child into a

commodity to be exchanged to the highest bidder. Lesetedi (2000), Joubert (2001), Leach et

al. (2000) and Nhundu and Shumba (2001: 1528) asserted that some Botswanan, South

African and Zimbabwean parents consent to "marriages of convenience" for their under-

aged sexually abused children - thus exempting a perpetrator from being prosecuted.

Shumba (2001: 362) observed that some Zimbabwean parents "encouraged their daughters

to Jail in love' with some teacher so that they could benefit from the teacher".

Furthermore, some children "have a moral obligation to obey their parents and respect the

opinions of their elders" (UNICEF, 1995: 163; also Burgess & Holmstrom, 1985; Butler &

Rumsey, 2000; Cheah et al., 2000; Kamupingene, 2002; Macleod, 1999b). Apparently not

only do parents or family members have to be obeyed, a child is also 'a child of the

community' and all adults have to be regarded with filial piety (Broodryk, 2000; Cheah et

al., 2000; LeVine & LeVine, 1981; Nyandiya-Bundy & Bundy, 2002). As in the West, only

the attention of "strangers, weirdoes, kidnappers and other monsters" (Summit 1983: 182)

may be averted. Girls could be considered to be at even greater risk of CSA than boys.

Many Namibian girls are raised not to talk back or to fight (Haihambo, 1996). Haihambo

ascribes the voicelessness and lack of agency of these girls to (a) child-rearing practices
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which encourage girl-children to be shy and silent; and (b) an authoritarian, non-

participatory parenting style (the latter will be discussed in Chapter 8). Lachman (1996)

placed the subservience demanded of a girl-child and male domination at the root of eSA in

Africa.

There is a well-known Afrikaans saying, 'children should be seen and not heard', which is

supported by many adults from the various language groups in Namibia. In fact, it is often

feared that, should children be allowed to participate in decision-making the authority of

parents and teachers would be undermined, which in tum could lead to "anarchy" and the

disintegration of "social order" (UNICEF, 1995: 162). Clearly, the voicelessness of

children is encouraged by some traditional values and practices.

The findings of Gilligan (1998) in the USA are also significant in Namibia. Gilligan (1998)

explored women's development in her book "In a Different Voice". She asserted that

separation from others threatens female gender identity. Furthermore, girls and women are

care-orientated and self-sacrifice is prescribed by the convention of "feminine goodness" (p.

74). Regarding CSA the following deductions are of consequence: (a) disclosure of sexual

abuse is 'bad' because it would be calamitous to the survivor's parents and family, the

perpetrator and his family, the community, and in cases ofLSA, the school; and (b) she also

risks separation from some, or all, of these groups. Girls might silence their own voice for

reasons of altruism and to maintain relationships with others.

Parent-child relations might thus increase the vulnerability of children to sexual exploitation

or abuse, and empower adults to undertake such abuse. These relations may also diminish

the ability of children to speak out.

3.3.3 Male·female relations

Certain cultural beliefs regarding male-female relations may also place the girl-child at

particular risk of sexual abuse. Also of consequence is the fact that male and female sexual

. roles in Namibia could be considered bipolar, as in many parts of the world (Dasen, 1998;

Mac an Ghaill, 1994; Pitcher & Bowley, 2002). There are a variety of factors concerning

the dynamics of male-female relations relevant to CSA, which I will now discuss.

Apparently boys and men are perceived as sexual beings and believed to be programmed

biologically to need sex frequently (Leclerc-Madlala, 2000; Voeten, 1994). A 28-year-old

male Namibian explained why he raped and killed a 13-year-old girl: "She didn't want to
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have sex with me, that is why I raped her" (Ganaxab, 2000: 5). According to Coombe

(2001), Levett (1994), Talavera (2001) and Van Dyk (2001b) gender constructions may also

normalise male promiscuity and poly-partnerism. By contrast, and contrary to traditionally

held views, female sexuality is considered shameful in many Namibian communities today.

Virginity (of girls) is a valued commodity in Namibia and many other societies - for

example, among the Puerto Rican communities in the USA (Fontes, 1993), Nigerians

(Levett, 1994) and Palestinians (Shalhoub-Kevorkian, 1999). A traditional practice in sub-

Saharan Africa which illustrates the different norms held for girls and boys is the lately

revived virginity-testing of girls, a ritual which is sometimes performed by teachers (Human

Rights Watch, 2001). In some communities in KwaZulu-Natal, South Africa, it is said to be

a practical way to address teenage pregnancies and HIV/AIDS and is claimed to be a

"cultural right" (Leclerc-Madlala, 1999: 38).

Whereas boys and males could be considered agents of (sexual) domination, girls and

women could be seen as subjects of (sexual) subordination. A Kavango (northern Namibia)

participant explained to Voeten (1994: 25; also Glaser & Frosh, 1988; Macleod, 1999b),

"When a man and a woman have sex, the man is on top and the woman lies underneath him.

That is also a woman's place in society." Shefer, Strebel and Foster (2000: 15) asserted that

'being on top' is "metaphoric of male domination ". Shyness, obedience and docility are

often prescribed for women and girls (Haihambo, 1996; Leach et aI., 2000; World Bank,

2002a; Ricardo, 1998; Voeten, 1994). Because a male is apparently permitted to enforce

sex, Talavera (2002b) concluded that the concept of rape does not exist in the Ovahimba and

Ovaherero culture.

Related to the prescribed submissiveness, "she has to wait until he proposes to her"

[original emphasis] (Voeten, 1994: 25). Ricardo (1998) reported that only 0.5% of his

participants asserted that girls start sexual alliances. If males are expected to initiate

relationships it could be assumed that they effectively control female sexuality (Coombe,

2001; Leclerc-Madlala, 2000; Tallis, 1995; Voeten, 1994).

Even if a man proposes, a girl or woman seldom directly accepts the proposal according to

Talavera (2002b), Voeten (1994) and Zindi (1998). This culturally ordained reluctance and

silence empowers males to form rationalisations about sexual liaisons, such as "Girls don't

object, therefore they want it" (Kelly, 1988: 35); "No actually means yes" (Gilmartin, 1994:

69).
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It seems therefore that females are accustomed to depend on external guidance regarding

their own sexual expression (Coombe, 2002; Ricardo, 1998). A grade-12 learner explained

to Ricardo (1998: 61), "Before I went through your questionnaire, I had thought that boys

are the ones to control my body and do whatever they liked with me." Like in the West

(Kelly, 1988), it is not only girls' and women's sexuality, but also their self-esteem and

social identity which often are dependent on male approval.

Few adults in the traditional-setting model open discussions between male and female

partners (Coombe, 2001, 2002; Leclerc-Madlala, 2000; World Bank, 2002a; Voeten, 1994).

Some couples revert to covert sex and often avoid being with each other during the day

(Voeten, 1994). This could drive 'normal' sexual endeavours into "the dark" (Ricardo,

1998: 47; also Voeten, 1994). In cases of 'abnormal' sex (e.g. sexual exploitation or CSA)

it can be expected that the secrecy would be elevated.

According to Gachuhi (1999), Ricardo (1998), Talavera (2002b) and Leclerc-Madlala

(2000: 29), neither teenage girls nor society necessarily perceive "gifts for sex" or

"transactional sex" (Leach, 2002: 107) as prostitution. It is asserted that sex in Africa

should be disentangled from the Christian and European sentiments of sinfulness and

romanticism; in Africa sex is instrumental (Leclerc-Madlala, 2000; Talavera, 2002b).

Because older men (amongst others, teachers) are able to give (more and expensive) gifts,

some girls may accede to them, instead of their own peer group. For example, a Namibian

girl-participant explained to Voeten (1994: 21) that she preferred a working man "because

he can give her money". This "age mixing " (World Bank, 2002a: 21) exposes girls to

sexual exploitation and HIV. The sexual exploitation of girls by older men is so common

that the term "sugar daddyism " has been coined in sub-Saharan research (Njau &

Wamahiu, 1994: 64; also Leach, 2002; Leach et al., 2000; Macleod, 1999b; Ricardo, 1998;

Talavera, 2002b; World Bank, 2002a).

Fine (1988) found that passion and violence often coexist in discussions with girl-children in

New York City. Studies seem to indicate that sex and violence are sometimes coexistent

and inextricable in Africa too. In South Africa, Leclerc-Mandala (2000) and Coombe

(2002) found that violence is perceived as an expression of love, and because of the

prescribed reluctance of girls and women, violence is part of the seduction process. For

women and girls who do not adhere to traditional roles, violence might also be a disciplinary

and regulation strategy according to Shefer et al. (2000). Atkinson (2000) and Daniels
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(2000: 48) reported on joint research by the Southern Metropolitan Local Council of

Johannesburg and the Community Information Empowerment and Transparency Foundation

(CIET, 2000). More than 26 000 high-schoolleamers and "thousands" of adults

participated in the study. The findings included that: females perceive sexual violence as

evidence of love; 11% of 15-year-old boys thought that "recreational gang rape" was

"cool"; and 20% of males have had sex without the female's consent.

The three F's of masculinity - "fighting, fucking andfootball" (Mac an Ghaill, 1994: 56)-

seem to be as valid for some African males as they are for some American men. It is

important to acknowledge that males too are disadvantaged by their socially prescribed role:

to be macho one has to suppress intimacy. In fact, Glaser and Frosh (1988: 24) posited that

fear of emotional involvement limits "sex to the activity of the penis", which might underlie

proclivity to rape according to Drieschner and Lange (1999).

Through socialisation boys also learn to 'stick together'. By adulthood aggressiveness,

amorousness, competitiveness and protective loyalty might be ingrained values of manhood.

A male teacher could thus expect sympathy from his male colleagues, not only because they

are colleagues, but also because of male allegiance (Longwe, 1997).

Ricardo (1998) posited that sexual schemata in Namibia could be reduced to violence,

manipulation and control. Culture seems to accommodate the sexual abuse of women and

girls through the roles and privileges often bestowed upon males. Males are encouraged to

be promiscuous and dominant; violence is accepted as a courting strategy; and men have the

sole right to initiate sex. Culture apparently also serves sexual abuse through the roles often

conferred upon women and girls. They are expected to be subordinate; a female's locus of

control is external; and saying 'no' is perceived as a sex ploy. Non-disclosure and the

perpetuation ofCSA are ensured through the silence surrounding sex and sexuality, the

clandestine nature of sexual alliances, and the disgrace of losing virginity (for a female).

Talavera (2002b: 61) observed that sexual relationships between same-sex partners are

perceived as taboo and "its existence is generally vehemently denied". Homophobia is

prevalent in Namibia; at the University of Namibia the President called upon traditional and

political leaders to have gays and lesbians "arrested, imprisoned and deported" (Shivute,

2001: 1; also Talavera, 2002b). The Home Affairs Minister, the Swapo Youth League and

the Khomas regional branch of the Swapo Women's Council have also recently expressed

themselves against these "evils ". The Council specifically lashed out at "teachers who

https://etd.uwc.ac.za/



47

'engaged in such evils' and who encouraged homosexuality among pupils" (Maletsky &

Smith, 2001: 5). Taking such condemnation into account, abuse of a homosexual nature

might be even more concealed by survivors than heterosexual CSA.

3.3.4 Myths and child sexual abuse

The myths and stereotypes held in the socio-environment - widely-promulgated, uni-

dimensional images which are derived from limited experience - may also contribute to the

occurrence of CSA and the silences surrounding the phenomenon. Many of these pervasive,

but deciding, representations and convictions are common across cultures, such as the

stranger danger myth (Calvert & Munsie-Benson, 1999; Collings, 1997). Others might be

restricted to specific times or cultural groups, or manifest themselves differently in different

societies, such as the "(Young) Virgin Myth" (Pitcher & Bowley, 2002: 275).

Myths and stereotypes are of significance to CSA, and might channel blame attribution, in

the following ways: If community members and parents believe that CSA is a rare

occurrence and subscribe to the myth that CSA occurs in poverty-stricken, disordered, far

away places they might not be vigilant of the possibility that CSA might occur right there in

the community (The Dublin Rape Crisis Centre, 2002: http://www.drcc.ie/stats/myths.html).

A perpetrator may be placed at an advantage if a community stereotypes a perpetrator as a

"sleazy, cruel or unusual "<looking stranger (Central Agencies Sexual Abuse Treatment

Program, 1997: http://www.casat.on.ca/mythsfacts.html). Perpetrators may also call upon a

range of culturally supported beliefs, as exposed in this chapter, to excuse his behaviour.

One such a stereotype is raised in "Beyond Inequalities: Women in Southern Africa": "It is

thought that the man is always predatory, and that it is up to the woman to 'control' man's

animal drives by not putting temptation in his path" (Women in Development Southern

Africa Awareness, 2000: 159). If a survivor is cognisant of such myths and stereotypes she

may elect to carry her secret alone. Furthermore, unfavourable characterisations are often

made of girls who fall victim to sexual abuse (of course it is might be assumed that 'it' does

not happen to boys). It is moreover the adult mythology about how a survivor should react

to attempts of sexual abuse and when and how she should disclose that might be particularly

paralysing (Summit, 1992). The same or similar myths and stereotypes will probably

operate within the school system, being a microcosm of society at large.
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Conversely, disclosure or discovery of stereotype-incongruent CSA (Collings, 2002)

might not be taken seriously, or might even be discarded. CSA of a homosexual nature or

non-violent CSA by a reputable teacher are examples of stereotype-incongruent sexual

abuse.

I will discuss myths and stereotypes in more detail in the following sections: the myths and

stereotypes which may be applied in a school to defend against awareness and accusations

ofLSA in Section 5.5; the beliefs which undermine disclosure in Section 6.5; the myths

which shelter female perpetrators in Section 7.4; and some of the myths to which parents

might subscribe in Section 8.3.

3.3.5 Justice

The dissimilarities between the European and traditional African understanding of human

rights are pertinent to the discourse of CSA. The Ubuntu Iworld-view upholds a strong

system of kinship and conjoint well-being (Broodryk, 2000). A wrongdoing, such as CSA,

will affect (and reflect upon) the whole family, extended family, village and community of

both the perpetrator and the survivor. Furthermore, under some African values, "it is

believed that it is better to sacrifice the individual for the well-being of the group" (Diescho,

1998: 249; also D'Engelbronner-Kolff, 1998; Ndeikwila, 1995). Rightly or wrongly, for

European idealists the individual and his/her entitlement are prevalent. In post-colonial

Namibia both these realities are prevalent: Ubuntu as the cornerstone of customary courts;

and (individual) human rights as the basis of the judicial and disciplinary systems. These

seemingly disparate notions are important with regard to CSA.

First, it is customary that a family (or community) should mediate wrongdoing internally.

According to Paine and Hansen (2002), a survivor with a collectivistic value orientation

might be hesitant to self-disclose CSA due to concerns about the negative impact it might

have upon her family and ancestors. Levett (1994: 249) related how an extended family in

Nigeria concealed CSA so that "it won't go to the outside world and spoil the family name".

A criminal or disciplinary case would commit the CSA to the public sphere. If CSA is

I Ubuntu is a Zulu word for intense "humanness ", a cornerstone of African philosophy, culture and values (Broodryk,
2000: 3).
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reported there is a possibility that the survivor (and her parents) might be renounced by

their peers, the family, elders and others.

Second, one of the legacies of colonialism is that the Eurocentric legal institutions are

frequently distrusted (UNICEF, 1995). Furthermore, the perceived insensitivity and inertia

of these institutions may cause charges never to be laid in the first place, to be dropped, or to

be referred to traditional dispute-resolution mechanisms (Gachuhi, 1999). CSA, LSA, the

sexual exploitation of an adolescent, or premarital pregnancy might be referred to a religious

or traditional leader, head of a homestead, family councilor a customary court

(D'Engelbronner-Kolff, 1998). In Shumba (2001) two of the teacher-perpetrators ofLSA

had to pay lobola and one was fined by a traditional chief.

Third, according to the Minister of Justice (Kawana, 2003), the customs in a given area

guide whether or not a case is accepted by a customary court, and how a case is heard. This

is of consequence to CSA. Only pregnancy, and not necessarily an abusive sexual

relationship, might be deemed unacceptable and result in retribution or restitution.

Furthermore, a community court might not recognise the vulnerabilities of a child-witness.

Fourth, if the misdemeanour is acknowledged by the community court, parents can claim

compensation from the perpetrator under the "Community Courts Act, Act 10 of2003"

(OPM, 2003). Such a claim can only be made after the conclusion of a Disciplinary Inquiry

or criminal case (if such action was taken) (Kawana, 2003).

Fifth, there are similarities between customary, colonial and post-independent law. All are

mainly run by males. Not only are judicial "court processes ... very alienating to women"

(Gawanas, 1998: 152), but under customary law women, as minors, are traditionally

debarred from presenting their own cases during a tribunal (D'Engelbronner-Kolff, 1998).

Furthermore, Gawanas (1998), the former Ombudsman of Namibia, held that legislation and

legal reasoning still promote traditional views regarding 'good' or 'bad' behaviour by

women.

Legal systems should give authority to the moral principles contained in international

agreements and national constitutions. Unfortunately people do not always use the formal

systems to assert their rights: on the contrary, economic and social inequities often affect

adjudication adversely. In cases ofLSA, the more knowledgeable parties (teachers)
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sometimes threaten the less sophisticated (learners and their parents) with court action for

defamation of character.

3.3.6 Traditional practices

The decrees of a constitution or enactment of a law do not necessarily change social

constructs or interpersonal dynamics. Some traditional practices are still prevalent in

Namibia, and relevant to CSA.

Sometimes an unquestioning belief in the traditional healer, witches and sorcerers, might

underlie the occurrence of and reaction to CSA. Voeten (1994) found that families might

not initiate a customary court case against a perpetrator for fear of being bewitched. A

disciplinary or criminal case may warrant an even greater dread of revenge.

In Namibia, as in other parts of the world, many adults have younger and younger

girlfriends because they fear contracting HIV/AIDS from older (and possibly, sexually

experienced) women (Coombe, 2001; Gachuhi, 1999; Njau & Wamahiu, 1994; Pitcher &

Bowley, 2002; Shivute, 1998; Spiecker & Steutel, 1997; UNICEF, 1997). This was termed

the "Prevention Theory" by Coombe (2002: 5). The "Retribution Theory" (Coombe,

2001: 10) relates to the deliberate spread of HIV, probably to the most vulnerable.

Moreover, the "Cleansing Theory" (Coombe, 2002: 5) or "(Young) Virgin Myth" (Pitcher &

Bowley, 2002: 275; also Human Rights Watch, 2001; Leach, 2002; MBESC & MHETEC,

2003; Shivute, 1998) proclaims that sex with a virgin not only prevents, but cures, venereal

disease. In a local Namibian newspaper, Inambao (1997: 2) recounted, "There are

unconfirmed reports that some witch doctors are telling patients who are infected [with

HIV] ... to defile babies and virgins so that they can be cleansed of the incurable disease. "

Schools are populated with many such 'prescription virgins'.

As demonstrated, for many centuries sex and sexuality have seldom been discussed openly,

only sometimes under ritualised and/or regularised circumstances such as initiation rituals,

song and dance (Van Dyk, 2001a). Some adults in the UK, for example, were and still are

"too coy" to use accurate anatomical names and sexual descriptions (Browne, 1996: 43).

The linguistic tools available to American children involve "unspeakable" body parts

(Summit, 1990: 60) and "dirty words" (Fontes, 1993: 32) which cannot be used in front of

adults. Similarly, at a National Dialogue organised by Sister Namibia in 2000, Karas

explained, "Many of the body parts are swear words: so harsh and negative." Moreover,
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eSA is a taboo topic. For many years eSA was a non-entity; no word for it existed.

Without vocabulary it was difficult for a child-survivor to describe what had happened to

her; neither could protective adults acknowledge, understand or address sexual abuse as a

lived experience. eSA was an unrecorded and unrecordable social phenomenon. Even

when the topic was discussed, ineluctable euphemisms were used - as still in Namibia to

this day. Sometimes rape is called "onbeskof gemaak" (Afrikaans meaning 'the girl is made

insolent, unmannerly') or "being made women" (Discontented parent from Aranos, 2003).

Traditional practices may, however, serve justice. In Chapter 1 it was shown that

disciplinary actions against sexually abusive teachers in the Ondangwa East and West

Education Regions have been more successful compared to other regions. The Deputy

Director of Personnel Administration (NANTU, 2002: 2) explained,

"It is because of the cultural requirements and formalities, which require thefather tofor
example give a name to the child. The cultural formalities are normally very transparent, as a
result there is nopossibility for fathers to hide/escape responsibility in this regard. "

3.4 Conclusion

Although most Namibians do assert that children 'matter', there appears to be a

contradiction between intention and action. In this chapter it was shown that poverty and

related sociological consequences probably increase children's vulnerability to exploitation;

however, low socio-economic status cannot be considered the impetus for eSA - the intent

of the perpetrator leads him to target a child from a vulnerable group. It seems as though

cultural persuasions and practices in Namibia may also negatively impact on intrapersonal,

interpersonal and institutional voice and agency. The messages that some children receive

about sexuality and relationships; the natural dependency of children; the fact that they are,

sometimes intentionally, kept uninformed; the expectation of obedience and subordination;

and the discouragement of autonomy all place children at grave risk of sexual abuse.

Furthermore, with some adults evading the issues surrounding sex, few children would have

the courage to disclose esA. Sexual abuse - regardless of the survivor's involuntary role-

could mean a loss of virginity, shame, ruined marriage possibilities and disgraced family

honour. A child disclosing sexual abuse thus transgresses three values: talking about a

taboo topic; complaining about an adult; and being sexually 'active'. Of course children are

not silenced only in Namibia or sub-Saharan Africa, as has been shown, many cross-cultural

similarities regarding eSA and its non-articulation exist.
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These cultural beliefs and customs not only impact on the occurrence and perpetuation of

CSA; they are bound to impact on research into CSA. Talking to a researcher about sex, or

worse, sexual abuse, could be expected to be difficult for a participant and even more so for

a child-survivor. Confusion related to the 'normalisation' of abusive sex in some

communities, the prohibited topic, prescribed silences, fear of retaliation, betraying an adult

or spoiling the family name and expectations of condemnation might well compromise

participation or participant-sincerity. If the researcher is from a different ethnic group, the

participant may be even more reserved. On the other hand, the expected obedience towards

adults may make it difficult for a child to refuse a researcher's request to talk with himlher.

These issues will be further explored in Chapter 9.

It seems as though culture sometimes sanctions systemic silencing of (some ot) its members,

and that it creates impermeable social divisions. Dr Ramphele (cited in FAWE, 1994: 19)

said, "Culture is like an umbrella under which some people like to hide from rain and also

shade themselves from the sun. But sometimes you need tofold it. "
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Chapter4

Political ear: Policy factors that have a bearing on

child (and learner) sexual abuse

4.1 Introduction

In the previous chapter it was shown that traditionalists sometimes promote patriarchal

values known for suppressing, excluding, exploiting and discriminating against (African)

women and girl-children. These traditionalists are said to be in "problematic competition"

(Mokgoro, 1998: 183) with the advocates for human, women and children's rights, on

whose work elite rhetoric is based (e.g. the "United Nations Convention on the Rights of the

Child", the "Constitution of the Republic of Namibia", statutory enactments and

institutional regulations). In this chapter the political and policy environment which has a

bearing on LSA in Namibia will be examined; the consequences or disregard of the many

laws, regulations and practices will not be exposed in the single case study in this thesis. In

fact, in the case study the disciplinary process never proceeded beyond a preliminary

investigation.

I will begin this chapter by discussing the terms 'child' and 'learner' in reference to CSA

and LSA. I will then consider documents of international (Section 4.3) and Namibian law

(Sections 4.4 and 4.5) relating to LSA. Over and above overt formalised policies and

procedures, I will also critically discuss covert (interpersonal and institutional) actions

which might have a bearing on the implementation of policy.

4.2 Defining 'child' and 'learner'

Children need special protection because of their dependence and powerlessness, and

because a child is still in the process of development "in character, manners, attainments

and especially in experience and judgement" (Doyle, 1994: 4). Defming 'child' - such as

in CSA - is therefore an important tool to determine who needs such special protection.

The meaning of 'child' often differs within and across communities, and over time-

seemingly being (re)defmed to fit the contextual setting and purpose of the beholder.

Namibia is no exception. Legislation in Namibia determines that people acquire the right to
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participate in different activities at different ages. For example, the official age of

majority is 21; the legal age for marriage is 18; but, in terms of the "United Nations

Convention on the Rights of the Child" (UN, 1989: Article 1), a child is "every human

being below the age of 18years". With regard to the protection of children against sexual

exploitation and abuse, legal documents differ. Age-gender inequalities were codified in the

pre-independence laws: for example, under the old law on rape in Namibia, the age at which

girl-children could consent to sexual intercourse was 12; boys did not fall within the ambit

of the rape law (LAC, 2001; 2002).

Post-independence enactments have addressed such past injustices. The "Combating of

Rape Act, Act 8 of2000" (OPM, 2000a: Section 2(2)(a)) provides special protection for

both girls and boys younger than 14 years where the perpetrator is three years older

(because such an age difference is deemed to constitute coercive circumstances). To assume

that most 14 year olds are able and assertive enough to reject the sexual overtures of a

person in a position oftrust and authority is ill considered. On this matter, the "Combating

of Rape Act, Act 8 of2000" (OPM, 2000a: Section 3(1)(a)(iii)(cc)) specifies that "if the
complainant is under the age of eighteen years and the perpetrator is the complainant's

parent, guardian or caretaker or is otherwise in a position of trust and authority over the

complainant" a minimum period of imprisonment of 15 years must be imposed, even for a

first conviction. This clearly shows that the legislature acknowledges the potential coercive

nature of, amongst others, the in loco parentis position of teachers, and therefore extends the

period of child protection. Furthermore, the "Combating of Rape Act" (OPM, 2000a:

Section 2) has changed the focus of the law from whether or not the complainant gave

consent to sexual activities to whether or not coercion was applied. "Coercive

circumstances" include (but are not limited to): physical force; threats of force; threats

against the victim or another person which are not physical threats; certain age differences;

unlawful detention of the victim; and certain kinds of deception by the perpetrator (LAC,

2001). The concept of an 'age of consent' is no longer applicable under the new legislation.

Under the "Combating of Immoral Practices Amendment Act, Act 7 of 2000" (OPM,

2000b: Section 14) it is criminal offence if someone more than three years older commits,

attempts to commit, solicits, or entices a girl or boy under the age of 16 into a sexual,

indecent, or immoral act. The crime is broader because it covers a "sexual act" and an

"indecent and immoral act": not only rape as in the "Combating of Rape Act" (LAC, 2001:

12).
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Children in Namibian schools are called 'learners'. Many boys and girls at school are

older than the ages for which special protection under the Acts is specified: 14 according to

the "Combating of Rape Act" (OPM, 2000a); 16 according to the "Combating ofImmoral

Practices Amendment Act" (OPM, 2000b); and 18 if the perpetrator is in a position of trust

and authority as specified in the "Combating of Rape Act" (OPM, 2000a). There are thus

many learners at school who are not perceived as children in sexual matters under national

law, and who can therefore not necessarily rely on being protected as children. However, in

the "General Services Circular 9/2001: Reporting and Charging of Teachers having Affairs

and/or Sexual Relationships with Learners" (MBESC, 2001), it is stated that no teacher,

whatever hislher age, is allowed to have a sexual relationship with a leamer, whatever

hislher age.

Legislation does not necessarily reflect cultural defmitions of childhood. Some groups

associate the beginning of adulthood with having a child, sexual maturity, or the ability to

perform certain culturally sanctioned functions (Lesetedi, 2000). Such cultural definitions

may influence the implementation of laws and regulations. Itmay determine whether or not

a child's disclosure is perceived sympathetically; whether or not parents will institute a

charge; and whether or not traditionally-minded (educational) authorities will pursue the

case.

4.3 Policy environment: Children's rights

The "United Nations Convention on the Rights of the Child" (hereafter referred to as the

Convention) (UN, 1989) was ratified by Namibia in September 1990. The Convention is

legally binding on all countries which ratified it (Osler, 1994; UNICEF, 1999).

Furthermore, Article 144 of the "Constitution of the Republic of Namibia" ordains that

international agreements shall form part of Namibia's law. The Convention is thus legally

enforceable as international and national law. However, as Mulinge (2002: 1117; also

Lachman & Poblete, 2002) pointed out, the translation of the Convention into reality is "a

distant dream in most African countries".

The Convention establishes principles for the development of programmes and policies to

protect children. The fundamental provision of the Convention is that the state will ensure

that "the best interest of the child" is upheld (Article 13). However, "best interest" is an

undefmed concept and dependent on the values held in a society. Osler (1994) classified the
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Articles of the Convention into the 3 P's: the rights of children to protection, provision

and participation. The rights of children will be discussed next as applicable to CSA.

Provision. According to the Convention every child is entitled to opportunities for

physical, intellectual, moral, psychological and spiritual development (UNICEF, 1995).

The provision of education for all (Article 28.1) and eradication of ignorance (Article 28.3)

are ways in which a government can enhance the resilience of learners against perpetrators.

'Education for all' is actively pursued in Namibia: Sherbourne (2002) showed that Namibia

spends proportionally more on education than any country listed by the World Bank,

Ironically, abusive teachers probably engender the ignorance of learners of their rights, thus

promoting silence and perpetuating LSA.

Protection. The Convention requires ratifying countries to safeguard children. Article 19

prescribes, "States parties shall take all appropriate legislative, administrative, social and

educational measures toprotect the child." Article 3 stipulates that the States Parties

should guarantee the "suitability" and "competent supervision" of a "person who has the

care of the child". These articles thus have specific relevance to the protection of the child

by or within institutions. Article 34 explicitly protects children from abuse and exploitation

of a sexual nature. Furthermore, Articles 19.2 and 39 assert that child-survivors will be

afforded physical and psychological rehabilitation and reintegration. It is expected that the

States Parties would institute strategies for the "identification, reporting, referral,

investigation, treatment and follow-up" (Article 19.2) of abused, neglected or exploited

children. The provision of such restorative services could be construed as self-evident,

particularly if the abuse took place within a government institution.

Participation. Article 12 of the Convention affirms the right of a child to participate in "all

matters affecting the child". Article 17 determines that stakeholders need appropriate

information in a form they can understand. This is relevant to LSA: a child will not

denounce her teacher if she is ill-informed about which actions towards her are considered

unacceptable, or is unaware of her rights. The dissemination of information to parents and

encouragement of parental participation are promoted (Articles 5 and 42).

Namibia signed the "Optional Protocol to the Convention on the Rights of the Child on the

Sale of Children, Child Prostitution and Child Pornography" (UN, 2000) (hereafter referred

to as the Optional Protocol) in September 2000 (LAC, 2002). The Optional Protocol aims
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not only to protect children from falling victim to sexual exploitation (Article 9), but also

from secondary traumatisation after abuse. Article 2(b) of the Optional Protocol defines

'exploitation': "Child prostitution means the use of a child in sexual activities for

remuneration or any other form of consideration." Article 8 specifies how the rights and

interests of child-survivors should be protected: "Recognizing the vulnerability of child

victims and adapting procedures to recognize their special needs, including their special

needs as witnesses" (Article 8.1(a)). The Optional Protocol requires that the child-survivor

should be protected from intimidation and retaliation (Article 8.1(f)). States Parties should

ensure that the child receives "appropriate" support "throughout the legal process" and has

a voice in these matters (Article 8.1(d)). States Parties are also expected to ensure that

"unnecessary delay in the disposition of cases" is avoided (Article 8.1(g)). It specifies that

States Parties should guarantee that the persons who work with survivors should receive

"appropriate training, in particular legal and psychological training" (Article 8.4).

The "Vulnerable Witness Bill", which is still in draft form, is expected to address the

stipulations of the Optional Protocol (LAC, 2002). Unfortunately disciplinary procedures in

the public service (for misconduct such as LSA) take place under administrative law.

Victims of LSA will thus not necessarily benefit from the mentioned provisions. The

Optional Protocol, Article 8.1, specifically states that the measures have reference to "all

stages of the criminal justice process" [added emphasis].

The Constitution underscores similar values as the Convention, and also guarantees the

rights of an accused. In the next section the Constitution of Namibia will be discussed.

4.4 Policy environment: The Constitution of the Republic of
Namibia

While human rights among all peoples are promoted by international conventions, a

constitution guarantees the rights and freedoms of the people within a nation-state (Boko,

1998; Russon, 1998). The "Constitution of the Republic of Namibia" (Government of the

Republic of Namibia, 1990) (hereafter referred to as the Constitution) has been

internationally acclaimed as progressive and democratic. Some Articles in the Constitution

have relevance to a child-survivor of sexual abuse; others are relevant to the perpetrator:

The following articles could be deemed applicable to a child-survivor: under the

Constitution, in contrast to the Convention, 'children' are persons under the age of 16; and,
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as in the Convention, the principle of "the best interests of children" (Article 15.1) is

retained in the Constitution. Abusing a child or failing to protect a child would thus be an

infringement of the child's constitutional rights. InArticle 15.2 the responsibility to protect

children from exploitative actions is enacted. Unfortunately exploitation is specified as

economic; whereas a child might be coerced into sexual activities with a teacher for fear,

fulfilment of socio-psychological needs, or for scholastic gain. In Article 20.2 and Article

20.3 primary education is decreed compulsory. "Children shall not be allowed to leave

school until they have completed their primary education or have attained the age of sixteen

(16) years, whichever is the sooner ... " Itwould seem like compulsory education

constitutionally imprisons child-survivors ofLSA in an inescapable situation.

A person suspected of LSA is protected by various articles: the most important being Article

12(d). "All persons charged with an offence shall be presumed innocent until proven guilty

according to law, after having had the opportunity of calling witnesses and cross-examining

those called against them." The enshrined right of an accused to cross-examine witnesses

against himself will be discussed later in this chapter.

The Constitution of Namibia is supreme and justiciable. However, Professor Kamba's

(cited in Gawanas, 1998: 145) assertion is relevant: "The constitution is a dry document and

what breathes life into it is human interaction giving rise to issues of disputes concerning

human rights ... it becomes alive through its interpretation byjudges and its application to

real life situations. "

4.5 Policy environment: Education in Namibia

Educators in Namibia are statutorily obliged to a duty of care (OPM, 2004). Evidence

arising from this investigation suggests that some representatives of the Ministry are neither

careful to shelter learners from abusive persons, nor caring toward survivors of malpractice.

In this section the policy environment in which LSA occurs and the practices in the face of

LSA will be explored.

4.5.1 Values rhetoric

Before independence Christian National Education values of apartheid, racism and

autocracy were enforced in Namibia by South Africa. With independence the national

government's main objective was to rectify past injustices. In "Toward Education for All"
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(MEC, 1993: 67) the Ministry summarised the core values afpast-apartheid education in

Namibia:

"Our success in broadening access, achieving equity, improving quality and promoting
democracy will be the measures of our progress to fulfilling that [education for all]
commitment. "

Access, equity and democracy are relevant to LSA too.

,Access' implies that a child's education should not depend on family resources, where

those are limited. Notwithstanding, Ricardo (1998) and Talavera (2002a; 2002b) have noted

that some teachers in Namibia financially support learners in exchange for sexual favours.

Regarding equity it is stated:

"We must also educate boys about partnership, parenthood, non-violent relationships, and
the unacceptability of a male superiority complex. Educating teachers and boys is a
necessary foundation for enabling girls ... to develop their self-respect and self confidence"
(p.136).

The personal transformation of (male) teachers and learners is emphasised, in particular in

those domains that also underlie abusive sexual relationships.

in a newly sovereign country, democracy is considered paramount in all sectors. The

Ministry affirmed, "To teach democracy, it must also practice democracy" (p. 182) and

"Education is everyone's business" (p. 176). Through the decentralisation programme

more education regions were established to bring management nearer to the people. School

Boards have parent, learner (in secondary schools) and teacher representation to encourage

collaborative decision-making. In the next chapter it will be shown that when a school is

threatened by allegations such as LSA, barriers are often erected against parents and

learners.

The Ministry also expressed humanitarian goals of education: amongst others, to "promote

human rights, respect for oneself and respect for others ... foster the highest moral, ethical

and spiritual values such as integrity, responsibility, equality, and reverence of life" (p. 55).

Education is thus not limited to the acquisition of academic knowledge and skills. However,

the question remains: what values are transmitted if LSA is sometimes covertly permitted in

schools?

Specifically regarding the reappointment of teachers after they had been dismissed because

of misconduct (such as LSA), the "General Services Circular 2/1997" (MBEC, 1997) states
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that "the Ministry will only take actions which serve the public interest" (p. 2) and "the

best interests of the child shall be of primary consideration" (p. 5). In the rest of this

chapter I will explore to what extent the stated values are executed.

4.5.2 Structure and power

The complex structure of the Ministry and gendered power distribution are important with

regard to LSA: The Permanent Secretary is the highest administrative office-bearer. Only

the Permanent Secretary has the authority to institute a charge of misconduct and to

commission a Disciplinary Committee. He/she also will endorse the finding and/or

recommendations of a Disciplinary Committee after a Disciplinary Inquiry, or may refer the

fmding and/or recommendations back to the Disciplinary Committee for reconsideration).

At Head Office the Directorate of Personnel Administration plays a direct role in cases of

misconduct: it is responsible for training stakeholders, advising regions and for quality

control. A Regional Director is the accounting officer, chief administrator and educational

leader in a region. It is, however, the Regional Inspectorate which primarily supports and

advises principals regarding cases of misconduct by teachers and learners. Regional

Personnel Officers keep personnel files, and formulate and process charges of misconduct.

Within schools, although the principal is the school manager, he/she consults with the

management committee (Deputy Principal and Heads of Department), the internal

disciplinary committee, as well as the School Board. School governance has to ensure that

teaching and learning are optimally conducted and that the rights of all members of the

school are protected (Nieuwoudt, 1999).

The structure of the school hostel links to the school through the principal, who is ultimately

responsible for the management of the hostel. Learners in school hostels are supervised by

paid Supervisory Teachers, headed by a Hostel Superintendent. These adults live on the

premises and often inside the hostel. Reports have revealed that boarders are sometimes

sexually abused by teachers and institutional workers (MBESC & MHETEC, 2003;

UNICEF, 1995; Zimba & Nuujoma-Kalomo, 2002). The HIV/AIDS Impact study (Abt

I The Office of the Attorney-General was consulted on whether a Permanent Secretary may vary or refute the finding
and/or the punitive measures as recommended by a Disciplinary Committee. It was determined: "If the Permanent
Secretary does not agree with the recommendation by the Disciplinary Committee, he or she has to refer it back to the
Disciplinary Committee for afresh recommendation. We thus advise that the Permanent Secretary can not vary the
finding of the Disciplinary Committee and further advise that only the Public Service Commission has the power to either
reject or endorse the recommendation that a staff member be discharged" (OAG, 2003a: 2).
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Associates, 2002: 51) found that "many hostels are clearly environments that put

learners at high risk of HIV infection due to ... limited control and supervision, abuse of

learners by staff ... " Similarly, Coombe (2001: 8) asserted that South African hostels are

"places where teachers can prey at will on the young". It seems as though nobody is held

accountable for the lack of supervision in some hostels, or the exploitation of hostel

boarders, as required under the Convention.

At the bottom of the structure are learners. When this structure was set up, the Ministry

recognised the danger of an extended management structure. The following vignette was

used to illustrate the dangers of a lack of clear, personalised accountability:

"When several older children are told to look after their little brothers and sisters, each of
them may attend to other things, thinking the others are looking after the young ones.
Everyone - which actually means no one - is responsible when a young child wanders away
or is burned in thefire. " (MEe, 1993: 162)

It could be expected that a complex bureaucratic system weakens voices, or loses voices

altogether, especially the voices of little brothers or sisters right at the bottom of the system.

Inextricably linked to power is the gender distribution within the structures of the Ministry.

In Table 4.1 the male-female ratios of some posts relevant to LSA are set out.

• Special class teachers, remedial teachers, music teachers etc.
•• 2003 statistics

Table 4.1 Gender profile of education staff in Namibia according to the annual 15th school
day report, 1999 (MBEC, 1999a: Table 11.1 ).

Staff Male Female Total

Number % Number %

Other staff * 16 8.3 176 91.7 192

Teachers 4868 35.2 8952 64.8 13820

Deputy Principals and HOD 760 49.8 766 50.2 1526

Principals 920 64.5 464 33.5 1384

Inspectors •• 48 88.9 6 11.1 54

Personnel Officers •• 82 52.6 74 47.4 156

Regional Directors •• 10 76.9 3 23.1 13

Under Secretary, Deputy Permanent 1 33.3 2 66.6 3
Secretary and Permanent Secretary..

Clearly senior administration and decision-making levels are still male dominated, despite

the post-independence policy of affirmative action. In Namibia men account for 35.2% of
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teachers, but 64.5% of principals and 76.9% of Regional Directors. Furthermore, as a

consequence of Namibia's patriarchal society, it could be expected that male teachers would

have added influence and power, whether or not they are in management positions.

Regarding LSA, it could be expected that institutional culture, policy and practice are

shaped by dominant gender and power relations. In fact, Back and Lips (1998: 1247) found

"that females are more pro-victim than males". Gender could influence subjective

meaning-making and empathy; preferential treatment; views on the (un)acceptability of

sexual violence; policy; and practice; as race has done in the past.

4.5.3 Laws and regulations

Within education in Namibia, as in other institutions, laws and regulations are drawn up to

affect the behaviour of employees. These are documented in:

the "Public Service Act, Act 13 of 1995" (OPM, 1995a);
"Regulations under the Public Service Act" (OPM, 1995b);
"Amendments to the Public Service Staff Rule E.x: Misconduct and Disciplinary Action"
(OPM, 1999) (PSSR);
"Education Act, Act 16 of2001" (OPM, 2001);
"Code of Conduct for Teaching Service" (OPM, 2004);
"National Policy on HIV/AIDS for the Education Sector" (MBESC & MHETEC, 2003);
"Hostel Guide" (MEC, 1991);
"General Services Circular 9/2001: Reporting and Charging of Teachers having Affairs and/or
Sexual Relationships with Learners" (MBESC, 2001); and
"General Services Circular 2/1997: MBEC (Internal) Policy Regarding the Re-employment of
Ex-staff Members (Including Teachers) Discharged on the Grounds of Misconduct" (MBEC,
1997).

A number of other laws are also of consequence in cases of LSA, amongst others: the

common law principle in loco parentis; the law of delict'; and the "Children's Act, 1960"

(Republic of South Africa, 1960). This Act will probably soon be replaced by the "Child

Care and Protection Bill" which is presently being drafted.

4.5.3.1 Protective laws and regulations

Many laws and regulations primarily serve to protect learners from, amongst other dangers,

LSA. These laws and regulations establish the "<legaldeterminants' for the educator-

2 Delictual law is concerned with the civil liability of a juristic person for damage compensation which arises from his/her
actions or failure to act (De Waal et al., 2001). The following elements have to be present: conduct, wrongfulness, fault,
damage and causation (Squelch, 2001).
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learner relationship" (De Waal, Theron & Robinson, 2001: 153): the in loco parentis

responsibilities of teachers; that reporting LSA is obligatory; and some laws regulate the

degree of care which has to be exercised by holding a juristic person liable for damage or

injury.

Proscribing LSA. Teachers are prohibited from sexually abusing, exploiting, or having

sexual relationships with learners by a number of documents. First, the "Code of Conduct

for Teaching Service" (OPM, 2004: Section 65 A(o)) specifies: "A teacher, in relation to

learners - may not become involved in any form of romance or sexual relations with a

learner or sexual harassment or abuse of a learner." The "Code of Conduct" is given legal

legitimacy through the "Education Act", Section 73. Second, the "National Policy on

HIV/AIDS for the Education Sector" (MBESC & MHETEC, 2003: 6) clearly determines

that "no education sector employee who acts in loco parentis in respect of learners or

students may engage in sexual relations with learners or students". Third, as was shown

above, the "General Services Circular 9/2001" (MBESC, 2001) specifically prohibits LSA.

No specific rule exists relating to relations between Supervisory Teachers and hostel-

boarders. Although primarily intended for visitors of Supervisory Teachers, indirect

protection is provided for some learners by the "Hostel Guide". The "Hostel Guide" (MEC,

1991: 3.26) states, "Unmarried supervisory teachers may not receive people of the opposite

sex in their bedrooms" [added emphasis]. This restriction reflects on the naiveté of

policymakers. The possibility that married teachers might establish relations with learners,

or that unmarried teachers might engage in homosexual relations with learners, is not

recognised. Voeten (1994: 22) found that marital status does not rule out LSA: "Sometimes

these teachers are already married, but because they live on the premises of the school

without their wives and children during the week, it is often easy to cheat on the wives as

well as the girls." In the case study, in which the alleged LSA is committed by an

unmarried female teacher against a girl-learner, this hostel rule actually accommodated the

occurrence and continuation of what seemed to be LSA.

In loco parentis. Teachers act in loco parentis, and as such have a legal "duty of care"

(Oosthuizen, 1994: 209; also De Wet & Oosthuizen, 2001; Lombard, 1993; Squelch, 2001).

Teachers are responsible, in loco parentis, for learners: while they are officially being taught

at school; when learners participate in school activities; and while on their way to or from

school. The loco can therefore be expanded both in time and space to include

extracurricular and extramural activities (De Waal et al., 2001; Lombard, 1993). The in
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loco parentis status of a hostel supervisor was recognised in 1948 in a South African

court case. (The pre-independence law of South Africa, unless amended or revoked, is still

valid in Namibia.) The duty of care is doubly applicable to LSA: (a) teachers who sexually

abuse learners; and (b) teachers who do not safeguard learners against dangers (such as a

sexually abusive teacher), violate their a legal duty of care (De Wet & Oosthuizen, 2001). It

is important to bear in mind that the in loco parentis position is not rhetoric: it is a judicially

enforceable common law concept, and has been formalised in the "Code of Conduct for

Teaching Service" (OPM, 2004: Section 65(I)A(a)): "A teacher, in relation to learners-

must take the place of parents when a learner is officially at school and when he or she

participates in official school programmes and activities in and outside school".

Mandatory reporting. In terms of their in loco parentis duty of care, a teacher is expected

to consider the 'best interests' of the learner and to act like a 'reasonable person' (De Waal

et al., 2001). Because teachers "observe the same children [and their colleagues] day after

day over long periods of time", they should be able to detect CSA (De Wet & Oosthuizen,

2001: 166). According to De Wet and Oosthuizen (2001: 167), it could be deduced that

teachers are duty bound to "anticipate foreseeable damages and to take the necessary

precautions to prevent such damages to the children entrusted in their care". Therefore a

teacher may be expected to report CSA, but even more so LSA. Consequently, in terms of

the law of delict an educator may be held civilly liable if he/she fails to report abuse or

otherwise fails to protect a leamer, and further harm resulted because of such failure (De

Wet & Oosthuizen, 2001).

Mandatory reporting of child abuse and neglect (inside and outside the school context) is

proposed in the "Child Care and Protection Bill" (Ministry of Women Affairs and Child

Welfare,2002). In Clause 30.1 of the working document it is stated that

Ha person, in the course of examining, treating, attending to, advising, educating, instructing
or providing child care services for any child ... who becomes aware of information that
would cause a reasonable person to suspect that the child's rights are being infringed ... shall
immediately report such information "[added emphasis).

Under the Bill, failure to report CSA would be considered a criminal offence (Subsection 6).

It also protects a reporter from civil liability in cases of reports in good faith (Subsection 7).

However, these provisions are, at the present time, of no consequence; the "Children's Act,

1960" (Republic of South Africa) is still valid in Namibia and does not make provision for

mandatory reporting by teachers. Although under common law such a duty may exist.
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In the "Regulations under the Public Service Act" (OPM, 1995b), Regulation 19 provides

for mandatory reporting of misdemeanours within the public service sector. Recently these

regulations have been reaffirmed by the Ministry in "General Services Circular 9/2001"

(MBESC, 2001: 1):

UA staff member who becomes aware of any wrongdoing or maladministration taking place
shall report the wrongdoing or maladministration to his or her supervisor who shall report it
to the appropriate authority or the staff member may report it to the appropriate authority
directly. "

Not delineated in the regulation are the terms "becomes aware" and "wrongdoing or

maladministration". Should the staff member act, having only heard of the wrongdoing, or

should he/she have proof? How much proof is needed? Most importantly, a professional

person is presently not protected against retaliatory litigation in respect of "good faith"

reports in Namibia, unlike in South Africa where a professional is protected provided that

the report is made in terms of Section 42 of the "Child Care Act of 1983" which was

introduced by amendment in 19913 (De Wet & Oosthuizen, 2001: 165; Van Dokkum, 1995).

Protective immunity is imperative, since a reporter could be subjected to civil and criminal

litigation for defamation: an allegation of LSA could be construed as "the publication of a

defamatory allegation ... which is serious and which is made unlawfully and intentionally"

(Snyman, 2002: 459). Few educator-defendants would be cognisant of the possible

defences if sued for defamation". Often, and understandably, educators are reluctant to

report a colleague to authorities because they fear legal action by the accused; unaware,

however, that if they do not make a report they could face disciplinary sanctions under

administrative law, or that they might be held liable on the grounds of a breach of their duty

of care. Failure to protect learners may result in disciplinary sanctions and civil lawsuits

(and, as soon as the "Child Care and Protection Bill" is promulgated, criminal prosecution).

The exposure of a wrongdoing might not necessarily be followed up with appropriate

protective and disciplinary measures. However, it is determined in the "Regulations under

the Public Service Act", Regulation 23 (OPM, 1995b):

3 On the other hand, South African professionals are not protected against legal proceedings if the report is made in terms
of Section 4 of the "Prevention of Family Violence Act of 1993".

4 The defendant can forward: (a) that it is in the "public benefit" that the information be known, "(h) that it amounts tofair
comment, or (c) that the communication is privileged" (Snyman, 2002: 460).
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"(1) It is the duty of every supervisor to supervise his or her subordinates and to take
appropriate action in every case of breach of any of the provisions of the Act, these
regulations or the staff rules." It is furthermore decreed,
"(2) A supervisor who fails to comply with the duty imposed by subregulation (1), shall be
deemed to have been negligent in the performance of his or her duties. "

Supervisors (such as principals) are lawfully obliged to act upon misconduct.

Liability of the Ministry. The Ministry, as an "organ of the Government", is statutorily

obliged in terms the Constitution (Article 5) to protect fundamental human rights and

freedoms. Furthermore, a physically and psychologically safe school is sine qua non for

effective teaching and learning (De Wet & Oosthuizen, 2001; Squelch, 2001). The Ministry

thus has the ultimate moral and legal obligation to ensure that public schools are safe. If this

safety is compromised (by, for example, LSA), the Minister (as a juristic person and

employer) has vicarious liability' for the act (including a failure to act) of an employee in

the course and scope of his/her employment (De Waal et al., 2001; Squelch, 2001).6 "The

failure of a teacher tofulfil his or her duties could result in personal liability or [vicarious)

liability of the employer" (Squelch, 2001: 147). Furthermore, the appointment or transferral

of a teacher known for his/her abuse of learners, or the failure to take appropriate

disciplinary or criminal action to maintain the physical and psychological safety of learners,

may render the Ministry directly liable and may result in a civil claim for damages - unless

it can be proven that all reasonable steps were taken to prevent such abuse (Wolpe et al.,

1997). Unfortunately, parents in Namibia are often not knowledgeable, financially strong or

litigious enough to take the Ministry to court for negligence.

4.5.3.2 The enforcement of standards of conduct

If an educator commits LSA or omits to protect a leamer, the "Public Service Act" and the

"PSSR Amendment Notice of 1999" should be applied to discipline such a teacher. Despite

the fact that the teaching profession differs greatly from other public-service positions,

teaching staff reside under the same rules and regulations as other public servants. A guide,

"Cross Examination of Minor Children during Disciplinary Hearings" (Office of the

Attorney-General (aAG), 2003b) has recently been drawn up by the Office of the Attorney-

5 Vicarious liability "holds employers responsible for deliets of employees while acting in the course of their employment"
(Squelch, 200 I: 147). There are three prerequisites: an unlawful act, contractual employment and the act had to be
committed in the course and scope of employment (De Waal et aI., 2001; Squelch, 2001).

6 At this time a case of vicarious liability is being heard: the Ministry is being sued for N$1 million damages after a teacher
had unlawfully applied corporal punishment. The Minister is the First Defendant in the case and the accused teacher the
Second Defendant.
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General following a particularly difficult case of LSA. The discussion below will expose

the (un)suitability of these Acts in cases ofLSA.

Sexual harassment. "Sexual harassment" is categorised 15th under major offences (OPM,

1999: Section 5.5.1(a)(xv)), subordinate to, amongst others, driving an official vehicle under

the influence of stupefying drugs/liquor. In the "PSSR Amendment Notice of 1999" no

explanation is given as to what constitutes sexual harassment. This lack of defmition could

result in idiosyncratic interpretations of what constitutes a reportable offence (Tite, 1993).

Even youth representatives in the Namibian Parliament have suggested that government

should "enforce and put in place laws to punish teachers who impregnate schoolgirls"

(Parliament, 1996: 11). Only one of the (physical) consequences of sexual abuse -

pregnancy - was deemed punishable. Furthermore, the term harassment is derived from

"adult-ta-adult experience" (Shakeshaft & Cohan, 1995: 514; also Leach et aI., 2000), and

should therefore not be applied to CSA. Only since the promulgation of the "Code of

Conduct for Teaching Service" (OPM, 2004: Section 65(1)) on 6 February 2004 have

learner sexual abuse and harassment been clearly and extensively delineated:

"tsexual abuse' means a behaviour by a teacher directed towards a learner that is likely to
harm the learner and deprive her or him of a sense of physical or psychological safety, that
includes - (a) all contact (e.g. touching,fondling, stroking); (b) non-contact (e.g. through
gestures, sexually explicit pictures); (c) verbal or non-verbal (e.g. sexual comments, jokes)
violent or non-violent, coerced and seduced sexual activities; and (d) love affairs and
exploitative acts (e.g. use of gifts) between a teacher or a learnertand
"sexual harassment" means unwanted behaviour or advance of a sexual nature which may
include physical acts of unsolicited and unwanted touching, verbal, non-verbal, written or
electronic invitations, suggestive and obscene remarks orjokes by a teacher towards a
learner. "

Unfortunately it is emphasised that to constitute sexual harassment, the behaviour or

advance by the teacher should be "unsolicited and unwanted" (Section 65(1)(d)); again

providing an escape clause for an abusive teacher.

With major offences (even for a first offence) the "possible action to be considered" [added

emphasis] is "charge with misconduct" (OPM, 1999: Section 5.1.1(b)). A charge of

misconduct will lead to a Disciplinary Inquiry.

Disciplinary process and structure. After LSA has been detected or disclosed, but before

a charge of misconduct is processed, the principal will ordinarily conduct an initial

investigation. This initial investigation is similar to investigations in New York State as

described by Shakeshaft and Cohan (1995: 516):
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"Most districts in our study followed the pattern of having the superintendent [the
principal] question the student first. This was sometimes done with the parents present and
sometimes done without their knowledge. If the superintendent was convinced that the charge
was serious (as opposed to true), the superintendent usually called the school attorney [not
applicable in Namibia], the board president [the chairperson of the School Board], and the
union president [not applicable in Namibia] to let each know what was happening. Then the
superintendent met with the accused, usually in the presence of a third party ... After
outlining the charges, the superintendent questioned the accused. "

After the principal has met with the survivor and the accused (and possibly the survivor's

parents and member(s) of the management team), he/she would usually call a meeting of the

School Board (refer to Figure 4.1: Steps la to Ie). The School Board will then make

recommendations to the Regional Office. If the Regional Office decides to institute a

charge of misconduct the following agents would be involved: the Circuit Inspector -+ the

Regional Personnel Officer -+ the Regional Director -+ a Head Office Personnel Officer -+
the Permanent Secretary -+ a Disciplinary Inquiry -+ a Personnel Officer -+ a Head Office

Personnel Officer -+ the Permanent Secretary -+ the Public Service Commission? -+ (and

depending which punitive measure was recommended) the Prime Minister or Permanent

Secretary. In Figure 4.1 the structure is enunciated and the functions of every office-bearer

explained. In Namibia no one person is officially responsible to monitor this process.'

7 The Public Service Commission (a body established in terms of Article 112 of the Namibian Constitution) has advisory
powers related to the discipline of public servants. The Commission receives the record of proceedings and documentary
evidence of all Disciplinary Inquiries (OMP, 1995) to examine them for procedural correctness and evidential fairness.
Not only does the Commission protect civil servants, but it also protects ministries against Labour Court actions.

8 It was forwarded by the Deputy Director: Personnel Administration that each role player should monitor whether the next
person in the structure had received and handled the case (!Naruseb, 2003). He also reminded that line officials such as
himself and the Director: General Services might be charged with misconduct if irregularities occur. The Permanent
Secretary, as accounting officer, may also be charged with misconduct by the Secretary to the Cabinet (OPM, 1995a).
However, a staff member at a lower level may not wish to question the non-action of a high ranking official.
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Office ofthe
Prime Minister

Step 1011-1e t
Survivor Parents Accused Management School Board
Questioned to Informed of Infanned of team Takes local action
determine allegation allegation; asked Inl'ormed of or refers to
whetherLSA to respond In allegation Regional OffICe
occurred • • writing e ..e
SIep2 ~ SIep4

Circuit Inspector • DisciPnlinary Inquiry e
Preliminary Investigation Oleclpl nary Committee hears case
Oeddes - action not necessary or Disciplinary Committee finds guilty or not gully

- issue written warning Disciplinary Committee recommends:
-transfer - reprimand
- charge wtth mlaconoue! ~ -fine

Regional Personnel Officer -transferral
- reduction of salary or rankFormulates charge of misconduct - dismissal, or advice to resignRegional Director e Personnel OfficerForwards recommendation for charge Secretarlel funcHons related to the DIsciplinary- Inquiry ..!Slep 3 StepS l Step7

Personnel Officer • Personnel Officer Pennanent Secretary
Quality control Quality control ... Underalgns reprimand or tine
Pennanent Secretary • Pennanent Secretary e Feeds back thoughout the systemUndersigns charge of mlscondud and • Endorses or refers the recommendation
commiuion. Disciplinary Committee back to Disciplinary Co:mittee

SlepS l
Public Service Commission e
Peruse. all documentation and procedures I:'
Recommends whether punitive measure 18
fair I
Prime Minister
Underslgns transferral, reduction In ealaryl
rank, or dismissal

School

Regional Office

Head Office

eStages where the process could be stopped or
..... cl. Nol: all these, however, are procedurally
justified by the Act

Not all processes at the school level (steps 1a to 1e) are necessarily followed.

A criminal case may, or may not, be laid.
The Ministry could await the outcome of the crlrrinal proceed~gs or the criminal and dtsclpNnary
cases could run concurrently.

Figure 4.1 The disciplinary structures and process in the public service sector, specifically
the Ministry of Basic Education, Sport and Culture, Namibia.

The interests, assumptions and values of each of the office-bearers mentioned could

influence practice: the silencing/amplifying of a survivor's voice; or even the termination of

the process (refer to the 'stop signs' in Figure 4.1)_ It could be expected that: (a) some

office-bearers might stand to lose or to gain within the dichotomy: learner versus teacher;

(b) every office-bearer would probably have different thresholds for taking action (Nhundu

& Shumba, 2001; Tite, 1993); and (c) every link would be further removed from the living

reality of a sexually abused leamer, leading to possible depersonalisation of the survivor

(Dalgleish, 2000; Dzvimbo, 1994). The complexity of the bureaucratic system makes

accountability difficult and could result in unhealthy institutional functioning. "This tends

to have the effect of distancing the decision makers from the experiences of the client group,

and encourages a segmentation of both problems and issues" (Browne, 1996: 46).

Depersonalisation, distancing and segmentation could be construed as institutional defence
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mechanisms, in that they stifle both the individual manager's and the institution's anxiety

about LSA.

Role players in a Disciplinary Inquiry. A charge of misconduct will lead to an

administrative tribunal. The following role players partake in a Disciplinary Inquiry (Figure

4.1, Step 4): (a) for the Ministry: the three members of the Disciplinary Committee, an

Investigating Officer, a Personnel Officer (as secretary), interpreter, the survivor and other

witnesses; (b) for the accused: his legal or union representative and his witnesses. The

Disciplinary Committee functions as a judge or jury, albeit with less executive powers. The

Committee consists of a Chairperson, an Expert and the Head of Personnel Administration

(or his/her delegate). The Chairperson is mainly responsible for the structure and rectitude

of a Disciplinary Inquiry. Although so determined, the Expert cannot always actually be

considered an 'expert' on the subject on which the charge is based.

The Investigating Officer has a dual function, that of a detective and of a prosecutor.

McGrath (1994: 28) stressed that an investigator should be: (a) knowledgeable ("In sexual

abuse cases, the facts may be hard to find unless the investigator understands the thought

processes and emotional concerns of all those involved"); and (b) thorough (''If every lead

is not investigated, the 'smoking gun' may be missed and an investigation will come up

negative, when infact abuse has occurred" (pp. 29-30». The Office of the Attorney-

General (OAG, 2003b: 8) also determines that the Investigating Officer should "protect the

child witness against abusive, inflammatory and aggressive questioning". However, an

Investigating Officer with knowledge and skills in the fields of psychology, investigation

and prosecution is rarely attainable (refer to Article 8.4 of the Optional Protocol).

Members of the Disciplinary Committee and the Investigating Officer are seconded from

their normal duties within the Ministry or from another government organisation. This

would mean that none of the members could be considered independent, nor would they

necessarily have enough time to thoroughly investigate or hear the case. The workload of

secondees and the difficulty of co-ordinating their schedules may impair the functioning and

the speedy conclusion of cases.
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As indicated, an accused staff member is entitled to representation (OPM, 1999: Section

14.5.2(d)): a legal practitioner" or a member of a recognised trade union. The Investigating

Officer, seconded from his/her position somewhere in the Ministry corridors, is thus pitted

against an experienced attorney and/or trained unionist. Furthermore, because many

Namibian people are rather in awe of attorneys (D'Engelbronner-Kolff, 1998; UNICEF,

1995), such representation adds to the perceived gravity of the accused's case.

Procedures during a Disciplinary Inquiry. The Disciplinary Committee will give a

hearing to the Investigating Officer and his/her witnesses, and the accused (or his

representative) and his witnesses. It is determined that, "At the inquiry the staff member

charged shall have the right to be present and to be heard, either personally or through a

representative, to cross-examine any person called as a witness in support of the charge'"

... " (OPM, 1995a: Section 26.8(a); also OPM, 1999: Section 14.5.2(e); Constitution, Article

12.1(d)) [added emphasis]. Cross-examination would be traumatising for any victim of an

invasive assault, even more a child - the primary witness in cases of CSA. It could be

expected that the abused child would be subjected to further traumatisation through cross-

examination by or in the face of the perpetrator (Berliner & Conte, 1995; Runyan, Hunter,

Everson, Whitcomb & De Vos, 1994). This might, as indicated by the Office of the

Attorney-General (OAG, 2003b: 5), "result in the child witness becoming un-cooperative

and may lead to the child witness giving inaccurate information or refusing to testify at all ".

Under Namibian criminal-law reform, the "traditional witness box" scenario (Nhundu &

Shumba, 2001: 1530) is under reconsideration (OAG, 2003b; UNESCO, 2001).

Aim of a Disciplinary Inquiry. From the "noisy information" (Dalgleish, 2000) the

Committee has to ascertain whether the accused is guilty or not guilty, and recommend

disciplinary measures to the Permanent Secretary. The standard of proof in Disciplinary

Inquiries is "the balance of probabilities" (OPM, 1999: Section 7.1.4), not 'beyond

reasonable doubt' as used in criminal courts (Van Dokkum, 1995). To find an accused

9 The Public Service Commission is re-examining the representation of public servants by attorneys during Disciplinary
Inquiries. Because any such recommendation has to be sanctioned by statute, such recommendations will have to be
discussed in Parliament (Oosthuizen, 2003).

10 The seriousness with which this provision is perceived is substantiated by the fact that the Public Service Commission
recommended that a second hearing be held because a learner-survivor had not testified at a Disciplinary Inquiry and
evidence was passed off as hearsay (!Naruseb, 2003). This recommendation resulted in a mentally challenged learner,
diagnosed with Posttraumatic Stress Disorder, being called to testify in a case ofLSA which included allegations of
forceful sexual intercourse and death threats. Only after heated disputes the accused allowed the cross-examination to be
conducted by the principal behind a one-way window (Smit, 2002).
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guilty on a balance of probabilities should be less demanding; nevertheless cases of LSA

are generally regarded as difficult. A Committee possibly has to choose between a "false

negative" (the employee is guilty, but is let off), or a "false positive" (the employee is

wrongfully found guilty) (Dalgleish, 2000). The dilemma of a wrongful prosecution often

restrains an inquiry, especially in the light of possible trade-union action and Labour Court

battles. Thus a 'false negative' might be a more attractive option than a mistaken charge of

guilt. Levett (1991: 15) came to the same conclusion regarding South African courts: "The

courts are more troubled about an error of conviction than about protecting children from

abusers. "

The disciplinary process is clearly "very expensive and time consuming" (!Naruseb, 2003).

Unfortunately, however, the total cost of a Disciplinary Inquiry has never been calculated in

monetary terms.

4.5.4 Punitive and restorative measures

Although an accused may be charged with misconduct, it is qualified in the PSSR that

"depending on the seriousness of the offence and the circumstances, different action can be

taken" (OPM, 1999: Section 5.1.4). Flexibility may result in less harsh actions: not because

the offence is necessarily insignificant, hut because the degree of concern differs.

Differential responses to policy are possible, depending on whether the administrator is

orientated towards child or teacher protection.

In order to resolve LSA as quickly and amicably as possible, a principal may present the

accused with an alternative: either he voluntarily resigns or a Disciplinary Inquiry will be

instituted (Figure 4.1: Step 1c). Resignation is an attractive option for an accused; he is

probably well aware of the grave professional and social consequences if his deeds are made

public. If the accused resigns, the survivor and her parents might feel that justice was

served. For the management, all is well that ends well. This is local-level action, and is not

necessarily fed back to the Regional or Head Office. Without a conviction a principal will

not be able to indicate suspicions on the accused's professional file, making re-entry into

education at a different locality possible. Voluntary resignations and transfers are known as

"passed trash" (Graefe, 1995: 328; Shakeshaft & Cohan, 1995), or the creation of a

"mobile molester" (Yaffe, 1995: K9).
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If the accused has been found guilty by a Disciplinary Committee, the following punitive

measures may be served: a reprimand, a fine, a transferral, a reduction of salary or rank, a

discharge, or the accused may be asked to resign (OPM, 1995a) (Figure 4.1: Step 4). After

a Disciplinary Inquiry, the Public Service Commission will peruse all documentary evidence

and advise the Permanent Secretary and/or Prime Minister whether the verdict and punitive

measure are fair (Figure 4.1: Step 6). The Permanent Secretary can only institute a fme or

reprimand (which is valid for 12 months) (OPM, 1995a) (Figure 4.1: Step 7). This could

result in continual postponement of punitive measures if an accused can space out his sexual

exploitation oflearners. The Prime Minister himself will undersign a transferral, a

reduction of salary or rank, or a discharge (Figure 4.1: Step 6). Unfortunately, this

protracted process may attenuate the case. During the process the accused might be

suspended or, worse, he might still be stationed at the school.

A transfer is one supposedly punitive measure, often, but not necessarily, after a

Disciplinary Inquiry (Figure 4.1: Step 2 or 4). The accused could be transferred into the

same position in another school, or to an administrative post with less contact with children.

Karools (2000), from Namibian Men Planned Parenthood Network remonstrated, "It is the

teacher who is having sex with a school pupil in some schools, then they have a disciplinary

hearing, after that he is transferred to another school." School governance or a

Disciplinary Committee might justify a transfer by rationalising that the perpetrator had

learnt his lesson. The impulse to sexually abuse children may, however, remain unchanged

(Sadock & Sadock, 2003).

The way education authorities in Namibia deal with LSA is not unique. Dolmage (1995)

described the outcome of four cases of LSA in Ontario schools: one teacher was reassigned;

Alternatively, after being found guilty by the Disciplinary Committee, the perpetrator may

be formally advised to resign. Being asked to resign is "just a polite way" for a public

servant to be dismissed (Oosthuizen, 2003), and, should the accused fail to resign, he "shall

be deemed to have been discharged" (OPM, 1995a: Section 26(18)(e)). An application for

re-employment by "teachers who were dismissed on the grounds of improper sexual

conduct with a learner or learners" will only be considered "after a period of eight (8)

years" (MBEC, 1997: 7). Such an application has to be accompanied by a report from a

"rehabilitation expert" (p. 7). Reappointment after other misdemeanours is considered

after 24 months.
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two cases were dropped after administration interviews or parental consultations; and one

teacher was acquitted because the learner recanted her claims. Shakeshaft and Cohan (1995:

518) reported the outcomes of cases of LSA in New York State:

"38.7% resigned, left the district or retired;
15% were terminated or not rehired;
8.1% were suspended and then resumed teaching;
11.3% received a verbal or written reprimand;
17.5% were spoken to iriformally;
7.5% of the accusations turned out to befalse; and
1.9% of the cases were unresolved at the time of this study."

Pillay (1992) documented similar punitive measures in the Durban area, South Africa: one

teacher-perpetrator was criminally charged with sodomy; two were dismissed; seven were

transferred; one was transferred but expected to receive counselling; eight resigned; four

perpetrators were not affected at all; and two cases had not been concluded. Leach (2002:

109) attested that "veryfew teachers" are dismissed in Africa; most are just transferred. In

contrast, Nhundu and Shumba (2001) noted that 83% of the 110 Zimbabwean teacher-

perpetrators in their study were discharged; 4% were fined; 5.5% were acquitted; one

perpetrator was demoted; one was reprimanded; and seven cases were pending.

The lack of centrally collected particulars and accurate statistics make it possible for a

predatory person to re-establish himself within the education system Il. Enquiries to

previous schools worked at are often cumbersome: for example, only 6.7% and 8.7% ofa

stratified school sample in Ondangwa West and Ondangwa East had telephones (Voigts,

1998a). Shakeshaft (1994: 25) found that, if enquiries are made, "most districts did not tell

the truth about why they no longer employ a teacher". Even if a central register were kept,

it would underestimate the prevalence of LSA. The perpetrator would not be listed: if a

survivor never disclosed or recanted; if he voluntarily resigned; in cases where insufficient

evidence was presented during the Disciplinary Inquiry; or because (as in Canada) "many,

perhaps most, cases in which students accuse teachers of sexual abuse are dealt with at the

local level" (Dolmage, 1995: 130). As in the United Kingdom, unproven allegations cannot

be retained as that would violate the human rights of the accused teacher (refer to the

Huntley case, Sky news, 2003). A list of names might not prevent recidivism either.

Identities are fluid in Namibia. The Institutional Worker who raped eight hearing-impaired

II Current statistics do not break down cases of misconduct into types of misconduct. However, the Office of the Prime
Minister has approved additional posts and the restructuring of the Head Office Personnel Office. A new subdivision:
Statistics and Industrial Relations is envisaged (!Naruseb, 2003).
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children (refer to the Introduction of this thesis) had stolen and used someone else's

documents to be appointed at the school hostel. Without a database a ministry can evade the

true magnitude of LSA and appease themselves that it is not much of a problem (Leach,

2002).

In the PSSR (OPM, 1999: Section 4.4) counselling and "ajoint problem solving approach

with the [accused] staffmember" are recommended. However, in Namibia no regulations

regarding the support or counselling of the survivor exist. Contrary to the regulations of the

Convention, the survivor is subsumed in administrative or judicial structures and processes.

Often the leamer-survivor is not supported: not in Namibia, Zimbabwe (Shumba, 2001) or

the USA. Shakeshaft and Cohan (1995) reported that in 58% of the 225 cases ofLSA in

New York State no help was given to the survivor. A teacher explained to Human Rights

Watch (2001: note 226), "The survivor is left to swim or sink, there are no support

structures designed to assist." Although the possibility of counselling services exists in

Namibia (through the Regional School Counsellor, a Counselling Support Group member,

or Life Skills teacher), survivors seldom receive psychological support. Many drop out of

education, sometimes because of an unwelcome atmosphere at school. Sometimes the girl

falls pregnant. "Teachers and other adults engage in sexual relationships with school girls

often leading topregnancy... Pregnancies usually result in the girl being expelled from

school and prevented from continuing with her education" (Parliament, 1996: 9).

4.5.5 Other shortcomings in the rules and regulations

The "Public Service Act" and PSSR were designed to deal with misconduct cases within the

whole of the public service sector, and they consist mainly of procedural policy. Although

the administrative steps are clearly spelled out, the policy-to-practice link is not adequately

addressed.

First, it is possible that many of the cases ofLSA brought to a Disciplinary Inquiry (or dealt

with on a local level between the principal and the survivor; the principal and the accused;

the parents and the accused; or in a customary court) are, in fact, criminal acts - rape,

attempted rape, indecent assault, etc. - and should therefore be brought before courts oflaw.

Shumba (2001: 345) declared that, when a criminal act is processed as a disciplinary

transgression, "such a scenario depicts a miscarriage of justice JJ.
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Second, the immediate removal of abusive people from education seems to be imperative,

as had been recommended by The Presidential Commission (Government of the Republic of

Namibia, 1999). In cases ofCSA it is deemed crucial for the child's recovery that she

should not be exposed repeatedly to her perpetrator (Goodman, Taub, Jones, England, Port,

Rudy & Prado, 1992; Shakeshaft, 1994; Shakeshaft & Cohan, 1995). Suspension'? thus

seems to be an appropriate precaution until a disciplinary investigation and inquiry have

been completed. The PSSR (OPM, 1999: Section 6.2), however, states, "Suspension is a

traumatic experience, which must not be affected lightly." As an alternative the PSSR

(Section 6.6) suggests that the accused be "temporarily transferred"; to another school with

the same access to learners? Often generic conditions within a school make suspension after

disclosure and during the Disciplinary Inquiry difficult. Who would fill the position for the

indefinite time that a Disciplinary Inquiry takes? A suspended teacher has not been proven

guilty, he has to be remunerated; will two people be paid for one post or will other staff

members be required to take on the accused's teaching load? Such overworked teachers

might project their wrath onto the survivor.

Third, procedural regulations protect the accused from unfair measures. For example the

PSSR (OPM, 1999) decrees that a staff member has to be given adequate time to prepare his

defence. On the other hand, the importance of a speedy conclusion of a case of CSA is

widely accepted (Hawkins and Briggs, 1997; Optional Protocol, Article 8.1(g); Shakeshaft

& Cohan, 1995). Prolonged Disciplinary Inquiries could intensify the survivor's

anticipatory anxiety (with concurrent emotional-behavioural difficulties), and give rise to

memory deficits. Attenuated Disciplinary Inquiries might cause a case to lose its urgency.

Although certain time specifications are set (e.g. an accused has to reply to a charge of

misconduct within 14 days), Disciplinary Inquiries are known often to take years to reach

conclusion. There is no regulation regarding the total duration of the disciplinary process:

that is, from disclosure until the Prime Minister's decision reaches the station of duty. I was

the Investigation Officer in a case of LSA which was revealed to the Principal on 24 April

2001. On 30 January 2002 the Disciplinary Committee found the accused guilty and

recommended that he be asked to resign. The teacher was still teaching in a neighbouring

12 There are two types of suspension: administrative suspension, which is administered via the Public Service Commission;
and local action, by which the Permanent Secretary could refuse to allow the accused on the school premises (Oosthuizen,
2003).
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town on 31 December 200313• Leach et al. (2000) reported that some Zimbabwean

educational authorities had a five-year backlog of cases of LSA to be investigated and dealt

with.

Fourth, no mention within the "Public Service Act" (OPM, 1995a) is made of the gender

sensitive composition of a Disciplinary Committee or other officials involved in a

Disciplinary Inquiry. McGrath (1994: 30) considers it "vital" that the survivor and

Investigating Officer should be of the same gender. A girl-survivor is sometimes expected

to reveal details of the sexual assault to a circle of senior men from the Ministry. In the

above-mentioned case the three members of the Disciplinary Committee, the accused and

his legal and union representatives, the Personnel Officer, and the Interpreter were all male.

Furthermore, Back and Lips (1998: 1248) asserted: "Given that most judges are male, the

results suggest that gender judicial biases are likely to occur in cases of child sexual

abuse. "

Fifth, policy formulators omitted to ensure the training of key players at all levels. Few

members of a Disciplinary Inquiry would have been specifically trained for disciplinary

investigations in general. Regarding LSA, knowledgeable implementers are even more

important: to identify truth and lies in a one-witness offence is very difficult. Members of a

Disciplinary Inquiry should also be knowledgeable of the dynamics of (groomed) CSA;

power differentials; gender sensitivity; perpetrator pathology; the psychosocial and

scholastic consequences of LSA; and the prevention of secondary traumatisation.

It is questionable whether the "Public Service Act" (OPM, 1995a) and PSSR (OPM, 1999)

are relevant to the education sector in general and the specific area oflearner (sexual,

emotional, or physical) abuse. The Office of the Attorney-General (OAG, 2003b: 5)

acknowledged that the public-service regulations do not "make any express provision as to

how the evidence of child witnesses should be received and dealt with ", Neither can the

provisions of the "Children's Act" (Republic of South Africa, 1960: Section 8.3) be used, as

these only apply to the children's court: "Any purported reliance on section 8 (3) of the

Children's Act in regard to procedures to befollowed during a disciplinary inquiry is

13 The case documents had only been submitted to the Public Service Commission in late 2003 (!Naruseb, 2003).

https://etd.uwc.ac.za/



78

unlawful and subject to legal challenge "[original emphasis] .14 There is little doubt that

issue-specific educational policy is needed to address the abuse of learners, rather than

fitting problems or offences into existing public-service structures and policies.

4.6 Conclusion

Whether the 'best interest of the child' principle is actually applied with regard to LSA is

questionable. Few preventative, protective policies are enacted and operationalised, and if

something is done it is often efait accompli. Even then the survivor is often treated like the

adversary, rather than one whose rights the Ministry is dedicated to uphold. Gelles (cited in

Browne, 1996: 38) asserted that British programmes and strategies are like "an ambulance

service at the bottom of the cliff". Unfortunately the same can probably be forwarded with

regard to LSA in Namibia.

Haihambo (1996: 7) asserted, "In the Namibian case, the problem does not lie with policy.

The policy is there, and is well-formulated too." However, regarding LSA specifically, it

seems as though the child-survivor of LSA has little access to the "political ear" (Browne,

1996: 41) of policy formulators and implementers, despite rhetoric to the contrary.

However one puts it, institutional (defence) mechanisms are implemented to protect civil

servants against unfair judgements and the Ministry against Labour Court actions. These

defence mechanisms lead to silencing, and the silence could be construed as an endorsement

ofLSA. Education is the carrier sector for all the ideals that are held for society. Ifviolence

is perpetrated within education, and.perpetrators go unpunished, it must have a profound

influence on other children in the proximity, and on the whole of society. "The abusive

culture becomes the acceptable norm" (Jones & Myers, 1997: 120; also Benbenishty et al.,

2002; Lachman, 1996; Leach, 2002).

14 The Attorney-General has made some suggestions as to how the stress of cross-questioning might be alleviated (DAG,
2003b). However, to implement any of these the accused has to agree in writing to waive his/her statutory and
constitutional rights. Some of the suggestions require that the child can write her account/answers down, the availability of
special equipment, and that Investigating Officers be trained in ways to support the child. At this time, support awarded to
a child-witness is an internal arrangement (Oosthuizen, 2003).
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Chapter 5

Pandora's box: The school context in jeopardy

5.1 Introduction
"But when the traumatic events are of human design, those who bear witness are caught in
the conflict between the victim and perpetrator. It is morally impossible to remain neutral in
this conflict. The bystander isforced to take sides. It is very tempting to take the side of the
perpetrator. All the perpetrator asks is that the bystander do nothing. He appeals to the
universal desire to see, hear, and speak no evil. The victim, on the contrary, asks the
bystander to share the burden of pain. The victim demands action, engagement, and
remembering ... (Herman, 1992: 7-8)

A school has been identified as "a mini society" (Haihambo, 1996: 33), populated by

interacting individuals of different status, generations and genders. However, it has to be

remembered that in many ways a school functions as a microcosm of society itself - roles

and status accorded to its members will therefore mirror the roles and status of members

within a society. In this chapter the covert and overt social organisation of the school will

be examined. The roles and status accorded to teachers, learners and school governance

within a typical school community will be investigated in Sections 5.2, 5.3 and 5.4.

Attention will be afforded to role expectations, power, differentiation, hierarchy, boundaries,

voice, loyalties, opportunities and constraints associated with these role networks, and which

form the context in which LSA occurs (Young, 1997). In Section 5.5 I will discuss the

coping and defence mechanisms which might be applied when a school is in jeopardy -

when the bystanders at a school are forced to take sides between a teacher-perpetrator and a

leamer-victim.

5.2 Teachers

5.2.1 Role expectations: In loco parentis

A school is supposed to be "a place of safety" (UNICEF, 1999: 30) and "belonging"

(Haihambo, 1996: 87), and the hostel, a "home from home" (Zimba & Nuujoma-Kalomo,

2002: 10). Through their in loco parentis position, some Ministry employees are legally

obliged: (a) to protect and care for learners; and (b) to discipline and maintain order in

schools and hostels as though they were the parents of those learners, (De Waal et al., 2001;

Oosthuizen, 1994). This pseudo-parental responsibility (McGrath, 1994) may safeguard

learners against LSA, but may also be exploited to access learners for malevolent purposes.
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Parenting presupposes a hierarchical arrangement with inherent features of power. The

teacher as surrogate parent has "the right to command" (Jones, 1995: 88; also

Kamupingene,2002). Only a few learners will be able to challenge this authority.

Trust is also an inextricable part of in loco parentis relationships. If a child is abused, this

relationship should facilitate disclosure to the teacher, and/or a caring teacher should be able

to discern emotional-behavioural indicators of abuse (Anderson & Levine, 1999; De Wet &

Oosthuizen, 2001; Hildreth & Place, 1997; Tite, 1993). The faith oflearners in their teacher

could, however, be misused to access victims.

In loco parentis implies that the private parents and professional parents (teachers) (Barnes-

September, 1998) should support and supplement each other's educational tasks as equals

(Christenson, 1995). Teachers are expected to make contact with parents to ascertain

whether the child has special needs, and to redress any inadequate or harmful parental

practices (Christenson, 1995; Lombard, 1993; MBEC, 1999b). Unfortunately the role

expectations - guiding and directing a learner; fostering a relationship of trust; familiarising

oneself with a leamer's family-of-origin - could be exploited by a predatory teacher.

In teacher-learner relationships, expectations of reciprocity could also have an influence on

the occurrence of LSA. "In both friendship and mentoring relationships, there is a shift

from thefamilialfocus of the child's mostly receiving and the parent's mostly giving, to one

in which there is reciprocity and the expectation affair exchange" (Young, 1997: 291).

Learners' appreciation or the payment of fees could be adequate reparation for some

teachers; however, the following vignette, quoted in Young (1997: 291), illustrates that

there might be other expectations of repayment:

"He would say while he was tutoring me, 'I'll help you if you help me ', I knew that he wanted
me to go into the bedroom with him. I told him I didn't want to, but he always talked me into
the bedroom". [Note how language sophistication and the inability to challenge her tutor
qualify the leamer-survivor's compliance.]

5.2.2 Social position: Influence and power

The institutional image that learners, parents and the community customarily hold of

teachers is that they are trustworthy, knowledgeable, and that they hold the interests of

A number of factors contribute to the elevated social position of teachers. These are their

institutional image, opportunities for impression management, their personal power,

positional power and socio-ecological power.
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children paramount (Young, 1997). In Namibia, young people often perceive their teacher

as an "all-knowing king" (Haihambo, 1996: 127): an image exaggerated by adolescent

idealism (Zalk, 1990). In short, the teacher is someone that a child would like to have a

special relationship with.

Not only are teachers empowered by this institutional image, through impression

management they are also in a position to present themselves as deserving adulation.

Young (1997: 287) explained, "Presentation of self involves impression management

through attention to verbal expressions, appearance and manner and actions, all of which

are orchestrated to convey an impression of the situation and one's own and other's place

in it." A teacher can present an image of accessibility, understanding and amicability.

These impressions could, however, be created to appear benevolent and to seduce. We tend

to accept that teachers are as good in character and conduct as they appear to be (Tsuzaki,

1997; Young, 1997); learners are even more gullible because of their naivety and limited

power of judgement (Young, 1997).

As representatives of the adult world, teachers hold personal power. In their reports on

sexual harassment in schools, the Northwest Women's Law Centre, USA, (1986), and

Leach et al. (2000) in Zimbabwe, expounded on the personal power of teachers. They have

greater sophistication and more life experience. Furthermore, considering their earning

power, social status, educational level, physical size and, sometimes, gender, learners are

confronted with a formidable power base.

It is, however, through their positional power, the role conferred by the institution, that

teachers hold the most power. In teaching, positional power and resource power are

inextricably linked. Adler, Laney and Packer (1995: 101) defined the latter as "the

possession or control of valued resources. These can be material or non-material, they are

anything that someone else wants or values". Most of what learners know of their rights,

exploitation, sex and sexuality, and whether they learn to be critical and challenge issues, is

often dependent on their teachers. Furthermore, teachers are in a legitimised position to

reward or punish. Teachers award grades, write testimonials and recommendations.

Teachers may leak examination papers or offer private tuition in exchange for sexual

favours (Coombe, 2001; Leach et al., 2000). Teachers can also influence the attitude of

others: a leamer's peers, colleagues, and school governance. Their network expands into

the community, affording them the ability to "manage public relations" (Jones, 1995: 88).
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Zalk (1990) and Zindi (1998) asserted that teachers could be perceived as holding the

progress and future of the learners in their hands. They are powerful and part of a powerful

system.

Teachers are also able to manage socio-ecological settings to access and/or isolate a learner.

Tutoring learners on an individual basis is often beyond suspicion. To counter detection, a

teacher with "knowledge of the system" (Adler et al., 1995: 97) can arrange opportunities

for abuse to continue undetected. Under such circumstances a learner-survivor's feelings of

isolation will invariably be reinforced (Jones, 1994).

Male or female, teachers have a lot of personal and professional power; however,

concomitant with societal values, male teachers probably have added influence and power in

schools and in the community. In rural Zimbabwe, as in Namibia, teachers are particularly

influential and it has been alleged that the police may protect such perpetrators (Nhundu &

Shumba,2001). A teacher's status and power may seem an insurmountable hurdle for a

child trying to disclose LSA (Nhundu & Shumba, 2001; Women in Development Southern

Africa Awareness, 2000). LSA occurs in a sacrosanct setting.

5.2.3 Factors limiting teachers' ability to protect learners

Teachers, in their in loco parentis role, are expected to protect their charges. Some of the

factors which limit their ability to protect learners will be discussed next.

First, a lack of knowledge seems to contribute to the endangerment of children. Pillay

(1992) criticised the lack of measures instituted by South African teacher training

institutions to curtail abusiveness in the teaching environment; the same seems to be true in

Namibia. The screening of prospective teachers is limited, and training curricula do not

prepare them for their ethical and legal responsibilities in loco parentis. The ineffectual

circulation of policy documents also contributes to ignorance. A UNICEF survey found that

65% of schools in a northern region in Namibia had not received the last five amendments to

the "School Board Manual" (Nieuwoudt, 1999). Neither are Inspectors of Education always

up to date with the latest circulars, and "hardly any" in-service training or advice is given to

principals (Nieuwoudt, 1999: 9). Without guidelines on teacher-learner relationships,

teachers have to rely on common sense, the emulation of other teachers, or stories about

what has happened to others who crossed 'the great divide'.
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Second, some teachers' embarrassment and modesty impair their ability to engage in

education on preventative sex and sexuality (Leach, 2002). In light ofHIV/AIDS, Namibian

teachers have been officially mandated to provide the sex education often lacking at home

(MBESC & MHETEC, 2003), as in many other sub-Saharan countries (Coombe, 2001;

Leach, 2002). Unfortunately, many teachers fear that sex education might give learners

"ideas that they wouldn't have had otherwise "; a conviction called the "Pandora's box

syndrome" by Yaffe (1995: KIl). Louisa Nampala (2000), a teacher from northern

Namibia, illustrated the collegial pressure to maintain silence, "We are not allowed to talk

about sex, we in our culture. The other teachers are discouraging me. 'You are just

exposing [the learners] to the world of sex. The children will want to experiment on what

they are exposed to '." Voeten (1994: 17) found that in the Kavango Region, north-eastern

Namibia, "there is a total lack of sex education at school as well as at home ". Learners

seem to be kept uninformed intentionally. If teachers do engage in sex education, in

Namibia, as in the USA, the official discourse is saturated with 'no sex' rhetoric (Voeten,

1994), and the discourse of disease (Fine, 1988; Haywood, 1996; Yaffe, 1995). Voeten

(1994: 28) asserted that Namibian "teenagers do have sex, whether adults andpolicymakers

like it or not! Isn't it ostrich policy to deny this reality?"

Third, many teachers are reluctant to report abuse (Kenny, 2001). In a study by the National

Centre on Child Abuse and Neglect, USA, failure to report in schools (76%) was second

only to day-care centres (88%) (cited in Paine & Hansen, 2002). If a perpetrator is a

colleague and the abuse occurred within the school context, the reluctance would probably

increase manifold. Barter (1997), Jones and Myers (1997), McGrath (1994), Pillay (1992)

and Remick, Salisbury, Stringer and Ginorio (1990) identified the following factors which

might deter teachers from reporting LSA: (a) not recognising the signs of sexual abuse; (b)

not being aware of their responsibility to report LSA; (c) not knowing the procedure to

report LSA; (d) a perception that sexual abuse is a problem for the criminal and/or social

service systems; and (e) negative outcomes of previously reported cases. Not only a lack of

knowledge, but also fears and anxieties may underlie the silence of educators: some of these

are fears of (a) making an erroneous report; (b) the repercussions of the report; (c) damaging

the reputation of the institution; (d) being reproached for informing on a colleague; and (e)

an awareness of one's "personal sense of vulnerability" to being similarly accused

(McGrath, 1994: 34). As noted by Anderson and Levine (1999: 834) most of the deterrents

are based on "perceptions of risk of harm to one's self'.
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Fourth, the attitude of teachers towards survivors is relevant to their ability to protect and

support survivors ofLSA. Shakeshaft and Cohan (1995: 518), McGrath (1994) and Leach

et al. (2000), who specifically researched LSA, determined that teachers (and the

community), in the USA and Zimbabwe, "tended to rally around the accused teacher".

Leach et al. (2000) asked teachers who they would blame if a schoolgirl got pregnant by a

teacher. Although nine participants indicated that they would hold the teacher responsible,

eight teachers would blame both. Shakeshaft and Cohan (1995) also found that school staff

and administrators thought the sexual abuse of boys and homosexual acts were more

serious: such survivors were seldom suspected of lying or complicity. This finding links to

the notion of homophobia in heterosexual settings. Leach et al. (2000) and McGrath (1994)

asserted that many teachers are ignorant of the harmful consequences of LSA; the

exploitative nature of LSA; the fact that most accusations of LSA are not false; and that

disclosure is a process rather than a one-off event. There is little reason to assume that

Namibian teachers are better informed, or more understanding, than Zimbabwean or

American teachers. This ignorance probably underlies the restrained responsiveness to

allegations and limited support to survivors of LSA.

In this section it was shown that their in loco parentis role might be misappropriated by

teachers with malevolent aims; and that because of their social position, abusive teachers

will seldom be opposed by a learner or suspected by others. Itwas shown that societal and

institutional restrictions with regard to teacher-learner relationships are ineffectual and

incongruous. Furthermore, it seems as though non-abusive teachers might be too pious,

uninformed, self-centred, or fearful to protect learners from LSA.

5.3 Learners

Although learners are the raison d'être (Zalk, 1990: 144) of schools, they are at the bottom

of the hierarchy and non-permanent. In this section the power difference between the

teaching corps and learners will be exposed as comparable to a "David and Goliath

situation" (Zindi, 1998: 40). Attention will be awarded to role expectations, social position

and factors which mute the voices of learners.

5.3.1 Role expectations

In the "little community" (Shakeshaft & Cohan, 1995: 517) ofa school, a learner is

expected to reciprocate the in loco parentis role of the teacher. Role expectations oflearners
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are thus comparable to what is expected from children at home: co-operation, compliance

and loyalty (Kamupingene, 2002; Summit, 1992; Tsuzaki, 1997; Young, 1997). "Children

are taught from an early age to be obedient to adults. They learn that if they do what the

adult tells them to do, they will be rewarded by gaining the adults' approval. Not to obey an

adult may result in punishment" (Burgess & Holmstrom, 1985: 86). A servile, ingenuous

child-learner is an easy victim ofLSA.

Role expectations of girl-learners render them even more vulnerable to LSA. Dziech and

Weiner (1990: 78) explained, "They learn that being 'good' implies not acting but reacting,

not trusting oneself but entrusting oneself to authorities - parents, clergy, teachers - that

promise reward". This is as true in Africa as in the USA (Haihambo, 1996; Wolpe et al.,

1997). Girls become both reluctant and unable to challenge authority, especially that of

males.

5.3.2 Social position: Vulnerability
"You, school girls, when a teacher proposes you, you are afraid. You are afraid because he
teaches you in school, but you also want the money and the cosmetics. You don't have
money." (Mahungire Mahuka cited in Ombetja Yehinga Newsletter, 2002: 2)

Whereas teachers have personal power, learners are particularly vulnerable because of their

incomplete moral and identity development, still-evolving abilities and size. They lack

language sophistication and personal experience (Shalhoub-Kevorkian, 1999); they do not

know their rights (Haihambo, 1996). Furthermore, most learners are receptive to the

guidance of teachers (Wolpe et al., 1997).

Although free primary education is the constitutional right of all children in Namibia, most

households have to bare the costs of schooling: "fees, uniforms ... supplies, transportation,

books, utensils and other school levies" (Njau & Wamahiu, 1994: 57). A leamer's fears are

closely linked to these direct and indirect costs: they have to pass not to waste money

(Haihambo, 1996). Learners are dependant on teachers to pass. Thus, sexual compliance in

exchange for grades might be considered a small sacrifice compared to the disgrace of

failure and bleak prospects for the future if they do not complete their schooling.

Another characteristic of many learners is their hunger for attention, love and understanding

(McGrath, 1994; Yaffe, 1995). The school may be a place where" theyfound hope in those

teachers who fulfilled in their socio-emotional needs, which seem to be neglected in most of
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the families" (Haihambo, 1996: 87). These indigent, ignorant children might be targeted by

sexually abusive adults.

5.3.3 Restrictions to the voice of learners

Democracy, participatory teaching, leamer-centred education, and a child-friendly

environment are values held highly by Namibian educators (MBEC, 1999b; Mutorwa, 1999;

Pomuti, 1999) - all of which should contribute to the disclosure of unacceptable behaviour

by teachers. In this section it will be shown how intrapersonal, interpersonal and

institutional boundaries can stifle children's voices.

Despite rhetoric to the contrary, a lack of openness prevails in many schools in Namibia.

The teacher-centred nature of instruction and the discouragement of questioning in many

schools leave little opportunity for learners to engage in critical conversation with their

teacher (Kamupingene, 2002; Leach, 2002). It is unlikely that a leamer-survivor would be

able to challenge a teacher's power, if she was stifled within the formal classroom situation.

Furthermore, communication difficulties between the teaching corps and learners have been

noted by Haihambo (1996). In fact, participants in the Haihambo study are of the opinion

that "the gap between the two groups is growing" (p. 73). This would make it very difficult

for a learner to disclose the 'unmentionable' - LSA - to a teacher.

Well-publicised information and an accessible infrastructure are necessary to transform

child-protection policy into practice. Dissemination of information to role players, in a form

they can understand, is infrequent; only a few schools in Namibia circulate grievance

procedures to learners, despite the fact that this is prescribed in the "National Policy on

HIV/AIDS for the Education Sector" (MBESC & MHETEC, 2003). Counselling Support

Groups (CSGs), Life Skills teachers, and the school management are supposed to be

available to children in need. Unfortunately, CSGs are operational in only a few schools

and have not been trained to respond specifically to sexual abuse. Life Skills, a compulsory

subject which deals with sexuality, empowerment and self-knowledge, could be the vehicle

for raising awareness of sexual abuse. Haihambo (1996: 85) found, however, that these

teachers are so overloaded with teaching promotional subjects that it "seemed to affect their

effectiveness in teaching Life Skills, [and] conducting interviews with learners and their

parents". The school management is often perceived by learners as protective of teachers,

or as disciplinary figures, and is therefore inaccessible.
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Although "Discipline from Within" was promoted in schools after independence

(Kamupingene, 2002; UNICEF, 1999: 17), and although the Supreme Court ruled that

corporal punishment by state institutions was in conflict with the Constitution (LAC, 2000),

it is still widely practised in Namibia. Leach (2002: 100) asserted that physical and sexual

abuse in many African schools is "institutionalised, an 'accepted' part of school life". This

is significant: Leach (2002) and Leach et al. (2000) posited that physical violence is

inextricably linked to sexual abuse in schools. First, if one illegal kind of violence is

sanctioned (corporal punishment), it is probable that that the other kind might be tolerated as

well (sexual abuse). Second, a learner might accept a teacher's sexual proposal, or refrain

from disclosing LSA, to avoid physical abuse.

Many learners are vulnerable, disempowered, uninformed, unsupported, and a captive

audience (Wolpe et al., 1997). In short, they are perfect victims for LSA.

5.4 School governance

School governance in this thesis refers to both the school management and the School

Board. Within the school the principal and his management team are the axis of

management. The School Board is the highest decision-making and monitoring body. With

the inclusion of learners, the School Board became a forum where their voices could be

heard.

The role of the School Board is commissioned in the "Education Act" (OPM, 2001), and in

a booklet "The Work of the School Board" (MBEC, 1999c). Three functions of the School

Board apply to learner abuse: the selection and recommendation of new appointments; the

formulation of in-school policies; and the initiation of disciplinary actions against learners

and teachers. Regarding the first of these functions, the School Board has to "carry out

research on the applications" and "interview short listed candidates" (MBEC, 1999c: 8).

Regarding the second, the School Board is supposed to formulate policies on "appropriate

forms of address and communication between learners and educators" and a "code of

conduct for staff and learners" (MBEC, 1999c: 7). Such school policies have to include

issues related to LSA (MBESC &MHETEC, 2003). Thirdly, regarding misconduct by

learners and staff members, it is stated that the School Board can "recommend suspension"

[original emphasis] (MBEC, 1999c: 12). In the list of matters which could form the basis of

suspension of teachers, the booklet (MBEC, 1999c: 13) specifies "impregnating a learner
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or deliberately damaging school property". Yet again it could be perceived that sexual

affairs with learners are permitted as long as pregnancy is averted.

The efficiency of School Boards is dependent on communities' active interest and

intolerance of certain behaviours. The success of School Boards is furthermore dependent

on the school principal (Mendelsohn, 1998): an unconvinced, ineffectual or sexually abusive

principal (refer to the letter at the beginning of Chapter 7) would either not convene a

meeting of the School Board; deal with certain matters personally or internally within the

school; or ignore the transgression. Nieuwoudt (1999: 10; also Mendelsohn, 1998)

explained, "In rural areas many of the selected School Board members are illiterate" and

"in some cases [they] are influenced by the school principal and teachers" with the result

that "many teachers get away with murder". In fact, Leach (2002) found that parents are

sometimes discouraged from complaining about the school- which would further impress

on learners the apparent immunity of teachers. In "Children in Namibia" (UNICEF, 1995) it

was reported that School Boards have had mixed success.

When a child discloses that a teacher has sexually abused her, the principal and school

governance are the first level of authority to deal with it, and often the only. School

governance is probably unsure where its duty lies (Shakeshaft & Cohan, 1995), and "there

is no consensus about exactly what the schools should do, how they should do it, or when

they should begin" (Yaffe, 1995: KI2). If the school governance does fulfil its moral

obligation to ensure that the child's protection is held paramount, it does not necessarily

mean that their actions are appreciated. Management or governance could be accused of a

"witch hunt" (Summit, 1992: 159; also Shakeshaft & Cohan, 1995).

Despite values of nurturing, empowerment and participation, the school system is often

permeated with anxieties, especially during times of crisis. In the next section the

underlying reasons for applying defensive coping mechanisms, and the ways in which the

education corps may defend against allegations of LSA, will be further discussed.

5.5 Opening Pandora's box: Defence mechanisms in schools

When a learner discloses sexual abuse, her silent secret is transformed into a voiced scandal.

Underlying disclosure is the hope that someone will do something to put an end to the abuse

(Kellogg & Huston, 1995). However, within the school system, as in the home, disclosure
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also endangers the "social equilibrium and stability" (Shalhoub-Kevorkian, 1999: 1280;

also Summit, 1990).

5.5.1 The necessity to defend?

Concomitant with the confusion of whom to believe, a strong temptation to restore the

equilibrium and to stifle expanding discovery may develop (Summit, 1990). Four kinds of

"survivalism" (Morrison, 1996: 131) can be distinguished: the survival of the accused, and

the emotional, personal, and professional survival of his colleagues.

The first dilemma teachers face in such circumstances is that a colleague - and probably a

friend - has been accused of LSA. The worst consequences are anticipated: imprisonment;

divorce; loss of work, income and reputation; and other disasters (Furniss, 1990). Being

aware of these, it is nearly impossible not to have sympathy for a colleague. The accused

might also "aggressively lobby for himself" (Remick et aI., 1990: 211): are his colleagues

going to believe "the outrageous complaint from a simple child" or "a reasonable denial

from a sophisticated adult" (Summit, 1990: 63)?

Second, Barter (1997) asserted that institutional staff often respond in a similar way to the

disclosure of abuse, as when it is uncovered within a family. Feelings that could be

expected are: dismay, confusion, insecurity, anxiety and self-doubt (Grosz, Kempe & Kelly,

2000; Manion, McIntyre, Firestone, Ligezinska, Ensom & Wells, 1996). For example,

shame and guilt could be associated with the fact that a colleague might have noticed

conduct that 'didn't feel right' (McGrath, 1994), but did not confront or report the accused.

These compounded feelings have to be addressed to ensure emotional survival.

Third, non-abusive teachers may be anxious about their own personal survival. When one

person of a team is accused, feelings of guilt by association develop (Dziech & Weiner,

1990). Furthermore, other teachers might also have suppressed sexual thoughts about

learners: "Oh, I almost did something like that" (McGrath, 1994). Such private thoughts

might have two consequences: (a) the teachers might have more empathy with the accused;

andl or (b) they might be appallingly aware of their personal vulnerability, resulting in the

development ofa deep-seated fear (Anderson & Levine, 1999; McGrath, 1994).

Fourth, collective professional survivalism might playa role too. A whole school is

debased by negative publicity, and staff may fear wide-reaching investigations and whole-

school accusations. To survive as a school community, solidarity is encouraged.
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Institutional image and damage control seem to be the main considerations of some

educators. Anxiety and defence mechanisms, therefore, not only exist on an intrapersonal

level, as psychoanalysts have theorised, but may also be an institutional phenomenon, as

hypothesised by Morrison (1996).

5.5.2 Defensive coping mechanisms applied in a school

Anxiety often leads to a variety of defences, amongst others: denial, rationalisation,

minimisation and projection. In Chapter 4 the prescribed policies and procedures (and

coping mechanisms applied by the upper levels of the Ministry) were discussed. In this

section it will be shown that a multitude of defences are possible within the school itself.

These abuse related defences are in many ways similar to, and serve a similar function to the

myths and stereotypes that have been found in understandings of CSA from samples of the

general population (refer to Section 3.3.4). The defensive coping mechanisms applied by

role players within a school appear as elements, techniques and functions of the structure,

culture and mode of functioning of the institution (refer to the exposition of Morrison,

1996).

5.5.2.1 Defences in the institutional structure

The structure of an institution refers to the hierarchical arrangement of role players within

that institution, as well as prescribed hegemonic procedures. When a school system is

threatened, it may inadvertently utilise structural flaws in its defence.

In times of crisis, boundaries between subsystems within schools (school governance,

teachers, learners, parents) could be applied to create a "fortress mentality" (Newell, 1997:

11). For example, an illiterate parent might be intimidated by the fact that a written

statement regarding alleged LSA is demanded by a principal (Smit, 2000).

On the other hand, schools are also victims of boundaries: a lack of operational definitions

and clear guidelines may lead to a chasm between rhetoric and operation (Morrison, 1996).

The teaching corps might react to the lack of guidance in many ways which could be

categorised as defensive. An 'I did not know' excuse could be volunteered by a teacher

who failed to report LSA. A school may project the responsibility to pursue the case onto

the parents, social services, or the criminal system. In South Africa, Wolpe et al. (1997: 52;

also Human Rights Watch, 2001) found that principals insisted that "cases had to be

handled as criminal cases between parents and police", and failed to do anything about the
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allegation in the school context. Although I am aware of such incidents in Namibia, it is not

procedurally correct. The PSSR (OPM, 1999) specifies that criminal and disciplinary

actions can run concurrently.

5.5.2.2 Defences in the institutional culture

Institutional culture refers to covert and overt values and customs, either shared by many or

enforced by powerful members of an institution. These values and customs would influence

attribution of guilt, the support and ministration awarded to, and the excuses made for, a

person with certain group membership.

As shown, Namibian society and the education sector are still dominated by male patriarchy.

It could be expected that male principals, Personnel Officers, or members of a Disciplinary

Inquiry might, on the "basis for brotherhood" (Longwe, 1997: 45: also Back & Lips, 1998),

have sympathetic understanding for a male perpetrator. Excuses such as 'its only human'

would possibly be accepted, or at least procure the sympathy of male staff.

Female staff, even if they empathise with the learner-survivor, often act subservient to their

male colleagues (Wolpe et al., 1997). If a female teacher does challenge the status quo she

is likely to be silenced by gender filters and rationalisations, such as "anger with

challengers", "outsider within", and "women are fond of gossip" (Sebakwane, 1993/4: 92).

Leach et al. (2000: 23) asserted, "Female teachers were noticeable for their reluctance to

recognise that [LSA] took place, although it must have been difficult for them not to notice

it. "

Institutional culture regarding femininity and masculinity, the "hidden curriculum" (Wolpe

et al., 1997: 89), might serve a defensive function. "There is evidence that violence,

including sexual assault, has come to be seen as a normative form of boys' and men's

behaviour" (p. 47). The implicit message to the survivor is that she is abnormal because she

does not conform to the traditional version of femininity: silence and the acceptance of

"natural" male conduct (Wolpe et al., 1997: 89).

Also part of the institutional culture is the loyalty expected from both staff and learners.

This "sense of camaraderie" (Pillay, 1992: 32; also Leach, 2002) might cause staff to be

reticent in reporting colleagues: of25 cases ofLSA analysed by Pillay (1992), only one was

reported to the authorities by a teacher. Leach et al. (2000: 41) remarked, 'Teachers tend to

protect each other so that any misbehaviour does not come to the attention of the school
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head." Staffwho do report LSA might be held responsible if the reputation of the

institution is damaged. Power, Mooney and Nunno (cited in Barter, 1997: 109) named this

dynamic the "Whistle Blowing Syndrome".

5.5.2.3 Defences in the institutional mode of functioning

Mode of functioning refers, amongst other things, to spotting a problem, how a problem is

labelled, how the institution reacts to crises, and how conflicts are resolved. An efficient

and fair mode of functioning is dependent on concerned, trained and cooperative staff

members and leaders. Unfortunately anxiety may impair institutional functioning.

Spotting the problem. According to Erickson (1987), members of an interacting set come

to approximate each other's perspectives. When the institution is in jeopardy, "potential

helpers were unwilling or unable to see that the abuse was happening" (Morrow & Smith,

1998: 308). It is hypothesised that people in the proximity of eSA often unconsciously

share common blind spots which "ensure avoidance of any protective awareness" (Summit,

1990: 68), but also that some staff members may deliberately "turn a blind eye" (Leach,

2002: 109; also Human Rights Watch, 2001). This was named the "Professional

Accommodation Syndrome" by Jones and Myers (1997: 117).

Labelling the problem. Often colleagues and authorities are exonerated from addressing

sexual abuse by re-labelling the abuse, referred to as "definitional manipulation" by Daro .

(2002: 1132). These labels are often based on myths and stereotypes held within the socio-

environment. Some images are held about schoolgirls which might influence whether the

survivor is believed and how much support she, or the perpetrating teacher, might receive.

Furthermore, if the perpetrator bases his excuses and explanations on these myths, he might

expect support from many of his colleagues and the wider community. In "The Lecherous

Professor", Dziech and Weiner (1990: 63-75) enunciated myths used by professors to justify

or excuse their sexual conduct towards students: the beauty myth, the promiscuity myth, and

the consenting-adult myth. I have added two more myths: the prostitution myth and the

disturbed-adolescent myth. It will be shown that these myths are also applicable to sexual

abuse in the school context.

The beauty myth excuses perpetrators because teachers are "daily bombarded with the

temptation of young women who are so physically desirable that they cannot be ignored"

(Dziech & Weiner, 1990: 63). This defence dovetails with imputations to "natural
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impulses" (Zindi, 1998: 40; also Wolpe et al., 1997). People who propagate or support the

beauty myth ignore the fact that the wiser and more powerful adult should avoid erotic

situations and apply self-control (Zindi, 1998).

"Being flirtations, wearing sexy clothing and heavy make-up, being sexually active, getting

drunk or accepting a ride" are excuses which underscore the promiscuity myth or the

"Adolescent Seductiveness Myth" (Summit, 1983: 178). Dziech and Weiner (1990: 66)

defused the promiscuity myth: "Clothing language, like beauty is in the eye of the

beholder." This myth implies that a girl-learner is responsible for and in control of a

teacher's sexual behaviour. For this reason he needs institutional support.

The consenting-adult myth ignores the emotional needs and fears, economical needs, and

power asymmetries, which might underlie 'consent'. "Often when a girl isproposed to by a

teacher she is afraid to refuse, because he can let her fail an exam" (Voeten, 1994: 22).

Teachers and officials in the education sector may re-label the LSA, claiming that the girl

prostituted herself in exchange for compensation in cash or kind: I call this the prostitution

myth. Such allegations are not necessarily wrong: a 16-year-old study-participant explained

to Ricardo (1998: 67), "We girls in Caprivi [north-eastern Namibia] we are very fond of

money that we sleep around with workers and people from high institutions of learning in

Windhoek." However, it is not taken into consideration that prostitution cannot be

perpetrated without a client, and that the teacher-perpetrator is just that; and it denies the

reality of extreme poverty, and the consequent vulnerability of children to sexual

exploitation. Zalk (1990: 149) aptly stated regarding the child-survivor, "They are the

vehicles for exploitation, not the reasons. "

While the beauty, promiscuity, consenting-adult, and prostitution myths deny the sole

responsibility of the perpetrator, an accusation of sexual abuse is also often denied in its

totality. According to Yaffe (1995), the accused and his colleagues may say that 'the

allegation is an outright lie' or that 'the girl wants to revenge herself because the teacher

disciplined her'. These defences are based on what I call the disturbed-adolescent myth:

adolescents are believed to exert problem behaviour as a result of their developmental phase

or hormonal changes (Basow & Rubin, 1999; Dasen, 1998). Recent research has overturned

the assumption that a turbulent adolescence is the norm (Dasen, 1998; Sadock & Sadock,

2003).

https://etd.uwc.ac.za/



94

Partial and total defences are apparently validated by delayed disclosures; inconsistent

statements; recantation of the accusation; or by the learner leaving school (Burgess &

Holmstrom, 1985; Yaffe, 1995). Underlying the institutional rationalisations and denials is

an all surpassing "adult mythology regarding legitimate victims" (Summit, 1992: 154);

myths which relate how 'real' victims react and disclose:

Legitimate victims would say no.
Real victims would fight back and complain.
A truthful account would be immediate, consistent, coherent and convincing.
Retraction confirms that the child lied about the sexual abuse.

In the next chapter it will be shown that none of the above-mentioned rationalisations are

valid. Minimising the offence is common, especially in cases of non-contact sexual abuse.

Expected responses would be: 'It wasn't that bad?'; 'Perhaps he didn't mean it like that?'; or

"the teacher is only joking with girls" (Leach, 2002: 109). Alternatively, colleagues might

argue that only one learner complained; and therefore that unless the survivor finds other

learners to support her claims, she will be marginalised.

Responding to the problem. Whatever the argument, the girl is often actively faulted.

Frequently responsibility and blame are transferred from the adult to the child and the

allegation can be "swept under the carpet" (Shumba, 2001: 362).

Sometimes colleagues and the school governance do not deny that LSA had taken place, but

may be defensive in other ways. School governance could fail to look for confirming

evidence and prematurely end the investigation (Shakeshaft & Cohan, 1995). Conversely,

they might over-investigate the allegation, which would probably result in delayed

protective action, or which might intimidate the leamer-survivor to the point of withdrawing

the accusation. According to Daro (2002) it is not uncommon for individuals to find

mitigating circumstances when the abusive deed reflects behaviours or attitudes common in

their social environment. Another 'politically-correct' defence is to promote the

constitutional rights of the perpetrator: educators and others are expected to give an accused

the benefit of the doubt, and to accept that an accused is innocent until he is found guilty on

the balance of probabilities (Summit, 1992). Thus a survivor might feel that her allegation

is not believed.

In cases ofLSA the divide is often not between the teachers and the leamer-survivor, but

between the whole school and the leamer-survivor. It has been known for teachers to
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discuss with learners what the accused will endure as a result of the accusation (Shakeshaft

& Cohan, 1995). Often peers taunt the survivor (Human Rights Watch, 2001). InLeach et

al. (2000) girls disapproved of LSA not on moral grounds, but because the chosen girl had

an unfair advantage over them; boys strongly condemned the perpetrating teacher because

they experienced his attentions as unfair competition.

Resolving the problem. Piecemeal responses are implemented when LSA is attended to on

a local level with no official notification, or when only certain aspects of LSA are addressed.

School authorities may justify piecemeal responses by adhering to the belief that 'it won't

happen again': the sexual act was only a momentarily loss of control. Another way to

resolve LSA is to "kill the messenger" (Summit, 1992: 159): sometimes the reporter and

survivor are silenced; the staff reunited; and the case is not addressed.

It can be concluded that an institution's mode of functioning is severely affected by anxiety-

provoking issues such as LSA. Defences and myths are enlisted to re-label LSA; to defuse

the crisis; and to resolve the allegations amicably for the accused, his colleagues and the

education authorities. These defences portray a lack of understanding of the aberrant nature

of sexual relationships between teachers and learners.

5.6 Conclusion

In this chapter the school as a mini-society was examined. It was shown that schools have a

distinctive micro-culture, with valued premises about how things should be done. Role

expectations, social position, and certain restrictions might empower (abusive) teachers,

marginalise learners, and accommodate the occurrence of LSA within the institution.

Once an allegation ofLSA is made, great anxiety, panic and conflict underlie the

application of various defensive coping mechanisms within the institutional structure,

culture and mode of functioning. In the rush to close Pandora's box from outside scrutiny,

the leamer-survivor is often invisible and inaudible. She needs support from the school;

instead she receives victimisation, stigmatisation and intimidation - exactly what her

perpetrator might have predicted and what she fearfully anticipated. It could be expected

that a survivor might wish to recant under such circumstances. Without the learner-

survivor's testimony a case can seldom be upheld against the accused, giving the school

management an excuse to "shelve" (Longwe, 1997: 48) the case. Ultimately, this is how

LSA is perpetuated.

https://etd.uwc.ac.za/



96

Chapter 6

Being a child, a victim and a survivor

6.1 Introduction
"The small victim of a private crime must search against fear of rejection for the adult who
wil/listen to an unwelcome, offensive account and take protective action against a trusted
peer" (Summit, 1992: 154).

A combination of factors contribute to the vulnerability of children, the invisibility of

victims and the silence of survivors: factors of which educators should be cognisant in order

to protect children optimally, to support a survivor and to avail justice. In this chapter

attention will first be awarded to the vulnerability of children to CSA (Section 6.2), the

possible consequences of CSA (Section 6.3), and the defence and coping mechanisms

applied by some survivors (Section 6.4). In Section 6.5 I will discuss the wish to disclose

and the concurrent fear of disaster (Furniss, 1990), and in Section 6.6 the chaos which often

follows disclosure. In Section 6.7 the recantation of allegations will be discussed. As

indicated in Chapter 1, in this thesis a survivor of CSA will generically include children

sexually abused by their teachers.

6.2 The perfect victim

In their biopsychosocial inequality children are mismatched against adults. Summit (1990:

59-65) classified children' as "perfect victims". Unless educators empathetically understand

this they may not appreciate the defencelessness of a child in the face of a perpetrator.

More often than not, children are physically smaller and weaker than even the most

unassuming adult perpetrators. Perpetrators do not need to attack with overwhelming force

or deadly weapons: because of their stature, children cannot fight back (Haihambo, 1996;

Summit, 1990). Neither do perpetrators necessarily have to threaten children to ensure their

silence; because of their status, children often cannot tell.

As discussed in Chapter 3, many social values and practices increase the vulnerability of

children and inhibit disclosure. Burgess and Holmstrom (1985: 89) proposed, "Many of the

same qualities that make a child a 'good' child also make him or her an 'easy' victim."
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An issue that follows from societal silences is that an uninformed child with only implicit,

unconfirmed knowledge cannot know the parameters of acceptable or unacceptable, normal

or deviant (sexual) behaviour (Heiman et al., 1998; Summit, 1983; Young, 1997).

Furthermore, the survivor is possibly systematically misinformed about the sexual activities

by the perpetrator (Young, 1992).

Many children are naive (Summit, 1990). A child, particularly one with nobody else to tum

to, is bound to believe a perpetrator who convincingly relates that: (a) our behaviour is

okay/normal; (b) nobody will believe you; (c) disclosure will result in a calamity; and (d)

you induced my sexual interest (Burgess & Holmstrom, 1985; Everill & Waller, 1995;

Fontes, 1993; McGrath, 1994; Summit, 1983). Where the perpetrator is a trusted adult such

as a teacher, this factor is compounded.

Not only the naivety of the child but also the lack of knowledge of adults could increase the

vulnerability of children (Summit, 1990). "People tend to assume, in a projection of

idealised conscience, that a helpless, innocent child would inspire protective compassion in

all but the most perverted attacker" (Summit, 1990: 59). Furthermore, as elaborated earlier,

because of the pastoral myth teachers are beyond suspicion (Dziech & Weiner, 1990;

Young, 1997).

Characteristics of the family-of-origin increase the vulnerability of some children to sexual

abuse and exploitation. Shakeshaft (1994: 24) asserted that victims ofLSA are typically

"vulnerable, needy students who come from homes where little affection is shown". Parents

and families of survivors of CSA will be comprehensively discussed in Chapter 8.

As pointed out by McGrath (1994) and Summit (1990), perpetrator strategies sometimes

ecologically isolate and emotionally alienate the child from her peers and protectors. In

Chapter 7 attention will be awarded to the modus operandi of perpetrators.

Children are perfect victims because of their own sexuality and their great curiosity of

things, especially those clouded in secrecy (Burgess & Holmstrom, 1985; Heiman et al.,

1998; Summit, 1990). This, coupled with underdeveloped cognitive functions and an

infatuation with adults and the adult world (Silber, 1984), is often exploited by predators. A

perpetrator explained to Elliott et al. (1995: 590), "1used that curiosity to trap them into

sex.
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Victims are often marginal academic performers, socially inept, and exhibit what

Shakeshaft and Cohan (1995: 516) referred to as "bad girl behaviour". Teachers suspect

them to be sexually experienced (Shakeshaft, 1994), or possibly that they would agree to the

sexual intimacies. Whether right or wrong, these conceptions certainly influence the

perceived trustworthiness of the survivor (Shakeshaft, 1994).

Itwould be expected that the more deprived and vulnerable the child is, the easier she might

fall victim to a perpetrator's advances and be manipulated into compliance and silence.

Furthermore, the more powerful the perpetrator is (be it because he is an adult, male, or

attached to a respected institution), the more the child's resources are eroded. In the next

section I will show that the possible consequences of CSA may also further the aims of a

perpetrator.

6.3 Consequences of child sexual abuse

It is widely accepted that CSA has deleterious short and long-term consequences. In this

section some of the reactions, signs and symptoms manifested by child-survivors will be

discussed. Specific reference will be made to (a) emotional-behavioural reactions which

might estrange the child from her protectors; and the difficulties a child faces in (b) averting

the attentions of a sexual perpetrator, and (c) disclosing to her protectors.

6.3.1 Pathology

Educators would appreciate a conclusive sign or normative symptom which would confirm

that a learner was indeed victim of CSA. Unfortunately, attempts to classify all survivors

under one diagnostic category have not been successful, mainly because CSA is not a

singular experience and therefore does not produce a singular symptom or syndrome

(Chaffin, Wherry & Dykman, 1997; Koverola, Pound, Heger & Lytle, 1993). Furthermore,

many symptoms could also be imputed to other psychological problems (Goldston,

Turnquist & Knutson, 1989; Van Dokkum, 1995).

The reactions of many survivors have recently been classified under Posttraumatic Stress

Disorder (PTSD) (Deblinger, McLeer, Atkins, Ralphe & Foa, 1989; Johnson, Pike & Chard,

2001; McLeer, Deblinger, Henry & Orvaschel, 1992; Wolfe et al., 1994). In a comparative

study which included mainly children, 84.37% of the Namibian subjects were diagnosed

with PTSD (Biyong & Theron, 2000). Finkelhor (1988: 63) recognised that "all the

symptoms indicated in the DSM III criteria have been noted singly and in combination in

https://etd.uwc.ac.za/



99

victims of sexual abuse". The significance ofPTSD was put forward by Bradley and

Wood (1996) and Koverola and Foy (1993): a child's non-disclosure or difficulty in

recalling details, particularly under stressful circumstances such as legal (or disciplinary)

proceedings, could be symptomatic of the dissociative reaction to trauma (a criterion of

PTSD). Furthermore, another criterion - heightened autonomic arousal- takes the form of

concentration difficulties, exaggerated vigilance, irritability and rage outbursts: such

behaviour might estrange the survivor's peers and teachers. Many survivors ofCSA have

been diagnosed with Major Depressive Disorder (MDD) by, amongst other researchers,

Biyong and Theron (2000), Elliott and Tarnowski (1990), Johnson et al. (2001), Koverola et

al. (1993), Mennen and Meadow (1994) and Wozencraft, Wagner and Pellegrin (1991).

The use of diagnostic labels has been widely criticised (Elliott & Tarnowski, 1990;

Finkelhor, 1988; Wozencraft et al., 1991). Sexually abused children seem to exhibit a

constellation of symptoms not covered by PTSD and MDD. Most significantly, as indicated

by Gilmartin (1994), child-survivors of natural disasters or a robbery would receive different

socio-environmental messages: it would not be insinuated that such children's conduct had

caused the traumatic event, as might be implied in the case of a CSA child-survivor.

6.3.2 Cognitive, emotional and behavioural consequences

Attaching psychopathological labels to sexually abused children does not provide insight

into why survivors seem to accommodate their own abuse, often deny the abuse, have

difficulties in disclosing it, or sometimes recant their allegations. In this section the

consequences ofCSA will be enunciated using the "Four Traumagenie Dynamics Model"

(FTD) developed by Finkelhor and Browne (1985) and Finkelhor (1988). I will examine the

origin, the thoughts and feelings, and the consequent observable behaviour of the survivor

for each of the four traumagenie factors. The last part of this section examines additional

work-related consequences of CSA. (Supportive findings by other researchers will be

noted.)

6.3.2.1 Traumagenie sexualisation

According to Goldston et al. (1989) the sexualisation of the child-survivor could serve as a

psychosocial marker of CSA. It could be expected that the child would be emotionally and

cognitively affected by traumagenie sexualisation: the "awful specialness" (Sanders, 1992:

21) for doing something that 'doesn't feel right' (Kellogg & Huston, 1995; Leach, 1995;

McGrath, 1994) is bound to be perplexing (Young, 1997). Homosexual abuse may generate
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or exacerbate a "sense of otherness" (D'Augelli, 1998: 193) and confusion about sexual

identity (Baker & King, 1999; Beitchman et al., 1992; Cameron & Cameron, 1996; Cole &

Theron, 1994; Finkelhor, 1988; Glaser & Frosh, 1988; Karp, Butler & Bergstrom, 1998;

Rumstein-McKean & Hunsley, 2001), which in tum may estrange the survivor from her

peers and protectors.

Rumstein-McKean and Hunsley (2001) proposed that traumagenie sexualisation could be

expressed on a continuum from under-sexualisation (Goldston et al., 1989; Ratican, 1992;

Wells, McCann, Adams, Voris & Ensign, 1995) to over-sexualisation (Armsworth &

Holaday, 1993; Berkowitz, 1998; Friedrich, 1988; Sturkie, 1983). The child also learns to

apply sexual favours to obtain what she needs or wants (Gaylard, 1996). An over-

sexualised learner would possibly not receive much compassion from school-based

protectors.

6.3.2.2 Betrayal

A sexually abused child faces multifaceted betrayal, called a "trust violation" by Spaccarelli

(1994: 346). Interpersonally the child is betrayed: (a) by the perpetrator, an adult probably

regarded with authority and trust; and (b) by the inability or unwillingness of protectors

(parents, family, school staff) to believe her or to take protective action (Denov, 2003;

Gaylard, 1996). She might also feel betrayed by her body's auto-erotic arousal (Armsworth

& Holaday, 1993; Cole & Theron, 1994; Ratican, 1992; Sturkie, 1983; Young, 1992).

Such betrayal can have a profound affect on the child's assumptions of her own

invulnerability, judgement and virtuousness; the care and kindness of others; the fairness of

the world; and a protective, omnipotent, omnipresent and omniscient God (Ganje-Fling &

McCarthy, 1996; Young, 1992). The affective response to betrayal is depression and anger.

Depression presents as dispiritedness, reduced interest and pleasure, weariness, debility,

diminished cognitive abilities and changed eating and sleeping patterns (Ratican, 1992).

Anger at being abused and abandoned might be acted out as irritability, temper tantrums,

rebelliousness, promiscuity, self-abusive behaviour and substance abuse (Biyong & Theron,

2000; Calam, Home, Glasgow & Cox, 1998; Cole & Theron, 1994; Friedrich, 1998;

Goldston et al., 1989; Jones, 1997; Ratican, 1992; Sinclair, Larzelere, Paine, Jones, Graham

& Jones, 1995; Trolley, 1995). This behaviour, although a cry for help, is often

counterproductive: if the survivor subsequently discloses, adults may ascribe the

disagreeable claim as a further indication of her conduct difficulties.
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6.3.2.3 Stigmatisation

Stigmatisation is caused by overt or covert negative messages received by the survivor. A

perpetrator often blames the survivor for inducing, allowing, enjoying and perpetuating the

sexual activities (Everill & Waller, 1995; McGrath, 1994; Summit, 1983). The response of

significant others after disclosure - shock, vilification, punishment - might be interpreted as

evidence of her disgrace (Everill & Waller, 1995; Furniss, 1990). It is, however, the

survivor's own contemplation that probably is the most traumagenie (Chaffin et al., 1997;

Ligezinska, Firestone, Manion, McIntyre, Ensom & Wells, 1996; Sanders, 1992): Through

continued self-exploration and revisitation of the experience a survivor may conclude that

she bears the responsibility for the CSA because:

She displayed risk-taking behaviour ...
She sanctioned the abuse because she did not resist enough ...
She allowed it to continue by not disclosing immediately ...
She accepted the offerings and rewards ...

(Armsworth & Holaday, 1993; Biyong & Theron, 2000; Coffey, Leitenberg, Henning,

Turner & Bennett, 1996; Everill & Waller, 1995; Glaser & Frosh, 1988; Morrow, 1991;

Niederberger, 2002). These self-attributions may lead to a distorted self-image, even self-

loathing (Biyong & Theron, 2000; Dippenaar, 1998; Everill & Waller, 1995; Ratican, 1992).

Shame, fear and loneliness are the affective responses to the dynamics of stigmatisation

(Suransky-Dekker, 1998). Shame, with the cognitive equivalent of self-blame, contribute to

the "layers of hiddenness of the abuse" (Hall & Kondora, 1997: 48) and have been linked to

the greater use of maladaptive defences (Everill & Waller, 1995) and to PTSD status (Wolfe

et al., 1994).

Convinced by her deductions the child may, as actively as her perpetrator, hide the sexual

abuse and purposefully inhibit disclosure (Campis, Hebden-Curtis & Demaso, 1993).

Stigmatisation is often expressed in "self-camouflaging" behaviour and social withdrawal

(Summit, 1983: 179; also Calam et al., 1998). The survivor may endure her own reality,

alone.

6.3.2.4 Powerlessness

Some or all of the following aspects of the abusive situation may contribute to this last

dynamic: powerlessness. Through pressure or persuasion the child is forced to capitulate

physically to the perpetrator. Attempts to flee, fight or outwit the perpetrator are frustrated
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(Hanks & Stratton, 1995; Sanders, 1992). Silence is enforced, intrapersonally and

interpersonally, overtly and covertly. Even after disclosure the child is powerless to

influence the decisions and actions of adults and their institutions (the school, Ministry,

police, court) (Runyan et al., 1994).

.Self-definition of hopelessness, helplessness and powerlessness has a profound effect on the

expectations of the survivor. She might anticipate failure and hold a fatalistic perspective

(Armsworth & Holaday, 1993; Collings, 1997; Dolan, 1991; Wolfe et al., 1994). Such

beliefs would destroy the hope that disclosure will affect change. Anxiety, fears and

desperation are emotions that follow from a sense of powerlessness. Many children

therefore stay silent and do nothing.

Because of the nature of the sexual abuse, enforced secrecy, and the dynamics of all of

traumagenie sexualisation, betrayal, stigmatisation and powerlessness, survivors often "deal

with the trauma as an intrapsychic event" (Summit, 1983: 179), rather than expose

themselves by disclosing. It could be expected that, for the embarrassed, self-conscious and

anxious survivor, the sexual abuse might fill her thoughts and feelings, leaving little energy

for scholastic, social and other developmental tasks.

6.3.2.5 School and academic problems
"... But then, in the classroom, you don't concentrate, you are afraid, you don't study well,
you start failing because you are having this teacher who is also your boyfriend. "
(Mahungire Mahuka, cited in Ombetja Yehinga Newsletter, 2002: 2)

School-aged survivors of sexual abuse often develop school and academic problems

(Armsworth & Holaday, 1993; Calam et al., 1998; Cole & Theron, 1994; Jones, 1997;

Leach, 1995; Wells et al., 1995; Pinegar, 1995; Yaffe, 1995). Many factors underlie work-

related problems. Characteristics of PTSD - intrusive thoughts, flashbacks and tiredness

from sleep-deprivation - could produce concentration difficulties (Armsworth & Holaday,

1993; Shapiro, Leifer, Martone & Kassem, 1992). Attempts to forget the CSA could be

generalised to non-selective forgetfulness which could affect the child's academic

performance (Pinegar, 1995). Lack of motivation (associated with depression and the

dynamics of powerlessness) further impairs the survivor's cognitive performance. School-

avoidant behaviour - denoted by a reserved disposition in class; being absent from certain

classes or school; and dropping out altogether - has also been associated with CSA (Human

Rights Watch, 2001; Trickett, McBride-Chang & Putnam, 1994). In cases of LSA, school
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avoidant behaviour could be interpreted as a defence against the hazardous environment.

The long-term cumulative effect of such school and academic problems could be disastrous.

The following model by Trickett et al. (1994: 186) illustrates the impact of CSA on the

academic performance; Dippenaar (1998: 43) added the anxiety factor.

Cognitive ability

Dissociation

Anxiety

Depression

Acting-out

Figure 6.1 The impact of CSA on the academic performance of survivors, adapted from
Trickett, McBride-Chang & Putnam (1994: 186)

6.3.3 Physical consequences

Physically the child-survivor may experience symptoms which could be ascribed to the

sexual activity itself (infections, ruptures, pregnancy); an autonomic reaction to anxiety

(heart palpitations, nausea, hypertension); or symptoms which may have

physiopsychological origins (asthma, pelvic pain, headaches and fatigue) (Armsworth &

Holaday, 1993; Berkowitz, 1998; Cole & Theron, 1994; Hall & Kondora, 1997; Jones,

1997; Kimerling & Calhoun, 1994; Ratican, 1992). Self-abusive behaviour, such as self-

mutilation, self-starvation, obesity and suicide, has been described as an attempt to punish

her treacherous body, and as a means of defence against further sexual interest of others

(Cole & Theron,1994; Collings, 1997; Ratican, 1992; Young, 1992). Possibly the most

devastating physical consequence of sexual abuse is put into words by a Namibian leamer,

Kavari (Ombetja Yehinga Newsletter, 2002: 2):

"Sometimes if you sleep with an adult, he will give you AIDS, he will make you pregnant, you
will leave school. Don't sleep with an adult because he has a herd of cattle and he will give
youfats. "

In conclusion, it is clear that the consequences of CSA can add to the vulnerability of a

child-survivor. She is sexualised and feels betrayed, stigmatised, powerless and confused.

All these factors could mitigate against disclosure and promote the continuation of the
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abuse. If the perpetrator is respected and in a pastoral position (e.g. a teacher), the

child's sense of betrayal and powerlessness is increased. Many of the behavioural reactions

to CSA may also diminish interpersonal and institutional understanding and support. Most

importantly, because of the diversity and sometimes lack of symptoms, the identification of

a leamer's abuse status "depends on a high level of suspicion" (Hildreth & Place, 1997: 6),

which might be wanting particularly with regard to LSA.

6.4 Defence and coping mechanisms applied by survivors

In many cases ofCSA the physical integrity of the survivor is threatened, she is subjected to

intrapersonal turmoil and to interpersonal and institutional stressors (Shapiro & Dominiak,

1990). Under such circumstances, and where physical escape seems impossible,

intrapersonal and/or interpersonal defence or coping mechanisms are enlisted (Burgess &

Holmstrom, 1985; Everill & Waller, 1995; Friedrich, 1988; Jennings & Armsworth, 1992).

Unless educators are cognisant of the (inappropriate) ways in which many survivors cope,

they might not acknowledge the victim-status of the child. In this section I will first discuss

unconscious defence mechanisms, and then the conscious coping strategies applied by some

child-survivors of sexual abuse.

6.4.1 Unconscious, classic defence mechanisms

Classically, defence mechanisms partially to wholly detach awareness of the trauma

(Furniss, 1990; Hall & Kondora, 1997). Shapiro and Dominiak (1990: 68-74) described

seven unconscious defence mechanisms applied by sexually abused children: denial,

projection, acting out, splitting, reaction formation, displacement, distortion and regression.

Other researchers linked CSA to alexithymia (Biyong & Theron, 2000), minimalisation

(McGrath, 1994; Ratican, 1992), identification/introjection (Daldin, 1988; Lyell, 1998), and

regression (Armsworth & Holaday, 1993). Interrupted, discontinuous or delayed memories

(Azar, 1998; Fish & Scott, 1999; Hall & Kondora, 1997; Hartman & Burgess, 1993; Loftus

& Ketcham, 1996; Ratican, 1992; Sadock & Sadock, 2003) refer to a contentious

phenomenon often associated specifically with sexual trauma: repressed memory. The

reader is referred to the articles above and to Sadock and Sadock (2003: 207-208) for a more

detailed analysis of classic defence mechanisms. In this section I will discuss splitting,

mythicising and dissociation.
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'Splitting', according to Shapiro and Dominiak (1990: 70) and Young (1992), is the

realisation of a "true-self/false-self dichotomy". For example, negative self-attributions

(true self) might be split off from publicly displayed defiance, confidence or a good-girl

persona (false se1t). Oscillation between these personae might underlie the emotional

liability of survivors (Sadock & Sadock, 2003).

Hall and Kondora (1997: 44, 45) termed the way in which some survivors "<subtract' the

traumatic images" from their life stories to create an idealised version of the past as

"mythicizing". This coping mechanism was called "selective restructuring of reality" by

Summit (1983: 184). Declaration that the abusive relationship is 'true love' (McGrath,

1994) is an example of mythicizing and often serves to accommodate the ambivalence

towards the perpetrator.

'Dissociation' is a defence mechanism by which trauma information is not integrated into

awareness, with the result that related thoughts, feelings and memories are obscured or

inaccessible. This defence mechanism has been linked to eSA by many researchers:

Armsworth and Holaday (1993); Biyong and Theron (2000); Everill and Waller (1995);

Johnson et al. (2001); Gershuny and Thayer (1999); Gregory-Bills and Rhodeback (1995);

Hanks and Stratton (1995); Ratican (1992); and Trickett et al. (1994). Pinegar (1995),

Dolan (1991) and Everill and Waller (1995: 99) are of the opinion that a "continuum of

dissociative experiences" exists. During a Disciplinary Inquiry in Namibia, dissociation by

a learner diagnosed with PTSD was used as an indicator that the LSA had, in fact, occurred.

Although the learner could relate a lot of incidents prior to and after the sexual abuse, she

dissociated every time abuse-specific questions were asked. The fact that she was

convinced that she "did well" during the hearing was further proof of her dissociated state

(Smit, 2002).

Although defence mechanisms help the survivor to survive emotionally in the disturbed

world of sexual abuse, defences are "imperfect" (Shapiro & Dominiak, 1990: 71): Survivors

who minimalise the abuse might not consider seeking help necessary (McGrath, 1994;

Ratican, 1992: 35). Gershuny and Thayer (1999) proposed that prolonged dissociation

might lead to a sense of interpersonal disconnectedness. Unconscious defence mechanisms

also restrict the use of other coping mechanisms such as disclosure (Everill & Waller, 1995;

Spaccarelli, 1994). Despite the fact that defences provide short-term relief, the underlying

causes are not addressed: "such experiences then continue underground, nonverbalized"

(Young, 1992: 93; Gershuny & Thayer, 1999). Most importantly, defence mechanisms
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"disavow" (Young, 1992: 93) a traumatic event, and the concomitant emotions and

cognitions. A survivor cannot recall or disclose memories blocked from her consciousness.

If the memories are partially defended, her recollection of events will be fragmentary during

a court case or disciplinary hearing - thus affecting her credibility as witness.

6.4.2 Conscious coping mechanisms

While the defences discussed above are unconscious (McGrath, 1994) and involuntary (Hall

& Kondora, 1997), survivors might sometimes intentionally apply certain strategies to help

themselves cope with the CSA. These coping mechanisms could be physical, cognitive

and/or behavioural. A physical coping mechanism could be submission during the sexual

abuse itself (Human Rights Watch, 2001); a cognitive coping mechanism would be when a

survivor tries to reinterpret what had happened to her. The behavioural coping mechanism

"escapism" was applied by both survivors of LSA interviewed by Pillay (1992: 25). One

explained, "I read stacks of 'Mills and Boone' and slept in the early hours of the morning ".

In this section I will discuss four studies which investigated the conscious coping

mechanisms of survivors of sexual abuse.

In his seminal article "The Child Sexual Abuse Accommodation Syndrome" (CSAAS),

Summit (1983) empathetically described the "common denominator" (p. 180) of CSA: (a)

secrecy; (b) helplessness; (c) entrapment and accommodation; (d) delayed, conflicted and

unconvincing disclosure; and (e) retraction. Summit's theory purports that a child's coping

mechanisms may serve the purposes of the perpetrator, and emphasises both the continuing

entrapment and gradual unfolding of the sexual abuse secret. It is important that parents,

peers, teachers, investigators and Disciplinary Committees know that the ways in which a

child might accommodate the CSA should not be interpreted as acquiescence. In the rest of

this chapter, and in the case study, it will be shown that resultant research validated the

CSAAS.

Romans, Martin, Anderson, O'Shea and Mullen (1996: 319-325) investigated the defensive

strategies applied by children at the time of the abuse: 35.7% of the subjects struggled

against the perpetrator; 31.6% tried to run away; 24% tried to talk to the perpetrator,

whereas 17% avoided him; 14% yelled; 9.9% pleaded and cried; and only 8.2% told

someone. Romans et al. (1996) remarked that the coping strategies of the children are

generally unavailing, despite the fact that, for a child, every one of the strategies could be

considered extraordinarily courageous.
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Chaffin et al. (1997: 227-240) used the "Kidcope" instrument to investigate the coping

strategies of 84 sexually abused children. Four underlying factors were identified: Avoidant

Coping, Internalised Coping, Angry Coping and Active/Social Coping. Avoidant and

Internalised Coping, endorsed by 100% and 90% of the respondents, represent cognitive and

behavioural strategies by which the CSA is not disclosed. Examples from these categories

are "Ijust tried toforget it" and "I kept quiet about the problem". In contrast, "I tried to

fix the problem by doing something or talking to someone" under Active/Social Coping was

endorsed by only 88% of the survivors. Alarming, Active/Social Coping was mainly

applied when the sexual abuse was less severe. Children using Angry Coping had

significantly more conduct difficulties in the school environment. Chaffin et al. 's (1997)

research supports the supposition that few children seek help through disclosure and that

most children deal with CSA intrapersonally.

A similar study was conducted by Leitenberg, Greenwald and Cado (1992: 399-407) which

investigated the long-term effect of coping strategies as revealed by adult survivors. The

coping questionnaire consisted of nine subscales: Denial; Emotional Suppression; Emotional

Expression; Cognitive Reappraisal; Cognitive Rumination; Spiritual or Religious Support;

Direct Action Related to the Offender; Seeking Social Support; and Avoidance. Emotional

Suppression and Denial were used significantly more frequently than the other coping

methods. The researchers hypothesised that the application of these coping methods was

understandable if the powerlessness of child-survivors were considered. Leitenberg et al.

(1992) also found that Emotional Suppression, Denial and Avoidance were significantly

associated with greater psychological dysfunction on the longer term. The strategy proving

to be the most useful coping mechanism was Seeking Social Support (Leitenberg et al.,

1992); however, unfortunately, neither in this, nor in Chaffin et al. 's (1997) study was this

mechanism the most often applied. The least often applied strategy was Direct Action

Related to the Offender which corresponds with the fact that only 20% of the subjects had

disclosed to anyone at the time of the abuse. Leitenberg et al. 's study (1992) supported the

fmdings of Chaffin et al. (1997).

It is clear that the coping mechanisms most employed result in non-disclosure and non-

interference, and thus accommodate CSA, which could easily be misunderstood by

educators. Disclosure is a coping mechanism through which a child-survivor endeavours to

terminate the abuse by conscripting the help of others. In the next section disclosure will be

discussed.
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6.5 To disclose or not to disclose

The sexually abused child has only three options: disclosure, delayed disclosure, or silence.

As indicated by Jones (2000) the term 'disclosure' has been applied in the literature to a

variety of actions. It could consist of covert clues, explicit announcements or formal

statements. Moreover, a child may believe that she has told someone, but her message

could have been misunderstood. For a child to reveal sexual abuse is generally perceived as

difficult: Sauzier (1989: 455) subtitled her article on disclosure ofCSA "For Better or For

Worse". Silence, on the other hand, would mean "keeping the guilty secret forever" (Sgroi,

1982: 5), and possibly, continued abuse.

Many cases of CSA never come to the attention of authorities because they are never

disclosed. Finkelhor (1994a: 411) determined that across the studies of21 countries "only

about half the victims disclosed the experiences to anyone ". Smith et al. (2000) analysed

telephone interviews with 288 women-survivors of childhood rape: 28% of the respondents

had never before revealed the rape to anyone until specifically asked by the unseen,

unknown interviewer. Menick (2000: 8) found that ofa total of269 sexually abused

children in Cameroon, 42.4% did not report the abuse "at all". In a South African study,

Collings (1997: 40) found that of223 survivors ofCSA, 45.9% "no, never" disclosed.

Regarding LSA, in a 1991 survey by Wishnietsky (cited in Shakeshaft, 1994), 17.7% of

male and 82.2% of female high-school graduates in North Carolina indicated that they had

been sexually harassed during their school years; 13.5% were subjected to full sexual

intercourse with a teacher. It is estimated that only 7% of these learners complained to the

school authorities. Disclosure ofLSA in Namibia will probably be as limited as found in

these studies.

To enhance understanding and to ultimately address non-disclosure in education, it is

important to understand why some children disclose and why others elect to remain silent.

For an encompassing exposition the reader is referred to the review of clinical and research

literature on self-disclosure by Paine and Hansen (2002).

6.5.1 Reasons for disclosure and non-disclosure
"Some of these children thought that telling only causes more trouble." (Sauzier, 1989: 460)

A variety of idiosyncratic reasons underlie delayed or non-disclosure, some of which are

intrapersonal, others interpersonal, and in cases of LSA probably institutional. One such

reason is the adult standards for self-protection and disclosure. If the child-survivor
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suspects that her resistance might be judged too feeble, or that she submitted too easily,

she will probably not disclose (Summit, 1983).

Fears about the consequences aftelling are of the most common reasons for non-disclosure.

Sexually abused children in Sauzier (1989) and Goodman-Brown, Edelstein, Goodman,

Jones and Gordon (2003) were fearful of destroying the relationship with the perpetrator;

afraid of being blamed or punished; and feared retaliation against themselves or someone in

the family. The following reasons for delayed or non-disclosure were put forward by 173

survivors of eSA in Kellogg and Huston (1995: 310):

"I was scared. (74%)
I didn't want to get in trouble. (55%)
No one would believe me. (46%)
I was embarrassed. (60%)
I didn't want to get anyone else in trouble. (47%)
I still like/love the other person. (29%)
It was myfault as much as the other person's. " (29%)

It is important that educators take cognisance that certain characteristics of the eSA

facilitate or inhibit disclosure: Sauzier (1989) found that the use of aggression to force the

child into compliance would either result in an immediate report (39%) or non-disclosure

(43%). In contrast, Smith et al. (2000) reported that neither force, threats, the use of

weapons, injury, or perceived life endangerment were significantly related to a delay in

disclosure. Smith et al. (2000) did find that adolescent survivors disclose more readily. The

researchers postulated that older children have more occasions to disclose, they are more

aware of social mores and the violation thereof, and have the self-confidence to risk possible

disturbances in their lives. In contrast, Goodman-Brown et al. (2003) hypothesised that the

older children in their research took longer to disclose because they recognised that they

might face stigmatisation, and because they felt some responsibility for the abuse.

Manipulation and persuasion seem to inhibit disclosure even more than force: Sauzier

(1989) found that 75% of such children did not disclose right away (i.e. within a week). It is

hypothesised that manipulation probably increases a survivor's "feelings of complicity" and

societal stigmatisation (Goodman-Brown et al., 2003: 526; also Beitchman et al., 1992;

Hetherton, 1999). Smith et al. (2000) also reported an increased likelihood that survivors of

continued rape would delay disclosing. The survivor might fear that adults might ask

unanswerable questions such as, "Why didn't you tell me?" (Summit, 1983: 182).

https://etd.uwc.ac.za/



110

A youth representative explained why Namibian schoolgirls do not report rape

(Parliament, 1996: 10): "We are afraid to communicate with our parents and teachers,

because they are often the culprits.". Intrafamilial sexual abuse has been associated with

non-disclosure and more trauma than extrafamilial sexual abuse (Beitchman et al., 1992;

Beitchman, Zucker, Hood, DaCosta & Akman, 1991; Gilmartin, 1994; Goodman-Brown et

al., 2003; Ligezinska et al., 1996; McLeer et al., 1992; Nash, Zivney & Hulsey, 1993). This

does not mean that sexual abuse by a teacher is not traumatising. Davenport, Browne and

Palmer (1994) and Smith et al. (2000) hypothesised that it is not whether a relationship is

biological, but the sincerity of the relationship between the perpetrator and survivor, which

determines the severity of the consequences - and the difficulty to reveal the sexual abuse.

Self-attribution of guilt, ambivalent love-hate emotions and confusion are intensified by the

"affective bond" (Sauzier, 1989: 461) between the survivor and perpetrator. Denov's study

(2003; also Paine & Hansen, 2002) is of consequence to the case study in this thesis: 93% of

the participants only disclosed the abuse as adults, all citing fear of not being believed

because the sexual abuse was by a female.

Unfortunately the fears held by survivors which compel them not to disclose are not

unrealistic. Everill and Waller (1995) categorised the responses of confidantes as supportive

or adverse. Adverse responses were defmed as: no response or a hostile response, as when

the survivor felt herself being held at fault or disbelieved (despite the intended objectivity of

the confidante). Thirty-six per cent of the child-survivors in Hyde, Bentovim and Monck

(1995) were disbelieved by their mothers. Kellogg and Huston (1995: 309) reported that

35% of the parents "got mad"; 3.6% of the children were "ignored"; and 5% were

"punished". Fourteen per cent of the survivors of female-perpetrated CSA reported

experiencing "only negative professional responses", and 43% both positive and negative,

to their disclosure (Denov, 2003: 52). This research supports the clinical observations made

by Summit in 1983: "At a time when the child most needs love, endorsement and

exculpation, the unprepared parent [or educator] typically responds with horror, rejection

and blame" (p. 179).

Most disturbing are the incidents where pressure is exerted on children not to report, or to

recant. One of the learners in Pillay's (1992) study was pressurised by her own and the

teacher-perpetrator's family to withdraw the allegations. In a school context pressure may

also be asserted directly or indirectly by the teaching corps (Wolpe et al., 1997; Yaffe,

1995).
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The social exchange theory (Leonard, cited in Paine & Hansen, 2002) has been proposed

as a model to conceptualise disclosure or non-disclosure of CSA. According to this theory

the child will pursue a social relationship in accordance with her perceptions of the rewards

or costs related to a specific relationship - "the greatest rewardfor the least cost" (Paine &

Hansen, 2002: 286-287). This model may appear to establish survivors as exploitative or at

least opportunistic. However, as indicated, a child-survivor's perception of her options

might be very limited, and favour non-disclosure.

It is generally accepted that the reaction to disclosure is significantly related to the

survivor's self-blame, level of dissociation, the severity of symptoms, and psychological

recovery (Beitchman et al., 1991; Beitchman et al., 1992; Davenport et al., 1994; Dolan,

1991; Everill &Waller, 1995; Gilmartin, 1994; Gregory-Bills & Rhodeback, 1995; Morgan,

1995; Shalhoub-Kevorkian, 1999). Furthermore, as observed by Paine and Hansen (2002),

an adverse reaction to a first disclosure will probably discourage a child from disclosing

again. This emphasises the need for a supportive education corps.

6.5.2 To whom do child-survivors disclose

If a survivor does disclose, to whom does she do it? Whereas most pubescent subjects in

Berliner and Conte (1995), Bradley and Wood (1996) and Sauzier (1989) first told a parent

or an immediate family member, most of the adolescent-participants in the Kellogg and

Huston study (1995) first told a member of their age group. Sorensen and Snow (1991)

recognised the motivational role of peers: a peer might encourage the survivor to disclose,

reveal their shared secret, or motivate a survivor to disclose by disclosing her own abuse.

This is to be expected given the nature of peer relationships during adolescence: Brown,

Way and Duff (1999: 209) described such relationships as "self-disclosing". Smith et al.

(2000: 285) hypothesised that through "trial" disclosures to peers, survivors "rehearse

subsequent disclosure to mothers ".

Relatively few children seem to disclose CSA to teachers: 13% of the survivors who

participated in the Bradley and Wood study (1996); 8% in Sauzier (1989); 3% in Kellogg

and Huston (1995); and none in Smith et al. (2000). Specifically regarding sexual abuse in

the school context, Menick (2000) found that only 8% of survivors told a teacher. None of

the Zimbabwean girl-learners in the Leach et al. (2000) study reported sexual harassment of

teachers to school authorities, saying that teachers might gossip in the staff room or because
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the survivor anticipated that she would be reproached for "asking for it" (Leach, 2002:

109). This is a reflection of the non-accommodative atmosphere in schools.

Teachers also have a poor reporting record according to Tite (1993). In contrast, 50% of the

investigations of LSA in Zimbabwe were initiated after tips by teachers and other learners;

50% were reported by the leamer-survivors themselves (Nhundu & Shumba, 2001).

6.5.3 How do child-survivors disclose

Understanding how CSA is revealed is judicially very important. Beliefs about disclosure

determine whether the survivor's complaint is viewed as legitimate, and whether

investigative and protective actions will be taken.

From the perspective of the survivor, the process of disclosure probably begins before a

word is actually spoken. Sauzier (1989: 462) and Goodman-Brown et al. (2003) proposed

the existence of a rehearsal phase: "thinking about telling someone ", During this phase the

survivor will equivocate between the fear of the consequences of disclosure, and the

expectations of a rosy conclusion.

A child might also "test the waters" (Jones, 1997) with pre-disclosure attempts. Burgess

and Holmstrom (1985; also Jones, 1997) described two ways: the Clue; and Signs and

Symptoms. The Clue may be meaningful drawings or parading new clothes. Signs and

Symptoms include emotional-behavioural and physiopsychological reactions. Another way

of indirectly telling is the Hint: "Myfriend says her father does things to her" (Sauzier,

1989: 462). Unfortunately, few caretakers or school staff are able to decode a survivor's

"message" (Burgess & Holmstrom, 1985: 91); and the child, who often views adults as

omniscient, may thus deduce that they do not care. The pre-disclosure phase can be

expected to be stressful with concurrent emotional-behavioural changes. Kenny (2001)

asserted that attentive teachers should be able to spot and address these clues and changes.

Some of the characteristics of the disclosure often determine whether a child will be

believed or not by her "parents, courts and clinicians" (Summit, 1992: 157), teachers, and a

Disciplinary Committee. Although probably not contemplated by educators, Summit (1983:

177) forwarded that a delay in disclosure, conflicting statements and retraction are "normal

coping behaviour" of survivors. Disclosure patterns have been studied by Sorensen and

Snow (1991), Bradley and Wood (1996) and Smith et al. (2000).
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In 1991 Sorensen and Snow analysed the disclosures made in a psychotherapeutic

context by 116 children with 117 confirmed cases of eSA. Seventy-two per cent of the

children initially denied the esA. More than three-quarters subsequently made tentative

disclosures, during which they oscillated between denials and admissions, and employed

defences such as forgetting, distancing, minimising, empowerment, dissociation and

discounting. The researchers came to the conclusion that, "disclosure of child sexual abuse

is best described by this research as a process, not an event" (p. 11).

In 1996 Bradley and Wood revisited the Sorensen and Snow (1991) findings and "the

sacred cow" of gradual disclosure (Jones, 1996: 879). They analysed a sample of234 eSA

protocols from the police or the Department of Protective and Regulatory Services (DPRS).

The findings of Bradley and Wood (1996) disputed those of Sorensen and Snow (1991):

only 6% of the survivors initially denied the eSA, and 96% of Bradley and Wood's (1996:

885) subjects ultimately made a partial or full disclosure "during at least one interview "(p,

885). (Sorensen and Snow (1991: 11) reported exactly the same figure; however, they

stipulated the period of disclosure as "a single session" to "several months ".) Bradley and

Wood (1996) did, however, acknowledge that DPRS reports probably underreported the

reluctance and recantations for judiciary purposes. Bradley and Wood (1996: 889)

concluded that how children disclose "cannot yet be answered with any certainty".

The results of the telephone survey of Smith et al. (2000) shed more light on disclosure.

Smith et al. (2000: 276) found that less than one in five children disclosed penetrative rape

within a day; one in four within one month; and nearly half of the survivors only revealed

the eSA after five years. They concluded, "Moreover, the very long latencies prior to

disclosure reported by women in this sample suggest that the phenomenon of delayed

disclosure is more prevalent, and that the typical length of delay is longer, than previous

research has revealed. "

The great discrepancies between the three studies could be attributed to the fact that

unsuspected, undisclosed and unreported cases would not have been intercepted in clinical

(Sorensen & Snow, 1991) or police (Bradley & Wood, 1996) research projects. The

retrospective accounts of the non-clinical group in Smith et al. (2000) could, and did,

identify even longer periods of delayed disclosure and more instances of non-disclosure.

Despite the research discrepancies it is important that educators remember that the denials of

72% recorded by Sorensen and Snow (1991), the 6% recorded by Bradley and Wood

(1996), and the 82.2% subjects who did not disclose within 24 hours in Smith et al. 's (2000)
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study, substantiate that non-disclosure and denial are not proof that CSA did not take

place. On the other hand, as indicated by Bradley and Wood (1996: 888), to insist that

disclosure is a process with a "particular temporal or sequential pattern" might be

damaging to survivors who pronounce CSA differently.

In summary, the following factors regarding disclosure are of particular significance to

LSA. First, the numbers of teachers brought to justice in Namibia (Chapter 1) probably

greatly understate the occurrence of LSA. As was shown: many children never tell.

Second, it is possible that only a few educators in Namibia are conversant with the

difficulties of disclosure, the ways in which survivors disclose, and the emotional-

behavioural difficulties related to disclosure. A delayed, conflicting disclosure (particularly

in light of acting-out behaviour) might not be taken seriously by educational authorities.

Third, the importance of a supportive, sympathetic atmosphere in schools cannot be

overemphasised. Fourth, when disclosure is met with adverse responses by teachers (which

could be expected in cases of LSA, according to McGrath (1994)), it could add to the

trauma and damaging consequences of the sexual abuse. Fifth, it could be expected that

other learners will be discouraged to come forward when they see teacher-perpetrators not

being brought to justice.

6.6 Post-disclosure chaos

Despite rumination about the consequences of disclosure, the survivor probably has no idea

of the process she has activated. Before the resolution of the case, she would probably be

subjected to painful, intrusive and prolonged procedures (Rieser, 1991; Runyan et al., 1994).

An exposition of factors which impact on the tension of the post-disclosure period follows.

Firstly, it could be expected that the survivor would experience an emotional overload.

Memories and emotions kept submerged by defence mechanisms might inundate the

survivor after disclosure (Glaser & Frosh, 1988; Koverola et al., 1993; Ligezinska et al.,

1996; McNulty & Wardle, 1994; Rieser, 1991; Summit, 1983).

Secondly, often the survivor carries this burden alone. The perpetrator will probably firmly

deny the allegations (Summit, 1983). Furthermore, "social network reactions" (Burgess &

Holmstrom, 1985: 97) - including the primary caretaker, family, teachers, peers, other

adults and the institutional authorities - might not be supportive (Bradley & Wood, 1996;

Koverola et al., 1993; Rieser, 1991; Sauzier, 1989; Sorensen & Snow, 1991; Summit, 1983).

https://etd.uwc.ac.za/



115

Back and Lips (1998) found that that older children are more likely to disclose, but that

they are also at a higher risk of being held accountable for their abuse.

Thirdly, it has been observed that professional and institutional interventions are sometimes

as stressful and distressing as the sexual abuse itself (Berliner & Conte, 1995; Runyan et al.,

1994): (a) The child is subjected to a multitude of interviews during which an abhorrent and

intensely private experience has to be related repeatedly, which is highly undesirable

according to Berliner and Conte (1995). The child is probably also aware that she cannot

make any mistakes, which would increase her anxiety. (b) During the criminal (or

disciplinary) trial the child's testimony, and long and harsh cross-questioning, are associated

with acute stress (Berliner & Conte, 1995; Goodman, Taub, Jones, England, Port, Rudy &

Prado, 1992; Levett, 1991; Runyan et al., 1994). (c) Berliner and Conte (1995) asserted that

it is being confronted with the perpetrator which affects the difficulty for the survivor to

testify. During Disciplinary Inquiries in Namibia role players are usually seated in a circle

with the learner facing the accused teacher. (d) Court cases and Disciplinary Inquiries in

Namibia are characterised by multiple continuances. The uncertainty (Berliner & Conte,

1995) and protracted state of apprehension (Goodman et al., 1992) have been associated

with accumulating distress.

Finally, in cases ofLSA the chaos will probably extend to the school setting. The child

might be confronted daily with her perpetrator and the abuse environment. Peers might

stare or ask questions and teachers may treat the survivor differently or disapprovingly

(McGrath, 1994; O'Donohue & O'Hare, 1997; Shakeshaft & Cohan, 1995). Considering

the nature of the investigative, and juridical or disciplinary procedures, it is understandable

that a survivor - or even a supportive parent - might want to withdraw the accusation

(Richardson, 2000; Rieser, 1991).

6.7 Recantation
"The role reversal continues with the 'bad' choice being to tell the truth and the 'good'
choice being to capitulate and restore a liefor the sake of thefamily [perpetrator, school). "
(Summit, 1983: 188)

After the painful and slow release of the secret, the shock elicited in the significant others,

and the careful repetition of the distressing details, a child sometimes mutes her own voice.

It may soon become clear that despite everybody's persistence that she should tell her story,

nothing, or little, is happening to the perpetrator. However, she, the survivor, is blamed for

"causing the whole mess" (Summit, 1983: 188).
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One "survival option" (Summit, 1992: 157) is to opt out. Recantation is the retraction

by the survivor of her earlier allegations or formal report. Recantations are often accepted

unquestioned, despite the fact that research has indicated that false allegations are rare,

"estimated 2 to 8percent" (Sadock & Sadock, 2003: 886; also Berliner & Conte, 1993;

Bernet, 1993; Coulborn-Faller & Corwin, 1995; Oates, Jones, Denson, Sirotnak &

Krugman, 1996; Shakeshaft & Cohan, 1995). After a recantation many people may utter a

sigh of relief: the perpetrator, his family, the child's family, the principal, the school

governance and regional officials. A recantation, taken at face value, means that the case

can be dropped. Even if not everybody believes the child's revised account, the child's

testimony - now recanted - was probably the only evidence to support a charge.

Summit (1983: 188) proposed that recantation is the "normal course" of such cases. Rieser

(1991: 612) cited research which proves that "the phenomenon is not uncommon". In

Sorensen and Snow (1991),22% of the survivors recanted (93% of whom later reaffirmed

their previous allegations); Richardson (2000) reported that 19.5% of the child-survivors

retracted their allegations; in Bradley and Wood (1996), however, only 3% of the subjects

recanted and they concluded that recantations are "rather unusual among victims" (p. 888).

Either way - whether 3% or 22% of survivors recant - some do.

Rieser (1991: 617-618) and Summit (1983: 188-189) showed that recantation could have

disastrous consequences. First, the child-survivor possibly would have to return to a

reinstated abusive situation without protection. The likelihood is that, if she is not sexually

abused any more, physical, emotional or scholastic retaliation might take place. Second,

living a lie is psychologically taxing (Fish & Scott, 1999; Hartman & Burgess, 1993).

Third, since abuse is said to be an addictive practice (Bentovim, 1993; Furniss, 1990;

Lancaster & Lumb, 1999; Summit, 1983), it is possible that the un-prosecuted perpetrator

will abuse again (Goodman-Brown et al., 2003). Fourth, retraction of allegations also has

far-reaching social consequences: "The children learn not to complain. The adults learn not

to listen" (Summit, 1983: 188).

The message to adults in education is clear: denials are not proof that a child was not abused

(Bradley & Wood, 1996), and recantations are not proof that the original allegation of CSA

was untrue (Richardson, 2000; Rieser, 1991). Both denials and retractions are indicative of

a need for additional investigation.

https://etd.uwc.ac.za/



117

6.8 Conclusion

In this chapter the survivor of eSA was discussed. Findings and conclusions are, however,

as germane to learner-survivors ofLSA. A learner would be as perfect a victim as other

children (Section 6.2), if not more so: she is dependent on her teacher for marks and

testimonials; she cannot run away - education is compulsory. The traumagenie dynamics of

eSA (Section 6.3) might be even more severe, since the betrayal and stigmatisation extend

to the institutional context. The survivor's sense of powerlessness might be increased

because she could still have to attend her perpetrator's class day after day, and will probably

have little influence on the disciplinary processes.

In Sections 6.4 and 6.5, the many intrapersonal and interpersonal defence and coping

mechanisms employed by survivors were discussed. These can the conceptualised as a

range of mechanisms to live with (or without) the esA. It is clear that a child's coping

mechanisms have bearing on the pervasiveness ofeSA. In Section 6.6 it was shown that

disclosure often snowballs - with more and more people, more and more distant, knowing

about the survivor's violation. Recantation (Section 6.7) is also a coping mechanism: by

muting the self, the survivor probably hopes that others will stop talking. It is clear that the

eSA often results in secondary traumatisation.

If court and disciplinary officials do not take the realities described in this chapter into

consideration, they will (a) not be able to put forward a reputable case; but also, even more

importantly, they will (b) retraumatise the survivor. Officials need to reflect on why the

survivor did not struggle and scream; why she delayed disclosure; why she can only

remember certain incidents; and why she recanted. It is imperative that institutions enhance

understanding among their officials and develop supportive processes.
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Chapter 7

Perpetrators of eh ild sexual abuse

7.1 Introduction
Hi

Thanks for the letter. It was rather something which I looked forward to, but the ending of the
letter was disappointing. I am not using you. I do not know what to do to convince you. Own
dogs bite the most painful. Family sometimes say things which hurt a lot. Your sister, Ijust
assume that it's Sue, is possibly just jealous of you. If I met you earlier, I definitely would not
have got married. You cannot imagine how I sometimes miss you. It is unbearable without
you nearby.

You are such a beautifulfourteen year old girl who also has feelings. It's very
understandable, so how on earth would I want to hurt such a precious little thing. The love
between us is forbidden until you finish school ~ Gr 12. The question is, Can you continue
for so long with something which is forbidden?

You tell me how I should convince you that I'm not using you. I also love you very much, but
what can we do?

~ The petting-case at school, has now been sent to the inspectors of [the region]. Are you
still going to deny like we agreed or what are you going to do? Remember, it is my word
against your word and so doing they will try to play us up against each other and the good
atmosphere between us will be shipwrecked.

Can you see now how [the principal] lies. What has happened to the warning!" [translation
and pseudonyms} [original emphasis}

(A letter of a teacher to a girl-learner used during a Disciplinary Inquiry in a case of LSA in
Namibia.)

This letter illustrates the modus operandi of teacher-perpetrators. The extended declaration

oflove, the affectation of understanding, and the appreciation of the survivor's importance

are clearly aimed to consolidate the perpetrator's hold on her. The alienation of the survivor

from family members and school-based protectors is exemplified. The tacit threat (t'my

word against your word") emphasises power differentials and the author also employs

emotional blackmail. It is easy to understand how a fourteen-year-old recipient of such a

letter would be flattered, confused and might comply with the author's conspiratorial

wishes.

For many decades perpetrators of CSA were represented as "strangers in dark alleys"

(Collings, 1997: 41), and adults were comforted by the knowledge that their children did

not frequent dark alleys. Lately it has dawned on researchers, protective services and

caretakers that perpetrators are not in alleys and prisons, but "on the street" (Drieschner &

Lange, 1999: 59) - and for the purpose of this research 'in the schools'. Pillay (1992: 26;
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also Shumba, 2001) portrayed a typical teacher-perpetrator: "He is male, mostly over the

age of 26, qualified, permanent[ly employed as a teacherJ, married, fills a multiple

relationship with the pupil and is rarely punished for his crime." Although more realistic

than the stranger-danger myth, this stereotyping does not reflect the diversity of perpetrators

and perpetrations. What kind of person would act out despite universal taboos? How does a

perpetrator operate?

In Section 7.2 of this chapter attention will be awarded to a variety of conceptual

frameworks for elucidating why people perpetrate CSA. In Section 7.3 the characteristics

and possible diagnosis of perpetrators will be discussed. Section 7.4 will attend to female

perpetrators, and Section 7.5 to homosexual child abuse. An overview of strategies

employed by some perpetrators will be given in Section 7.6. Reasons and rationalisations

enlisted by perpetrators for their sexual behaviour with children will be discussed in Section

7.7. In this chapter perpetrators will be discussed as from the literature, and will include

teacher-perpetrators.

7.2 Conceptual ising why perpetrators abuse children

The explanations offered by scholars for the aetiology of CSA are as diverse as the

perpetrators, their actions and the survivors. Intervention is related to the views held on why

adults sexually abuse children; be it be reprimanding, transferring, treatment or maximum

prison sentences with lifelong monitoring (Murphy & Smith, 1996). In this section I will

briefly review some conceptual frameworks (the psychoanalytic and feminist approaches

have already been dealt with in Chapter 2). These theoretical and clinical models should not

be conceived as ways in which sexual activities with children are justified or vindicated;

they are explanatory models.

7.2.1 Social learning theory

Social learning theory, an extension of behaviouralism, emphasises how intrapersonal and

interpersonal events determine whether a person will repeat or avoid an action in the future

(Sadock & Sadock, 2003: 143-147). The aetiology ofCSA from a social learning

perspective could operate as follows. Imprinting takes place when a critical experience

occurs (probably during childhood) which is particularly fulfilling, frustrating or traumatic

(Finkelhor, 1984). Modelling by a significant other who is sexually stimulated by children

could also predispose someone to CSA (Finkelhor, 1984). Fixation occurs when the child-
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sex fantasy is reinforced by "masturbatory repetitions" (Finkelhor, 1984: 41; also

Drieschner & Lange, 1999; Hilton & Mezey, 1996) and legitimised by child pornography

(Drieschner & Lange, 1999). Whereas behaviouralism has been critiqued for its exclusive

focus on observable behaviour and its consequences; social learning theory is credited for its

inclusion of psychosocial conditions and cognitive mediating processes. However, not all

persons exposed to a sexually traumatic event during childhood or to child pornography go

on to sexually abuse children.

7.2.2 Victim to victimiser cycle

It is often forwarded that a history of CSA leads to the sexual abuse of children. Findings

by Lyell (1998), Nyman (2000), Murphy and Smith (1996) and Elliott et al. (1995)

supported the existence of the "victim to victimiser cycle" (Hilton & Mezey, 1996: 411) or

"victim-offenders" (Lancaster & Lumb, 1999: 129). The feminist lobby criticised this

hypothesis for its inability to explain why survivors of CSA are predominantly girls, while

the perpetrators are generally male (Murphy & Smith, 1996). Lyell (1998) suggested that

perpetrators might lie about their victim-victimiser status to engage the sympathy of others.

7.2.3 Personality immaturity

Personality immaturity and personality disorders - which in themselves have been attributed

to castration anxiety, insecure attachment, a traumatic sexual experience, or social learning -

have been associated with the aetiology of CSA. The perpetrator has been described as non-

assertive and introverted (Gudjonsson & Sigurdsson, 2000; Murphy & Smith, 1996): a

person who harbours anxieties about his identity, capabilities and efficacy (Bentovim, 1993;

Finkelhor, 1984; Hilton & Mezey, 1996). "Like a child who cannot resist the forbidden

when no one is looking, they act-out because the environment does not provide controls and

they have not sufficiently internalized control" (Zalk, 1990: 148). Whereas this person

might feel inadequate in adult relationships (Gilgun, 1988), children would be more

accepting and less menacing - a hypothesis affirmed by 41% of the incarcerated participants

in Elliott et al. 's study (1995). Contrary to this theory, not all perpetrators are weaklings in

the eyes of their peers; Jones's participants (1995: 90; also Hendrie, 1998; Shakeshaft &

Cohan, 1995) asserted that the perpetrator-principals had "powerful personalities" and were

full of "initiative and energy". It could be proposed that these characteristics might just be

personae to disguise deep-seated feelings of inferiority (Ryan, 1997). An immature

personality could therefore appear either overbearing or timid.
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Other personality characteristics which have been associated with CSA are

aggressiveness, egocentricity, a lack of nurturing traits and a lack of empathy (Burke &

Follingstad, 1999; Drieschner & Lange, 1999; Gilgun, 1988; Ryan, 1997; Zalk, 1990).

Lyell (1998) asserted that perpetrator remorse reflects empathy not with the victim, but with

themselves being caught and castigated. Such self-centredness would elucidate the weak

prognosis of sexual perpetrators.

Explanations of CSA based on a personality disturbance have been denounced as quasi-

disease models and for being fatalistic. They are exclusively intrapsychic and ignore

cognitive correlates such as choice as well as socio-environmental determinants.

7.2.4 Physiological abnormalities

Recently a "biological explosion" (Murphy & Smith, 1996: 180) into the areas of

psychopathology has led to attempts to link endocrine, chromosome and cortical

dysfunction to sexual disorders (Drieschner & Lange, 1999; Hilton & Mezey, 1996). But,

as Finkelhor (1984) pointed out, physiological abnormalities alone do not clarify why the

perpetrator specifically targets a child as the object of sexual interest.

7.2.5 Social-cognitive approach

Cognitive theories propose that a person's feelings and behaviour are determined by

cognitions. Drieschner and Lange (1999: 57-77) undertook a literature review of the

cognitive correlates of rape: certain attitudes and beliefs; knowledge deficits about rape and

its consequences; misperception of women's expressions; sexual fantasies involving

aggression; self-talk which disinhibits sexual abuse; and an association between power and

sex. The reader is referred to the review by Driescher and Lange for a more detailed

analysis.

Veach (1999) asserted that three domains of cognitive distortions significantly differentiate

incarcerated child-sex offenders from comparison groups (therapists of child-sex offenders

and university students): Domain 1: The offenders came out in favour of less harsh

castigation of perpetrators of CSA. Underlying this cognition is a minimisation of CSA and

a wish to "maintain the illusion of innocence" (p. 46). Domain 2: Offenders endorsed

physical contact with children more than the comparison groups. Some perpetrators

condoned sexual contact with a child if the child initiated the contact, if she was sexually

active anyway, or if the contact was "used to educate" (p. 48). Domain 3: The offender
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group more often blamed survivors for the sexual abuse. Itwas forwarded that children

fabricate stories, they flirt too much and they physically enjoy the sexual intimacies. Hilton

and Mezey (1996: 412) noticed similar distorted cognitions about, "the child enjoying,

needing or initiating sexual activity and about the benign nature of such contact".

It does seem as though cognitive constructs - attitudes, beliefs, knowledge, perceptions,

fantasies, self-talk and mental associations - playa role in the aetiology of sexual abuse. It

is widely accepted that sometimes an abuser is 'untreatable' when certain cognitions - for

example, denial and minimalisation - are maintained (Murphy & Smith, 1996: 186; Hilton

& Mezey, 1996: 412). However, Drieschner and Lange (1999: 67) cautioned, "cognitive

factors alone cannot account for rape. "

7.2.6 Multifactor analysis: Precondition I

Romans et al. (1996: 324) reiterated what Finkelhor (1984) proposed more than a decade

earlier: "that there was no place for single factor theories to explain why men sexually

abuse children ". The theories discussed above focus exclusively on the (pathological)

perpetrator, but many (seemingly) well-adapted uncles, neighbours and teachers sexually

abuse children. Furthermore, knowledge about survivors, their families and society is not

included in some of these models.

One of the best known multifactor analyses was developed by Finkelhor (1984: 53-68): the

"Four Preconditions of Sexual Abuse". The model consists of four factors which are

sequential and all of which have to be met for the abuse to occur (refer to Appendix A in

which factors pertinent to LSA were added and others excluded). It also includes two levels

of explanation for each of the four preconditions: the individual level (e.g. a dysfunctional

attempt to achieve a sense of power) and the socio-culturallevel (e.g. the sexualisation of

children in the media). In this section I will briefly describe why, according to Finkelhor, a

person could be motivated to sexually abuse a child: the first precondition of sexual abuse.

(The other three preconditions: Overcoming Internal Inhibitors; Overcoming External

Inhibitors; and Overcoming the Resistance of the Child, will be discussed in Section 7.6.)

Precondition I: Motivation to Sexually Abuse Children. Three factors are thought to

underlie a perpetrator's interest in children: Emotional Congruence; Sexual Arousal to

Children; and Blockage. Under Emotional Congruence, Finkelhor drew from theories

which identified an emotional fit between the perpetrator and children. A statement by 26-

year-old Anton illustrates Emotional Congruence (Lyell, 1998: 136): "lfell in love with this
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During an investigation it might be valuable to determine whether any historical or

contemporary cause for LSA exists. This would necessitate an exploration of the

expressions and conduct of an alleged perpetrator. For example, are there indicators of

emotional congruence with children? Has the perpetrator expressed views which are

indicative of underlying cognitive distortions? This is clearly an essential, but demanding,

requirement for the Investigating Officers in education.

girl even though she was only 12years old - it was almost as if she was my own age. "

The Sexual Arousal to Children factor includes: imprinting, modelling, conditioning and

critical experiences which may induce a sexual interest in children. Blockage incorporates

any experience (e.g. a traumatic sexual experience with an adult); norms (e.g. cultural

taboos against masturbation); situation (e.g. relationship problems); or fear (e.g. of

contracting mV/AIDS), which block the individual from forming a sexual relationship with

an adult. Finkelhor's model, despite being developed in the mid-eighties, is a particularly

valuable tool in organising the multitude of intrapersonal, interpersonal, institutional and

socio-cultural factors which cause and affect CSA.

7.3 Characteristics and diagnosis of perpetrators

It is important to take note of the limitations of theories on the aetiology ofCSA. A

perpetrator might share some causative characteristics or experiences with other

perpetrators; whereas other traits, incidents or experiences which contribute to the offence

might be unique and idiosyncratic. Other attributes or experiences might also exist in non-

offending men and women. Bernard (cited in Lyell, 1998: 93; also Levett, 1991) proffered,

HA portrait of the paedophile? Perhaps this is an irrelevant question, because it seems on

the whole that a paedophile is a person like you and me". It is imperative that investigators

and education authorities are aware that a perpetrator could come across as an ordinary

person 'like you and me' .

Taking into consideration the aetiology of CSA and the malicious behaviour compelled by

it, one might expect the perpetrator to be a conspicuous monster. Contrary to expectations,

McGrath (1994), Shakeshaft (1994) and Shakeshaft and Cohan (1995) found that sexually

abusive teachers were regarded as the best teachers. They were 'there' for the learners: be it

for extramural activities, one-to-one tuition or weekend functions (however, probably not

for altruistic reasons). Such an acceptable, benevolent persona might delude parents, the

school governance or a Disciplinary Committee that the LSA was a one-time offence.
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Credulity is a dangerous stance. Literature indicates that perpetrators of CSA are

particularly prone to sexual recidivism (Greenberg, Bradford, Firestone & Curry, 2000;

Pritchard & Bagley, 2000). Regarding the frequency with which a survivor is abused,

Romans et al. (1996) reported that 42% of 252 survivors were sexually abused more than

once by their perpetrators. The reoffending or recidivism rates of perpetrators of CSA are

particularly high: Hallett and Gorman (1994) claimed that the average perpetrator ofCSA

might have 62 female victims, or in the case of boy-preference, 282 victims in his lifetime.

Thirty per cent of the convicted perpetrators interviewed by Elliott et al. (1995) self-

reported that they had committed sexual offences against 10 to 450 children. Referring to

the multitude of CSA cases that never result in convictions, Hanson, Steffy and Gauthier

(1993: 650) qualified their findings, "It is possible that all of the men in our study [over a

period of 31 years] could have reoffended but that only about half got caught." Related to

recidivism is the fact that CSA is often described as compulsive and/or addictive behaviour

(Faller, 1988; Furniss, 2000; Gilgun, 1988; Lancaster & Lumb, 1999). The way in which a

perpetrator "arranges his life around children, and creates opportunities to abuse them"

(Hilton & Mezey, 1996: 411) could certainly be considered compulsive.

Three factors are of consequence when punitive measures are considered in cases ofLSA:

(a) Perpetrators of acquaintances seem to be at the highest risk of sexual recidivism

(Greenberg et al., 2000) - the acquaintance group is pertinent to LSA. (b) Hanson and his

colleagues (1993: 651) stressed that perpetrators of CSA have a "life long potential" for

reoffending. (c) Even more important is the finding of Elliott et al. (1995: 588) that 55% of

the perpetrators reported that their offences "became more serious over time".

For prevention, intervention or scientific purposes researchers have tried to classify

perpetrators of CSA. Perpetrators have been divided into victim-of-choice categories

(Greenberg et al., 2000; Hanson et al., 1993; American Psychiatric Association, 2000).

Another distinction is based on the degree of preoccupation with children: fixated and

regressed perpetrators (Finkelhor, 1984; Murphy & Smith, 1996; Ryan, 1997). Fixated

perpetrators are believed to be attracted singularly to (mostly pre-puberty) children; have an

early onset of CSA; and show indications of the victim-to-victimiser cycle (Pritchard &

Bagley,2000). The primary sexual interest of regressed perpetrators is not in children; the

CSA is "situationally induced" (Finkelhor, 1984: 49). Research seems to support the

fixated-regressed distinction, with the additional category of "psychopaths" (Pritchard &
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Bagley, 2000: 580). For this group, the sexual abuse of children would be part of a

pattern of behaviour violating the rights of other people.

Specifically related to the school environment, Shakeshaft and Cohan (1995) and Shakeshaft

(1994) classified teacher-perpetrators as paedophiles or romantic/bad judgement

perpetrators. Paedophiles operate in primary and junior secondary schools (suggesting

pubescent victims) and might consciously choose to work in schools to access children (City

of Liverpool Education Directorate, 1996). Romantic/bad judgement perpetrators are not

interested primarily in child-sex, and therefore their targets are older, secondary school

learners. These perpetrators see the sexual occurrence as "harmless or romantic ... affairs"

(Shakeshaft & Cohan, 1995: 516). 'Affairs' suggests that the abusive teacher perceives the

learner as of consensual age, a willing participant, and his sexualised behaviour with her as

natural heterosexual contact. Clearly a teacher with such cognitive distortions may not think

it necessary to change his behaviour.

No one psychiatric disorder universally relates to perpetrators of CSA. The "Diagnostic and

Statistical Manual of Mental disorders" (DSM-IV-TR) (American Psychiatric Association,

2000: 528) doubly states that the victim in a case of paedophilia has to be a "pubescent child

or children ... generally age thirteen or younger". The paedophile category thus does not

include the sexual abuse of adolescents. The implication is that sexual interest in post-

pubescent children is normal, or at least not indicative of a mental disorder. Depending on

whether the perpetrator can be diagnosed, he would be treated as criminally insane (the

'psychopath'); psychologically disordered (the paedophile); or sinfully lustful (the

situational perpetrator).

Many social scientists have been speaking out against the tendency to dichotomise people in

rigid categories; this has also been said about perpetrators (Finkelhor, 1984; Murphy &

Smith, 1996; Pritchard & Bagley, 2000). Cullen, Smith, Funk and Haaf(2000: 575; also

Maloney & Ward, 1996) extended this argument by stating that although a subgroup of the

population seem to be disordered, "it has been widely believed that perpetrators of child

sexual abuse are generally well-functioning individuals". A principal or Investigating

Officer expecting a deranged brute, but fmding themselves standing against a seemingly

well-functioning teacher, might easily be misled by appearances, which could result, as

shown, in recidivism.
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"This woman loves living with small boys. One day she might fish with... "Ah! I don't know.
Pukky, you are not going to school today. You've gat to help me. I have a lot of work to do,
and I love you, you little funky boy", she said. "But, my teacher, my teacher will pull my ears.
I'll have to ... " "Shhh. I was once a teacher. I resigned. I wanted more money. It is also
what you want. It is also what you need. Stay cool. All I am asking from you is a nice
feeling, a nice ... " Guess what happened? It was done ... " (Japuhhwa Uakauta)

7.4 Males do and females don't

Since the earliest days, CSA was characterised by a predominance of male perpetrators.

Nevertheless growing attention has lately been awarded to female perpetration in Africa: A

reader "Sugar Mummy" (Ng'uni, 2001) was published in Kenya as part of their HIV/AIDS

awareness campaign. Ten references to female perpetrated sexual abuse and sugar

mummies were made in the "Ombetja Yehinga Newsletter" (2002).

Do male perpetrators really vastly outnumber females, or does female perpetration go

undetected? Scholarly attention and empirical research does seem biased towards the

former: certainly most of the research on CSA perpetrators focus on convicted or

incarcerated male subjects (Elliott et al., 1995; Greenberg et al., 2000; Gudjonsson &

Sigurdsson, 2000; Hanson et al., 1993; Lyell, 1998; Maloney & Ward, 1996; Pritchard &

Bagley, 2000; Veach, 1999). Additionally, survivor studies often only use girl/female

subjects (Jennings & Armsworth, 1992; Kellogg & Huston, 1995; Rumstein-McKean &

Hunsley,2001). Given the heterosexual-homosexual ratio of the general population, it

would not be unreasonable to assume that such research fmdings would incriminate males.

Articles on female perpetrators are sparse and most cover the subject of maternal incest

(Denov, 2003). However, retrospective studies and surveys which include male and female

respondents verify that CSA and LSA are essentially perpetrated by men (Shakeshaft &

Cohan, 1995; Shumba, 2001).

A different picture regarding the gender of perpetrators of LSA emerged from Cameron and

Cameron's study (1996): 5 182 adults from six metropolitan settings in the USA responded

to an extensive questionnaire. Fifty-seven respondents reported a sexual experience with a

teacher: 29 of the perpetrators were male; 28 female. Serious sexual advances were made

by 119 male teachers and 89 by female teachers. Similarly, of the 250 cases ofLSA

reviewed by "Education Week", 43 cases involved female perpetrators (Hendrie, 1998).

Feminist scholars with a postmodern perspective, such as Lancaster and Lumb (1999), query

the fact that phenomena which challenge the classic feminist view of CSA (such as the

existence of female perpetrators) are "not actively pursued by the discussions". Hetherton
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(1999: 164) expressed her concern more strongly: she holds that the feminist movement

has exerted "sustained efforts to suppress and derogate discussion of child sexual abuse

perpetrated by women". To prove her point, Hetherton (1999) referred to the first

international conference on female perpetrators of eSA in 1992. The conference was

characterised by berating telephone calls, mudslinging and attempts to minimise the

problem by comparing statistics of female perpetration to that of male perpetration.

Survivors of female perpetration in Denov's study (2003: 54) were similarly disillusioned.

One noted,

HIfelt terribly indebted to the women's movement for bringing out issues of sexual abuse.
However, it seemed conditional. When I wanted to deal with [my abuse by a female), these
same women ... were absolutely repulsed when I raised the subject offemale perpetrators ....
Talking about thatjust wasn't okay".

Myths and assumptions (about girls and women, boys and men, and perpetrators) and a

range of defence mechanisms (minimisation, projection, reductionism, rationalisation and

idealisation) lessen awareness, acknowledgement, research into and support of survivors of

female perpetrators. Hetherton (1999: 162-169) illuminated these myths:

Myth I: Female eSA is "not much of a problem" as demonstrated by its rarity. Females

are reported to commit between 1% (Levett & MacLeod, 1991, a South African research

review) and 10% (Finkelhor, 1994a, an international research review) ofeSA cases. It

might be assumed that female perpetration is so rare that it could be considered

insignificant; however, methodological problems could underlie the low prevalence figures.

First, as shown, some researchers use unrepresentative sample populations or proclaim that

the sample of female perpetrators is so small that it does not justify inclusion in their

research (Pritchard & Bagley, 2000). Second, Finkelhor (1994a) suggested that perhaps

research tools or operational definitions (and societal perceptions) result in an

underestimation of female perpetration. Specifically in Namibia, penile penetration is often

perceived as a prerequisite to sex; female perpetration would thus not qualify as eSA

(Talavera, 2002b). Third, there are indications of socio-political resistance to investigate a

phenomenon which might undermine the idealised perception of women (Hetherton, 1999;

Homing, 1996). Fourth, Hetherton (1999) asserted that additional barriers thwart the

disclosure of female perpetrated eSA: because society endorses a much greater degree of

physical contact between women and children, it might be difficult (especially for a child) to

differentiate between acceptable and (unacceptable) sexual behaviour. Given that female

perpetration is seldom covered by the media or in educational programmes, these survivors
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might infer that their complaint would not be taken seriously or that their experience was

highly extraordinary (and thus best kept secret) (Hetherton, 1999). Furthermore, sexual

abuse by a female threatens the identities of survivors: female survivors might fear being

labelled a lesbian; boys are expected to be strong and brave, not victims (Karp et al., 1998).

Clearly, the same socialisation process and social values which underlie male perpetration

also silence survivors of female perpetration.

Myth II: eSA is perpetrated by males. Beliefs across cultures hold that women do not

generally initiate sexual relationships. They are attracted to "older, larger and more

powerful" (Hetherton, 1999: 164) partners. Women are caring and maternal, the opposite to

men. In order to protect this comfortable "idealized unidimensional" (Hetherton, 1999:

165) perception of women, it is forwarded that males - not females - commit CSA. Denov

(2003: 58), however, warned that "a larger 'dark figure' of victims "possibly exists:

survivors of female-perpetrated CSA who never disclosed or who were silenced by adverse

responses.

Myth III: Sexual behaviour of women towards children is subtle, harmless, less

traumatic, even positive. Underlying this myth is the 'no penis, no problem' assumption

(Denov, 2003; Hetherton, 1999; Van Niekerk, 2000). It is assumed that sexual behaviour by

women towards children is affectionate; persuasion is used to overcome victim resistance;

and the "majority committed the abuse only once" (Homing, 1996: 50). It is suggested that

such sexual experiences must be less traumatic than male perpetration, which is

characterised by coercion, violence and penetrative sex.

Several misconceptions underlie Myth III. Although some women might gently seduce a

child with sexual fondling (as some men do (Lyell, 1998)), the acts of women can also

sometimes be "heinous, repulsive, barbaric and bestial" (Magistrate Human, cited in

Homing, 1996: 52). Furthermore, the assumption that the consequences of persuasive CSA

are less severe than forceful CSA is debatable. Davenport et al. (1994) reported that force

and persuasion (with a concurrent trust violation) were jointly ranked as the most

traumatising methods to elicit compliance.

Myth IV: Something caused the women who abuse children to lose control of their

sexual behaviour. While male perpetrators may simply be perceived as 'bad', other

reasons are often advanced for a female sexually abusing children: she may be afflicted with

psychosis, substance dependency, loneliness, retardation (Homing, 1996), or "some women
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offend with or at the behest of men, and some women who were abused by men as

children go on to abuse others as adults" (Lancaster & Lumb, 1999: 126; also Hendrie,

1998). These rationalisations were disputed by Saradjian (cited in Hetherton, 1999): the

majority of psychotic, alcoholic or drug-addicted women do not abuse children sexually,

neither are those who do necessarily psychotic or intoxicated.

Why is female perpetration apparently minimised, projected, trivialised and rationalised?

Hendrie (1998), Hetherton (1999) and Denov (2003) attributed the application of defences

to gender stereotypes. When a woman exploits a child, cognitive dissonance is created

because "it affronts every value we have" (Homing, 1996: 49). The organism (being family

and friends, the education sector, the research community, or society) can deal with

dissonant information in three ways: (a) the schemata could be adapted or changed; (b) the

information could be reframed, i.e. minimised, projected and rationalised; or (c) the

dissonant information could be denied (Homing, 1996; Denov, 2003). If denied, the

organism would not recognise eSA by females, even where it exists. While the cognitive

dissonance explanation is based on unconscious processes, Kasl (cited in Hetherton, 1999:

164) proposed that the issue of female perpetration is consciously suppressed. To

acknowledge eSA by females is perceived as "equivalent to letting 'men off the hook'";

furthermore, men might defend that "women do it too ", thus presumably equalising male

and female (un)worthiness.

Denying the possibility that females also sexually abuse children could have serious

repercussions. First, because awareness of the phenomenon is suppressed, child-survivors

of female perpetrators may be treated unjustly. As victims of an even more taboo

experience than male-perpetrated eSA, they may be silenced (Denov, 2003): such silences

perpetuate the occurrence of female perpetration. Also, because survivors of female-

perpetrated eSA seem to be an insubstantial subgroup, support structures are not created,

and their plight is excluded from prevention programmes. Second, a boy-survivor might be

pressured to reframe sexual abuse by a female as pleasurable - "Boy, aren't you lucky!" -

(Hendrie, 1998: 2); notwithstanding how he really felt. Third, denial further thwarts

detection of female-perpetrated sexual abuse, which is already hampered by: (a) a lack of

medical evidence (Homing, 1996); (b) the acceptability of physical closeness between a

woman and a child; and (c) the ease with which sexual behaviour could be hidden in the

guise of comforting or coaching a child. Fourth, minimisation may explain the leniency
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awarded to female perpetrators in court (Hetherton & Beardsall, 1988). Lastly,

unilateral incrimination of the male gender may rebound, hampering effectual policy

implementation.

Although it is probable that male perpetrators vastly outnumber female perpetrators,

research seems to disregard that women do also sexually abuse children. For the purpose of

scientific enquiry, the safety of children, and the support of this subgroup of survivors and

perpetrators - it is time to address the issue of female perpetrators of CSA. Holding the

view that "males do and females don't" (Hetherton, 1999: 164) is unscientific,

counterproductive and unethical.

7.5 Homosexual child abuse

Since the Stonewall Inn Riot in the USA in 1969, during which homosexuals revolted

against police harassment and initiated the gay-rights movement (Weis, 1999a), tolerance

towards sexual diversity has been promulgated. Research on homosexual- in comparison

to heterosexual- CSA is limited. To investigate whether homosexual teachers are more (or

less) disreputable than heterosexual teachers is politically perilous.

Cameron and Cameron (1996) did just that in an article "Do Homosexual Teachers Pose a

Risk to Pupils?". A total of 57 "first + other sexual contacts" (p. 607) were reported

between teachers and learners, of which 23% were homosexual contacts. The study thus

suggested that heterosexual abuse by a teacher is five times as prevalent as homosexual

LSA. However, Cameron and Cameron (1996) pointed out that proportionality is critical to

this issue. Considering estimates that of the general population between "less than 1%"

(Danish males, exclusively homosexual) and "6.1%" (British males, a past homosexual

experience) are bi- or homosexual (Sadock & Sadock, 2003: 697), the reported 23% is

disproportionately high. Cameron and Cameron (1996: 612) concluded, "Homosexual

teachers are more prone to involve themselves sexually with pupils than are heterosexual

teachers". In "Stigma and Sexual Orientation: Understanding Prejudice against Lesbians,

Gay Men, and Bisexuals", Herek (1998) critiqued the methodology applied by Cameron and

Cameron. In support of Cameron and Cameron, Nhundu and Shumba (2001) posited that

the prevalence of homosexual abuse of boys may be higher than estimated in Zimbabwe,

since boys in a patriarchal African society could be inhibited to disclose sexual abuse. In

their Zimbabwean study only two boys revealed that they had been sodomised by male
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teachers. As was discussed in Chapter 6, the consequences of same-sex sexual abuse for

the child-survivor could be more perilous than heterosexual CSA of the same nature.

7.6 The modus operandi of perpetrators

Many authors have referred to the pervasive, elusive and clandestine nature of CSA (Cullen

et al., 2000; McGrath, 1994; Pritchard & Bagley, 2000). Empirical findings support the fact

only about half of survivors disclose; not all of those are reported to authorities; and even

less result in actions against the perpetrator (welfare, employment related or criminal). In

South Africa a small percentage of reported cases result in a criminal charge - about 10%;

and only about 5% of those charged are eventually convicted (Levett & MacLeod, 1991;

also Van Dokkum, 1995). One reason why CSA remains unaddressed is the well-

orchestrated fashion (Furniss, 2000; Hawkins & Briggs, 1997; Romans et aI., 1996) in

which perpetrators of CSA often operate - as was illustrated in the letter in the Introduction

of this chapter. In this section I will examine how the perpetrator disinhibits and prepares

himself; how external factors are manipulated; and how the child's cooperation and silence

is maintained - preconditions II, III and IV of the "Four Preconditions of Sexual Abuse"

model (Finkelhor, 1984).

7.6.1 Precondition II: Overcoming internal inhibitors

Even if an adult is motivated to abuse children (Precondition I, as discussed earlier), he has

to overcome intrapersonal, inhibitory barriers. The following preparatory steps were taken

by convicted perpetrators immediately prior to an offence (Elliott et al., 1995): 22% used a

substance; 21% frequented (child) pornography; 49% fantasised about previous victims; and

8% talked to other sexual perpetrators of children. Cullen et al. (2000) found that substance

abuse - specifically alcohol- seem to be a particularly potent disinhibitor. Intoxication

disrupts normal behavioural controls (Burke & Follingstad, 1999) and blunts feelings of

shame (Faller, 1988). Tolerance of sexual behaviour towards children, whether grounded

socio-culturally, legally or within the education sector, would also help to overcome

intrapersonal inhibitors.

7.6.2 Precondition III: Overcoming external inhibitors

Finkelhor (1984) mentioned two external forces which could restrain the perpetrator: (a) the

absence of a suitable location; and (b) supervision (physical supervision as well as

awareness of the psychological state of the child). Both these factors can be manipulated.
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Ecological manipulation. Gaining access (physically and psychologically) to children

in a school context is simple. Personal interest in the learners is condoned (Van

Loggerenberg, 1996; MBEC, 1999b), and after-school or weekend extramural or

extracurricular activities with the learners are appreciated.

The location of the abuse specifically pertains to the sexual act(s). LSA seems to take place

in apparently safe places: in classrooms during break or after school, at the teacher's home,

at functions, or in parked cars (Shakeshaft & Cohan, 1995). Most of the 25 cases of LSA

investigated by Pillay (1992) took place on the school premises:

four in the classroom during lessons;
three in the teacher's office;
two in an stockroom annex to a specialist room;
two in the library;
two in the hall; and
one in an empty classroom.

The teachers in the study also sexually abused the learners at other locations. One

participant explained, "Where did it occur? Anywhere that was private: the music room, the

library stockroom, the library, empty classrooms and his home" (p. 50).

Selection. A sexual perpetrator deliberately targets a victim with a particular demeanour:

vulnerability (Finkelhor, 1984; Hilton & Mezey, 1996; Romans et al., 1996; Shakeshaft &

Cohan, 1995). Elliott and her colleagues (1995: 584) surmised, "The child who was most

vulnerable had family problems, was alone, was nonconfident, curious, pretty,

'provocatively' dressed, trusting, and young and small. "

Research indicates that perpetrators of CSA predominantly choose victims known to them

(Coffey et al. 1996). Romans et al. (1996) reported that sexual abuse by acquaintance-

perpetrators was five times more common than by father-perpetrators. Similarly,

Gudjonsson and Sigurdsson (2000) reported that 65% of the child molesters studied were

relatives or friends, 22% were acquaintances, and only 13% were strangers. Consequential

to this study, the acquaintance category includes: "teachers, caregivers, neighbours, and so

on" [added emphasis] (Greenberg et a!., 2000: 1490). Perpetrators probably choose victims

known to them because oftheir physical and psychological accessibility, and because their

close contact with the child would not arouse the suspicion of protectors.
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7.6.3 Precondition IV: Overcoming the resistance of the child

After targeting a child, the sexual perpetrator would gradually, physically and emotionally,

ensnare the child. Some perpetrators, of course, never apply strategies to seduce the child -

they apply force or threats of violence. There is, however, strong empirical support that

most perpetrators use "soft" strategies (Niederberger, 2002: 55); that" 'plain' rape happens

less often" (Furniss, 2000); and that the majority of sexual offences against children are

premeditated and patterned (Lancaster & Lumb, 1999).

Recruitment. A number of strategies are used during grooming (Hilton & Mezey, 1996),

courtship (Shakeshaft & Cohan, 1995), schooling (Lyell, 1998) or seduction (Niederberger,

2002). The perpetrators in Elliott et al. 's study (1995) used the following strategies: 53%

offered to teach the child a sport, to playa musical instrument or just to playa game; 46%

took the child on an outing, gave her a lift or bribed her; 30% displayed affection,

understanding and love; 14% involved the child through stories or lies; and 9% asked the

child for assistance. Whatever approach is applied, it is calculated to gain the child's

friendship, loyalty and trust (Romans et al., 1996). The "ordinariness" (Lyell, 1998: 97),

gradual introduction and fun of such activities, are intended to attract a child and might

contribute to survivors' non-disclosure.

"Testing" (Furniss, 2000) or "try-outs" (Hilton & Mezey, 1996: 411), such as a touch

which seems accidental, are calculated to determine whether a child might disclose. Every

succeeding test, usually with subtle, increasing boundary violations, would also reduce

resistance through desensitisation (Furniss, 2000; Hilton &Mezey, 1996; Lyell, 1998).

Role play. In "The Lecherous Professor" Dziech and Weiner (1990: 122-124) described the

roles that college lecturers assume to lure students. These roles also illuminate how learners

are seduced by their teachers. Five roles were identified: the counsellor-helper, the

confidante, the (intellectual) seducer, the opportunist and the power broker. The

'counsellor-helper' operates under the pretence that he is always available to offer a helping

hand for learners-in-need. He will make solicitous enquiries about the targeted victim. In

this way he is able to make judgements about her needs and launch his advances accordingly

(Lyell, 1998). While the counsellor-helper approaches his target as an expert who can help,

the 'confidante' makes advances as an equal and a friend. He would share his confidences

to solicit sympathy or impress the leamer, but through his trust obligates the learner to

reciprocate. Intimately enmeshed by such trust and friendship, the learner is bound to feel

flattered. 'Seducers' "actively seek and plot sexual encounters" (Zalk, 1990: 155). The
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'opportunist' applies the setting or physical contact allowed by the subject to disguise

inappropriate touching (Leach, 2002; Leach et al., 2000). The 'power broker' implicitly or

explicitly uses promises or threats to exert pressure on the learner.

Strategical maintenance. The perpetrator has a vested interest to impose secrecy: not only

to protect himself, but also because many offenders maintain a sexual relationship with the

survivor (Elliott et al., 1995). This is done by pressure or persuasion as described below.

First, grooming is not only used for recruitment purposes, but also to maintain the child's

compliance. The child is increasingly, materially and emotionally, obliged resulting in

seemingly legitimate appeals to the child's loyalty and love (Furniss, 2000; Hilton & Mezey,

1996). One leamer-survivor explained to Pillay (1992: 23; also Tolman, 1999) that the

teacher would "constantly ask me whether I love him and how much" ... His next statement

was: Then prove it".

Second, the perpetrator might reassure the child though misrepresenting society's morals

(Paine & Hansen, 2002) or the abuse itself (Elliott et aI., 1995; Hilton & Mezey, 1996). It

might be described as a game, educational, or based on the "conventions of romance"

(Tolman, 1999: 236; also Leach et al., 2000).

Third, the survivor might be emotionally manipulated through creating or reinforcing

feelings which suppress the possibility of disclosure. The perpetrator might reinforce the

survivor's self-blame and shame (McGrath, 1994; Niederberger, 2002) or threaten to

commit suicide if she tells (Hilton &Mezey, 1996).

Fourth, rewards or promises of rewards are used to bribe the child (Hilton &Mezey, 1996;

Romans et al., 1996; Summit, 1983). This poem by Steven (Ombetja Yehinga Newsletter,

2002) is self-explanatory:

"Let sugar daddies pass us with their beautiful cell-phones, money and cars
And let us remember that all we ever get is sex and cool drinks. "

Fifth, natural adult-child differentials bestow power over a child upon an adult. Power is

augmented in relationships of trust and authority such as with a parent, teacher, or priest.

Sixth, often the perpetrator isolates the child from her primary caretakers, friends and family

(McGrath, 1994). The power of a teacher to control social acceptance by class mates is

illustrated by a participant in Pillay (1992: 24): "Then the isolation.from him and my peers
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would begin. It was strange, if he wasn't speaking to someone then the entire group

shunned that person. "

Seventh, underlying most of the strategies are (overt or covert) threats. A survivor might be

threatened with violence (Elliott et al., 1995; Hilton & Mezey, 1996; Leach et al., 2000;

McGrath, 1994; Romans et al., 1996); of dire consequences if anyone fmds out (Goodman-

Brown et aI., 2003; Hilton & Mezey, 1996); or that the perpetrator will fail her or refuse to

write her a testimonial (Human Rights Watch, 2001; Leach, 2002; McGrath, 1994; Talavera,

2002b). For a learner - always pressurised to pass and to perform scholastically -

institutional rewards or punishment (Adler et al., 1995) are powerful incentives to comply

and not complain. One perpetrator intimidated learners and staff by impressing on them, "I

have got lots of people high up in my pocket" (Jones, 1995: 91).

Eighth, the perpetrator may keep the survivor under surveillance to ensure that she does not

waiver in her compliance (Burgess & Holmstrom, 1985). A survivor ofLSA testified, "For

example he would say that he had heard that I said nasty things about him... People I had

previously looked upon as friends became possible informants" (Pillay, 1992: 24).

Ninth, some perpetrators will resort to violence. Elliott et al. (1995) reported that 19% of

the convicted perpetrators used force; 8% of the victims were murdered. The use of force

was also documented by Romans et al. (1996).

It is clear that additional strategies are available to a teacher-perpetrator: his institutional

power and image; a teacher's access to information on the child; opportunities to recruit and

to be alone with the child; and the availability of school-related rewards or punishment. For

the survivor wishing to terminate the sexual abuse, a teacher might seem a formidable

adversary.

The "Four Preconditions of Sexual Abuse" model (Finkelhor, 1984) is particularly valuable

for understanding how LSA occurs, and could be easily applied during Disciplinary

Investigations of LSA. An Investigating Officer should try to determine how the external

inhibitors and the resistance of the learner were overcome. Obviously, knowledge of the

many strategies that perpetrators might apply would facilitate the awareness of the

investigator; it would also contribute to the construction of a reputable case.
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7.7 Reasons and rationalisations proffered by perpetrators

A range of reasons and rationalisations are habitually proffered by perpetrators to convince

the survivors, their family and friends, employers, social welfare officers, investigators, a

Disciplinary Committee or the judiciary (as well as themselves) of their well-meaning

intentions.

Reasons for the excuses. A number of "motivators" (Murphy & Smith, 1996: 186)-

reasons for the excuses, misrepresentations and lying - have been described in the literature.

Researchers have found that some perpetrators seem to experience intrapersonal discomfort

after the sexual abuse (Elliott et al., 1995; Faller, 1988; Furniss, 1990; Gilgun, 1988; Hilton

& Mezey, 1996; Summit, 1983). Reframing the facts would counteract feelings of self-

blame, remorse and/or anxiety. Furthermore, denials and excuses might relate to feared

familial, financial, institutional and social ramifications (Furniss, 1990; Murphy & Smith,

1996). Defensive coping mechanisms are applied for intrapersonal relief and to escape

interpersonal and institutional exoneration.

Recipients of reasons and rationalisations. Veach (1999) distinguished between

psychological denial and social denial depending at whom the denial was directed.

Psychological defences could include (a) unconscious defence mechanisms, and (b)

conscious self-talk; social defences could be aimed at (c) the survivor, and (d) at others.

First, through intrapersonal psychological defence mechanisms (Nyman, 2000), any

awareness of the CSA is severed. Gilgun (1988: 221) hypothesised that sexual abuse

happens when the perpetrator is in a temporary "discompensated state". Itwould be

difficult to determine whether such a defence is not consciously employed to escape

culpability. Second, and also intrapersonally, is on-line self-talk (Drieschner & Lange,

1999); the perpetrator excuses and justifies his behaviour to himself. Third, on an

interpersonal level, survivors are bombarded with reasons and rationalisations to ensure

their submission and secrecy. Fourth, all others involved with the perpetrator - on a

personal, institutional, investigative, therapeutic or disciplinary (and research) level- will

probably also be subjected to justifications or denials.

Level of denial. Regarding social denial, Furniss (1990) specified two levels: total and

partial denial, with the latter only renouncing some aspects of the CSA. Pollock and

Hashmall (cited in Murphy & Smith, 1996: 179) categorised 250 explanatory accounts of

child molesters and extracted five levels of denial:
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"denial offact.
denial of responsibility,
denial of sexual intent,
denial of wrongfulness, and
denial of self-determination ".

Salter (cited in Veach, 1999: 45) also identified the first two factors, but added the

following:

"denial offantasy and planning,
denial of the difficulty in changing cognitive and behavioral patterns, and
denial of the seriousness of the behavior ".

The latter was also called denial of the "impact it has had on victims and on others"

(Lancaster & Lumb, 1999: 123). Given that such a wide range of denials exist, Murphy and

Smith (1996) proposed that denial should be conceived as a continuum.

Other defensive coping mechanisms. Based on the levels of denial, a repertoire of

defensive coping mechanisms could be applied, including minimisation, projection and

rationalisation. Some of these defences are based on the widely supported myths about

schoolgirls discussed in Chapter 5.

'Minimisation' is the defence by which the seriousness of the act and its impact on the

survivor (and others) are discounted (Lancaster & Lumb, 1999; Nyman, 2000; Veach,

1999). A perpetrator might understate the frequency or duration of the CSA, or claim he

only fondled the child. Through 'projection' the perpetrator denies responsibility by

implicating someone else (Burgess & Holmstrom, 1985; Everill & Waller, 1995; Hilton &

Mezey, 1996; Leach et aI., 2000; McGrath, 1994; Murphy & Smith, 1996; Lancaster &

Lumb, 1999; Nyman, 2000; Rush, 1996; Shakeshaft & Cohan, 1995; Veach, 1999). The

most common form of projection is to blame the victim: the perpetrator might imply that he

was victimised by her seductive and soliciting behaviour. Through 'rationalisation' a

perpetrator may deny the wrongfulness of his behaviour: the behaviour was only a generous

venture for sex education (Lyell, 1998; Murphy & Smith, 1996; Spiecker & Steutel, 1997;

Summit, 1983); counselling (Lyell, 1998); or an expression of deep love or friendship

(Lyell, 1998; Shakeshaft & Cohan, 1995; Spiecker & Steutel, 1997).

Whereas minimisation, projection and rationalisation are partial denials of CSA, a

perpetrator would most often deny the allegation in its totality (Murphy & Smith, 1996;

Yaffe, 1995). He might claim that his actions were misunderstood and/or misrepresented:

for example, his "hand slipped" (Lyell, 1998: 164). The perpetrator might say that the
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survivor is lying, and offer explanations why she would want to get him into misfortune.

Another defence might be perpetrator substitution (Bernet, 1993; Yaffe, 1995): "since it's

too scary to report thefather or stepfather, [survivors} transfer the accusation to someone

they like and do notfear" (Yaffe, 1995: K8) - the teacher. If the perpetrator played the role

of a counsellor or confidante, he might have a lot of intimate details about the survivor to

verify his explanation. Such a learned psychological explanation could impress others.

It is important to remember that all such partial and total social denials are deliberately

concocted to mislead others. Furthermore, recipients might have a vested interest to accept

them as the truth. Beloved ones of the perpetrator do not want to believe the allegations.

Colleagues want to reinstate the comfort of the pre-disclosure period. Education authorities

want the case concluded as cheaply, quickly and amicably as possible. Even the hapless

survivor would probably prefer it all to go away. Many stakeholders would therefore accept

the excuses and reasons even if they were recognised as untrue. Alertness to the reasons and

rationalisations which might be proffered by perpetrators would ensure that an investigator

would be less gullible to such social manipulation.

7.8 Conclusion

Some CSA cases never go to trial or a Disciplinary Inquiry, even if they enter the judicial

system or disciplinary process. A survivor refusing to testify (possibly because of the

maintenance strategies applied by the perpetrator) or the prospect of an unsuccessful

prosecution, may influence the decision to prosecute and, ultimately, case attrition (Cullen et

al., 2000; Pritchard & Bagley, 2000). Even if the perpetrator appears before a judge or

Disciplinary Committee, with a child's word as the only evidence a 'not guilty' verdict is far

from impossible. Pritchard and Bagley (2000) found that 19% of the convicted child

molesters in their study had previously been found 'not guilty'; 4% of these were found 'not

guilty' more than once on prior sex charges. Huntley, a school caretaker, came to the

attention of the United Kingdom Police Service for sexual abuse 10 times before he

murdered two schoolgirls (Sky news, 2003). Accosting perpetrators of CSA is a difficult

task.

It seems as though educational authorities would be ingenuous to assume that being spoken

to informally, a written warning, transferral, a fme, or even therapy (Hanson et al., 1993) are

effective punitive or restorative measures in cases of LSA. If recidivism, escalating

seriousness of the abuse and the addictive/compulsive nature of CSA are considered, it
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seems that a number of perpetrators would be actively 'operational' 'jar some two

decades before they are detected by an authority agency" (Greenberg et aI., 2000: 1489),

and also that they may resume their abusive behaviour after being released or readmitted to

education. Education authorities should query even the most sincere explanation,

confession and pledge by a teacher-perpetrator.

The research fmdings highlighted in this chapter should be taken into consideration by

educational authorities, Investigating Officers and Disciplinary Committees. First, it is

important for an investigator to reflect on hislher own beliefs which could cloud perceptions

of guilt, responsibility, power and powerlessness. Second, it is imperative that investigators

are cognisant of research findings, such as the ways in which a perpetrator may operate,

excuse and rationalise his behaviour, and engineer the opinion of others. Third, women can

sexually abuse children; boys can be survivors; and homosexual child abuse happens in

Africa. It is indisputable that educational authorities face an elusive and tough disputant in a

perpetrator ofLSA. Most importantly, it is not the cause, diagnosis, or the intent of the

perpetrator which is salient: "the harm to students is the same" (Shakeshaft & Cohan, 1995:

516).
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Chapter 8

Parents and families of sexually abused children

8.1 Introduction
Discontented parent from Aranos writes:

An unhealthy situation ..•

I am writing from a sorrowful heart. I think you are there to provide us with advice, because
we in Aranos are at our wits' end andfed-up. For children that we send to school to learn for
thefuture plans, [they] are now being made women by their teachers. Last year only 15
grade ten learners passed. 'Why?' Is the question to this day.

But there are many of [the] so-called male teachers of Rooi Duin who establish relationships
with schoolchildren. That is why the children do not respect them.

L as parent, did not send my child to school to be made a woman. The Principal should set
the example. It has been years that it has been happening in our eyes, but we keep quiet. He
as Principal also has to stop please; change what is wrong. We, as parents, want to be visited
by the education leaders who are higher. It is difficult to live in a rural town and also not to
be able to speak English. Otherwise I would have phoned the radio [talk show). Help me, I
am at my wit's end. [translation]

(Discontented parent from Aranos, Republikein, 2 Apri12003)

This letter, published in a Namibian newspaper, reflects the realities of many parents in

Namibia: their seclusion; the need to apply euphemistic terminology; their difficulty in

expressing themselves in the official language; and their inability to access grievance

structures, particularly if the principal is (one of the) sexual perpetrator( s) as alleged in the

letter. The letter also indicates the coping mechanism is applied by many parents and

communities, "We keep quiet. "

Family dynamics have been causatively related to eSA, an assumption which has been

widely criticised mainly because it is suggested that such a premise absolves the perpetrator.

Rather than asserting that families cause sexual abuse, one might posit that the functioning

and certain characteristics of a family may increase the vulnerability of children, and may

have a bearing on the occurrence ofeSA, a child's (non-)disclosure, whether the abuse is

reported to an external agency and the child's recovery after eSA (Du Toit & Pretorius,

1997; Finkelhor, Wolak & Berliner, 2001; Fontes, 1993; Friedrich, 1998; Manion et al.,

1996; Svedin & Back, 2000). Determining risk variables is important for preventative

measures and the support of families-in-need, and not intended to apportion blame. It has to

be remembered that all children seem to be at risk of eSA, and that the predictive value of

the conceptual models is limited (Leventhal, 1998).
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In this chapter I will first discuss the expectations held of families with regard to child

protection (Section 8.2). In Section 8.3 the living realities of parents and families in sub-

Saharan Africa and Namibia will be looked at: factors which might contribute to the

occurrence of CSA will be emphasised. In Section 8.4 attention will be awarded to parents

as secondary victims of CSA. In this chapter I will refer to parents, rather than primary

caretakers for reasons of succinctness.

8.2 Role expectations of parents and families

Families, as the primary socialisation unit of society, and parents, as the primary caretakers

of children, are expected to carry out certain functions regarding their charges. These have

been enunciated by Mulinge (2000; 2002) and Lesetedi (2000); I will emphasise those

functions which are pertinent to the prevention of esA.

First, parents are responsible for the socialisation of their charges. Amongst other values

and norms, proper standards of (sexual) behaviour have to be articulated and modelled by

both parents (Dasen, 1998). Second, parents are supposed to engage in personal safety

training (Burgess &Wurtele, 1998): children need guidelines for interpersonal interaction;

they have to be aware of safety precautions; and should have the confidence to discuss

sexual matters candidly with their parents (Calvert & Munsie-Benson, 1999; Du Toit &

Pretorius, 1997; Elliott et al., 1995). Third, parents are expected to contribute financial and

material resources towards the child's development: so as to not expose a child to

exploitative adults. Fourth, parents are expected to create an enabling socio-environment. It

is believed that nurtured and secure children can embark on interpersonal relationships with

confidence (Du Toit & Pretorius, 1997; Elrod & Rubin, 1993). Fifth, it is first and foremost

the parents who have to protect their child from harm. Parents are supposed to be watchful

of the physical doings and psychological state of their child, so that dangerous liaisons or

activities can be identified early. Unfortunately, even the most astute parent cannot always

fortify a child from sexual harm. Therefore, a parent is expected to respond appropriately to

disclosure, report it to the relevant agencies and to support their child throughout the

recovery process following trauma such as CSA (Burgess & Wurtele, 1998; Finkelhor et al.,

2001; Manion et al., 1996).

When a child attends school, there are added expectations: parents are lawfully obliged to

keep their child at school from the age of seven to 16. Unlike parents in many sub-Saharan

countries (Njau & Wamahiu, 1994), Namibian parents generally hold the schooling of both
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their boy and girl-children in high regard. Further expectations are spelled out in the

booklet "Stakeholders in Education" (MBEC, 1999b). Parents are encouraged to attend

school events, parent-teacher meetings and to lodge complaints when unsatisfied with a

teacher's performance. They are urged to make themselves available to serve on the School

Board. Parents are also expected to support school-based programmes, specifically those

that focus on personal safety (Burgess & Wurtele, 1998; MBESC & MHETEC, 2003).

Unfortunately, the living reality of many parents erodes their ability to meet these role

expectations.

8.3 The realities of parenthood in Namibia

In this section I will show how the realities of some families in Namibia might place

children at risk of CSA. These are: specific problems experienced by some families; a lack

of knowledge; impaired parent-child interaction; and the inability of parents to access

community resources.

8.3.1 Families with problems

Convicted perpetrators in Elliott et al. 's study (1995: 584) specifically mentioned that

children with "family problems" were susceptible to their attentions. The male perpetrators

interviewed by Lyell (1998: 140) similarly targeted children from "broken homes", "whose

parents treated them badly" and who evinced "emotional neediness ". The following family

problems are related to the vulnerability of children.

Firstly, as shown in Chapter 3, the dire socio-economic circumstances of many Namibian

. families, aggravated by the HIV/AIDS pandemic, render these families and their children at

risk of a variety of psychosocial problems, most notably sexual exploitation (Svedin &

Back,2000). Secondly, as discussed earlier, the composition of families has changed

drastically over the last century, none as dramatically as in Africa. Changing family

structures could be expected to influence childcare and attachment. Thirdly, LeVine and

LeVine (1981: 41) described how alcoholism contributes to the vulnerability of children:

"Several times a week [the mothers] went off to "find beer" and did not return until dark.

Their young children were left alone for many hours, often without adult supervision. "

Alcoholism is a big problem in some parts of Namibia (Talavera, 2002b). Fourthly, Leach

(2002) and Mulinge (2002) asserted that domestic violence is endemic in Africa; as is

corporal punishment in schools. If violence and abuse are accepted as part of "everyday
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lifestyle" (Du Toit & Pretorius, 1997: 71), children learn that abusive behaviour is

normal. This assumption is supported by Du Toit and Pretorius (1997): 29% of the

participating parents who had been survivors of eSA did not interpret the eSA as deviant at

the time of the abuse. Leach et al. (2000: 33, iv) also postulated that ill-treatment of girls at

home (described as disturbingly "widespread") might render them more susceptible to the

attention of adult men "out of unhappiness".

8.3.2 Lack of knowledge

A lack of knowledge sometimes underlies parents' inability to protect their children from

eSA - in Namibia and worldwide. According to the "Protection Motivation Theory"

(Burgess and Wurtele, 1998) parents will only actively engage in protection strategies once

they are personally convinced of the distinct possibility that eSA might befall on their child

and of the injurious nature of eSA. Because of cultural silences, a parent probably would

not be aware of the prevalence or detrimental effect of esA. The parent also has to be

convinced that the recommended protective strategy (talking about sex, sexuality and self-

protection) would safeguard the child. Sadly, Leach et al. (2000: 26) found that

Zimbabwean parents attributed teenage pregnancies to "too much discussion about sex". A

lack of parental self-confidence and self-efficacy would suppress parent-child

communication and could lead to the non-disclosure of esA.

Most South African parents in Du Toit and Pretorius' study (1997) recognised the danger of

children falling prey to eSA in public toilets, shopping centres and parks; but 61% regarded

their own neighbourhood as more safe than 'others'. Two myths were endorsed by parents:

only children with low moral standards fall victim to eSA, and children seduce adults into

sexual activities. Such misconceptions could silence a survivor; or, if she does disclose,

could lead to victim blaming. Similarly, Calvert and Munsie-Benson (1999: 675-679) found

that knowledge deficits were prevalent in Oregon, USA: 61% of the respondents indicated

that a survivor would show physical-medical indicators "most often or always"; 72% were

convinced that behavioural changes would "always" be present after eSA; and 71%

believed that it was "likely" that parents would know of the sexual abuse. The

misconception that survivors display 'signs' could cause non-symptomatic survivors to be

disbelieved. Parents may also be blamed for not stopping the sexual abuse - considering

that they should have 'seen' the signs. If the parents of survivors also subscribe to these

assumptions their self-blame and guilt will be intensified. There is little reason to presume

that Namibian parents are better informed than those of South Africa or the USA.
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Some researchers have found a correlation between the parental education level and

child protection strategies. Du Toit and Pretorius (1997) established that poorly-educated

parents were less likely to engage in open discussions with their children. Calvert and

Munsie-Benson (1999) determined that these parents were more inclined to emphasise

'stranger danger'. Conversely, one of the largest health surveys in South Africa indicated

that the educational status of parents did not correlate with child rape (Jewkes et aI., 2002;

also Bergner et al., 1994).

Knowledge of CSA per se is not sufficient. A lack of information regarding their rights as

parents, how to deal with the legal (or education) system once CSA (or LSA) has been

reported, and what to expect (e.g. investigations, cross-examinations, continuances) may

lead to non-reporting and to secondary traumatisation of the parents (Finkelhor et al., 2001;

Grosz et al., 2000). Unfortunately, parents in Namibia are often kept uninformed and are

treated.in an undignified way by institutional service providers, as will be exposed in the

case study.

8.3.3 Problems between the parent and child

As claimed earlier, children who are valued develop a sense of self-worth which should

enhance their resilience to the strategies of a perpetrator (Macleod, 1999b; Elliott et al.,

1995). Conversely, a lack of emotional closeness, certain parenting styles and

communication problems between parents and their children, have been hypothesised as

both causative to CSA and to a survivor's non-disclosure.

Emotional closeness. Emotional closeness could be defined as "the emotional bonding that

family members have toward one another" (Shino, 2000: 56). The assumption that a lack of

emotional closeness might influence the parent-child interpersonal dynamics before or after

CSA is supported in the literature (Elliott et aI., 1995; Fish & Scott, 1999; Macleod, 1999b;

Svedin & Back, 2000; Tremblay et al., 1999). Shino (2000) approached 63 parental figures

whose children had been sexually abused in Namibia. On average these parents operated on

a separated level of cohesiveness, which is considered functional. However, 31 of the 63

parental figures reported disengaged cohesiveness. A disengaged or separated family might

increase a child's vulnerability because of a lack of supervision, or because the child might

seek love elsewhere. It could also affect the support that the child is likely to receive after

CSA. Not all research findings support lack of closeness as a risk factor. Bergner et al.

(1994) found the correlation insignificant.
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Authoritarian and flexible parenting. Shino (2000; also Kamupingene, 2002) found

that inflexible, authoritarian parenting styles were often practised in Namibia. Twenty of

the 63 parent-participants in Shino (2000) functioned on a rigid level of adaptation. She

postulated that inflexibility might be a reaction to CSA, rather than a pre-existing family

characteristic. If, however, rigidity is a family characteristic, it could impact on the

vulnerability of children: such parenting encourages submissiveness, discourages self-

determination, and inaugurates an extemallocus of control (Butler & Rumsey, 2000; Dasen,

1998; Macleod, 1999b; Ricardo, 1998). A non-assertive, servile child would probably not

be able to repel the attentions of an adult, and certainly not of a teacher. Macleod (1999b)

postulated that inflexible roles and rules could also lead to rebelliousness, including the

rejection of values proclaimed by parents.

In their investigation of abuse of girls in Zimbabwean schools, Leach et al. (2000) found

that parents were particularly harsh with their daughters. One third of the parents in their

study would blame the schoolgirl entirely if she fell pregnant. They even suggested

punishments such as being "made to suffer, beaten, sent to the man's home, sent to stay with

relatives in the rural areas" (p. 25). It is not surprising that few girls talk to their parents

about their problems.

On the other hand, eight of the Namibian families in Shino (2000: 82) were typified as "very

flexible". Children from very flexible households could fall victim of CSA because of a

lack of guidelines, guidance and supervision.

Communication difficulties. Poor parent-child communication on sexual matters probably

leads to uncertainty about interpersonal boundaries and indistinct moral guidelines, which

could increase vulnerability to sexual abuse. In South Africa, Du Toit and Pretorius (1997)

found that 81.3% oftheir participants felt inhibited from discussing sexual matters and

prevention strategies with their children. Fifty-two per cent of these parents asserted that

sex and sexuality had not been discussed in their families-of-origin either. Disconcerting is

the fact that 28% of the respondents were themselves survivors of CSA: 39% of whom

attributed their abuse to ignorance! Burgess and Wurtele (1998), Macleod (1999b) and

Yamakawa (2001) elucidated why parents found it difficult to talk to their children about

sex, sexuality and self-protection: a lack of knowledge, a lack of self-confidence, deficits in

vocabulary, embarrassment, religious consideration, a belief that their offsprings were not at

risk, and fear that children might be enticed to experimentation through such knowledge.

Parents explained to Njau and Wamahiu (1994: 62) that "these [things] occur naturally. It
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was not a mother's duty"; others complained that "children did not ask". On the other

hand, child-participants did not ask their parents because of the following: "Embarrassment.

Not proper to discuss subject with parents. Parents will think we do these things".

IfNamibian parents do embark on this topic they sometimes use old-fashioned scare stories:

"... a girl who sleeps with a man will have worms comingfrom her sexual parts"

(participant, Ricardo, 1998: 49). Sometimes sex and sexuality are approached in a

counterproductive way, especially by fathers: "Male parents are very aggressive to their

daughters and treat their daughters like prisoners. They do this so much so that when their

daughters get an opportunity with men they just have sex even without condoms" (16-year-

old participant, Ricardo, 1998: 70; also Leach et al., 2000).

Ricardo (1998) and Shitundeni and Iipinge (1996) observed that teenagers may renounce the

information on sexual matters, and question or discard the values, enforced by autocratic,

less educated parents'. By contrast, regarding the importance of the information gained on

sexual matters, Yamakawa (2001) found that teenagers from Katutura, Windhoek, perceived

the information from their mothers (79%) and fathers (58%) second only to doctors and

nurses (84%). Perhaps teenagers from Katutura cannot be considered a representative

sample, but Van Dyk (2001b) also reported that many mothers in the Independent Republic

of the Congo are, in light of HIV/AIDS, embarking on discussions on sexual matters with

their unmarried children.

8.3.4 The inaccessibility of community resources

In addition to the family's internal resources, resilience could be enhanced by the external

socio-environment (Coulton, Korbin & Su, 1999; Paine & Hansen, 2002) which includes

relatives, friends and neighbours and medical, education, welfare and protection services. If

a child falls victim to CSA, parents might call upon informal relations or formal service

providers to lend moral support, consolation and advice during difficult times.

As shown in Chapter 3, certain beliefs regarding parent-child relations, male-female

relations, myths and stereotypes, how wrongdoings are handled, and some traditional

practices might silence children and their parents. Even if the child does disclose, parents

I The SACMEQ II survey (MBESC, 2003: 15) determined that respectively 6.7% and 7.3% of fathers and mothers have
never been to school and that 32.5% and 32.6% of fathers and mothers have received "some primary education" in
Namibia.
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might not report the case to official institutions such as the police or education

authorities. A principal in South Africa lamented that he could not "take action" against a

teacher "because parents of the victims do not talk about this" (Sapa, 2002: 1). Not only do

intrafamilial silences put children at risk and inhibit disclosure, but low levels of reporting

would also reinforce parental comfort about the prevalence of CSA in their communities.

Finkelhor et al. (2001) identified a range of factors which might influence parental reporting

(specifically to the police and mental health facilities) and categorised them as: definitional,

jurisdictional, developmental, material and emotional-attitudinal factors. Definitional

factors which might inhibit reporting are perceptions of the child having "shared

culpability" in the abuse, or that "the incidents were not serious" (p. 19). A jurisdictional

factor impacting on reporting might be the parents' "desire to handle the situation by

themselves" (p. 19); according to Finkelhor et al. (2001) this is a very widespread reason for

not engaging police services. Children, because of development factors, can often only

access social institutions through the intercession of their parents.

A material factor which might constrain parental reporting is the time and costs involved

with police reporting and court appearances. Coulton et al. (1999) forwarded that the

availability and quality of formal support services in a neighbourhood is of significance.

Respondents in Calvert and Munsie-Benson (1999) identified their medical practitioner

(35%), the police (33%), or a child protection agency (21 %) as resource services to which

they would tum if they suspected CSA. Few Namibians have a family doctor; they are

dependent on staff of the nearest clinic, police station, social work office, or one of 11

Woman and Child Protection Units (Shati1weh, 2002). All these service providers are

urban, understaffed and overworked. Many rural families often can only access service

providers with difficulty and at great cost.

Emotional-attitudinal factors inhibiting reporting might be the perception that reporting

would only "make a bad situation worse" (Finkelhor et al., 2001: 20), or fears that they

might not be believed by the service provider. Emotional-attitudinal factors are often

related to social differentiation. Namibian society is highly stratified along ethnic, tribal,

religious, income/employment, educational-level, class, gender, age, class and political lines

(Bo Gutto, 1998). Social differentiation, unfortunately, installs boundaries between groups;

ordains who can easily access quality services; and could indemnify certain groups of

people. Families and their children at the lower strata of the social ladder might not (a)

question the authority of educators; (b) feel sufficiently empowered to lay a charge against a

https://etd.uwc.ac.za/



148

(relatively wealthy and educated) teacher; (c) approach institutional service providers; or

(d) receive quality service.

Perhaps a particularly bleak picture was painted of Namibian parents and families in this

section, but the fact remains that children at risk often emanate from families at risk.

Increased knowledge and information about eSA would enable parents to protect their

children better. eSA might be prevented if services were proportionally distributed, if

vulnerable families were bolstered, and if communities could collaborate and support their

members. Even if such measures did not prevent the abuse of children, they would at least

contribute to the support that survivor-families need.

8.4 Parents: Victims to their child's sexual abuse

All families are confronted with stressors which could cause disharmony, instability and

deplete family resources. It is generally accepted that it is not the objective qualities of the

stressor, but the family's appraisal of the situation and of their resources, which determines

how they would feel and react (Manion et al., 1996). The sexual abuse of a child is a major

stressor with many related difficulties. The restoration of a family is contingent on factors

impacting on the parents' distress, the emotional and cognitive reaction of the family, and

the ways in which the family may attempt to cope with the stressor. These factors will be

discussed in the following sections.

8.4.1 Factors which impact on parental distress

A number of factors have been identified which exacerbate the distress of parents whose

child has fallen victim to eSA. The child's reaction, actions taken by the perpetrator (or his

family), the possibility of HfV infection and other people's reaction to the disclosure of

eSA are of consequence. These factors influence the parents' ability to support the child,

and might affect the way in which the parents and family deal with the eSA.

The child's reaction. As had been shown in Chapter 6, eSA can have an injurious effect

on a child. The child may be afflicted with a pathological disorder and she may present with

emotional, cognitive, behavioural, scholastic or physical reactions. Many parents fmd it

difficult to cope with these consequences and often do not realise that they are related to the

sexual abuse.
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Three typical reactions of a child-survivor may undermine the parent-child relationship

following CSA. First, the child may be ridden with guilt for her 'participation' in the sexual

abuse and suspect her parents to covertly blame her (Kellogg & Huston,1995). As shown,

sometimes the parents do, covertly or overtly, blame the survivor. It is, however, the child's

perception rather than the objective reality which increases her distress and which might

determine her bearing and behaviour towards her parents. Second, the child may be

disillusioned and wrathful with her parents for not seeing and stopping the abuse despite all

her Clues, Hints, Signs and Symptoms (Burgess & Holmstrom, 1985; Grosz et al., 2000;

Sauzier, 1989). Third, a child-survivor may be angry with her parents for terminating her

relationship with this exciting, caring person. These cognitions may cause further emotional

upheaval, often directed at the parents. Few parents can anticipate the consequences of

CSA, and often are ill-equipped to handle the emotional and behavioural impact that it may

have on their child (Manion et al., 1996).

The perpetrator. Perpetrator strategies, before and after the CSA, may have an impact on

child-parent relationships and influence how the CSA is addressed. Elliott et al. (1995)

determined that 20% of the convicted child perpetrators in their study gained the trust of the

potential victim's whole family. Both cases ofLSA described in Pillay (1992: 25) depict

how a seemingly concerned teacher can manipulate parents.

Case 1: "He was always so polite, concerned andfoll of praise for their children ... He even
spoke to my Mum about my staying in after school and offered to bring me home. My Mum
did not see anything wrong with that".

Case 2: "My parents thought he was such a dedicated teacher who cared about their
daughter. He obtained my Father's permissionfor me to have extra lessons at his home. "

A teacher, who is "expected to pay home visits" (MBEC, 1999b: 11), is in a position to

groom the child's family accordingly. On the other hand, a perpetrator may side with the

perturbed child against the parents (McGrath, 1994; Summit, 1990). He may display

empathy with her disenchantment with the parental home. The effect of both strategies on

the parents is disconcerting. If the perpetrator initially sides with the parents, their feelings

of self-blame and betrayal are intensified. When the perpetrator sides against the parents,

the child is progressively enmeshed by the perpetrator, while the parents' influence is

eroded.

The parents' hardiness may be further eroded by the perpetrator's efforts to influence the

course of the case after disclosure or discovery. Sometimes the perpetrator may enlist his

family, friends, colleagues or members of the community to speak for him. He may plead
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with, emotionally blackmail, threaten or pressurise the child and/or her family to

withdraw the allegation (Sorensen & Snow, 1991). A survivor ofLSA related to Pillay

(1992: 46): "Members of his family came to speak to me asking me to drop the case as he

was distressed and was contemplating suicide. I also heard that his wife was very upset. "

Another kind of deception played on parents by teacher-perpetrators was identified by

Leach et al. (2000: 24): "It appeared that teachers often trick the parents into believing that

they will marry her but then they secretly arrange a transfer. "

The possibility of HIV infection. With one of the highest prevalence rates in the world,

there is a very real possibility that a child might be infected with mv after being sexually

abused in Namibia. In cases of teacher-perpetrators, the likelihood ofHIV infection may be

even greater, as was shown in Chapter 1. Parents whose child had fallen victim to CSA face

a double horror: the sexual abuse of their child and a possible death sentence.

What will the people say? The socio-environment can either enhance the family's coping

and adjustment after the disclosure, or aggravate the problems associated with CSA. Just as

most parents are ill-prepared to respond appropriately to a child-survivor, they are often

uncertain of how to reveal the sexual abuse to friends, family, their neighbours, the school

and other external agencies (Grosz et aI., 2000). The "dissemination of the shameful or

embarrassing information to a wider audience" (Finkelhor et al., 2001: 21) is an emotional-

attitudinal factor which might restrain reporting. Parents may expect that their competence

as parents might be questioned, that the child's morals will be queried, and that the family

name will be soiled. Unfortunately, the reactions of family, friends, neighbours and officials

sometimes confirm the parents' fears. Parents of survivors in Grosz et al. (2000) reported

that they were criticised, stigmatised and evaded.

The reaction of other people is dependent on how informed/uninformed members of the

community are; what their beliefs and attitudes are about sex, sexuality and sexual abuse;

and the myths to which they subscribe (Du Toit & Pretorius, 1997; Calvert & Munsie-

Benson, 1999). It could also be influenced by the standing of the family of the survivor, and

that of the perpetrator. Because perpetrators are predominantly family members or

acquaintances (such as a teacher), they would be known to the community. This could

cause divided loyalty and confusion. To illustrate: during the public hearings for the

National Council of Provinces, South Africa, it was reported that one teacher impregnated

20 learners in the Eastern Cape: "The matter was reported to the community by pupils, but

the community was divided on the issue because some parents benefited from these acts"
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(Sapa,2002: 1). The community's response illuminates their lack of knowledge of the

dynamics of sexual abuse and a confusion of issues. It is also clear that there was little

empathy with the parents' plight. A parent who ruminates over what the people will say

may have to carry the burden of CSA alone.

8.4.2 Parents' emotional-cognitive reactions to the sexual abuse of their child

Parents are as much a victim to their child's sexual abuse as the child herself, and display

similar cognitions, emotions, signs and symptoms (Grosz et aI., 2000). Some parents show

signs of intrusion, avoidance and arousal responses characteristic of PTSD (Grosz et al.,

2000; Manion et al., 1996); other parents display symptoms of a Major Depressive Episode

(Grosz et aI., 2000; Manion et al., 1996). Many parents exhibit reactions associated with

loss and bereavement. They mourn the loss of their child's innocence, psychological and

sometimes physical health (Dolan, 1991; Grosz et al., 2000). The first phase of the grief

process - shock and disbelief - is important when the sexual abuse is discovered or

disclosed. The verbalisations, facial expressions and bearing of parents probably will

convey shock, which would afflrm to the child that something really bad has happened to

her. Disbelief might cause the parent to bombard the child with questions, ever more

intrusive and intense.

Emotions which have been reported by parents are anger, anxiety, fear, helplessness, guilt,

shame, embarrassment, feeling exposed, downheartedness and dispiritedness (Grosz et aI.,

2000; Manion et al., 1996). These reactions might also result in exacerbated marital

problems, deterioration in work performance and difficulties with socialising (Grosz et al.,

2000; Manion et al., 1996). Grosz et al. (2000) claimed that some parents were emotionally

immobilised.

Underlying these emotions are beliefs and fears: the cognitive appraisal of the CSA (Manion

et al., 1996). First, regarding the child-survivor, parents might perceive their child as

"damaged goods" (Coffey et al., 1996: 453; Trolley, 1995: 101), especially in communities

where virginity is held in high regard. From what they have heard or read about the

consequences of CSA the parents might fear that their child will invariably become

homosexual, a prostitute or a perpetrator (Grosz et al., 2000). Parents might ponder why the

child did not scream or run away. A survivor ofLSA related to Pillay (1992: 46), "Mum

was disappointed and worried. Disappointed because I didn't tell her then and worried

because of what might have happened and how it has affected me". Second, CSA might
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influence what parents think about themselves. Grosz et al. (2000) and Dippenaar

(1998) found that parents blamed themselves. Manion et al. (1996) posited that a mother's

self-esteem may be compromised by the futility of her efforts to protect her child or to

change the course of events. Third, the perpetrator will probably feature heavily in the

parents' thoughts. The betrayal of their trust might result in intense and overwhelming

anger: a victim of LSA related to Pillay (1992: 46), "My Dad was very angry and wanted to

kill him." Fourth, institutional representatives and proceedings could also be the target of

the parents' wrath (Shino, 2000), particularly when the child had been sexually abused

within the institution. Parents may be angered by the system for being too insensitive, slow,

uncommunicative and inaccessible, which is, unfortunately, often true in Namibia.

The parents' emotional and cognitive reaction to the eSA is important in as much as parents

are the survivor's primary support network. Intense emotions draw on the intrapersonal

energy of parents with the result that little of their resources may be available for the child.

Parents sometimes withdraw from their child (Grosz et al., 2000, Manion et al., 1996) - just

when the child needs normalcy and warmth. The emotional overlay of the parents might

exacerbate the survivor's distress and feelings of guilt. Furthermore, according to Finkelhor

et al. (2001) parents' emotional reaction to, and cognitive interpretation of, the eSA might

impede their police reporting and professional help-seeking.

Manion et al. (1996) reported that parents rated the disclosure of the sexual abuse as the

worst stressor they had experienced in three years. However, eSA may be considered a

serial-stressor, especially if legal/disciplinary action is taken. In the next section the coping

mechanisms applied by parents will be discussed.

8.4.3 Parents' coping with the sexual abuse of their child

Because eSA is imbued by social silences, and is hardly ever anticipated, most parents have

few guidelines on what to say, do and expect regarding their child, others, an institution and

formal service providers, after eSA. Parents thus often have to resort to coping mechanisms

they have applied to previous stressors.

Initially there seems to be a period during which the eSA is held in abeyance before

informal support networks (family and friends) are mobilised and help is solicited from

formal service providers. Such a delay could be imputed to: (a) the desire for secrecy

(Manion et al., 1996); (b) the shock and denial phase ofloss and bereavement (Grosz et al.,

2000); or (c) a period of intrafamilial verification, decision-making and mobilisation. (d)
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Shino (2000) hypothesised that a family's fear of being stigmatised might also underlie

their endeavours to first try to resolve the sexual abuse internally.

Hiebert-Murphy (1998) studied the coping mechanisms of mothers whose children had been

sexually abused by administering the "Coping responses inventory - Part III". This

instrument divides coping strategies into two groups: approach and avoidance coping

mechanisms. Approach coping mechanisms are: Logical Analysis, Positive Reappraisal,

Seeking Support and Information, and Taking Problem-solving Action. Avoidance coping

mechanisms are: Cognitive Avoidance, Acceptance or Resignation, Seeking Alternative

Rewards and Emotional Discharge. A regression analysis indicated that avoidance coping

significantly contributed to parental distress.

Shino (2000) applied the "Family Crisis Orientated Personal Evaluation Scales" (F-COPES)

to determine which problem-solving and behavioural strategies were applied by Namibian

parents after the sexual abuse of their child. The following coping mechanisms are

evaluated: Acquiring Social Support; Mobilising Family to Acquire and Accept Help;

Seeking Spiritual Support; Reframing; and Passive Appraisal. Of consequence is the fact

that Namibian parents scored (a) below average on Reframing, which measures how much

the family redefines the stressor into more positive or more manageable terms; and (b)

above average on Passive Appraisal, which measures to what degree a family accepts

stressors as inevitable and avoids addressing them. Passive Appraisal, regarded as the least

effective strategy, was applied significantly more often when the perpetrator was known to

the family. Shino (2000) posited that intrafamilial and acquaintance abuse exacerbates

feelings of betrayal, confusion and disempowerment.

As conceptualised by Finkelhor et al. (2001: 26-28), parents seem to go through two stages:

a Recognition Stage and a Consideration Stage; both of which determine whether or not

parents will engage in help-seeking behaviour such as Taking Problem-solving Action,

Acquiring Social Support, or Mobilising Family to Acquire and Accept Help. During the

Recognition Stage the parents need to recognise that CSA had occurred (often dependent on

the child's self-disclosure), that the incident is not "too minor" (p. 27) to report, and that it

falls within the purview of the protection services. During the Consideration Stage the

family and survivor appraise the benefits and costs to invoking the service.

Interestingly, the subscales of instruments administered on survivors and on parents are

similar. The resemblance would imply that the coping mechanisms applied by children and
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parents - as the primary and secondary victims of CSA - are alike. Other coping

strategies mentioned in research literature will be discussed next. Itwill be shown that

many dysfunctional and avoidant strategies are applied with the best intentions.

Maintaining a "protective silence" (Shino, 2000: 63) is a dysfunctional coping mechanism

based on the myth: "Least said, soonest mended" (Layton & Messent, 1995: 14). Fathers

and mothers replace perpetrators in enforcing silences. "[Ds[istraction" (Shino, 2000: 63) is

a strategy by which the family keeps the child-survivor busy and happy. Both protective

silence and distraction deprive the child (and her family) from the opportunity to ventilate

their feelings and thoughts in a supportive, non-judgmental environment (Shino, 2000). A

child may infer that the family is too ashamed and repulsed to talk about the sexual abuse

(Shino, 2000), increasing her self-blame.

Overprotection of the survivor following the abuse is a widely recognised coping strategy

(Grosz et al., 2000). The family institutes new rules, "guarding the victim's every action

and controlling her environment" (Shino, 2000: 63). Overprotection is probably applied,

not only to protect the child, but also to alleviate the parents' guilt. Overprotectiveness is

dysfunctional since it might increase the child's feelings of powerlessness and fear, and

might impair the development of the child's own coping mechanisms (Grosz et al., 2000;

Shino, 2000).

Minimisation is a defence mechanism by which parents insist that everything is "just fine"

(Grosz et al., 2000: 14). The child-survivor is expected to follow suit and "present afacade

of well-being" (Grosz et al., 2000: 18).

Sometimes, however, a family copes by never reporting, by never again acknowledging the

sexual abuse: what Shalhoub-Kevorkian (1999: 1287) referred to as "nullification", the

"social correlate of psychological denial ". Examples of nullification are attributing the

injuries of sexual abuse to an accident, pretending that they did not understand the

allegation, or by just remaining silent.

'Dropping the case' comes under the coping strategy Resignation (Hiebert-Murphy, 1998).

Or, if the charge is dropped after damage payment (Becker, 1998; Lesetedi, 2000; Macleod,

1999b), the coping mechanism would be Seeking Alternative Rewards (Hiebert-Murphy,

1998). Some parents in Leach et al. (2000: 26) did not report LSA because, if the teacher is

dismissed, "he will not be able to support the girl". The National Council of Provinces in
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South Africa also heard of such practices (Sapa, 2002). When the parents accept

financial or material settlements in return for withdrawing the allegations, they

communicate to the child that she is a commodity, worth only so much. Furthermore, the

perpetrator is free to manipulate or coerce the next victim into submission (Burling, 1997).

Fathers who participated in the study by Grosz et al. (2000) expressed their desire to

retaliate. I could not find research literature in which physical retaliation was actually

executed, but such cases have been reported in the popular press.

It is important to remember that many parental figures do not display clinically elevated

levels of distress (Hiebert-Murphy, 1998). Manion et al. (1996) suggested that the majority

of families seem to cope reasonably well. As shown, functional coping mechanisms are

strongly associated with the recovery of the child-survivor. Dysfunctional coping

mechanisms will not relieve distress and tension within the family, might thwart the

survivor's healing (Shino, 2000), or even perpetuate the sexual abuse.

8.5 Conclusion

Finkelhor (1984; 1994b) and Leventhal (1998) proposed that any factor or combination of

factors within the family that (a) diminishes the quality and quantity of parental care; and (b)

results in children being more emotionally deprived and less resilient, could increase the

possibility of sexual abuse occurring. Whether a lack of supervision is ascribed to parental

alcoholism or the parents' subsistence existence; whether a child's emotional neediness is a

consequence of poor parental attachment or of being an orphan; whether the child's

susceptibility to the perpetrator's manipulation is ascribed to a lack of personal safety

training or to the parents' own naivety; whether the child's non-disclosure is ascribed to

cultural silences or intrafamilial communication difficulties - parents and families can

contribute to the risk status of their child. Itwas shown that many Namibian parents and

families endure intrafamilial, interpersonal and institutional difficulties and problems.

These create boundaries, voicelessness and impotence, which may augment the vulnerability

of children.

Several factors were also identified as rendering parents whose child has been sexually

abused emotionally fragile or cognitively overwhelmed; or which incapacitate their

resources and attenuate their coping mechanisms. These factors could lead to the

deterioration of the family as a unit, impact on the parents' willingness to expose
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themselves, and affect the child-survivor. A third determinant may therefore be added to

those of Finkelhor (1984; 1994b) and Leventhal (1998) described above: any factor or

combination of factors which inhibits parents from addressing the sexual abuse effectively

may arrest the recovery of the child-survivor, lead to recantation, and contribute to the

continuation of the abuse. Unless parents can resolve their own emotional turmoil, a

survivor may be left "psychologically orphaned" (Summit, 1983; 179).

The literature review revealed that intrapersonal, interpersonal and institutional dynamics

and reactions related to LSA are indeed relevant if one wants to understand why LSA is so

difficult to prevent, detect and address. Clearly, the occurrence and perpetuation ofLSA is

facilitated by a combination of a highly patriarchal society with widespread poverty; the

vulnerability of children and the biopsychosocial reaction of survivors to CSA; the modus

operandi of perpetrators; and some parental practices. Furthermore, the school setting, the

pastoral myth and the reaction of educators to an allegation of LSA clearly create an

enabling socio-environment for teacher-perpetrators. Through adversarial investigations,

ineffective policies and inadequate responses, a child-survivor of LSA may be sacrificed and

a perpetrator shielded from disciplinary measures. It seems as though a variety of

(defensive) coping mechanisms are employed to deal with the distress and stress of

"difficult-to-accept" experiences or phenomena (Hawkins & Briggs, 1997,41). In the

second half of this thesis, a Namibian case study is presented in which the psychodynamics

of LSA will be explored. Itwill be show that a "Leamer Sexual Abuse Accommodation

Syndrome" exists.
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Chapter 9

A topic in search of a method

9.1 Introduction

In this chapter the research methodology will be discussed in detail. In Section 9.2 I will

clarify how the aims of the research influenced the research paradigm and methodology. In

Section 9.3 attention will be awarded to issues related to sampling. An overview of the

research process will be given and the participants will be introduced in Section 9.4. The

way in which data were collected and analysed will be described in Section 9.5. In Section

9.6 the sensitive nature of this research will be elucidated, and in Section 9.7 ethical issues

will be discussed. Section 9.8 will award attention to the difficulties related to the

credibility of the research, as well as the ways in which credibility was enhanced.

The chapter will have the features of a "confessional tale" (Adler & Adler, 1993: 262, also

Berg,2001). Through self-reflexivity I will show how my reasoning, preconceptions,

feelings and social location have impacted on the research, and how in tum the research has

had an influence on me (Edwards, 1993; Glasgow, 1993).

9.2 Aims and the research paradigm

As indicated in Chapter 1, the aims of this study were to explore the intrapersonal,

interpersonal and institutional dynamics and reactions related to LSA. The research can be

encapsulated in two research questions: how does LSA happen, and how do role players

respond to LSA and investigations? Vulliamy (1990) and Blaxter et al. (2001) asserted that

the nature of a research question determines which methodological approach would be

suitable. The aims and objectives of this thesis already suggest that a qualitative approach

would be methodologically more appropriate than "scientism" (Creswell, 1998: 52).

There are a number of reasons why the qualitative paradigm is more suitable: Numeric data

negate the individuals by combining them with the results of a whole group (Strain, Kohler

& Gresham, 1998); in so doing personal experiences, subjective meaning-making and

idiosyncratic reactions are obscured (Denov, 2003; Maree & Kruger, 2001). I specifically

hope to enhance empathy and understanding of the issues and repercussions of existing

circumstances, which is not always accomplished with sterile data. Furthermore, Dzvimbo
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(1994) called for the application of qualitative research in the African educational

context. He held that it is important to discover own African relational realities, rather than

to accept Western realities and policy recommendations without question.

The tenets of the qualitative tradition, as elucidated by Patton (1990: 39-63), are pertinent to

this research. First, qualitative inquiry ascribes to a holistic perspective (Blaxter et al.,

2001; Patton, 1990; Vulliamy, 1990): I accordingly contextualised the events and included

what I presumed to be the most important role players associated with LSA. Second,

Creswell (1998) stated that qualitative inquiry endorses the notion that diverse perspectives

on the same phenomenon might exist (the interpretative paradigm): I explored how each of

the participants perceived, interpreted and experienced - "verstehen " - (Blaxter et al., 2001:

61) the alleged LSA, and included role players who are often dismissed as biased or

uninformed. I assumed that it might contribute significantly to the understanding ofLSA if

a perpetrator were granted the chance to pronounce his/her perspective, whether self-

exonerating or not. Third, it is furthermore presupposed that "human experience [and

actions] makes sense to those who live it" (Creswell, 1998: 86; also Ely et al., 1997;

Vulliamy, 1990). Regarding the case study, interpersonal and institutional (inter)action is

thus grounded in every person's interpretation of his/her circumstances and context. With

respect to the research, it is accepted that every story told (or suppressed) will be purposeful

and, invariably, subjective. I will try to expose why actions were taken and why some facts

were "hidden ... suppressed,[and] distorted" (DuBois, cited in Bergen, 1993: 200).

Fourth, a qualitative researcher has to suspend judgement in order to "understand the world

as it is, to be true to complexities and multiple perspectives as they emerge" (Patton, 1990:

55). I was originally torn between the views of the feminist and systems theories on the

stance of the researcher. Feminist scholars reformulated the research process calling for

open acknowledgement of the researcher's beliefs and sympathies, and the empowerment of

(female) participants (Edwards, 1993; Neuman, 1997; Renzetti & Lee, 1993b). Systems

theorists, on the other hand, endorse neutrality (Scheel & Ivey, 1998). The choice between

the two positions was not only a conceptual dilemma, but also had personal roots. My

problem was that, in the manner of feminist research, I hoped that the research would be

socially responsive, but assumed that if I challenged the perceptions of participants, or if I

distributed blame from a moral high ground, I would estrange participants. I found the

answer in Patton's (1990: 58) description of empathic neutrality: "Empathy communicates

interest in and caring about people, while neutrality means being non-judgmental about
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what people say and do during data collection." Thus, during the fieldwork phase of

the research, I listened attentively and in a "discovery-oriented" manner (Patton, 1990: 41)

to participants; only during later phases was the credibility of participants critically

examined.

Of the many qualitative applications I employed the case study method, which entails the

collection of detailed, in-depth and personalised information about a unit of analysis

(Blaxter et al., 2001; Creswell, 1998; Neuman, 1997; Patton, 1990). The case study was

methodologically appropriate in that it is said to provide texture and detail "so that readers

feel that they are there" (Neuman, 1997: 333) - precisely what is needed to enhance

empathetic understanding. The literature review was therefore particularly important in

order to expose 'typical' intrapersonal, interpersonal and institutional dynamics; case studies

are known to have a limited scope, are often setting-specific, and are not necessarily

representative.

9.3 Sampling

As expected the sensitivity of LSA led to problems with the selection of a case study.

Participants had to be "available and willing at the time" (Bell, 1987: 74). Availability was

a problem as survivors are often subjected to "the push-out phenomenon" (Njau &

Wamahiu, 1994: 55) and because the teacher-perpetrator may have been transferred or

dismissed. Willingness to participate in research on LSA is even more difficult: the survivor

probably has a lot of unspoken fears; the perpetrator might be defensive and/or aggressive;

and educators are aware of the defamatory nature of statements. Bergen (1993: 204) named

the target population of sensitive research a "hidden population ".

Type of sampling. I decided to use non-probability convenience sampling (Blaxter et al.,

2001). I would use the first case ofLSA meeting the inclusion criteria and of which role

players were available and willing. "They just happen to be the people you get hold of"

(Coolican, 1999: 41). Regarding convenience sampling Neuman (1997: 204) warned, "[The

researcher] can easily get a sample that seriously misrepresents the population." There is

no doubt that same-sex LSA allegedly perpetrated by a female teacher is unusual, as

occurred in this case study. Convenience sampling thus produced an unrepresentative

sample; however, it will be shown that not all findings were atypical.
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Inclusion criteria. Inclusion criteria usually set temporal, environmental and

participant limitations. A temporal criterion was that the case should be recent: that is, the

LSA should have been disclosed or discovered not more than 12 months previously. The

reason for this was to reduce recall difficulties, although it is recognised that post facto case

studies per se are affected by recollection complications (Herzberger, 1993; Renzetti & Lee,

1993a). Recently concluded cases would also have the advantage that role players might

still be available. Some passage of time should have relieved the most intense emotions and

added objectivity to the events. Another temporal criterion was that the disciplinary process

(if any) should have been concluded. It is important that the case was closed because: (a)

the research would probably have had an influence on, and would have been influenced by,

disciplinary processes; (b) I did not want to add to the stress and distress concomitant to

disciplinary proceedings; and (c) an ongoing case of LSA might have placed me under

moral or legal obligations to share information with an investigating team. A guilty verdict

was not an inclusion criterion (also refer to Young (1997) on this matter). The only

environmental criterion was that the LSA should have occurred at a school or hostel in

Namibia.

As defmed in Chapter 1, the perpetrator of LSA had to be (or had to have been) a teacher

and the survivor a learner. However, for practical and ethical reasons, the survivor had to be

a secondary school learner. This would also ensure that he/she would be fairly competent in

English. The inclusion of male and female participants and different hierarchical levels

from the education system was important to explore systemic dynamics holistically (Bell,

1987). The most important inclusion criterion was that the participants had to grant

informed consent - which could have introduced some volunteer bias (Collings, 2002). I

was aware that "the more sensitive or threatening the topic under discussion, the more

difficult sampling is likely to be, because potential participants have greater need to hide

their involvement" (Renzetti & Lee, 1993a: 30).

9.4 Overview of the research process

Glensne and Peshkin (cited in Creswell, 1998: 114) questioned research conducted in "your

own backyard". They asserted that such research may be compromised because (a)

qualitative researchers will bring their own biases and understanding into the research; and

(b) "friends and colleagues" might hold back or distort information. I suspect that these

two objections are valid whether or not research is done in one's own institution, and
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whether research is qualitative or quantitative. The third objection, however, is more

valid: (c) the research might "provide 'dangerous knowledge' that is political and risky for

an 'inside' investigator." I am acutely aware that this research has unearthed unpalatable

truths that might not be appreciated by my employer. The value of a backyard investigation

lies in the "closed nature of institutions, which ... have made them hostile to outside

intervention" (Jones & Myers, 1997: 116). It is not impossible that an 'insider' might more

easily receive permission to research a sensitive topic such as LSA than an 'outsider'.

Researchers warn that "powerful gatekeepers" (Renzetti & Lee, 1993a: 27) may deny or

restrict access (Berg, 2001; Neuman, 1997). I was thus apprehensive about approaching the

three gatekeepers who have jurisdiction over the right of entry: the Permanent Secretary has

to approve research on/in education; a Regional Director has to sanction research conducted

in his/her education region; and a principal could refuse interference in his/her school.

Furthermore, as informed consent had to be granted by every participant, each individual

was actually a gatekeeper to his/her information, feelings and meaning-making.

Despite my fears the Permanent Secretary's approval was swiftly granted. It could be

deduced that there was a willingness to probe and ultimately to address one of the most

shameful phenomena in education, and that a culture of openness prevails. Regional

Directors, being relatively independent, could disallow the research for a variety of reasons:

a researcher could uncover discrepancies, prejudice and/or non-procedural actions. All

Regional Directors approached were, however, exceedingly helpful; they referred me to the

Regional School Counsellors (RSC) and the Regional Personnel Officers for further

information. The Principal was the third tier of authority to grant permission, and he even

offered his office for the preliminary interviews.

Thirteen people agreed to participate in the research: two suspected survivors; the accused

teacher; two parental figures of the said survivors; the former boyfriend of one of the

suspected survivors; the Principal, Hostel Superintendent, Hostel Supervisor and the

confidante at the school; and the Senior Inspector, a Circuit Inspector and a Regional School

Counsellor (RSC) from the Regional Education Office. Three multi-site visits were

undertaken between September 2000 and October 2002:

First set of interviews. The first set of interviews was mainly introductory and took place

in September 2000 (approximately eight months after the alleged grooming started and three

months after a regional investigation). At the Regional Office in Marble Hall, I spoke with
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the Regional Director, the RSC and the Personnel Officer. I was allowed to peruse the

personal file of the accused which contained all documents regarding the case.

The respected RSC, Ms Trewby', accompanied me to Uniondale on official business, and

thus enhanced the trust of school participants. At the school, interviews were conducted

with the Principal (Mr Sterne); the confidante (Ms Carey); a school and hostel colleague of

the accused (Mr Holmes); and the suspected survivor (Sharon). I felt discouraged by the

fact that the accused teacher (Miss Hyde), with whom an appointment was made, evaded me

by leaving the school premises through the back exit the moment the bell rang at the end of

the school day. Even worse was the fact that the suspected survivor burst into tears half an

hour into the interview. (The contextual trigger for Sharon's outburst will be discussed

later.)

By the participants' choice these preliminary interviews were all conducted in the

Principal's office; this was a mistake. Although the office block was free from interference,

anonymity was sacrificed to a certain extent. As a case in point: during the interview with

Mr Holmes, the accused walked past the window (there was not a path there, creating the

impression that she might have walked past the window deliberately). He reassured me,

"She wouldn't merely ask me ... [about the interview] ... except if she has had a little

something ..." [Afrikaans: ietsie is an euphemism for an alcoholic drink]. Nevertheless, we

drew the curtains: a half-hearted attempt at ecological safeguarding.

Second set of interviews. The second visits were conducted in June 2001: more than a year

after the alleged sexual abuse was disclosed. The site visit was postponed because the

Regional Office reopened the case and was trying to transfer the accused to another town -

unsuccessfully. I decided to wait for the transfer as such distancing in space and time would

facilitate interviews with colleagues of the accused teacher.

At Marble Hall interviews were conducted with the Senior Inspector (Mr Grimm); the RSC

(Ms Trewby); the transferred Hostel Superintendent (Mr Seymour); Sharon, who then

attended a senior secondary school at Marble Hall; and another out-of-school suspected

survivor, Mary. At this stage I was given permission by Sharon to approach her parents

and/or older sister and her former boyfriend in Uniondale.

1All the names of places and participants are pseudonyms, refer to Section 9.7.
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At Uniondale, the Principal, confidante, two parental figures (Ms Hardy and Ms Cook),

the accused teacher, and Sharon's former boyfriend (Justin) were interviewed. Again I was

accompanied by a reputable Regional Education Officer. This Officer remarked that it was

good that the two of us went together because she would be able to "break the ice", referring

to possible difficulties arising from racial origin. This time most interviews were held at my

hotel or at the participant's house, as recommended by Bergen (1993). Miss Hyde (the

accused) preferred to be interviewed (both times) at the school, as did the Principal.

Returning from Uniondale I interviewed Sharon again. On my way back to Windhoek I also

had the opportunity to interview Mr Warden, the Circuit Inspector who opposed the

transferral of the accused to Hopetown.

Third set of interviews. The third set of interviews was conducted in mid-October 2002

during a national training programme. The goal was to see whether the research had any

impact on the participants and to engage in further debriefing if necessary. Itwas also used

as an opportunity to verify facts. At Marble Hall I saw Sharon for the fourth time and spoke

with Mary and Mr Seymour. In Uniondale I interviewed the Principal, the two parental

figures and briefly spoke with Miss Hyde, Ms Carey and Justin. On my way back I again

interviewed Mr Holmes, who had been teaching in Hopetown since 2001.

The socio-environment. A graphic illustration of the case study (Figure 9.1) elucidates the

multi-site, multi-participant nature of the research. The participants will be properly

introduced in the next chapter.

9.5 Data collection and analysis

In this section I will discuss data collection and the analysis of (a) interviews, (b) documents

and (c) observations. The data corpus consisted of 194 pages of transcribed interviews with

the 13 participants: two interviews each with Miss Hyde, Ms Carey, Mr Holmes, Mr

Seymour, Mr Sterne and the two parental figures; one interview with Justin and each of the

three regionally-based officials; four contact sessions with Sharon, and two with Mary. The

data corpus also included 18 policy documents of international or national reference, 10

case-specific documents, and five letters from the archival files (Appendices D to H).
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MrGrimm
Mr Cutler (non-participant)
MsTrewby

Figure 9.1 Case participants and the socio-environment at the time of the alleged LSA (a
change of living location of participants during the period of the case study is indicated in
italics and the date of the move is indicated),

9.5.1 Interviews

The main research technique was face-to-face interviews (FFI)_ I hoped to capture a

participant's personal meaning-making through the interviews. The discourse regarding the

value of FFI (particularly in comparison to self-administered questionnaires) is an ongoing

one, refer to Collings (1995)_ I certainly agree with Herzberger (1993) that research of child

abuse demands exceptional sensitivity whether it is conducted through self-administered

questionnaires or FFI.

Interview schedules. André, Frevert and Schuchmann (cited in Nicholas, Durrheim &

Tredoux, 1994) declared that the structure, wording and ordering of items in an interview
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schedule on sexuality are of particular importance. I prepared an interview protocol for

every group of participants, each of which was structured as follow:

(a) Introduction and preliminaries

(b) Demographic information

(c) Rapport building, validation and informally getting to know participant

(d) The incident(s) and investigation of the alleged sexual abuse

(e) Individual's reaction

(f) Other people's reaction

(g) Consequences

(h) Recommendations

(i) Conclusion and debriefing

In Appendix B the interview schedule for the Principal is included as an example. The

appendix is comprehensive and self-explanatory. The face validity of the interview

schedules was checked by my supervisor and an expert reader in the field of CSA - both of

whom are registered psychologists.

Rather than categorising an interview as structured, semi-structured or completely

unstructured, Bell (1987: 71) asserted that interviews should be categorised on "a

continuum offormality". According to Wood, Orsak, Murphy and Cross (1996) highly

structured protocols are inflexible, whereas unstructured interviews can lack reliability. I

anticipated that the sensitivity of the subject necessitated a semi-structured format.

However, the interviews ended up being far more informal, with the duration, content and

shape of interviews determined by individual participants. Already in the Rapport Building

phase all the participants, except Sharon (the suspected survivor) but including the accused,

had already started talking about the allegations and investigation, what they had done,

heard and seen, and what the other role players did or did not do. The interview schedules

were ultimately used as a checklist at the end of each interview. Patton (1990: 61)

commended the importance of "design flexibility" and "situational responsiveness ".

I can only speculate on why the participants reacted in such a spontaneous way. Perhaps it

was the "eagerness of the respondent to please the interviewer" (Bell, 1987: 73); or perhaps

the participants wanted to become involved in evoking change through sharing their stories

as hypothesised by Bergen (1993). My view is that the participants had many repressed

feelings, thoughts and opinions which they had not been able to voice: the interviews gave

the participants a chance to ventilate and pronounce their views.
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The value of the free flow of the interviews was manifold. First, the participants talked

about and revealed what was of central importance to themselves (Bell, 1987). Second, the

fact that participants determined which topics were discussed and when, and self-disclosed

if and when they wanted to, promoted what Renzetti and Lee (1993b: 178) referred to as

"true dialogue", in contrast to "interrogation". Third, issues that I would possibly not have

explored, such as the isolation of the suspected survivors, were revealed as of central

importance. Subtle and in-depth dimensions were disclosed which would not have been

uncovered in a more structured interview. Fourth, because participants lead the interviews,

researcher bias - "the tendency of the interviewer to seek out the answers that support his

preconceived notions" (Borg, cited in Bell, 1987: 73; also Bergen, 1993) - was minimised;

this was particularly important as I hold strong views on the topic ofLSA. The researcher-

participant relationship naturally unfolded into a collaborative, dialectic relationship.

Interviews ranged from 30 minutes (some of Sharon's interviews) to more than two hours.

Language. Language is not a neutral medium and therefore not free of cultural and

ideological assumptions. This is even more true for a country like Namibia which is

populated with 10 main language groups (www.grnnet.gov.na; www.namibia.org.na) and

which has, like South Africa, a colonial history in which language was used as an instrument

of suppression (Suransky-Dekker, 1998). During the planning phase I was aware that

language might be problematic because, although English is the official language, only 0.2%

ofNamibians are English mother tongue speakers (www.grnnet.gov.na;

www.namibia.org.na). I was also cognisant of - as pointed out by Sebakwane (1993/4: 87)

- the value of "allowing respondents thefull range of expression and nuance of their native

language in reflecting on their life experiences ".

As it turned out, the participants were fluent in Afrikaans, my own mother tongue.

Conversant with Suransky-Dekker's (1998) suggestion, all interviews were started off in

English and participants were invited to speak in Afrikaans if they wanted. Most of the

interviews were conducted in Afrikaans, still the linguafranca of many people in Namibia.

For the sake of originality and to capture the richness of the local Afrikaans dialect,

language peculiarities present in official documents or uttered by participants have been

retained, and translations have reproduced language peculiarities as closely as possible.

Because translations often forfeit nuances, the verbatim Afrikaans is noted where

particularly illuminative. Grammatical mistakes will be indicated thus: [sic]. Like
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Sebakwane (1993/4: 87) I found that language often transmits "inner perception" in

such a way that "faithful translation is an impossibility".

One participant, the Circuit Inspector who refused to support the transfer of the accused to

Hopetown, chose to be interviewed in English. After the interview we switched to

Afrikaans quite naturally. He then explained that he thought that I had been delegated by

the Regional Office to persuade him to accept the transferral. The official language was

thus deliberately used to formalise the interview. This incident illustrates that language is

influenced by the intention of its users, and that it cannot be separated from its audience

(Brown, 1998).

Interview analysis. The transcripts were analysed through intra-interview and inter-

interview analysis. Intra-interview analysis was insightful in that it revealed a participant's

internal reliability and/or how stressful the interview was. For example, Ms Hardy's

increasing ease with a concomitant relaxing of defences was observed. She (2001: 3, 11)

initially indicated that Sharon's parents paid the hostel fees, but later felt sufficiently at ease

to reveal that Miss Hyde paid all Sharon's school expenses. Interviews were examined not

only for content, but also for process. The intra-interview analysis of Miss Hyde's interview

protocol revealed a discrepancy between the quantity and quality of the details recounted. It

was as though the interview space had to be filled with as much (innocuous) detail as

possible. Fears probably underlay Ms Carey's hushed tones every time a particularly

sensitive point was raised.

Narratives were also analysed for variation between speakers: inter-interview analysis

(Strain et al., 1998). Omissions of significant information by some participants were

noteworthy. Miss Hyde and Sharon revealed little of their intimate conduct, whereas the

other participants emphasised the couple's interpersonal behaviour. Versions of the same

incident were examined and inconsistencies were probed for intent. For example, the

accounts ofMr Seymour and Holmes about the hostel inspection during which they

(temporarily) banished Sharon from Miss Hyde's room are the same. Miss Hyde, on the

other hand, claimed that the hostel inspection was initiated by herself: possibly to emphasise

her innocence.

Four sets of readings of the protocols were conducted, each with a different objective. The

aim of the first reading was to approximate the "life worlds" (Suransky-Dekker, 1998: 293)

of the participants. In the second reading I focussed on the key units: the (suspected)
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survivors, the (alleged) perpetrator, the parental figures and educators; and third readings

were conducted on conceptual categories raised in the literature, such as power,

vulnerability, boundaries, coping, defences and morality. The validation and extension of

themes which had surfaced during previous analyses were undertaken in the fourth reading.

Readings thus progressed from a domain analysis to the "successive approximation"

(Neuman, 1997: 427) of the main objective of the research.

9.5.2 Documents

Altheide (1996: 5) referred to documents as "part of an ecology of communication" and

Blaxter et al. (2001: 207) proclaimed that they are "mediums through which social power is

expressed". Three types of documents were analysed for purpose, style, content and effect,

as well as the voice (or voicelessness) of the authors.

The first group consisted of legalistic documents: international conventions, national laws,

and educational regulations and guidelines (refer to Chapter 4). Most of these were

produced with an idealistic purpose, and it is clear whose interests are being protected in

each, seemingly to the exclusion of others. The legalistic documents played a significant

role in the case study: not to resolve issues as was intended, but they inadvertently

disempowered the educators - or so the educators claimed. The national documents also

revealed that lawmakers (a) had not anticipated LSA when some of the acts and regulations

were drawn up; (b) were ignorant of the dynamics ofLSA; or that (c) their primary

consideration was the deliverance of justice (to public servants) and nothing further.

The second group of official documents was acquired from regional and school archives:

a first and second warning, and
an old, unprocessed charge of misconduct for previous misdemeanours by Miss Hyde;
an application form to the Government Medical Aid Scheme;
the minutes of the School Board after the letter of disclosure;
two reports after the two regional investigations;
a letter in which Miss Hyde's services as a Hostel Supervisor are terminated; and
two unprocessed letters of transfer.

Caulley (1983) and Shumba (2001: 40) stated that official documents and case files add

substantiation and validation to a case study, as they "do not suffer from problems such as

social desirability, retrospective recall bias, and single perspective reporting". Contrary to

this, Herzberger (1993: 39) asserted that archive documents are also affected by "selective

and biased entry of [...} sensitive information". Herzberger's assertion was substantiated.
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Nevertheless, the value of these documents was manifold: (a) they revealed important

information, such as Miss Hyde's application to the Government Medical Aid Scheme to

include Mary as her "godchild/guardian" in October 1997; (b) as predicted by Caulley

(1983), the documents informed on the chronology of events; and (c) the value of the

documents lay first and foremost in their exposure of institutional dynamics. Regional

reports were written to justify official responses to the allegation, and the style and wording

of the reports brought to light the cautiousness of officials. The unprocessed letter of

transfer was an ironic reminder of the unsuccessful reopening and re-closure of the case.

The last set of documents was also retrieved from archives, but was of a different style:

Sharon's letters of disclosure, recantation and betrayal, a very personal love letter to Miss

Hyde, and Miss Hyde's letter of denial; these letters are included in Appendices D to H.

The "styles, images, meanings, and nuances" (Altheide, 1996: 14) of the letters exposed the

interpersonal dynamics between Miss Hyde and Sharon and their "inner worlds" (Berg,

2001). Not only the style of the letter of disclosure but also the way in which it was handed

over to Ms Carey displayed Sharon's desperateness and fear, and added to the credibility of

the disclosure. Regarding the letter of denial one has to ask whether Miss Hyde was willing

(and able, considering the possible repercussions) to tell the truth (Caulley, 1983). Although

well-argued, Miss Hyde's letter seemed to mix issues intentionally and was apparently

aimed at "self-vindication and reputation enhancement" (Duffy, 1987: 54). These letters,

wittingly and unwittingly, gave credence to the possibility that Sharon was a survivor of

LSA.

9.5.3 Observation

Using a tape recorder facilitated the third method of data collection: participant observation.

My first interview with Sharon illustrated how crucially important observation was. Sharon

declared that she was not interested in men any longer; her hesitation, facial expression and

reaction revealed that she thought she had said too much. If I had been transcribing at that

moment, this information would have been lost. Being relieved of note-taking also

promoted "empathie listen[ing]" (Bergen, 1993: 201; also Blaxter et al., 2001) and

interaction with participants as real people, rather than research subjects.

In summary, the multi-participant and multi-method case study was conducted through

audio-taped semi-to-less structured interviews, and included an analysis of public
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documents, archival records and letters, as well as observations of the participants

during interviews. Multiple sources in a variety of forms were thus gathered.

9.6 Methodological issues related to sensitive topics

Lee and Renzetti (1993) defmed sensitive topics as those which pose potential threats (or

costs (Bergen, 1993)) to the researched and/or researcher. A multitude of factors contribute

to the sensitivity of topics such as LSA. LSA is laden with pain, shame and a host of other

feelings; it involves the private sphere of sexuality. Research into LSA "impinges on the

vested interest of powerful people" and poses a threat to one of society's sacrosanct

institutions (Bergen, 1993: 198; also Renzetti & Lee, 1993a). If the alleged perpetrator is a

female, such research challenges the ideology of women as nurturers of children (Lee &

Renzetti, 1993). Furthermore, research on LSA necessarily delves into "deviant activities"

(Lee & Renzetti, 1993: 6) which may stigmatise or incriminate role players. In this section I

will elucidate in what ways the research could be considered sensitive and how this sensitive

nature influenced the participants, the researcher and research process.

Participants'stories. For the participants the research posed potential psychological and

legal harm. The research could be considered psychologically taxing because it might

remind participants of a time of fear, stress, embarrassment and shame. As daunting were

the potential legal threats (civil, criminal and disciplinary) coupled with their participation

(Neuman, 1997). Not only were procedural wrongdoings uncovered, but Miss Hyde's

supposedly legalistic attitude exposed participants to possible civil or criminal lawsuits for

crimen iniuria or defamation (Snyman, 2002). To minimise psychological harm the

interview process was adapted to be as un-disconcerting as possible. To secure participants

from legal harm confidentiality was a major issue.

As could be expected, the sensitive and controversial nature of the research influenced the

narratives of the participants. Social desirability responding was prevalent. Miss Hyde and

Sharon seemed to stress the non-sexual nature of their ongoing relationship; the parental

figures emphasised why they could not affect change; and the education corps seemed to

underplay the role they themselves had played in the miscarriage of the case. Such

narratives could summarily be demolished as worthless in quantitative research.

Conversely, qualitative inquiry asks why it was necessary for the participant to respond in a

socially desirable way. For example, I deducted from the easy and frank way in which

participants shared their misgivings and difficulties that their powerlessness was reaL
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As will be shown, most participants depicted themselves as 'rounded' characters'. Miss

Hyde (and Mary), on the other hand, portrayed themselves as 'flat' characters - all, and only

good. Miss Hyde's behaviour, as perceived by other participants, belied her "saintly"

(Coolican, 1999: 145) self-portrayal and recalls Glasgow's (1993: 104) assertion that

"offenders are notorious for their unreliable accounts of their own behaviour".

The researcher's story. Edwards (1993: 184; also Oskowitz & Meulenberg-Buskens,

1997) asserted that an exposition of the experiences, feelings and impressions of the

researcher should be an integral part of qualitative research: the "location of the self'. In

this section I will explicate how my acute awareness of the potential threats to participants

and my own work-related, legal and ethical vulnerability affected the research process from

"formulation through design to implementation, dissemination, and application" (Lee &

Renzetti, 1993: 6).

In Section 1.4 I have indicated how my multifaceted exposure to LSA contributed to my

interest in LSA. I found sexual abuse of learners within the protected sphere of a school per

se disturbing and the consequent investigations and hearings anxiety provoking. An error of

judgement could (re)consign a perpetrator back to a school- this time better apprised to

conceal his activities and well-versed of possible loopholes in the system. These

experiences contributed to my hope to foster understanding for the dynamics of LSA and to

the conviction that such abuse within education has to be eliminated. In the context of this

scientific inquiry, I also used the preparatory technique - "role-taking" (Oskowitz &

Meulenberg-Buskens, 1997: 84) - through which a qualitative researcher reflects on

personal experiences, and familiarises herself with the research topic and her own position

relative to it. This was relatively easily accomplished with regard to the survivor, her

primary caretakers and school staff. Reflecting on how I might have experienced myself

had I been a perpetrator and empathetic understanding with the perpetrator, were much more

difficult. However, I was vigilant of the problems of bias and partiality, countertransference

and projection.

2 In literature studies a round character would be depicted as lifelike and nuanced, embodying the complexities and inner
tensions of human nature, enveloping beauty and ugliness, goodness and badness. Conversely, a 'flat' character is an one-
sided, superficial and unconvincing personification of either the hero or the villain (Scholes, 1968).
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During the formulation and design phase I was aware that the participants might be

unwilling to participate or that they might not reveal (all) intimate and incriminating

information. Herzberger, (1993: 34) asserted that "it is difficult or perhaps even impossible

to ensure that research participants will provide honest answers to questions ... and to some

extent unremedial". This probably contributed to the objective of the research: rather than

attempting to ascertain the absolute truth, I would explore individual perspectives.

Itwas the data collection phase that was affected most by the sensitive nature of the

research. Interviews were characterised by an "extraordinary delicacy in eliciting

information" (Herzberger, 1993: 34; also Coolican, 1999). The participants were respected

as the "panel of experts" (Patton, 1990: 76) and their feelings and meaning-making treated

sympathetically and non-judgementally. Although I could hear the silences, projections,

rationalisations, and denials of responsibility etc., I could also imagine the underlying

confusion, stress and distress. Despite being opinionated about LSA, I could empathise with

the dilemma of the participants.

The writing-up stage was distinguished by doubts and the employment of defensive coping

mechanisms. I re-read the thesis for incriminating statements; technical language was

adopted to safeguard the participants and myself; and I was tempted to sanitise findings.

This reaction is not unique: Finkelhor (1998: 1864) proposed that the decline in numbers of

cases of CSA in the USA "may be due to a new caution among and perhaps some

intimidation of professionals and the public at large in the face of publicity about false

reports, misguided prosecutions, and civil lawsuits ", I decided that silencing myself was

"also an avoidance of responsibility" (Lee & Renzetti, 1993: 11) and disloyal to all learner-

survivors.

Another factor which contributed to the sensitivity of the research was my "social location "

(Taylor, Gilligan & Sullivan, 1997: 14): "any telling of 'a story' may be affected by race,

ethnicity, gender, class, age, sexual orientation, religious background, personal history,

character - an infinite list of possible factors ... " It would have been surprising if the

participants had not initially looked upon me as the white woman from Windhoek, an

outsider. Furthermore, I work at the Head Office of the Ministry. For some participants I

thus represented the institution that battered and betrayed them. For others I might, just,

have access to the ears of important officials, well aware that certain procedures were

waived. Factors which contributed to social scaffolding were the accompaniment of

reputable Regional Officials during site visits; respect paid to participants; the establishment
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of rapport; the length of (most of) the interviews; and the fact that I 'saw' each

participant at least twice.

Related to the sensitivity of the research were my feelings of guilt, further inflamed by

warnings against research conducted on the so-called, "rape model: the researchers take, hit

and run" (Reinharz, cited in Sebakwane, 1993/4: 86). I felt conscience-stricken when the

first interview with Sharon had to be terminated; I felt remorseful that Ms Cook, only

through her participation, came to the realisation that Mary might have been a survivor of

LSA too. My researcher guilt contributed to an empathic understanding of participator guilt.

Given the extent to which the role players revealed their thoughts, feelings and actions, my

fears were perhaps misplaced. As remarked by Lee and Renzetti (1993: 5), "It is not

uncommon, for example, for a researcher to approach a topic with caution on the

assumption that it is a sensitive one, only tofind that those initial fears had been

misplaced. "

9.7 Ethics

In this research ethical considerations were salient. Participants were protected and

respected, and the power differentials between the researcher and participants reduced in a

variety of ways.

Researcher's guilt. I have discussed in the previous section how the invasion of privacy in

the lives of participants troubled me. I am of the opinion that researcher guilt may

contribute to more ethical research. Neuman (1997: 443) attested that "before, during, and

after conducting a study, a researcher has opportunities to, and should, reflect on research

actions and consult his or her conscience" [original emphasis].

Informed and voluntary consent. The informed consent statement given to the

participants covered the central purpose and expected value of the research, and included the

issues of confidentiality and anonymity. This statement was discussed thoroughly with

participants at the beginning of an interview (refer to Appendix B). At this time the

participant's right to non-participation was emphasised. I furthermore impressed upon

participants that they could terminate the interview at any time; that they could indicate if

they did not want to answer a question; and, as advised by Zeichner (2000), invited them to

switch off the tape recorder whenever they wished. Hereby the participant's autonomy was
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respected and the relationship equalised. As a case in point, Sharon - a learner - took

control of the tape recorder and many times just smiled when she did not want to talk about

something.

Anonymity. In light of the cooperation, courage and trust of the participants, I felt obliged

to return the allegiance accorded to me, a response also noted by Adler and Adler (1993)

and Oskowitz and Meulenberg-Buskens (1997). In qualitative inquiry and when a single

case study is applied in a sparsely populated country, confidentiality and anonymity are

particularly important. Two identifiers had to be observed to ensure anonymity.

Firstly, the names of the four towns were changed to Marble Hall, Uniondale, Hopetown

and Littleton, none of which are Namibian towns. Marble Hall is the local commercial and

administrative centre; Uniondale is where the alleged union between a teacher and learner

occurred; Hopetown is the accused's hometown and whither it was hoped that she would be

transferred; and Littleton is a neighbouring town with a senior secondary school.

Secondly, to ensure anonymity and keep the participants as ethnically indistinct as possible

the names of all participants are English pseudonyms. My perception of the role that each

participant 'played' (according to himlherself or other participants) informed on the names

chosen: for example, Miss Hyde hid her alleged secret (according to the school and regional

authorities), but like Dr Jekyll she was very generous and kind (as attested by Sharon and

Mary). Mr Sterne was a strict principal; Mr Warden questioned the ethics of transferral; Mr

Grimm was severe about the problems faced by the inspectorate; and Ms Carey was

particularly concerned about Sharon.

Confidentiality. Whereas anonymity protects the identity of participants, confidentiality

means that the information is held in confidence and is not released in a way which might

enable others to link a participant to the research (Berg, 2001). Itwas emphatically

conveyed to gatekeepers and participants alike that none of the transcripts would be made

available for, and that I would not testify at, any further investigations into the case. I also

anticipated that the passage of time, from data collection to completion of the thesis, would

diminish the immediacy of the case. Furthermore, by the end of 2002 Sharon had completed

her school career, the relationship was legitimate.

Sensitive interviewing. For research to be ethical a researcher has to ensure that

participants "feel the same about themselves when they leave as they did when they arrived"
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(Coolican, 1999: 398). It has been elucidated above how interviews were conducted

tactfully and in an empowering manner. Furthermore, the participants were pre-briefed and

debriefed. For example, time was spent to reassure Ms Hardy that silences are a very

common way for children to deal with CSA, so that she might not feel unobservant or

neglectful. Participants were offered counselling.

Child participation. The decision to include a leamer-survivor of LSA was a difficult one.

Advocates for children's rights encourage child participation (Jones, 1995; Jones & Myers,

1997; Osler, 1994; UN, 1989). Furthermore, I believed that excluding Sharon from the

research would have further marginalised her (Jones & Myers, 1997). Children often

experience a loss of control after disclosure (Morrison, 1996), Sharon in particular was

powerless to affect change after her disclosure. I also believe that children as "mini-

consumers" (Morrison, 1996: 129) have the right to have an input in research which might

affect them. On the one hand, I held "a paternalistic caring view" (Jones & Myers, 1997:

118); and on the other hand, I felt that she should have the right to participate. I decided to

have her choose whether to participate or not, and to what extent. "As well as having the

right to say no, they have the right to say yes" (Jones & Myers, 1997: 116). To my mind

Griffiths (1998: 179) established the "golden rule" regarding the ethics of research: "Treat

others as you would like them to treat you under similar circumstances."

There are potential ethics related benefits to this research project. I hope to conjure

empathetic understanding for the positions in which all the role players find themselves

through exploring and exposing the intrapersonal, interpersonal and institutional dynamics

ofLSA and the socio-cultural context in which LSA occurs in Namibia. Ultimately I hope

that preventative, investigative, punitive and restorative measures in education will be

adapted or instituted to address the multifaceted social phenomenon. The motivation for the

research has been discussed in detail in Section 1.4.

9.8 About the credibility of this research

Abuse research is almost always concerned about "what is reported and what infact

happened" (Briere, 1992: 198). This research was compounded by the dilemma of

participant credibility. The data of the case study were in the form of self-reports by

meaning-making participants, whose "meanings become their reality" (Patton, 1990: 75).

Furthermore, CSA is known to be disguised by "layers offronts" (Adler & Adler, 1993:

249). To complicate matters further, the researcher is a variable too (Edwards, 1993). This
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research thus involved "double subjectivity" (Renzetti & Lee, 1993b: 177). In this

section the tension between truth and falsehood will be examined as a methodological issue

(it will also be discussed as a recurrent theme in Chapter 15).

9.8.1 Participant subjectivity

One of the methodological limitations of the study has to do with the complications

regarding storytelling. Who should we (and, by implication, the education authorities

involved in disciplinary investigations) believe?

Was Sharon's initial disclosure of LSA the truth, or her later reconstruction of the nature of

the relationship - that it was a guardian teacher-learner relationship? In the literature review

it was pointed out that retraction and denials do not necessarily mean that CSA did not

occur. The literature indicates that children are more likely not to report CSA than fabricate

accusations. It is possible that the initial disclosure was sincere.

Were Miss Hyde's adamant denials that the relationship was sexual true? Itwas indicated

that perpetrators have a "tendency" to deny aspects of the sexual abuse (Hilton & Mezey,

1996: 412), or "they may lie" (Elliott et al., 1995: 591; also Glasgow, 1993; Hilton &

Mezey, 1996; Lancaster & Lumb, 1999). It was shown that if a perpetrator were to

acknowledge that a relationship had existed, a range of excuses, rationalisations,

minimisations and justifications might be proffered. The fact that perpetrators have been

characterised as defensive (Lancaster & Lumb, 1999), obstructive (Murphy & Smith, 1996),

contriving (Elliott et al., 1995), and deceptive (Gudjonsson & Sigurdsson, 2000),

compromises the credibility of Miss Hyde's accounts.

Neither can the accounts of the educators necessarily be taken at face value. The "culture of

survivalism" to which Morrison (1996: 129) referred may well have driven individuals to

defensive storytelling. As had been shown, archival documents do not necessarily provide

an accurate history either. The stories of Sharon, Miss Hyde and the education corps co-

existed and were imbued by subjective meaning-making, which could jeopardise the

credibility of the research.

Retrospective accounts. Furthermore, all interviews were retrospective and "telling the

story of a past experience [is] always an interpretation of 'actual events '" (Hall & Kondora,

1997: 44, also Hetherton, 1999; Rumstein-McKean & Hunsley, 2001; Shumba, 2001). The

passage of time may influence faithful recall (Briere, 1992). When an incident is shrouded
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in secrecy, confusion and shame, and coupled with power disparities, as LSA is, the

negative memory is even more susceptible to reconstruction (Hall & Kondora, 1997).

"[Cjontemporary adaptation" (Briere, 1992: 197) may also have an affect on recall. As a

case in point, many of the education corps seemed to have forgotten Sharon's emotional-

behavioural difficulties prior to disclosure. It is possible that, because the educators' needed

to negate their failure to protect Sharon, the story was re-invented to suggest Sharon did not

need or want their protection. Furthermore, the sequencing of the events was directly

affected by recall bias (Herzberger, 1993): participants recalled 'highlights' - things that

they themselves experienced as disturbing (such as 16-year-old Sharon sitting on Miss

Hyde's lap during a school function) - but they had difficulty to place these highlights in

sequence. Participants even forgot exactly how many days elapsed between the letter of

disclosure and the letter of recantation. "In terms offact finding", Hall and Kondora (1997:

49) asserted, "there are limits to establishing the details and actuality of any past event. "

Unobservable constructs. Another factor that might impact on the credibility of accounts

is the fact that constructs such as 'a loving relationship', 'an abusive relationship', 'parent-

child closeness', 'power' and 'vulnerability' cannot be observed directly. We can only see

outward manifestations in deeds (Neuman, 1997), or hear processed stories. These

dynamics can only be approximated through careful deductions.

9.8.2 Researcher subjectivity

Not only are the narratives of participants suspect, but research, according to Griffiths

(1998: 177), also "shapes reality in its own image ". As much as the answers offered by

participants are intentional, the questions asked by a researcher are deliberate. Whether

unconsciously interpreting narratives from my own point of view or consciously omitting

selected facts ofa sensitive nature (Adler & Adler, 1993; Renzetti & Lee, 1993b), researcher

subjectivity could be considered generic to qualitative inquiry.

9.8.3 Enhancing the credibility of this research

"How do we know that the qualitative study is believable, accurate, and 'right'?"

(Creswell, 1998: 197). Some of the criteria by which accuracy could be determined were

presented by Creswell (1998): the criterion of fairness (which refers to a balance of

stakeholder perspectives); the criterion ofpositionality (which means that the research

should honestly display its own stance and the position of the researcher); the criterion of

voice (participants should be given the opportunity to pronounce their views, and alternative
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voices have to be included); the criterion of critical subjectivity (which refers to the

researcher's self-awareness before, during and after the research process); and the criterion

of reciprocity (which refers to the trust and respect between the researcher and participants).

In this chapter adherence to all these criteria has been illustrated.

It is, however, the concepts central to scientific measurement - validity, reliability and

generalisation - which are problematic in qualitative research. For example, because

qualitative inquiry is often orientated towards the "unique case" (Patton, 1990: 53), this

research might not be repeatable or even representative. In this section I will describe how

the credibility of this research was enhanced.

The first step towards advancing credibility is for a researcher to be aware of possible

pitfalls and to reflect on the research process. In this chapter I mainly engaged in

methodological introspection.

Second, although I endeavoured to determine the credibility of participants' narratives,

exposing the 'truth' was not the aim of this research. As explained by Jennings and

Armsworth (1992: 563), qualitative research has "tunderstanding' rather than 'proof' as a

goal". I accepted the stories of the participants as their phenomenological realities.

Third, the participation of 13 role players and the inclusion of a variety of other sources

should counteract the methodologically suspect "single perspective reporting" (Shumba,

2001: 40). It should also, according to Creswell (1998), accommodate the corroboration of

observations, interpretations and conclusions.

Fourth, triangulation was applied to determine the credibility of narratives, a technique by

which the content of stories is surveyed from different angles, and by which different views

on the same thing are compared (Coolican, 1999; Creswell, 1998; Neuman, 1997). Stories

were triangulated by looking for invariant and divergent information within and across

interviews. Through triangulation it was detected that silences were maintained about some

incidents by some participants, while others candidly talked about the same incidents.

Through triangulation the truth of stories was substantiated or challenged.

Fifth, related to triangulation, is the exploration of negative evidence. "[Tjhe non-

appearance of something can reveal a great deal and provide valuable insights" (Neuman,

1997: 435). The inconsistencies, differences in emphasis, omissions of certain incidents and

silences were investigated as negative evidence. The following negative evidence was
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insightful. (a) Some participants were not aware of certain factors: for example, the

Regional Director's recommendation that only the teacher and not Sharon should be

expelled from the hostel has apparently never been divulged to the school. (b) Events were

overlooked; all participants (seemingly) overlooked what happened to Sharon during the

holiday between the disclosure and the investigation. Other sources of negative evidence

were: (c) the evasion of an interview (Miss Hyde in 2000); (d) social desirability responding

(most pointedly by Mary); and (e) non-responses (in particular by Sharon). I looked for

"what's missing" (Neuman, 1997: 435) and tried to determine why it was missing.

Sixth, the research cycle was repeated which made it possible to determine the consistency

of stories over time. The most interesting finding of the research cycle was perceptual

changes, rather than the emergence of conflicting information. The case progressively lost

its immediacy (despite the fact that the relationship was ongoing) and adaptive measures

were increasingly polished. Participants were "moving targets" (Elder, Modell & Parke,

1994: 187) not only ecologically (Mary, Mr Seymour, Holmes and Sharon moved away

from Uniondale), but also psychologically. It will be shown how much Sharon had changed

from September 2000 to October 2002.

Seventh, the interrelatedness of (inter)action added to the credibility of the research. For

example, Sharon's non-responses during the research process were analogous to the silences

she maintained at home and in school. The trustworthiness of fmdings is thus supported

across contexts.

Eighth, one of the strengths of this research is its ecological validity. Glasgow (1993: 102)

asserted the ecological validity of research could be enhanced through linking research to

official investigative processes, and by including professionals, so that "it becomes firmly

anchored in the real world". The research was anchored in the real world of schools (with

its power differentials and structured hierarchy); firmly linked to statutory processes

(regarding disciplinary action); and embedded in socio-cultural realities of Namibia - all of

which have been independently researched previously.

Ninth, although the data were directly or indirectly anecdotal, the literature supported many

findings of this research. For example, it is not only the Marble Hall Regional Officials who

only prosecute when they have "a reasonably strong expectation" that the accused will be

found guilty, but also the school administrators in Ontario, Canada (Dolmage, 1995), and in
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Zimbabwe (Leach et al., 2000). There too, "insufficient evidence to charge" (Dolmage,

1995: 136) results in disciplinary inaction.

Tenth, Hall and Kondora (1997) asserted that credibility may be derived from the process of

narration. The naturalistic flow of narratives has already been discussed. The same

subjectivities that compromise the research ofLSA and the ways in which the credibility of

fmdings were enhanced, could, I am certain, be transferable to real life (criminal and

disciplinary) investigations.

9.9 Conclusion

In this chapter the many methodological difficulties which might impact on the scientific

value of this research were discussed. Factors which could have rendered findings invalid

and unreliable were related to the qualitative conceptual framework, the single case study

approach, biased storytelling by participants, and researcher subjectivity. The transferability

of the findings may thus be considered highly suspect; Herzberger (1993: 41) commented on

the "folly of drawing conclusions from select case studies". I also illuminated how these

difficulties were addressed. The use of multiple participants from different subgroups was

valuable as participants provided different vantage points to the phenomenon. Furthermore,

a range of research techniques were applied to enhance the credibility of the research

fmdings.

The sampling strategy added value (and difficulties) to the case. In an area where male

perpetration predominates, the alleged perpetrator was a female teacher and the suspected

survivors girl-learners. The caveat of Coolie an (1999: 124) was realised: "Aphenomenon

may occur which is unique or so dramatic it could not have been predicted or studied in any

pre-planned way." The value of a sample that "seriously misrepresents" cases of LSA

(Neuman, 1997: 204) will be discussed in the last chapter.

"Sexual abuse is such an urgent problem that issues of research methodology can seem
almost trivial compared to our needs for knowledge and action. But if we are to have a sound
foundation of knowledge from which to build social policy, this can only happen on the basis
of conscientious and well-designed research. "

One could question whether research design and methodology are really important.

Finkelhor (cited in Collings, 1995: 333) clarified the significance of methodologically sound

research,
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Chapter 10

The story of a non-event: Findings

10.1 Introduction

In this chapter the findings of the research will be presented; these findings will then be

discussed, analysed and synthesised in subsequent chapters. In Section 10.2 I will introduce

the socio-environment and the participants. In Section 10.3 an exposition will be made of

what the participants heard and saw of the extraordinary friendships between the teacher and

two learners. In Section 10.4, through an analysis of consecutive letters, the reality of what

was possibly not just a platonic friendship will finally be exposed. The fifth section will

deal with the school and the Regional Office's response to the allegation ofLSA. In Section

10.6 I will show that, despite the endeavours of some role players, the relationship between

the accused teacher and the second suspected survivor had not ended when Sharon left

school in 2002. In the conclusion I will explain why this chapter is named "The story of a

non-event" .

10.2 Introductions

In this section the reader will be familiarised with the socio-environmental setting of this

particular case of alleged LSA, and will be introduced to the 13 participants 1. Some school

programmes which have relevance to the allegations of LSA will be outlined.

10.2.1 The socio-environment

Uniondale is a small village, about 200 kilometres along dirt road from the nearest big town,

Marble Hall, where the Regional Education Office is situated. Mr Seymour, the Hostel

Superintendent, described Uniondale as a town without a Pep or a Sentra (chain stores found

even in very small towns). Most of the inhabitants are impoverished and many are

unemployed (RSC, 2001: 1). InUniondale everyone seems to be acquainted with everyone

I For the sake of anonymity and confidentiality identifying characteristics of participants, such as apartheid classifications
into ethnic groups, will be avoided (refer to the previous chapter).

https://etd.uwc.ac.za/



182

else. Stories, especially of disgrace and detriment, are shared, with a "tail" added to

each account (Seymour, 2001: 8; also Hyde, 2001: 11).

Despite attempts by the school, the police and community leaders social ills such as alcohol

abuse and offences of a sexual nature are rife in Uniondale (Sterne, 2001: 11).

Notwithstanding, the community is essentially conservative (Seymour, 2001: 8). The

Principal, Mr Sterne, asserted that parents seldom talk to their children about sex and

sexuality. Mr Sterne (2001: 7), Mr Seymour (2001: 8) and Ms Cook (the guardian of the

first suspected survivor) (2001: 8) averred that homosexuality is something unknown to the

community.

Like most towns in Namibia, Uniondale is socially stratified. It is clear that teachers are

influential. Ms Carey, the teacher to whom the sexual abuse was disclosed, was asked what

would happen if a teacher told a learner to sleep with him or her. She (2001: 11, 12) replied,

"Then you sleep with me. Because that's what Miss says, that's what Sir says, and that is

right ... with most rural children. Unfortunately" [original emphasis].

10.2.2 The main characters

The accused teacher. Miss Hyde was in her late twenties and has never been married.

After completing her diploma in education, she started teaching at Uniondale in the mid-

nineties. Mr Grimm, the Senior Inspector (2001: 2), asserted that it was "unprecedented" for

a young teacher to stay at such a small town for so long. He posited, "Perhaps it is because

she doesn't want to go hurrying off to fmd a man.,,2

Miss Hyde (2001: 15) described her childhood in great detail. As shown in the genogram

(Figure 10.1), her father had two partners, but he was "legally" married to another woman.

The 'legal' wife disallowed the father from maintaining the Hyde-children. Only after a

family meeting was it decided that the father had to take responsibility for one of the three

children: Miss Hyde. Miss Hyde's mother subsequently married and had two children.

Since her stepfather's death, Miss Hyde is expected to maintain her nine-year-old half-sister.

2 Homophobia will be discussed extensively in Chapter 15.
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Miss Hyde Godchild

o femaleo malee participant

X deceased

/I broken relationship

Figure 10.1 A genogram depicting Miss Hyde's family-of-origin.

The Principal (2001: 11, 12) and RSC (2001: 4) testified that Miss Hyde was a good teacher.

Ms Carey (2001: 4) agreed, "Brilliant, ab-so-lute-ly."

From the personal files, however, it was clear that Miss Hyde had previously committed

what were viewed as serious transgressions. In her first year of teaching two written

warnings were passed by the School Board. In her personal file there was also a part-

processed charge of misconduct. The first warning was related to allowing males to

overnight with her in the girls' hostel; the second incident involved drinking brandy and

carousing with two colleagues in front of the girls' hostel. Furthermore, Miss Hyde twice

refused to appear before the School Board. The School Board found her "guilty" of "gross

discourteousness, disobey orders giving by her Supervisor and to be aggressive" [sic]. Mr

Sterne (2001: 11) characterised Miss Hyde as "ill-tempered and hard-headed".

Suspected survivor 1: Mary. Originally it seemed that there was only one suspected

survivor: Sharon. It soon became clear, however, that there had been a similar relationship

between the accused teacher and Mary for many years previously. The relationship had

started when Mary was 16 years old, and lasted until she was 20 in 2000. Only after

Sharon's disclosure did the school-based participants suspect that Mary might also have

been a survivor of sexual abuse. Mary's great aunt and former guardian, Ms Cook, lamented

(2001: 17), "It was exactly the same. Now I can see." Although much less information was

forthcoming about Mary, she, as well as Ms Cook, were included in the case study. Mary

was 21 years old when I first interviewed her.

Mary was described as "a soft-hearted little person", extremely quiet and reserved (Cook,

2001: 2). The Principal (2001: 16) thought she was "civilised" and a "follower" (possibly in

comparison to Sharon). In contrast to the other participants and my own impression, Miss

Hyde (2001: 2) pictured a totally different child, assertive and demanding.
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Regarding her relationship with Miss Hyde, Mary testified to Miss Hyde's great

generosity and the intimacy of the relationship. She accompanied Miss Hyde to Miss

Hyde's parental home in Hopetown numerous times, so much so that "I also inherited her

mother" (2001: 5). When Sharon and the teacher became "close" (Hyde, 2001: 3, 4), Miss

Hyde informed Mary that she could not support her any longer. Mary had to leave school,

but it soon became clear that she was pregnant and would have left anyway. When she told

Miss Hyde of the pregnancy, "[Miss Hyde] cried horribly" (2001: 1). Mary lost her baby the

following year.

Mary spoke freely about what she had seen of and heard about the relationship between Miss

Hyde and Sharon, vilifying Sharon. Mary first heard of the letter of disclosure from Miss

Hyde. Subsequently many people approached her about the story or with new information,

possibly trying to determine whether Mary and the teacher had had a similar relationship.

For example, Mary (2001: 7) claimed that the accused teacher's brother and cousin

confronted her:

'''Hey, didn't Hyde do such things with you?' ... I asked, 'What are you saying?' Then they
told me, 'Sharon did ... with Miss ... Sharon and Miss ... sleep together and have sex.' Then
they told me what they saw."

Itwas clear that Mary (2001: 8) was convinced that Sharon was doing "it" with her teacher:

"The people can see, the way that Sharon behaves."

With regard to Mary's family (Figure 10.2), according to the accused teacher (2001: 1),

Mary's biological mother was impoverished, "unemployed, just had children". The

Principal (2001: 13) was more kind: "Her mother singularly toiled Mary into adulthood"

[Afrikaans: groot gesukkel]'. Originally Mary stayed with her uncle in Marble Hall, but

later Mary's maternal grandmother (not her biological mother) asked her sister, Ms Cook

(2001: 1), to "take" Mary. Mary was relocated to Uniondale and to the school hostel where

Miss Hyde was the Supervisory Teacher.

The guardian was an institutional worker (cleaner) at the primary school hostel in Uniondale.

She heard that Mary was living in the teacher's room in the secondary school hostel, but

only intervened when the Principal asked her to. The intervention proved futile.

3 As indicated in the previous chapter some language peculiarities are retained in the translation from Afrikaans for the sake
of originality.
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Figure 10.2 A genogram depicting Mary's family-of-origin.

Suspected survivor 2: Sharon. Miss Hyde (2001: 2), Ms Carey (2000: 1) and Mr Seymour

(2001: 14) portrayed Sharon as a jovial, gregarious person prior to the alleged abuse. She

had, however, been involved in a few incidents which were frowned upon by school staff:

the Principal (2001: 16) claimed that she "readily engaged in relationships". Sharon had,

however, also been disciplined for what was perceived a far worse transgression, knowledge

of which reached the Regional Office and led to a confrontation with the Circuit Inspector,

Mr Cutler. In late 1999 Sharon led a demonstration - with the "necessary demonstration

instruments" [placards] (RSC, 2001: 14) - against the church leader. Sharon received a

warning and was made of as a rebel (Principal, 2001: 21; RSC, 2001: 14). Early 2000

Sharon was sent to the hostel; she was 16. About three months later she wrote a letter to Ms

Carey in which she disclosed that she was being harassed by Miss Hyde.

During our first meeting (six months after the disclosure) the then-17-year-old Sharon

looked unkempt and unsure of herself. Her school dress was tom and too small for her. At

the time Sharon (2000: 1) expressed her loneliness. I asked her to describe herself: "I am a

friendly person. I don't have certain friends, everybody are my friends, Muriel and Agnes,

not best friends, just joke friends. I don't actually have friends."

Nine months later, and in a new school and hostel, I hardly recognised Sharon. Sharon was

self-confident and groomed (affirmed by Ms Carey, Ms Hardy and Mr Holmes); her hair

was plaited professionally. At that time she attended a senior secondary school in Marble

Hall and, despite hopes stated to the contrary, the relationship between Miss Hyde and

Sharon had continued. She seemed to have regained acceptance in Marble Hall- but only
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there, not at home: "When I go home for the next weekend ... people miss me only here"

(Sharon, 2001: 3).

Sharon seemed desperate to complete school, but explained during the first interview, "My

parents don't want to send me [to the secondary school]. They say there isn't money"

(2000: 1). During the second interview and in secondary school Sharon (2001: 3) explained,

"IfI am going to pass, then I have to go to [the University of Namibia] if there is money. If

there isn't, then I'll just have to look for a job". During the third interview she expressed the

wish to become a teacher, if she could find the financial means. All Sharon's dreams were

dependent on finding funds.

Regarding Sharon's family (Figure 10.3): Sharon's father is a farm worker, her mother is

unemployed, and although Sharon and her two-year-old niece are the only dependants, the

family seemed not to be able to make ends meet. Sharon was acutely aware of the family's

fmancial difficulties. Miss Hyde (2001: 14) spoke of the parents' favouritism (possibly a

self-serving opinion), "When the [employed] sisters come from Windhoek, they come

without money, but when they leave here, then they are given money"; in contrast, when

Sharon asks her parents for money, "then it is difficult". Sharon's sister (2001: 13)

confirmed that their mother protested, "Sharon only knows [me] when she needs money."

D II 0 DIï • Ó 6 6 •Mother Father

Ms Hardy I"nI Sharon

o femaleo malee participant
X deceased (w~h date) (2001)
/I broken relationship

Figure 10.3 A genogram depicting Sharon's family-of-origin.

Sharon divulged a lot about the living reality of girls like herself. During the first interview

she explained what would happen if she had to leave school,

"I wouldn't get work. If a person stays at home then ... you meet someone and then you fall
pregnant. You smoke and drink. Friends entice a person into wrong things. In today's life
people lead you astray ..." (2000: 1).

Sharon's pronouncement characterised her as powerless against the corruptive influence of

friends. This statement seems to be a ventriloquation (Brown, 1998), an internalisation of

Miss Hyde's warnings; she had spent a lot of time warning Sharon against bad influences,
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which was possibly directed at isolating Sharon, as will emerge later. Subsequent

interviews elucidated that Sharon's revelation was in fact a familial reality. Apparently only

Ms Hardy, Sharon's oldest sister and a case study participant, was settled. She was married

to the leader of the church choir and an active member of the women's group at church.

10.2.3 The school and school-based characters

The co-educational, junior secondary school at Uniondale has about 800 learners and 30

teachers. Regarding the functioning of the parental component of the School Board,

participants agreed it was "one of the best School Boards in the district" (RSC, 2001: 1).

Many programmes have been instituted at Uniondale Junior Secondary School to guide and

support learners, including sex and sexuality education. The Counselling Support Group is

operative. Facilitators of the World Health Development Programme present the "My

Future is My Choice" programme at the school. The Principal also initiated a "Guardian

Teacher" programme. This is where all the school leavers (grade lOs) are allocated among

the teachers who are expected generally to support the learners and oversee their academic

performance. Miss Hyde was the guardian teacher of both Mary and Sharon.

According to the Principal, the (previous) "Code of Conduct of Teachers" (MBEC, undated)

has been disseminated and the PSSR (OPM, 1999) is available for perusal. Complaint

procedures are informal: learners or teachers usually either talk with him directly or write a

letter. Despite the distance from the Regional Office, visits by officials occur regularly.

Uniondale Junior Secondary School is certainly one of the better managed schools in

Namibia. The following school-based people participated in the case study:

The Principal. The RSC (2001: 1) characterised Mr Sterne as "very strong and dynamic";

he is sometimes described by his staff as authoritarian. Because of his imposing leadership,

collegial relationships were said to be strained at times. Also related to such a leadership

style are expectations that the Principal should be the one to solve problems. Regarding the

case at hand, that is exactly what happened: "Then one of the senior staff members would

come in, 'Sir, I saw again, during break, the teacher and that child is together again' ... they

expect of you to terminate the situation ..." [original emphasis] (Principal, 2001: 6).

The Hostel Superintendent. Mr Seymour (2001: 1) described his involvement in the

alleged case of LSA as three dimensional: he was the Hostel Superintendent, a member of

the School Board and a teacher. In the hostel he perceived himself as a fatherly figure. All
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hostel staff, including the two Supervisory Teachers, Miss Hyde and Mr Holmes, were

under his authority. Mr Seymour was a particularly informative and frank participant, not

only for his eloquence and fine sense of observation, but possibly because he was not

interviewed at Uniondale under the eyes of Miss Hyde. Mr Seymour and Sharon both left

for Marble Hall Senior Secondary School in January 2001.

The Supervisory Teacher. Mr Holmes was a teacher and Supervisory Teacher in the hostel

- the same as the accused, but in the boys' wing. Mr Holmes and Miss Hyde performed

many duties together, like lining up the boarders and walking with them to and from school.

It seemed as though there was open communication between him and the learners.

The confidante. Ms Carey is the Life Skills teacher and member of the Counselling

Support Group. Because of the practical and gender-exclusive nature of her academic

subject (Home Ecology), she spent longer periods with the girl-learners than other teachers.

After attending the ministerial counselling training course conducted by the RSC, Ms Carey

(2001: 8,9) often urged learners, "'Listen' I told them, 'listen, I am a psychologist', if you

feel you would like to talk about your problems, your body changes ... or about AIDS for

example, or relationships come to me." She also engaged in risqué class discussions. The

girls asked her "horrible questions" and she answered them "like they wanted to hear"

(2001: 8). Ms Carey eventually became Sharon's confidante.

The boyfriend. Justin is the youngest son ofMs Carey, and Sharon's boyfriend. Sharon

claimed that they broke up because he cheated on her, but Justin said that their relationship

was eroded by the accused and the stories, and that he "wanted out" (2001: 2). Justin is an

attractive, soft-spoken young man. He was, however, expelled from the school after he was

accused of sexually assaulting a girl from town. The charge was withdrawn but the Principal

only readmitted Justin a year later.

10.2.4 Characters from the Regional Office

Three officials from the Regional Office in Marble Hall participated. The two male

Inspectors and one female Regional School Counsellor provided diverse perspectives on the

alleged LSA.

The Regional School Counsellor (RSC). Ms Trewby is a highly respected figure in

education. Training Counselling Support Group members and facilitating the upgrading of

teacher qualifications brought her in close contact with Ms Carey. Ms Carey insisted that
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Ms Trewby be contacted in her counselling capacity after the letter of disclosure.

Unfortunately, Ms Trewby was utilised as part of the investigating team and could

consequently not engage in counselling.

The Senior Inspector. Mr Grimm stood in for the Regional Director. His administrative

and institutional perspective on LSA was invaluable.

The Circuit Inspector. Mr Warden was only indirectly involved with the case. He was

requested by the Regional Office to accommodate the transfer of the accused teacher to a

school in Hopetown, situated in his circuit. His moral perspective on the transferral of

abusive teachers was apparently in opposition to that of other regional officials.

10.3 The non-event

Very intimate relationships gradually and progressively developed, first between Miss Hyde

and Mary, and later between Miss Hyde and Sharon. In this section I will elaborate on what

was seen and heard by participants. Itwill be shown that these relationships were

interpreted, up until disclosure, as guardian teacher-leamer, mother-daughter relationships,

albeit too intimate. In Appendix C a time1ine is included.

10.3.1 Mary (from 1996/1997 to March 2000)

According to Miss Hyde (2001: 1) her relationship with Mary started in "'96/'97"; it ended

in mid-March 2000. The relationship between Miss Hyde and Mary troubled the Principal

(at that time also the Hostel Superintendent), mainly because they slept together in Miss

Hyde's hostel room. According to Mr Sterne he reprimanded Miss Hyde, Mary, and

approached Mary's biological mother about the intimacy of the friendship. Ms Cook (2001:

2) was sensitised to the gravity of the matter by the fact that the Principal had called her to a

meeting. Her concern is reflected in her rendition of a conversation with Mary:

"Mary, this may not happen. I was with Mister in his office, Mister said you may not ... I
heard Mister say that you are ... you are living with Miss Hyde in the room. You must sleep in
your room. I don't want to again hear you are staying with Miss. You will land in trouble and
you are complicating things for me ..."

Nothing changed after Ms Cook's warning, but Mary claimed that Ms Cook was no longer

her guardian: Miss Hyde was. Ms Cook explained to me how confused she was. Even the

accused teacher (2001: 1) acknowledged, "Here at the hostel the aunt was feeling hurt ... It

seemed as though I was taking the child away from her."
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The situation was aggravated in 1997 when the accused first took Mary to her

hometown, Hopetown, despite Ms Cook's (2001: 4) objection.

"I refused, the child will not go. She picked the child up, halfway, across from AGRA, there
she picked up the child. This is what the other children told me. When I noticed that she was
gone I asked them. They said Mary left in Miss Hyde's car."

Ms Cook immediately solicited help from the Principal, phoned the Hopetown police and

Miss Hyde's parental home. Nevertheless, Miss Hyde only returned Mary at the end of the

school holiday. A family dispute developed: Mary's family could not understand why "the

auntie was going on like that about the story" (Hyde, 2001: 2) when the teacher was

providing Mary with toiletries and all kinds of treats, and later covered all her educational

costs. Intimidated, disempowered and embittered, the former guardian detached herself

from the tug of war.

When the Principal threatened the teacher with expulsion from the hostel, "[Miss Hyde]

brought in the mother" (2001: 4, 5). In the Principal's office Mary's biological mother

formally ceded guardianship to Miss Hyde in 1998, and as such legitimised the relationship.

The Principal was rendered powerless.

10.3.2 Sharon (from early 2000 until the letter of disclosure)

In January 2000 Sharon moved into the school hostel to curb her behavioural difficulties and

her intimate relationship with Justin. From the time that school started in January 2000 to

about April 2000 Miss Hyde and Sharon engaged in a relationship that upset the learners,

teachers, school management and the parents represented on the School Board. In April a

letter disclosing what could be considered LSA was written by Sharon.

The Principal (2001: 11) and Hostel Superintendent (2001: 3) both mentioned that the

teacher and Sharon walked hand in hand to and from the hostel. Mr Holmes (2000: 1) saw

them walking "hands round the body" [Afrikaans: handjies om die lyf]. Sharon did not join

her peers in the lines between the hostel and school, she walked with Miss Hyde and Mr

Holmes. The Head of Department confronted Mr Holmes (2000: 1) (not Miss Hyde-

possibly indicative of Miss Hyde's formidable character), "Does Sharon walk with you? It

doesn't present a pretty eye." At school, Miss Hyde and Sharon spent breaks together.

Their behaviour during a school function was perceived as particularly disgraceful and

mentioned by Mr Sterne, Ms Carey and Mr Holmes: Sharon sat on the teacher's lap

throughout the concert, yet "there was so much space" (Holmes, 2000: 1).
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At the hostel Sharon moved into Miss Hyde's room, where they slept on a single bed - a

repetition of what occurred with Mary (Principal, 2001: 5). The hostel residents aired their

discontent to Mr Holmes (2001: 1); another wrote a letter to Mr Seymour (2001: 2). The

wives of the Hostel Superintendent (2001: 2) and Supervisory Teacher (2000: 2) also started

to question their husbands about the relationship. Ms Holmes reported to her husband (and

in 2002 demonstrated to me) that Miss Hyde pushed her hand in between Sharon's legs

during a shopping trip to Marble Hall. Worse was to come. A technician had to work in the

bathroom adjacent to Miss Hyde's hostel room. Afterwards he enquired, "What cross-

grained [Afrikaans: dwarse] people do you sustain here at the hostel? ... I found the female

teacher and a learner lying on the bed, half naked and kissing each other" (Seymour, 2001:

3; also Holmes, 2000: 2).

Sharon, in the meantime, exhibited uncharacteristic behaviour. Mr Holmes (2000: 1,2), Mr

Seymour (2001: 14) and Ms Carey (2000: 1,8,9), having known Sharon for many years,

noticed how Sharon was transformed. She withdrew from her friends and teachers and lost

her spontaneity. She reported headaches, had red eyes, was emotionally labile and often

cried. As with Mary, references were also made regarding isolation and alienation from

family, friends and (potential) boyfriends (Carey, 2001: 4; Hardy, 2001: 4; Holmes, 2000: 1;

Cook, 2001: 11, 14; Seymour, 2001: 14).

The Superintendent (2001: 2, 3), who characterised himself as someone "who doesn't see

many ghosts in relationships", was mobilised by the technician's report. He confronted

Sharon, "Sharon, man, what kind of a relationship do you and Miss Hyde have? You

needn't be shy. I am your father here and I am actually also your mother". (It is important

to note the "you and" phraseology, placing the child in the position of control.) Sharon just

cried. Mr Seymour also spoke to Miss Hyde, but to no avail. Mr Seymour (2001: 15, 16)

and Mr Holmes (2000: 1) decided to launch a hostel inspection on a day that Miss Hyde

went to Marble Hall. Every girl had to stand beside her bed and point out her cupboard.

When they reached Sharon's dormitory, the boarders were asked with strict composure,

"Where is this bed's bedding?" The girls explained that it was Sharon's bed, but she was

washing Miss Hyde's floors. The Superintendent demanded that Sharon be called

immediately:

"Then I asked her, 'Where do you stay?' 'No, Sir, I stay in this room, but my clothes aren't
here.' Then I said, 'No, how must a person understand that? [...] This is you house, your
household. Everyone in here is part of you, but you are, are, me ... are rather there. It's like
the one poet said: 'My body is here with you but my mind is on the other side of town' .
'How are you living my child?' She explained, 'Sir, Miss Hyde felt I should live there '
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[Addressing the researcher] Miss, you should have seen her that day, the relief on her
face. Then we, then I told her, 'My dearest baby, take your things, pack it into your cupboard
... Take your bedding [biblical tone] and sleep here. From tonight on you sleep in your room.
Do you understand? And if any changes take place, then I must know about it. Nobody else
but me. ' [Addressing the researcher] Do you know... I could have cried about her, the joy on
her face. She spoke with her roommates for the first time [in a long time] and they did it
together. I can remember while she carried her things back and packed, they sang together ...
I have never seen someone so relieved and so joyous just to be back in her room, her own
room" (Seymour, 2001: 15, 16).

Mr Seymour' tale might sound melodramatic, and could therefore be played down, had Mr

Holmes (2000: 1) not described the same incident nine months before: how he and Mr

Seymour had devised the inspection; how Sharon's roommates indicated that "this is

Sharon's bed ... this is Sharon's cupboard" - and yet the cupboard had been empty. Mr

Holmes also affirmed, "She moved her things. Immediately ... I saw the joy on her face, the

relief." Unfortunately, it didn't last long and "the thing" started again (Holmes, 2000: 1;

Seymour, 2001: 18).

The community was gossiping. Senior staff members as well as a member of the School

Board pressurised the Principal: the friendship between the teacher and Sharon was too

intimate. The Principal (2001: 4) spoke to the teacher on several occasions; he also sent a

message to Sharon's parents, notifying them that the relationship was disapproved of by the

school. At that time, however, it was "not yet that severe for us" (Principal, 2001: 21). Only

when the letter of disclosure was written did the Principal grasp the nature and severity of

the matter.

10.4 All the letters (April 2000)

Whether triggered by the more intrusive overtures of the teacher, pressure from the school

staff, or intrapersonal tension and confusion, Sharon eventually disclosed the alleged LSA -

twice. Her first confidante was her boyfriend, Justin (2001: 1). He reacted in a hostile way

and never told anybody about the disclosure. A teenager cannot tell others that his "cherry"

(Justin, 2001: 9) was having an affair with a female teacher.

Sharon's letter of disclosure. (See Appendix D) Soon after the first disclosure Ms Carey

received a letter in which Sharon disclosed that the friendship between her and Miss Hyde

was of a sexual and coercive nature. The process through which the letter was delivered

illustrates the secretive nature of CSA well. The letter came with instructions: "Teacher,

read this alone and tear it up." According to Ms Carey (2000: 1) the urgency of the child's
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voice and her facial expression indicated the gravity of the letter. Ms Carey read it in the

toilet.

The four-page letter of disclosure was written in an A5 manuscript book, neatly cut out and

put in an envelope. In the letter much and varied information is revealed. Here Sharon first

stated that she could not speak face to face about the matter. She introduced the reciprocal

care and closeness of the relationship. She expanded on the two issues - one sexual and the

other coercive - that had bothered her: She unwillingly allowed the teacher to kiss her

goodnight, but Miss Hyde lately "always" tried to put her tongue in Sharon's mouth. Sharon

was also concerned about statements made by Miss Hyde which had a forbidding tone. Her

feelings, thoughts and childlike coping mechanisms are revealed. Most salient was her

shame and confusion.

In the toilet Ms Carey (2000: 1) was flabbergasted after reading the allegations. She

described her first reactions of shock and denial: "I refuse to believe this, two females and

worse, a child and a teacher!" She solicited assistance, "God, make it clear what I should

do." She realised the possible systemic consequences of the disclosure: "I see the child is

now going to suffer, the teacher, the teaching staff, the school, the community of my little

town."

The confidante first consulted with Sharon who reiterated that she wanted help. Ms Carey

(2000: 1) assured her, "I know the right people. I can help you" (the last statement was

repeated thrice - a promise which would later haunt Ms Carey). Ms Carey intuitively

reacted correctly towards Sharon. She also did what was expected from her as a teacher

under the auspices of the Ministry: she gave the letter to the Principal, insisting that Sharon

needed counselling. The Principal did what was expected of him, as he perceived the matter

as a disciplinary one; he had to investigate and report to the Regional Office.

After the letter of disclosure it was realised that (a) "It was not a parent-child relationship. It

was now definitely a love relationship" (Principal, 2001: 5); and (b) Mary was possibly also

a survivor ofLSA (Carey, 2001: 14; RSC report, June 2000). The Principal's informal

investigation started with Sharon. She acknowledged that the teacher not only kissed, but

fondled her as well (as was originally confessed to Justin). The next day the senior

management of the school was notified (Principal, 2001: Synopsis; Seymour, 2001: 5); Miss

Hyde was informed of the allegations against her; and a special meeting of the School Board

was arranged. That same morning Miss Hyde (2001: 4) confronted Sharon.
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Sharon's letter of recantation. (See Appendix E) According to Mr Seymour (2001: 9;

2002: 20) and Sharon (2002: 9), she recanted "about" two days after the disclosure. Sharon

wrote to the Principal that she had fabricated the allegations against Miss Hyde because "I

just wanted Miss Hyde to feel how I felt". Sharon explained that after Mary returned from

Littleton, she felt like a "lost child": she was not getting "enough attention". As in the

previous letter, the feelings expressed by Sharon towards Miss Hyde seemed excessive,

likewise the strength of her aversion of Mary. Sharon started and concluded the letter by

apologising for the trouble she had caused the PrincipaL She vowed that she had told

nobody about the letter of disclosure. She possibly thought that with her recantation the

whole business would be concluded - and forgotten.

Sharon's letter of betrayal. (See Appendix F) One last letter was written by Sharon to the

Principal, which I call the letter of betrayal because it expressed her dissatisfaction about the

aftermath of disclosure. It could be deduced that her protectors betrayed her trust; not only

by informing Miss Hyde of the confidential letter of disclosure, but also by not protecting

her from a verbal assault by Miss Hyde.

Miss Hyde's letter of denial. (See Appendix G) Procedurally correct, the Principal

informed the teacher of the allegations against her, and asked her to respond in writing. The

accused teacher wrote a long letter of denial, 11 pages on an official A4 pad. In the letter,

she systematically annulled each claim made by Sharon.

The letter of denial has a dual theme: Sharon the corrupt girl, and Miss Hyde the

commendable guardian-teacher. Sharon insisted on sleeping with the teacher on a single

bed, with the result that the teacher once had to sleep in the lounge. Sharon asked for and

handed out kisses which the teacher endured as she was not a kissing person. According to

Miss Hyde the "French" kissing was a figment of Sharon's imagination, and she offers a

number of possible psychological reasons. The teacher reminded the Principal that Sharon

and Justin had been in trouble before, while she was doing her utmost to prevent Sharon

from having to leave school prematurely as a result of pregnancy. Sharon projected her

sadness about Justin's infidelity and her jealousy of Mary onto the well-meaning teacher.

The teacher's statements were seldom in opposition with those of the other participants. She

acknowledged that Sharon slept with her, that Sharon had been tearful, that they had kissed.

However, every aspect was reinterpreted. For example, Miss Hyde claimed that what she

actually meant with the words "You are in a thing and wouldn't easily get out of it" was:
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"I'm not going to tolerate [a sexual relationship between Sharon and Justin] and that I'm
headstrong and I'm not going to give in easily. I'm going to show her that I'm going to
change her. I'm not a easygoing person when it comes to education and sexual relationship.
Maybe she misinterpret/understood me at that point" [sic].

Miss Hyde forwarded that she had the best of intentions and well-founded reasons for

engaging with Sharon on these matters, being her' guardian teacher'. Mr Holmes and a

number of learners were called on to bear witness to Sharon's behavioural problems and

emotional difficulties.

Sharon's letter of love. (See Appendix H) According to Mr Sterne, Miss Hyde attached a

love letter written to her by Sharon to her letter of denial. With the letter Miss Hyde

possibly intended to bolster her defence that she was a motherly figure. Sharon's letter is an

extended declaration of love, and love's anguish: "Love causes sorrow which constantly

gnaws at one's insides." Sharon explained that her acute pain was precipitated by Mary, of

whom she was "envious". At that stage Mary had dropped out of school, and often visited

Miss Hyde in the hostel and did chores for her (Hyde, 2001: 4). It seemed as though the

letter of love was written in response to the possibility that Mary might have stayed

overnight in Miss Hyde's hostel room. (The love letter is contextualised in Chapter 13 and

in the time1ine in Appendix C.)

Following the disclosure and consequent recantation, Sharon was challenged from all fronts:

Miss Hyde, Mr Sterne, Mr Cutler, Ms Trewby, Ms Hardy, Sharon's mother, her "auntie" and

probably others as well. All these efforts were to no avail: Sharon was tongue-tied.

The opinion of all the educational staff interviewed by me was unequivocal: the letter of

disclosure was accepted as true and valid. Mr Seymour (2001: 5) commented, "I have read

the letter, and what I detected from the letter is that she was seriously looking for help." The

RSC (2001: 7) maintained that the letter was convincingly written and emotionally laden: "A

person cannot fabricate these things." Sharon's older sister and their parents never saw the

letter (Hardy, 2001: 1). However, from all the incidents of isolation from the family, loss of

interest in boys, the threats, financial and material support, and tight-fisted control over

Sharon, Sharon's sister was convinced that the relationship could be sexual and coercive. Of

the participants who knew of the letter, its content was only disputed by Miss Hyde and

Sharon herself.
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10.5 Institutional wheels grind (from the letter of disclosure
until mid-2001)

When Sharon wrote the letter of disclosure, she wanted Ms Carey to talk with Miss Hyde,

without telling anyone. When she was summoned to the Principal's office, she still expected

him simply to "clear" (Sharon, 2001: 6) it with the teacher. It seems as though Sharon

recanted when it dawned on her that everyone was apparently angry with her: "They just

asked why I did such a thing" (2001: 6). Unbeknown to Sharon, an emergency meeting of

the School Board had already been scheduled (Seymour, 2001: 5).

At start of the meeting, the Principal told the School Board that they had been summoned

about "the Sharon issue" and sat down. The Hostel Superintendent then read out the letter of

disclosure. Mr Seymour (2001: 8) portrayed the reaction of the members of the School

Board:

"And then, while I was reading the little letter, they could hear the 'outcry' of this child, this
girl that wanted to escape from the situation ... When I looked, I saw that the teacher
component, of whom most knew, sat there with their heads down. And the other people who
knew nothing, got up, one at a time, to drink water. One person asked, 'Please bring me a
little bit of water. Really, such a thing has never happened in our little community'."

The letter of recantation was also submitted, but Mr Seymour (2001: 9) stated, "But ... the

School Board ... saw right through the letter."

The School Board wanted to remove the teacher, the sooner the better (Principal, 2001: 8).

Strengthened by the decision of the School Board, the Principal telephonically contacted the

Regional Office. After the school holiday (23 May 2000), the Principal (2001: 8) notified

the School Board that the Inspector was going to investigate the allegation and "then this

thing will definitely be concluded".

From 22 to 23 June 2000, Mr Cutler and Ms Trewby, the Circuit Inspector and RSC, visited

the school under the pretext of class inspections. Their mission was to determine whether

the letter of disclosure was valid. The team found the learners and boarders up in arms: their

complaints, however, were based on the teacher's favouritism, and not because they were

empathetic towards Sharon. Hostel staff reported that Sharon had moved in with the teacher.

School staff related how the child sat on the teacher's lap and how they held hands in public.

(Note: Sharon was portrayed as the leading party.)

The RSC was the first to interview Sharon. Sharon told her (revised) story without much

prompting. The letter of disclosure was written because she was angry with Miss Hyde for
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giving all her attention to Mary. She legitimised the intimacy of the relationship by

impressing on the RSC that Miss Hyde was her guardian and acted like a mother towards

her. Most importantly, "she stated that she lied about everything that she wrote in the letter

[of disclosure]" (RSC report, June 2000). The Circuit Inspector deliberately took a different

approach to that of the RSC. Mr Cutler apparently wanted to compel a confession out of

Sharon and/or the teacher. The same inspector had been involved when Sharon had led the

church demonstration. He could and did use her previous transgression against her: "Mr

Cutler told me if the truth isn't revealed I will have to leave the hostel" (Sharon, 2001: 5).

She tried to explain to him why she was still living in Miss Hyde's room:

"I went with her that holiday [to Hopetown] you know. That holiday we returned home [to
Uniondale] early and I lived with her [in the hostel]. When the hostel opened [for the new
trimester], I have not yet moved over [to my own room]" (Sharon, 2001: 6).

(The clue that Sharon spent the May vacation with Miss Hyde - away from her family and

friends and probably got more entangled with Miss Hyde - was seemingly not detected.)

Sharon was vilified, scolded and threatened.

The interviews with Miss Hyde must have been disconcerting for the investigating team.

Again Miss Hyde acknowledged every aspect of the relationship, claiming that it was a

guardian-godchild relationship as expected under the Principal's "Guardian Teacher"

programme. When Mr Cutler confronted her for not banishing Sharon from her room, Miss

Hyde claimed that she could not cast out the poor child. It seemed as though the Circuit

Inspector then accused the teacher of insubordination: she did not execute the Principal's

orders to evict Sharon. Miss Hyde (2001: 9) denied that the Principal issued such an order,

"That's a lie-story!" Mr Cutler took another line: he wanted to know how a child could

control such a "strong" teacher. Miss Hyde (2001: 9) (deliberately?) interpreted him literally

and claimed that she asked the Inspector, "Sir, should I have beaten the child out of my

room?"

Itwas recognised that Sharon was "definitely coached to give her statement in the way she

did". But, despite the fact that the letter of disclosure was accepted as truthful, it was found

that Sharon "blatantly lied" about certain facts (RSC report, June 2000): Sharon was found

guilty.

Back at the Regional Office, the Senior Inspector supported the findings of the investigating

team: both the teacher and Sharon should be expelled from the hostel. This decision was

widely criticised. Mr Seymour (2001: 9) explained,
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"For me this was a little unfair ... Miss Hyde got [Sharon] into the situation ... why don't
we remove [Miss Hyde], then we would have neutralised this thing ... if they are both asked to
leave then they will meet each other on neutral ground, where nobody can say anything."

After the 'unsuccessful' investigation the relationship became ever more open and intimate.

In October 2000, after my first interviews, the RSC returned to Uniondale. Yet again "no

concrete evidence" (RSC report, October 2000) was forthcoming, but the school community

was up in arms:

"Learners see the continuing present situation and it is confusing them, as it is contradictory to
the values and morals taught to them by parents, teachers and the community. Teachers are
blaming the Principal, the School Board and the Regional Office for taking no stand against
immoral behaviour."

Itwas suggested that the Regional Director take "decisions on [Miss Hyde's] behalf' and

transfer her to another school. The Regional Director, Chief Education Officer and Senior

Inspector were all in agreement with the recommendation. But Mr Warden (2001: 1), the

Circuit Inspector of the intended school, adamantly rejected the transfer. According to Mr

Sterne (2001: 21), this was where the matter was closed; the wheels of the institution ground

to a halt.

10.6 The never-ending story? (after the expulsions)

The relationship between Miss Hyde and Sharon was still continuing when the first site

interviews were conducted in September 2000, six months after disclosure. At the time of

the second interviews, one year and three months post-disclosure, the relationship still

continued. In October 2002, just before Sharon's final examinations, Miss Hyde and Sharon

were still together, and the relationship almost legitimate.

After Sharon was expelled from the hostel, she moved in with her oldest sister, Ms Hardy,

who tried to minimise contacts between Miss Hyde and Sharon. A month later the teacher

rented a house "in the same street" (Principal, 2001: 13), "just next to my house" (Hardy,

2001: 2). It is during this time that Ms Hardy (2001: 6) accompanied Sharon to a school

function. When the sister next looked, both Sharon and Miss Hyde had disappeared.

Neither Sharon nor the teacher asked permission and "I was there" [original emphasis].

Sharon only returned the next day. Ms Hardy, humiliated and disillusioned, told her

husband she was giving up. During the last few months of 2000, "the two of them

assembled back and forth" (Hardy, 2001: 2).
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Despite the ongoing relationship, things had changed. The relationship between the

teacher and Sharon seemed to have become even more intimate. After Sharon left her

hometown for Marble Hall Senior Secondary School in January 2001, she stayed with the

teacher every home weekend and vacation. Mr Seymour (2001: 10) related how he picked

up Sharon at Miss Hyde's house after a weekend. Sharon was going back to Marble Hall

with him. While he was waiting outside he sent his primary school daughter and her friend

into Miss Hyde's house: "At the speed oflightning they were back ... [His daughter reported

to her father] 'No, the teacher and Sharon were lying in their bras and all kinds of things and

they were fondling each other'." He left without Sharon. Furthermore, Sharon saw less and

less of her family, and when she did she was accompanied by Miss Hyde. In the care of

Miss Hyde Sharon lived a life of luxury. Finally, although not spontaneous anymore,

Sharon was much more self-assured and composed. Had Sharon decided to accept with

equanimity what seemed to be inescapable situation? The alleged abusive relationship of

early 2000 seemed to have deepened into a 'consensual' relationship.

10.7 Conclusion

In this chapter the story of a non-event was told: a non-event because the event - the alleged

sexual abuse of a 16-year-old schoolgirl - was initially not seen and recognised for what it

was; a non-event because the two suspected survivors and the accused teacher maintained

that their relationships were those of a guardian and godchild, a mother and daughter. It was

also a non-event because, although a lot of hand-wringing was conducted by educators,

ultimately nothing was achieved.

Only when the letter of disclosure was written did the non-event become an event. The

response by school and regional authorities was examined in "Institutional wheels grind":

'grind' because it was such a prolonged, tormenting process and because the individuals

ended up lost in the machinery of the institution.

As with all participants, I asked Justin at the end of our interview whether I had forgotten

something. With a little laugh he said I should have asked him whether Miss Hyde will

engage in similar relationships with other girl-learners after Sharon. His answer was, "It will

probably happen again, because ... I nearly said ... she must first die!" (2001: 10).
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Chapter 11

Education evaporation:

Discussion of the response of the education system

to an allegation of learner sexual abuse

11.1 Introduction

Yaffe (1995: KW) asserted that "teaching [is] one of the most personal and interactive of

all professions". In this chapter I will explore how the interactive nature of the profession

contributed to, and was influenced by, an allegation ofLSA at Uniondale Junior Secondary

School. It will be shown that institutional dynamics are inextricably bound up with

intrapersonal anxieties. Itwill be shown how some characteristics of the education system,

such as power differentials, the regulation of information and action pathways, subsystem

boundaries, the relentless pursuit of homeostatic balance, and the application of "socially

structured defense mechanisms" (Morrison, 1996: 131) contributed to the occurrence and

perpetuation of the relationship between Miss Hyde and Sharon.

In Section 11.2 I will investigate whether the way in which the relationship between Miss

Hyde and Sharon was expressed was admissible. In Section 11.3 I will explore the

defensive coping mechanisms applied at the school and at the Regional Office. In Section

11.4 the fears and anxieties of participants which underlay the defences will be discussed.

Some of the damaging consequences of the alleged LSA and the way in which the case was

handled will be exposed in the Section 11.5.

11.2 Was the relationship admissible?

Sharon was 16 when the alleged LSA began - thus classified as a "child" under the "United

Nations Convention on the Rights of the Child", but not under the Constitution. She had

passed the age for which special protection is provided under the "Combating of Immoral

Practices Amendment Act" (OPM, 2000b) and the "Combating of Rape Act" (OPM, 2000a)

(although aggravating circumstances are enacted if the victim is under the age of 18 and if

the perpetrator is in a position of trust and authority, as Miss Hyde was). She had also
-
surpassed the grade and age of compulsory education. If she had dropped out of school,
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Sharon could have legally engaged in intimate relationships with anyone she wished - as

could Miss Hyde.

On the other hand, because Miss Hyde is a teacher and Sharon a leamer, a sexual

relationship would have been prohibited by a number of legislative provisions. First, a

sexual relationship between a teacher/Supervisory Teacher and a learner could be considered

a breach of the common law duty of care (De Wet & Oosthuizen, 2001; Lombard, 1993;

OPM, 2004; Squelch, 2001). Second, as determined by the "National Policy on HIV/AIDS

for the Education Sector" (MBESC &MHETEC, 2003), the "Code of Conduct for Teaching

Service" (OPM, 2004), and the "General Services Circular 9/2001" (MBESC, 2001), a

teacher is prohibited from having an affair or sexual relationship with any learner whatever

the learner's age, and regardless of whether or not the learner consented. (None of these

documents have been published at the time of the allegation.) It constitutes sexual

harassment even if 'only' the following intimate acts occurred: sleeping in one bed in a

school hostel, kisses all over the face, fondling and attempts at tongue kisses.

All these enactments seemed to have been of no consequence in the case study because the

accused and Sharon insisted that theirs was a guardian teacher-learner or mother-child

relationship. The onus was on the Ministry to prove otherwise. The Senior Inspector (2001:

1) was convinced that Sharon only needed to explain to a Disciplinary Committee that the

letter of disclosure was intentionally written to discredit the teacher, and "the Ministry,

official, Regional Office sit with red faces".

11.3 Damage control in education

Jones and Myers (1997) termed the way in which an institution applies its resources and

energy to limit institutional injury, rather than acting in support of a child-survivor, 'damage

control'. The possibility that a sexual relationship was maintained between a teacher and a

leamer, both females, was disturbing. The Principal (2001: 9) noticed "turbulences" among

the staff: "They were defmitely unhappy, others again ... felt sorry for her, the teacher ..."

To curb the turbulence, rather than directly addressing the relationship, an array of crisis-

orientated defences were instituted. These defensive coping mechanisms were based on the

multi leveled structure, culture and mode of functioning of the institution (refer to Chapter 5).

In this section it will be shown that defensive strategies were applied both at the school and

at the Regional Office.
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11.3.1 Structural defences

When LSA is disclosed a specific chain of reporting is prescribed (refer to Chapter 4): as the

Senior Inspector explained (2001: 2), "The bureaucracy: first this step, then that step ..."

[original emphasis]. A responsive, proficient environment in a hierarchical system is

dependant on (a) the flow of information; (b) competent leadership; and (c) collaboration

between subsystems (Morrison, 1996). In this case study it seems as though the flow of

information, leadership and collaboration at the school level were exemplary, but upon

further investigation it is clear that appearances were misleading.

It seems as though the information that 'something was wrong' was widely shared between

subsystems before the letter of disclosure. The learners were the most outspoken. In

contrast to what Yaffe (1995: K12) found, the Uniondale learners were not "spectators":

"Sir, Sharon doesn't sleep in her room" (Holmes, 2000: 1)

"Sir, regularly, every evening she is in Miss' room" (Holmes, 2000: 1)

"No Sir, she moved with clothes and all" (Holmes, 2000: 1)

"Sir, I suspect Miss Hyde and Sharon have a relationship." Mr Seymour (2001: 2) tried to
comfort this leamer, "Okay, it's acceptable man, a parent-child relationship ..."; she
interrupted me, "No Sir, it is more than just that ..."

Likewise the teaching corps kept the Principal informed: for example, when Sharon sat on

Miss Hyde's lap throughout a school function. According to McGrath (1994: 30), such

boundary violations are often the first cue that something is amiss: "A teacher saw a

colleague holding ayoung student in his lap on several occasions for what seemed a little

too long and a little too close." Mr Sterne (2001: 6) describes how he was pressurised the

following Monday:

"Every teacher that passed [my office said], 'Sir, did you see it? Did you see?' and they
would hang around ... I said, 'No, I wasn't there'. 'Well, we saw it and we will have to start
doing something about it'."

It seems as though the Uniondale teachers, like the participants in Tite (1993: 596)

" 'mentioned', but notformally reported to the principal". Although the informants used the

pronoun "we", Mr Sterne experienced it as personal reproof.

Not only was the flow of information seemingly efficient, the Principal apparently displayed

competent leadership. As soon as Mr Sterne received the letter of disclosure his immediate,

extensive and structurally correct response has to be lauded from an institutional perspective.

When the School Board 'overreacted' by demanding an immediate removal, he convinced

them, "If we want her out of teaching, then we will have to ... then many things will have to
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be done. We know the laws of the country" (2001: 8). Despite the cool-headed

professional reaction ofMr Sterne, he revealed his personal opinion, "If it had been in my

power, I would have done it at that very time, 'Teacher, this morning take your things and

go '" [biblical connotation] (2001: 7).

Collaboration between subsystems was affected by an array of defences based on the

structure of the Ministry. These were the projection of responsibility, barrier construction,

segmentation, depersonalisation, decontextualisation and distancing.

Projection. It appears that as part of the process of handing on the information,

stakeholders also passed on the responsibility to address the relationship - projection. The

learners wanted Mr Holmes and Mr Seymour to 'do something'; the hostel personnel,

teachers and School Board wanted Mr Sterne to 'do something'; and Mr Sterne wanted the

Regional Office to 'do something'. By passing on the information these stakeholders

apparently felt exonerated from taking protective or disciplinary action themselves. Kenny

(2001: 89) remarked, "There also appears to be a diffusion of responsibility, whereby

teachers may feel that someone else (i.e. counselor, principal) is responsible for reporting

the abuse." It seemed as though the teaching corps functioned as informants; conversely, if

a united teaching corps addressed the unacceptable behaviour, the 'friendship' might have

waned.

At Regional Office level some office-bearers were particularly virulent in their projections.

The Senior Inspector (2001: 1) criticised the community, "The community sees these things,

but they pass the buck." The Principal was criticised for (a) the fact that all his warnings to

Miss Hyde were oral and were disputed by the accused; (b) neglecting to follow up on his

orders to Miss Hyde and Sharon; and (c) informing the Regional Office telephonically of the

letter of disclosure, which is why the investigators "only went to look" (RSC, 2001: 2;

Senior Inspector, 2001: 2). Some responsibility was projected onto the Head Office of the

Ministry: "Even our Head Office which is supposed to support us, neither do they have the

courage of their conviction ... as soon as they are pressurised by the unions or higher

authority they ask [us] to reconsider our decisions ..." (Senior Inspector, 2001: 1). Mr

Grimm (2001: 3) expressed great disillusionment with the teachers' unions, which are

notably strong in Namibia,

"They know in their heart of hearts, that person is guilty, but still they defend him. But then
the union representative is reluctant to appoint the accused in their schools... The union
leaders' children attend schools where these things do not happen" [original emphasis].
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Likewise Yaffe (1995: KlO; also Dolmage, 1995) claimed that unions function as a

"malpractice insurance company" in the USA. Of course every projection is partly valid.

Structural flaws - such as the lack of effective information sharing, guidance and

collaboration - are used as a basis for defences.

Barrier construction. Ideally, systems theorists hold, boundaries have to be permeable to

allow communication and cooperation between subsystems. Under stressful circumstances -

such as alleged LSA - boundaries could become "unclear, lost or impermeable" (Y ontef &

Simkin, 1989: 332). The erection of fortifications was one of the most noticeable ways in

which the education corps defended against insecurities, real or imagined. The learners, Ms

Carey, Sharon, her family and Miss Hyde were targets of barriers, and collaboration between

the school and Regional Office was wanting.

Subsystem barriers were instituted most notably between the learner(s) and the adults-in-

education. In response to the learners' questions Mr Holmes (2000: 2) reacted, "I don't

think this case is so simple. We keep the story here. One day you'll know ..." Mr Holmes

(2000: 2) recognised how his response silenced the borders, "They swerved from asking

'why' questions" [Afrikaans: afwyk]. He also revealed how valuable the learners could have

been, "The children caught them where they were lying together. They spied."

It seems as though Ms Carey was also regarded as somehow suspect: she blew the whistle

while the other teachers were whispering. Ms Carey (2000: 2) verbalised the

unpronounceable, "Sir, the children think we are [too] scared to do something."

Barriers were constructed between Sharon and her peers and teachers. The Principal (2001 :

11) related how, when Miss Hyde and Sharon walked hand in hand, "the children behind

them would walk and giggle and laugh". The reconciliation with her dormitory friends after

the hostel inspection was moving, but short-lived. Mr Seymour (2001: 16) explained to me,

"You must remember that the girlies were already talking behind her back ..." D' Augelli

(1998) noted that young people perceived as homosexual are particularly vulnerable to peer

ridicule and rejection. An incident related by Mr Seymour (2001: 13) illustrates the

teachers' animosity towards Sharon. During the annual schoolleavers' function every grade

10 learner is granted a tum to speak. When it was Sharon's tum Mr Seymour (2001: 13)

noticed, "You could see from the expressions of the teachers' faces and the ... the muttering

when she mounted the platform ... it was so clear. You could feel it with a stick." This

fmding is in accordance with those of Shakeshaft and Cohan (1995), McGrath (1994) and
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Leach et al. (2000): they determined that sexually abused children might experience

disapproval and stigmatisation at school. Out in the cold, only one person's "warm arms"

(letter oflove, 2000) were there for Sharon: those of the accused teacher.

Despite general rhetoric to the contrary, subsystem obstructions were also erected between

the parents and the school. Before the letter of disclosure a 'message' was sent to Sharon's

parents that the school did not approve of the friendship between Sharon and the teacher.

(The Principal thus did not approach them personally. I suspect that he neither supplied

them with much detail, nor voiced his full suspicions. It could have leaked out and exposed

him to legal action.) According to Ms Hardy (2001: 1) the parents were only informed of

the letter of disclosure after the decision was taken that Sharon should be expelled, and only

when the mother made inquiries about the expulsion. Whereas the school should have been

supportive, they were defensive and uncommunicative; similar reactions were noted by

Newell (1997) and Leach et al. (2000). Ms Hardy, Sharon's older sister (2001: 8),

recognised the importance of cooperation: "I'm of the opinion that, if [the Principal] took us

by the hand we all would have stood strongly ... then it would have been a different matter."

Miss Hyde was also subjected to barriers. According to Mr Seymour (2001: 8) the staff

coped with Miss Hyde by keeping a professional distance. During break times the teachers

would gather in the staffroom for "companionship" (Seymour, 2002: 20); Miss Hyde

seldom spent break times with her colleagues. Ball (cited in Sebakwane, 1993/4: 88)

remarked, "The social relations in the staffroom are often a near direct reflection of the

micro-political structure of the institution. "

Barrier construction was also manifest between the school and Regional Office. Decisions

were not made in a participatory, collaborative way. If the investigating team discussed

possible restorative and punitive measures with the School Board and/or school management

oversights could have been prevented. The school staff would have shared responsibility for

decisions.

Segmentation. According to Browne (1996), bureaucracy gives rise to the segmentation of

problems. LSA might be categorised as a gross transgression of rules and regulations: a

disciplinary problem. LSA might be perceived in terms of its injurious effect on a learner-

survivor: a counselling issue. LSA might be perceived as one of the dangers faced by

learners: a child protection issue. Itmight be perceived as a criminal issue. Bureaucrats,

however, do what they are allocated to do: if they are to investigate a disciplinary problem,
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they will recommend disciplinary actions. Miss Hyde and Sharon were ordered to leave

the hostel with immediate effect. The investigators focused on their misconduct as opposed

to the alleged sexual abuse.

Depersonalisation and decontextualisation. Dalgleish (2000) and Dzvimbo (1994)

postulated that every person in the bureaucratic system is further estranged from the realities

facing a survivor, which causes depersonalisation. The RSC reported after the investigation

of 22 to 23 June 2000:

"Sharon also made herself guilty of several forms of misconduct as being described in Form
Ed. 1/2000. (a) She refused to carry out the instruction of the superintendent to move back to
her room. (b) She showed disobedience to hostel authorities by not complying with normal
hostel rules."

It seems as though little empathy was conjured for Sharon, the young girl and possible

survivor of sexual abuse. In fact, Sharon was found guilty of disobedience: she should have

moved out of the teacher's room, and she should have refused to walk with the teacher to

and from school.

Related to depersonalisation is decontextualisation; defined by Butler and Rumsey (2000) as

the inability or unwillingness to consider the contextual realities of an abusive relationship.

In the case study, the ways in which perpetrators overcome a child's resistance were

apparently ignored. For example, it transpired that the investigating team neither considered

nor inquired what had happened in the months between the letter of disclosure and their

investigation. In an article entitled "Unasked Questions or Unheard Answers?" Browne

(1996: 37) denounced such neglect. Although not asked, Sharon provided the clue (Burgess

and Holmstrom, 1985) as indicated in the previous chapter. Sharon's answer was unheard.

The possible context of seduction and/or intimidation was either dissociated or ignored.

Distancing. As indicated by Browne (1996), complex bureaucracy has the effect of

distancing. Itmight be forwarded that an investigating team from the Regional Office would

be objective and would thus serve justice. In this case it seemed as though the investigators

were removed from the anxieties of what Browne (1996: 46) called the "client group": the

manipulated suspected survivor; the fears of the School Board parents that their children

might be next; the guilt of the confidante; and the beleaguered Principal. This distancing

resulted in insensitivity and the loss of information as well as informants. Distancing also

protects decision makers against personal involvement; if their recommendations miscarry

they probably do not endure the consequences as the client group do.
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In this case appearances were kept up: stakeholders were informed, the leadership

reacted competently and role players seemingly collaborated. On closer inspection, it

seemed as if structures were applied in a defensive way to minimise damage and scandal.

Yaffe (1995: K5) elucidated the reluctance of the education system to address LSA,

"Nobody wants to deal with this stuff It is simply too ugly. It's easier to kill the

messenger.

11.3.2 Cultural defences

Not only did structural procedures frustrate the effective management of the case, the

institutional culture did too. First, educators are committed to the culture of proof. Like the

teacher-participants in Tite (1993: 598) participants in the case study felt they had

"insufficient evidence" to pursue the case:

"1 cannot say it is so, ifI didn't see it?" (Carey, 2000: 2)
"You haven't got proof. You haven't got it" (Holmes, 2000: 2)
"We could get no grounds, no grounds ... because nobody made a confession" (RSC, 2001: 6)
"At the end of the day there is no pure proof' (Grimm, 2001: 1)

This perception seems to be unexceptional. Glasgow (1993: 106) found that it is not

"unusual for professionals to strongly believe abuse has taken place but see no possibility of

legal [or disciplinary] proceedings confirming this". Neither in Wood et al. (1996) nor in

this case study were beliefs regarding the veracity of the child's disclosure considered

adequate to sustain judicial or disciplinary proceedings.

Second, within the Namibian school system procedural prescriptions and hierarchical

structures are valued. Even when circumstances indicate that some digression from what

Jones (1995: 89) called the "established custom" is called for, it is often difficult for schools

to act differently from education formula. Mr Sterne waited for the directives from the

Regional Office before acting, notwithstanding indications that the teacher's access to

Sharon should be restricted and that a quick response was imperative. The culture of

following procedures and orders had to be adhered to, which again facilitated the projection

of responsibility for addressing the allegation to ever higher levels. Mr Sterne (2001: 15)

explained, "It felt as though my hands were severed, because here was ... my bosses now

and they could not solve this thing". Ironically the Senior Inspector (2001: 1) agreed

verbatim, "It severs the hands of the Principal."
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Third, with a "patriarchal ancient régime " it could be expected that the male

perspective of what is important was promulgated (Mac an Ghaill, 1994: 24). In Chapter 4 it

was shown that management positions are predominantly occupied by males. In this case

study the Regional Director, Senior Inspector, two Circuit Inspectors, the Principal and

Hostel Superintendent were all male. It could be expected, therefore, that the meaning-

making of and action related to the relationship would be gendered (Wolpe et aI., 1997). (a)

Gender played a role during the investigation process. Much to the credit of the Regional

Office, a female RSC was delegated as a second member of the investigating team; "mixed"

teams were commended by Remick et al. (1990: 201). The two investigators seemed to

assume the roles stereotypical of their gender (and position) during the interviews: The RSC,

the feminine, person-centred role, and the Inspector, the masculine, task-orientated role, as

was described in Mac an Ghaill (1994). Sharon (2001: 6) recounted her experience of the

investigators: "Ms Trewby was good, but the behaviour of Sir was very cruel. He scolded

me. He is a little high on the leg [colloquial for tall]. I was really ... scared." (b) Masculine

values of control, discipline and punishment took precedence over feminine values of

protection, counselling and restoration (Mac an Ghaill, 1994). By expelling Sharon from the

hostel (a punitive action), she was left unprotected; by trying to transfer the accused teacher

(a disciplinary action), learners in another school might have been endangered. (c) As when

Ms Carey's suggestions were disregarded by the Principal, the RSC was apparently

overruled by the Inspector. Itmight not be by chance that masculine values took precedence

- males occupied the more influential positions. The subservient role that females seem to

play in education had also been noted by Sebakwane (1993/4) and Wolpe et al. (1997) in

South Africa.

11.3.3 Functional defences

As was discussed earlier, the way in which a system functions may also be defensive

(Morrison, 1996). Defences may be launched on different levels: whether or not a problem

is spotted; whether or not it is recognised and labelled; how the problem is responded to; and

how it is resolved. In this case, many functional defences were instituted.

11.3.3.1 Spotting

Kenny (2001: 82) asserted that because of their ongoing contact with learners teachers

should be in a position to identify signs or symptoms related to abuse. They should be able

to "compare current behaviour [of the learner-survivor] with peer norms and/or past

behaviour". Teachers at Uniondale Junior Secondary School did observe Sharon's distress
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and spotted the unusual expressions of friendship. However, participants insisted that

they really did not suspect that the friendship may have been sexual. The Principal (2001)

stated,

"[We] spoke with the teacher and told her, 'You cannot befriend a schoolchild like this', but it
was the least of our thoughts that there was any intimate relationship between the two of
them" (p. 3)

"It quite bothered me that there was such an intimate friendship, but honestly, I ... I never had
a skewed thought" [Afrikaans: 'n skewe gedagte] (p. 4)

"Perhaps this friendship is too deep ... although the 'other' thought was not there then" (p. 4)

"And in the community was ... our people do not know of these kinds of things. Therefore it
was merely, 'Okay, it is just another teacher who cares for the child'" (p. 7)

Only after the letter of disclosure "then we first really realised" (p. 3)

"And only thereafter we first knew that it already happened to the first girl" (p. 4)

Whether the school was unable (Summit, 1990) or unwilling (Dziech & Weiner, 1990;

Leach, 2002; McGrath, 1994) to recognise the sexualised behaviour cannot be determined.

Considering, however, the Principal's immediate action after the letter of disclosure, he

probably was unable to comprehend the true nature of the friendship. Two participants

acknowledged that they were suspicious even before the letter of disclosure. Mr Holmes

(2000: 1) expressed his self-doubt and feeling of isolation, "Is it only me that is seeing this?

Is it passing the mind's eye of the others?" Mr Seymour (2001: 2) consciously suppressed

his misgivings, "No man, it is a ... oh man! ... perhaps we should not cross the bridge till we

come to it. Perhaps it is an acceptable relationship."

Although behaviour that "didn't feel right" (McGrath, 1994: 30) was spotted, stakeholders

defended their inaction by rationalising that they did not suspect the relationship might be

sexual and abusive. Justin (2001: 7) poignantly explained, "This thing ... it was seen, but it

was also not seen."

11.3.3.2 Mislabelling

Even if an intimate relationship is spotted, labelling it as 'something asexual' or 'something

sexual but consensual' is important as it could absolve the institution from taking action.

Clearly a lack of clarity exists regarding what constitutes LSA. Such uncertainties,

according to Barter (1997) can lead to under-reporting, disagreements among decision

makers, and the mal-administration and non-execution of policies. Initial mislabelling was

also justified by the extraordinary nature of the relationship (refer also to Chapter 15).

Wolpe et al. (1997) found that when a male teacher sexually abuses or exploits a schoolgirl,
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the defence 'normalisation' may be applied. This finding was supported by the Hostel

Superintendent (2001: 12),

"And perceived ... from the eye of an educator and child relationship it is, for me, definitely
wrong. But the worst is... in a woman-woman situation which ... a person often does not
know how to snub it [Afrikaans: hokslaan, also to put a pen around] ... You see, in our, how
can I put it, in our community it is indeed the norm [for males to have relationships with
schoolgirls], it is as though we can say it is right ... At least the deed is done by opposite
genders ..."

Role players implicitly defended their non-involvement and mistakes with the fact that they

did not know how to label and deal with allegations of 'abnormal', homosexual, female-

perpetrated LSA, thus, a "stereotype-incongruent" incident (Collings, 2002: 1135). Both

Mr Sterne and Seymour claimed that they were knowledgeable about homosexuality because

they had studied abroad: Mr Sterne (2001: 7) explained, "Look, I myself have indeed moved

a lot, have studied at different places in South Africa and, et cetera, and have picked up

these type of things and saw or heard of it, read, et cetera ..." Whether or not a participant

was knowledgeable, this "thing" was not expected to happen in Uniondale. In the case

study, officials attempted to match an anomalous offence to existing policy. Fitting "sexual

harassment" (OPM, 1999: Section 5.5.1(a)(xv)) to a case in which a schoolgirl sleeps

seemingly by consent in the same bed as her female guardian-teacher seemed absurd. This

is probably why the Inspector tried to forward a charge of insubordination.

Furthermore, it is probable that Sharon did not fit the education corps' perception of a

"legitimate victim" (Summit, 1992: 154). (a) Ifa survivor of sexual abuse is expected to be

depressed and anxious, Sharon's (persona ot) arrogance might have been considered proof

that she was not an authentic victim. (b) Members of staff might have reasoned that they

saw no inkling of Sharon being forced to sit on the accused's lap; and they probably knew

that the School Board offered to reinstate Sharon in the hostel after the expulsion, but "the

girl did not want to go back anymore ..." (Principal, 2001: 13). Thus they might have

concluded that the relationship was consensual (Dziech &Weiner, 1990; Ford, Schindler &

Medway,2001). (c) Sharon had a history ofliaisons; she could have been considered

promiscuous. (d) The teacher paid Sharon's educational costs and gave her "everything she

asks for" (Carey, 2001: 5). (Note: Sharon is perceived as the leading party.) Such a give-

and-take relationship might have been construed as prostitution. (e) It could be expected

that Sharon's previous behavioural problems would been taken into consideration. Teachers

might have believed that Sharon was simply a disturbed teenager concocting stories about

Miss Hyde. Except for the accused, none of the participants explicitly verbalised any of the
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myths which put the survivor at fault. Participants did, however, hint at a general

hostility towards Sharon, indicative that she was not considered a victim. The case study

thus supports the results ofFord et al. (2001: 27), who found that categorising a victim's

reaction as "encouraging, passive, or resistant" significantly influenced blame attribution

by school professionals; and as predicted by Daro (2002), determined which punitive

measures were applied and against whom. Sharon's crying, loss of spontaneity and isolation

prior to disclosure were dissociated.

Labelling the friendship as LSA was difficult. In order to resolve the cognitive dissonance

both Miss Hyde and Sharon were labelled as causing problems in the hostel: but they were

not labelled as being an alleged perpetrator and a possible survivor of sexual abuse.

11.3.3.3 Responding unjustly

Educators reacted in misguided ways to the indications that unacceptable relations were

being sustained in the hostel, mainly because the regulations fall short of stipulating how an

allegation of this nature should be handled and investigated. First, whereas States Parties are

expected to ensure that a person charged with the care of children is suitable (Convention,

Article 3.3), Miss Hyde was retained as a teacher and supervisor despite her peculiar

friendship with Mary. The "Hostel Guide" (MEC, 1991: 3.26) prohibits an unmarried

Supervisory Teacher to receive a person of the opposite sex in his/her bedroom. Miss Hyde

thus never contravened the hostel rules by having any of the girls in her bedroom. Although

"competent supervision" (Convention, Article 3.3) within institutions responsible for the

care of children is specified, the Hostel Superintendent and the Principal neglected to follow

up decisively on rumours, statements and misconduct. The hostel, specifically employed to

'protect' Sharon from relationships with boys such as Justin, apparently became the arena of

her enslavement. The finding in Abt Associates (2002) and Zimba and Nuujoma-Kalomo

(2002) that hostels in Namibia put boarders at risk of abuse was confirmed in the case study.

Second, the Principal (2001: 4) indicated that he reprimanded the teacher "at numerous

occasions" about her friendships with Mary and Sharon. It seems as though school-level

action with regard to alleged perpetrators such as their being "spoken to informally"

(Shakeshaft & Cohan, 1995: 518; also Dolmage, 1995) is common across the globe.

Third, after the letter of disclosure the response of the educators was neither child-friendly

nor decisive: Shakeshaft (1994: 27) argued that, in order to protect learners,

"superintendents must remove the employee immediately from contact with students during
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the investigation and resolution". In the case study Miss Hyde was never prohibited to

make contact with Sharon after the letter of disclosure. In fact, the letter of betrayal was

written because Miss Hyde looked at Sharon with "ugly eyes". She still lived in the room

adjacent to Sharon's dormitory. She took Sharon to her (Miss Hyde's) parental home for the

May vacation. The teacher was given months to reinstate her hold on Sharon. McGrath

(1994) and Shakeshaft and Cohan (1995) emphasised the importance of acting quickly. The

RSC (2001: 3) justified the delay of the investigation after the letter of disclosure by the

intervening "long winter holiday": an interval which was not judicious. Sharon's need for

psychologically supportive intervention was not adhered to as prescribed in the "Optional

Protocol" (UN, 2000). Four factors are significant when a survivor ofCSA is approached:

absolution, empowerment, acknowledgement and the facilitation of understanding. (These

factors are comprehensively discussed in Appendix 1.) McGrath (1994: 33) called this

process a "transfer" of "allegiance", and determined that "only when this relationship is

established can the whole truth be told". Instead of persuasion, coercion was favoured by

the Principal and Circuit Inspector: their handling of the matter impressed upon Sharon that

she was considered guilty and probably contributed to her recantation.

Fourth, it was commendable that the school did not try to cover up this case ofLSA.

However, the piecemeal responses addressed only certain aspects of the problem. Mr Sterne

(2001: 18, 15) bemoaned the inaction of the Regional Office, "I feel [Miss Hyde] should

have been charged by the Ministry ... even if she only received a written warning ... or a final

warning ..." He (2001: 18) perceived the leniency of the authorities towards Miss Hyde as

reverse discrimination: "A male teacher would not have been saved ifhe did it with a

schoolgirl." Yet, punitive measures were instituted:

After the informal investigation in June 2000 Mr Grimm recommended "that both Sharon

and the teacher will aggravate the discipline at the hostel" [sic], which is why both should

leave the hostel with "immediate effect". In contrast, the Regional Director determined that

"Sharon [should] stay on at the hostel; otherwise they will continue their unusual

relationship". It is not clear why the (wiser) recommendation of the highest education

officer in the region was not executed. It seemed to me as though Sharon's church

demonstration strongly influenced Mr Cutler's (the Circuit Inspector) feedback, and that he

sensitised Mr Grimm (the Senior Inspector) of the other learners' criticism of the

Inspectorate. Shakeshaft (1994: 26) specifically warned against people who "make
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judgements about the truth of the allegations, based not on findings of an investigation

but upon their past experience with those involved".

The recommendation that Miss Hyde be transferred to Hopetown is in line with the PSSR:

"Suspension can often be avoided by temporarily transferring a staf! member elsewhere in

the office, ministry or agency" (OPM, 1999: Section 6.6). Itwas rationalised that that the

accused would "behave more respectfully" in her hometown under the eyes of her parents

(RSC report, October 2000). However, Sharon, Mary, the accused, Ms Carey, Mr Holmes,

Mary's great aunt and Sharon's older sister mentioned the visits of the teacher and Mary,

and later Sharon, to Hopetown during holidays. Did the investigating team not know; or in

the search for a solution did they decide to ignore this compounding-factor? In accordance

with Graefe (1995), Shakeshaft and Cohan (1995) and Yaffe (1995), Mr Warden (2001: 1)

objected, "The problem is being transferred from one situation to another." Because of his

resistance, this Circuit Inspector became the new villain: the relationship between him and

the Senior Inspector deteriorated and another boundary was erected.

Fifth, it seems as though no restorative measures were implemented at all. On asking

whether the accused and suspected survivor had received counselling, the Principal

responded about the accused teacher, "She was so self-confident, she doesn't need any

support." Regarding Sharon, the Principal responded in the affirmative: she was told of the

"consequences" of her behaviour, highlighting a lack of understanding of what is meant by

'counselling' in this context. Neither in Namibia, New York State (Shakeshaft & Cohan,

1995), nor Zimbabwe (Shumba, 2001) do survivors ofLSA necessarily receive counselling.

The Regional Office chose to institute punitive rather than restorative measures. These

measures failed to break up the relationship and protect Sharon.

11.3.3.4 Unresolved problem

Because a Disciplinary Inquiry was not conducted and Miss Hyde was never found guilty,

allegations and suspicions cannot be noted in official documents. The Regional Director

specified, "Send her letter of transfer - endorsed by both Principals - without stating

reasons" (Personal file). The difficulties facing the Namibian education system are not

unique. Hawkins and Briggs (1997: 46) reported a similar regulation in Australia:

"Without a criminal conviction, the education authority can only transfer paedophile teachers
(and their problems) to other schools. Authorities are preventedfrom telling head teachers
why the transfer is necessary and no central record is kept of the occurrence. "
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Fear of falsely labelling Miss Hyde as a perpetrator ofLSA, which might have incited

legal action by her, caused authorities to be reticent about verbal or written warnings.

Although hostel discipline was reinstated after the expulsion; Sharon was left unprotected

and the teacher unfettered. When Sharon left Uniondale for the Marble Hall Senior

Secondary School the immediacy of the 'problem' was reduced. Sharon was still possibly

being sexually exploited, but she was a learner in another school. Miss Hyde and Sharon

only lived together in Uniondale during home weekends and holidays; a "false sense of

security" (Morrison, 1996: 131) was restored. Distancing (Browne, 1996) diminished the

school's anxiety, because, as proposed by Somavia (2000: 27), CSA can seemingly be

tolerated in a "hidden and dispersed" form.

Reputations were at stake, fears and anxieties elevated, and it was difficult to resolve the

problem amicably. The damage had to be contained by implementing defences based on the

structure, culture and functioning of the Ministry; doing so role players were able to distance

themselves from the unfamiliar and the disagreeable. The educators under whose custody

and control Sharon was placed did not relate to her bonus paterfamilias (like a good father)

(Lombard, 1993: 67).

11.4 Fears and anxieties of participants

Post facto critique, removed from the uncertainties and anxieties of a situation, is

undemanding and painless. In situ role players are seldom knowledgeable of the nature and

dynamics of a multifaceted phenomenon such as LSA, even more when it manifests itself in

unusual and unexpected ways. Furthermore, as indicated by Collings (2002: 1144) "self-

serving and group-serving biases" may influence attributional interpretations and actions.

In Chapter 5 the factors which impact on teachers' ability to protect learners were discussed;

many of the same fears and anxieties were verbalised by participants in this case study.

Broadly, "bystanders [wereJ too frightened or powerless to confront the reality of the abuse

and take protective action" (Sanders, 1992: 18).

First, Ms Carey, Mr Seymour, the RSC, the Senior Inspector and Mary's great aunt all stated

that the accused might instigate court action. Ms Carey (2000: 2) explained why the

teaching corps maintained silence, "We can be sued, we can go to jail ..." The Senior

Inspector (2001: 2) emphasised the validity of these fears:
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"We forget that people in these positions [homosexuals] have their lawyers [he possibly
referred to human rights lawyers]. It is not the lawyers from Marble Hall or Newcastle
[another main centre in the region] with whom they consult. It's highly professional people
from Windhoek or elsewhere. That is why she is so unconcerned. She knows there is no
proof that she did it. In the end she might appoint a representative and then she will enter
claims [for defamation of character]" [original emphasis].

It is clear that nearly every individual stakeholder (from the Senior Inspector to the cleaner)

feared legal action against him or herself. As indicated in Chapter 4, despite the

responsibility of public servants to report misdemeanours, no protective anonymity or

immunity against crimen iniuria or defamation is guaranteed.

Second, anxiety was fuelled by, in this case, the distinct possibility of an unsuccessful

prosecution, what Nunno (1997: 27) called "role induced anxiety". After their fruitless

informal investigation, the RSC (2001: 6) asserted that "a formal investigation would have

been a waste oftime", as would a disciplinary hearing (Senior Inspector, 2001: 1). Itwas

believed that a charge of guilt could not be upheld with the (retracted) letter of disclosure,

statements about 'unacceptable' behaviour, or Sharon's initial verbal acknowledgement of

the allegation to the confidante and Principal. The Ministry needed a sustained "confession"

by the survivor. No one realised that testimony by Ms Carey and Mr Sterne would not

constitute hearsay; nor was it recognised that with all the evidence of isolation, threats, treats

and fmancial support, the probability existed that Sharon was coerced to recant. None of

the involved realised that on the balance of probabilities Miss Hyde could have been found

guilty, if a persuasive case could be forwarded by an Investigating Officer. Similar

considerations seem to underlie decisions to file (or not) criminal charges in the USA:

namely, "the strength of the evidence, the seriousness of the offence, and the likelihood of

successful prosecution" and "whether the child will be an effective witness" (Myers, 1993:

574). Rather than losing a costly Disciplinary Inquiry and thus facing humiliation, the

alternative of a "false negative" (Dalgleish, 2000) seemed to be a more attractive option.

Ironically, child protection seemed never to have been considered important.

Third, it would be ignorant to suppose that every person in authority is flawless. In a little

town like Uniondale people would be knowledgeable of the mistakes and character flaws of

others, especially those of prominent community members. Justin (2001: 6) related how

during a school tournament at another town, the Uniondale teachers were intoxicated and

intimately engaged with the schoolgirls. Ms Carey (2001: 17, 18), Justin's mother, claimed

that Ms Hyde wrote a letter to the Principal after Sharon's disclosure, in which she wrote,

"Sir, this weekend we were in Grayton with the soccer and netball teams. The teachers
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drank, the children drank and the teachers ... [after prompting] whored with the learners

..." I inquired where Ms Carey had heard this story, since surely the Principal would not

reveal to her that he was being blackmailed? Unwaveringly Ms Carey responded, "She

[Miss Hyde] told me" [original emphasis]. Whether other teachers did sexually abuse the

schoolgirls during the tour could not be validated, neither could the alleged blackmail be

confirmed. Two factors regarding LSA are portrayed by this narrative. First, human

imperfections might influence the way in which the LSA is managed; McGrath (1994)

recognised how stakeholders are sensitised to their own, personal vulnerability once a

colleague has been accused ofLSA. Second, sexual perpetrators are known to be

manipulative (Elliott et al., 1995; Furniss, 1990; Lancaster & Lumb, 1999; Murphy & Smith,

1996). Who better to impress upon how (seemingly) prejudiced and unjust the Principal and

system are than the mother of child who had to bear the full force of institutional ostracism?

I suspect that the accused did relate the Principal-is-a-hypocrite story to Ms Carey. If Miss

Hyde hoped that her threats to expose misconduct by other teachers would silence the

Principal, it was unsuccessful.

Mr Seymour (2001: 6) used a fishing parable to explain why he, despite the complaints by

the boarders, only indirectly addressed the situation: "That is why I often did not want to

throw my lines in too deep and pull out that huge galjoen [coracinus capensus, a large sea

fish found among rocks] from the sea". It seems as though Mr Seymour was aware that the

friendship might be sexual, but feared that ifhe pulled out the "galjoen" it might be too big

for him to handle.

As found by Grosz et al. (2000), Manion et al. (1996) and McGrath (1994), the participants

in this case study were also plagued by feelings of fear, anxiety, confusion, self-doubt, guilt,

disillusionment, anger, and an awareness of their own vulnerability. The application of

defensive coping mechanisms may not be just, but it is understandable.

11.5 Damaging consequences of the way in which the case was
handled

The consequences of the case, the Ministry versus Miss Hyde and Sharon, were stressful and

distressing for the role players. Sharon was probably affected the most: Denov (2003: 57)

determined that professional intervention has Ha crucial impact on the well-being of

victims H. In this case study the secondary traumatisation of Sharon by the institution and the

concomitant perception that she was guilty, fmally silenced her.
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Sharon was left unprotected and sacrificed, but so, too, were other potential victims. Ms

Hardy (2001: 10) expressed her disillusionment with the Ministry's adjudication, "That is

why I said, just now, that the Ministry actually did nothing regarding this case. They should

also have considered the future of other children. They did nothing!" [original emphasis].

The same concern was verbalised by the Principal (2001: 7) and the RSC (2001: 11).

Not only are the future learners of Miss Hyde possibly at risk, but perpetrators may use the

outcome of this case to contest disciplinary sanctions against themselves. As the PSSR

(OPM, 1999: Section 10.4) determines,

HA disciplinary action would probably be regarded as being substantively UNFAIR if, ... (f)
the sanction imposed on the staff member is inconsistent with sanctions imposed on other staff
members who committed identical or equivalent offences" [original emphasis).

We know that the four school-based participants were all gravely affected by the alleged

LSA. Mr Sterne has endured years of hardship and humiliation as a result of this case:

"What I really would like to say is it ... it was, it still is, nerve-racking, you are just waiting for
the next child ... to be drawn in" (2001: 7)

"I can tell you I landed in the hospital. Yes. I was so sick of this thing and it felt as though
my hands were severed ... I just had such a pain in my body that I couldn't move. People
suspected it's the heart, but the doctor, I went twice for a EeG, and the doctor said, no, it's
only ... stress" (2001: 15)

When I asked him what recommendations he would make to other Principals regarding LSA,

his response illustrates his disempowerment and despondency: "It's a difficult question. I ...

I don't know. To tell you the truth, I don't know what advice I could offer them, because

what we did, did not work" (2001: 17). The Senior Inspector (2001: 1) recognised that

inertia is contingent on difficulty to affect change: Principals "consider it as too much

trouble to institute further disciplinary steps".

The Hostel Superintendent (2001: 4, 5); offered a lot of excuses for failing to support

Sharon: Itwas the first time he had had to deal with allegations ofLSA; he did not want to

spoil working relationships at the school and in the hostel; and the Principal did not offer

concrete advice. It transpired that feelings of guilt and self-blame underlay his

rati onalisations:

"Look, when I read her letter [of disclosure] it was ... her letter touched me deeply ... but I was
very disturbed that ... look, I, I ... I was also, my situation was difficult. I can tell you when I
came home [his family lived elsewhere] my father told me, 'My child, I know baldness is in
our family, but you are now balder than all of us ... are you having a hard time?'''
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From Mr Seymour's rendition it is clear that he was tormented by Sharon's expulsion,

particularly because the expulsion deprived him of the opportunity to make amends.

Like Mr Seymour, the confidante (2000: 1) was ridden with guilt, "It feels as though the

child is thinking: you know and you did nothing." Eight months later Ms Carey (2001: 17)

still repented the loss of confidentiality, "Look at the circle! Look at the circle in which the

letter moved!" [original emphasis]. Possibly in an attempt to alleviate her own guilt Ms

Carey (2000: 1) rationalised that Sharon might not have wanted help.

It is clear that the whole school community was deeply affected by the sexual abuse. In the

Principal's words,

"In our community it ... is ... is ... it is a dreadful thing" (p. 7)

"[F]or our community it was the worst thing that could have happened to us" (p. 7)

"I was very shocked ... For me it was the worst thing that has ever happened at the school" (p.
15)

Apparently no one was left untouched by the allegations and/or the investigation.

11.6 Conclusion

Both the Convention (1989, Article 13) and the Constitution (Government of the Republic of

Namibia, 1990) decree that "the best interest of the child" has to taken into consideration in

any matters concerning a child. In an institution solely created for the benefit of children of

Namibia, such a provision should be self-evident. In this case study the dilemma of alleged

LSA placed great strain on the relationships within the school. However, neither the best

interests of Mary, Sharon, nor those of other schoolgirls were upheld. It seems as though the

values of provision, protection and participation promulgated by the Ministry are just

rhetoric, at least in this case of alleged LSA. Neither the school nor the region seemed to

consider seriously the children's rights and child protection; the rights and protection of the

accused teacher appeared to be held paramount. I am of the opinion that an absence of what

Barter (1997: 109) referred to as a "clear and agreed conceptualframework" is fundamental

to the problem of LSA in Namibia.

The intrapersonal fears, anxieties and ignorance of individual educators seemed to affect

interpersonal and institutional actions. Participants did not seem aware that a survivor might

accommodate a perpetrator's intimacies because of fear, a need for attention, or increasing

entrapment. Some participants did not seem to comprehend that a relationship of that kind
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between a teacher and learner is inadmissible, immoral and illegal, regardless of the

survivor's age or acquiescence.

The notion raised by Morrison (1996) that institutional defences correspond with

intrapersonal defences was supported by the fmdings in the case study. Excuses, delays,

rationalisation, barrier fortification and projection were rampant across subsystems. The

institutional culture, dynamics, processes and valued hierarchy further impeded the

Ministry's ability to protect Mary and Sharon. An interplay of all these factors contributed

to the "evaporation" (Longwe, 1997: 41) of the case. In Chapter 15moral and culpability

issues related to the way in which the case was handled will be discussed.
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Chapter 12

Broken wings?

Discussion of the suspected survivors

12.1 Introduction

Peter, a perpetrator ofCSA, confessed to Lyell (1998: 140) that he selected children who

suffered from what he called the "broken wing syndrome". In this chapter the vulnerability

of the suspected survivors before, during and after the alleged sexual abuse will be

examined. In Section 12.2 I will explore whether the two adolescents could have been

considered at risk prior to the alleged abuse. In Section 12.3 it will be shown how the Four

Traumagenie Dynamics and other consequences of CSA seem to have contributed to

Sharon's and Mary's vulnerability and entrapment. In Section 12.4 the defensive coping

mechanisms applied by the two young people will be explored. Possible reasons for their

apparent silence and compliance will be examined thereafter. The concluding section

discusses the possible victim/survivor status of Sharon.

12.2 Pre-existing vulnerability

Kenny (2001) stated that children with emotional and other difficulties are more likely to be

sexually abused. Finkelhor (1984: 60) asserted that "anything that makes a childfeel

emotionally insecure, needy, or unsupported" places the child at risk. In many ways Mary

and Sharon were both perfect victims (Summit, 1990).

Mary was handed over from one member of her extended family to the next, from one

. household to another, from town to town. As indicated by Macleod (1999a), there often is

little emotional bonding between such a child and her variable primary caretakers. During

our interview Mary referred to her guardian great aunt only four times (and 22 times to Miss

Hyde); Ms Cook and Mary had little in common.

Sharon had a mother and father and a stable home. Her Achilles' heel was possibly related

to her ambitions and dreams. She was what Wolpe et al. (1997: 80) termed "upwardly

mobile". If Sharon had been content with dropping out of school with a grade 9 certificate

(like her two sisters, Lily and Judy) or a grade 8 certificate (like her brother), she would
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probably not have been as much at risk for exploitation. Sharon needed money to realise

her dreams; money that her mother and father seemed to provide reluctantly, as asserted by

Sharon, Ms Hardy, Ms Cook and Miss Hyde.

There is a possibility that perpetrator strategies, which will be discussed in the next chapter,

could have increased the vulnerability of both Mary and Sharon. There are also indications

that the quality of parenting and communication might have been weak in both Mary and

Sharon's families, as will be elaborated in Chapter 14. Sharon did express her loneliness

within and disenchantment with her family. However, Collings (1995: 328) explained that

"if children become victims of abuse, it may affect their retrospective accounts of their

relationship with their parents or other background conditions ".

Many participants indicated that the specific needs/wants associated with the adolescent

phase contributed to the vulnerability of Sharon and Mary. Mr Holmes (2001: 2) explained,

"They want to dress up, you know." Similarly, Ms Cook (2002: 20) indicated, "The

children ... don't want to feel frumpy among the others." Probably to demonstrate her

empathy (rather than the learners' defencelessness against exploitation) Miss Hyde (2001: 1)

attested, "Young girls, as you know, they also want to be seen." Haihambo (1996), Ricardo

(1998) and Voeten (1994) found that peer group acceptance is often dependent on certain

standards of appearance, accoutrements and company. The desire for "new clothes, smart

hairstyles, make up, polished nails" (Leach et al., 2000: 22) might incite a girl to accept the

proposals of a teacher.

Shapiro and Levendosky (1999) proposed that misconceptions about adolescents may render

teenagers particularly vulnerable, as people fail to see the true cause of signs and symptoms.

As a case in point, during the pre-disclosure phase most participating teachers did notice

Sharon's distress, but failed to address it - possibly deducing that she was simply (again)

displaying 'normal' adolescent 'problem behaviour'.

12.3 Consequences of the alleged abuse

During the pre-disclosure period participants noticed a range of biopsychosocial signs and

symptoms in Sharon often associated with CSA. In this section it will be shown that these

consequences further impacted on the suspected survivors' vulnerability.

Physiopsychological indications. Problems which could be classified as

physiopsychological were Sharon's headaches and general weariness noted by Ms Carey
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(2000: 1), and two asthma attacks reported by Sharon (2001: 7) herself: "Once in the

state hostel ... it was early last year. They took me to the hospital." "(E)arly last year" was

when the teachers first noticed Sharon's distress and when the sexual grooming possibly

started. The cause of the second asthma attack was rationalised by Sharon (2000: 7) as

follow: "And once in [Miss Hyde's] car on the way to Littleton. Perhaps it is driving in a

stuffy car that brings on the asthma ..."

Indicators of depression. Teachers noted incessant crying during the pre-disclosure

period:

"She cried a lot, that time" (Hyde, 2001: 5)
[Justin's infidelity] "possibly also contributed to her crying" (Hyde, 2001: 7)
"You cry every day?" (Carey, 2001: 8)
" ... and then she started crying" (Seymour, 2001: 4)
"She went to lie down in the room, lie and cry" (Holmes, 2000: 2)

There were also other indications of general dispiritedness. In Ms Carey's (2001: 1) class,

Sharon sat "crestfallen"; "one day she had a terrible headache. She lies on her arms - we

work. Monday, it looks as though she's going to cry ..." (Carey, 2000: 1). Miss Hyde

(2001: 14) noted suicide ideation, the risk of which, according to D' Augelli (1998), is

elevated in homosexual youths. Sharon's demeanour also changed; she had rage outbursts:

"She is defiant when I reprimand her" (Carey, 2001: 11). Sharon became a 'taxing learner'

- a behavioural reaction also noted by Ligezinska et al. (1996) and Trickett et al. (1994).

Cognitive consequences. It is possible that CSA would fill a survivor's thoughts. Sharon

stated in her letter of disclosure, "Ifl always see her at school and when she teaches us then

I think of those things then my thoughts drift away from the work." In the letter of love

Sharon professed, "I wrote the 'English' [exam paper] rather well, but I just thought a lot

about you." This suggests that Sharon was plagued by intrusive thoughts which caused

concentration difficulties (Armsworth & Holaday, 1993; Shapiro et al., 1992). Mary (2001:

10) wisely asked (perhaps from her own experience?),

"Okay, I do think she was taught by [Miss Hyde]. With what thoughts do they sit?
Especially, [Sharon], when she has to attend ... thingies ... a class with her? What do they
think of each other at that time? I don't think she concentrates on her school work any more."

In the letter of disclosure Sharon concluded, "I don't know how to put it into words." Such

lexical difficulties have also been associated with the difficulty to disclose (Browne, 1996;

Heiman et al., 1998).
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From the above it seems that during the pre-disclosure phase Sharon displayed some

signs of Major Depressive Disorder and PTSD, particularly depression and the autonomic

arousal reaction. It could not be determined whether Sharon met the full diagnostic criteria

of either disorders. Itwas, however, very clear to Ms Carey, Mr Homes, Mr Seymour and

Miss Hyde that something (or someone) was tormenting Sharon. Many of the affective and

behavioural responses displayed by Sharon could be ascribed to traumagenie sexualisation,

betrayal, stigmatisation and powerlessness which specifically relate to sexual abuse.

Traumagenie sexualisation. Sharon's letters display what could be considered

traumagenie sexualisation. For example, one aspect of the intimacy of the relationship was

kissing the teacher goodnight: the teacher would ask her to kiss her and "I do it reluctantly"

(Sharon, letter of disclosure). It seems as though Sharon was unsure whether this was

acceptable, but her so-called "boundary warning system" (McGrath, 1994: 30) did kick in.

She certainly did not like it when "She always tries to put her tongue into my mouth". The

tone of the letter of love, the lexicon and the excessive display of emotions ("Sorrowful.

Forlorn child" [this emphasis is in the original, refer to Appendix Hl) indicate that Sharon

had trouble discerning the boundaries of mother-lover roles. There are indications of

attachment figure confusion: Miss Hyde was addressed both as "mummy" and "darling".

Furthermore, Sharon indicated how precious "the warm arms, the motherly love and

goodnight kissy" were to her, further revealing misconceptions about the confmes of

teacher-learner relations.

Ms Carey related the following incident which illustrates possible sexual acting out with

peers. The story was related to Ms Carey by Sharon's roommate.

"But I heard something ... one of the girlies who lives with [Sharon] in the hostel ... in Marble
Hall. She said, one evening they lay ... also warm... They lay only in panty and bra. It is just
a lot of girls there. Then she said, 'Oh! I'd really like a necking' [Afrikaans: vry]. She said
one of the girlies should [inaudible] with her, 'Come, do lie next to me'."

Researchers ascribe transgenerational repetition of abuse with role reversal to a defence

against inner feelings of fear and powerlessness (Daldin, 1988; Finkelhor, 1984; Hilton &

Mezey, 1996; Lyell, 1998), and/or to sexual over-stimulation (Rumstein-McKean &

Hunsley,2001).

One salient incident, possibly indicative of sexual identity confusion, occurred during my

first interview with Sharon (refer to Section 9.5.3). Sharon (2000: 1) spoke easily of the

living reality of her family, her dreams and that Miss Hyde was her "guardian-mother", and
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she explained that she only had "joke friends". When I asked her, "And boyfriends?",

she (2000: 1) adamantly declared, "A male person I don't want anymore ..." For a few

moments after the statement she looked bewildered and then burst into tears. I suspect that

she realised that she might have said too much. If Sharon were to develop a homosexual

identity she would probably be subjected to social stigmatisation.

Betrayal. The second traumagenie dynamic of CSA identified by Finkelhor and Browne

(1985) is betrayal. It transpired in the letter of disclosure that Sharon felt betrayed by Miss

Hyde, "I understand she likes me a lot and loves me, as she claims" [added emphasis].

Sharon professed that despite this reciprocal fondness, Miss Hyde behaved in a confusing

way and pressurised her. A way to get back at Miss Hyde would have been to be

exceedingly demanding - insisting on money and squandering it. This was exactly what

Mary (2001: 5) proposed. Miss Hyde's little half-sister and godchild reported to her,

"She said Sharon must get [money] every month and then many things are bought for her [as
well]. She gets lots of money. Everything is done for her... And then she asks for money
and Miss has to borrow money from other people ifshe hasn't got money at that stage. Then
she has to borrow the money and send it to her" [original emphasis].

(A caveat has to be issued regarding the narrative of Mary. Itwas difficult to determine

whether her criticism was driven by retaliation and jealousy; Sharon might have been

perceived as a rival to Miss Hyde's love and support.) A friend and ex-colleague ofMr

Holmes (2002: 5) affirmed Mary's claim: "Sharon is a 'madam'. She wears better clothes

than 1. She's got her own budget, every month. And Hyde has a rough time of it. She

keeps in and out of 'cash loans'." Another way to express hostility is to be arrogant and

antagonistic. Mary (2001: 4) asserted that Miss Hyde's mother would prefer Sharon not to

visit the family in Hopetown "because she doesn't respect them and does just what she

wants".

Finkelhor and Browne (1985) determined that although the CSA itself is the main traumatic

agent, experiences subsequent to the sexual abuse affect the traumagenic dynamics. In this

case study the system's reaction to the letter of disclosure probably contributed to a sense of

betrayal. Sharon's expectations were spelled out in the letter of disclosure, "Why this note

is addressed to you: my mother always says talk with a wise person who you trust and who

will help you". Sharon trusted Ms Carey (a) not to tell others and (b) to help her. But Ms

Carey informed the Principal, and "now you hear everywhere exactly what is written [in the

letter]" (Carey, 2001: 17). After the miscarried disclosure, Sharon seemed to have displayed

her disappointment with Ms Carey by avoiding her. The Principal, in tum, received a
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discreet letter of betrayal: "Sir I now feel very different/unhappy." Sharon was

subjected to institutional betrayal and power: the institution's power of "not listening"

(Taylor et al., 1997: 210).

Sharon pleaded with the investigating team not to tell her mother (RSC, 2001: 10) - an

indication that she suspected her parents might blame her, an assumption frequently reported

in the literature (Berliner & Conte, 1995; Everill & Waller, 1995; Kellogg & Huston, 1995;

Sauzier, 1989; Shalhoub-Kevorkian, 1999). When they were at last informed, her mother

and sister questioned and admonished her: an adverse response (Everill & Waller, 1995).

As proposed by Summit (1983: 178; also Rush, 1996), "victims looking back are usually

more embittered toward those who rejected their pleas than toward the one who initiated

the sexual experiences ". The feelings concomitant with betrayal according to Finkelhor and

Browne (1985) are grief reactions and anger, both of which were exhibited by Sharon.

Stigmatisation. The third traumagenie dynamic is that of stigmatisation - when the

survivor has to bear the disgrace of the CSA. The detailed verbal and written instructions to

keep the letter of disclosure secret are proof that Sharon feared rejection. This is also

reflected in the fact that she minimised the extent of the sleeping arrangements: "I have

moved only my bed in with her but my cupboard is in the grade lOs' room" [added

emphasis]. (In fact Sharon's bed was still in the grade 10 dormitory.) Sharon possibly

anticipated that people would point out that she did not resist (enough). Self-castigation is

reflected in the following statements by Sharon:

"It's actually because I transgressed the hostel rules, you know" (p. 5)

"I made the mistake to stay there" [in Miss Hyde's room] (p. 6)

"I went with her for the holiday" (p. 6)

"I went to live with her" (p. 6)

"I stayed in teacher's room" (p. 6). [added emphases]

Such self-blame have been noted by many researchers and clinicians (Armsworth &

Holaday, 1993; Biyong & Theron, 2000; Everill & Waller, 1995; Glaser & Frosh, 1988;

Morrow, 1991), and has been linked to a delay in disclosure and greater symptomatology

(Coffey et al., 1996; Goodman-Brown et al., 2003; Niederberger, 2002).

Interpersonal and institutional stigmatisation and rejection also occurred. As demonstrated,

some of the members of the teaching corps and some of the Regional Officials vilified

Sharon. The first confidante, her boyfriend Justin, as well as her family blamed Sharon.

Individuals and the system reacted towards Sharon as the "accessory-to-sex" (Burgess &
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Holmstrom, 1985: 85). Stigmatisation is associated with "self-camouflaging" (Summit,

1983: 179) behaviour, which will be discussed further under Section 12.4.

Powerlessness. Powerlessness is the fourth traumagenie dynamic. Sharon could also be

considered disempowered. First, in the letter of disclosure, Sharon verbalised her inability

to put a stop to some of Miss Hyde's intimate behaviours. She felt powerless to say she

found the kisses objectionable, and I "don't know how to move out to my room". Sharon

explained that "I fear for the afternoons when the school adjourns and [when] I again have

to go back to the hostel". It seems as though Sharon was cognisant of the implicit threat

when the teacher said, "You are in a thing and wouldn't easily get out of it." When Sharon

asked Miss Hyde what she meant, the teacher just smiled - which was perceived as

ominous. A sense of mortification transpired from the letter, not only towards the accused

teacher, but also toward the confidante.

Second, the supposedly powerful education system was unable to affect change. Hall and

Kondora (1997: 43) suggested that a "deep sense offutility" might develop after a survivor

tried numerous times, unsuccessfully, to stop the abuse. Sharon was left powerless,

hopeless, and unable to fight or flee. As noted by Sanders (1992), Sharon seemingly froze

into apparent cooperation; to compensate she took on apersona of arrogance and

nonchalance. Underlying the persona was probably much anger and despair for her own

inability to master the situation, the unwillingness of her protectors to help, and this teacher-

guardian who acted as though nothing had happened.

Some participants were particularly disturbed about what seemed to be a change of sexual

orientation - a reaction to be expected (a) in homophobic Namibian society; and (b) in

Third, it was impossible for Sharon to halt the system's response: her attempt - the letter of

recantation - failed. The allegation rippled outwards from the school, to the community, to

the Regional Office and even Head Office.

Developmental consequences. Developmental theorists ascribe some of the negative

effects of eSA on the developmental timing of the interference (Friedrich, 1998). In this

case both suspected survivors were adolescents, a time when "development hinges on

identity" (Gilligan, 1998: 11). Although none of the possible developmental consequences

could be ascertained, some of the participants raised concerns about how the alleged LSA

might effect Sharon and Mary in the future.
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Uniondale with its cloistered, conservative community. Ms Carey (2001: 8) admitted to

praying, "God, let this child not 'change' from a lady to an 'in-between' ..." Ms Carey

(2001: 4), as Justin's mother, could vouch for Sharon's interest in boyfriends - and then the

sudden disinterest. Her concern was shared by Mr Holmes (2000: 2). These fears were not

ungrounded: research seems to verify that homosexual CSA might cause sexual definition

and gender identity confusion.

Ms Cook (2001: 18) was concerned about Mary's adult friendships and the way in which

she might relate to her own children:

"Will that child ever, one day when she is an adult and married and [when she] thinks about
all these things ... will she ever be a normal woman? Will she not fear that somebody else,
when her child goes to secondary school and she hasn't got money ... wouldn't these things
come back to her? 'Is my child not going through what I went through?' Those things can
come back to her and it could yet influence her health one day?"

Another developmental aspect that troubled the families was the fact that Mary and Sharon

were kept 'in abundance'. Miss Hyde (2001: 1) herself remembered that Ms Cook raised

objections, "I can remember she said I will make the child used to clothes ... the nice life."

Ms Hardy (2001: 11) expressed the same concerns about Sharon, "It's just a pity that she's

already got the luxuries in her." The luxuries would make it more difficult for Sharon to

resume a life of poverty. Ms Hardy (2001: 9) was also worried that Sharon might not

develop into a resilient person, "The ... world that she has is without any other knocks and

pushes [Afrikaans: sonder stampe en stote] which she needs to survive." In this case

Sharon's one-upmanship, through the luxuries she could flaunt and the teacher-company she

kept, also augmented her estrangement within the socio-environment...
It could be forwarded that the biopsychosocial consequences of the alleged CSA heightened

Sharon's vulnerability: First, during the pre-disclosure period Sharon's arrogance, socially

unacceptable behaviour and privileged hostel existence overshadowed her displayed

distress. Only Ms Carey (2001: 12) had insight into the dynamics of Sharon's "swollen

head". "The child gets something that gives her a swollen head ... 'I am important' ... She

will think 'I'm important, because Teacher is interested in me'." Sharon's reaction, and Ms

Carey's explanation, are supported in the literature. A participant in Suransky-Dekker

(1998: 294; also Leach et al., 2000) indicated that some "sweethearts" of teachers were

"honoured". McGrath (1994) discussed how being the 'chosen one' of a respected adult

might influence socialisation with peers. Another explanation for displayed insolence was

forwarded by Anna Freud in 1967 (cited in Daldin, 1988): by identifying with a perpetrator
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the survivor is converted into a powerful player. None of the learners, boarders, or even

teachers would have dared to confront Sharon for fear of her alliance with the formidable

Miss Hyde.

Second, as a result of the adverse responses to her eventual disclosure, Sharon reacted in

ways which increased her vulnerability. (a) She recanted and doggedly denied any sexual

abuse; the result was that nobody could thwart the abuse or act against Miss Hyde. As

pointed out by Fish and Scott (1999: 792), secrecy is a "situational factor" in as much as it

limits interpersonal support and increases loneliness. (b) Except for Miss Hyde, Sharon had

nobody to talk to and nobody to verify the boundary violations. It could be expected that

Sharon's processing of the alleged sexual exploitation would be greatly influenced by a

more knowledgeable and experienced Miss Hyde.

The consequences of the alleged sexual abuse had an effect on the alleged exploitation

itself; Sharon's perceptions; and most importantly, the ability of others to protect and

support her (Fish & Scott, 1999; Tremblay et aI., 1999). The consequences seemed to

heighten the vulnerability and entrapment of the suspected survivors.

12.4 Coping mechanisms applied by Sharon and Mary

Sharon applied a range of strategies to cope with the alleged LSA and its aftermath. Most of

the strategies could be considered defensive. Gilmartin (1994: 7) states:

"We must not forget how the girls and women who have been victimized actually go on
surviving, and we must celebrate each and every one of their efforts to do so, even the ones
that at first glance may seem negative. "

Non-disclosure. As shown in the literature review - whether by "not telling" at all (Fish &

Scott, 1999: 792) or by recantation - silence could be considered a coping mechanism.

During our interviews Mary revealed a lot about herself and spoke freely about what she had

seen and heard of Miss Hyde and Sharon. When asked whether the same happened with

her, Mary was undisturbed - she had been asked before:

"Now still, when I meet up with [Miss Hyde] then I ask her. Really, she never did it with me,
why does she do it?" (p. 8)

"I never did it" [sitting on the teacher's lap] (p. 8)

"But she really didn't do it with me" (p. 9)

"I don't understand why she didn't do it with me?" (p. 9)

"I always asked myself - is it because I talk so much that she never did it with me?" (p. 9)
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"Once, when I phoned [Miss Hyde's home], it was Mothers' Day, her mother cried ...
She asked ... then I told her I really didn't ..." [It seems as though the rumours had also
reached Miss Hyde's mother in Hopetown.] (p. 9)

Why did Mary so insistently and repeatedly deny that "it" happened with her? Perhaps she

was confused, as expressed above: why Sharon and not herself? Perhaps she felt rebuffed in

that Miss Hyde was not interested in her. On the other hand, Mary might have modulated

her voice not to reveal her unacceptable secrets. She had 'adapted' her school career very

early during our interview. Mr Sterne and Ms Cook believed that Mary was also a survivor.

It is possible that Mary's denial was a defensive coping mechanism.

Possibly in anticipation of calamitous consequences, Sharon initially carried the burden of

the alleged LSA alone. Silence could be categorised as Denial (Leitenberg et al., 1992) or

Internalised Coping: "I kept quiet about the problem" (Chaffin et al., 1997: 233). These

coping mechanisms are those applied most frequently by survivors of CSA, in particular

survivors with more subjective guilt. Internalised Coping is also associated with increased

anxiety, depression, social problems and aggression at school- signs that were displayed by

Sharon. Furthermore, Sharon's initial non-disclosure could have raised questions regarding

the legitimacy of her allegations or her non-compliance.

Signs, hints and clues. As indicated by Tremblay et al. (1999) distress can seldom be

totally suppressed, but is expressed as internalisation and/or externalisation: in the period

before the disclosure Sharon cried, she was irritable, tired and disheartened. It cannot be

ascertained whether the emotional-behavioural reactions were an unrestrained gush of

intrapersonal pain or whether it was in fact a Sign as proposed by Burgess and Holmstrom

(1985). In retrospect Ms Carey (2001: 9) proposed, "I think the crying was actually a way

to show 'I'm looking for help'." But, as indicated by Burgess and Holmstrom (1985),

protectors are often unable to decode a survivor's message. Ms Carey (2001: 8) enquired,

"'You must have a problem?' 'Nooo, teacher'" [child's intonation]. Only in hindsight did

Ms Carey (2001: 9) realise that "the 'nooo' was expressed in such a way that she actually

meant 'yes"'. Ms Carey (2001: 9) taunted herself for not pursuing the case, "If only I kept

on and kept on she would have spoken out that time."

Coping at the time of the alleged abuse. In support ofMs Carey's assumption, Sharon did

indicate in her letter of disclosure that she used crying as a means to defend herself against

Miss Hyde's attentions: "There are evenings that I cry myself to sleep just not to talk to

her." Miss Hyde (2001: 4) affirmed Sharon's statement, "There were evenings when she lay
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and cried. Then I asked, then she kept quiet." Romans et al. (1996) determined that

9.9% of their participants cried or pleaded with the perpetrator at the time of the abuse. In

the letter of disclosure Sharon revealed another way in which she opposed the intimacies,

"At the moment I forbid her to kiss me, but she wants to know why I do that." It seemed as

though Sharon did not expect to be able to keep up this coping mechanism for much longer.

Disclosure. It is difficult to bear the secret of sexual abuse and exploitation. Disclosure

could also be considered Active/Social Coping (Chaffin et al., 1997) or Seeking Social

Support (Leitenberg et al., 1992).

Sharon disclosed twice. The first disclosure to Justin could be considered a "trial"

disclosure (Smith et aI., 2000: 285): there is little a fellow learner can do in cases ofLSA.

One would have expected her to first tell a same-sex peer, as in the cases of 40% of the

teenage participants in Kellogg and Huston (1995). However, by this stage Sharon's girl

friends were gossiping about her and Miss Hyde, and telling them would only have

worsened her situation. According to Justin (2001: 1) the two of them were talking about

the rumours that Sharon was sleeping in the teacher's room. Sharon disclosed to Justin that

she wakes up in the night to feel Miss Hyde's hands "under her clothes". She also claimed

that the accused once "tongue kiss[ed]" her, but "that was all". However, Justin (2001: 4)

expressed his doubts, "She tried to hide things ..." The disclosure was met with anger and

blame: "What do you want to tell me? Why, your mother send you to live in the hostel, not

in her room." The embattled Sharon possibly felt accountable after Justin's hostile

response. Further and subsequent enquiries by Justin were dismissed: she had told the

teacher she did not like it, and it had stopped. Sorensen and Snow (1991) identified

minimisation and empowerment as some of the defences applied by survivors during

tentative disclosure.

Although relatively few survivors disclose to teachers, the second attempt at disclosure was

directed at Ms Carey. The disclosure was probably precipitated by Ms Carey's educational

awareness programme; the majority of the participants in Sorensen and Snow (1991)

purposefully disclosed for this reason. Ms Carey (2000: 1) was also the only one who

repeatedly enquired about Sharon's state of mind. Sharon explained in her letter why she

disclosed, "I cannot endure it any longer." Sharon's choice of words to describe her reason

for disclosing was similar to 76% of the subjects of Kellogg and Huston (1995: 309): "I told

because I couldn't hold it any longer. "
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Much of the research on how survivors disclose is validated by this case study. From

the structure of the letter of disclosure it was clearly well thought out - an indication of the

rehearsal phase proposed by Sauzier (1989). The words "Teacher may perhaps be a little

disappointed because it is specifically she ..." indicate the uncertainty and fear of not being

believed. The fmdings by Sorensen and Snow (1991: 11), Summit (1983) and Smith et al.

(2000) that disclosure is "a process, not an event", and that delayed, rather than immediate,

disclosure is prevalent, were supported.

Post-disclosure chaos. Sharon probably held the inaccurate view that her problems would

be sorted out quickly and amicably by (initially) Ms Carey and (later) Mr Sterne.

Unfortunately her disclosure was met with chaos and secondary traumatisation. In many

ways Sharon was actually "punished for disclosing" (Morrison, 1996: 133).

First, Ms Carey (2000: 1) promised Sharon that she could and wanted to help her, "But then

you will have to talk." It is questionable whether Sharon could ever have anticipated the

multitude of people, shown in Figure 12.1, that would be informed.

Second, the system's response was prolonged and never actually concluded during Sharon's

school career. According to Berliner and Conte (1995) and Goodman et al. (1992),

anticipatory anxiety could be expected under such circumstances.

Third, all the system's decisions were unilateral, and Sharon seemingly was neither

supported nor kept informed. Morrison (1996), Runyan et al. (1994) and Berliner and Conte

(1995) proposed that a lack of information and preparation increase the vulnerability of a

child-survivor. Sharon could not have known that disciplinary procedures prescribe that

Miss Hyde has to be informed of the allegations against her.

Ms Carey - Mr Sterne _ Mr Cutler _ Mr Grimm _ Regional

J/, jJH::::~am"., j •• Director

j mother Principal
School I
Board t' Mr Warden

Ms Hardy

Researcher Miss Hyde

!
Regional
Personnel
Office

It is not known who
told members of the
community and the
rest of the school
staff.Mary

Figure 12.1 Who told whom of Sharon's allegation of LSA
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Fourth, as indicated by Berliner and Conte (1995), confrontation with a perpetrator is

particularly anxiety provoking. The following narratives by Miss Hyde (2001: 4, 5)

confirmed Sharon's anxiety and stress:

"Mr Sterne summoned me, then he read the letter out to me ... I called her, I asked 'What
things are you writing about me?' Then she just stood there quietly... 'If you humiliate me
like this ...'."

On another occasion Miss Hyde asked Sharon, "'Why did you [make up] such an ugly thing
...?' I kept my tongue in check ... At that time [Sharon] was trembling and flustered."

Being unexpectedly confronted by a perpetrator after disclosure would certainly have been

traumatising.

Fifth, Sharon was also subjected to multiple interviews. Mr Cutler apparently used hostile

cross-examination techniques.

"Two months before Sharon was also before the Inspector [after the church demonstration],
but then she was the scapegoat ... And this, with other words, this sword hung over Sharon's
head. And the Inspector could basically this time just take up the sword and continue with his
threats of 'You know what you did last [time] and you know what we said [will happen to
you] if you don't conduct yourself [properly] ...'" [added emphasis] (Trewby, 2001: 14)

Sixth, Sharon was pressurised from all fronts: by the accused after the allegation, and by

others following the recantation. Miss Hyde (2001: 7) exhorted, "You didn't only hurt me,

you nearly destroyed my future." Probably in an attempt to force Sharon to withdraw her

recantation, the Principal (according to Hyde, 2001: 5) challenged Sharon about her

explanation, "Why didn't you use something else, made up something else?" At home Ms

Hardy (2001: 2) impressed on Sharon the implications of the allegations: Sharon must have

distressed Miss Hyde because she had undermined her reputation.

Silences. Sharon's consequent coping mechanism was to maintain a "cover-up

deportment" (Sturkie, 1983: 304). Part of the cover up was the muting of her own voice.

Ms Hardy (2001: 2) exposed the defences bolstered by Sharon against members of her

family. Sharon either claimed there was nothing between her and Miss Hyde, "burst into

tears, or she was silent" [the word "silent" was emphasised by soft intonation].

Recantation. Sharon's disclosure "backfirejd]" (Leitenberg et al., 1992: 405). Probably

because of both a lack of support and pressure to recant, Sharon withdrew her allegation.

Recantation is a coping mechanism which attempts to restore order. After the recantation,

Sharon maintained the denial - both at school (Principal, 2001: 14) and at home (Ms Hardy,

2001: 3).
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Justification, normalisation, rationalisation and mythicising. When she did not

apply silence as a defence, Sharon used justification, normalisation, rationalisation and

mythicising. She justified the disclosure on her jealousy of Mary; she normalised sleeping

with Miss Hyde: "IfI watch television, I easily fall asleep, and then the teacher feels sorry

for me and then I just sleep there" (RSC, 2001: 4) - a normalisation which was forwarded

by Miss Hyde as well. She rationalised her living with Miss Hyde in Uniondale during

home weekends and school holidays thus:

"Then my mother isn't there, then I go to Miss. My auntie asked why I don't stay with my
family. My auntie always asked. Then I told her, her house is too small, I can't stay with her.
If! stay with Granny, then it is again my uncle who drinks and behaves badly. Our house is
there, but I can't stay there alone" (Sharon, 2001: 5).

Mythicising can be detected in the way that Sharon held in high repute the generosity of

Miss Hyde and the intimacy of their mother-daughter relationship while 'subtracting' the

disclosed sexual nature of the relationship (Hall & Kondora, 1997). Sharon seemed to

choose to live and relate a lie to ensure her own safety and security.

Emotional suppression. Sharon was possibly cognisant that telling causes trouble, but also

that crying (emotional outbursts) causes trouble. She adopted the coping mechanism "J

tried to calm myself down" (Chaffin et al., 1997: 233) or Emotional Suppression

(Leitenberg et aI., 1992). I remarked to Ms Carey in June 2001 how Sharon's demeanour

had changed since September 2000, Ms Carey (2001: 5,6) agreed.

"And now she is not so nervous as she had been. She's now quite calm ... The calmness
could be one of two things. She's calm because 'it doesn't matter what the people say, I am
not at school there anymore'. Or, the other reason which I dread, the calmness, 'it's alright, I
am used to it, so it's okay"

During the second to fourth interviews with Sharon her emotional control was noteworthy in

comparison to the first interview. During interviews Sharon also displayed a limited

recognition of feelings, which could be imputed on emotional suppression or the

unconscious defence mechanism, alexithymia (Biyong & Theron, 2000).

Social withdrawal. Composure alone does not guarantee safety. By maintaining a "self-

imposed exile" (Summit, 1983: 182) Sharon withdrew from her peers, family, the teachers

and the community. The ecological and social isolation of survivors - recognised by Calam

et al. (1998), Elliott et al. (1995), Finkelhor (1984), McGrath (1994) and Pillay (1992)-

was probably not only enforced by the alleged perpetrator in this case. Sharon herself used

social withdrawal as a coping mechanism. This would be classified as Internalised Coping

(Chaffin et al., 1997), or Avoidance Coping (Leitenberg et aI., 1992). Peers were pushed
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away with an aura of arrogance (RSC report, June 2000); her family was renounced -

"That's the whole problem, she grows away from the family" [original emphasis] (Hardy,

2001: 7). Ms Carey, Mr Holmes and Mr Seymour remarked how Sharon avoided them.

The withdrawal could be considered as (a) a way to avenge the betrayal of these social

actors; (b) a method to elude questions; (c) a strategy to prevent an accidental slip of the

tongue; and/or (d) a strategy to hide her shame.

Positive reinterpretation. The RSC (2001: 9) proposed,

"I am of the opinion that ... she was aware that the future held a [senior] secondary school
with financial obligations in another town, [something] that her parents couldn't afford. She
saw this situation as a deliverance ... and 'Why, why should I talk?'"

If other participants took into consideration this dilemma, Sharon possibly did too. It is

possible that she applied the coping mechanism Cognitive Reappraisal (Leitenberg et al.,

1992) or Positive Reinterpretation (Shapiro & Levendosky, 1999). Sharon might have

conjured up a "silver lining" (Leitenberg et al., 1992: 401; also McMillen, Zuravin &

Rideout, 1995) to the abuse in order to adapt to the non-resolution of the alleged LSA.

Resignation. After the disclosure and inaction by her protectors, Sharon must have realised

that Miss Hyde's foreboding remark that it would be difficult for her to "get out of' the

"thing" (letter of disclosure) was indeed valid. To escape would have necessitated a

concerted and supported effort, but Sharon possibly experienced herself as powerless and

her protectors as disinterested. What option did she have but to submit? One of the coping

mechanisms contained in "Kidcope" is "I didn't do anything because the problem couldn't

be solved" (Chaffin et al., 1997: 233). Mr Huggins (2001: 17) surmised, "I can assure you

that she probably was very eager to escape the situation, but as a relationship grows older,

you know what happens then, 'you go with the flow'."

The case study supports three premises of the attachment theory. Firstly, early attachment

to the primary caretaker "guides interpersonal interaction" (Shapiro & Levendosky, 1999:

1187). It seems as though Sharon and Mary's early attachment experiences might have led

to an insecure attachment system, which increased their susceptibility to risky attachments.

Secondly, Shapiro and Levendosky (1999: 1187) found that insecure attachment might be

related to the adoption of "maladaptive" avoidant coping strategies. These strategies would

lead to the dismissal of outside support during or after CSA - as happened in the case study.

Thirdly, Shapiro and Levendosky (1999) also found that sexual abuse may aggravate an

insecure attachment style. Sharon's pre-existing insecure attachment was probably
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reinforced by (what could be considered) the betrayal of her teacher-guardian, peers,

teachers, parents and family. In this section the statement made by Sorensen and Snow

(1991: 14) was affirmed: "Indeed, the only personfor whom denial is as great as that of the

perpetrator may be the victim. "

12.5 Reasons for the silence and compliance of the suspected
survivors

A variety of reasons were proposed by the case study participants for why Sharon (and

Mary) apparently maintained silence and compliance: First, as recognised by Suransky-

Dekker (1998: 294), it is difficult for a learner to express her lack of interest in a teacher's

advances: learners "were embarrassed or scared to reject him". Sharon expressed

specifically this dilemma in her letter of disclosure, "If she asks why I resist I am (I don't

know) ashamed to tell her I don't like it."

Second, the necessity to maintain silence might be related to socio-cultural values.

Teenagers in the USA (Taylor et al., 1997: 118) and in Zimbabwe (Leach et al., 2000) are

generally intimidated by rumours and gossip, "especially around real or presumed sexual

activity". These teenagers therefore cannot share their experiences with peers for fear of

gossip. Sharon's (2001: 5) confirmed this hypothesis; her Marble Hall friends talked about

their boyfriends: "Yes, but they do not talk as though they might be doing it." The Taylor et

al. participants (1997: 119) could not talk their "bloodmothers" either. The same applies to

Namibian adolescent girls and their parents: like Sharon's, many mothers and older sisters

refrain from discussing sexual issues with their maturing daughters and siblings (Becker,

2000; Voeten, 1994). But, most notably, in a culture and institution that "promotes

'compulsory' heterosexuality" (Leach, 2002: 100; also Haywood, 1996; Maletsky & Smith,

2001; Shivute, 2001), being survivor of homosexual LSA might incite a fear of being

taunted and stigmatised (Karp et aI., 1998). Burke and Follingstad (1999) found that adult

homosexuals fail to report abuse for fear of being confronted by homophobia in the USA.

Pillay (1992: 180) and D' Augelli (1998) postulated that girl-survivors of female perpetrators

do not disclose because they "have the added social taboo of lesbianism to contend with and

may thus be controlled to be silent". Only one of the 14 survivors of female-perpetrated

sexual abuse disclosed as children in Denov's study (2003). Perhaps Mary's voicelessness

and Sharon's loss of voice are consequent of the socio-cultural taboo that they were possibly
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ensnared in. Sharon had to keep the experiences secret to protect herself from "waving

tongues" (Seymour, 2001: 8).

Third, Mr Seymour (2001: 5) commented on the notion of adult-child differentials:

"[Sharon] wanted to break out of the situation, but it was difficult for her because she was

still a child ..." As shown previously, African custom prescribe that children should

unquestioningly comply with adults (Cheah et al., 2000; LeVine & LeVine, 1981; UNICEF,

1995). Both Mary and Sharon would be conversant with these norms.

Fourth, as demonstrated, the adverse response of social actors to the short-lived disclosure

confirmed that nobody was compassionate or trustworthy, and this response might well

underlie Sharon's silence. Adolescents were found to reject "people they see as

representing or aligned with unresponsive institutions and authorities" (Taylor et al., 1997:

36). Taylor et al. (1997: 36) referred to such rejection as "political resistance". Sharon

might have perceived her protectors as disinterested in her plight. Sharon's political

resistance frustrated and further alienated her school-based protectors.

Fifth, Ms Hardy (2001: 9) proudly described Sharon, "My sister is ambitious ... What she

attempts, that she does very well." It had been shown that Sharon's parents indicated to a

variety of people that they either could not afford to keep her at school, or decided to "write

her out" because of problems she got into at school (Hyde, 2001: 10; Cook, 2001: 18;

Hardy, 2001: 8). Sharon knew that she was dependant on her own resources. A perpetrator

could thus step in as supporter, carer and provider. Miss Hyde (2001: 17) paid all Sharon

and Mary's educational costs (school, hostel, examination and transport fees). The costs of

schooling have been widely acknowledged as one of the motivations for engaging a sugar

daddy (Leach, 2002; Njau &Wamahiu, 1994; Ricardo, 1998). For Sharon there was little

choice: silence and compliance; or abandonment by Miss Hyde, leaving school and start

working (if she could secure employment, given that the unemployment rate for the age

group 15 to 19 is 62% (UNDP, 2000».

Sixth, it is possible that Sharon was enslaved by the luxuries that her teacher generously

showered upon her: (Hardy, 2001: 3; Holmes, 2000: 2; RSC report, June 2000). Ms

Trewby's eyewitness account (2001: 8) elucidated how privileged Sharon was: at the huge

supermarket in Marble Hall, "they pushed one trolley and both loaded stuff into the trolley,

it was mostly toiletries". Sharon could choose her own brand and add it to their common
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shopping trolley. According to Calam et al. (1998) the acceptance of bribes is

significantly related to more psychological problems, and related to feelings of self-blame.

Seventh, it seemed as though secrecy might have been imposed by the alleged perpetrator.

Itmight be possible that Sharon was silenced by the distinct fear of violence. Niederberger

(2002) found that such fears resulted in paralysis. It is also possible that the suspected

survivors feared legal action against themselves. Ms Cook (2001: 17) explained how Mary

possibly reasoned,

"So she will reason, if she exposes the truth ... some or other time it will get to Miss Hyde and
then it will ... Who will represent her? Nobody... So, she will also just think, 'Miss Hyde
has money, if Miss Hyde sues me then I'll go to jail and everything?' I know my child ... I
know my child ..."

Violence and threats as maintenance strategies will be further developed in the next chapter.

Eighth, Summit (1983: 182) identified the dilemma of delayed disclosure: a survivor has to

reveal CSA immediately, "there is no second chance". Ms Cook (2001: 19) recognised that

Mary would be fearful of being exposed to judgmental adults:

"She will be scared. 'Oh, if! tell the truth then they will ... then I will be asked ... why didn't
you tell in the beginning? Why did you participate? You are just as guilty.' She will be
scared. That's what I think."

The great aunt realised that her godchild might have anticipated that the adults would ask

unanswerable questions.

Tenth, as much as physical attraction and gratification might have enslaved Sharon and

Mary, their emotional attachment (Sauzier, 1989; Paine & Hansen, 2002) to Miss Hyde

might have been more determining. Niederberger (2002: 67) found that "a needfor

affection [was] motivation for tolerating extensive periods of abuse". It has been shown

that Sharon and Mary were in many ways needy children, and that Miss Hyde fulfilled many

Ninth, although Miles (2000: 995) maintained that "children don't do sex with adults for

pleasure", Macleod (1999b) and Ricardo (1998) indicated that some of their South African

and Namibian participants were indeed motivated by the pursuit of sexual pleasure. Ms

Carey (2001: 4) conceded that Sharon might be silent because "now she enjoys this game

..." Justin (2001: 10), Sharon's ex-boyfriend and previous sexual partner, said, "This thing

is an ugly thing. People perhaps become addicted to it." Sexual stimulation and

. gratification would not only reinforce compliance, but also increase the depth and extent of

guilt (Daldin, 1988), which would counter disclosure.
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of their emotional needs. Miss Hyde satisfied Sharon's educational ambitions; she

awarded Sharon her undivided attention; she understood Sharon's disappointment with her

parents. Miss Hyde and Sharon laughed and gossiped after school; they went on outings

and shopping trips. Over the 18 years that McGrath (1994: 30) investigated cases ofLSA

she often found that "the student bonds tightly with the adult based on trust and affection".

Furthermore, the intense jealousy between Sharon and Mary was more reminiscent of a

lovers' squabble than learner rivalry. Sharon exposed her intense dislike of Mary in the

letter of recantation: "To be honest, even when Mary always comes to the hostel my whole

day is ruined."

The case study seems to substantiate some aspects of the social exchange theory (Leonard

cited in Paine & Hansen, 2002). Experience apparently taught Sharon that the cost of

disclosure and non-compliance is much higher than the possible costs of a relationship with

Miss Hyde. Sharon found herself in a social void; there was nobody else to advise, support

and encourage her. In order to cope with the inequity of a sexually abusive relationship,

"an individual can restore actual equity (rarely an option for a child in an abusive dyad) or

psychological equity" (Paine & Hansen, 2002: 287). Through mythicising Sharon gained

psychological equity, she seemed to convince herself that theirs was a supportive mother-

daughter relationship, the social exchange was fair. In the conclusion I will show that some

degree of actual equity was also achieved.

12.6 Conclusion

In this section it was shown that Mary and Sharon were probably both needy and at risk. It

was determined that the consequences of the alleged LSA and the secondary traumatisation

magnified the vulnerability of Sharon specifically. Furthermore, Sharon applied a range of

defensive coping mechanisms, which, rather that protecting her, reinstated the pre-disclosure

relationship.

Should Sharon be termed a suspected victim or a suspected survivor - or both? During the

pre-disclosure period Sharon could probably be considered a victim: (a) she seemed to be a

prey, seemingly singled out as the subject of gratification for a trusted teacher; (b) she

focused on the problem; (c) she was dependent on the support and protection of others; (d)

the strategies that she applied were mostly avoidant; and (e) Sharon was a 'true victim'

because she had little choice and power in the matter, and apparently had to endure hardship

and misery as a consequence. Following the chaotic aftermath of the disclosure, Sharon
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must have realised, not only that speaking up leads to even more trouble, but also, as

was noted by Suransky-Dekker (1998: 295), that abused girls are "on their own".

Consequently, Sharon chose to live a lie. She became an active role player. First, all the

strategies applied by her discounted the disclosure, silenced objectors and ensured disguise.

These coping mechanisms are quite understandable given all the 'dangers' she was facing:

being forced to give up her education; reverting to poverty; being sued; having to pay back

all the costs incurred by Miss Hyde; the possibility of violence; and, probably the most

significant incentive, losing the one person who was always there for her. Sharon's

defences were applied to create a "sense of safety and security" (McGrath, 1994: 30) - even

"survival" (Furniss, 1990: 246). Second, she became resource focussed: Miss Hyde became

her material, financial and emotional support. Third, and related to actual equity, Sharon

could now demand pocket money and clothes. To the RSC (2001: 5) Sharon explained that

she and Miss Hyde were reconciled after "the teacher promised to sever her association with

Mary". Miss Hyde confessed to Mary (2001: 9) that Sharon would not allow the teacher to

visit Mary in hospital. Mary (2001: 7) was convinced that Sharon and Miss Hyde had a

relationship because "Sharon decides about everything". Such undertakings and compliance

by a teacher would be inconceivable in a normal teacher-learner relationship. Fourth,

Sharon accomplished these things without the aid of any other person - solely with her own

resources. Sharon became a resilient and empowered young woman. This process of

continuing to live in spite of the possibility of ongoing abuse made Sharon a survivor. To

some extent she had become a decision-maker, the controller and the creator of her own

reality, which incorporated (and was dependent on) her teacher. If Rosenblatt's (1999)

proposal- that moral truth is in the eye of the beholder - is accepted, then Sharon's truth

has to be acknowledged as legitimate, at least for herself. I suspect however, that Sharon

could not just 'flyaway'; like the survivors of Lyell's perpetrator-participant (1998: 140),

Sharon seemed to exhibit the "broken wing syndrome".

Shapiro and Levendosky (1999: 1177) postulated that coping strategies have "potential

benefits and costs". Although Sharon's coping mechanisms helped her deal with the

situation in the short term despite her alienation and isolation, the costs, if any, would only

become clear in the long term.

------------------------------------------------------------------------------------------- ~
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Chapter 13

Hyde and seek:

Discussion of the alleged perpetrator

13.1 Introduction

In this chapter I will explore the intrapersonal, interpersonal and institutional dynamics as

they relate to the accused. In Section 13.2 I will investigate whether any of the conceptual

frameworks and classifications discussed in Chapter 7 befit Miss Hyde and her actions. The

defences launched by Miss Hyde will be discussed in Section 13.3. In Section 13.4 the way

in which Miss Hyde depicted herself and played down her influence will be revealed; and in

Section 13.5 the power yielded by this alleged perpetrator - as a woman and a teacher - will

be investigated.

13.2 Conceptualising Miss Hyde

In this section the appropriateness of some of the conceptual models summarised in Chapter

7 will be examined with regard to the alleged perpetrator in the case study: Even if the LSA

was proven, Miss Hyde cannot be classified a paedophile under the diagnostic criteria of the

American Psychiatric Association (2000: 528) as discussed earlier. Neither Mary nor

Sharon were "thirteen or younger".

Shakeshaft and Cohan (1995: 516) and Shakeshaft (1994: 23) distinguished paedophiles

from "romantic/bad judgement" perpetrators. Given that the suspected survivors were

adolescents, much appreciative of Miss Hyde's efforts and apparently willing partners, Miss

Hyde might have just made an error of judgement to engage in relations with learners. I

specifically asked Ms Trewby (2001: 4) whether Miss Hyde had not become involved with

Sharon inadvertently: she replied to the contrary,

"It is true, a person might land in a pot-hole. Anyone of us can, without realising where we
are going or what the consequences could be. In this teacher's case I suspect that it was a
deliberate course of action on which she embarked. This child was not her first victim."

Even if Miss Hyde did become romantically involved with the schoolgirls unwittingly, she

certainly was cognisant of the Principal's disapproval and her handling of the matter seemed

to be shrewd. On one occasion, the Principal (2001: 10), a man of few words, talked with
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Miss Hyde for over an hour: he put forward the accused's membership of the School

Board as a reason why she should display exemplary behaviour. Mr Sterne (2001: 10, 11)

concluded, "Then she completely resigned from the School Board and that was proof for me

that she did not want to terminate her activities ... What is the correct word again? ...

Defiance of authority." The Principal also remarked how immediately after such a 'talk',

the teacher would pointedly take Sharon's hand as soon as they walked through the gate

which separated the school and hostel grounds.

As elaborated on earlier, Finkelhor (1984) postulated that four factors have to be present for

CSA to occur. In the rest of this section I will reconstruct the events as related by the

participants, through the lens of the "Four Preconditions for Sexual Abuse" model (refer

also to the summary in Appendix A). Itwill be shown that Miss Hyde's actions, although

they might have seemed incidental at the time, appear to have been premeditated.

Precondition I. The first condition for CSA to occur, is that the perpetrator has to be

sexually interested in children. Mr Warden (2001: 2), the Circuit Inspector of Hopetown,

who knows the Hydes well, maintained, "I cannot see anything that could have redirected

her as a person" (he was referring to homosexuality and child-partners).

Psychoanalysts promulgate that a historical cause of sexual paraphilias might be found in

the dynamics of the family-of-origin (Sadock & Sadock, 2003; Theron, 1995). Miss Hyde

depicted hers as a contented family; she (2001: 15) was convinced that her mother was the

woman her father loved best, and that she was the "apple of my father's eye". However,

Miss Hyde's father only contributed to the maintenance of one of his children after family

intervention (Hyde, 2001: 15). Such childhood betrayal might, unconsciously, compel an

adult to engage in relationships in which he/she feels powerful and in control.

The immature personality theory which portrays perpetrators as anxiety-ridden, introverted

weaklings (Bentovim, 1993; Finkelhor, 1984; Gilgun, 1988; Gudjonsson & Sigurdsson,

2000; Hilton &Mezey, 1996; Murphy & Smith, 1996) seems inappropriate. Miss Hyde

certainly did not create the impression of being someone who feared the challenges of adult

relations. To the contrary, Miss Hyde was apparently perceived as intimidating by her

colleagues and learners. Teachers kept quiet about their suspicions for fear of being

confronted "head on" (Seymour, 2001: 8) by the teacher:

"Miss Hyde was one of those people if you, I'm now talking of the boys, the school's hard
beards [Afrikaans: hardebaarde], if they saw her there at the end of the veranda then you
immediately made sure that your shirt is tucked in and that there are no flourishes [Afrikaans:
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fieterjasies] on you. Because she was one of those people who do not take [nonsense]
from pixies [Afrikaans: kabouters]."

Similar observations that teacher-perpetrators are often forceful and feared, even by their

colleagues, were made by Shakeshaft and Cohan (1995) and Jones (1995).

A contemporary reason, which seemed to be much supported by participants, was that Miss

Hyde's interest in adolescents was situationally induced; her normal sexual outlets were

blocked (Finkelhor, 1984). Mr Grimm (2001: 1), the Senior Inspector, suggested that Miss

Hyde should be transferred to a bigger town where she could "socialise with her own kind

and age group". Ms Carey (2000: 2) similarly sympathised with Miss Hyde, "Nobody

would want to be like that. If she only could get a friend of her own age group" [original

emphasis]. With little information about Miss Hyde's past and present, one can only

speculate about the factors which motivated her to engage in a relationship with Sharon

which was disclosed as being sexual and abusive.

Precondition II. The second precondition to CSA is that a perpetrator's own internal

inhibitors have to be overcome. Unfortunately little information was forthcoming on this

factor too.

The possible disinhibiting effect of alcohol on Miss Hyde was mentioned by Ms Carey and

Mr Holmes. Ms Carey (2001: 9) posited that alcohol intoxication lead to the alleged LSA:

"When the Miss took a drink, that was the time that her male feelings emerged and when

she gets a girl-child to gratify herself." Although Ms Carey was only speculating, a number

of researchers have found that perpetrators of CSA do abuse alcohol often immediately prior

to or during the offence (Cullen et al., 2000; Elliott et al., 1995; Sadock & Sadock, 2003).

Gudjonsson and Sigurdsson (2000) found that intoxication is more common if the victim is

an acquaintance of the perpetrator, as Sharon was.

Finkelhor (1984) speculated that weak criminal penalties against perpetrators might be seen

to sanction CSA, and thus contribute to the alleviation of intrapersonal inhibitions. In this

case the Principal and RSC attributed the continuation and worsening of the alleged LSA to

ineffectual disciplinary actions. Mr Sterne (2001: 6) claimed that in the period following

the disclosure up to the investigation, "Things subsided somewhat ... but just after the

[unsuccessful] investigation things resumed ... up to now." The RSC (2001: 7) was given

feedback that "everything is just continuing, only to a worse degree". The long delays,

ineffective punishment and cautious wording of the reports could have: (a) been interpreted
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as an indication that the relationship is tolerated; (b) led to a sense of indemnity; and (c)

indicated that the disciplinary procedures of the Ministry were so ineffective that Miss Hyde

need not be concerned.

Precondition III. The third precondition is that the perpetrator has to overcome external

inhibitors. External inhibitors could be protective people and institutional and ecological

constraints.

First, Miss Hyde seemed to have recruited unsupervised children. Mary was unsupervised

in as much as her great aunt was a cleaner in another hostel complex. The lack of

supervision by Sharon's parents was conspicuous considering the numerous times that she

had been in trouble - often unbeknown to her parents.

Second, Miss Hyde seemed to have easily eliminated potential protectors and adversaries:

After having enlisted Mary's biological mother to surrender guardianship of Mary, sleeping

together in the hostel was legitimised. In retrospect, the Principal (2001: 5) proposed that

the acquisition of guardianship was deliberately intended "to get us off the idea that they

shouldn't be together". Not addressed in the literature are the ways in which a perpetrator

wards off other suitors. Miss Hyde saw to it that (a) Justin was emasculated by disallowing

him to have a bicycle at school; (b) Justin used to phone Sharon "endlessly" (Holmes, 2000:

1), but, unbeknown to Justin, "[Miss Hyde] withheld Sharon from the telephone calls"

(Holmes,2000: 1); (c) Sharon was 'counselled' against him; and (d) Justin (2001: 1)

complained to Sharon about "the looks that she gave me. I told her this teacher was jealous

of me' [original emphasis]. Justin "took" another girlfriend, "so that we have to break up"

(2001: 2). After he was eliminated, contact with other potential boyfriends was seemingly

also obstructed. Ms Hardy (2001: 4) light-heartedly mentioned that Sharon was at the

"petting stage" [Afrikaans: vrystadium ] "but that [Miss Hyde] thwarts as well" [original

emphasis]. Any interest by Sharon in boys was opposed with anger and threats.

Third, the environment was more than a setting, it was a constitutive force. As indicated by

Shakeshaft and Cohan (1995) schools are ideal settings for child-seduction - and school

hostels even more so. In the case study this finding was validated. Miss Hyde had an en

suite room in the girls' wing of the hostel. She often asked Mary (Cook, 2001: 2) and

Sharon (Seymour, 2001: 15) to clean her hostel room. Although this was apparently a

charitable act, Shumba (2001: 350) remarked that such domestic chores "could make female

pupils vulnerable to sexual abuse by teachers because nobody appears to monitor these
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activities". Miss Hyde (2001: 2, 3) expanded on what later transpired possibly to be

part of a recruitment process,

"The way in which [Sharon and myself] became 'close'. I had a refrigerator in my room. She
always brought meat from the farm. Meat and all those tasty things, bread ... [she] kept it in
my room. Then the girls watched TV in my room. In this way I came to be 'close' to her ...
Later she started to fall asleep in my room. Later she slept with me."

Although Miss Hyde gave an innocent account, Ms Trewby (2001: 3) revealed the double

standards that remained unspoken by Miss Hyde: "The children were fairly insurgent about

the situation... The girl is allowed to watch television as late as she wished; they have to go

to bed at a certain time." The teacher's room and bed soon became Sharon's room and bed,

as it had been Mary's the year before. As revealed by Sharon to Justin (2001: 1), and

observed by Susan (Seymour, 2001: 2) and the technician (Seymour, 2001: 3; Holmes,

2000: 2), the bedroom was the centre of what appeared to be a grooming process.

Fourth, after the expulsion of Miss Hyde and Sharon, private locations were more easily

established. Like 61% of participant-perpetrators in Elliott et al. 's study (1995), the alleged

perpetrator's home became a place where they could be together in private. Sexual

activities at Miss Hyde's house were witnessed by Mr Seymour' daughter (2001: 10), and

Miss Hyde herself(2001: 19) admitted to the sleeping arrangements - in one bed.

Fifth, the acquisition of a motorcar solidified Miss Hyde's hold on Sharon. Ms Hardy

(2001: 3) bemoaned the situation,

"She goes to trouble, she picks her up ... And then, when [Sharon] arrives [in Uniondale]
then she has to stay [with the teacher]. It doesn't make a difference that my house is here. It
doesn't make a difference ifmy mother is here. She has to stay there. From there she is
taken back" [original emphasis].

Sharon was alienated from her family. Her parents were powerless, they were dependent on

the farm-owner for trips into town.

Sixth, Calvert and Munsie-Benson (1999) found that in Oregon, USA, 35% of community

members would report suspected sexual abuse to the medical doctor. In a small town such

as Uniondale, Sharon, like most underprivileged children, had to visit the local clinic. The

clinic would be staffed with medical staff who probably would know all the quails of the

little community and often the children themselves from childhood. Furthermore, through a

new programme, "Adolescent Friendly Health Services", clinic staff are trained to support

adolescents. Sharon might have asked advice from such a clinic sister; or the sister might

even have confronted her about the rumours. The "private doctor", paid for by Miss Hyde,
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could be seen as another ploy to diminish Sharon's support system; Ms Hardy (2001: 3)

also seemed sceptical. Miss Hyde was given the day off from school to drive to Marble Hall

so that she could personally accompany Sharon to the doctor.

"It's a private man, you know. [Sharon] explained to me that with a private person the teacher
has to be there. So [Miss Hyde] got the day free because she specifically had to go with the
teacher. So she controls her" [original emphasis).

It is clear that Miss Hyde lied about having to accompany a dependant to a private doctor;

and that Ms Hardy, uninformed in the ways of private medical practitioners, believed her.

Seventh, many of Sharon's protectors seem to have unconditionally accepted the intimate

conduct and reasons proffered by the accused. Somehow the explanation that these

relationships were guardian teacher-leamer, mother-daughter relationships was accepted.

Precondition IV. The last precondition for CSA to occur is for the perpetrator to overcome

the child's resistance (Finkelhor, 1984). A child's resistance could be overcome in a variety

of ways.

First, a perpetrator has to gain access, psychologically, to the targeted child. Miss Hyde's

'approachability' was cultivated; the atmosphere in her class, her clothing, the nature of the

subjects and the way in which she taught, were inviting and attractive. Miss Hyde related

how the "hands on" (2001: 17) nature of her academic subject brought her closer to the

learners, and that "when I taught Physical Training, I wore what the girls wore, tracksuit ...

tights" (2001: 7). Children would naturally be attracted to such a 'cool' teacher. Likewise,

Shakeshaft and Cohan (1995: 515) found that teachers who abuse learners sexually are often

"very popular with students". They also established that a "disproportionate number" (p.

516) of physical education teachers are accused ofLSA.

Second, like some of the lecherous professors described by Dziech and Weiner (1990), Miss

Hyde played the role of counsellor-helper. The learners approached her about their "small

problems" (Hyde, 2001: 20), but as guardian-teacher of both Mary and Sharon she

concentrated her counselling efforts on them (letter of denial). Choosing acquaintances and

counselling them would lead to familiarity with the child's "vulnerabilities, commitments,

and attitudes about men and sex" [and values regarding education], "then he can tailor his

'line' to [the child's] specific need" (Dziech & Weiner, 1990: 122). Knowing that Sharon

was disgruntled with her parents Miss Hyde could model herself as an attachment figure.

She did it so convincingly that Sharon called her "mummy" (letter of love).
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Third, after selection and recruitment, a perpetrator would start desensitising the victim

physically (Furniss, 2000; Hilton & Mezey, 1996; Young, 1997). In this case study the

intimacy and invasiveness of contact was apparently gradually increased "so that the child

believes they are normal, appropriate, nonexceptional, or a routine part of interaction"

(Young, 1997: 287): walking hand in hand, strolling arm around body, sitting between the

teacher's legs on the rubbish bin during break, sitting on her lap throughout a school

function, kisses all over the face (letter of denial), touching Sharon under her night clothes

when she is supposed to be asleep (Justin, 2001: 1; Sterne, 2001: 12), goodnight kissing, and

attempts at tongue kissing (letter of disclosure). Both Justin and Mr Sterne (2001: 13) were

convinced that Sharon minimised the extent of the intimacy:

"I deducted that the teacher already had done it a few times before; but my own deduction was
that something more serious happened between the two that specific evening, with the kissing,
touching and everything."

If the Principal's presumption was correct, the letter of disclosure could have been

contingent on a "try-out" (Hilton & Mezey, 1996: 411; Furniss, 2000; Lyell, 1998). Further

inquiries by the Principal yielded a possible explanation: the Principal (2001: 23) learnt that

Sharon had asked some of her peers whether one could fall pregnant from a plastic penis.

Fourth, concomitant with what seemed to be sexual grooming, Miss Hyde applied a variety

of benevolent deeds, which could be construed as strategies to overcome Mary and Sharon's

resistance and, later to maintain their submission. The following strategies identified by

Lyell (1998: 174) were also applied by Miss Hyde: "purchasing gifts for the children,

offering lifts ...finding out about problems the child was experiencing, taking on the role of

counsellor, favouring the children and treating them as special ", Ms Cook (2001: 9)

testified, "[Miss Hyde] did not care what she bought. She bought clothes, bought shoes,

everything that was pretty she bought. What she did, I couldn't." Itwas Sharon's older

sister (2001: 3) who revealed the extent of the teacher's material and financial generosity:

"She ... stands everything for her [colloquial for buying everything] ... if her toiletries runs
out then the teacher stands in for it. Teacher buys her clothes ... Foschini clothes. We are not
people who can afford that clothes... What really got me worried was when [Sharon] told me
that the teacher also included her in her policy... And the teacher got her a private doctor ..."
[original emphasis].

As indicated by Furniss (2000), Hilton and Mezey (1996) and Romans et al. (1996) material

and financial rewards keep a child-survivor appreciative and dependent. There were strong

indications that Miss Hyde also afforded the girls affection, understanding and love. Miss

Hyde pictured her and Sharon "spending time together" in a "peer-type relationship"
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(Lyell, 1998: 90, 99). Such a "love-bargaining strategy" was found to ensnare

survivors in an "inescapable obligation" (Niederberger, 2002: 63).

Fifth, a range of what could be considered malevolent maintenance strategies were also

applied to seemingly overcome resistance. As indicated by Pillay (1992) and Burgess and

Holmstrom (1985) perpetrators keep their victims' comings and goings under close scrutiny.

Many participants testified how Miss Hyde held her victims under surveillance. Mr Holmes

(2000: 1) claimed that Miss Hyde was "aware of everything" Sharon did. Socialising with

family was apparently only allowed under the supervision of Miss Hyde: "if the child

perhaps comes to me ... then Miss Hyde comes too" (Hardy, 2001: 7); and "if she walks to

the café, then the teacher has to go with her" (Cook, 2001: 14). Such close supervision

possibly secured more than one purpose: (a) any opportunity the child might have had to

disclose was thwarted; (b) the girls became progressively estranged from their family and

friends; and (c) any possibility of befriending another suitor was eliminated.

Sixth, coupled with the financial support were threats of payback witnessed twice by Ms

Hardy's husband, the leader of the church choir. Both times Miss Hyde was intoxicated and

lost sight of Sharon. In December 2000, at Littleton, Sharon went for a walk with one of the

choir lads. That evening the teacher "had much to say ... 'I who do so much for you, who

provides everything for you ... everything [will be] paid back" [original emphasis] (Hardy,

2001: 5). The second incident occurred in Uniondale early in 2001: "Then they quarrelled

and she again used the word: 'I stand everything for you, so you will pay back everything ...

then everything will just have to be paid back" (Hardy, 2001: 5). Similarly, Justin (2001:

9) posited, "And when Sharon perhaps tells her she's going to talk ... the teacher says then

you return everything." An intimidated child-survivor (especially one alienated from her

protectors) will not be able to discern idle blackmail from legally founded threats.

Seventh, violence and threats of violence are well-recognised maintenance strategies (Elliott

et al., 1995; Hilton & Mezey, 1996; Leach, 2002; Leach et al., 2000; McGrath, 1994;

Romans et al., 1996). The possibility that Miss Hyde physically abused Sharon should not

be disregarded because of the assumption that it is only men who abuse their partners

physically (Burke & Follingstad, 1999). In this case study there were indications that

physical violence might have been used against Sharon and Mary, seemingly related to

'infidelities' with boys. Mary (2001: 5) claimed that only two weeks before our interview,

when she was in Uniondale, she saw Sharon at the club:
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"[Sharon was] drinking, smoking and hanging around with a guy ... Miss probably didn't
like it because she is a learner and she's not allowed to dance. Then I saw how Miss came to
fetch her from the club. She hit her so and then they went to the car."

(Although Mary and Sharon often expressed their antagonism during the interviews, this

tale was told to denigrate Sharon not Miss Hyde, but unknowingly revealed much about

possible violence and control.) The second non-incident was related by Miss Hyde herself

in her letter of denial. She explained that she threatened to beat Sharon if she engaged in

sexual relationships and claimed that she beat Mary for the same reason:

"I also said that Mary denied that she had a relationship in the office, but I while I was
interrogating her, she acknowledged that she'd relationships with different boys. On that
particular day I told Sharon that I also beat Mary (I was lying) and that I'm also going to beat
her, but then I said, "I'm joking, I'm not going to beat you ... " [sic].

(Miss Hyde nullified the threats exposed by herself by stating that "I was lying" and "I'm

joking" in her letter of denial.)

In a review of 19 empirical studies on violence in homosexual relationships, Burke and

Follingstad (1999: 508) concluded that the prevalence and "risk markers" of abuse in

heterosexual and homosexual couples are remarkably similar. The following risk factors

related to physical abuse in lesbian relationships: (a) one partner's financial dependency; (b)

the right or not to make important decisions; (c) the more the one partner wanted to be

independent and the more the 'batterer' needed to control, the greater the likelihood of

abuse; and (d) abusive behaviour was related to a "need to do everything together" (p. 505).

Inequities, the need for control, and feelings of insecurity have also been revealed about the

relationship between Miss Hyde and Sharon. InDecember 2000 and January 2001 (i.e.

when they had presumably been together for about 10 to 11 months) Miss Hyde still would

not allow Sharon to accompany the church choir alone. In 2002 Miss Hyde, possibly

without informing Sharon that she was coming to Marble Hall, saw Sharon and a young

man together. According to Mr Seymour (2002: 21), "Miss Hyde was quite upset. She

furiously questioned us." It should be remembered that the beating of partners and children

is widely practised in Namibia; in the UNDP's "Namibia: Human Development Report"

(2000) it was noted that interpersonal violence is often used to control, discipline and

punish.

Eighth, a perpetrator might inculcate feelings of guilt and responsibility in the survivor (Du

Toit & Pretorius, 1997; Everill & Waller, 1995; Hilton & Mezey, 1996; Koverola et al.,

1993; Miles, 2000; Summit, 1983; Veach, 1999). Miss Hyde (2001: 8, 10) tried to convince
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me that Sharon induced the more intimate acts of their friendship; it is not impossible

that Miss Hyde used the same projection strategy on Sharon. It is also possible that Miss

Hyde reinforced Sharon's disenchantment with her parents; she had been severely critical of

Sharon's parents towards me. Sharon might have been ingenuous enough to accept such

plausible, presumably self-seeking strategies.

Ninth, Jones (1995: 91) noticed that the perpetrator in her case study was "effectively

closing off" his victims "from the outside world". McGrath (1994), Summit (1990) and

Pillay (1992) also reported on the isolation of a victim from her family and friends. Miss

Hyde seemed to have used alienation techniques. Ms Hardy (2001: 4) confirmed that

Sharon had no friends: "No, no, not at all, not even her own cousins." Early in the

relationship Mr Holmes (2000: 1) observed that the teacher "boycotts" Sharon from visiting

her family by ordering that "nobody leaves the hostel". There are four reasons for isolating

a survivor: (a) so that there is no one for her to disclose to; (b) so that the isolated child

becomes progressively more insecure, more dependent on the perpetrator and concomitantly

the perpetrator is put in the position to reassure, console and control the child (McGrath,

1994; Summit, 1990); (c) through alienating the child from her caretakers their influence is

eroded; and (d) the child will be totally reliant on the perpetrator's explanations regarding

the abuse.

The "Four Preconditions of Sexual Abuse" model (Finkelhor, 1984) does not provide

answers to the aetiology of esA. It does, however, provide an operational framework

through which one can explore the sequential and necessary processes by which perpetrators

subjugate intrapersonal, interpersonal (including institutional) and ecological inhibitors.

Miss Hyde and the two suspected survivors denied the sexual exploitation, and therefore did

not reveal much of the intrapersonal correlations and the dynamics between themselves.

However, the ways in which Miss Hyde ostensibly manipulated the socio-ecological

inhibitors, and the ways in which she apparently overcame Mary and Sharon's resistance,

conveniently fit into the "Preconditions" model. I found the model much more

encompassing than the psychoanalytic, social-learning, victim-offenders, immature

personality and physiological explanations for eSA. The radical feminist approach that

"this is what men do" (Lancaster & Lumb, 1999: 125; Burke & Follingstad, 1999) is

inappropriate where the alleged perpetrator is female. In fact, this myth probably thwarted

the recognition that the relationship might be abusive, and contributed to the unsatisfactory
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outcome of this case - a possibility also raised by Hetherton (1999). I will discuss

homosexual, female-perpetrated CSA in Chapter 15.

13.3 Defending and denying

It has been demonstrated that the educators had to defend their inaction; Mary and Sharon

denied being sexual abused; likewise, Miss Hyde also had to convince others of her

altruistic intentions and the reasons why the "unearthly" (letter of denial) allegations were

undeserved and untruthful. It was difficult to access the psychological/intrapersonal denial

and the interpersonal defences directed at the suspected survivors because of non-disclosure,

recantation and denial. However, the denial directed at social actors (including myself) can

be examined. In this section the (mis)representation of the relationship as a commendable

teacher guardian-learner or mother-daughter relationship, and the projection of blame will

be discussed.

Normalisation. According to Glasgow (1993: 104) perpetrators are likely to hold

"idiosyncratic concepts of what constitutes abuse"; and no less the accused in this case

study. The first line of defence applied by Miss Hyde was to normalise the relationship.

When Mr Sterne accosted Miss Hyde in 1998 about Mary, Miss Hyde (2001: 2) retorted,

"Ms Clegg also has a child who is not hers ... That one also was poor. What's the

problem?" Ms Clegg was Head of Department and Mr Sterne's sister. Miss Hyde (2001: 6)

furthermore claimed that in 1999, prior to moving into the hostel, "[Sharon] also lived with

[Miss Roberts] ... She also went on holiday with the teacher ..." Mr Sterne (2001: 20)

rectified Miss Hyde's justifications: children went to Ms Clegg in groups and Miss Roberts'

male partner lived with her. To me Miss Hyde (2001: 1) explained, "We were two teachers

in the hostel. We both had children." She omitted to add that, although the learners did

chores for both her and Miss Jackson, they did not sleep with Miss Jackson. In the letter of

denial Miss Hyde stated, "Okay, she used to kissed me on cheeks, forehand, hands & mouth

which I think is just normal ..." [sic]. Thus in this case study an appeal to the "othermother

tradition" (Taylor et al., 1997: 117) underlay Miss Hyde's normalisations. This tradition is

said to be practised among African American communities as well as groups where

extended families are the norm, such as in Namibia. 'Othermothers' are believed to be

women (other than mothers) who have meaningful relationships with girls, supervise and

teach them and have a powerful influence on them. The normality of such relationships

between women and girls in the Uniondale community was verified by Mr Sterne and
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Seymour: Mr Seymour (2001: 12) claimed, "bosom friends do live together like that".

As asserted by Maree and Kruger (2001: 167-168): "What is acceptable or not in a

community is construed through the 'lenses' through which the community members

interpret their world" [translation]. The 'othermother' custom thus apparently increased the

opportunities for Miss Hyde (a) initially to comfort; and (b) later to groom Sharon. The

social construct augmented the peace of mind, but also the blindness, of familial and

institutional protectors.

Projection. The defence most widely applied by Miss Hyde was projection. She projected

blame and responsibility of the misunderstanding onto Sharon, Mr Sterne and Seymour, Ms

Carey, the school's Guardian Teacher programme and her own teaching.

First, Miss Hyde projected blame unto Sharon by depicting her as disturbed, promiscuous

and over-involved. Miss Hyde used what I termed the disturbed adolescent myth. She

ensured that I knew that Sharon was previously accosted for "drinking, fighting" (p. 10) and

a "church demonstration" (p. 16). Miss Hyde expanded on possible psychological

disturbances which might underlie the allegations of the "French kiss": "Maybe she

dreamed or she wishes I should do this to her. I really don't know. Maybe she's obsessed

with me or I gave too much/little love/attention to her, I don't have any clue" (letter of

denial). The promiscuity myth (Dziech & Weiner, 1990) was also furnished. I was told

how Sharon absconded in 1999 when Miss Roberts went to a dance. She allegedly spent the

night with Justin. Miss Hyde (2001: 6) as a member of the school's internal Disciplinary

Committee had to reprimand Sharon, which was "why she came & stay in the hostel" [sic]

(letter of denial). Miss Hyde seemed to imply that Sharon might be "trying to get back at a

teacher" (Yaffe, 1995: K8); a projection which would bear a lot of weight with the

embattled teaching corps. Sharon is thus depicted as a learner with a history of general and

sexual misbehaviour. However, misconduct does not exclude being victim of LSA.

Shakeshaft and Cohan (1995) found that a victim often had a history of misbehaviour.

Another defence launched by Miss Hyde was to blame Sharon for being over-involved and

demanding. Like some of the perpetrator-participants in Lyell (1998), Miss Hyde related

that Sharon actively sought her out. To add weight to her portrayal of Sharon, Miss Hyde

(2001: 12) claimed, "Her father said Sharon is that person who, if she grows to love a

person, then she loves too much."

Both Veach (1999: 45) and Murphy and Smith (1996: 179) recognised that some

perpetrators deny "responsibility": "Something happened but it wasn't my idea. "
/
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According to the accused, (a) it was Sharon who kissed and reproached her, "When is

teacher going to kiss me goodnight of your own accord, must one always ask?" (b) Sharon

insistently slept with the teacher because "I'm used to you". By contrast, it was Miss Hyde

who repeatedly enquired whether Sharon wanted to sleep with her; who tried to persuade

Auntie Milly (a hostel matron) to provide her (Miss Hyde) with another bed; and who, with

the help of Susan and Muriel, moved Sharon's bed back into the dormitory (letter of denial).

Despite the persuasive explanations by Miss Hyde, contradictions were rife. Sharon wrote

in the letter of disclosure, "But she always asks that I should kiss her and I do it reluctantly."

Whereas Miss Hyde (letter of denial) claimed that Sharon forced herself upon her - Sharon

explained to Mr Sterne (2001: 24) that, when she tried to avoid Miss Hyde at the hostel,

"Teacher has me called ..." According to Miss Hyde, Sharon was thus demanding and

tenacious, and she (Miss Hyde) was the recipient of the emotionally deprived child's

expressions oflove. As was shown, 'blame the victim' is a well-researched form of

projection applied by perpetrators. It is implied that a teenager with such conduct

difficulties is untrustworthy - and thus that the allegations are fabricated.

Second, blame was projected on the Guardian Teacher programme. Miss Hyde was

appointed in alternate years as guardian teacher to Mary, Chase! and Sharon. In the letter of

denial Miss Hyde reminded the Principal that Chase "nearly caused problems". I suspect

that Miss Hyde insinuated that she had been victimised before, implying that in Sharon's

case again she was the victim of misunderstanding and malicious lying. The pastoral

programme was the cause of the debacle.

Third, Miss Hyde was convinced that the subject matter she taught actually worked against

her: "Listen, we also teach the children to be 'creative'. I taught the children of 'creative

writing'. A person also teaches the children to 'think creatively'. They make stories up that

do not exist." Miss Hyde proffered Sharon's letter of disclosure is an example of creative

writing - ingenious but imaginative.

Fourth, Miss Hyde also projected responsibility onto Justin, Mary and Mr Sterne. Justin

upset Sharon with his unfaithfulness. The unsuspecting Mary was confronted by Miss Hyde

(2001: 4) the day after the disclosure, "It's because you come here and because you and

Sharon [quarrel]." Miss Hyde (2001: 9) also discredited Mr Sterne during her interview

IApparently Miss Hyde was assigned as the guardian teacher of Chase; after he revealed to his friends that he had always
been in love with Miss Hyde, he was reassigned to a male teacher (letter of denial).
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with the Circuit Inspector, "The Principal never called me in and ordered me to evict

Sharon from my room!"

Rationalisation. Another defence launched by Miss Hyde, as an afterthought in her letter

of denial, was: "Why should I do such a thing to someone like her, while I know that she is

so talkative." This is a valid question and a good argument, but numerous participants

testified that at that time Sharon was isolated from her family and friends and under constant

surveillance - she could not talk to anyone about what was happening to her, not even the

clinic sister.

Level of denial. In Furniss (1990), Murphy and Smith (1996) and Veach (1999) the level of

the denial made by perpetrators was discussed. On investigation of Miss Hyde's narration,

her "first line of defence" (Lyell, 1998: 79) was to deny the sexual abuse. In as much as she

conceded that "something happened" (Murphy & Smith, 1996: 179), it could be considered

a partial denial: she and Sharon kissed; they shared a bed in the hostel and at her home etc.

However, Miss Hyde adamantly denied any "sexual intent" and the "wrongfulness" of the

"something" (Murphy & Smith, 1996: 179). The things that did occur were normal

behaviour in a guardian teacher-learner and a mother-daughter relationship.

13.4 Self-portrait

Sharon was disturbed, deprived, demanding, manipulative and distorted the truth; the

pastoral programme placed teachers at risk; Justin and Mary made Sharon miserable; and

Mr Sterne was unsupportive - according to Miss Hyde. Conversely, Miss Hyde portrayed

herself as a concerned, self-sacrificing and charitable teacher.

First, the primary caretakers of Mary and Sharon were disparaged: Mary "smelled" (Hyde,

2001: 1) and Sharon's mother did not put a premium on the education of her youngest

daughter (Hyde, 2001: 10). The parental neglect justified intervention by the concerned

Miss Hyde. Lombard (1993) proposed that ideally teachers should be acquainted with the

learners' family and, if necessary, compensate for parental inadequacies. Miss Hyde did

exactly that: she attended to the children's educational-financial and emotional needs.

When the parents wanted to withdraw Sharon, Miss Hyde (2001: 1, 10) claimed that she

was the mediator to Sharon's educational future: "Then I talked to the parents, then they

understood" .
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Second, Miss Hyde (2001: 6, 9) emphasised that she was a member of the school's

Disciplinary Committee and an elected member of the School Board. These are positions of

trust and respect. Interestingly, the two teacher-perpetrators in Pillay (1992: 25) were also

members of "Parent-Teacher Committees and Cultural Organisations H.

Third, Miss Hyde presented herself as being caring and soft-hearted. When the Circuit

Inspector confronted her about her neglect in evicting Sharon from her room, she (2001: 8)

explained,

"I told Mr Cutler, I tried. But because we are so 'close', you can't easily ... 'Move out of my
room' ... I went to Mr Sterne, 'I haven't got the 'guts' to tell Sharon to leave just because she
wrote or said or wrote such a thing about me'."

Miss Hyde (2001: 9) claimed that she called on the assistance ofMr Seymour,

"I don't know how to approach Sharon, so please use your powers as 'Sup' on Sharon ... I
really don't know, I'm too 'close' with her It looks as though I'm messing with her, or
spurning her."

Miss Hyde portrayed herself as longing for Sharon to be ousted, but needed the managers of

the school and hostel to do it for her. They were powerful, and Miss Hyde powerless. It is

implied that a person who places the emotional welfare of her protégé before her own

reputation cannot be sexually abusive.

Fourth, Miss Hyde often verbalised exactly what one would expect a reasonable person to

say. She (2001: 20) objected to the school's Guardian Teacher programme:

"The children should not perceive us as their parents ... we don't replace their parents. They
should not expect us to buy them calculators, buy them a pen, buy them clothes, toiletries,
shoes. They must not think we're their parents."

Paradoxically, Ms Hardy (2001: 10) and Miss Hyde concurred on this matter,

"As guardian I'm not supposed to break you away from your parents. As guardian, I'm not
supposed to break you away from the other children ... As teacher-guardian you are not
supposed to provide [the child] with money or things, but as school guardian you are
supposed to support me with my school work. That is how I see the story" [original
emphasis].

The congruence is superficial. Ms Hardy was specifically referring to her perception of

Miss Hyde: Miss Hyde 'broke' Sharon away from her parents and the other children; Miss

Hyde gave Sharon money and things. Ms Hardy's grievances were echoed by Ms Cook

(2001: 8,9, 10), "Listen, [Mary] was indeed given off to me and I wanted to try my best in

my weakness, you know. But then [Miss Hyde] indeed came into the middle" [between

herself and Mary] [repeated twice]. Whereas the caretakers perceived Miss Hyde as spoiling
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and isolating the children, Miss Hyde portrayed herself as the victim of exploitative

learners.

I enquired from Miss Hyde what the effects of the allegations of LSA were. Itwas clear

that Miss Hyde, like some of the incarcerated sex offenders in Veach (1999) and Lyell

(1998), perceived herself as the victim. She (2001: 11) was "grieved and ashamed". She

(2001: 18) felt isolated and mistrusted: "The other people are looking from afar ... and you

don't know what he thinks or what he says ..."; "My reputation has been cracked." Despite

Sharon's subversion the teacher kindly proposed in her letter, "I'm going to show her love,

give her attention etc."

13.5 Powerplay

In Chapter 5 the social position of teachers was discussed. It was shown that teachers yield

much power in the school and community in Namibia (Fumanti, 2002). The Principal

(2001: 2) typified the Uniondale community, "The parents look up at the teachers. They are

the people in town" [original emphasis]. In this section I will examine the way in which

Miss Hyde used the image of being an educator to her advantage, how she managed

impressions and applied positional, ecological and personal power to serve her purpose.

Institutional image. The institutional image of teachers is that they care for children

(Young, 1997), and that they "hold rare skills and knowledge that are esoteric and

powerful" (Avis, 1994: 64). Illustrative of the power embodied by teachers was Ms Cook's

change of heart. Initially Ms Cook (2001: 8, 11) was "unhappy" about the relationship.

Later, the great aunt (2001: 8) reasoned, "Perhaps the teacher wants to prepare Mary for the

senior school ... perhaps she saw into the future [the Afrikaans has a biblical tone:

voorkomstigheid] that I wouldn't be able to keep up the support Mary." Ms Cook

eventually entrusted Mary to Miss Hyde.

Impression management. Young (1997) attested that perpetrators' self-presentation is

orchestrated to (a) seduce and (b) prevent discovery. As shown, Miss Hyde's attractiveness

was cultivated. Impression management was seemingly also applied to impress upon others

her heterosexuality, and therefore her innocence. For example, Mr Holmes (2000: 2) asked

Miss Hyde where she got the "love bites" on her neck: '''There aren't guys in Uniondale?'

She said it's young men from Marble Hall." Miss Hyde did not reassure Mr Holmes: "She
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doesn't want to reveal her true image." That afternoon the technician reported that he

had heard Miss Hyde and Sharon in the bedroom talking about love bites and laughing.

Another example of impression management is the way in which Miss Hyde conducted

herself after the School Board had discussed the letter of disclosure. "No, the next morning

she just acts normally ... she also had the ability to 'act' as though nothing has happened.

As though the situation has nothing to do with her" (Seymour, 2001: 10, 11). Sadly, it

seemed as though the impressions were taken "at face value" (Young, 1997: 287).

Positional power. Miss Hyde had positional power within the institution as well. She was

regarded as a good teacher. The Principal (2001: 12) conjectured that if she only had been

a weak teacher, "a person would perhaps have had more power to claim that she committed

this and that and doesn't do her work, so take her without further ado". Miss Hyde also was

qualified to teach a "scarce, very scarce" subject (physical Science) to the senior learners

(Principal, 2001: 12) - an area oflearning Sebakwane (1993/4: 89) referred to as

"prestigious". Furthermore, as a Supervisory Teacher she could rule who received

telephone calls and visitations, and who not. She could determine who cleaned her room,

when the learners had to stop watching television, and who stayed behind.

Socio-ecological power. Teachers have a lot of ecological power; the physical or social

environment can be arranged to access the victim, and to ensure privacy and non-detection.

As indicated by Mr Seymour, after the hostel inspection Miss Hyde reinstated Sharon in her

room again: "The teacher was clever, look, it was her wing of the hostel. She again did a

're-shifting', and in this way got [Sharon] back in her room" (2001: 18). "[Miss Hyde] used

all the potholes to escape" (2002: 21). "[Kjnowledge of the system" (Adler et al., 1995: 96)

enabled Miss Hyde to steer clear from intervention.

Miss Hyde's ecological power extended beyond the walls of the school and hostel.

According to Ms Carey (2001: 15), Mary was quickly resettled in Marble Hall (at Miss

Hyde's brother's house) after the letter of disclosure. Ms Carey explained that Miss Hyde

probably wanted Mary "not to hang around here". Another possible explanation is that

Mary was a dangerous element, in that her presence caused Sharon to feel insecure and

therefore endangered Miss Hyde.

Personal power. Miss Hyde was comparatively well off; she was educated and had status;

she thus had personal power. Miss Hyde's fmancial earnings probably were the most
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efficient means with which to recruit, maintain her influence over and silence Mary and

Sharon. Mary was kept indebted (and quiet?) even after she was sent to Marble Hall. When

I interviewed her in June 2001 Mary was a cashier at a café-cum-shebeen. When Mary

(2001: 4) last saw the teacher, she was given N$100, "She told me if! need something I

should come back [and ask] because I always meant so much to her."

Physical and emotional contact was compromised if Sharon (and Mary, according to the

letter of denial) did not conform to the rules of the relationship. The teacher related in the

letter of denial how Sharon wrote a letter to her on April 4 confessing her love for Justin.

(Could this have been a way in which Sharon tried to extricate herself from the teacher's

hold - a coping mechanism?) On Apri15, the very next evening, Mary visited and Miss

Hyde's door was audibly locked (Sharon, letter of love). During our interview, Miss Hyde

(2001: 5) added, "The next morning the jittery one asked me if Mary ... [the teacher checked

herself] ... then she told me that Sharon is lying in her room, crying." I am of the opinion

that "the jittery one" asked the teacher whether Mary stayed the night, which would explain

why Sharon was so upset. If these assumptions are correct, and Mary was locked in and

Sharon out; Mary was used to punish Sharon. Sharon responded by writing the love letter to

Miss Hyde on Apri16, "The next morning she wrote a letter to me. See the copy". Miss

Hyde stated that Sharon enquired whether she could sleep with her on April 7, "Later the

evening when she fell asleep I went down and sleep m on the lounge" [sic]. The teacher

moved Sharon's bed back to the dormitory on Apri18, but that evening Sharon slept in the

teacher's bed. It seemed as though the teacher and Sharon amicably resolved their problems

by the end of the week. If Sharon was perceived as disloyal (by still favouring Justin) or

unwilling (by not allowing tongue kisses as indicated in the letter of disclosure), one

strategy to bring about Sharon's surrender would be (a) to employ her rival, Mary; and (b)

emotional deprivation. The love letter seems to be a reaction to Sharon's fear of losing her

beloved teacher to Mary - exactly what would have been intended by playing the two girls

off against each other. One of the teacher-perpetrators in Pillay (1992: 24) also "secured

[the victim's] compliance by threatening to deprive her of attention [and] affection. "

Furthermore, as found by Jones (1995: 90), perpetrators often have "powerful

personalities". It has been shown how the teaching corps, the school's "hard beards" and

Regional Officials were all wary of Miss Hyde. Miss Hyde's public defiance of requests

and instructions to scale down her friendships with girl-learners could be construed as a

power display.
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Much of Miss Hyde's power was related to her being a teacher. She could rely on the

pastoral myth (Dziech & Weiner, 1990) and the opportunities and powers afforded to

teachers and Supervisory Teachers by the education system and the community.

13.6 Conclusion

The descriptions by other participants of what Miss Hyde said and did, and Miss Hyde's

own version of events, seem to support traditional research literature about perpetrators of

eSA: how they operate and how they portray their behaviour. The "Four Preconditions of

Sexual Abuse" model (Finkelhor, 1984) provided a particularly valuable framework by

which to describe the process of engaging a child in what seemed to have been LSA.

The narrative approach ensured that Miss Hyde's rendition of what occurred between her

and the children was also heard. The approach was invaluable to access her meaning-

making and (defensive) coping mechanisms. Like the convicted participants in Lyell

(1998), Miss Hyde explained her engagement with the children as having a fun/friendship, a

financial and an emotional purpose. However, Glasgow (1993) attested that perpetrators'

accounts of their behaviour are notoriously untrustworthy. As shown above in "Self-

portrait", Miss Hyde presented selected facts and events which portrayed her favourably.

She neither addressed the alleged intimate acts, nor the complaints that she caused the

alienation of the suspected survivors. The fact that the stories of other participants

corroborated, but differed from Miss Hyde's indicates that Miss Hyde's rendition might be a

defence. For example, Mr Seymour, Mr Holmes and Ms Trewby concurred that Sharon's

clothes and bedding were in Miss Hyde's room during the hostel inspection; Miss Hyde

(2001: 8) claimed that they found only "a pillow and so".

In this case study, the alleged female perpetrator seems to have exercised "power strategies

and 'dirty games'" (Jones, 1994: 70) similar to those applied by male perpetrators. Many

aspects of the relationship between Miss Hyde and Sharon seem to be control-related:

surveillance, alienation from others, the encouragement of dependency, and the attraction of

luxuries. It seems as though cultural beliefs and practices may also afford female

perpetrators the opportunity to sexually abuse children unencumbered. The statement by

Summit (1983: 191) that a perpetrator "protects an uneasy position of power over the silent

victims [and] will not release his control" seems to be appropriate to this case. Miss Hyde

might well have been what Homing (1996: 50), Ng'uni (2001: 1) and Talavera (2002a: 1)

termed a "sugar mommy H.

https://etd.uwc.ac.za/



259

Chapter 14

Parental contributions?

Discussion of the parental figures of the suspected

survivors

14.1 Introduction

Parents are supposed to protect, provide for and participate with their children and the "best

interest of the child will be their basic concern" (Article 18 of the Convention). In the case

study, Sharon's older sister and guardian, Ms Hardy (2001: 13), adamantly expressed her

disenchantment with their parents, "I believe they neglected their duty. [I said to them,]

'Other people are taking over your duties' ... But at this moment I feel they neglected their

duty and [Miss Hyde's] gone off with Sharon." The Principal (2001: 21) expressed similar

concerns: "The parents did not exactly fulfil their part hundred per cent." Why did Sharon

and Mary's parental figures not intervene in the relationship?

In this chapter I will investigate whether any familial circumstances placed the suspected

survivors at risk of, or contributed to the continuation of, the alleged LSA. In Section 14.2 I

will discuss the circumstances of Sharon and Mary's families and demonstrate how these

could have impacted on the suspected LSA. In Section 14.3 I will investigate the

(defensive) ways in which Mary's guardian and Sharon's parents handled the possibility that

their daughters were survivors of sexual abuse. In Section 14.4 the "Protection Motivation

Theory" will be applied as a conceptual framework for understanding the reactions of the

parents. The consequences of the way in which the parental figures reacted to the

allegations will be illuminated in Section 14.5.

14.2 The living realities of Sharon and Mary's parental figures

In this section it will be shown that familial realities probably underlie the parents' reserved

position towards the institution, but also their tight-lipped reaction towards the children. For

purposes of arrangement I will organise this section as follows: the socio-economic

circumstances, intrapersonal circumstances, interpersonal relationships and cultural

influences which could have impacted on the alleged LSA. I hope to elucidate why the

parents of Sharon and the guardian of Mary did not "fulfil their part 100 per cent", and to
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Poverty. One factor which concurred in the families of Mary and Sharon was the fact that

the parents of both suspected survivors were poor. Poverty has been associated with the

increased vulnerability of children to, specifically, CSA by Bergner et al. (1994), Buga et al.

(1996), Du Toit-and Pretorius (1997), Haihambo (1996), Koen (2000) and Ryklief (2000).

The HIV/AIDS pandemic has a significant influence on poverty and possibly CSA, as was

alluded to by Mary when she explained in 2001, "And then my mother stopped working ...

But later she decided to start working again ... she didn't want Miss Hyde to stand in alone

for me like that" (p. 2); then in 2002 she revealed that her mother had died of AIDS (p. 12).

Mary's mother's HIV/AIDS status had affected her ability to work, which had in turn

deepened the family's poverty and possibly increased Mary's dependency on Miss Hyde.

inculcate empathy for their predicament. The intention is not to engage in "mother [or

father] blaming" (Friedrich, 1998: 525).

14.2.1 Their socio-economic circumstances

Family structure, poverty, domestic circumstances and social stratification are socio-

economic circumstances of relevance to the case study. These factors seem to have

contributed to the occurrence and perpetuation of the alleged LSA.

Family structure. In the literature review it was shown that family structure and the risk

status of children are often associated. In the case study Mary was the oldest daughter in a

female-headed, single-parent household, and Sharon the youngest in a nuclear family. It can

thus be surmised that (alleged) sexual abuse is not (directly) related to single parenthood,

and that nuclear families do not necessarily provide safety.

Mulinge (2000) asserted that the extended family structure might strengthen a family's

socio-economic position and enlarge the emotional support network. Extended family

members were involved with and supportive of both Mary and Sharon. The alleged LSA

could thus not be ascribed to the collapse of the family system. In the case study the

extended family members, unknowingly, actually had a negative impact on the alleged LSA.

First, Mary was a "football child" (Macleod, 1999a: 4) resulting in familial instability and

associated psychosocial problems. Second, family members could not understand "why it

should be a problem if Mary went with Miss Hyde" [to Hopetown]. Ms Cook (2001: lO)

realised that, if she could not support Mary at a later stage, "Then they will wag their fingers

at me." Subsequently, Ms Cook allowed Miss Hyde to take Mary, perpetuating the

potentially abusive relationship.
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There was disagreement over whether Sharon's parents were also needy. Ms Cook

(2001: 8) believed they were just as poor as she was: "[Sharon' s mother] told me ... she

really doesn't have the money to keep the child at school." Sharon's father probably did not

earn much. According to the UNDP (2000: 30) "the cash incomes of the land-less

agricultural labourers [in Namibia] can be as little as US$20 a month". Mr Holmes (2002:

5), however, was convinced that Sharon's parents were not that impoverished. He argued,

"Before these things [happened] they cared well for Sharon. Sharon always brought meat or

oranges, cookies, all those things [to the hostel] ... She always, always had [things]." He

explained, "The owners of the farm are good people. Not whites. Germans or something"

[sic].

A participant in Haihambo (1996: 70) referred to the "cool hands" of some parents which

occasion their children's exploitation. In Sharon's case the 'closed handbag' simile might

be more appropriate. Ms Hardy (2001: 13) criticised their mother for not contributing to

Sharon's transport costs: "She could have given what she had in her handbag" [to Sharon].

On the one hand, financial circumstances impaired the family's ability to keep Sharon at

school; on the other, if Sharon was employed her monthly contributions towards the

household would have been invaluable. The mother's 'closed handbag' might have

impelled the suspected survivor to employ her own devices to meet her needs - a functional

attempt to redress poverty or her underprivileged status.

Domestic circumstances. Shino (2000) indicated that a pile-up of stressors might

contribute to a child's susceptibility to sexual abuse and the family's inability to take

protective measures. Furthermore, Finkelhor et al. (2001) observed that how families define

their needs at the time (a defmitional factor) and the resources available to access the

services (material factors) may influence their help-seeking efforts.

Sharon's family faced multiple demands. Two of Sharon's sisters were doing domestic

work in Windhoek: they did not support their parents and Sharon financially, as is

traditionally expected, "They don't support me! They work, but they don't send money

home!" [intonation: wrathful] (Sharon, 2001: 3). To the contrary, they were depleting the

family financially and emotionally. The younger sister, Judy, had drinking problems; her

newborn baby was incubated and subsequently died. The mother worried, "She will drink

her out of her work" (Sharon, 2001: 4). The middle sister, Lily, who had not abused alcohol

before, had also "taken to drink" (Sharon, 2001: 4); Lily was pregnant. The brother was

poorly paid as a gardener, and his partner was also pregnant. Sharon was continually getting
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into serious problems at school. The mother was "coughing blood", and the family

incurred a debt ofN$300 at the pharmacy in Uniondale (Sharon, 2001: 7, 8).

Mary's familial problems were no less impelling. Her mother was HIV-positive, and had

developed full-blown AIDS. Mary's siblings, like herself, were distributed among family

members. Mary (2001: 18) felt compelled to leave school and help the family: "When [my

mother] fell ill ... I told her I will just leave school, because I still had a little sister who was

one year old and a five-year-old brother who had to go to school the next year ..."

The multiple stressors disrupted the family composition, structure and the functions carried

out by members. Mary (2002: 11) had to take responsibility for her little sister. Sharon's

sister, Lily, was brought home to curb her growing drinking problem and to nurse their

mother (Sharon, 2002: 9) - another dependent. It seems as though both families were

engaged in survival practices. It could be expected that the parental figures' vigilance of

Mary and Sharon's doings and well-being were impaired as a result. In Sharon's case, while

her sisters, Judy and Lily, and their mother were in acute crises, Sharon was seemingly fine

and the family was relieved of the costs of her education. The resolution of the family's

most salient needs was beyond the scope of the police and justice officials; moreover,

accessing these services would only compound the family's financial difficulties.

Social stratification. Related to poverty is "social location " (Taylor et al., 1997: 14) or

social stratification. Ms Cook (2001: 17) verified the association, "[Sharon's mother] is the

lowly people. We are indeed the lowly people. The people without money. If you don't

have money, then you are indeed nothing" [sic].

On the grounds of their income, employment status and educational level it could be

forwarded that the families of both Mary and Sharon were positioned in the lower strata of

Namibian society. The parental figures were evidently not in a position to lay claim to

community and institutional resources or support which might have reinforced their

hardiness (Coulton et al., 1999). This is perhaps why Ms Hardy (2001: 12) thought it

necessary to explain that the wife of the farmer-employer also disapproved of the

relationship between Miss Hyde and Sharon; the farmer's wife was rich, white and

educated.

"The white woman also disapproves of the relationship between [Sharon] and the teacher.
The parents must have discussed the problem with them, and she, the white woman, can see it.
The woman also was a teacher you know."
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Ms Hardy had to authenticate the unacceptability of the relationship by calling on

someone from a higher social level.

14.2.2 Their intrapersonal circumstances

Three factors intrapersonal to the parental figures seem to have had an influence on the

alleged LSA. These were their voicelessness, possible feelings of being embattled within

the education system and a lack of knowledge.

Voicelessness. As indicated in the vignette above, the intrapersonal dynamics of voice are

associated with socio-economic stratification (McElroy-Johnson, 1993). Voice also reflects

on the emotional-attitudinal factors which may underlie non-reporting (Finkelhor et al.,

2001). Ms Cook (2001: 17) affirmed the connotation between status and voice: "[Sharon's

mother] wouldn't talk, because her parents are similar to me. She doesn't have what Miss

Hyde has."

The voicelessness seemed to be situational. Although Sharon's mother's voice was muted

within the institutional context, at home her voice was amplified: "It's only my mother who

talks a lot ... My mother is a person with a frighteningly loud voice" [original emphasis]

(Hardy, 2001: 3, 7). Sadly, although Sharon's mother initially confronted Sharon 'loudly',

it seems as though her inability to make Sharon talk ended in her reciprocating Sharon's

silence. Similarly, Mary's great aunt ultimately gave up on the matter and became quiet. It

seems as though loss of voice was related to powerlessness to change what seemed to be

inevitable circumstances.

Embattled. In addition to their social position, the parents' voicelessness could possibly be

associated with the fact that they might have felt embattled within the education system.

First, as shown in Chapter 11, the school reacted to the problem relationship, and later the

crisis of disclosure, with boundary fortification. For example, Ms Hardy (2001: 1) claimed,

"We have up to the present never seen the letter" [of disclosure]. Second, Sharon's parents

had been summoned to the school before on account of Sharon's misconduct. After

"previous bad experiences with schools" (Christenson, 1995: 255), her parents possibly felt

(a) ashamed; (b) reluctant to intercede (again) for Sharon; and (c) intimidated by school

authorities. One could concur with Grosz et al. (2000) that Sharon's parents probably were

secondary victims of the system. It seemed to be impossible for the parents to cross the

divide between home and school.
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Lack of knowledge. Circuit Inspector Warden (2001: 2) posited that some of the

silences and inaction might be contributed to a lack of knowledge: "The ignorance of the

parents - their educational level- might playa role too." Nhundu and Shumba (2001:

1531) found that learners from rural areas in Zimbabwe whose parents were poor and less

educated were "more likely to be taken advantage of by more educated offenders, such as

teachers ".

First, a lack of knowledge may be related to educational level. Sharon's parents, her

siblings and cousins were poorly educated (as was Mary's immediate family) - as shown, an

element often identified as a risk factor for CSA. In the case study the openness of

discussions was indeed inversely correlated with education level. Ignorance could have

underlain the parents' inability to apprehend, articulate and object.

Second, a lack of knowledge regarding homosexuality was indicated. Sharon's mother did

confess to the Principal that the accused and Sharon insisted on sleeping under one blanket

on the farm which "they found strange" (Principal, 2001: 19). However, when the Principal

informed her that Sharon disclosed that it was a sexual relationship, he deduced that the

mother thought it was "nonsense". The mother asserted that "certainly two women cannot

make love!" [Afrikaans: vry]; Ms Cook (2001: 8) was as flabbergasted:

"I have never thought that a woman can molest a woman. Here in our little town we certainly
do not have knowledge of such things. So ... it cannot ... I cannot even think that such a
thing could perhaps happen."

The two parental figures echoed a statement made by a participant in Talavera (2002b: 60):

"How can two women have sex together? Jt is not possible, there cannot be penetration. "

Third, the multiple perceptions that these 'things' cannot occur in "our little

town/community" are reminiscent of the findings by Du Toit and Pretorius (1997: 73):

participants considered their neighbourhoods as more "safe" than others. Burgess and

Wurtele (1998: 1173) also related that "parents ... view their own children as being at lower

risk for sexual abuse compared to all children".

Fourth, unsuspecting parental figures would probably not recognise signs and clues from a

survivor, and, if they did, they would not be able to cogitate that sexual abuse might be the

cause. Ms Cook (2001: 10) referred to a "premonition" [Biblical term], "I feel, I don't know

how I feel ... I don't know how I feel"; her boundary warning system was seemingly alerted

that something was amiss. However, despite her discomfort about the intimacy of the
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relationship, Ms Cook (2001: 8) convinced herself of Miss Hyde's good intentions. She

projected an "idealised conscience" onto Miss Hyde (Summit, 1990: 59).

Fifth, although the case study supported the contention that parents often believe that,

"School officials ... can mete out justice" (a jurisdictional factor) (Finkelhor et al., 2001:

19); the parents in the case study were deterred from engaging authoritatively with school

officials because of a limited knowledge of education policies and procedures (Christenson,

1995). As a case in point: The "Education Act" (OPM, 2001) prescribes the procedures by

which a learner may be expelled from a state hostel. It seems as though Sharon was not

charged with misconduct in writing as prescribed by the Act. The Uniondale School Board

did not conduct a disciplinary hearing within 20 days of the charge. The Permanent

Secretary could not have supported the expulsion (considering that she would have been

thus advised under the signature of the Regional Director, who had not approved Sharon's

expulsion). The parents did not receive a notification of the Permanent Secretary's decision

to expel Sharon and collateral information on how to appeal against such a decision to the

Minister. Sharon's parents probably did not know that these procedures existed and could

therefore not insist that the procedural guidelines be adhered to. Neither would they have

known the rhetoric about collaborative decision-making, and the proclamation that parents

are "partners in education" (MEC, 1993: 42).

Sixth - a definitional factor (Finkelhor et aI., 2001) - the parental figures apparently did not

realise the potentially criminal nature of Miss Hyde's behaviour. Miss Hyde twice made off

with the children without parental permission, which would be considered criminal

abductions in Namibia. Mary was taken to the parental home of Miss Hyde in Hopetown

(about 350 km from Uniondale) for "the whole holiday". Ms Cook (2001: 4) approached

the Principal and the Namibian Police:

"I turned around and told Mr Sterne. .. Then I phoned the police in Hopetown and I told the
police inHopetown they must please deliver a message. They must tell Miss Hyde she must
immediately return Mary. But they never reacted to my request. I don't know whether she
received the message."

Ms Cook did not lay a charge - as she could have done, and the police did not inform her of

such a possibility. Neither did the Principal institute disciplinary procedures. Similarly, Ms

Hardy (2001: 6) related how at a school function, to which she chaperoned Sharon, one

moment Sharon was there, and the next "Sharon was just gone. That evening Sharon slept

out with the teacher. I was so bitter ... bitterly unhappy. I phoned the teacher twice, the

Saturday morning, Friday evening. But the line was always engaged ..." [original
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emphasis]. There are indications that Miss Hyde might not have felt threatened by a

hostel cleaner and a housewife.

Seventh, the term 'Guardian Teacher' used for the school's pastoral programme was an

inappropriate choice and confused the unenlightened parental figures. Ms Cook (2001: 2),

Mary's great aunt and guardian, was perplexed - who was Mary's guardian: she or Miss

Hyde?

14.2.3 Their interpersonal relationships

The parental figures' interpersonal relationships seem to have had an effect on the alleged

LSA. Interpersonal relations which are of consequence are: the parent-child, parent-

perpetrator and parent-community relations.

Parent-child relations. The relationship between the parental figures and their children

before, during and after the alleged LSA seems to have been particularly significant: First,

as was shown in Chapter 8, girl-survivors and parents of CSA survivors report a lack of

emotional closeness within their families. Nearly half of the Namibian subjects in Shino's

study (2000: 57) reported that family members were "doing their own thing". This phrase

recalls the definition of CSA forwarded by Sharon: "What I understand under child abuse ...

is when parents don't look after their children, and ... the children alone have do things on

their own ..." (Sharon either did not hear, or dissociated that the question referred to "child

sexual abuse".) Sharon's (2001: 2) answer reflected her disenchantment with her parents

and her parents' financial, ecological and emotional withdrawal. Miss Hyde (2001: 5)

claimed that Sharon (also refer to the letter of recantation) confessed to the Principal "that

she actually never had a mother, loneliness and all that stuff'. Research literature supports

the notion that the lack of closeness might have driven the suspected survivors to the kind-

hearted Miss Hyde.

Second, Sharon's extraordinary dissimilarity from her family was continually emphasised

and probably contributed to her estrangement. Fundamental value differences existed even

before the alleged LSA. A focus group study indicated that Namibian girls are subjected to

"pressures for early marriage and/or parenthood" (Abt Associates, 2002: 19). Sharon

(2001: 3) was such a girl: "My auntie told me ... that it was only me who is left ... The ones

who are 19 are now pregnant. So it's only me in the family ..." (Although the aunt might

have had well-meaning ulterior motives - to entice Sharon away from Miss Hyde into

relationships with males - the family tradition was seemingly geared towards early

https://etd.uwc.ac.za/



267

pregnancy rather than education.) Low expectations often result in self-fulfilling

prophecy (Taylor et aI., 1997), but in Sharon's case she became more resolute to complete

her education. Consequent to the liaison with Miss Hyde, Sharon became increasingly

unlike her family. She was the best educated; she wore Foschini clothes and was the

beneficiary to a policy. It is not inconceivable that the dissimilarity impacted on

communication and closeness with, and eroded the influence of, the parents.

Third, the quality of communication - specifically about sex and sexuality - between

parents and their children has been hypothesised to be causative to CSA, related to non-

disclosure and crucial to the recovery of a child-survivor. Like many parents all over the

world, Sharon's parents had difficulty in talking to her about sexual matters. Sharon (2001 :

4, 5), at that time already 17, said that her mother had not "yet" discussed sex and related

things with her: "Look, we chat, but those ... that we don't talk about." Her main sources of

sexual information were her friends (who all claimed to be virgins) and teachers. A

perpetrator-participant in Elliott et al. 's study (1995: 590) attested how he ominously

exploited parental unwillingness to talk about sexual matters with their children: "1used it

to my advantage by teaching the child myself" Whereas Sharon previously had no safe

place to talk about sexuality, Miss Hyde could provide guidance in the 'othermother'

tradition (Taylor et al., 1997). I suspect that the communication gap between the parental

figures and suspected survivor was indeed partly causative to Sharon's vulnerability and that

it contributed to her inability to reveal the nature of the relationship to them.

Whether there had been a pre-existing communication gap or not, since the liaison started,

"There is no meeting of minds between my mother and Sharon" (Hardy, 2001: 7). It

seemed to the Hostel Superintendent (2001: 6) that the mother knew that something was

amiss, "but she as parent did not know - it is her small child, her youngest daughter - she

did not know how to 'address' her". The observant Mr Seymour was probably correct.

Fourth, it could not be ascertained what the parenting styles of Sharon and Mary's parental

figures were. The way in which Sharon's mother scolded her, suggested an authoritarian

style, often practised in Namibia (Shino, 2000). Such rigidity could have contributed to

Sharon's disillusionment and ultimate rebelliousness (Macleod, 1999b). However, there are

also indications of a very flexible parental style. To accommodate the relationship the

parents adapted familial roles (Miss Hyde took over and the mother withdrew); rules (Miss

Hyde and Sharon could sleep under one blanket); and power structures (Sharon's father felt

obliged to defend himself against Miss Hyde regarding the issue of pocket money). Such
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flexible parenting can result in indistinct guidelines and flaws in supervision. In the case

study it does seem as though the flexibility might have been reactive, rather than a pre-

existing family feature. Whether authoritarian, flexible, or worse, inconsistent, these

parental styles could render a child vulnerable (Shino, 2000).

Fifth, a developmental factor identified by Finkelhor et al. (2001) which might inhibit

parental help-seeking is the development of autonomy during adolescence. Adolescents

disengage themselves from their parents and, often, from other adult authorities. Sharon's

stated withdrawal from her parents and denials underscored her reluctance to (further)

engage the police or higher educational authorities. Her parents apparently complied with

her wishes - what else could they do?

Lastly, in the case study the fmding by Manion et al. (1996) that fathers of sexually abused

children seem less distressed than mothers was replicated. Ms Hardy (2001: 3) claimed,

"It's actually only my mother who is serious. My father is not ... I don't know how he takes

this thing. But he's not so serious ... [about it]." It could not be determined whether

Sharon's father was (a) less involved in parenting practices, a culturally accepted separation

of gender roles (Elrod & Rubin, 1993); (b) unperturbed by the possibility that Sharon was

sexually abused by, specifically, a woman; or (c) whether he repressed his own confusion

(Manion et al., 1996).

Relations with the alleged perpetrator. Research literature has indicated that the

relationship between the parent and perpetrator might have an impact on eSA and LSA

(Pillay, 1992; McGrath, 1994). Miss Hyde seems to have applied three strategies: grooming

the parents, alienating a survivor from her parents and intimidating the parents.

First, there were indications of grooming and indebtedness. The teacher accompanied

Sharon on choir outings and in exchange helped to transport choir members for Mr Hardy.

Money was borrowed and lent. The parents relied on the teacher to support Sharon through

senior secondary school. In 2002 Ms Hardy confessed that the relationship between her

parents and Miss Hyde was even more cordial than before.

Second, the growing intimacy between Miss Hyde and the girls seemed to have inversely

influenced the parent-child relationships. For example, Sharon (2001: 7) attested that she

saw her family during the December 2000 school holiday, "but we did not talk".

https://etd.uwc.ac.za/



269

Third, there are indications that Miss Hyde intimidated Mary's guardian. Ms Cook

(2001: 13), after admonishing Mary about the sleeping arrangements, received a threatening

letter from the accused. "She wrote me a letter and said she will sue me because I allegedly

gossiped about her - she works for herself and cares for Mary with her money. I was

embittered, Miss [addressing the researcher]. I was embittered when I read the letter ..."

[original emphasis]. A lack of knowledge about her legal position probably contributed to

Ms Cook's susceptibility to intimidation.

Relations with the community. In Chapter 8 it was shown that the perceived response of

community members to the allegations of sexual abuse may aggravate parental distress.

Most of the participants could vouch for the stories circulating in the community: Mr Sterne

(2001: 4), Mr Seymour (2001: 8), Mr Holmes (2000: 2), Ms Carey (2001: 17), Miss Hyde

(2001: 11), Sharon (2001: 5), Mary (2001: 7), Ms Hardy (2001: 4), Ms Cook (2001: 2) and

Justin (2001: 1). Grosz et al. (2000) and Manion et al. (1996) found that parents of sexually

abused children feel exposed and embarrassed. Similarly, Ms Cook and Ms Hardy were

concerned that they might be perceived as incompetent and blamed for inaction: "Yes, we .

do nothing about the matter, that's what the other people might think" (Hardy, 2001: 4). "It

seems, I know, but I don't talk" (Cook, 2001: 2). Ms Hardy (2001: 4) was particularly

perturbed that "if the [church] choir moves, then the teacher comes with [us]. It actually is

not a very good eye" [meaning 'it does not look proper']. (The same expression was used

by Mr Holmes (2000: 1) regarding the impression created when he, Miss Hyde and Sharon

walked together to and from school.) The omnipresent eye of the community seemed to

have been experienced as disapproving, heightening the anguish of the parental figures.

Although the families were cognisant of the community's awareness and disapproval of the

Hyde-Sharon relationship, they covered up the relationship rather than dealing with it. This

is in accordance to the custom that transgressions should be mediated internally by a family

and that it will reflect on the family as a whole if it was made public (Levett, 1994;

Shalhoub-Kevorkian, 1999). Ms Hardy (2001: 4) explained that she tries to "make these

things just a little bit prettier"; her attempts inadvertently served to perpetuate the

relationship.

14.2.4 Cultural influences on the families

It has been discussed how some cultural role expectations sustained by parents - specifically

regarding male-female relations - may contribute to CSA. In the case study it is important
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to investigate whether the parents subscribed to certain cultural beliefs regarding older

woman-younger girl relationships.

It seems as though Sharon's mother found it acceptable for a woman and a girl to sleep

together - but not under one blanket. Similarly, Ms Cook seemed to be more concerned

about the fact that she was reproached by the Principal than the sleeping arrangements.

These indications refer to: (a) the common (and often necessary) practice of same-sex

people sleeping together; and (b) the 'othermother' tradition. Because both Miss Hyde

(2001: 1,5, letter of denial) and Sharon (2001: 1, letter oflove) maintained that theirs was a

guardian teacher-learner (and sometimes mother-daughter) relationship, the parental figures

could dissociate that the intimacies might have gone 'too far'. In Chapter 15 older woman-

girl relations will be further discussed.

There are indications that the socio-economic, intrapersonal, interpersonal and cultural

realities of Sharon and Mary's parental figures might well have rendered the two girl-

learners vulnerable. In terms of the Recognition and Consideration stages of parental help-

seeking conceptualised by Finkelhor et al. (2001), it could be forwarded that Sharon's

parental figures initially did not recognise that the relationship with Miss Hyde might be

sexual or abusive. When the mother was thus informed by the school, it seems as though,

through the consideration of definitional, jurisdictional, developmental, material, but mainly

emotional-attitudinal factors, the parent elected neither to report the suspected LSA to the

police, nor to appeal to higher levels of the educational system. In the next section it will be

shown that the coping mechanisms applied by the parental figures in response to the

allegations did little to stop the relationships.

14.3 Coping mechanisms applied by the parental figures

It could be expected that Sharon's parents were overwhelmed by the news that she was

expelled from the hostel because of her relationship with Miss Hyde. It is probable that no

or little knowledge or prior experiences could have prepared Sharon's parents for the reason

of the expulsion. Sharon and Mary's parental figures had to retreat to coping strategies

familiar to them. In this section these coping mechanisms will be illuminated.

Passive Appraisal. A coping strategy applied by Sharon's embattled mother at a few

occasions was Passive Appraisal. Passive Appraisal is an avoidance coping mechanism,

defined by Shino (2000) as a family's belief that the problem will spontaneously ameliorate
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by itself over the course of time. In the case study Passive Appraisal could have

underlain the families' deferral of action, procrastination and resignation. Even before the

letter of disclosure Mr Sterne sent a message to the parents that he disapproved of the

intimate friendship. If Sharon's mother had approached Mr Sterne at that time, the

progression of the friendship might have been thwarted. Her mother also refrained from

enquiring about Sharon's expulsion, until her oldest daughter insisted. Excuses were

proffered for why the family was unable to intervene. Ms Hardy (2001: 7) claimed that the

family had to get to the "core of the matter" before they could address it, and Sharon first

had to cooperate. The problem relationship was possibly perceived as confusing and

inevitable, and the family's own resources as ineffectual. However, hopes that it would all

just go away were in vain.

Trivialisation. According to Mr Sterne (2001: 22) Sharon's mother trivialised the

allegation when she first heard about the letter of disclosure. Such a reaction might be

related to the shock and denial phase ofloss and bereavement (Grosz et al., 2000; Manion et

al., 1996). However, considering the many references to the innocent little town, the

mother's disbelief could have been situationally determined. Whether ascribed to shock or

to ignorance, interpreting LSA as "nonsense" is Trivialisation. In contrast, at that time, the

alleged LSA probably already tormented the teaching corps, plagued the accused and

anguished the disclosing survivor.

Taking Action. It seemed as though Sharon's parents customarily used one coping

strategy: Taking Problem-solving Action (Hiebert-Murphy, 1998). Taking Action to

manage a stressful event is generally considered adaptive - but in this case the action was

taken against Sharon. In Chapter 3 it was shown that many Namibian parents cope with

difficult or disobedient children through castigation and corporal punishment. When, at last,

her mother was informed, Sharon was neither absolved from guilt, nor consoled. Her

mother and sister "got mad" like 35% of the parents in the study by Kellogg and Huston

(1995: 309). Coupled with cross-questioning, Sharon was emotionally blackmailed: "You

blackened the teacher's name" and "You must have really saddened her" (Hardy, 2001: 2).

Yet again it was tacitly impressed on Sharon that she was callous and unthoughtful.

Gilligan (1998) and Haihambo's (1996) assertion that girls internalise their problems

because of severe non-participatory parenting, amongst other reasons, was validated in this

case study.
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After each of her previous transgressions Sharon's mother threatened to "write her out"

of school (Hyde, 2001: 10; Hardy, 2001: 8). After being informed of the disclosure, "then

my mother decided finally ... she is going to take Sharon out of school" [original emphasis]

(Hardy, 2001: 8). In the case study, Taking Action was actually an avoidance coping

mechanism and reflects on the issue of power and powerlessness. Itwas less demanding to

take Sharon to task than a qualified, well earning and influential teacher, or the mighty

Ministry of Basic Education, Sport and Culture.

Resignation. Acceptance and Resignation are strategies which had been associated with

CSA and LSA by Hiebert-Murphy (1998), Sauzier (1989) and Pillay (1992). Resignation by

the parents seems to be coupled with a lack of support by education authorities.

Reciprocally, school staff construed the parental resignation as approval of the relationships.

I suspect that their resignation was related to the parents' powerlessness to affect change,

rather than their tacit approval of the liaison.

Silence. Thereafter the family maintained silence, accepting the relationship with

equanimity (Hardy, 2002: 15). Such disengagement has been called "nullification" by

Shalhoub-Kevorkian (1999: 1287). It should be sympathetically recognised that a trivial or

nullified issue would be manageable. Unfortunately, Sharon had to reciprocate the

nullification by adopting a public facade that everything was all right.

Distancing. Concomitant with resignation, it seemed as though the mother ecologically and

emotionally distanced herself from Sharon; a coping mechanism also noticed among parents

of sexually abused children by Grosz et al. (2000). Such estrangement is significant: youths

from socio-economically disadvantaged groups seem to be particularly reliant on their

family and extended family systems (D'Augelli, 1998). Ms Hardy (2001: 13) related how

their mother delivered toiletries to Miss Hyde's house on a Friday and immediately left for

the farm. Distancing was unfortunate because at that time Sharon may have needed her

parents' endorsement and support most of all (Summit, 1983). Niederberger (2002) found

that a lack of maternal support had a greater effect on the symptomatology of the survivor

than the severity of the abuse.

Positive Reappraisal. A cognitive coping mechanism applied by the parental figures was

Positive Reappraisal (Hiebert-Murphy, 1998; Shino, 2000), as portrayed in the following:

"All these things I thought about later. Afterwards, I thought I might be wrong [by opposing
Miss Hyde]. Perhaps the way I reacted was wrong. Perhaps the woman thinks well and
means well. Then my interpretation that [Miss Hyde] wants to be better than I am is wrong."
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Ms Cook concluded that Miss Hyde wanted to "spruce up" Mary "so that she can look
like a high-school child" (Cook, 2001: 8).

It was necessary for Ms Cook to reframe the situation: her requests for help to the Principal,

police and the Hyde family during the abduction were ineffectual; her financial difficulties

rendered her uninfluential; and her worries were disregarded by the extended family.

Wishful thinking. A coping mechanism incorporated in the "Kidcope" instrument under

avoidant coping is Wishful Thinking (Chaffin et al., 1997). This cognitive coping

mechanism was not included in the instruments administered on parents of sexually abused

children. However, Wishful Thinking was applied by Sharon's family members: they

wished that a young man might sweep Sharon off her feet. Not only Sharon's non-

participating aunt, but also Ms Hardy (2001: 9) entertained such hopes: "If she can just get a

boyfriend that stands strongly ..." [against the teacher] [original emphasis]. With these

words Ms Hardy implied that the adult members of the family were not strong enough to

stand up against Miss Hyde. A powerful 'knight in shining armour' was needed.

Projection. Like the participants from the education corps, and the accused, the parents

also projected their inability to 'do something' onto others. From Ms Hardy's (2001: 3,4)

rendition it is clear that she pondered about the allegations, and found Sharon's reactions

wanting. "How their relationship is when they are alone, I do not know. What happens

between them, I do not know [original emphasis] ... We do not know whereto anymore ..."

Implied are feelings of powerlessness, anger and disappointment, and like some parents in

Pillay (1992) these feelings were directed at the silent survivor. Not only was responsibility

placed on Sharon for not informing her family, she was also blamed for not being strong-

minded and forceful: "If she tries hard, then one has the power to perhaps support her. But

if she does not do it herself, then you don't actually have the power" (Hardy, 2001: 8). It is

clear that the parents could not cogitate power (and culpability) differentials and the extent

of entrapment (Summit, 1983). As discussed earlier, blaming the victim has been identified

as one of the most tragic, but common, reactions to CSA. Blaming Sharon, even implicitly,

probably would have intensified her self-attribution of guilt and feelings of being betrayed.

Such interpretations would have reinforced Sharon's silences.

Both parental figures also projected responsibility onto the school for not keeping them

informed and for not taking action against the alleged perpetrator. "But [the education

corps] only talked ... what they did, I don't know. And then everything was lost" (Hardy,
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2001: 8). Ms Hardy and Ms Cook complained that the institution was uncommunicative

and uncooperative.

It is clear that the coping and defence mechanisms applied by the parental figures in this

case were tragically ineffective. As asserted by Grosz et al. (2000: 10) parental support

after CSA is "crucial". An adverse response to disclosure is associated with recantation

(Grosz et al., 2000; McNulty & Wardle, 1994; Summit, 1992), and reinstated or continued

sexual abuse (Rieser, 1991; Summit, 1983) - repercussions which were apparently

replicated in the case study.

Fish and Scott (1999) and Tremblay et al. (1999) found that there is a correlation between a

survivor's coping strategies and the support she mayor may not receive from others. The

way the parents coped seem to have impacted on the coping mechanisms applied by Sharon,

and vice versa: After the letter of disclosure Sharon begged the investigators not to inform

her parents about the allegations. When her parents were at last notified her mother

confronted Sharon, but Sharon either denied the disclosure, cried or was silent. When

scolding was ineffectual the mother applied the one coping mechanism that always worked:

threats to withdraw Sharon from school. Her oldest daughter pleaded on Sharon's behalf

and Sharon stayed on. At this stage the traditionally comfortable ways of coping with

Sharon's problems were depleted - there was nothing left for the parents but resignation and

hoping. Sharon reciprocated with cover-up behaviour, emotional suppression and

distancing. Silence was maintained by the parents and by Sharon. Because Sharon

appeared fme, and because of their ecological separation and emotional estrangement, the

severity and immediacy of the problem were diminished. Parental resignation was

reinforced. In the course of time the parents and Sharon probably reappraised the situation

and found reasons (or rationalised) why it was undesirable, or impossible, to change the

status quo. Ironically the parents' resignation (in Mary's case too) influenced the school's

resignation - another aspect of the cyclic pattern. (In the next chapter the concept of

circularity will be discussed.)

The parents' coping strategies were indisputably defensive, avoidant and dysfunctional. The

mechanisms did nothing to stop the relationship, on the contrary, it possibly worsened the

situation. In the next section the underlying reasons for applying these coping mechanisms

will be explored.
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14.4 Conceptual ising the parental figures' coping

Itmight be difficult to understand the inaction and resignation of Sharon and Mary's

parental figures. In this regard the "Protection Motivation Theory" might be valuable. The

theory was developed by Rogers, and was applied to the willingness of parents to educate

their children about CSA by Burgess and Wurtele (1998). In this theory it is posited that

parents' readiness to discuss a topic like sexual abuse is dependent on the parents' appraisal

of the threat and their appraisal of their own abilities. The model might be as valuable to

understand the motivation behind post facto coping mechanisms as it is to elucidate

preventative actions.

First, it is postulated that parents must consider the sexual abuse of their child as harmful,

and second, the parents must be convinced that the sexual abuse of their child is a real threat

(Burgess & Wurtele, 1998). Itwas clear that Sharon's parents were ignorant of the

prevalence, nature and consequences of (groomed) CSA. Even if the parents were aware of

the prevalence of sexual abuse in Uniondale despite culturally ordained silences, it seemed

as though Sharon's mother believed female-to-female sex to be an absurdity. If something

does not exist, it cannot be damaging. Taking into consideration the very real stress pile-up

that jeopardised the family at the time, the threat appraisal of something as foreign as

female-perpetrated sexual abuse by a teacher would have been negligible. Furthermore, it is

possible that Sharon's parents did not perceive their verbal and demonstrative child as

vulnerable. This could explain the parents' resignation: Sharon was an active participant

and accountable, she had not asked their help and she had not attempted to break away.

Third, to prevent CSA parents are recommended to talk with their children about sex,

sexuality and sexual abuse (Calvert &Munsie-Benson, 1999; Du Toit & Pretorius, 1997;

Elliott et al., 1995). According to the "Protection Motivation Theory", this will only be

done if parents are confident that the recommended coping strategy will work. It is doubtful

that Sharon's parents have ever been guided to talk about these things with their children.

Even if they had been so advised, the culturally-commended silences would have inhibited

them. Parents of a survivor of CSA are also advised to talk with their child: endorsing the

disclosure, absolving her from responsibility and supporting her through the

disciplinary/judiciary and healing processes (Fish & Scott, 1999; Gershuny & Thayer, 1999;

Young, 1992). After the initial confrontation, Sharon's parents were as silent as their

daughter and the accused. Sharon's parents might have rationalised that: (a) talking has not
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helped before; (b) Sharon was "closed" to her family (Hardy, 2001: 3); or (c) because of

Miss Hyde's surveillance and isolative acts, the opportunity never arose.

Fourth, the "Protection Motivation Theory" determines that parents have to be confident that

they are capable of talking with their children about these sensitive issues. In this case

study, the task and the topic seem to have been beyond the parental figures' "comfort

levels" (Elrod & Rubin, 1993: 535). The older sister bemoaned her own inability to talk

with Sharon, "Every time I prepare myself to talk to my sister. To talk somehow. But I

don't know how to begin" (2001: 6). In 2002 Ms Hardy explained that she still could not

bring herself to talk about the possible sexual nature of the relationship. It is probable that

their mother's self-efficacy regarding this topic was even more impaired than the older

sister's.

The "Protection Motivation Theory" is useful to understanding the parental figures' inertia.

Itmight be assumed that they were unconvinced that LSA was a real possibility, that it was

detrimental, or that their children were at risk. It is probable that the parents undervalued

the efficacy of talking with Sharon, and underestimated their own ability to talk with her or

the education corps. They could therefore not engage coping mechanisms such as Taking

Action against the alleged perpetrator, Seeking Support and Information (Hiebert-Murphy,

1998), Mobilising Family to Acquire and Accept Help, and Acquiring Social Support

(Shino, 2000). Like half of the subjects interviewed by Kellogg and Huston (1995), the

adult(s) in Sharon's life did nothing constructive to stop the abuse. I believe that the

inaction of Sharon's parents could be ascribed to a lack of intrapersonal resources,

interpersonal influence and institutional agency.

14.5 Consequences of the parental figures' coping

There are indications that Ms Cook and Ms Hardy felt angry, dispirited, helpless, self-

conscious, exposed and guilty in reaction to the possibility that their godchild and sister

might have been sexually abused. These emotions have also been identified by Manion et

al. (1996) and Grosz et al. (2000). It is possible that the way in which the parental figures

expressed their distress impacted negatively on their relationships with the children.

The growing estrangement of Sharon from her family and her attachment to Miss Hyde

were illuminated by the following exposition (related to me by Sharon and Mr Seymour): In

2001 the grade 10 and 11 learners countrywide were used as field officers during the
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Namibia Population and Housing Census. They were paid a substantial amount. Sharon

volunteered how the money she earned was spent: she gave her mother N$400, paid Miss

Hyde's Edgars and Foschini accounts (clothing chain stores), and Miss Hyde's grocery

account in Uniondale. Although the amounts differed, a similar outlay of her expenditure

was given to Mr Seymour. In terms of the traditional "inter-generational obligations of

support and reciprocity" (Lesetedi, 2000: 5), parents or guardians are entitled to support.

Both Mr Seymour (2001: 7) and his wife were perturbed about the money given to Miss

Hyde: "What is the ... the agreement? What is the relationship?" It did seem as though the

biological parents were, partly, forsaken in favour of Miss Hyde; but some teachers also

suspected that an 'agreement' between Miss Hyde and the parents existed. The resignation

of Sharon's parents was interpreted by some school-based participants as parental

sanctioning. Mr Seymour (200 1: 6) professed to be "astounded when I heard that Miss

Hyde acquired guardianship [of Sharon]". This bothered him so much that he again referred

to the issue in 2002. "I asked myself why was the guardian searched for so widely" (p. 20)

(implying it should and could have been someone from the immediate or extended family).

It could not be determined whether the family did actually surrender guardianship formally

to Miss Hyde. Important are the perception of others that Sharon's parents 'gave' her to

Miss Hyde. A similar scenario was enacted when Mary's illbiological mother entered the

scene and formally entrusted Mary's guardianship to Miss Hyde. The school felt powerless

to intrude further upon the (seemingly) parentally-approved relationships.

It is not possible to determine what the long-term consequences of the alleged LSA were.

Considering the multitude of research which has ascertained the importance of parental

support after CSA, one could assume that the parents' judgmental and punitive reactions

might hinder Sharon and Mary's recovery.

14.6 Conclusion

If the socio-economic, intrapersonal, interpersonal and cultural realities of the parents in this

case study are considered, one can understand why they did not 'do something' "hundred

per cent" after having been alerted by Mr Sterne. For parents to be understanding if they do

not understand; for them to be supportive of their children when 'other' people gossip and

disparage; for parents to give credence to their children on an incredible issue - such

expectations (by outsiders) are not justifiable.
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It is probable that perpetrators, through choosing vulnerable children, inevitably also

'choose' defenceless parents. Sharon and Mary's parental figures were poor and "lowly";

they were voiceless and uninformed. They apparently felt alienated from the school, their

children and the community. To make matters worse, Sharon's was a "multiproblem"

family (Hall & Kondora, 1997: 40), and Mary's had "unstable structures" (Sauzier, 1989:

467). The parental figures were disempowered and overpowered.

As hypothesised by Finkelhor (1984; 1994b), the family characteristics and functioning

seemed to have (a) reduced the quality and quantity of care; (b) diminished the resilience

and security of their children; and (c) contributed to non-disclosure and recantation. I think

that Sharon and Mary's parents did, unknowingly, accommodate the apparent sexual abuse

of their children. This, however, must be understood as a scientific explanation of the

dynamics ofCSA and not an assignment of responsibility to the parental figures (Dell, 1989;

Finkelhor, 1984).

The previous four chapters were dedicated to the intrapersonal, interpersonal and

institutional dynamics related to the education corps, the suspected survivors, alleged

perpetrator and parental figures. In the next chapter I will analyse and synthesise the results

of the previous chapters.
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Chapter 15

The Last Rites: Analysis and Synthesis

15.1 Introduction

Patton (1990: 79) stated that research in the systems tradition requires the re-establishment

of a "containing whole". In this chapter I intend to highlight and synthesise issues from the

literature review and case study. Although role players have been discussed separately,

many of the themes, dynamics and, in particular, defensive coping mechanisms transcended

individual role players. In Section 15.2 some of the leitmotifs that cut across the narratives

of participants will be analysed and synthesised. The reciprocal, cyclic pattern that

characterised the coping mechanisms applied by participants will be explored in Section

15.3. Since the research literature mainly focussed on male-perpetrated CSA, in Section

15.4, I will concentrate on the differences and similarities between male and female-

perpetrated, heterosexual and homosexual CSA. While the basis of the research was to

foster understanding, in the last two sections the participants and I will explore moral issues

related to LSA, nominate the guilty party/parties and pass judgement.

15.2 Poles apart: Themes from the narratives

Recurring themes characterised the stories of the participants, many of which had a dualistic

character: participants referred to distance as opposed to closeness; power versus

powerlessness; fighting in contrast to resignation; articulation as opposed to silence; and,

overarching truth and truths in the postmodern tradition. In terms of these dichotomies,

interpersonal, institutional and research-related defences were launched and social actions

taken:

15.2.1 Distance-closeness dichotomy

It seemed to be the loneliness in her parental home that drove Sharon into the "warm arms"

(letter of love) of Miss Hyde. Similarly, perpetrators ofCSA might be lonely people too

(Lyell, 1998). As a case in point, Miss Hyde (2001: 21) revealed, "These children touch

one's heart." Did these two apparently lonely people fmd closeness in their relationship?

Closeness. The word "close" was one of the few English words uniformly used by

participants to describe the intimate relationship between Miss Hyde and Sharon. Miss
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Hyde referred her and Sharon as "close" 11 times. Concordant expressions were "deep"

(twice), "child" (six times) and "becoming accustomed" to each other (twice). Sharon's

words mimicked those of Miss Hyde: Miss Hyde was a "true mother" who overwhelmed her

with "motherly love" (letter of love); "she was indeed always my mother" (letter of

recantation); they were "close" (letter of disclosure); they stayed together because they were

"accustomed" (Sharon, 2001: 5) to it. It is not impossible that Sharon's apparent mythical

reconstruction of the relationship was necessary to rationalise her entrapment and

resignation, her "contemporary adaptation" (Briere, 1992: 197). Interestingly, offenders in

Lyell (1998: 168) and Summit (1983: 190) minimised perpetrator-survivor intimacies as

normal expressions of "affectionate closeness". Furthermore, other participants seemingly

uncritically accepted and employed the same terminology. Using the language of

consensual intimacy to describe alleged LSA "have a clear potential for influencing both

the extent and nature of attributional activity" (Collings, 2002: 1144). In the case study the

lexical redescription apparently reflected minimisation of perpetrator culpability, and victim

blaming. The case study also seemed to support Niederberger's (2002) assertion that such

closeness results in greater toleration of sexual abuse.

More appropriately, some participants pronounced on the closeness in terms of a smothering

relationship characterised by control and entrapment. Ms Hardy (2001: 2) and Ms Trewby

(2001: 11) were convinced that the teacher had a "hold" and a "grip" on Sharon. Mr

Seymour referred to Sharon being "trapped". Both Mr Seymour (2001: 5) and Ms Hardy

(2001: 9) asserted that Sharon had to "break out". The dualistic nature of groomed sexual

abuse, and the consequent difficulty in distinguishing abuse from care, was verbalised by

Mary's great aunt (2001: 17), applying the term "embrace": "Just as she embraced Mary,

she also embraced [Sharon]. If [Miss Hyde] sexually abused Sharon, then it is not

impossible that she also abused Mary."

Moving away from the 'warm arms' might have been a developmental impossibility, despite

the coercive circumstances. Gilligan (1998) questioned the developmental theories of

Freud, Piaget, Erikson and Kohlberg who defined child development in terms of the goal of

separation. Gilligan reasoned that femininity is defined through attachment and that female

gender identity is threatened by separation. Both Mary and Sharon either had to face

separation from Miss Hyde or separation from their family and friends. Sharon's difficult

decision was taken for her: she was rejected by her peers, teachers and ultimately (in her

mind) by her parents.
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Distance. Distancing could be considered a maintenance strategy. Surveillance,

isolation, and outings to Marble Hall, Hopetown and the sea, were techniques by which

Mary and Sharon were estranged from other relationships. Psychological distancing was

apparently contrived, amongst others, though spoiling the children and by efforts at

'counselling' .

Sharon also used distancing, possibly for self-protection. Ms Carey (2000: 1) bemoaned the

fact that Sharon was not "open" with her anymore. Ms Hardy (2001: 3) lamented, "Sharon

is closed ... She's totally closed for us, we do not know what to do anymore." The

suspected survivors eroded their protectors' power and staying-power. The expulsion and

parental withdrawal left Sharon 'out in the cold'. The distancing possibly served Miss

Hyde's intentions well. The only 'safe' haven and accepting person left was Miss Hyde.

In 2002 Mr Holmes (p. 4) revealed how Miss Hyde and Sharon closed the door on the

outside world. In Uniondale, when Miss Hyde and Sharon were together during holidays

and home weekends, "You can knock on that door, and you can see the key in the keyhole,

but the door will not be opened. I knocked myself, but my friend told me, 'You will knock

the whole day long but those people wouldn't open up ... '." It seems as though the

disengagement of "those people" (a derogatory way of expressing that Miss Hyde and

Sharon were 'a couple' in the sight of others) was complete.

The consensual redescription of the alleged LSA in terms of closeness by some participants

should not distract from the abusive nature of deliberate strategies to groom a child into

submission. In fact, it is this closeness which enmeshed Sharon; it is also the closeness that

confused protective adults and turned her in their view into a "coconspirator" (Paine &

Hansen, 2002: 272). As elucidated by Herman (1992: 116), "tcomplicity' and 'cooperation'

are terms that apply to situations of free choice. They do not have the same meaning in

situations of captivity". The closeness-distance leitmotif underscores the dynamics of

groomed CSA, the dysfunctional coping mechanisms, as well as the tragic consequences of

the alleged LSA.

15.2.2 Power-powerlessness dichotomy

Researchers and theorists have hypothesised that the abuse of power is fundamental to

sexual abuse (Browne, 1995; Bunch, 1997; Drieschner & Lange, 1999; Hilton & Mezey,

1996; Kelly, 1988; Sgroi et al., 1982). In this case study this hypothesis was affirmed.
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Power and powerlessness figured on the intrapersonal, interpersonal, institutional and

socio-economic levels, and ultimately determined the participants' action/lack of action.

Weber (cited in Jones, 1994: 70; Jones, 1995: 88) defined power as "the possibility of

imposing one's will upon the behaviour of other persons"; as such it is viewed in terms of

social relationships. In this case study, power was structurally ordained (as in the teacher-

learner relationship), and was presumably exerted and maintained in a number of ways:

socio-economic position, charisma, violence, coercion, deceit and by giving or withholding

what another needed or wanted. Powerlessness existed in the face of power. The "lowly"

parental figures did not have the financial status, social standing, voice or knowledge to

oppose the relationships or the education corps. Miss Hyde had all of the above. It was

affirmed that power is often relative to the power/powerlessness of others.

Nowhere was the interplay of power-powerlessness as poignant as at the institutional level.

Sharon (2001: 6) wrote the letter of disclosure believing that Ms Carey (and later the

Principal) would be able to help terminate the intrusive kissing. The hostel boarders

approached the Supervisory Teacher and the Hostel Superintendent probably taking for

granted that these figures would be able to curb the favouritism. Similarly, the lower-

ranking teaching corps initially trusted that the school governance would be able to address

the inappropriate closeness; and the school governance believed that the Regional Office

would be able to resolve the "thing". Tacitly all these people revealed that they themselves

did not have the accrue or power to address the issue, but that they assumed someone higher

up in the ranks would. The perceived power of those in more senior positions was proved to

be illusionary. The phrase "severed hands" (Principal, 2001: 7,21; ChiefInspector, 2001:

1) was indicative of the system's powerlessness. The prudent directive of the most powerful

figure in the region - the Regional Director - was disregarded. Both the powerful and the

powerless individuals were trapped by their perceptions of themselves and the hegemonic

structures. Ironically, the institution did react with a display of power, but it was directed at

powerless parties. This display of power only revealed the ineptitude of the institution.

Sharon's powerlessness and vulnerability cannot only be ascribed to the fact that she was

deprived. Power differentials are an integral part of adult-child and teacher-learner

relationships. The Hopetown Circuit Inspector (2001: 2) recognised the importance of

intrapersonal, interpersonal and socio-economic power differentials:

"I think there is intimidation and bribery. The exploitative and abusive person knows it's
wrong and knows it might land him in trouble. Some incentives are built in to shut the mouth
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of the learner... The immature mind of the child might cause the child not to realise that
she is being abused... and they therefore elect not to talk. There might be some social
factors. The child might come from a weak socio-economic background. That is why that
child has to take what is coming - to survive."

It seemed as though the prostitution myth was tacitly forwarded by many participants; on

this matter, Zalk (1990: 156) asserted, "<Sellingone's body' is not power, it is the result of

powerlessness." Furthermore, as discussed earlier, survivors are inevitably disempowered

and powerless during and after sexual abuse.

One person seemed to be omnipotent: Miss Hyde. Words of power were afforded to her

from all sides: "control" (Hardy, 2001: 4); "authority"; "manipulate"; and "If! educate

children, then I'm the leader of those children" (Seymour, 2001: 2, 5, 9). Conversely, Miss

Hyde professed that she was actually the victim. According to Zalk (1990: 141), such a

"denial of power" is a common defence of exploitative male lecturers. It has been shown in

Chapter 13, however, that Miss Hyde did have multifaceted powers.

Power is a force acknowledged in the systems theory, but power asymmetry and its

association with woman and child (sexual) abuse is one of the main premises of traditional

feminist analysis. Power imbalances were a feature in this case study. On the one hand, as

hypothesised by feminist scholars, it is clear that socio-cultural ordained powers and roles

played a significant part in the occurrence and perpetuation of what seemed to be LSA.

Masculine values of restraint and discipline triumphed over feminine values of care and

cooperation - and were shown to be unsuccessful. The valuable suggestions of female

teachers and officials were put aside, whereas decisions made by male authority figures

were upheld. On the other hand, the study does not corroborate traditional feminist

discourse on sexual abuse that (a) CSA is characterised by lineal-causal interaction (Dell,

1989); (b) girls are inevitably subjected to intercourse "involuntary, unconsciously and

unintentionally" (Ricardo, 1998: 2; also Leach, 2002); or that (c) physical and sexual abuse

are only committed by men. The case study demonstrates that power may be variable and

shifting: Sharon's demands and Miss Hyde's compliance with them are indicative of an

equalisation of power. This research indicates that power is not only in the domain of men.

It emphasises the necessity to address polarised gender ideology responsible for

"demonizing men and idealizing women" (Koch, 1999: 66). This change in perspective is

imperative if survivors of female-perpetrated CSA are to be heard and helped. Furthermore,

it seems as though power is relative (Adler et al., 1995) and often in the eye of the beholder,

even in patriarchal, structured settings.
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Some theorists would hypothesise that it is impossible to address the problem of power

by equalising all people within relationships or institutions. Dell (1989: 4), for example,

claimed that "human beings always organize themselves into a hierarchy". I am of the

opinion, however, that the problem of power in the education system has to be addressed so

that all voices can be raised and heard, particularly those with unfavourable messages. I

think the demystification of power figures, structures and processes would be empowering.

On how to eliminate the power ofa perpetrator, Summit (1983: 191) asserted that a

perpetrator will not release his/her control over the victim "unless he [she] is confronted by

an outside power sufficient to demand and to supervise a total cessation of sexual

harassment" [added emphasis]. Apparently the power of the Ministry is too eroded by

unions and diffused by its own processes and structures to 'demand' that teachers stop

sexually abusing learners.

In this case study it was shown that interpersonal and institutional power was not only

related to power figures and structures, but was often grounded in intrapersonal belief

systems. Belief in myths and stereotypes and certain cultural traditions diminished the

ability or willingness of officials to adjudicate the alleged LSA. For example, blame

diffusion and the denial of abusiveness could be considered the result of restrictive

stereotypes. LSA is thus not only an institutional problem, it is grounded in the social

constructs of the wider socio-cultural environment. Furthermore, protective adults in the

case study functioned in isolation and as forwarded by Herman (1992: 8), "Without a

supportive social environment, the bystander usually succumbs to the temptation to look the

other way". Needed therefore is not only the demystification of structures and processes in

education, but the efforts of a powerful socio-political movement as in the feminist tradition

that will (a) conscientise the larger society towards the prevalence and damage ofCSA; (b)

challenge prevailing views of the problem; (c) function as a support network for survivors,

their primary caretakers and any concerned bystander; and (d) lobby for legislative changes.

Unfortunately, in the absence of such a feminist or human rights movement, both individual

and social amnesia of CSA and LSA will probably prevail (Herman, 1992). Children will

be the casualties of societal dissociation. In the next section I will continue the discussion of

power and powerlessness by focussing on its expression: to fight or to resign.

15.2.3 Fight-resignation leitmotif

A number of references were made by the parental figures and the education corps to their

ongoing battle against the intimate relationships. Ms Hardy, her parents and Ms Cook
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admonished Sharon and Mary. The Principal indicated that he had been "fighting" this

issue from all sides. Both the Principal (2001: 11) and Mr Seymour (2001: 5) applied the

word "clash". The Circuit Inspector, took up the "sword" to threaten Sharon into making a

confession (RSC, 2001: 24). Whereas Summit (1992: 156) proposed that interviews should

"invite eventual disclosure", Sharon's assailants treated her like the main transgressor. The

battle, it seems, was fought mainly against the suspected survivors.

The words "leave/left" in this case study are pertinent to the dynamics of resignation (and

the related distance leitmotif). Ms Hardy, aware that something serious was amiss, tried to

mobilise her parents: "I told them they must [intonation: soft] stop this thing promptly

[intonation: loud]. Stop this thing promptly" (200 1: 2) ... "but now they left it all" (200 1:

13). Ms Hardy (2001: 6), embittered by the one-night abduction declared, "From now on

I'm doing nothing. I think I'll leave [the matter]." About two years earlier Ms Cook (2001:

8) also decided to "leave" Mary: "Let her go with Miss Hyde." The words "leave/left"

convey the imagery of defeat.

The fight-resignation leitmotif is pertinent to the interpersonal and institutional dynamics,

with a concomitant intrapersonal regression from valour to despondency. The Senior

Inspector (200 1: 1) poignantly stated, "An attitude of despair and an attitude ofIet's-just-

leave-it arose." Sadly, the inability to 'fight' LSA in the same way as other cases of

misconduct, was exposed. The protagonists were unable to effect distance between the

"close" Miss Hyde and her protégés. They were fighting a losing battle.

15.2.4 Express-suppress leitmotif

In this case study the conflict between talking and maintaining silence was interwoven

through the narratives. Participants were mindful that speaking up might disturb

relationships, devastate the accused's life, and might get them in serious trouble. In this

section, the way in which participants spoke about the unspeakable, at the time of the

alleged LSA and during the research interviews, will be explored.

Miss Hyde avoided me in 2000. Her reticence affirmed the leading hypothesis of the

research: that LSA is regulated by silences and other defences. In 2001 we talked for three

hours. It is possible that the assurances of confidentiality helped, or perhaps Miss Hyde

wanted to ensure that her defences were heard. Intra and inter-interview analyses revealed

minimisations, normalisations, projections, discrepancies, distortions and silences. It is
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suspected that Miss Hyde was "talking a talk that was itself a silence" (Hook, cited in

Taylor et al., 1997: 210).

Ironically, Sharon characterised herself as "mouthy" [Afrikaans: bekkig is colloquial for

'forward in speech'] (RSC report, June 2001: 1); but, sadly, she became progressively

tongue-tied from the time that the alleged abuse started. Sharon's disclosure - tentatively to

Justin and apparently "understatejd]" (Summit, 1983: 190) to Ms Carey and Mr Sterne-

bespeaks of self-doubt and fears of rejection. The disclosure confirmed what Sharon

probably feared: "speaking up leads to trouble" (Taylor et al., 1997: 39). After the first

interview, during which Sharon said too much, she was a controlled and controlling

participant: she asked for the tape recorder to be switched off when we talked about "the

stories". Switching off the tape-recorder was yet another coping mechanism, the slower

process of transcribing facilitated voice controL I was surprised when Sharon gave

permission for me to interview her parents, older sister and Justin. On my return I asked

Sharon why she had authorised these interviews: she smiled and shrugged her shoulders. I

am still unsure why these interviews were allowed; she must have known that they might

reveal 'too much'. Ms Hardy (2001: 12) thought, "In my innermost I think she sent you to

me ..." Perhaps Sharon wanted others to verbalise what she could not.

In contrast to Sharon, Mary had always been "a horribly quiet child" (Carey, 2001: 14). As

was shown in Chapter 12, Mary adamantly denied, towards her friends, family and myself,

that the same had happened to her as possibly had to Sharon. In the research context, Mary

reacted with social desirability responding or "voice blending" (Taylor et al., 1997: 3).

Mary possibly anticipated that the "unacceptable parts" of her past might not be received

favourably.

The express-suppress leitmotif also illuminated the actions taken and the stories told by the

parental figures, Before the alleged LSA, Sharon's parents subscribed to the culturally

ordained sex-silences. As posited by Summit (1983) and Finkelhor (1988), a survivor might

deduce from such silences that what had happened to her was "the worse possible disaster"

(Furniss, 1990: 246), and infer that she had better not verbalise it. The parental figures

themselves were evidently rendered voiceless within the institutional setting. In the research

context, however, I was surprised by the ceaseless flow of the interviews with both parental

figures. Ms Hardy (2001: 12) explained, "Like I'm saying, I have never spoken so openly

with a person ... [This is] a chance to speak a little bit and to see if! can't perhaps [do]

something." The research gave the opportunity for this participant to give voice to her
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unspoken thoughts and feelings. For me, this was an indication that the traditional

interviewer-interviewee roles had been surpassed (Creswell, 1998; Edwards, 1993).

In the school context, the teaching corps expressed themselves in guarded ways. First, they

lowered their voices. Ms Carey (2001: 16) elucidated with repugnance the staff dynamics:

"Whispering, everyone is too scared to say something" [original emphasis]." Second, the

teachers verbalised their misgivings in a one-to-one setting to the Principal, in his office

(and probably also behind a closed door). Within the research context, stories by the

education corps were reinvented, on the one hand through amplification, and on the other

hand through the use of euphemisms. The education corps amplified all their attempts to

resolve the problem. The educators also applied euphemisms such as "it", "thing" (Holmes,

2001: 1; Sterne, 2001: 6,7,8) and "the situation" (Seymour, 2001: 1,5; Sterne, 2001: 6).

Why would the participants not mention LSA by name? In the case study the "excuse

syntax" associated with perpetrators (Murphy & Smith, 1996: 179) expanded to most of the

participants. The excuse language was significant in three ways: First, using euphemisms

was indicative of the difficulty of articulating the unmentionable; second, the euphemisms

reflected on the line of action taken: trivialisation, avoidance and resignation; and third, the

excuse language also hinted at a shared fear: one's language might be used against oneself.

If verbal language was dangerous, written documents were perceived as even more

damning. The RSC (2001: 2) sympathised with the Principal and School Board for not

putting their suspicions on paper: "I think they perceived the matter as so contentious,

contentious ... that they preferred not to put any names to paper on this matter." Ms Trewby

(2001: 12) conceded that she herself phrased her reports very cautiously, being very much

aware that she could be sued for crimen iniuria or defamation. In the case study, language

did not reflect an objective reality, but, as forwarded by Sebakwane (1993/4), Herzberger

(1993) and Lyell (1998), mirrored the subjective meaning-making and the motives of the

narrators.

The case study consisted of a case of alleged LSA, unproven and untried. Therefore, like

the participants, I had to use guarded language; I could empathise with the participants on

equal footing. My caring and careful supervisor noted on the text, "Careful", and most

disconcertingly, "Will your telling of this story get you in trouble?" [original emphasis].

The words probable, possible, alleged, suspected and accused are used for self-protection.

Like my regional colleagues, I had to genuflect before the culture of proof.
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The express-suppress theme was central to the dynamics both of the alleged LSA and

the research interviews. It has reference to the systems view that during times of crisis the

flow of information might be restrained. Itwas clear that expression was associated with

endangerment, while suppression created a (false) sense of security. Sadly, if perceptions

and knowledge develop through "linguistic interaction" (Maree & Kruger, 200 1: 168), the

silences probably inhibited corrective discourses between role players.

15.2.5 Truth-truths dichotomy

The express-suppress dichotomy are inextricably related to the truth-truths dichotomy. It

would be conceited to assume that all the stories were the truth and nothing but the truth.

Lyell (1998: 33) has asserted that a person's story is an expression of what he/she considers

to be important, and of his/her intent,

"The story therefore is not life, but only a portion of events about a life which are influenced
by the person's belieft about himself and others. In this way, it becomes possible to re-invent
or re-write the story of a person's past whereby the client chooses a new story according to
emerging belieft about himself, others and life. "

It could thus be expected that, as much was excluded from the narratives, as was included.

Considering also that the researcher is aligned to the Ministry, "this decision to withhold [or

modify] personal material from [the] interviewer is a useful and appropriate strategy of

self-protection" (Taylor et al., 1997: 45). A story riddled with lies, half-truths, withholding

information, understatements, rationalisations, minimisations, voice blending, reinventions,

amplification and silences should not inevitably be interpreted as the result of a character

weakness. These ways of expression could in itself be rewritten as appropriate coping

strategies in a dangerous social landscape.

It is often difficult to exact the objective reality from a story. As shown in the previous

sections, one way to near reality is to examine what was not overtly expressed but revealed

through the choice of words and focus. Inconsistencies in stories could also be traced by the

triangulation. One such discrepancy in Miss Hyde's story is related to the power-

powerlessness and closeness-distance themes. Miss Hyde characterised herself as

"headstrong" (letter of denial); she was characterised as obstinate by Mr Sterne (200 1: 11);

she instilled fear in the school's "hard beards"; and induced caution in Regional Officials.

The same person proclaimed that she was too gentle and weak to tell a child to move out of

her room and bed when her career was in jeopardy.
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The objective truth and scientific dictum seem to be elusive in this case study and,

taking into consideration the research on CSA and LSA, this case can unfortunately not be

considered unique. Defensive coping mechanisms and a silences are characteristic of CSA;

and in cases ofLSA, a fourth role player - the education system - evidently applies its own

set of defences. The main aim of this study was not, however, to expose reality, but to

explore the meaning-making and dynamics ofLSA. The dynamics revealed that a parent,

concerned teacher, investigating officer, or researcher will be confronted with as many

truths as there are role players, including the truth construed by themselves. It seems as

though "meaning is made rather than found" (Taylor et al., 1997: 28; also Maree & Kruger,

2001; Vulliamy, 1990).

The abandonment of a single truth is a luxury that can be claimed by postmodernists, social

constructionists and other scholars. Regarding the problem of LSA: even if education

authorities are convinced of the truth, they need proof - proof that could be upheld during a

Disciplinary Inquiry under the watchful eyes of a union representative and the disputations

of a lawyer. The value of this research is its naturalistic nature. This thesis, through the

minefield of conflicts and conflicting information, underscores the difficulties faced by a

Disciplinary Committee trying to extract the truth from the many truths presented in the face

ofLSA.

The conflict between being close to someone or lonely, having power or being powerless,

fighting or resigning, and revealing or concealing are probably not only characteristic of

groomed LSA. It could be forwarded that this thesis extends the "ongoing human

conversation about separation and connection, justice and care, rights and responsibilities,

power and love" (Gilligan, 1998: xxii).

15.3 United we stand: Circularity of coping mechanisms

In the case study, polarities and tensions permeated all the intrapersonal, interpersonal,

institutional and research levels. These tensions necessitated the application of coping

strategies: some of which were cognitive, others behavioural; some functional, but mostly

dysfunctional and defensive. Coping mechanisms were also reciprocal.

The concept of reciprocity, recursiveness or "circularity" (Scheel & Ivey, 1998: 316; also

Alexander, 1985) has particular relevance to the defences applied by participants. Sanders

(1992: 17) explained this principle of systems theory as follows: it "concerns itself with
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complex layers of cybernetic process and address recursive connections between

systems". It has been shown that many of the role players applied similar defensive coping

strategies, all for the same reason: to protect, survive and to defend. The defences were,

however, applied cyclically and were interdependent: Ha mutual-causal interactional

process" (Dell, 1989: 2), thus also supporting the concept of psychodynamics. Sharon's

coping mechanisms influenced how the school coped; the defensive strategies applied by the

school had an impact on how the parents coped; the parents' coping affected Sharon and the

school; and the way the school dealt with issues had bearing on the way in which the

Regional Office handled the allegations. Overarching the attempts made by Sharon,

educators and the parents were what seemed to be the grooming, maintenance and defeasive

coping mechanisms applied by Miss Hyde. In Figure 15.1 the most important events and

the recursive coping strategies of Miss Hyde, Sharon, the education system and the parental

figures are depicted. The circuitous pattern is illustrated as a spiral which informs on the

dynamic process and the increasing difficulty to break the cycle. The system became

increasingly 'closed', and as predicted by Alexander (1985) the insulated system declined

into dystrophy.

The interaction between Sharon and the education corps illustrates the reciprocity of their

coping mechanisms. Sharon's silence kept the school staff ignorant. Her signs and clues

were sympathetically received, but not understood. Sharon's letter of disclosure was the key

to Pandora's box. Ms Carey, the Principal, Mr Seymour, the School Board and members of

the community were horrified and from their reactions Sharon probably deduced that what

had happened was best not articulated. Sharon hurriedly closed Pandora's boX:by means of

the letter of recantation. She consequently protected the secret with denials, silence,

distancing, cover-up deportment, emotional suppression and normalisation. The school and

Regional Office staff possibly rationalised that if Sharon did not want to be helped, she must

be an accessory-to-sex (Burgess & Holmstrom, 1985). They abandoned the case.

In Chapter 14 it was elucidated how the coping mechanisms employed by the parents

influenced which mechanisms Sharon employed, and how the coping mechanisms employed

by Sharon affected which mechanisms were available to the parents. In the end Sharon and

her parents maintained analogous 'all-is-well' personae.

A similar interplay between the parents and the school took place. At first both the school-

based characters and parents were ignorant of the apparent grooming process, but both

groups became increasingly uncomfortable with the intimacy of the relationship. The

https://etd.uwc.ac.za/



291

Principal sent a message to the parents that he disapproved of the relationship. Sending

a message is a sign of a half-impervious boundary between the school and parents; the flow

of information was disturbed. The school did not involve the parents after the letter of

disclosure, during the investigation, or when a decision had to be made on Sharon's fate.

When the parents abdicated, the school-based characters deduced that the parents endorsed

the relationship (refer to the assumptions that Miss Hyde received guardianship over

Sharon).

ACCUSED

iiien.i!
a.a.«

Boundary warning
Vague message to

parents

SCHOOL and
REGIONAL OFFICE

Figure 15.1 The reciprocal circularity of the coping mechanisms applied by Miss Hyde,
Sharon, the education corps and the parental figures.

Outmanoeuvring the attempts at coping by the other role players, Miss Hyde seemed to

defend jealously herself and her relationships. There were indications of a range of
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strategies to intensify Sharon's entrapment; mechanisms by which school-based

characters were confused; and ways in which the influence of the parental figures was

eroded.

The interplay and "negative reinforcement" (Dell, 1989: 9) of emotions, (re)actions, coping

mechanisms and defences, as displayed in the case study, have been widely recognised.

Fish and Scott (1999), Shapiro and Levendosky (1999) and Tremblay et al. (1999) asserted

that a child's coping strategies might determine the accessibility of support, and ability to

support. Summit (1983) was the first theorist to describe comprehensively how a survivor,

her caretakers and the whole of the "outer, adult world" (1992: 158) might contribute to

continued sexual abuse: the "Child Sexual Abuse Accommodation Syndrome" (CSAAS).

In 1992, Summit reiterated that the factors "formed a logical pattern and sequence of

interaction among the victim, the intruder and the potential caretakers" (p. 155). Although

the original article (1983) often referred to incest, Summit clearly stated in 1992 that the

CSAAS is not specific just to father-daughter incest. (It has to be pointed out that LSA, with

a teacher in loco parentis and the hostel as a home away from home does resemble incest.)

This case study endorsed the sad reality that caretakers (in this case the parental figures and

school system) appeared to accommodate the alleged LSA.

Most of the coping mechanisms applied by the role players were dysfunctional.

Contextually, at that time, and from the perspectives of the role players, their strategies may

have been adaptive. As was shown, a range of polarities, perceived powerlessness, conflicts

and personal considerations plagued many participants. It has to be understood that

underlying even the most dysfunctional coping mechanism was a desperate protection of the

self (including the institutional self).

The reciprocal ways in which role players unknowingly colluded with the alleged

perpetrator are consequential: the way in which an investigator approaches a witness will

have an affect on what the witness thinks and feel and, as a result, what he/she reveals.

Reciprocity also has a bearing on the difficulty to break the accommodative cycle of sexual

abuse. With regard to the chosen methodology, it is clear that listening only to the story of a

survivor, or a primary caretaker, or a perpetrator, or the education corps, would have been

part of a story told and part of the dynamics revealed.
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15.4 Woman-girl sexual abuse: What difference is there?

Whereas the literature review in this thesis tended to focus on the seemingly more prevalent

male-perpetrated CSA, the case study was compounded not only by the complex subject of

CSA within an institution mandated to educate children, but also by the fact that the accused

was female and that it was a same-sex relationship. In this section I will attend to Mr

Sterne's (2001: 8) question, "What difference is there?" (between male and female sexual

abuse). I will explore how the role players perceived the relationship, the myths and socio-

cultural norms which impacted on the occurrence of the alleged LSA, the modus operandi of

the alleged perpetrator and the possible long-term consequences of the purported abuse.

Homophobia. Participants generally regarded the same-sex intimacies as a "deviation" and

"cross-grained" (technician cited by Seymour, 2001: 3), committed by "a thwarted

personality" (Seymour, 2001: 8) in need of psychotherapy (Senior Inspector, 2001: 1).

Some of the teachers felt that the Principal (2001: 10) should not pursue Miss Hyde: '''Let's

see if she doesn't recover by herself. Someone said, 'Certainly she doesn't want to be like

that.' 'Didn't God perhaps made, created her like that?" [added emphasis]. Underlying

these arguments were the perceptions: (a) that Miss Hyde had an affliction; (b) that she

should be pitied; and (c) that it is not for the teaching corps to judge her. Clearly, the

multiplicity of issues led to confusion, with homophobia and homosexuality clouding the

alleged LSA and with no indication that Miss Hyde should have restrained herself until the

teacher-learner roles changed.

Myths and female perpetrators. The belief that that CSA is supposedly perpetrated by

males (Myth II) seems to have generated cognitive dissonance (Denov, 2003). To resolve

this dissonance role players rationalised that something causes a woman to lose control of

her sexuality (Myth IV). God created her like that. Ms Carey (2001: 9) rationalised that

Miss Hyde's "male feelings" (made more manifest by alcohol consumption - another

rationalisation) caused her to use "a girl-child to gratify herself'. Similarly, Hetherton and

Beardsall (1988: 1280) found that child protection professionals needed to "reframe [female

perpetrators] as masculine" or "different from women in general". Thus, in this thesis,

participants subscribed to the assumptions described in Hetherton (1999: 164): (a) "males

do"; (b) "females don't"; as well as the perception that (c) 'women who are like men, also

do'.
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Ms Carey (2001: 13) was troubled by an either/or gender-related dichotomy: "I see

motherly love there ... But in the case of a man ... a male and a schoolchild, I feel there

cannot be any love". Myth III that sexual behaviour by women towards children is "loving

expressions of intimacy and caring" (Hetherton, 1999: 165) was tacitly advanced. (In fact

Hendrie (1998) - referring to teacher-perpetrators such as Mary Kay LeTourneau and Julie

Anne Feil- deduced that female perpetrators do seem to fall deeply in love with learners.)

For Ms Carey, CSA constituted an aggressive act which excluded a groomed or loving

relationship. It seems as though she did not realise that emotional and physical coercion

might have been applied by Miss Hyde. In their research review, Burke and Follingstad

(1999: 488) ascribed the general reluctance to give recognition to female aggression to

"society's tendency to believe that partner abuse is perpetrated solely by men toward

women ", Ms Carey suggested that "if she had been a normal woman like I am, she might

have been a mother for the child" [added emphasis]. Underlying all the myths is the

abnormalisation of female perpetration.

Many of the general social myths and stereotypes which render children vulnerable, thwart

recognition and excuse male-perpetrated CSA seem also to have bearing on female

perpetrators. These myths gave authenticity to the defence that the education staff were

"unable to see" (Morrow & Smith, 1998: 308) the alleged LSA. The alleged perpetrator

was not a 'dirty old man' or a stranger. Myths are clear about where and when CSA occurs;

school hostels, parental homes and outings of a church choir can hardly be seen as typical

locations of CSA. Furthermore, there is the perception that "legitimate victims" (Summit,

1992: 154) certainly do not take so long to disclose or recant their allegations. Comparable

with some male perpetrators (Dasen, 1998; Dziech & Weiner, 1990; Summit, 1983), Miss

Hyde projected guilt onto Sharon (for the intensity of the relationship, not the alleged LSA

per se) and based her rationalisations on the promiscuity myth, the consenting adult myth

and the disturbed adolescent myth. Subjacent to every reference that Sharon 'received such

a lot' from Miss Hyde was the prostitution myth. The pastoral myth (Dziech & Weiner,

1990) thwarted recognition that a teacher might sexually abuse learners. It seems that, if the

truth is too hard to cogitate, confused people often adhere to comfortable, widely-held

beliefs, whether the perpetrator is male or female.

Cultural norms and female perpetration. Just as cultural norms have a bearing on male-

girl CSA, they also playa role in the occurrence of woman-girl CSA. These cultural norms
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are often the same for adults of both genders, and relate to child protection. These

factors are summarised below.

First, the polarity: expression-suppression impacts on CSA whether it is perpetrated by a

male or female. Adults expect children to tell someone, immediately, if improper sexual

advances are made. Conversely, as shown, culture dictates that it is improper to talk about

sex and sexuality; girl-children in particular should be quiet and asexual. No wonder that

only the most courageous girls, like Sharon, disclose.

Second, if an adult (male or female) requests a child to do something, however

inappropriate, the so-called "demand characteristics of adult-child interactions" (yV ood et

al., 1996: 82; also Shumba, 2001) determine that a child is culturally ordained to obey. As a

case in point, Sharon explained to Mr Sterne (2001: 24) that when she tried to avoid Miss

Hyde, "teacher has me called ... If! stay away then Teacher has me called... I have to do

things for her and when I next look, then I just stay there ..."

Third, it is quite acceptable for older children to form an independent relationship with an

adult - the 'othermother' or "courtesy uncle" (Young, 1997: 289). The 'othermother'

tradition (Taylor et al., 1997) is probably the cultural practice that most influenced the

intrapersonal, interpersonal and institutional dynamics in this case study. Itwas natural for

Sharon to do certain chores for Miss Hyde and to get attention and presents in return.

However, Sharon thought that what this beloved teacher expected from her pertained to

male-female relations, "and we are both females" (letter of disclosure). The 'othermother'

tradition was also the foundation of the normalisations advanced by Miss Hyde and Sharon.

The institution and parental figures were blinded, and later incapacitated, by a combination

of the 'othermother' tradition and maternal myth.

The modus operandi of female perpetrators. Considering the findings of this single case

study there is little justification for claims that an alleged female perpetrator operates much

differently from male perpetrators. The interpersonal dynamics, with ever increasing

intimacy between Miss Hyde and Sharon (as inferred from Miss Hyde's description of how

they grew "closer", their public performances, and as revealed in Sharon's letters), are

similar to CSA committed by a male (refer to Finkelhor (1984), Elliott et al. (1995), Hilton

and Mezey (1996) and Lyell (1998)). The defences forwarded by Miss Hyde and her

benevolent self-portrait were analogous to the social defences of male perpetrators; as

described by Spiecker and Steutel (1997), Veach (1999), Dziech and Weiner (1990),
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Murphy and Smith (1996) and Lyell (1998). Interaction between the accused and the

parental figures also corresponded with research mainly conducted with male perpetrators

by Elliott et al. (1995), Pillay (1992), Lyell (1998), McGarth (1994) and Summit (1990).

The same strategies which make it so difficult to accost male perpetrators may be applied by

female perpetrators too. In fact, as will be shown in the next section, it might be even more

difficult to intercept female perpetration.

Powerlessness in the face of female perpetration. Participants' unfamiliarity with female

sexual abuse of a child played into the power-powerless polarity. If a person is not familiar

with a phenomenon, it cannot be perceived or addressed. The possibility that the ignorance

was situational was supported by Mr Grimm (2001: 1): "That's what you get from our

ruralness [the Afrikaans: plattelandsheid is derogatory and associated with simpleness]. We

read in books ... now we experience it for the first time after Independence."

Mr Grimm (2001: 1) expanded on Hetherton's (1999: 163) assertion that because of

underlying socio-cultural norms, a woman might more easily "hide or mask" abusive

behaviour than a man.

"Generally, males we recognise reasonably easily... Immediately the whole community can
react, 'You do not walk around with her, it creates a bad impression.' We perceive a woman
as a mother, never a thought arises that a woman may abuse a child sexually... If a woman
and a child walk about, it is perceived as an agreeable image; if it is a man and a child,
immediately there are suspicions."

Sharon first had to voice her fears and confusion before the possibility of LSA could be

contemplated.

The nature of the alleged abuse probably affected disclosure. (a) The letter of disclosure

supported Hetherton's (1999: 163) premise that the child will have difficulty discerning "the

boundary that would indicate a shift from non-abusive to abusive behaviour", which could

be expected to be even more blurred in woman-girl relationships. (b) Sharon, like the other

townspeople, perceived same-sex intimacies as peculiar (refer to the letter of disclosure)

which would, according to Hetherton (1999) and Denov (2003), thwart disclosure.

Some participants claimed that female perpetrated LSA was not only more difficult to

comprehend, but was also more difficult to prove than male perpetration. "But it's not sex

as we know it, for example a male penetrates. It's more difficult to prove medically"

(Senior Inspector, 2001: 2); "The ultimate proof is when the girl gets pregnant ... but in

these cases they don't fall pregnant" (Principal, 2001: 18). In this case study, 'no penis' was
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a problem, because with 'no penis' evidence for the sexual act was compromised.

Calvert and Munsie-Benson (1999) reported similar misconceptions regarding physical

indicators of male perpetration in the USA. Van Dokkum (1995: 43) furthermore remind

that medical evidence is "non-identificatory"; the identity of the perpetrator will only be

revealed if bodily secretions are found on the victim.

It also seems as though Miss Hyde's possible same-sex preferences made her a formidable

adversary. Adler et al. (1995) recognised that power can be derived through difference.

Miss Hyde was perceived as different (and therefore dangerous). She was thought to be

homosexual, rich and as having savoir faire, and, as a consequence, possibly having access

to specialised lawyers. Itwould be more difficult to prove alleged LSA if one of these

professionals represented Miss Hyde; furthermore, many of the participants verbalised a fear

of being sued. The protectors were enfeebled by the power base of Miss Hyde.

It seems as though the contentious homosexual nature of the allegation generally distracted

from the actual issue: alleged LSA. Miss Hyde was not arraigned because she allegedly

engaged in homosexual sex with a leamer, but because the education corps could,

supposedly, not find sufficient proof to summon her to a Disciplinary Inquiry. The

institution - whether for a confusion of issues, a lack of familiarity with homosexuality, or

insecurity - seemed to be incapacitated to address allegations of same-sex, female-

perpetrated LSA. Whereas colleagues of a male perpetrator may excuse his involvement

with girl-learners on the grounds of normalisation (Shakeshaft & Cohan, 1995), Miss

Hyde's colleagues called upon abnormalisation to excuse their oversights. It is not difficult

to empathise with the paralysis and powerlessness felt by the education corps.

Consequences of female-perpetrated CSA. The long-term consequences of the alleged

female, as opposed to male, perpetrated CSA, could not be gauged. Davenport et al. (1994:

734) found that survivors experienced male-perpetrated CSA as more traumatising: "This is

viewed as a product of the physical and political power of male gender inherent to our

society." It is my contention that in this case study Miss Hyde's status, stature and other

power-indicators should not be minimised just because she is a woman.

Research on the characteristics of CSA associated with greater psychological impairment

predicts that Sharon may be severely affected by her experiences. First, it is generally

accepted that a greater level of "closeness" [original emphasis] (Davenport et al., 1994:

734; also Beitchman et al., 1991) is associated with a greater level of trauma because it is
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related to trust violation. Second, Beitchman et al. (1992) and Nash et al. (1993)

indicated that the total number of abuse contacts is significantly related to more severe

pathology - which might be important considering the duration of the relationship (until

Sharon completed school: nearly three years). Third, there are strong indications that CSA

which involves grooming and persuasion intensifies stigmatisation and self-stigmatisation

(Beitchman et al., 1992; Hetherton, 1999). Fourth, because of the perceived homosexual

nature of the abuse Sharon was estranged from her support systems.

In the case study, the fact that it was a woman-girl relationship complicated the recognition,

disclosure, and establishment of the 'truth', and facilitated the use of a defence mechanism

which I call abnormalisation. Underlying these difficulties is another dichotomy:

heterosexuality versus homosexuality. This case study provides "uncomfortable evidence"

(Lancaster & Lumb, 1999: 126) against one of the myths subscribed to by society; a myth

which is dismissed (Hetherton, 1999) and understudied (Burke & Follingstad, 1999) by the

research community:

"[Fjemale perpetrators of sexual crime [...] their existence does not fit comfortably into a
patriarchal analysis of society where sexual abuse is a representation of the power that all
men have over all women" (Lancaster & Lumb, 1999: 126).

15.5 Morality and child-sex

Morality is generally defined as the degree to which a person conforms to socially accepted

rules, rights, duties and standards of conduct. The maxim of moral behaviour is rife with

dilemmas. A moral person, for example, would be caring and loyal. Should a moral person

be loyal to the institution, a colleague or a learner in cases of LSA? A moral person respects

another person's right to self-determination and appreciates the importance of education.

Should the moral person then intercede if a young woman of age has a sexual relationship

with her teacher and is only able fulfil her dream of completing school because of this

relationship? Which principle is the most important - that a person is 'innocent until proven

guilty', or serving the 'best interest of the child'? Should a moral person pursue a case of

LSA if he/she knows very well that the case will be lost at huge costs to the Ministry? In

this section I will give the participants the opportunity to pronounce their views on the

(im)morality of the relationship.

A variety of pronouncements were made by participants on why the relationship, which they

perceived as LSA, was immoral. Ms Hardy (2001: 1) thought her younger sister's conduct

was "against her Christianship". Ms Cook (2001: 9) explained why the cohabitation in the
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hostel was wrong, "I always just took it like this, if Mister said it must be like this, he is

the Hostel Father, he is our Principal, then things have to adhere to his rules" [original

emphasis]. It bothered Mr Seymour (2001: 12) that a learner having an intimate relationship

with a teacher "knows what marks [in tests] the children get, he knows of everything".

Similarly, Mr Holmes (2001: 1) did not like Sharon walking to school with Miss Hyde and

himself: "The child walks between us. The child hears everything which is not meant for

her ears." According to the Principal (2001: 4), one of the School Board members enquired

how a teacher could admonish a learner if they are so friendly with each other. Ms Carey

thought the relationship was improper: Sharon was a "schoolchild" and not the teacher's

"equal". Ms Carey was also concerned about the developmental consequences of a same-

sex relationship. The RSC (2001: 1, 10, 11) debated the concept of CSA in terms of age and

consent: she recognised that Sharon was financially dependent on the teacher, implicitly

supporting the prostitution myth. When I challenged the Senior Inspector (2001: 2) that

Sharon had reached the 'age of consent', he was adamant: "Consent has nothing to do with

it. This is about positional authority which had been abused. If she wasn't a teacher it

would not have mattered, no one would have bothered." Participants believed that the

behaviour was wrong because it was unchristian: it contravened school and hostel rules; it

could lead to a breach of confidentiality; it could have disciplinary repercussions; it could

lead to sexual orientation problems; it was exploitative; and it was grounded in an abuse of

power. On the other hand, Mary and Sharon felt that Miss Hyde generously supported

them, whereas their primary caretakers could not. Interestingly, not one of the condemning

participants thought of taking the financial support of these learners over from Miss Hyde.

One of the values of naturalistic participatory research is that it should inform on how real

people, people in situ and of different social positions, interpret a complex question. This

research provides some insight into attributional activity in a natural setting. By way of the

multiplicity of positions the participants gave support to the assertion that LSA is a

multifaceted and complex problem. Most of the participants disapproved, but their

meaning-making of the intimate relationship was diverse, as were their social judgements.

Obedience to the set rules was the determining factor for Ms Cook; Mr Holmes, Seymour

and the School Board member resolved morality in terms of what is good or bad for the

school at large; Mr Grimm and Mr Seymour recognised the ethical responsibilities of a

person in power. Participants held contradictory precepts: some implicitly denounced the

children for teen prostitution, others blamed Miss Hyde for child exploitation. The issue of

moral understanding is pertinent to an investigation, a Disciplinary Inquiry, punitive and
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restorative measures. LSA may be deemed more or less unacceptable depending on

whether it is regarded as leading to a breach of confidentiality; or as a violation of authority

in service of self-gratification.

Next I will discuss four principles by which the acceptability of sexual activities could be

ascertained. Much of this section is based on the article "Paedophilia, Sexual Desire and

Perversity" by Spiecker and Steutel (1997: 331-342). On the basis of these principles sex

with a pre-pubescent cannot be defended; however, when it comes to adult-adolescent

sexual relationships the principles become less clearly applicable because of the "mature

minor doctrine" (Silber, 1984: 290).

Principle of mutual, informed consent. Children may 'cooperate' with a sexual

perpetrator because they benefit materially; they like the perpetrator; or they find the bodily

sensations pleasant. Under such circumstances, should some cases of CSA be reframed as

consensual sex? The principle of mutual, informed consent implies that the child should

have adequate information, the mental equipment and the power to reject a proposal

(Finkelhor, 1984; Ford et al., 2001). Adolescents probably are knowledgeable about sex

and should have the ability to reflect on the advantages and disadvantages of a relationship

(Rubenstein, 1991). However, their developmental task of advancing adulthood (Silber,

1984) and the so-called adolescent crisis (Dziech & Weiner, 1990) could counteract their

ability to make a rational decision. The principle of mutual, informed consent also implies

that a partner has the freedom to accept or reject a proposal (Herman, 1992). If any power

differential exists, or if bribery or coercion are applied, the child is necessarily an

involuntary participant. As a case in point, Sharon, in her letter of disclosure, explained that

she cried in bed "just not to talk to her". Sharon did not have the power to refuse the tongue

kisses or to 'walk out'.

Principle of non-exploitation. The principle of non-exploitation presupposes a give-and-

take relationship that is equally beneficial for both partners who are of equal status (Dziech

& Weiner, 1990). Whether a pubescent or adolescent, a child has underdeveloped

bargaining skills and little else to bargain with but his/her youthful sexuality. So-called

sugar daddies or sugar mummies may take advantage of the child's (a) impoverished

circumstances; (b) desire to own certain material things and to dress up; (c) emotional

needs; (d) school-related needs or fears; (e) immaturity; or (f) gender (Dziech & Weiner,

1990; Leach, 2002; Talavera, 2002b). To choose between consenting to a person who could
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provide these things, and remaining impoverished, ordinary or lonely, or facing failure,

is too much to ask of a child.

Principle of benevolent sexual intimacy. Perpetrators seem to contrive a range of

rationalisations why their intimacies were actually advantageous to the child. A popular

rationalisation is that the perpetrator's intent was "sublime and lofty" (Spiecker & Steutel,

1997: 335). However, it is currently widely recognised that child-sex carries a high risk of

harm for the survivor, foremost of which is HIV infection. Traumagenie sexua1isation,

betrayal and powerlessness affect the child's psychosocial development, as does the

stigmatisation of the child for having an affair with an adult (Finkelhor, 1984). In the case

study the teachers at Uniondale grumbled and Sharon's peers giggled; she was the 'freak' of

the school. The principle of benevolent intimacies with a child is, as illustrated in the case

study, a self-serving rationalisation.

Principle of children's sexuality. A defence launched by Miss Hyde was that Sharon

insisted on being kissed and on sleeping with her, insinuating that Sharon was provocative.

Children's sexuality is sometimes used as proof that the perpetrator was in fact seduced by

the child (Olafson et al., 1993). Zalk (1990: 153) aptly disputed this rationalisation: "The

fact that the female student 'asked'Js not an explanationfor why he complied."

Even in the postmodern era of relativism, the sexual exploitation of a developing and

sometimes tormented youngster for one's own convenience and to the detriment of the child

must be considered immoral. When the CSA is located in the secondary school, "the most

significant setting in which the development tasks of adolescence are carried out or left

uncompleted" (Dziech & Weiner, 1990: 127; also Griffiths, 1998; Leach, 2002) by a person

acting in loco parentis, it could be considered callously immoral.

15.6 The questions of blame and culpability

A corollary to the issue of the morality or immorality of a sexual relationship with a child is

the establishment of blame and culpability. Barter (1997: 101) specifically posed the

question "who's to blame?" for the occurrence and continuation of abuse within an

institution. In this section the culpability, or lack of it, of Sharon, the parental figures, Miss

Hyde, educators and the education system will be discussed. The tone of this section will

differ from the previous chapters in which I tried to enhance understanding and empathy.

Understanding is only a vehicle in addressing a complex phenomenon such as LSA. To deal
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with LSA decisively and conclusively, wrongdoings have to be denounced and

wrongdoers brought to justice.

In Chapter 13 all the reasons proffered by Miss Hyde on why Sharon was actually to blame,

were discussed. The investigating team also determined that Sharon must be held

responsible in the light of her previous misconduct (in which she was the leader), because

she lied and because she did not observe hostel rules. Whether she needed, feared or loved

Miss Hyde, or just resisted the education corps, Sharon protected Miss Hyde, and herself.

The fact that Sharon accepted responsibility for what had happened probably made

projection and self-exoneration much easier for the other role players. Ms Carey (2001: 1)

postulated: "Perhaps she didn't want to be helped."

Regrettably, it is difficult to escape the conclusion that the parental figures may have

contributed to the alleged LSA and to its perpetuation. Itmight have been for one or all of

the following reasons: a lack of closeness to their children; financial difficulties; social

stratification; voicelessness; feeling embattled; their lack of knowledge; the role of the

alleged perpetrator; the children's coping strategies which excluded them; a need' for things

to look "pretty"; and their own lack of functional coping mechanisms.

Should Sharon, Mary and their families be considered at least partially responsible for not

having "done something to stop the abuse from occurring", although we give recognition to

their lack of intrapersonal, interpersonal and institutional "prevention capability" (Back &

Lips, 1998: 1248)? From a systemic perspective, which proclaims mutual-causal

explanations of sexual abuse, the appropriation of individual responsibility is problematic

(Dell, 1989). To determine culpability, a paradigm shift is necessary: rather than looking at

the reciprocal way in which the alleged LSA was accommodated, factors which have to be

considered are having or not having the status to choose; power and powerlessness;

domination and suppression. In the case study the blameworthiness of Sharon, Mary and

their families is negated by the power differentials, the indications of confusion and

coercion and Sharon's transient benefit. In this respect I endorse Finkelhor's (1984: 64)

position: "The matter of the victim's and mother's behaviour are relevant only because the

offender already embarked on an antisocial train of events, better showing where

responsibility lies." Furthermore, as indicated by Back and Lips (1998: 1249), certain

positions might be dangerous: "By blaming the victim, we ultimately reinforce the

perpetrator. "
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Was Miss Hyde then guilty for the alleged LSA? Although all the participants (other

than the alleged perpetrator and suspected survivors) concurred that inappropriate intimacies

occurred, not everyone was convinced that it was abusive or exploitative. Miss Hyde

(despite her defiant attitude) possibly did not recognise that the relationships were harmful-

she certainly was devoted to Sharon and Mary to such an extent that she was willing to

sacrifice her social-professional position and her financial security. Ms Carey was

perplexed by the level of care that Miss Hyde expressed and displayed. The teachers were

divided too: "The one group pressurised me ... 'You have to make sure that she leaves

now'. And the other group again, 'Leave, just leave her'" (Principal, 2001: 10). Some

participants had no misgivings: Mr Seymour (2001: 9) was convinced of the teacher's guilt

because of her position of authority. The fact that the Principal and School Board wanted to

get rid of Miss Hyde, and the sooner the better, indicated where they thought culpability lay.

Even Ms Cook (2001: 7), later during our interview, realised, "It was the teacher's ... it was

her fault." It could not be determined whether Miss Hyde was in psychological denial or

applying social denial; nevertheless, after repeated warnings her conduct can be considered

intentional and wilful, and as shown, coercive circumstances existed. Furthermore,

regarding the widespread projection of blame on the survivor, Wolpe et al. (1997: 94)

remarked, "There is an overwhelming assumption that teachers have total power over

students ... " Following on this statement, Peters' assertion (cited in Hotelling, 1991: 500)

holds true that "where the power lies, so lies the responsibility".

Having determined that the accused may be 'guilty as charged', this is not the end of the

matter. Two kinds of fault are relevant to LSA: (a) intentional and wilful conduct (dolus);

as well as (b) negligence (culpa) (when the actions of educators do not meet the judicial

standards regarding the protective functions of the in loco parentis role) (City of Liverpool

Education Directorate, 1998; De Waal et al., 2001; Lombard, 1993; Squelch, 2001).

In the case study there are indications that the educators could be found negligent in respect

of their duty of care. A summary follows. Teachers whispered rather than reported. Miss

Hyde was retained as a teacher and Supervisory Teacher despite the abduction of and

unacceptable intimacies with Mary, and later Sharon. The Hostel Superintendent did not

ensure that Sharon was not lured back to Miss Hyde's bedroom after the hostel inspection.

The Principal omitted to issue written warnings to Miss Hyde, and neglected to follow up on

his verbal warnings. The educators failed to protect Sharon from intimidation after the letter

of disclosure. Sharon's expulsion from the hostel exposed her to further abuse. There was a
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willingness to transfer Miss Hyde, with a clean record, to another school. When the

attempts of the Regional Office had failed, the case was shelved with the result that the

relationship continued.

Other wrongdoings were committed too. The school governance failed to communicate and

collaborate with parental partners as prescribed in the "Education Act" (OPM, 2001).

Insensitive cross-questioning possibly contributed to the recantation. Sharon's expulsion

was not conducted according to the guidelines as stated in the "Education Act" (OPM,

2001); her right to a procedurally fair, unprejudiced hearing was thus violated. The

Regional Director's recommendations were ignored.

If any of the educators is to be held personally liable for negligence, the elements of

delictual liability have to be present (refer to Chapter 4). First, an educator acting in loco

parentis has a legal duty of care; consequently, if an educator fails to protect a learner the

elements of conduct and wrongfulness are met. Failure to act also constitutes such conduct

(Squelch,2001). Second, the element of fault is met if the plaintiff can prove that the

educator(s) failed to report or address the situation as 'the reasonable man' would have; and

if the consequent damage was "reasonably foreseeable and preventable" (De Waal et al.,

2001: 157; Squelch, 2001: 145). The element of fault should be relatively easy to prove,

since after the letter of disclosure negligence seems clear. Third, clearly further abuse of

Sharon (the element of damage) could have been prevented if the educator(s) had addressed

the alleged sexual abuse (the element of causation) (De Wet & Oosthuizen, 2001; Squelch,

2001). However, with the LSAper se being unproven and denied, the educators' negligence

and their delictual liability are speculative.

It seems as though the unsatisfactory conclusion of the case cannot singularly be attributed

to the Principal, the School Board, the RSC, the Circuit Inspector, the Senior Inspector, or

the Regional Director. The hands ofMr Sterne (2001: 15) and Senior Inspector Grimm

(2001: 1) were severed, they claimed, not only by unions, but also by "higher authorities".

Conceptually, it is clear that rather than an individualistic approach, a systems perspective

on accountability and culpability might be more appropriate. A lack of a systematic

definition of roles, responsibilities, mandates and controls, and collaboration between

subsystems, seem to have been major obstacles to effective action. Gil (cited in Barter,

1997; also Nunno, 1997) distinguished between "overt or direct abuse", "programme

abuse" and "system abuse". System abuse is defined as being "perpetrated not by any

single person or programme, but by the immense and complicated child care system [in this
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case: the education system], stretched beyond its limits and incapable of guaranteeing

safety to all children in [itsJ care". Mary and Sharon seemed to be victims of both an

individual and an entire system: while an individual apparently committed the alleged LSA,

the system failed to safeguard them.

Thomas (cited in Barter, 1997) disputed a systems approach to abuse within an institution.

He contended that abuse is perpetrated by people, not systems. He indicated that the

accountable person should be the chief executive of the institution - but would that be the

principal of a school, the director of an educational region, or the Permanent Secretary who

is the administrative executive of the Ministry? InNamibia the nominal head of a ministry

is the minister. The Minister of Basic Education, Sport and Culture could thus be ultimately

liable in cases of LSA. It is of no consequence that the Minister could not have known

about this specific case.

In the case study the Minister might be held doubly liable. First, to determine the vicarious

liability of the Minister with regard to the alleged wrongdoer (Miss Hyde), three

prerequisites have to be present (refer to Chapter 4): Miss Hyde was permanently employed

and the questionable activities did take place during "normal working hours" (Squelch,

2001: 148) in the course and scope of her employment (De Waal et al., 2001; Squelch,

2001), taking into consideration her position as Supervisory Teacher. Second, it might be

particularly difficult to prove the direct liability of the Minister with regard to the failure of

the Ministry to protect Sharon. If, however, at a later stage, a(nother) girl-learner were to

fall victim to the sexual overtures of Miss Hyde, it would be difficult for the Minister to fmd

grounds to dispute delictual liability. At this time, it seems as though the Minister might be

held vicariously liable for Miss Hyde's wrongful act and might be ordered by the court to

pay damages, but only if it can be proven that an unlawful act was committed.

Morality pertains to the way in which power is used when power inequalities exist (Gilligan,

1998). Power might be used to cement domination and to institute a fortress of defences; it

might be applied to empower. In this case study the Ministry and its officials exerted their

power to protect themselves and so doing silenced the suspected survivor. The competing

rights - those of the leamer-survivor and those of the accused teacher - are juxtaposed in

cases ofLSA. Furthermore, rules and regulations are drawn up to ensure objectivity and

justice. Unfortunately, if rules, regulations and the way in which facts are unearthed

suffocate voices and do not consider contextual realities, justice cannot prevail. Not
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opposed to justice, but supporting it, is the moral principle of care. Caring and being

careful augment fairness in the sphere of human relationships.

15.7 Conclusion

In Chapters 11 to 14 individual role players were discussed. In "The Last Rites" I attempted

to integrate the fmdings of previous chapters into a compelling whole.

It seems as though certain rites were observed by role players. First, an inter-interview

analysis indicated that themes were repeated across the narratives of different participants.

These leitmotifs informed on the 'cause' of the alleged LSA (the distance-closeness

dichotomy and power-powerlessness dichotomy); the defensive coping mechanisms (the

express-suppress leitmotif); the consequent (in)action (the fight-resignation leitmotif); and

the dichotomy between objective truth and subjective truths. Second, the circularity of

actions was elucidated, as if a ritualistic pattern was performed: One player's (defensive)

actions influenced that of another, forming a spiral by which the suspected survivor was

gradually ensnared, prospective protectors progressively disempowered and the alleged

perpetrator's control augmented.

Not only 'rites' but also 'rights' were explored in this chapter. The research exposed a form

of CSA which has been greatly under-studied: same-sex LSA allegedly perpetrated by a

female teacher. The difficulties presented by the unexpected form of CSA were explored. It

seems as though the way in which male and female perpetrators operate does not differ

significantly - there is no justification to minimise female-perpetrated sexual abuse. In the

last two sections, moral and culpability issues which have reference to LSA were discussed.

The suspected survivors and their families seem to have accommodated the alleged LSA; it

was, however, the accused and the education corps, through acts of commission and/or

omission, that occasioned, aggravated and perpetuated the relationships.
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Chapter 16

Conclusion

16.1 Introduction

The main aim of this study was to explore the dynamics of, and reactions to, the sexual

abuse of learners by teachers in Namibia. I hoped to access the dynamics intrapersonal to

and between the role players, as well as those related to the institution, the Ministry of Basic

Education, Sport and Culture in Namibia. My intention was not to uncover patterns of

certainty, but to augment awareness of some of the realities related to LSA and thereby to

enhance understanding and empathy. My premise is that sexual abuse - whether of adults,

or children, or learners - is indeed ruled by secrecy and silence (Furniss, 1990). I believe

that unless these silences are recognised, understood and stated, LSA cannot be prevented

effectively or sensitively addressed.

In this last chapter I will give an overview of the research (Section 16.2). In Section 16.3 I

will highlight some recommendations concerning LSA - a comprehensive list of

recommendations is contained in Appendix 1. In Section 16.4 I will discuss the limitations

of this research project and make recommendations for further inquiry. I will conclude the

chapter with what I perceive as the most important considerations with regard to LSA.

16.2 Re-Search

In this section I will give an overview of the research. I will concentrate on the structure of

the research, research methodology, conceptual framework and research findings.

16.2.1 Overview of the structure of the research

The methodology used to explore LSA was twofold, as reflected in the dual structure of the

thesis: a literature review and a case study. In the literature review it was shown that the

socio-economic and cultural background (Chapter 3), the school system (Chapter 5), the

survivor (Chapter 6), perpetrator (Chapter 7) and the family of the survivor (Chapter 8), all

could have an influence on and be influenced by CSA. A documentary analysis of

international, constitutional and national acts, policies and regulations was also undertaken

(Chapter 4). This critical analysis revealed a dichotomy between overt rhetoric and covert

practice, bound to impact negatively on the effective conclusion of cases of LSA. The
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literature review should be seen as an integral part of the thesis: many crucial dynamics

which could inform practice were not revealed in the case study.

The second half of the thesis consisted of a multi-participant case study. The aim of the

case study was to provide a naturalistic extension to the literature, but not necessarily to

justify the findings of other scholars through a typical case of LSA. The intention was not

objectivity but the exploration of subjective meaning-making. Interviews were conducted

with institutional stakeholders (regional and school-based participants), suspected leamer-

survivors, their primary caretakers and an accused teacher. These interviews were analysed

for interpersonal and institutional dynamics. Intrapersonal dynamics were revealed through

an analysis of narratives, participant observation, displayed behaviour, personal files and

insights from research literature. The findings supported much of the literature on eSA and

LSA, but also provided individuation. I am convinced that both the literature review and

case study inform on some of the dynamics of, and reactions to, LSA in Namibia and

elsewhere.

16.2.2 Overview of the research methodology

The case study approach is a voice-centred research methodology. Voice-centred research

could be expected to be difficult in an area of silences - not only the 'normal' silences

related to an illegal and clandestine act (Mulinge, 2002), but also those which could be

ascribed to an anxious institution (Morrison, 1996). Narratives were characterised by

defensive talk: voice blending, talking a talk of silence, euphemisms, excuse language,

silences, switching off the tape recorder, normalisations, trivialisations, rationalisations,

projections, amplifications, understatements and lying. Stories were told to facilitate

understanding, but sometimes deliberately to create (protective) misunderstanding.

Narratives indeed revealed the meaning-making of participants.

Each of the 13 participants - from different subgroups - epitomised a different role in

relation to the alleged LSA. Using multiple participants enabled me to capture much of the

tapestry of the phenomenon. The fact that every participant was (more or less) affected by

the allegations and investigation validated Finkelhor's (1998: 1865) contention that "sexual

abuse does not occur in a vacuum". The use of multiple participants also contributed to the

credibility of the research: despite all the methodological difficulties, this research should be

considered socio-ecologically valid.
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Cognisant of findings by Collings (1997: 41) that research has the potential for

"secondary victimization ", I tried to gauge the repercussions of the research. Sharon was

my greatest concern, specifically because the relationship was ongoing. I was concerned

that other participants, (re)sensitised to the alleged LSA, might confront her. To establish

whether Sharon's sister had spoken to her after our interviews and whether it had been done

sensitively, I asked Sharon whether everything was okay. "My sister just said that Miss [the

researcher] was there. That's all" (Sharon, 2001: 1). I realised that Ms Hardy could not

conjure up the courage to speak to Sharon; the research did not effect positive, proximal

change. On the other hand, Sharon was apparently not negatively affected by the research.

During debriefing the participants were asked how they felt about being interviewed. Miss

Hyde (2001: 22), despite expectations to the contrary, reported a sense of relief: "The thing

is, if you talk, sometimes if you talk with someone then you also feel a little better ...

Someone that listens to you. Sometimes you get people that don't want to listen, they just

want to throw words." Ms Carey (2001: 6) verified Miss Hyde's state of mind: "These two

days I watched her closely ... She is, I don't know, perhaps she had a good talk. But she is,

she's, all right, calm." Mary (2001: 11) claimed, "It wasn't so bad." Conversely, Ms Carey

(2001: 6) divulged that she felt guilty after the first set of interviews:

"After our conversation last year I noticed that the Miss was a little starchy... Specifically
with the two of us [Mr Holmes and Ms Carey]. But perhaps the two of us felt guilty.
[Laughter.] The two of us felt guilty, because we spoke out ... [about] what we couldn't cope
with any more ..."

Participation guilt seems to be related to feelings of guilt for blowing the whistle (Barter,

1997: 109). On the other hand, Ms Carey (2001: 19) also revealed that she could say lots of

things that she had on her mind: "Just open up ... I haven't spoken to any person.". The

outpouring and abundance of sensitive, emotive-laden information and the painful honesty

about feelings of powerlessness, distress and anger, supported the possibility that "research

participants [might] desire catharsis rather than sanctuary" (Lee & Renzetti, 1993: 9),

particularly if they cannot talk about the topic with others, as in the case study.

In qualitative research the researcher is a participant, and in research based on a systems

approach the researcher is part of the system. Inevitably I was also affected by the research

project. Like the participants, I was troubled by polarities, conflicts and anxieties. Like

many other qualitative researchers I experienced feelings of sympathy, anger and "a desire

to protect and make it better" (Sanders, 1992: 24; also Berg, 2001). I had to distance

myself from these personal feelings to access adequate raw data. A confrontational, non-
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empathetic approach, I suspect, would only have silenced the accused, and specifically

in this case, her "close" protégés. Similarly, blaming educators would also have silenced

them. I had little choice but to adopt a position of neutrality and understanding as endorsed

by systems theorists.

16.2.3 Overview of the conceptual framework of the research

In Chapter 2 the conceptual framework for this research was outlined. Russian nesting dolls

were used as a metaphor for the organisation of theoretical models from the overarching to

the more specific. To my mind a nested approach was necessitated by the diversity of roles

played by the participants and the multifaceted perspectives and themes that were revealed

through their narratives.

The qualitative paradigm. The importance of statistical inferences on the prevalence and

nature of LSA cannot be denied. However, this specific case study - perceived as too

irresolute to bring to a Disciplinary Inquiry - would not have been 'counted' in the positivist

tradition. Although the research cannot be considered representative, the qualitative

paradigm enabled me to introduce very real people. It is easy to understand how people like

Mary, Sharon, their primary caretakers and the teaching corps fell victim to their own needs,

anxieties and fears, and what seemed to be the manipulative acts of a perpetrator.

The interpretative paradigm. The interpretative paradigm aims to give insight to the often

unobservable meaning-making and affective factors which influence social actors and their

actions (Blaxter et al., 2001; Ely et al., 1997; Erickson, 1987). Itwas shown that multiple

perspectives and subjective truths underlay the defensive coping mechanisms. The multi-

storied research thus accentuated the difficulty to extract objective reality when

investigating a phenomenon such as LSA.

The systems approach. The value of the systems approach lies first and foremost in its

relevance to the ecology of institutionally based sexual abuse. Educators revealed deeply

personal conflicts and anxieties. Yet the institution reacted like an organism, a self-

contained and self-protective system. Intrasystemic tension was caused by multiple

polarities: to apply politically correct procedures or to protect the child regardless; to side

with the provocative teacher or the troublesome learner; to see or to ignore; to express or to

repress. The troubled system was furthermore acutely aware of its extrasystemic

adversaries: the unions and professional lawyers waiting in the wings for the system to step

over the line. So, within its boundaries, the education system had to deal with the matter
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intrasystemically. This study has shown that the complexities of the education system

are such that it is evidently not able to prevent or respond effectively to allegations of LSA.

These complexities include the hierarchical nature of the system, the pre-regulated flow of

information and disciplinary procedures, and the fact that teachers are deemed ipsofacto

trustworthy. The characteristics of education furthermore accommodated the application of

institutional defence mechanisms: intrasystemic censorship and "gender filters" (ylolpe et

aI., 1997: 205); the fortification of boundaries between subsystems; a breakdown of

communication; and the projection of responsibility for resolving the case onto ever higher

systems levels.

Aspiring towards a holistic perspective (Erickson, 1987; Patton, 1990), the systems

approach provides for the inclusion of the smallest ontological subsystem and takes into

consideration encompassing macrosystems (Sanders, 1992). It was clear that anxieties and

conflicts experienced on the intrapersonallevel (the so-called ontological level) were lived

out on an interpersonal and institutional level (the micro system and exosystem).

Furthermore, cultural norms of behaving (the macro system), specifically the 'othermother'

tradition, seemed to have facilitated the modus operandi of the alleged perpetrator, as well

as the unperturbed way in which the school staff and parental figures initially viewed the

relationship. The case study also corroborated the systems view that eSA cannot singularly

be ascribed to a pathological individual. Alleged LSA is embedded in what seemed to be

pathological settings and practices. As much as I want to avoid diminishing the

accountability of perpetrators, this case study consolidated the position that "contextual

variables ... support and permit the occurrence of events" (Dell, 1989: 9). Regarding the

said moral distance or inability of the systems theories to appropriate guilt and

responsibility, I subscribe to Scheel and Ivey's view (1998: 318): "We convey the meaning

that abuse is unacceptable but also work to understand the system which produced an

outcome of abuse. "

The psychodynamic approach and the construct of silences and defences. This case

study affirmed the premise that sexual abuse is characterised by dynamic relations and

processes. The stress, distress and the perceived secondary gain of being 'acquitted', drove

the defensive coping mechanisms of the suspected survivors, the parental figures, the

accused, the school and regionally based participants. The case apparently supports

research on the psychodynamic nature of eSA: the traumagenie dynamics which distinguish

survivors of eSA from other trauma survivors (Finkelhor and Browne, 1984); the dynamic
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way in which perpetrators operate (Finkelhor, 1985); the dynamics between parents and

a child-survivor (adapted from Burgess &Wurtele, 1998); and the dynamic ways in which

an "anxious environment" protects itself (Morrison, 1996; McGarth, 1994). These working

models were valuable for the analysis of specific domains. The metaphor of Russian nesting

dolls for the arrangement of conceptual frameworks in terms of generality and abstractness

(Ely et al., 1997) was not only pragmatic but also valuable in terms of uniformity of focus.

16.2.4 Overview of research findings

In this section I will briefly summarise findings (from the literature and case study) related

the objectives of the research.

Itwas found that children seem to be essentially vulnerable to LSA as a consequence of:

cultural norms which keep them ignorant and voiceless; their own needs and desires;

manipulation by perpetrators; the emotional-cognitive-behavioural consequences of the

sexual violation; the coping mechanisms applied by the survivor himlherself; the inability or

unwillingness of protectors (familial and institutional) to address LSA immediately and

decisively; the chaotic aftermath of disclosure; and, because the survivor may have a special

bond with the accused. It seems as though some survivors may understate, misrepresent or

deny the sexual abuse to protect themselves and important others (including the perpetrator).

The fact that some survivors are "hardly virtuous" (Shakeshaft, 1994: 22) should not

distract from the immoral and unlawful acts of a perpetrator. The research supported the

finding by Leach et al. (2000) that the distinction between sexual abuse and a consensual

relationship is often blurred; however, LSA should always be considered abusive and

exploitative.

Itwas found that the family of a survivor might be incapable of protecting their child

because of a variety of intrapersonal, interpersonal and institutional factors. Families with a

low social standing who maintain a survivallife-pattem, as many families in Namibia do,

may be unable (or unwilling) to affect the necessary actions to prevent or stop the sexual

exploitation of their child.

Itwas found that perpetrators seem to be fundamentally powerful. Much of a perpetrator's

power lies in the fact that, while the he/she is preparing himlherself, the socio-environment,

and the intended victim for the sexual abuse, others are ignorant of his/her true intentions

(Furniss,2000). For their status, teachers were shown to be far more powerful than

strangers or some other acquaintances. The proclivity of perpetrators to dispute their power
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and responsibility (Zalk, 1990) seems to be a rationalisation rather than a valid

explanation of what happened. For practical, investigative purposes, it is imperative to take

cognisance that most perpetrators are not perverts or behave in vile ways. "If sexually
abusive educators looked like monsters, matters would be simplified" (McGrath, 1994: 33).

Itwas found that the institution is presumably unable to address allegations of LSA

sensitively and conclusively for a number of reasons. In the case study individuals within

education, and the school as a mini society, were endangered. "[Sjurvivalism'' (Morrison,

1996) was triggered, which in turn led to negligence in protecting the learner. Despite

rhetoric to the contrary, institutional processes and representatives retraumatised and

increased the vulnerability of the suspected survivor - and silenced her.

Intrapersonal, interpersonal and institutional dynamics seemed to accommodate the alleged

LSA. The case study supported many aspects of the "Child Sexual Abuse Accommodation

Syndrome" (Summit, 1983) and the "Professional Accommodation Syndrome" (Jones &

Myers, 1997) by which a survivor and institutional staff, unwillingly and unwittingly,

collude with a perpetrator. The role players were seemingly haunted by perceptions of

insurmountable difficulties, an invincible adversary and insuperable structures.

Furthermore, coping seemed to be reciprocal. Often, because of the strategies applied by

others, a role player was ignorant, immobilised and/or disempowered - affirming the

concept of patterned relationships (Rosenblatt, 1989). In the case study the alleged sexual

abuse seemed to be accommodated by many policies, structures, mythical mind-sets, social

conventions, systems and individuals: a 'Learner Sexual Abuse Accommodation System'.

Unexpected findings arose from the fact that in the case study allegations ofLSA were made

against a female teacher. It seems as though the modus operandi of, and the reasons and

rationalisations forwarded by, an alleged female perpetrator do not differ significantly from

that of male perpetrators. There are indications that some socio-cultural norms empower

male and female perpetrators with behavioural conventions by which they can access

potential victims. Some of the same myths that shelter male perpetrators, also thwart the

detection of female-perpetrated CSA. Female perpetrators are moreover protected by a

range of additional myths and practices such as the 'no penis, no problem' myth (Van

Niekerk, 2000; Hetherton, 1999); the "conventions of feminine goodness" (Gilligan, 1998:

74; also Gaganakis, 1999); the maternal myth (Hetherton, 1999); and the "othermother

tradition" (Taylor et al., 1997: 117).
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As alleged same-sex LSA, possibly perpetrated by a female, the case study was a

"highly unusual manifestation" (Creswell, 1998: 119) of the phenomenon. This fact added

value, rather than devaluated, the case study. Critical gaps in the literature were exposed.

According to Creswell (1998: 198) "incitement to discourse" is in itself a worthy cause; as

well as the recognition of "paradigmatic uncertainty in the human sciences". The case

study certainly indicates that perpetrators of LSA are not a homogeneous population. It

suggests that the parameters of what constitutes LSA should be broadened, not only in the

research community, but also in preventative programmes, regulations and the minds of

practitioners; and I presume not only in Namibia.

16.3 Recommendations for education

Research could be considered worthy of merit because of its importance for policy and

practice (Creswell, 1998; Jones & Myers, 1997). This research is "policy-relevant"

(Finkelhor, 1998: 1864) in as much as it may enhance insight into why LSA seems to be

characterised by non-disclosure, soft-handling of the perpetrator, cover-ups, a lack of

witnesses, parental ineptitude, side-taking, secondary traumatisation of the survivor and

numerous other unfortunate reactions. From the case study it seems as though LSA occurs

in a socio-environment of enablers. "An enabler is a person who overtly or covertly,

consciously or unconsciously, acts in a way that allows another to continue in a destructive

process. The enabler shields the actor from the ordinary consequences of his or her

behavior" (McGrath, 1994: 34). It is imperative that the Ministry and its representatives

acknowledge and address those attitudes, persons, structures and policies that enable

teacher-perpetrators to sexually exploit learners. In this section the most important

recommendations will be outlined and a summary given of the comprehensive

recommendations in Appendix I.

Regarding school-going children, awareness programmes and publicised complaint

procedures in schools might impede the occurrence ofLSA, or ensure early recognition.

Paine and Hansen (2002: 291) further recommended, "Incorporating common strategies

employed by perpetrators into prevention programmes may help to immunize children

against these ploys.". To address and resolve LSA, it is necessary to support the survivor

after the disclosure and through the post-disclosure process. "This delicate task is

accomplished by knowing the child as a person, understanding the source of his or her pain,
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rationalizations, sense of guilt and shame, and, most of all, by knowing that it hurts"

(McGrath, 1994: 33).

Parents have to be genuinely acknowledged as partners in the battle against predatory

educators. The education corps has to recognise and cater for the specific needs of parents.

Parents may need "corrective" and "psychoeducational information" so as not to blame

their child (Back & Lips, 1998: 1249). Furthermore, without addressing familial difficulties

such as poverty holistically and nationally, child protection will indeed be a distant dream

(Lachman & Polete, 2002).

Regarding perpetrators, especially in light of Namibia's HIV/AIDS crisis, swift, consistent

and "aggressive action" (Shakeshaft, 1994: 25) has to be taken. The importance of pre-

service and in-service training has been stressed by numerous researchers (Ford et aI., 2001;

Jones & Myers, 1997; Kenny, 2001; Shakeshaft, 1994; Shumba, 2001) and practitioners

(City of Liverpool Education Directorate, 1998; Lancaster Pupil Referral Service, South-

West Lancashire & Chorley, 1999-2000; McGrath, 1994). As indicated by Morrison (1996:

137), it is important to emphasise ethical and moral conduct at the "earliest stages of

professional development".

In order to alleviate the anxiety of educators, they have to be informed, feel secure and

understood. Teachers need training about CSA, the disclosure process and common barriers

to disclosure; they also need more formal protocols for responding to suspected or disclosed

CSA (Finkelhor et al., 2001; Paine & Hansen, 2002). Protective measures, such as

guaranteed anonymity and immunity for officially mandated whistle blowing, are

imperative. To avoid "dangerous retreats" (Morrison, 1996: 135) into social defence

mechanisms, a data collection, supervision and monitoring system have to be established

(Dolmage 1995, Finkelhor, 1998).

It is clear that, when it comes to LSA, many existing acts, policies and regulations (as

discussed in Chapter 4) are inadequate. Proactive rules are lacking. The City of Liverpool

Education Directorate (1996) and the Lancaster pupil referral service, South-West

Lancashire and Chorley (1999-2000) instituted policy which limits and prescribes prudence

against physical contact between teachers and students. Such preventative policy would

have formalised the boundaries between the teacher and learner in the case study and would

have strengthened the authorities to address any violation of such boundaries. Other issues

that should be enacted are: mandatory reporting; immediate safeguarding of the survivor;
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the speedy conclusion of cases of LSA; matching the gender of the survivor and the

investigator; and the gender-sensitive composition of Disciplinary Committees. Existing

legislation was designed exclusively to address disciplinary matters and not to protect

children against public servants.

It seems as though, even more than regulations and procedures, professionalism and a clear

institutional philosophy are absent in Namibia. Yaffe (1995: KB) denounced the

dependency on rules and regulations, "The absence of concern for others is what is leading

us to rely increasingly on litigation to determine our behaviour." Children's rights and

"professional altruism" (Avis, 1994: 65) are discarded for fear of the possible actions by

more powerful adult members of the institution. The most vulnerable members - learners -

are ignored and sacrificed. The Ministry has to instate a "child centred leadership"

(Nunno, 1997: 35).

In order to achieve the mentioned recommendations extensive guidelines and policies have

to be (re)developed; both pre-service and in-service training programmes should be

instituted; through existing regulatory staff and procedures adherence should be monitored

and enforced; and the highest office bearers should reaffirm at institutional platforms, and

publicly, the importance of partnership with parents, gender sensitivity and professional

altruism. A summary of the recommendations provided in Appendix I follows:

INSTITUTIONAL PHILOSOPHY AND ATMOSPHERE

1 The Ministry must take steps to institute professional altruism and child-centred leadership
in all its institutions.

2 The Ministry must promote gender equality and address harassment through all its strata.
3 Steps must be taken to ensure that a "parents are we/come" culture is instituted

(Christenson, 1995: 256). The primary caretaker must be supported through, rather than
intimidated by, investigative and disciplinary officials and procedures.

POLICY

4 Policy should be developed that provides clear guidelines on: (a) how to protect the
survivor from (further) abuse and intimidation; (b) when and how to deal with the Woman
and Child Protection Unit or police; and (c) the steps which have to be followed regarding
disciplinary actions.

5 The Ministry must ensure that schools fulfil their obligations under the HIV/AIDS policy
by means of existing monitoring procedures.

6 Rules and regulations regarding teacher-learner conduct must be developed which are
aimed at preventing LSA, rather than punishing it after it happens. They must be such that,
if transgressed, misconduct can be more easily corroborated than a sexual act taking place
in private.
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7 The education corps must be reminded on a regular basis through circulars and other
means that reporting misconduct is mandatory.

8 The roles and responsibilities of every role player in the child protection-disciplinary
process should be clearly codified.

9 Timeframes for every stage of the child protection and disciplinary process must be
specified, kept brief, and adhered to.

10 Public service legislation must be re-examined, since it is currently inappropriate when
applied to LSA (and probably other kinds of abuse of learners perpetrated by teachers),
because it fails to address the very special needs of the survivor.

TRAINING

11 All teachers must receive pre-service and in-service instruction on how to protect
themselves from suspicions and false allegations of LSA.

12 At an early stage in pre-service training, student-teachers must be made cognisant of a
number off actors regarding child-survivors, perpetrators and the dynamics of sexual
abuse. All teachers must know exactly what behaviour could be considered sexually
abusive and they should also be cognisant of their duties, rules, regulations, disciplinary-
criminal procedures and their liability if these are transgressed.

13 All teachers must receive self-awareness training.
14 One teacher at every school should be designated to handle child protection issues.
15 Designated teachers, Inspectors, Disciplinary Committees and Investigating Officers must

be knowledgeable about the profile and the modus operandi of a perpetrator, as well as the
guidelines in "Cross-examination of Minor Children during Disciplinary Hearings" (OAG,
2003b). Specialist in-service workshops should be conducted in this regard.

PREVENTATIVE MEASURES

16 Community mobilisation regarding CSA is needed. Primary caretakers must be cognisant
of the prevalence, the nature of (groomed) sexual abuse and the consequences of CSA for a
survivor. Implementation strategies could include radio programmes, newspaper articles,
and other ways of informing the community such as through community leaders and
church based organisations.

17 Poverty reduction and poverty relief strategies should extend to schools.
18 The "Customer Service Charter for Primary and Secondary Schools in Namibia" should

address the issue of learner (sexual) abuse specifically, and clearly inform primary
caretakers of the services to which they are entitled.

19 Learners should be provided with knowledge and skills to deal with CSA through an
awareness programme in schools.

20 Newly-appointed teachers should be more carefully screened; references should be taken
up and criminal/disciplinary records checked before a teacher's application is considered.

21 The "Code of Conduct for Teaching Service" (OPM, 2004) should be clearly
communicated, consistently enforced and fairly applied.

22 Effective and consistent monitoring of hostels by Hostel Inspectors is imperative and the
"Hostel Guide" should be revisited.
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INTERVENTION

Detection or disclosure

23 All teaching staff should know how to handle sensitively a disclosure of LSA.
24 The immediate protection of the learner after disclosure or detection is imperative.

Therefore the preferred course of action should be suspension or a restriction of duties,
until the accused is acquitted or found guilty. The accused teacher (or any person
delegated by or related to himlher) should not be allowed to make any contact at all with
the survivor or hislher primary caretaker. Policy has to be formulated in this regard, and
designated teachers, principals and inspectors trained in its implementation.

Reporting

25 A mechanism must be developed for allowing incidents of suspected abuse by teachers to
be reported anonymously, and protective immunity should be guaranteed.

26 The reporting and follow-up process has to be specified, itemised and time-limited.
27 It should be specified that all allegations should be recorded, investigated and reported. If

a principal and the school governance find that there are insufficient grounds to proceed
with the allegation, he/she must record the reason for such a decision and communicate it
to the Inspectorate or independent agency.

Referral

28 The agency to which the incident is referred must be independent to ensure that the
allegations are properly and autonomously investigated. A principal and regional officials
should not be expected to investigate LSA: investigating LSA is a specialised skill and also
these officials are not necessarily independent.

29 The learner-survivor should immediately be referred for support, advice and counselling.

Investigation

30 A case conference is an useful investigative and co-ordination procedure. It should be
called within 24 hours of disclosure or detection.

31 The Investigating Officer should be of the same gender as the survivor, and must be clearly
aware of all the many ramifications of the process, particularly those that are likely to have
an impact on the psychological state of the survivor.

32 Interviews with the survivor should be restricted to a minimum, and only be conducted by
specified, trained officials.

33 Confidentiality is of utmost importance.
34 The Investigating Officer has to understand and exorcise all the concerns, fears and

conflicts experienced by role players and the myths related to LSA.
35 The establishment of a National Child Advocate (ombudsman) is imperative.

The Disciplinary Inquiry

36 Disciplinary Committees should be appointed on a gender sensitive basis.
37 Disciplinary Inquiries should be established in line with the "Vulnerable Witness Bill" to

ensure that a survivor is not retraumatised.
38 Legal advice should be readily available to the Investigating Officer and the Disciplinary

Committee.
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Remedial and punitive measures

39 The statutes against perpetrators should be rigidly and consistently enforced.
40 Support services to the survivor and hislher family should be offered at the Government's

expense.
41 If the accused is found guilty of LSA, he/she should lose his/her constitutional right to

refuse a HIV test. If the perpetrator is HIV positive, he/she should be liable under
legislation dealing with manslaughter or homicide.

Follow-up actions

42 A monitoring body must be established to ensure that the recommendations of a
Disciplinary Committee are followed through in a timely manner.

43 Cases ofLSA must be fully documented, electronically and centrally stored in a
documentation centre which is accessible to principals, and which publishes an annual
report.

This research has emphasised the need to scrutinise critically the practices, legislation and

myths that endanger learners; and sometimes "to solve the problem we have to look in the

shadows ... H (Gregory, 2000). Only if the way in which the Miss or Mister Hyde operates is

comprehended, can we institute preventative and counter-measures to LSA. Only if

understanding can be conjured for the fears and the dilemmas faced by a survivor, and the

ways in which he/she cope, can a survivor be approached appropriately. Only if the crisis

within a school is acknowledged, will supportive structures and procedures be developed.

Only after documents and procedures pertaining to LSA have been analysed, can we give

credence to and address the difficulties faced by regional implementers. Unless the PSC

takes cognisance of the way in which secondary traumatisation of the survivor is allowed,

no reforms will be initiated. Unless the shortfalls in the "Public Service Act" and PSSR

(OPM, 1995a; 1999) are revealed and discussed, no amendments will be instituted. Justice

will be illusionary. Moreover, the initiative cannot be left in the hands of voiceless

embattled primary caretakers to articulate the unspeakable in public: this is the

responsibility of the Ministry.

This research has uncovered many of the reformations needed to prevent and address LSA.

Morrison (1996: 138) recognised another prerequisite to progress - "the courage to

change H. If, however, the Ministry does not mobilise itself, it exposes educators and the

Minister to legal action for delictual or vicarious liability by not acting against perpetrators

in education, and in doing so endangering learners.
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16.4 Limitations, and recommendations for further inquiry

This study was the first to explore the dynamics ofLSA in Namibia, but cannot be

considered comprehensive or conclusive. Many of the limitations of this study were

discussed in Chapter 9. In this section I will review some of the most important limitations

and make suggestions on areas for further research.

Regarding case studies, Coolican (1999: 127; also Denov, 2003) stated, "Their strength is in

richness, their weakness in lack of generalisability." Generalisability was affected by this

research being a single, retrospectively reconstructed, and an "outstanding" (Coolican,

1999: 124) case study, chosen by convenience sampling. Furthermore, fmdings represented

one person's encounter with the case and, as stated by Brenner (cited in Powney &Watts,

1987: 37), "to want to interview without interviewer influence is a contradiction in terms".

Barter (1997: 102) and Miles (2000: 998) referred to such a study as a "snap shot".

Although this case is only a snap shot, many of the intrapersonal, interpersonal and

institutional dynamics are in fact widespread, as was shown in the literature review. On the

issue of the representativeness of findings, I have to concur with Loftus and Ketcham (1996:

178): "This is only one case - unique, individual, and filled with many different versions,

some verifiable, some not, of the 'truth '. "

Extraction of the 'truth' has been shown to be a major methodological difficulty, which, as

stated, reflects on practice. Unlike researchers, criminal or disciplinary investigators cannot

call on interesting findings such as the existence of "multiverse" (Lyell, 1998: 32) truths.

Investigators need guidelines and information on how to improve their practice. This

research was "forensically relevant" (Myers, 1993: 573), in that investigative approaches

which might aid sustained disclosure and enhance truth-telling were illuminated:

compassion with the survivor, empathy for the moral dilemma of school-based staff,

collaboration with parents, a non-accusatory approach, multiple witnesses and contextual

sensitivity. Itmight be valuable to explore further the best practices regarding the

investigation of allegations of LSA.

As determined in the "United Nations Convention on the Rights of the Child", the education

corps should allow learners and survivors to participate in matters concerning them.

Although this research set out to hear the voices of Sharon and Mary, they seemed to have

been silenced. An interesting research project may be to engage with those learners who
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had gone through the disciplinary process. Focus group discussions might uncover

valuable insights and recommendations, and might also be therapeutic.

It is clear that more attention needs to be awarded to female-perpetrated CSA, whether

committed against boys or girls. The added complexities of cultural stereotypes, the adverse

reaction it evokes and the compounded silencing of survivors call for urgent research.

It seems as though some researchers (Bradley & Wood, 1996) and practitioners (Fleer &

Williams, 1998) perceive only positivist research as real science. On this matter I am in

agreement with Jones (2000), Fleckenstein (1991) and Patton (1990): qualitative and

quantitative research are complementary methods of inquiry. Some very pertinent questions

about CSA raised by Dolmage (1995), Finkelhor (1998) and Shumba (2001) are as

applicable to education in Namibia as they are to Canada, the USA and Zimbabwe:

How many teachers are accused of sexually abusing learners in a given year? How many of
the accused teachers are charged criminally and/or under the "Public Service Act"? How
many of these teachers are found guilty and what punitive measures are instituted? Why are
some cases not pursued?
What happens to survivors following a disclosure or discovery of LSA? How many learner-
survivors are HIV+ as a consequence of LSA?

How informed is the education corps regarding sexual abuse, mandatory reporting, their in
loco parentis position, liability, rules and procedures related to LSA?

Which investigative and disciplinary procedures augment the cooperation of witnesses and "a
sense ofjustice for victims and their families and the rest of the community"? (Finkelhor,
1998: 1865).

To answer these questions a positivist model is necessary. Empathetic understanding, in

combination with sheer numbers, might hasten the reformation of the education system.

The case study was a non-representative sample out of all LSA cases in Namibia. Only two

of the 10 language groups in Namibia were represented, most participants were rural, the

alleged perpetrator was female, and the alleged child abuse was homosexual. Itwould be

valuable to investigate more typical cases of LSA. It also might be interesting to explore

groomed and violent LSA,comparatively, particularly to determine whether the response of

the Ministry differs. LSA is, however, under-studied in its entirety, which heightens the

mythical quality of the in loco parentis position. It is imperative to explore and address

sexual abuse in schools.

Whether the research can be perceived as 'effective', depends on two adversarial positions.

In the sphere of scientific explanation, which is dependent on as much information as

possible on cybernetic and contextual variables (Dell, 1989; Scheel & Ivey, 1998), neutrality
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In many countries, as in Namibia, education is compulsory. Universally schools and school

hostels are assumed to be safe and developmentally supportive environments. Yaffe (1995:

K14) pointed out the self-evident: "When we require children to go to school, we have a

duty to provide a safe environment. "

seems to have been the 'correct' approach. Openness to the versions of events of all the

participants promoted, in tum, a similar openness by the participants. If, however, the

research aim was to transform, directly and immediately, as in the feminist tradition

(Creswell, 1998), this research failed. I visited the region and school late in 2002 and know

that no further attempts to thwart the ongoing relationship were made by the parental

figures, the school or Regional Office. A critical social science approach might have been

more advantageous to affect proximate change.

16.5 A last, cautionary, word

The cost of Disciplinary Inquiries is dwarfed by the intrapersonal, interpersonal,

institutional, and societal costs ofLSA. Not only does the sexual abuse of learners in school

and residential settings disturb the environment in which learning and teaching are supposed

to occur (Zindi, 1998), but it marginalises girl-learners. Leach et al. (2000) reported that

girls participate less in class for fear of attracting the attention of male teachers to

themselves, furthermore many girls leave school as a result ofLSA. LSA thus "impedes a

girl's access to her internationally recognised human right to education on equal terms with

her male classmates" (Human Rights Watch, 2001: 3). Sexually abusive teachers, school

governance and education authorities that tolerate such conduct, also send "powerful daily

messages" (Leach et aI., 2000: 1; Human Rights Watch, 2001) to girl and boy-learners

about morality, gender roles and the acceptability of gender violence.

Furthermore, "violence to children is inextricably linked to violence by children" (UNICEF,

1997: 2; also Jones & Myers, 1997; Lancaster pupil referral service, South-West Lancashire

& Chorley, 1999-2000; Leach et aI., 2000; MBESC, 2003; McGrath, 1994). One can only

speculate what the dynamics were behind the newspaper heading: "Girls gang-raped at

school" (Ngasia, 2000). Ultimately, "no individual within the society remains untouched by

[the] insidious presence [ofviolence]" (Lachman, 1996: 544; also Jones & Myers, 1997).

However, it is the possible lethal infection of a learner with HIV that could be considered

the most disconcerting consequence of LSA.
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Appendix A

Four preconditions of sexual abuse
(Finkelhor, 1984: 56-57)

Individual

Level of Explanation

Social/Cultural

Precondition I: Factors related
to motivation to sexually abuse

Emotional congruence • Arrested emotional development

• Need to feel powerful and
controlling

• Re-enactment of childhood
trauma to undo the hurt

• Narcissistic identification with self
as a young child

Sexual arousal • Childhood (sexual) experience
that was traumatic or strongly
conditioning §

• Modelling of sexual interest in
children by someone else

• Biologic abnormality
• Misattribution of arousal cues

Blockage • Oedipal conflict
• Castration anxiety
• Fear of adult (fe)males §
• Traumatic sexual experience with

adult

• Inadequate social skills

• Situationally induced blockage t
• Marital problems

• Fear of contracting HIV/AIDS t
• No partner t

• Masculine requirement to be dominant
and powerful in sexual relationships

• Child pornography
• Erotic portrayal of children in

advertising

• Male tendency to sexualise all
emotional needs and affections §

• Repressive norms about masturbation
and extra-marital sex

• Social taboos against masturbation t
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ii

Level of Explanation

Individual Social/Cultural

Precondition II: Factors o Alcohol o Offender networks t
predisposing to overcoming 0 Psychosis o Social toleration of sexual interest in
internal inhibitors children

0 Impulse disorder

o Senility o Weak criminal and disciplinary
sanctions against offenders §

0 Failure of CSA inhibition
mechanism § o Social toleration for deviance

committed while intoxicated
0 Lack of empathy for children t

o Child pornography
0 Lack of knowledge of the

consequences of CSA t 0 Male inability to identify with needs of
children

0 Egocentricity t
o Sexual fantasies involving

children t
0 Permissive self-talk t
0 Perceptual and cognitive

distortions t
Precondition III: Factors 0 Ecological manipulation re. o Lack of social supports for primary
predisposing to overcoming access and location t caretaker §
external inhibitors o Absence of primary caretaker § o Barriers to women's equality

0 Primary caretaker who is not o Social acceptance of reasons and
close to or protective of child § justifications proffered by abusers t

o Opportunities to be alone with
child §

0 Lack of supervision of child
0 Unusual housing and sleeping

conditions §
0 Eliminate other suitors t
o Social isolation of family

Precondition IV: Factors o Selection and recruitment of child o Lack of sex education for children
predisposing to overcoming the who is emotionally insecure or

o Social powerlessness of children
child's resistance deprived §

0 Child who lacks knowledge about
o Poverty t

sexuality and sexual abuse §
• Situation of trust between child

and offender §
• Coercion

• Seduction t
• Misrepresentation of self,

relationship or actions t

· Rewards or promise of rewards t
• Violence or threats of violence t

· Desensitisation t
t Factor added

§ Item changed or adapted to suit LSA
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1996
January

July,26

October,2l

Undated

1997
October,24

December

1998
Uncertain

1999
Last term

Uncertain

2000
January

March,17-22

April,4

Undated, possibly
4 April

The next day

VII

Appendix C

Timeline

Miss Hyde takes up her first teaching post in Uniondale (Archival record).

First written warning: Miss Hyde "receive[s] people of the opposite sex in her room
in the girls hostel" (School Board to Regional Office, Archival record).

Second written warning: Miss Hyde and other teachers drink and carouse on the
hostel grounds and disobey orders by the Principal to pack up (School Board to
Regional Office, Archival record).

Charge of misconduct. It seems as though this charge was never fully processed,
the document was not signed by the Regional Director or the Permanent Secretary
(Archival record).

The relationship with Mary starts in "96, '97" (Hyde).

Miss Hyde applies for Mary to be added as her "godchild/guardian" with the
Government Medical Aid Scheme (Application form in Archival record).

Sharon fails grade 8 (Hyde; Mary).

The Principal threatens Miss Hyde with expulsion because of her relationship with
Mary. Shortly afterwards Mary's mother formally cedes guardianship of Mary to
Miss Hyde (Principal; Hyde; Mary).

A demonstration against the church leader is led by Sharon (RSC; Principal; Hyde).

The relationship between Justin and Sharon is perceived as too intimate and they
are reprimanded (Principal; Letter of denial; Hyde).

Sharon starts grade 10, her senior year, and moves into the school hostel to curb her
behavioural problems.

Mary leaves Uniondale for the senior secondary school in Littleton.

Independence week-end. Miss Hyde informs Mary that she cannot support her any
longer. Mary decides to leave school. (Hyde)

Sharon tells Miss Hyde that she loves Justin (Hyde's letter of denial).

Sharon gives the letter of disclosure to Ms Carey. (Refer to the entries under April
5 and April 13.)

Sharon is interviewed by the Principal, and confirms the allegations.

https://etd.uwc.ac.za/



April,5

April,6

Undated, possibly
6 April

April,7

April,8

One week later

The next day

Undated, probably
13 April

April,16

School recess

May, 16

May,23

June, 22-23

June,29

July,5

August

viii

The management team of school is informed (Principal; Seymour).

Miss Hyde is informed of the allegations.

Miss Hyde confronts Sharon (Hyde).

Mary visits Miss Hyde in the hostel and possibly stays the night (Letter of denial).
Miss Hyde audibly locks her bedroom door (Sharon's letter of love). "[I]n the
meantime Sharon had written the letter [of disclosure]" (Hyde).

Sharon writes a love letter to Miss Hyde, but sleeps in her own room (Letter of
denial).

Sharon writes a letter of recantation to the Principal. (According to Mr Seymour
and Sharon the letter of recantation was written "about" two days after the
disclosure. )

Miss Hyde is summoned to the Principal's office because the "letter was a little
vague for him" (Hyde).

Sharon sleeps in Miss Hyde's room, but the teacher moves to the lounge after
Sharon had fallen asleep (Letter of denial).

Miss Hyde moves Sharon's bed to the dormitory, but that evening they sleep
together on the teacher's single bed (Letter of denial).

Special School Board meeting (principal; Seymour).

The Regional Office is telephonically informed of the allegation ofLSA (Principal).

Miss Hyde submits the letter of denial to the Principal. (During a telephonic
interview with the Principal in 2002, he verified that letter of denial was submitted
on 13 April - he had written this date on his copy of the letter of denial. He also
stated that the letter of denial was presented to him "about two weeks after the letter
of disclosure" which dates the disclosure early April. Furthermore, in her letter of
denial Miss Hyde referred to "last week Thursday ... 6 April", which confirmed the
Principal's dating of the letter of denial.)

The school closes for the winter recess.

Sharon spends the holiday with Miss Hyde in Hopetown. They return to Uniondale
before the school reopens, and stay together in Miss Hyde's room in the hostel
(Sharon).

School reopens.

A second School Board meeting is held during which the Board is informed that a
team from the Regional Office will investigate the allegations.

A preliminary investigation is conducted by the Circuit Inspector and Regional
School Counsellor. Comments and recommendations are written by the Senior
Inspector and the Regional Director on the report (RSC report).

Sharon is ordered to leave the school hostel.

A deadline is determined by the Regional Office for Miss Hyde to leave the hostel;
she, however, stays longer as she could not fmd alternative accommodation in town
(Regional instruction, Archival record; Principal).

Miss Hyde resigns from the School Board

Miss Hyde leaves the school hostel and moves 'into a house near to the Hardy's

https://etd.uwc.ac.za/



August

September

October,27

Undated

December

2001

January

Two weeks prior to
the second set of
interviews.

June

2002

October

ix

Miss Hyde leaves the school hostel and moves into a house near to the Hardy's
home where Sharon is staying.

First set of research interviews.

The Regional School Counsellor reinvestigates the case because of continued
complaints. A transferral is recommended. Comments and recommendations are
written on the RSC's report by the Senior Inspector, Regional Education Officer
and Regional Director (RSC report, Archival record)

The Regional Office approves the transfer of Miss Hyde "to her home town"
(Hopetown) which would come into effect on 1 January 2001 (Archival record).

The choir performs in Littleton. Miss Hyde accompanies Sharon. A argument
between them develops, Miss Hyde's threats are overheard (Hardy).

The Uniondale choir performs in Uniondale, but all the members stay at the school
hostel. Miss Hyde again threatens Sharon (Hardy).

Sharon starts grade 11 at Marble Hall Senior Secondary School.

Mary reports that Miss Hyde hit Sharon when she found Sharon at the club,
drinking and smoking with a guy.

Second set of research interviews.

Third set of research interviews.
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Appendix D

Letter of disclosure by Sharon

I WQlI\.te~to tQLR.w~t~ !:j01A.'PeysoII\.QLL!:jblA.t I beL~eveI wOIA.L~II\.'tbe QbLeto teLL !:j01A.~fwe tQLR.e~. F~YstL!:j,

nQc~eY'PYobQbL!:j R.II\.OWSt~Qt M~ H-!:j~e QII\.~ I Qye veY!:j 'cLose'. s~e L~R.es~e Q Lot QII\.~ I [L~R.eJ~eYtoo.

w~ell\. we I stQyte~ L~v~~ ~"" t~e ~osteL, I ~Qve ~ove~ OM!:j ~!:j be~ ~II\.w~t~ ~eYblA.t~!:j clA.'PboQY~~ ~II\.t~e

gYQ~e 1.OS'YOO~.

11A.1I\.~eYstQ~s~e L~R.es~e Q Lot Q~ Loves ~e, QSs~e cLQ~~s. l!:.lA.ts~e QLwQ!:jsQSR.st~Qt I s~oIA.L~R.~S

~eYQ~ I ~o ~t yeLlA.ctQIll-tL!:j.s~e IA.se~to R.~S ~e befoye we feLL QsLee'PblA.t II\.OWI ~o "'-Ot lA.~eYstQII\.~ Qt

QLL. s~e QLwQ!:jsty~s to 'PlA.t~eYtoll\.glA.e~lI\.to~!:j ~OlA.t~ QII\.~ I yeS~st ~t. If s~e QSR.SW~!:jl yeS~t I Q~ (I

~Oll\.'t R."'-OW)QS~Q~e~ to teLL ~eY I ~Oll\.'t L~R.e~t. A~ we bot~ Qye 'fe~QLes'.

s~e QLwQ!:jsSQ!:jsWOy~SL~R.e:"Y0IA.Qye ~II\.Q t~~~ Q~ wOIA.L~II\.'teQ~L!:j get OlA.tof ~t"? w~ell\. I QSR. ~eY

w~Qt s~e ~eQII\.S s~e SQ!:js 1I'vot~~lI\.gQ~ oll\.L!:j's~~Les'. I yeQLL!:jL~R.e~eY, blA.tt~ese t~~lI\.gs, Qye QLwQ!:js~!:j

b~ggest 'PyobLe~s.

w~!:j t~~ lI'voteIs Q~~yesse~ to !:j0IA.: M!:j ~t~eY QLwQ!:jsSQ!:js tQLR.w~t~ Q wise 'PeYsolI\.w~o !:j01A.tr-IA.st QII\.~

w~o w~LL ~eL'P!:j0IA..M!:j 'P0~.....t~s. If I QLwQ!:jssee ~eYQt sc~ooL QII\.~ w~ell\. she teQc~es IA.St~ell\. I t~~1II.R.of
t~ose t~~lI\.gs t~ell\. ~!:j t~olA.g~ts ~Y~ft QWQ!:jfyo~ t~e WOyR.. AII\.~ t~ell\. I feQY fOY t~e Qftey"'-OOIl\.Sw~ell\. t~e

sc~ooL Q~jolA.YII\.sQII\.~ rw~ell\.J I QgQ~1I\.~Qve to go bQCR.to t~e ~osteL. Att~e ~o~elll-t I foYb~~ ~eYto R.~SS

~e, blA.tshe WQlI\.tsto R."'-OWW~!:jl ~o t~Qt.

nQc~eY ~Q!:j 'PeY~~s be Q L~ttLe~~s~'P0~.....te~becQlA.se~t ~s s'Pec~fI-CQLL!:jshe, blA.t I beL~ve t~Qt w~Qt ~s ~II\.

t~e Lettey w~LL stQ!:j betweell\.t~e two of IA.S. I st~tL stQ!:j w~t~ ~eYQ~ ~Oll\.'t R."'-OW~OWto ~ove OlA.tto ~!:j

YOO~. n,eye Qye evell\.~lI\.gst~Qt I CY!:j~!:jseLf to sLee-pjlA.st "'-Otto tQLR.to ~eY.

Note: This letter is a proper and true translation of the original. For the sake of originality and to capture the richness of

the local Afrikaans dialect, translations were made as closely as possible and language peculiarities retained. To ensure

anonymity all names are pseudonyms.
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Appendix E

Letter of recantation by Sharon

s~y I'IM, yeetllk:j SOYY!j fOY tlile tyo&.<.bletlilett s~y well\,t to fel' .'.bt &.<.pto MW.

s~y eveYk:jtlil~~ tlilett I WYDte !jO&.<.wets: "Ij&.<.st wetll\,tec;tM~ss H-k:jc;teto feell~R.e I felt." TIle

yeetsoll\, Ls. I l~R.eM~SS H-k:jc;teet lot, etbove etll, et c;tetk:jw~tlilo&.<.tspeetR.~lI\,g to liIey lM,etR.es lM,e

s~eR.. TIle fetet is. wlilell\, MetY!j wets ~II\, littletDIl\, slile eetyec;tfOY lM,e et~ lM,etc;telM,efeel

liIetpp!j. slile getve lM,eeM&.<.glil etttell\,t~oll\" b&.<.twlilell\, MetYk:j yet&.<.YII\.tc;tI felt l~R.e et lost

elil~lc;t ~II\, tlile liIostel, w~tlilo&.<.tet lM,otliley beeet&.<.seslile wets ~~eec;t etlwetk:js 1M,k:jlM,otliley.

To be liIolI\.tst, evell\, wlilell\, MetYk:j etlwetk:js eOlM,es to tlile liIostellM,k:j wlilole c;tetk:j~s Y&.<.~II\.tc;t.

j&.<.stwetll\,tec;t liIey to feellilow I felt etll\,c;twlilett ~s WY~ttell\, ~II\, tlile lettey I sweety I tolc;t Mboc;tk:j

else b&.<.ts~y et~ Ms Cetyek:j.

S~y tlileyefoye I s~lI\.Ceyelk:jetpolog~se tlilett I eet&.<.sec;t!jo&.<. (k:j0&.<.Yt~lM,e) to WOyR.. I lilope et~

ty&.<.sttlilett k:jo&.<.w~ll etccept 1M,!j etpologk:j.

Note: This letter is a proper and true translation of the original. For the sake of originality and to capture the richness of

the local Afrikaans dialect, translations were made as closely as possible and language peculiarities retained. To ensure

anonymity all names are pseudonyms.
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Appendix F

Letter of betrayal by Sharon

SL.y I II\.OW feel ~uc.~ e;{L.fftyej/\,t/IA.j/\,~ClPPtj. W~tj e;{oj/\,'t tj01A. evej/\, Clllow ~e to tCllIt<. L.t

[H\YolA.g~J WL.t~ ~eY Clj/\,e;{tell [~eYJ t~Clt I tole;{ tj0lA..

I YeCllltj e;{oj/\,'tWClj/\,t ~eY to looit<. CIt ~ WL.t~ IA.gltj etje5. I WL.ll expect of tj01A. to Clj/\,5Wey ~e

L.j/\,WYLtL.j/\,g pleCl5e.

Note: This letter is a proper and true translation ofthe original. For the sake of originality and to capture the richness of

the local Afrikaans dialect, translations were made as closely as possible and language peculiarities retained. To ensure

anonymity all names are pseudonyms.
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Appendix G

Letter of denial by Miss Hyde

My.sttl'l'\.t

R6: ALL6£1AnON.s A£1AIN.sT~ M6 "S66N NOT FIT 6NOVl£1t-t

Rtspoll\,~~lI\,g 011\,Wj.lIilt klils bull\, IiIllege~ IiIglil~lI\,st l1-\.e,IwOt.<.l~l~R.eto elelilyl~ stlilte ~ 11-\.~s~~e

elelilyl~ w~tkOt.<.t1iI1I\,~kes~tlilt~oll\, er ~ellil~. F~Yst of IiIll hew ske elill1-\.eto sleep ~II\,11-\.~1"0011-\.. I

slept 011\,two kostel be~s 11-\.1iIR.~lI\,giii ~ot.<.blebe~. wkell\, MsjlileR.sOII\, IiImve~ AlI\,t~e M~ll~ IiISR.e~

Oli\.t fOY key. Now tke g~yls lilye 1iI1I\,~~s st~ll wliltek~lI\,g TV ~II\,11-\.~1"0011-\. (£1ell\,eYlilt~oll\,s,M~IiII1-\.~

.s1il1l\,~Sete). l)t.<.Y~lI\,gtke WuR.eIl\,~Stke~ t.<.st.<.liIll~wliltek I1-\.IiI~bet.<.pto 1..1..:00. wk~le tke~'ye

wliltek~lI\,g ske t.<.se~to fell lilsleep 011\,11-\.~be~ Ol" 011\,tke lOt.<.lI\,ge.As she's 11-\.~gt.<.IiIY~~1iI1I\,I ~~~II\,'t

worr~ 1iI1I\,~sOl1-\.et~l1-\.esI lillso feLL lilsleep wk~le tke g~yls lilye st~LL wliltek~lI\,g ete. As ske's lillso

sleep~lI\,g tkeye I tol~ key to bY~lI\,gkey be~ ~II\,sotklilt we l1-\.t.<.stll\,'tsleep two 011\, iii s~lI\,gle be~. .ske

~~~II\,'t Yeft.<.se~/kes~tlilte. wkell\, MsjlileR.sOII\, well\,t blileR., I fl sell\,t iii lelilYlI\,eyto IiISR.AlI\,t~e M~ll~

to g~ve l1-\.etke be~ blileR., bt.<.tAlI\,t~e M~ll~ Slil~~ tklilt I l1-\.t.<.sttlilR.e lil be~ fyOI1-\. 'ROOI1-\. r. "Tilleye

were oll\,l~ be~s 1iI1I\,~1I\,011-\.liIttYesses.

I Yelilll~ ~Oll\,'t ~ow kow to yespoll\,~011\,tk~s bt.<.s~li\.tssof R.~ss~lI\,gIiIS 1'11-\.1I\,0tR,ull\, of R.~ss~lI\,g.

t wklilt I elilll\, yel1-\.el1-\.bey~s tklilt ske Slil~~ Oli\.t ~1iI~, "WliIll\,li\.ty slill jeffYot.<. V~y '11\, goe~ell\,liIliIlI\,~$Oell\,

vliIll\,self gee, 11-\.0et'11\, l1-\.ell\,sIiIlt~~ WIiIN. I li\.t\Iey ty~e~ er klils pt.<.t 11-\.~tOll\,gt.<.e~II\,key 11-\.0t.<.tk.

OR.IiI~, she t.<.se~to R.~sse~l1-\.e011\, ekeeR.s, foYeklilll\,~, klilll\,~s § 11-\.0t.<.tkwk~ek I tk~lI\,R. ~s jt.<.st

1I\,0Yl'l-\.IiIl1iI1I\,~tkell\, IiIftey R.~ss~lI\,gske'~ tklilll\,R.e~ l1-\.efOY IiIppyee~liIt~lI\,gkey, ~ t.<.1I\,~eystlilll\,~~lI\,g

key 1iI1I\,~g~v~lI\,g key 11-\.0tkeyl~ love. I Yelilll~ ~Oll\,'t ~ow fyOI1-\. wkeYe ~~~ tkese t.<.lI\,elilytkl~

IiIlleglilt~oll\,s eOl1-\.esfyOI1-\.. MIiI~be ske ~yelill1-\.e~OY she w~skes I skot.<.l~ ~o tk~s to key. I YeIilLL~

~Oll\,'t R.li\.Ow. MIiI~be she's obsesse~ w~tk l1-\.eOl" I glilve too l1-\.t.<.ek/l~ttle lO\lellilttell\,t~oll\, to key, I

~Oll\,'t klilve 1iI1I\,~elt.<.e. I li\.t\Iey klil~ iii sl~gktest ~lI\,tell\,t~oll\,to g~ve key iii "fyell\,ek R.~ss". I Nell\,

~Oll\,'t love key so l1-\.t.<.ektklilt I l1-\.t.<.stg~ve iii R.~SSNeY~~IiI~. 1'11-\.oll\,l~ foll\,~ of key, beelilt.<.seske's

11-\.~gt.<.IiIY~~IiIII\"she's opell\,to NeY~Oll\,e,ot.<.tspoR.e1l\,1iI1I\,~l~R.es to tell joR.es .

.seeoll\,~l~, wkell\, I eOl1-\.eto tke stliltel1-\.ell\,t:_j~ ~s ~II\,'11\, ~~lI\,g ~II\,N - "Tilllilt I Slil~~ IiIftey we klil~ iii

~~set.<.ss~oll\,oll\,tke yellilt~oll\,sk~p betweell\,jt.<.st~1I\,1iI1I\,~key. I ~~seot.<.YliIge~keYfyol1-\. ~1I\,~t.<.lg~lI\,g~II\,

sext.<.liIlYellilt~oll\,sk~ps 1iI1I\,~to g~ve 11-\.0ye IiIttell\,t~oll\, to sekoolwoyR.. I lillso YeI1-\.~II\,~key wk~ ske

elill1-\.e§ stlil~ ~II\,tke kostel, rtftrr~lI\,g to llilst ~eIilY's oeet.<.yytll\,ee.wklilt I lillso tol~ key ~s tklilt
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~~ two gW.'H"~~&lI'\.Sof l&lst ~e&lr, AI'\.Hlol'\.~ §Jeffersol'\. left school jw.st bec&lw.seof th~s t~pe of

th~l'\.gs, &l1'\.~she &llso ~ows th&lt her ~w.~ I'\.e&lrl~ too~ her ow.t of schooL. I &llso toL~ her how

I ~~scow.r&lge~ M&lr~ fro~ h&lv~l'\.g sexw.&ll reL&lt~ol'\.sh~ps. I &llso reL&lte prev~ow.s ~e&lrs

h&lppel'\.~l'\.gswhere I'Ve to go to the offl-cé bec&lw.seof M&lr~ &l1'\.~how &lsh&l~e~ I W&lS. &lLso

S&l~~ th&lt M&lr~ ~el'\.~~ th&lt she h&l~ &I rel&lt~ol'\.sh~p ~I'\. the offl-ce, bw.t I wh~Le W&lS

~l'\.terrog&lt~l'\.g her, she &lc~l'\.owLe~ge~ th&lt she'~ rel&lt~ol'\.sh~ps w~th ~~fftrel'\.t bo~s. Ol'\. th&lt

p&ln~cw.L&lr~&I~ I tol~ Sh&lrol'\. th&lt I &llso be&ltM&lr~ (I W&lSL~~l'\.g) &l1'\.~th&lt I'~ &llso gO~l'\.g to

be&lt her, bw.t thel'\. I S&l~~, "I'~ jO~~l'\.g, I'~ I'\.ot gO~l'\.g to be&lt ~ow. &IS I ~Ol'\.'t ~ow ~ow.r

p&lrel'\.ts &l1'\.~the~ ~~ght beco~e &ll'\.gr~ § fi.ght ~e", &l1'\.~she jw.st l&lw.ghe~. lit w~th the

st&lte~el'\.t I ~e&ll'\.t: I'~ I'\.ot gO~l'\.g to toLer&lte th&lt &l1'\.~th&lt I'~ he&l~strol'\.g &l1'\.~I'~ I'\.ot

gO~l'\.g to g~ve ~I'\.e&ls~l~. I'~ gO~l'\.g to show her th&lt I'~ gO~l'\.g to ch&ll'\.ge her. I'~ I'\.ot &I

e&ls~go~l'\.g persol'\. whel'\. ~t co~es to e~w.c&lt~ol'\. § sexw.&ll rel&lt~ol'\.sh~p. M&I~be she

~~s~l'\.terprttlw.l'\.~erstoo~ ~e &It th&lt po~l'\.t.

Th~r~L~ Ol'\.the ~ssw.eof gett~l'\.g sC&lre~of gO~l'\.g to the hostel b&lc~ &lfter schooL &l1'\.~be~l'\.g ~I'\.

~~ ctass. IVe l'\.tVer 1I\.0t~ce~her beel'\.w.l'\.e&ls~~I'\.~~ cl&ls~, &ISshe's the Ol'\.twho ~s so h&lpp~ §

cheerfw.l ~I'\.~~ cl&lss. I C&ll'\.rec&lLL&I~&I~, l&lst wee~ Thw.rs~&I~, fl"' per~o~ Ol'\.the OG.04.:2.000.

As the~ w.sw.&llL~pw.t the~r boo~ ~I'\.~~ C&lr, shejw.st wtl'\.t ow.t of ~~ cL&lss (&Ins per~o~s, l&lst

~~I'\.w.tes) &l1'\.~pw.t her boo~s ~I'\.the c&lr. whel'\. she el'\.tere~ the cL&lss, >'\~he:! I S&l~~, "w~e gee

~r jow. ~~e reg o~ ~I'\.~~ ~l&ls te ~I'\.§ w.~tsoosj~ voeL?" Thel'\. Agl'\.es S&l~~,j~ oor~r~f b~eij~e

O~~&lt ~~tjow. ~&I se ~L&ls ~s". At the hostel, ~e &l1'\.~Mr t-to~s w.se to ~&I~jo~s w~th her

&l1'\.~we jw.st go l~~e th&lt. t As she L~~s ~e, she'~ co~e to ~~ roo~ &l1'\.~we'~ t&ll~ &lbow.t

~&I~L~h&lppel'\.~l'\.gs&It the scheet, hosteL etc &l1'\.~she's h&lpp~ ever~~&I~, except whel'\. M&lr~ co~e

&l1'\.~v~s~t ~e thel'\. she ~oes &l1'\.~th~l'\.gto &lttr&lct ~~ &lttel'\.t~ol'\., cr~~l'\.g &lrow.I'\.~,s&l~~l'\.g b&l~

th~l'\.gs &lbow.t M&lr~ &l1'\.~th&lt I g~ve her &lttel'\.t~ol'\. whel'\.tVer M&lr~ ~s there. If ~ow. ~Ol'\.'t

bel~eve, ~ow. C&ll'\.&lS~the 4r 1..0S&lbow.ther beh&lv~ow.r~I'\.the etass to ~&I~ sw.re &l1'\.~the hostel

g~rLs &lbow.t the beh&lv~ow.r&It the hosteL. I -6tf &lLso sh&lre~ th~s ~I'\.for~&lt~ol'\. w~th Mr t-to~s,

&lbow.t her beh&lv~ow.rwhel'\. M&lr~ v~s~ts ~e etc. Jw.st &lS~ g~rls l~~e M~r&l, 4Lor~&I, 6~Leel'\..

The~ &llso co~pl&l~l'\.e~ &lbow.ther beh&lv~ow.rwhel'\. M&lr~ ~s there.

whel'\. I c&l~e to she beel'\.cr~~l'\.g I ~ow &lbow.t &I ~&I~, she cr~e~ whel'\. I retw.rI'\.t~ fro~ the

schooLbo&lr~ ~eet~l'\.g Ol'\.&IMOI'\.~&I~ eve~~l'\.g. I &lS~~ her &l1'\.~she reft.<.se~ to t&ll~, I &lS~~

whether ~t's ~e, ~ whether I S&l~~so~eth~l'\.g b&l~ or ~~~ so~eth~l'\.g wrol'\.g. she S&l~~, "1'\,0".

I L&lter Ol'\.,Ol'\.the ~ ~&I~ I fOw.I'\.~ ~t W&lS&lbow.t the reL&lt~ol'\.sh~pbetweeI'\.Jw.st~1'\.§ T&lI'\.~&I.

M&I~beJw.st~1'\.~roppe~ her &l1'\.~g&lve &lttel'\.t~ol'\.to T&lI'\.~&I. she &lLsotol~ ~e th&lt, theI'\.Jw.st~1'\.

§ T&lI'\.~&Ih&l~ &IreL&lt~ol'\.sh~p. sec.OI'\.~ t~~e she W&lSS&l~W6t:! ~I'\.the &lfterl'\.ool'\. &lfter school ~II\.

the ~~I'\.I'\.~l'\.groo~. Me § Mr t-to~ &lS~~ e&lch other &l1'\.~l&lter he S&l~~, "0, ~~s ~oet weer
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l~ef~es pl'"obLelM..e".Oll\,e ~&e~ he &elsotol~ hel'"th&et hel'", "etse, julle lM..oetopp&es,l~ef~e ~s lI\,~eV~I'"

julle R.~II\,~eYsbe~oel lI\,~e,j~ s&el R.l&e&el'"1'"&e&eR.." oll\,e ~&e~ I &elso s&e~~the s&elM..eto hel'". Now

whel!l.tVel'"I t&elR.&eboutth~s, ~&ell\, l&eg s~ so leR.R.eI'". 6ell\,~&egtoe sê eR.V~I'"MI'" l-tolM..es,h~ lM..oet

lM..&e&e1'"lM..eth&e&el'"pl'"&et:ltOOI'" ~~e St:lt:llM..stt:lppel'"~V&ell\,hulle twee 1I\,t:ISR.ool. AI!I.~ we Ye&ell~ foull\,~

out the Ye&eSOIl\,wh~ she was s&e~. It was bect:luseJust~1I\, lM..ust ~ bl'"~lI\,gup Tt:lII\,~t:I 011\,the

st&ege fol'" Ms R.eg~oll\,t:l1I\,~SOlM..eOll\,etol~ hel'"&etthe schooL. I C&ell\,I'"ect:lll whell\, she tol~ lM..etht:lt

she's 1I\,0lM..OYegO~lI\,g to the -s.et:lut~ colI\,test, "W&ell\,t~~t s&el lI\,~eleR.R.e1'"wees lI\,~e". Toe l~ eR.

someI'" &ef~~s hoeR.olM... '" Those &eYethe two ~t:I~S I ~ow tht:lt she was St:l~/CI'"~~lI\,g,except whell\,

M&eY~ v~s~ts lM..e.

Fouythl~ t:lbout the be~, wheYe she s&e~s, she ~Oll\,'t how to &eSR.lM..e,she's l~~lI\,g. WIst weeR.

TUeS~t:I~, 04.04.::2.000 she gt:lve lM..et:I lettel'" wheYeshe wl'"otesOlM..eth~lI\,gt:lbout &ebo~/g~yLfy~ell\,~

&e",,~ how she loveJust~lI\,. we~lI\,es~t:I~ I c&eLLe~hel'"t:l1I\,~t:lSR.e~,but she just It:lughe~ t:l1I\,~St:l~~,

"~ts 1I\,0th~lI\,gsel'"~ous Ol'" ~lI\,teYest~lI\,g,so I C&ell\,just ~I'"Op~t. About hel'" love fol'" Just~1I\, I St:l~~,

"~t's OR.t:I~ to love SOlM..eOll\,e,but plet:lse ~o~'t ~o ~YYespoll\,s~bleth~lI\,gs. Wltel'" t:lgt:l~1I\,I ct:llle~ hel'"

t:I",,~ &eSR.e~hel'"whethel'" she W&ell\,tsto sleep ~II\, lM..~ 1'"00lM.., she s&e~~, "~es", I s&e~~, "It's OR.&e~

bec&euse I ~ow sOlM..et~lM..es,o~ feel l~R.e ht:lv~lI\,g fu.1I\, w~th ~OUI'" [ ... ] Tht:lt (we~lI\,es~t:I~)

lI\,~ght Mt:lI'"~ bl'"ought lM..~cloth~lI\,g tht:lt she wt:lshe~, t:l1I\,~sh&el'"oll\,was s&e~,she's cl'"~~lI\,g &ell\,~

so 011\,. The ~ lM..OI'"II\,~lI\,gshe wl'"ote t:I lettel'" to lM..e. see the c.op~. MI'" stel'"~ h&evethe cop~. I

just I'"e&e~the lettel'" t:l1I\,~put ~t ~II\,the g loveb ox. Thul'"s~t:I~ she slept ~II\,hel'" 1'"00lM... FI'"~~&e~,

07·04.':2.000 she tol~ lM..etht:lt she's gO~lI\,g to sleep ~II\,lM..~ 1'"00lM... I s&e~~,~t's OR.t:I~. Wltel'" the

eve",,~lI\,gwhell\, she feLL t:lsleep I well\,t ~OWII\, &ell\,~ sleep ~ 011\,the loulI\,ge. Tht:lt ~ou Ct:lll\,evell\,&esR.

SuSt:l1l\, t:lSshe ell\,teYe~the I'"oom vel'"~ e&eyL~~ lM..OI'"II\,~lI\,gto &eSR.fol'" t:I bl'"oolM... St:ltUI'"~&e~whell\,

she well\,t to chul'"ch t:lS the~ (the chul'"ch ~ell\,olM..~II\,&et~oll\,)ht:l~ v~s~tOI'"S,I tooR. hel'"be~ bt:lcR. to

the~1'"1'"00lM..w~th the help of SUS&e1l\,t:l1I\,~MUI'"~el. whell\, she YetUI'"~~ t:lllM..ost t:lt e.oo to pYep&cYe

foy the s~lI\,g out I tol~ hel'"tht:lt I Yetu~~ her be~. s&etUI'"~&e~lI\,~ght we slept et:lyL~el'"t:lS the

powel'" was off whell\, she Yetu.~~ fyom the s~lI\,g out, I • C&ell\,'tI'"ec&ellthe t~lM..e,she c&elM..e

t:l1I\,~sleep ~II\,lM..~ 1'"00lM... I t:lSR.e~hel'", "&elAe~ou 1I\,0tgO~lI\,g to sleep ~II\,~OUI'" 1'"00lM..?", she St:l~~,

"1i\,O, 1'lM..use~ to ~ou"'. t.-lpto Ii\,OWshe sleeps ~II\,lM..~ 1'"00lM... "'NOW, I ~Oll\,'t ~ow how to tell hel'"

to sleep ~II\,hel'"1'"00lM... M~ po~lI\,t ~s, she lM..ell\,t~lI\,e~~II\,hel'"lettel'" th&et she ~Oll\,'t ~ow how to tell

me, II\,OW tht:lt the be~ ~s ~II\,the~1'"I'"oom, ~t's ~lM..poss~blefol'" hel'"to sleep ~II\,hel'"1'"00lM...

'" whell\, I t:lSR.e~hel'"wh~ she wl'"ote such b&e~th~lI\,gs t:lbout lM..e,shejust s&e~~,to let lM..efeel how

she felt whell\, I ~~~II\,'t gt:lve hel'" t:ltte""t~oll\,. I ~Oll\,'t bel~ve tht:lt ~s the Yet:lSOIl\,.Now, the th~lI\,g

Ls, she ~~~II\,'t wl'"ote ~~YectL~ to MI'" steYl!l.e, she wl'"ote to MI'"S Ct:lYe~, who ~s the lM..othel'" of
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Jl.<.st~lI\" so ~t ~s 1I\,0t ~1JI..I,:poss~blet~~t she w~lI\,teCif s!::)l-%p~t~!::) fyOI-% MY'S c~re!::) w to W~II\,/get b~clr<.

Jl.<.st~1I\,OY'sOl-%et~~""g ~II\,t~~t w~!::), "Sec~l.<.se, t~e!::) ~re b~clr<. toget~eY', ~II\,Cifshe st~~lI\,eCif I-%e,

1'1-%Cifeepl!::)~I.<.rt b!::) t~~s, bl.<.t 1'1-%jl.<.st gO~lI\,g to Ir<.etpql.<.~et. 1'1-%1I\,0t gO~lI\,g to Cifo/ ~ s~!::)

~1I\,!::)t~~lI\,g to ~eY' to ~I.<.rt ~eY' ~g~~II\,. 1'1-%gO~lI\,g to shew ~eY' love, g~ve ~eY' ~ttell\,t~oll\, etc.

R-thtehel Rtl-%el-%beY', 1'1-%1I\,0t gO~lI\,g to ~~ve ~ gl.<.~Y'Cif~~1I\,(le~Y'Ii\.eY') II\.t,Xt !::)e~Y'IJI'I-% ~ere. As

s~~Y'OIl\, c~l.<.seCifI-%epY'oblel-%s. Last !::)e~Y'c~~se lI\,e~rl!::) c~l.<.seCifpY'oblel-%s w~ell\, ~e s~~Cif to ~.

le~Y'lI\,eY',j~, Cif~sgoeCif Cif~t s!::) I-%!::)voog Ls, 11\,01.<.s~l elr<. lelr<.lr<.eY'~II\, g~~1I\, w~""t elr<.~s l~lI\,lr<.~l

veY'l~ef op ~~~Y'''. Ijl.<.st Ir<.tpt ql.<.~et. Ll.<.clr<.~l!::)~e le~ t~e sc~oot.

LasH!::) I re~ll!::) Cifoll\,'t ~ow w~~t else to respoll\,Cif 011\,t~~s ~lleg~t~oll\,s. M~!::)be I was Cifrnll\,lr<.

w~ell\, I ~ s~~Cift~~s OY' I Cifoll\,'t ~ow .{Jl.<.stjolr<.~lI\,g ~bol.<.t be~lI\,g Cifrnll\,lr<.).

lAp to Ii\.OW she Cifoesll\,'t shew I-%e ~II\,!::)f!.<.1I\,1I\,!::)f~ce OY' be~lI\,g rnCife etc. to I-%e ~~eY' w~~t s~e's

wY'ote. I t~llr<.eCif to ~eY'TUtsCif~!::) ~~eY'lI\,ooll\, ~ere ~t t~e sc~ool ~II\,Cifs~e jl.<.st s~~Cif, she Cif~Cifto

I-%~Ir<.eI-%efeet. I ~slr<.eCifw~et~eY' she ~w ~bol.<.t t~e cOlI\,seql.<.ell\,cts of Cifo~lI\,gSI.<.C~~ t~~lI\,g, ske

s~~Cif t~~t, she ~eY' ~w ~t w~lt be SI.<.C~~ b~g ~ssl.<.e. IVe bull\, ~II\, t~~s ~ostel foY' fol.<.Y' !::)e~Y's

~ bl.<.t IVe ~eY'

ever c~l-%e ~CY'OSSSI.<.C~~II\, oY'Cife~t. W~!::) s~ol.<.lCif I CifoSI.<.C~~ t~~lI\,g to sOl-%eoll\,eL~lr<.e~eY', w~~le I

Ir<.II\,0W t~~t she ~s so t~llr<.~t~ve. If ~t ~s ~ s~!::) peY'SOIl\"t~ell\, I C~II\, I.<.II\,CifeY'st~II\,Cif.

M!::) Y'tpl.<.t~t~OIl\, ~~s beell\, CY'~cIr<.eCif,I CifOIl\,'tbeueve t~~t I'll be t~e s~l-%e ~g~~II\" w~et~eY' I-%!::)top

strnctl.<.re ~s welt ~s MY'S c~re!::) w~ll ever trnst I-%e~II\,t~e~Y' l~fe-t~l-%e~. "Sl.<.tt~~t ~s hew l~fe Is.

Note: This letter is a proper and true transcription of the original. For the sake of originality no corrections were
made and language peculiarities retained. To ensure anonymity all names are pseudonyms.
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Appendix H

Letter of love by Sharon

J:)CfYl~lI\.gto be ~t~fL.<.l. I t:I~ gyow~""'0 tIl\.V~OL.<.Sof t~t ftitll\.oIs~~p bttwttll\. ~OL.<. t:l1A-oI

Mt:ly~. WIst ~g~t t~t t:lt~osp~tyt was Vty~ st~ff, ~II\. t~t yoo~. 6Vty~ t~~t IjL.<.Stsaw

~OL.<., ~~ ttt:lyS stt:lrttol ftow~""'0.

J:)t:lyl~lI\.gI ~t:lVt oll\.l~ II\.OWytt:ll~stol W~t:lt t:I tYKt ~ot~ty ~OL.<. t:lyt to ~t, ytt:ll~stol how

~L.<.c~ I tove ~OL.<.. I 0I~0I11\.Otclose t:l1I\.t~t It:lst lI\.~g~t btct:lL.<.StI was fi.lltol w~t~ sorrow,

ytgrtt or I oIoll\.'t I«.lI\.Ow.

TIlt worst of t:lll was. TIlt:lt w~tll\. wt fi.1I\.~s~tolWt:ltc~~""'0 M~t:I~~ St:llI\.oIs t:llA-oIltft [~OL.<.Y

yoo~l I ~tt:lyol how t~t oIooy was bt~""'0 locl«.tol.

TIlt Wt:ly~ t:ly~, t~t ~ot~tyll;;lloVt t:l1I\.0Igooolll\.~g~t I«.~ssl;;l. I t~OL.<.g~tt~t:lt ~OL.<. WOL.<.lolt:lt

ltt:lst g~Vt ~t t:I~ St:ll;;lgooolll\.~g~t t:l1I\.0Ig~Vt ~t t:I I«.~ssl;;lbL.<.tt:ll~

SorrowfL.<.l, Foyloyll\. c~~lol

I wreee t~t '6""'0l~s~' yt:lt~ty wetl, bL.<.tIjL.<.Stt~OL.<.g~t t:I lot t:lboL.<.t~OL.<..

Note: This letter is a proper and true translation of the original. For the sake of originality and to capture the richness of

the local Afrikaans dialect, translations were made as closely as possible and language peculiarities retained. To ensure

anonymity all names are pseudonyms.
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Appendix I

REPUBLIC OF NAMIBIA

MINISTRY OF BASIC EDUCATION, SPORT AND CULTURE

Directorate: Educational Programme Implementation
Division: Diagnostic, Advisory and Training Services

Internal memo

Date: 1 June 2004

To: The Executive Management Team

From: Susanchen Dippenaar, School Counsellor

Subject:

Recommended strategies to prevent and address the sexual abuse of
learners by school staff

1. Counting the costs

In the thesis "Sexual Abuse of Learners by Teachers in Namibia: An Exploratory Study", it was

shown that many of the current practices to prevent and address the sexual abuse of learners I by

teachers' are ineffectual and even harmful. Many of the recommendations in this document are a

corollary to the findings of the research project.

I 'Learner' is defined as per "General Service Circular 9/2001: Reporting and Charging of Teachers Having Affairs and/or
Sexual Relationships with Learners": "It is the contention of the Ministry that our definition of a "learner" in this case is
a person in primary and secondary school [sic]. As long as the person is under the care of our Ministry on these two
levels, the age of a learner is not significant. "

2 'Teacher' refers to any person acting in loco parentis under the auspices of the Ministry of Basic Education, Sport and
Culture, and includes principals, hostel staff, sport coaches etc.
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Change requires a lot of courage, but if one considers the possible intrapersonal, interpersonal,

institutional and societal costs of learner sexual abuse" (LSA), it is clear that it is in the best interest

of the Ministry to adapt and adopt new measures. Not only does LSA disturb the environment in

which learning and teaching are supposed to occur, but also "violence to children is inextricably

linked to violence by children" (UNICEF, 1997: 2; as validated in SACMEQ II, MBESC, 2003),

and ultimately "no individual within the society remains untouched by [the] insidious presence [of

violence]" (Lachman, 1996: 544). However, the possible infection of learners with HIV could be

considered the most disconcerting consequence of LSA.

The Ministry, as an "organ of the Government", is statutorily obliged under the terms of the

Constitution (Article 5) to protect fundamental human rights and freedoms. Furthermore, a

physically and psychologically safe school is a sine qua non for effective teaching and

learning (De Wet & Oosthuizen, 2001; Squelch, 2001). The Ministry thus has the ultimate

moral and legal obligation to ensure that public schools are safe. Handling LSA informally

within a school; leaving the matter to the primary caretakers or traditional courts to resolve;

informally asking the perpetrator to resign (thus allowing him/her immediately to reapply

elsewhere); transferring a teacher known for abusive behaviour, and so on, all mean that the

Ministry is simply creating the so-called "mobile molester" (Yaffe, 1995: K9). It could be

postulated that the education system is co-partner to the abusive teacher by not responding

appropriately and thus perpetuating LSA. If the safety of learners is wilfully compromised,

the Minister (as a juristic person and nominal head of the Ministry) has vicarious liability' for

the act (including the failure to act) of an employee in the course and scope of his/her

LSA involves both individual and institutional liability (Squelch, 2001):

The duty of care under the in loco parentis position is doubly applicable to LSA: (a) a teacher

who sexually abuses a learner; and (b) teachers who do not to safeguard learners against

dangers (such as a sexually abusive teacher), violate their a legal duty of care (De Wet &

Oosthuizen, 2001). It is important to bear in mind that the in loco parentis position is not

value rhetoric: it is a judicially enforceable common law concept. Both wrongdoers and

negligent teachers could be held dilectually liable" for damage or injury (De Waal, Theron &

Robinson,2001).

3 'Leamer sexual abuse' (LSA) includes all contact and non-contact, violent and non-violent, coerced and seduced sexual
activities, as well as love affairs and exploitative acts (sexual acts in exchange for gifts or money) between a person acting
in loco parentis under the auspices of the Ministry of Basic Education, Sport and Culture and a learner.

4 Delictual law is concerned with the civil liability of a juristic person for damage compensation which arises from his/her
actions or failure to act (De Waal, Theron & Robinson, 2001). The following elements have to be present: conduct,
wrongfulness, fault, damage and causation (Squelch, 2001).

5 Vicarious liability "holds employers responsible for deficts of employees while acting in the course of their employment"
(Squelch, 2001: 147).
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employment (De Waal, Theron & Robinson, 2001; Squelch, 2001). This may result in a

civil claim for damages.

Often an accused teacher will threaten to sue a survivor, the survivor's primary caretaker(s) or a

ministerial representative for defamation or crimen iniuria. This results in non-reporting driven by

fear, overly cautious investigations, guarded findings and inaction. The Ministry's aim should not

be to avoid prosecution (either by the complainant-survivor for delictual or vicarious liability; or by

the accused under the Labour Law or for defamation), but instead to avoid failed prosecutions.

In this document, I make recommendations to the Ministry through which the sexual abuse of

learners by teachers can be prevented, and post facto damage minimised. I will attend to the

institutional philosophy and atmosphere, policy, training, preventative measures, intervention,

remedial and punitive measures, follow-up actions, partnership with other agencies, as well as other

kinds of abuse committed against learners. I am convinced that these recommendations are

appropriate, feasible, and potentially lifesaving.

2. Institutional philosophy and atmosphere

More than regulations and procedures, professionalism and a clear institutional philosophy seems to

be absent in Namibia when it comes to LSA. Children's rights, safety, and even lives, are

apparently disregarded in favour of the rights of adult public servants. The Ministry has to reinstate

professional altruism and "child centred leadership" (Nunno, 1997: 35). It is crucial that these

values permeate all levels of practice of the Ministry.

As LSA is power, and often gender, related, the Ministry should promote gender equity and address

harassment through all its strata, as stipulated in the "Code of Conduct for Teaching Service" (OPM,

2004).

Avis (1994: 69) voiced concern that within education primary caretakers constitute a "homogeneous

category". Such a perception is unjustified. It cannot be accepted as a matter of course that a

primary caretaker whose child had fallen victim to a predatory teacher will know what to do and

how to do it. The education corps has to recognise and cater for the specific needs of primary

caretakers.

Recommendation 1 The Ministry must take steps to institute professional altruism and child-centred

leadership in all its institutions.

Recommendation 2 The Ministry must promote gender equality and address harassment through all its

strata.

https://etd.uwc.ac.za/



XXI

Recommendation 3 Steps must be taken to ensure that a "parents are welcome" culture is instituted

(Christenson, 1995: 256). The primary caretaker must be supported through, rather than intimidated by,

investigative and disciplinary officials and procedures.

3. Policy

Three interrelated principles have bearing on allegations of LSA: child protection, action related to

the possible criminal nature of the abuse, and disciplinary action. Policy should be developed that

provides clear guidelines on: (a) how to protect the survivor from (further) abuse and intimidation;

(b) when and how to deal with the Woman and Child Protection Unit or police; and (c) the steps

which have to be followed regarding disciplinary actions.

Notwithstanding the fact that LSA can be a criminal offence, it is sometimes handled singularly as a

disciplinary case. It is important that those dealing with allegations of LSA have a clear

understanding of what constitutes a criminal offence. They should know how to advise the survivor

and the primary caretakers on this matter; how to refer such cases to the police; and how the learner

could be supported during the criminal process.

At other times LSA is singularly handled as a criminal case - perhaps to exempt the Ministry from

the onerous disciplinary actions? In the "Amendments to the Public Service Staff Rule (PSSR) E.x:

Misconduct and Disciplinary Action" (1999), it is stated that criminal and disciplinary actions can

run concurrently. Seeing that criminal cases often take a long time to reach conclusion, the Ministry

cannot wait for a guilty charge before acting, particularly if learners are exposed to possible sexual

abuse and even infection with HIV in the meantime. Furthermore, criminal procedures are often

highly traumatising for the survivor and his/her family, they should therefore be supported by the

Ministry throughout the criminal case.

When institutions enact specific policy and procedures, harassment tends to be reported more often.

The "National Policy on HIV/AIDS for the Education Sector" (MBESC & MHETEC, 2003)

determines that every school in Namibia must institute a pastoral system, and develop and publicise

written grievance procedures for reporting physical and sexual abuse. Thus Namibian learners

should know how to make a complaint against a teacher, and they should be supported if they do

report abuse.

The Ministry has to be lauded for the clear and inclusive delineation of sexual abuse and sexual

harassment as detailed in the "Code of Conduct for Teaching Service" and published in the

"Government Gazette" of 6 February 2004. On this issue, relativism cannot be allowed and such

delineation cannot depend on idiosyncratic values and judgement of individuals. It is now important

that every role player - including learners - be appropriately informed. Unfortunately, regarding
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sexual harassment it is emphasised that the behaviour or advance by the teacher should be

"unsolicited and unwanted" (Section 65(1)(d»; again giving an abusive teacher an escape clause.

The Namibian case study supported the common observation that it is not unusual for professionals

to believe strongly that abuse had taken place, but see no possibility of legal (or disciplinary)

proceedings to confirm it. Being a single-witness offence, CSA is particularly difficult to prove. It

is important therefore to institute rules and regulations regarding teacher-learner conduct, which, if

transgressed, could be more easily corroborated. For example, in the United Kingdom, meetings

with learners away from the school premises are not permitted unless the specific prior approval of

the principal and primary caretakers is obtained. If it is only necessary to prove that the teacher and

child had been 'together' without permission, the survivor is relieved from relating painful, intimate

details, and the Ministry is exempted from trying to prove that sexual conduct has occurred.

The roles and responsibilities of every role player in the disciplinary process should be clearly

codified. Every teacher or learner who suspects LSA, every principal, every School Board, every

regional official should be cognisant of what he/she should do, how to do it, and how to coordinate

their functions.

Although teachers are not yet legally obliged to report suspicions of CSA (at least until the "Child

Care and Protection Bill" is promulgated by Parliament), they are mandated to report misconduct by

another public servant. It is important that the education corps be reminded on a regular basis that

mandatory reporting of misconduct is required by Regulation 19 of the "Regulations under the

Public Service Act, Act 13 of 1995" - as was done in "General Service Circular: Reporting and

Charging of Teachers Having Affairs and/or Sexual Relationships with Learners" (2001).

As determined by the "United Nations Convention on the Rights of the Child", all children have the

right to express their views about decisions that affect them. Opportunities for survivors to voice

their opinions, needs and feelings should therefore be built into an education sector policy on abuse.

The importance of a speedy conclusion of a case of LSA is widely accepted. Prolonged

Disciplinary Inquiries not only cause undue stress to the survivor, but also tend to cause a loss of

urgency about the case. Drawn-out Disciplinary Inquiries are expensive; and furthermore, a

suspended teacher has a right to his/her full salary until he/she is found guilty. Most schools in

Namibia cannot afford to pay a relief teacher, with the result that other teachers have to perform the

duties of a suspended teacher. Timeframes, from disclosure/detection of the LSA to the completion

of the case (i.e. until the Public Service Commission upholds the Disciplinary Committee and

Permanent Secretary's recommendation and this outcome is communicated to the station of duty),

and for every phase of the process, must be specified. Existing time specifications are mainly

intended to protect the accused, and not to lighten the burden of the survivor or the Ministry. In
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South Africa, if a Disciplinary Inquiry is stalled for longer than 60 days, the accused has to

prove that he/she had not deliberately delayed the case.

The "Public Service Act, Act 13 of 1995" and the "Amendments to the Public Service Staff Rule

E.X: Misconduct and Disciplinary Action, Amendment Notice 5 of 1999" enact procedures

pertinent to charges of misconduct against all public servants, including teachers. These documents

seem to be formulated to ensure that the employee is treated in a procedurally fair and lawful way.

This legislation is inappropriate to cases of LSA, as it fails to address the special needs of the

survivor. Revision of the "Public Service Act" is therefore imperative to provide specifically for

this kind of misconduct.

Recommendation 4 Policy should be developed that provides clear guidelines on: (a) how to protect the

survivor from (further) abuse and intimidation; (b) when and how to deal with the Woman and Child

Protection Unit or police; and (c) the steps which have to befollowed regarding disciplinary actions.

Recommendation 5 The Ministry must ensure that schools fulfil their obligations under the HIV/AIDS policy

by means of existing monitoring procedures.

Recommendation 6 Rules and regulations regarding teacher-learner conduct must be developed which are

aimed at preventing LSA, rather than punishing it after it happens. They must be such that, if transgressed,
misconduct can be more easily corroborated than as a sexual act taking place inprivate.

Recommendation 7 The education corps must be reminded on a regular basis through circulars and other

means that reporting misconduct is mandatory.

Recommendation 8 The roles and responsibilities of every role player in the child protection-disciplinary

process should be clearly codified.

Recommendation 9 Timeframes for every stage of the child protection and disciplinary process must be

specified, kept brief, and adhered to.

Recommendation 10 Public service legislation must be re-examined, since it is currently inappropriate when

applied to LSA (and probably other kinds of abuse of learners perpetrated by teachers), because it fails to

address the special needs of the survivor.

4. Training

The importance of pre-service and in-service training has been stressed by numerous researchers

and practitioners. It is important to emphasise ethical and moral conduct at the "earliest stages of

professional development" (Morrison, 1996: 137). A lack of training leads to confusion, a lack of

confidence, fears and often to the non-detection or non-resolution of cases of LSA.
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It is important that teachers receive instruction on how to protect themselves from suspicions

and false allegations of LSA. Employee guidelines are needed for private meetings with learners,

providing first aid, helping children with toileting difficulties, gratuitous physical contact,

conversations of a sensitive nature, etc. An example might be that "interviews with individual

learners should be conducted in a room with visual access, or with the door open, or in a room or

area which is likely to be frequented by other people" (City of Liverpool Education Directorate,

1996: 3). It is the responsibility of the adult to avoid situations which might be misconstrued and to

exercise self-control.

Recommendation 12 At an early stage in pre-service training, student-teachers must be made cognisant of a

number of factors regarding child-survivors, perpetrators and the dynamics of sexual abuse. All teachers

During training all teachers must be made aware of exactly what behaviour could be considered

sexually abusive, the vulnerability of children, and the fact that false allegations are much less

common than is generally accepted. It is imperative that all teachers receive information on their

duties; how to identify, report and intervene when sexual abuse is suspected; and that they are

cognisant of rules, regulations, disciplinary-criminal procedures, and of their and the Ministry's

liability if these are transgressed.

All teachers have to receive self-awareness training, so that blame for the LSA is not wrongly

attributed to the learner. They have to be knowledgeable of the myths which might blind them to

boundary violations by a colleague, and the myths which might cause them to reject the allegations.

It is imperative that the education corps understand the power differentials between an adult-teacher

and a child-learner.

One teacher at every school should be designated to handle child protection issues (hereinafter

referred to as the 'designated teacher') and this teacher should receive specialist in-service training.

Designated teachers, Inspectors, Disciplinary Committees and Investigating Officers must be

knowledgeable about the profile of a perpetrator of CSA; but first and foremost they must know that

many perpetrators present themselves as 'normal'. They have to be cognisant of the modus

operandi of a sexual predator; of the excuses and rationalisations which a perpetrator might proffer;

and that a perpetrator could be male or female. It is important that Disciplinary Committees and

Investigating Officers are aware of the guidelines in "Cross Examination of Minor Children during

Disciplinary Hearings" (OAG, 2003b) developed by the Office of the Attorney-General for the

Ministry.

Recommendation 11 All teachers must receive pre-service and in-service instruction on how to protect

themselves from suspicions and false allegations of LSA.
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must know exactly what behaviour could be considered sexually abusive and they should also be

cognisant of their duties, rules, regulations, disciplinary-criminal procedures and their liability if these are

transgressed.

Recommendation 13 All teachers must receive self-awareness training.

Recommendation 14 One teacher at every school should be designated to handle child protection issues.

Recommendation 15 Designatedteachers, Inspectors, Disciplinary Committees and Investigating Officers

must be knowledgeable about the profile and the modus operandi of a perpetrator, as well as the guidelines in

"Cross Examination of Minor Children during Disciplinary Hearings" (OAG, 2003b). Specialist in-service

workshops should be conducted in this regard.

5. Preventive measures

It is clear that in all cases of CSA prevention efforts are more important than mechanisms for

dealing with it after the event.

Principals should cultivate a school environment which "encourages truthful reports of any

inappropriate behaviour" (City of Liverpool Education Directorate, 1996: 2).

If the Government of Namibia wants to actively engage communities in the protection of children,

mass education on sexual health and HIVand AIDS and community mobilisation regarding CSA is

needed. Primary caretakers must be cognisant of the prevalence and dynamics of (groomed) sexual

abuse, and the consequences of CSA for a survivor. Engaging the media in activating the public is

imperative.

Sorensen and Snow (1991) determined that 24% of their subjects purposefully disclosed following

an educational awareness program. Furthermore, both Kellogg and Huston (1995) and Sorensen

and Snow (1991) identified the motivational role of the peer group regarding disclosure.

There is abundant evidence that the sexual exploitation of children is causally related to

vulnerabilities associated with poverty. In the report "The Impact of HIV/AIDS on Education in

Namibia" (2002: 18) one of the key findings was that "many teachers and schools do not see it as

part of their responsibilities to identify and respond to needs of vulnerable children ". Poverty

reduction and poverty relief strategies should extend to schools.

The education system should (a) inform their clients of services to which they are entitled; and (b)

demystify policy and process. The Ministry has produced a "Customer Service Charter for Primary

and Secondary Schools in Namibia" (MBEC, 2000), but this document has not been circulated

widely enough and does not address specifically abuse by teachers. Parent-teacher meetings should

be used as a forum to disseminate information.
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Preventative programmes should not only equip learners to protect themselves, but children

should also be encouraged to speak for themselves and for others (Leach, 2002).

One preventative measure is to screen student teachers and staff applications, and to follow up on

references. A criminal record check is a prerequisite procedure in the United Kingdom.

The "Code of Conduct for Teaching Service" (OPM, 2004) has to be "clearly communicated,

consistently enforced and fairly applied" (Van Niekerk, Wyngaard & Stevens, 2000: 30) to be of

any value.

Shumba (2001) suggested that ceremonies be held on assumption of duty, during which teachers

take a professional oath before a legal practitioner and the community, in much the same way as

doctors take the Hippocratic oath.

Namibia, as a country ratifying the "United Nations Convention on the Rights of the Child", is

obliged to ensure that a person charged with the care of children is "suitable" and that "competent

supervision" (Article 3.3) within institutions is sustained. A number of studies have pointed out that

school hostels in Namibia are dangerous environments - specifically because of "limited control

and supervision"; a lack of "mechanisms and networks to report and act on problems"; and "abuse

of learners by staff" (Abt Associates, 2002: 51). Effective and consistent monitoring of hostels is

imperative. Monthly reports on hostel matters to the School Board, and 'surprise' inspections by

School Board members and Hostel Inspectors might enhance safety in hostels.

All rules and regulations on government hostels are contained in the "Hostel Guide" (Ministry of

Education and Culture, 1991: 3.26). Rules such as "unmarried supervisory teachers may not

receive people of the opposite sex in their bedrooms" reflect the ignorance and naiveté of policy

makers. The "Hostel Guide" should be revised.

Recommendation 16 Community mobilisation regarding CSA is needed. Primary caretakers must be

cognisant of the prevalence, the nature of (groomed) sexual abuse and the consequences of CSA for a

survivor. Implementation strategies could include radio programmes, newspaper articles, and other ways of

informing the community such as through community leaders and church based organisations.

Recommendation 17 Poverty reduction and poverty relief strategies should extend to schools.

Recommendation 18 The "Customer Service Charter for Primary and Secondary Schools in Namibia"

should address the issue of learner (sexual) abuse specifically and clearly inform primary caretakers of the

services to which they are entitled.

Recommendation 19 Learners should be provided with knowledge and skills to deal with CSA through an

awareness programme in schools.

https://etd.uwc.ac.za/



XXVll

Recommendation 20 Newly-appointed teachers should be more carefully screened; references should

be taken up and criminal/disciplinary records checked before a teacher's application is considered.

Recommendation 21 The "Code of Conduct for Teaching Service" (OPM, 2004) should be clearly

communicated, consistently enforced andfairly applied.

"Stay calm, DON'T express shock or embarrassment.

DON'T promise to keep a secret.

DO express belief that the child is telling the truth.

DO use the child's language.

DO reassure the child that you are pleased he/she told you.

DO assure the child that he/she is not to blame.

Listen, but DON'T press for information or ask leading questions.

DO explain what you will do next (i.e. tell the principal) in a way that is appropriate and
meaningfol to the child's age and emotional state.

DO follow agreed procedures and report the disclosure as soon as possible.

Immediately afterwards, make full notes of all that was said" [original emphases].

Recommendation 22 Effective and consistent monitoring of hostels by Hostel Inspectors is imperative; and

the "Hostel Guide" should be revisited.

6. Intervention

The "United Nations Convention on the Rights of the Child", Article 19.2, determines that signatory

states are duty bound to institute "identification, reporting, referral, investigation, treatment and

follow-up" strategies for abused, neglected or exploited children. Paramount to these processes are

"the best interests of the child". These mandatory actions will be discussed next.

6.1 Detection or disclosure

A clear set of guidelines for principals and the designated teacher should be available. The

following outline could constitute the basis for such guidelines.

The City of Liverpool Education Directorate (1998: 9) has developed guiding principles for

confidantes if a child discloses CSA:

The individual who detects the abuse, or to whom it is disclosed, has to ensure that appropriate

action is taken, it is not enough to pass the information on to the principal. It is therefore important

that the person who reported the abuse receives feedback on 'a need to know' basis.
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In the event of injury, the principal has to arrange for the survivor to immediately be

accompanied to the Woman and Child Protection Unit (which usually has a medical practitioner on

call), clinic, or casualty department of the nearest hospital.

After the detection or disclosure, sufficient information to guide action has to be obtained with tact

and compassion. This could be done by the principal or designated teacher. It is recommended that

the confidante should also be present. It should not be necessary to subject the leaner to intrusive

questioning at this stage (refer to Section 6.3 on the matter of an independent agency).

The most important consideration when any child abuse is suspected is the immediate protection of

child. The accused teacher (or any person delegated by or related to him/her) should not be allowed

to make any contact at all with the survivor or his/her primary caretaker. It should be enacted that

any attempt by the accused to contact the survivor will constitute a confession of guilt.

Following the disclosure or detection of possible LSA, the preferred course of action should be

suspension or a restriction of duties, until the accused is acquitted or found guilty. In cases of CSA

it is deemed crucial for the survivor's recovery that he/she should not be exposed repeatedly to

his/her perpetrator.

All allegations of sexual abuse should be investigated and dealt with swiftly and sensitively.

Recommendation 23 All teaching staffshould know how to handle sensitively a disclosure ofLSA.

Recommendation 24 The immediate protection of the learner after disclosure or detection is imperative.

Therefore the preferred course of action should be suspension or a restriction of duties, until the accused is

acquitted or found guilty. The accused teacher (or any person delegated by or related to him/her) should not

be allowed to make any contact at all with the survivor or his/her primary caretaker. Policy has to be

formulated in this regard, and designated teachers, principals and inspectors trained in its implementation.

6.2 Reporting

Many cases of LSA are not reported to the authorities by teachers despite their obligation to do so.

It is not impossible that teachers do not report LSA for fear of being sued for defamation or crimen

injuria. The Ministry should establish ways in which incidents of abuse by teachers could be

reported anonymously. Clearly it is also necessary to guarantee immunity, in particular to those

educators who report cases of misconduct in good faith and in an official capacity.

The reporting process has to be specified, itemised and time limited. The principal should contact

the Inspector (or an independent agency) and the Woman and Child Protection Unit (in cases of a

suspected criminal offence) without delay. The principal can afterwards submit a written report.
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To safeguard the principal it should only be necessary to report factual information, exactly as

the allegation was made. The principal should not voice his/her opinions or interpretations. All

reports should be marked as "confidential" and kept under lock and key. To counteract difficulties

and fears regarding the reporting of LSA, forms should be available for every step of the process.

In the case study the primary caretakers suffered from a lack of information and collaboration,

marginalisation and blaming. This seems to be the case elsewhere as well. It is imperative that the

primary caretakers be sensitively informed and that they are truly treated as "partners" in

education, as stated in "Toward Education for All" (1993: 67). If it is decided not to involve

primary caretakers, the reasons for the decision should be recorded in the case documentation.

If a principal and the school governance find that there are insufficient grounds to proceed with the

allegation, he/she must record the reason for such a decision and communicate it to the Inspectorate

(or independent agency). Research has shown that the accused is often reprimanded informally, or

that allegations are swept under the carpet. This regulation would prevent such informal actions.

Recommendation 25 A mechanism must be developed for allowing incidents of suspected abuse by teachers

to be reported anonymously, and protective immunity should be guaranteed.

Recommendation 26 The reporting and follow-up process has to be specified, itemised and time limited.

Recommendation 27 It should be specified that all allegations should be recorded, investigated and

reported. Jf a principal and the school governance find that there are insufficient grounds to proceed with the

allegation, he/she must record the reason for such a decision and communicate it to the Inspectorate or

independent agency.

6.3 Referral

The learner-survivor should immediately be referred for support, advice and counselling, possibly to

a Regional School Counsellor.

A principal is expected to refer a case of LSA to the Regional Inspectorate, who will conduct a

preliminary investigation. However, referral to an independent agency would ensure that the

allegations are properly and autonomously investigated. Furthermore, investigating LSA is a

specialised skill. "The rights of the child and the rights of the accused are best served by having an

investigator who knows what to do, how to gather information that will hold up in [a Disciplinary

Inquiry], and how to determine whether the accuser is telling the truth" (Shakeshaft, 1994: 27).

Using an independent agency with no conflict of interest relieves the educators from the difficulties

of investigating and judging a friend and colleague. Until an independent agency is established,

investigations should be conducted by the Inspectorate and Regional School Counsellor, in

collaboration with the Woman and Child Protection Unit (in cases of a suspected criminal offence).
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Recommendation 28 The agency to which the incident is referred must be independent to ensure that the

allegations are properly and autonomously investigated. The principal and regional officials should not be

expected to investigate LSA: investigating LSA is a specialised skill and also these officials are not necessarily

independent.

Recommendation 29 The learner-survivor should immediately be referred for support, advice and

counselling.

6.4 Investigation

A useful procedure is a case conference. During such a conference, at which the school, primary

caretaker of the survivor, Inspectorate, Regional School Counsellor and Woman and Child

Protection Unit would be represented, decisions would be made regarding protective, disciplinary

and criminal measures, and the arrangements regarding the investigation. It would probably not be

appropriate for the School Board to be informed of individual cases. If the principal prefers to

inform the Board, the identity of the learner concerned should not be disclosed.

Regarding the investigation, McGrath (1994: 28) asserted, "In sexual abuse cases, the facts may be

hard to find unless the investigator understands the thought processes and emotional concerns of all

those involved." An ignorant, uncompassionate investigator might traumatise and alienate his/her

informants, and thus might end up having to give up on the case.

Although the leamer-survivor is often the only witness of LSA, school staff and learners may have

noticed boundary violations, the learner's emotional-behavioural changes and so on. They might be

able to substantiate some of the incidents related by the survivor. However, other teachers and

learners might feel confused, experience a conflict of loyalties, feel tainted and fear legal actions by

the accused. It is imperative that the Investigating Officer is cognisant of these reactions,

acknowledges them as legitimate, and takes time to exorcise the fears of the school staff and

learners. It is in the interest of the Ministry that the morale and productiveness at the school be

maintained.

The Investigating Officer has to be acutely aware of the myths and stereotypes that may cloud the

insight and understanding of those in the proximity of a case of LSA, as well as the Investigator's

own good judgement. LSA is not about a teacher and a learner having a consensual, romantic affair:

it is about an abuse of power and it is against Ministerial policy.

The investigator of sexual abuse should be cognisant that he/she has to follow up every lead

carefully.

Many observers have proposed that a National Child Advocate (similar to an ombudsman) be

appointed to whom children can go for confidential advice, who can act on their behalf, and who
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can support them during a Disciplinary Inquiry. It is only equitable that the learner should have

a legal representative/support person, as the accused does. A troubled Investigating Officer who has

to search for, evaluate and present evidence can barely act for the Ministry and the leamer-witness.

Furthermore, it could be contested whether chairpersons at present really protect the survivor

against harsh cross-questioning. A Child Advocate would also monitor the process and ensure that

everything is done properly.

It should be specified that the Investigating Officer and survivor be of the same gender. Sharing

intimate sexual details with a person of the opposite gender might be very difficult for a survivor.

The number of interviews with the survivor should be minimised. It should be stipulated that only

specific officials may interview the survivor. This would prevent (inquisitive) staff members from

questioning the survivor, retraumatising him/her, and/or influencing the survivor's decisions.

An Investigating Officer must be particularly understanding and compassionate towards the

survivor. "This delicate task is accomplished by knowing the child as a person, understanding the

source of his or her pain, rationalizations, sense of guilt and shame, and, most of all, by knowing

that it hurts" (McGrath, 1994: 33). To induce a survivor of sexual abuse to speak out is seldom a

one-off event. McGrath (1994: 33) called it a process during which a "transfer" of the survivor's

"allegiance" is required

Four factors are of significance when a survivor of CSA is approached: (a) absolution; (b)

empowerment; (c) acknowledgement; and (d) facilitating understanding. It is of the utmost

importance to impress upon the learner that he/she is not remotely guilty (absolution). Absolution is

particularly important in light of the probable confusion, self-attribution of guilt and expectations of

condemnation. It has to be impressed upon the survivor that the Ministry needs his/her help to

approach the teacher about what had happened (empowerment). It has to be explained that the

teacher is doing him/her harm, even though he/she might have a different opinion

(acknowledgement). Then, cautiously, the child has to be sensitised to the deceit, manipulation,

grooming and damage, and the reasons why such behaviour cannot be tolerated in schools

(facilitating understanding).

The survivor and the accused in the case study were exposed through 'stories' by their peers, the

teaching corps and the townspeople. Confidentiality is of the utmost importance, as well as being a

human right. The fewer the people who know, the less a survivor or the accused may be

stigmatised.

It is important for Investigating Officers to be cognisant of proper interview techniques.
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Recommendation 30 A case conference is a useful investigative and co-ordination procedure. It

should be called within 24 hours of disclosure or detection.

Recommendation 31 The Investigating Officer should be of the same gender as the survivor, and must be

clearly aware of all the many ramifications of the process, particularly those that are likely to have an impact

on the psychological state of the survivor.

6.5 The Disciplinary Inquiry

Recommendation 32 Interviews with the survivor should be restricted to a minimum, and only be conducted

by specified, trained officials.

Recommendation 33 Confidentiality is of utmost importance.

Recommendation 34 The Investigating Officer must understand and exorcise all the concerns, fears and

conflicts experienced by role players and the myths related to LSA.

Recommendation 35 The establishment of a National Child Advocate (ombudsman) is imperative.

It seems as though Disciplinary Committees often do not grasp that a survivor could be considered a

witness for the Ministry in its plight to ensure safe schools. In fact, the learner is often treated like

an adversary during a Disciplinary Inquiry.

If a survivor is to be a worthy witness, he/she has to be well prepared. Uncertainty and anxiety are

bound to impair the survivor's testimony. It is imperative that the survivor (and hislher primary

caretaker) is supported, consulted and given information about the process. For example, it has to

be explained that cross-examination does not mean that the survivor is not believed, but that it is a

trial strategy of the accused and hislher representative.

In Namibia an accused has a constitutional right to cross-examine the survivor. The adversarial

system is very traumatic to the already traumatised survivor. Strong arguments have been advanced

for eliminating adversarial procedures from criminal courts involving young people. It is important

that child friendly Disciplinary Inquiries be established in line with the "Vulnerable Witness Bill".

All members of a Disciplinary Committee, in particular the chairperson, have to take responsibility

for protecting a survivor-witness from being battered by the accused or hislher representative during

a Disciplinary Inquiry. If a Disciplinary Committee allows a survivor to be retraumatised, the

members of the Disciplinary Committee should be reprimanded in writing and/or not be appointed

in this capacity again.

The Disciplinary Committee should be appointed on a gender-sensitive basis.
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As matters are now, the Investigating Officer, seconded from hislher normal duties, is often

pitted against the legal representative of the accused teacher. Although the Office of the Public

Prosecutor could be requested to advise the Investigating Officer, such legal advice is seldom

readily available. One of the Inspectors in the case study proposed that retired lawyers or public

prosecutors be requested to advise an Investigating Officer or, even better, act as Investigating

Officers for the Ministry.

If the accused is found guilty of LSA, he/she should lose hislher constitutional right to refuse a HIV

test. If the perpetrator is HIV positive, he/she should be liable under legislation dealing with

manslaughter or homicide.

Recommendation 36 Disciplinary Committees should be appointed on a gender sensitive basis.

Recommendation 37 Disciplinary Inquiries should be established in line with the "Vulnerable Witness Bill"

to ensure that a survivor is not retraumatised.

Recommendation 38 Legal advice should be readily available to the Investigating Officer and the

Disciplinary Committee.

6.6 Remedial and punitive measures

Statutes must be passed that all survivors of LSA should receive counselling, treatment, or, at least,

support at the Government's expense. Shumba (2001: 355) proposed that if a survivor is infected

with HIV as a result of the LSA, "the government should put the victim on a medical aid scheme ".

Primary caretakers are likely to need guidance and support after the sexual abuse of their child. It is

important that the Ministry acknowledge its responsibility to the survivor's family. A statute needs

to be passed that a primary caretaker should receive counselling, treatment, or, at least, support at

the Government's expense.

To affirm its "zero tolerance" ("National Policy on HIV/AIDS for the Education Sector", MBESC

& MHETEC, 2003: 6) of LSA, the Ministry should institute stiff penalties with no exceptions. Not

only are the future learners of a perpetrator possibly at risk if he/she is acquitted; but perpetrators

may deduce that their behaviour is acceptable if they are acquitted. Furthermore, other perpetrators

may use the outcome of previous cases to contest disciplinary sanctions. The "Amendments to the

Public Service Staff Rule E.x: Misconduct and Disciplinary Action" (PSSR), (1999: Section 10.4)

states, "A disciplinary action would probably be regarded as being substantively UNFAIR if, ... (jJ

the sanction imposed on the staff member is inconsistent with sanctions imposed on other staff

members who committed identical or equivalent offences" [original emphasis].

Recommendation 39 The statutes against perpetrators should be rigidly and consistently enforced.
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Recommendation 40 Support services to the survivor and his/her family should be offered at the

Government's expense.

Recommendation 41 If the accused is found guilty of LSA, he/she should lose his/her constitutional right to

refuse a HIV test. If the perpetrator is HIV positive, he/she should be liable under legislation dealing with'

manslaughter or homicide.

7. Partnership with other agencies

6.7 Follow-up actions

After a Disciplinary Inquiry a Disciplinary Committee is dissolved and the Investigating Officer is

relieved of hislher duties regarding the case. The case documents are compiled by the Personnel

Office, forwarded to the Permanent Secretary and then sent to the Public Service Commission.

There is no monitoring body to ensure that the recommendations are followed through. The

establishment of such a monitoring body is imperative.

A data collection system and documentation centre is sorely needed. Cases of LSA must be

documented electronically and centrally (rather than regionally). This will also enable the

compilation of a history of abuse complaints, which is necessary to prevent a perpetrator of CSA

from re-entering the education system.

Dissemination of information on the number of cases of LSA reported, pursued and concluded,

would affirm the Ministry's commitment to child protection and its pledge to eliminate sexual

abuse, and it might deter predatory teachers from targeting learners.

Recommendation 42 A monitoring body must be established to ensure that the recommendations of a

Disciplinary Committee are followed through in a timely manner.

Recommendation 43 Cases of LSA must be fully documented, electronically and centrally stored in a

documentation centre which is accessible to principals, and which will publish an annual report.

If the survivor and his/her primary caretakers decide to pursue the accused teacher on criminal

grounds, it is important to collaborate and coordinate the criminal and disciplinary investigations

and procedures.

The Ministry should collaborate with teachers' unions regarding LSA. A professional council for

teachers would ensue professionalism and embody collegiate control.

The Ministry should communicate its training needs on this matter to teacher training institutions.

It is imperative that the Ministry communicate and negotiate with the Public Service Commission

(PSC) on disciplinary procedures with regard to LSA. This body ensures that Disciplinary Inquiries
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are procedurally fair towards the accused public servant, and protects the Ministry from

Labour Court actions. It is only equitable that these procedures should be revisited by the PSC to

cater for the specific needs of the learner-survivor.

In many countries, as in Namibia, education is compulsory. Universally, schools and school hostels

are assumed to be safe and developmentally supportive environments: as noted by Yaffe (1995:

KI4), "when we require children to go to school, we have a duty toprovide a safe environment".

8. Other kinds of abuse committed against learners

Although recommendations made in this document have specific reference to LSA, all abuse -

emotional, physical, domestic and sexual - of learners by employees of the Ministry should be

handled in a similar fashion.

9. Conclusion

Representatives of the Ministry of Basic Education, Sport and Culture in schools and hostels act in

an in loco parentis capacity. The Ministry and its representatives are thus morally and legally

obliged to ensure that learners are safe while under their care. Over and above incidents of LSA and

the failure to protect learners, a third kind of abuse may be added, which, although not criminal, is

certainly immoral: the secondary traumatisation of a leamer-survivor by the representatives of and

the disciplinary procedures applied by the Ministry.

It seems as though conflicting rights - those of the learner-survivor and those of the accused teacher

- are juxtaposed in cases of LSA. The Ministry could been perceived to be more concerned about

wrongfully convicting a public servant than the protection of learners and the recovery of survivors.

Furthermore, rules and regulations are drawn up to ensure objectivity and justice. Unfortunately, if

rules, regulations and the means of finding out the facts suffocate voices and do not consider

contextual realities, justice cannot prevail. The moral principle of care should not be opposed to

justice, but support it. Caring and being careful augment fairness in the sphere of human

relationships. Unless understanding is developed for a child-survivor and his/her primary caretaker,

the accused and his/her defensive strategies, the crisis within a school, and the difficulties faced by

regional implementers, no supportive structures and procedures will evolve. Unless the PSC

recognises the ways in which secondary traumatisation of the survivor can arise, no reforms will be

initiated. Unless the shortfalls in the "Public Service Act" (1995) are exposed and discussed, no

amendments will be instituted. Justice will be illusory.
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