
































Cognitive and Educational problems may also be evident in children that have been
sexually abused. They may display learning difficulties, poor concentration as well as

declining grades (Bagley & King, 1990; Maher, 1988; Miller-Perrin & Perrin, 1999).

Not all children who have been sexually abused, however, experience these symptoms. It
- has been found that children are more at risk for psychological trauma if the pre-existing
family system is pathological, if violence, threats or force was used, as well as if there
was a close relationship between the offender and the child. Victims who also have a

supportive relationship with non- offending adults or siblings are often less affected

(Conte & Schuerman, 1987; Macfarl )86).
Furthermore many children are more ie disclosure of abuse than by the
actual abuse itself. Although the confusing and upsetting, the

consequences of being forcefully re' their families, being questioned

repeatedly by unknown at]jlﬁ f{?d ?‘eétﬁielaf) sz \fitf_fginéers can leave children
feeling isolated from those me%&emgﬁmbmgges the child (Macfarlane &

Waterman, 1986).

In recent years there has been increased recognition of the importance of the school in
dealing with sexual abuse issues and, more critically, the important role of the educator.
There are several factors that make the I;otential role of educators in child abuse cases so
important. Firstly, reported cases of child sexual abuse are on the increase. It is therefore
likely. that a significant minority of students will suffer some form of abuse in
compulsory education (Maher, 1988). Secondly, a child may look to someone with whom
to share their secret. They often seek out a neutral, trusted figure that they can talk about
their problems to, and in many cases, this happens to be educators (ibid). Lastly, children
suffering from abuse are likely to exhibit unusual behavior. As educators are trained in
the normal development of children, they are ideally placed for identification of
symptoms of child sexual abuse, as a result of their regular contact over a long period of
~ time with the children in their class (Austin, 2000; Bear, 1992; Maher, 1988; McCallum,
2000; Minard, 1993).



Educators have a crucial role to play in that they are often the first people to whom
children disclose sexual abuse. Subsequent management of the case depends on the
educators’ responses and reactions to the disclosure of sexual abuse by the learners.
(Maher, 1988 and Porter, 1984).

Research conducted by the Women’s Research Center in Vancouver (1989) found that
many women who had been sexually abused as children regarded the school as the
primary intervention point for childhood victims (Campbell, Collings & Stephen, 2000).
It is probable that over a third of child abuse cases are identified in school and there are a
growing proportion of school-aged rred to the child abuse services

(Barbor, Jones, Oates & Pickett, 200!

Educators therefore are expected tc about the field of child sexual

abuse, competent in the identification 'al abuse, manage the abused child

within the classroom, hancfjﬂi%ipé izf i}xs&]fsmfpﬁ ﬁxfjgences of child abuse to

the correct authorities, as well a?%éﬁ?é“ﬁ?{’ﬂ{% }H‘éﬁ}&}@ (Campall, 1989; Campbell
et al, 2000; MacCallum 2000; Maher, 1988; Porter, 1984). The Policy Handbook for

Educators (2003) outlines the roles and responsibilities of educators in assisting learners
who have been abused. It states that educators need to have a sound understanding of
child abuse as well as take a proactive role in identifying victims of abuse and in assisting
them to deal with the abuse. It stipulates that educators need to watch out for signs of
abuse, record the abuse, report the abuse to the Department of Education’s district office
as well as the police and then follow the case up with the relevant authorities (Brunton, &
Associates, 2003).

The educator’s role is now changing which makes their role even more significant in the
management of sexual abuse cases. There is currently a range of non-core teaching tasks,
which are added to the educator’s workload. Many of the responsibilities that were
previously assumed by the community, church and family organizations are now the

responsibility of the school (MacCallum, 2000). Educators are therefore expected not



only to prepare students academically but also to take on the roles of the social worker,

counselor, as well as surrogate parent (MacCallum, 2000).

Despite the role that educators are expected to play in sexual abuse issues and the fact
that many of them are faced with sexual abuse cases on a regular basis, studies have
found that educators often feel ill-equipped when confronted will sexual abuse issues
(Abrahams, Casey & Doro, 1992; Austin, 2000; Bear, 1992; Skinner, 1999). This is often
a result of educators feeling that they have inadequate resources to manage such cases

and many feel untrained to detect and prevent child sexual abuse, which leads them to

feel incompetent (Abrahams et al, 1 Porter, 1984). Schools generally
do not have a policy on how to deal educators feel lost and uncertain
about how to proceed when they are ; who have been sexually abused
(Robertson, 1989). As child sexua . emotive issue, this feeling of

incompetence can lead to distress an(' amongst educators (Maher, 1988,

Porter, 1984). When eﬂﬁore éi@ %1[;?1 “TﬂF%) fhfnfisﬁi' énd traumatized child,

however, they often have no oqtiaa éf'ﬁ &% m@% élﬂ@ilt& éheir feelings of inadequacy
(McCallum, 2000).

In Burgess’s study (1993) of South African educators, 83% of the respondents indicated
that they did not receive any formal training in the identification or management of
sexual abuse, and therefore felt inadequate when dealing with sexually abused learners
(Campbell et al, 2000). A study conducted by Davidson (1999) on seventy five school
educators’ perceptions of child sexual abuse in the Belhar area, Cape Town, also found
that educators were untrained in matters of sexual abuse, which resulted in a hesitancy to
identify, report and be involved in the management of child sexual abuse. Some of the
educators were unable to understand some of the issues around sexual abuse. It was
found that training was needed to cover areas of general child abuse awareness, child
sexual abuse issues including that of identification of indicators and handling of
disclosures. In the study conducted by Mzamo (2003), who interviewed two educators in
the Eastern Cape, the participants also said that they had experienced a lack of training.



Not only do educators feel as though they are untrained and unprepared to manage sexual
abuse cases within their class, they often feel unprepared about the profound personal
impact that managing cases of sexually abused learners has on them (Skinner, 1999). It is
reported that often when educators deal with cases of sexually abused learners they feel a
sense of powerlessness, frustration and anger (Maher, 1988). One of the reasons for this
is that once a educator has referred a case of suspected abuse, the responsibility has been
taken away from them and the educator has very little control over the subsequent chain
of events and the decision making process. Nevertheless the response to the abused child

in the classroom may be crucial to his future welfare and development and the educator

has to work with the child both duri gation (Maher, 1988). When the
decisions of others seem inappropria nse of anger and frustration.
In reporting the abuse educators oft se of fear. Once an educator has

decided to report abuse, some describevanse of fear when faced with anger

and threats from parents v@o dus?écteg tflem of rrp&r}i%g lt_lle aP%se. Educators are often
not informed about the laws ga&t SHOPOH ﬁm é)é they report abuse and are

unaware of the support that the legal community and the provincial education
departments can give them. Frequently educators are therefore fairly wary about
reporting abuse, as they are worried that a civil claim will be brought against them
(Robertson, 1989; Taylor & Lloyd, 2001).

Some educators also experience a sense of guilt. This may be a result of reporting on
suspicions alone and wondering if they did the right thing (McCallum, 2000; Taylor &
Lloyd, 2001). Educators often feel guilty for reporting if the child asked the educator not
to tell anyone, even though it is the educator’s legal obligation to report the abuse
(Maher, 1988; Taylor & Lloyd, 2001). Educators may feel that did not act promptly
enough. They may feel guilty for not acting at all or for the subsequent disruptions to the
child as well as to the family. These feelings can also lead to feelings of self-doubt and a

feeling of negative self-efficacy (McCallum, 2000).



Educators can also feel a huge amount of pressure when a child discloses sexual abuse to
them. Disclosure can be part of the therapeutic process and the way that the child copes
with the results of the sexual abuse can depend, to some extent, upon the responses of the
adults around them (Maher, 1988; Minard, 1993; Porter, 1984). Literature on the subject
states that it is imperative that the educator does not contribute at all to the damage of the
child either in an emotional, judgmental way or by disbelieving the child’s story. By a
child choosing to make an allegation to the educator it shows that the child has
demonstrated considerable trust in that person. As the aftermath of the disclosure of the

abuse can be extremely traumatic for a child, both physically as well as emotionally,

these children often need the suppor ‘to whom they have trusted with
the disclosure, and this support can t hild (Porter, 1984).
Other literature focuses on the effect exual abuse cases has on workers

from a variety of professions. Child ‘e probably arouses more personal

reactions than any other meiv éliaéf{%;eﬁlfr?ji)f)tcliqs Sf,cé’al workers, counselors
and policeman have to encountq&jl&éfh@?rwﬁi%a&mc@come less intense over time

but they do not disappear (Faller, 1993). There are several reasons why dealing with
sexual abuse cases can be so stressful. Firstly, the actual acts are terribly harmful and
violate fundamental social nonﬁs. Professionals managing sexual abuse cases, may
become overwhelmed with the reality of humaﬁ cruelty to children and feel overwhelmed
by hearing the details of the abuse. Child sexual abuse can challenge the worker’s
worldview, which may include beliefs about the incest taboo, the benevolence of parents
and caretakers as well as the innocence of childhood. This can make them very cynical
(Jones, 1998). Often the cases are also fraught with uncertainty and frequently it is not
possible to determine the risk of future abuse or whether the abuse actually occurred.
Professionals are also often unsuccessful in helping children. Victims are not made safe

and offenders may not be prosecuted (Faller, 1993).
Individual reactions to child sexual abuse vary according to personality, experience, skill

and situation (Faller, 1993). It has been reported, however, from consultants to numerous

multidisciplinary groups that the following reactions are most common among these
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professionals managing cases of sexually abused children. These professionals often
experience a sense of denial firstly that anything is wrong. Often this sense of disbelief is
accompanied by an intense desire for retribution (Faller, 1993). They then usually feel
anger at the family or the person that perpetrated the abuse. This can sometimes lead
professionals to experience a desire to avoid the situation and escape from it and not see
the situation as it really is. These reactions are based on feelings of anxiety, discomfort,
dread and horror and are a way of coping with the discomfort of the reality of sexual
abuse (Jones, 1998). In addition, they experience a sense of guilt that they could have

done more to anticipate or prevent the problem. They may be fearful of personal and

professional criticism for not having aling with it appropriately. They
feel a sense of despair as well, that ¢ bleak or that there is no hope. A
sense of horror may be felt. Furthe: resentment may arise that other
professionals are now closely invo tion. When others takes on the

investigatory role, they may appear to b'ver carefully nurtured relationships,

which is often expeﬁenc%%&%o& FIF (3%?“%%%5 (Barbor et al, 1988,
Porter, 1984). These are usually f‘&“g‘@l‘ﬁ’é F%ﬁtﬂ%éﬂbﬁﬁﬁ can persist for days or even

weeks. Some can plunge into a whirlwind of activity, which can become unfocused and

unproductive while others can become disabled and frozen (ibid).

Dealing with child sexual abuse also affects workers in ways that physical abuse and
neglect do not. The reason for this is that sex is a fact of life and workers may experience
a morbid fascination, attraction, curiosity or voyeurism that sexual advances by adults
towards children may incite in them. Workers can find this extremely disturbing (Faller,
1993; Jones, 1998; Porter, 1984). It can have an impact on their personal sexuality. When
the professional engages in sexual activity, recollection of the sexual acts a child has
disclosed, may intrude into the sexual experience, which often has an inhibitory effect or
may stimulate arousal. Concerns may also arise about the professionals’ own sexual role

performance (Faller, 1993; Jones, 1998).

The high number of unreported sexual abuse cases also means that a significant number

of professionals will themselves have been victims of abuse. Subconsciously the distress
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of the children can then become their own and they may too be struggling with the
painful memories of a traumatic experience (Porter, 1984; Waltham, 1989). Having to
come to terms with their own sexuality and potential to exploit, can be stressful and may
unearth repressed and painful feelings (ibid). Some workers may find that the child’s pain
is unbearable. This potentially could lead to an avoidance of any discussion of the abuse
itself. In extreme cases where the pain is too unbearable the worker may blame the
victim, as the suffering of another somehow becomes more understandable and bearable
if they have ‘deserved’ it or been responsible for their own fate (Waltham, 1989). There

is a tendency to disbelieve because if they do conclude that the child has been sexually

abused it can lead to troubling emor 1 as a sense of anger and rage at
the offender (Faller, 1993). Being a act on one’s reaction to a case of
sexual abuse and sexual abuse can al 1g (Faller, 1993).

Educators, therefore, working as pr'n managing sexual abuse cases,

experience a range of emfj(ﬁi% Ivg‘ia[lyh%,f Tpgﬁ}ul(_ll%?isénal impact on them as
educators. A study conducted % élgfﬁgf‘ Q],?%?:)( &E(H&a}tl%that out of a sample of 14

educators working in educational establishments in the north of England, who
represented different levels of the educational hierarchy, and who had been dealing with
sexual abuse cases, all of them mentioned stress as a result of having to deal with the
issue. Other impacts mentioned were nightmares, inability to sleep, an effect on family
life or sex life, unpleasant memories, anxiety, difficulties about what action to take,
feelings of powerlessness, conflict with colleagues, sense of helplessness, feelings of
isolation, uncertainty where to seek help or advice, dissatisfaction with outcome and role
conflict. It was found that organizational constraints had a noticeable effect on educators’
willingness and ability to support sexually abused children. Many of them also
experienced uncertainty about the role that educators are supposed to play within the
" organization of the school. Some educators therefore viewed themselves as subject
specialists and were surprised when the children consulted them with the problem

(Skinner, 1999).
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A study conducted by Mzamo (2003) in which two educators working in a school in
Mdantsane in the Eastern Cape were interviewed, yielded similar results. It was found
that the school educators experienced a feeling of inadequacy and incompetence when
dealing with sexually abused learners. This was largely due to their lack of training in this
regard as well as their lack of knowledge about the signs which indicate abuse. The

educators also experienced feelings of sadness, helplessness and frustration.

As a result of having such an important role to play in the management of sexually

abused learners and the profound personal impact that it may have on them, educators

require both training and adminis well as personal support. It is
incredibly important that profession: 1ses of child sexual abuse receive
professional education and training : eel inadequate or incompetent to
deal with the situation and that the vith it effectively (Jones, 1998).

There should be training and education‘)und the detection and management

administratively of sexutﬁh f,e,uéfid ﬁ%}n&(‘sst Pu{) [@me}éj educators’ personal
reactions to managing such casgs, J)‘bFH& g ﬁ&s@ ;H@HBES can be acknowledged as a

normal part of working with sexually abused learners and they can be made aware of
what to expect in terms of their own personal issues when confronted with a sexually
abused learner (anes, 1998; Randolph & Gold, 1994). It is also believed that by
providing a combination of training opportunities and effective support networks both
within and beyond the school context, educators can be helped with a greater level of
confidence in their ability to cope (Skinner, 1999). These support structures, however,

need to be available and appropriate to current needs.

Child sexual abuse is also not something that should be dealt with alone. Educators
managing cases of sexually abused learners need colleagues to co-work with,
sﬁpervision, as well as people with whom to share their feelings (Maher, 1988; Doyle,
1997). It has also been recognized that when any professional is dealing with cases of
child sexual abuse, support and understanding and advice from supervisors or colleagues
is extremely important. It aids the professional in coping with the situation and prevents a

sense of isolation and overwhelming responsibility (Faller, 1993; Jones, 1998; Maher,
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1988). It is believed that there should be an experienced, trained multidisciplinary group
available in all areas to provide advice and support for all professionals dealing with
sexual abuse cases as it provides tealhwork which can alleviate the stress and allow for a
opportunity for sharing the pain and distress that many cases can cause professionals
(Faller, 1993; Porter, 1984).

Despite the fact that educators have to manage cases of sexually abused learners, and
subsequently require support and training, in many studies it has found that educators are

not receiving the support that they require.

The literature reveals a number of | ssigned for professionals dealing
with child sexual abuse. Most are nc ‘or educators but are designed for
specialists who were trained in the 12l abuse such as psychologists,

nurses or social workers who act as cof'ducators (Minard, 1993). They only

seem to address the trainh@ﬁf]{/e gf,lﬁ:ﬂ%ss 60fﬂFt (Bl'ietr H)éﬂegge around child sexual
abuse is improved. These progqaa& ﬁﬁéﬂl{ﬁ%@ﬂ@l}y .Bave the effect of increasing

knowledge about sexual abuse and lead to a positive change in the willingness to report
cases of abuse (Randolph & Gold, 1994). When training is provided to educators,
however, it is often procedural rather than personal. The personal aspect of educators
work is seldom valued and taken into account (McCallum, 2000; Skinner, 1999). Often
survivors can wait for months before being offered therapeutic help and alternative
sources of support for those dealing with an abused child are limited (Skinner, 1999).
There is therefore a lack of education around educators’ personal reactions to managing
such cases and there would appear to be a lack of effective support networks set up in

many schools.

One program, which would appear to meet these needs and has been documented, is a
Child Sexual Abuse Program that was set up by Kleemeier, Pohl and Webs. This program
included training on how to recognize behavioural and physical symptoms, how to
respond to disclosures and report sexual abuse. Focus is therefore not only on increasing

general awareness of the problem and recognizing the common signals often associated
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Chapter Three

3) Research Methodology

3.1 Introduction

The study was conducted at a Primary School situated in PK community of East London
in the Eastern Cape. The school comprises 1050 learners and 27 educators. The majority
of the learners come from PK and its surrounding areas, which includes a number of
informal settlements. The community of PK is a former coloured suburb and is one of the

most disadvantaged communities in Fast T.ondon. The housing is mostly sub-economic

with about 470 dwellings in Parksic e, 236 in C.C. Llloyd and 252 in
Parkridge (G. Gamiet, personal con ’004). According to the Buffalo
Flats Developmental Trust, there : a half thousand young people,
ranging from 15-30, who are either 1 chooling. Consequently there is a

high incidence of social and economi™Gls within the community with gang
violence being rife (P. Lofigypgs ropaydt yogp@igfignl—%x;@m@. Within this gang
culture, women are often seen ﬁ@%t@%mmléemst themselves with blanket
authority to rape and engage in unlawful sex. Robberies, stabbings, gang fights, drug
abuse, child sexual abuse and prostitution are common within the community (ibid). The
socio-economic conditions of the community are reflected in the school, with many
learners growing up in conditions of extreme poverty. It has been. reported by the
principal that they have to deal on a daily basis with learners who suffer from rejection as
well as physical and sexual abuse (G. Gamiet, personal communication, July, 2004).
Most of the educators within the school have therefore had experience in managing cases
of sexually abused learners. There are psychology students and interns from Fort Hare
University, of which the researcher is one, that come in once a week to the school. They
run life-skills and support groups for the learners. They also partake in the Care Team,
which is a forum whereby the educators and psychology students can work
collaboratively to problem solve and generate alternative solutions to learners’ scholastic,

emotional and behavioural difficulties.
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individuals and the social expressions of those thoughts and actions (Bentz & Shapiro,
1998; Schwandt, 2001). It is the world as it is encountered in everyday life and given in
direct and immediate experience, independent and prior to explanations and theoretical

explanations of any kind (Giorgio, 1975; Kvale, 1996).

Phenomenologists, therefore, focus on neither the human subject nor the human world,
but on the essence of the meaning of this interaction (Merriam, 2002). It is the life-world
and its phenomena that are regarded as the primary object for study for phenomenologists

(Schwandt, 2001). Phenomenology emphasizes lived phenomena precisely as they are
lived (Giorgi, 1975).

The phenomenological approach ai 1e specific. It is concerned with
understanding social and psycholog m the perspectives of the people

involved and they attempt to experienSugjj#nomena as these people must have

experienced it (Lester, 19@%?&1&9& %ﬁﬁﬁrlﬁéhibits a respect for the

phenomena and their primary Tqulé 10 Wx emk@d and render explicit what
was initially perceived (Kruger, 1988). '

The key word in phenomenology is ‘describe’. Phenomenologists therefore are not
concerned with ‘interpreting’ but are rather concerned with the unprejudiced descriptive
study of what the life world consists of — that is the structures of experience, of the
consciousness to which any thing, event or person appears, and the principles and
concepts that give form and meaning to the life world (Giorgio, 1975; Schwandt, 2001).
The researcher aims to describe as accurately as possible the phenomenon that appears to
consciousness precisely in the manner in which it so appears to the people involved
(Bentz & Shapiro, 1998; Kruger,‘ 1988; Moran & Mooney, 2001; Schwandt, 2001;
Turner, 2000). One is then able to grasp the qualitative diversity of their experiences and
to explicate their essential meanings. It attempts to get beyond immediately experienced
meanings in order to articulate the pre-reflective level of lived meanings and to make the
invisible visible (Kvale, 1996).
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Phenomenological descriptions are possible by turning away from things to their
meanings, from what is to the nature of what is, and by providing direct access to the
meaning of phenomena (Giorgi, 1975; Schwandt, 2001). Phenomenology pays particular
attention to the living experience of meaning and therefore to the peculiar nature of the
human encounter with the surrounding world. (Moran & Mooney, 2002).
Phenomenology therefore does not stop with the appearance but seeks the essence of the

appearance (ibid).

Turning away from things to their meanings can be accomplished by a certain

phenomenological reduction that e o place the common sense and
scientific foreknowledge about the | parentheses, in order to arrive at
an unprejudiced description of the 1omenon (Giorgio, 1975; Kvale,
1996; Schwandt, 2001). If we are t d and take a fresh, unprejudiced

look, untainted by scientific, metaphyu(jjjj#fous or cultural presuppositions or

attitudes, at the fundameﬁ&ff{} éis%ffﬂuﬁs Of:fllﬁaﬁ 1lgénerience in and of the
world, it is necessary to susperyivosamgwm g 551 asideoor suspend cognitively held

and theoretical views, which exist as a result of intentionality (Merriam, 2002; Mouton &

Joubert, 1990; Rose, Beeby & Parker 1995).

Phenomenological reduction does not involve an absolute absence of presuppositions, as
this is not possible in an absolute sense, but rather involves a critical analysis of one’s
own presuppositions and to -admit and acknowledge as explicitly as possible the
presuppositions that do exist (Giorgio, 1975; Kruger, 1988; Kvale, 1996).
Phenomenological researchers therefore usually explore their own experiences, in part to
examine dimensions of the experience, and in part to become aware of their own
prejudices, viewpoints and assumptions. These prejudices and assumptions are then
bracketed or set aside so as not to influence the process. Two main presuppositions
should be bracketed. The temptation to impose on the investigation of the life world
claims emanating from objective science or other authoritative sources, as well as those

to do with the imposition of criteria of validity arising outside the life world itself.
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Bracketing allows the experience of the phenomenon to be explored in terms of its own

intrinsic system of meaning not imposed on it from without (Merriam, 2002).

Phenomenology therefore is oriented entirely towards what is given immediately in
intuition, as the researcher should try and set aside all prejudgments, bracket their
experiences and rely on intuition to obtain a picture of the experience (Creswell, 1998)

‘Intuiting’ or ‘grasping’ refers to a mode of awareness and the processes involved in that
mode. It involves logical insight based on careful consideration of representative
examples and is not second sight or inspiration (Rose et al, 1995). Consequently,
phenomenology does not speculate 1ake inferences; it is supposed to

grasp them directly in immediate int oney, 2002).

3.3 Research Questions
The research questions of this study mv wllows:

a). How does managtlj%,loaseé 19{ W%lf Fbés]?% ﬁrﬁi{% impact personally on
educators working at a ppw&hcélpq],fmgg Eﬂ%gast London community?

b) What form of support do educators feel they need in order to help alleviate the

personal impact that managing cases of sexually abused learners has on them?

3.4 Data Collection Method
Audio-taped unstructured interviews were conducted by the researcher with the

informants. Morrisette (1999) defines the interview as not simply a matter of chunks of
information being transmitted between people, but a conversational process that is
participatory, collaborative and aesthetically rich. The words that are used do not convey

information but reflect the speaker’s world.

Unstructured interviews entail that the researcher suggests the general theme of
discussion and poses further questions as they come up in the spontaneous development
of the interaction between the researcher and the participant (Huysamen, 1994; Kvale,

1996) By deviating from using an interview schedule, room is allowed to reveal the
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feelings and beliefs of individuals and questions can be directed at the participants’
experiences, feelings, beliefs and convictions about the theme in question. By using an
unstructured interview, the researcher is able to focus on the first hand experience of the
life world of the individual, rather than on their own interpretation or speculative

explanations of it (Huysamen, 1994).

The researcher started the interview by asking the educator to describe how they
managed the case of a sexually abused learner, which then led up to questions around

how it impacted on them personally. The question of what form of support they feel they

need in order to help alleviate the pe 1anaging cases of sexually abused
learners has on them, was then pose: '«d questions were asked about the
educator’s experiences, feelings an personal impact that managing
cases of sexually abused learners h nded questions were used in the

interviews so that predetermined catcSjjj#terpretation would not be imposed

(Thomas, Smucker & Drtglﬁlivé Jﬁf&?&f mei éot looking for specific
answers but attempted to gain %@é{ﬁgfgﬁiﬂ&éﬁi{@%personal experiences.

The interview sessions were open-ended and were conducted in an informal non-directive
manner as suggested by Kruger (1988). They were conducted in an office where there
was privacy and no interruptions. A relaxed atmosphere was created and anonymity and

confidentiality was guaranteed to the participants.

3.5 The participants
Availability sampling was used in selecting the participants (Babbie & Moutton, 2001;

Bless & Higson-Smith, 1995). Informed consent was gained from the participants. After
explaining the purpose of the study, and obtaining permission from the principal of the
school, the researcher spoke to the educators and distributed a letter whereby the
researcher stated the purpose of the study. The letter requested the participation of
volunteers, who had been involved extensively in managing at least one case of a

sexually abused learner in their teaching capacity at school. The letters incorporated a
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Seel that I must, you know I need to speak to somebody else I need to then. All of them

are younger and ... just talking and praying gives you that peace.

[BF]

[T]

She has got support systems, which consist of talking and sharing with
people, especially those young believers, as she feels they are learning from
each other and it gives her peace and strength.

Support from talking to others

4.2.5 Second Order Thematic Cluster of the Participant 2

The number (#) — First Order Clusters

[CD]

- Cluster Description

1) Fear and anxiety (1,8 & 9)

[CD]

She felt anxious to cor » she suspected had been abused, as

she was going on suspicio S an fact. She was also anxious that this

learner wouti]’lﬁw' @ISW’ Ihf3?§d for her that she would
test HIV negativq%éﬁ? 1t seqred - whEsy #hp heard that the perpetrator had

broken out of jail and she was worried that he would come to the school.

2) Support from health department nurse (1)

[CD]

Even though she was too scared to report if she suspected that a learner was
being abused, when the nurse came to the school she was able to speak to her and

voice her suspicions.

3) Sadness, Compassion and empathy (3,5,12,16 & 19)

[CD]

When managing cases of sexually abused learners she experiences a lot of

compassion and sadness, as a result of seeing what is happening to children and
knowing that they do not deserve it. She felt that it was unfair that this learner
had to go through such things and would plead with the Lord to help the child.
She believes this compassion and love she has for woman and children is a result

of having undergone many forms of abuse herself.
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supportive environment amongst the educators, which one participant felt was lacking.
The majority of the participants felt that they needed support from professional
psychologists who could provide therapy to the sexually abused learners as well as
provide educators with new ideas and methods to manage the sexually abused learner
within the classroom. It was also felt that access to the schools internet facilities would
serve as a potential support for educators and léamers, as it should provide access to
support systems such as Lifeline, which will be useful to learners who might find

confiding in educators difficult.

Despite feeling that they needed addi maging cases of sexually abused
learners, some educators drew on st to others. This included people
outside of school as well as the more rs within the school. Half of the
participants felt that they received st ol management. Support is also

received from the Fort Hare Psychologic'entre, which provides counseling to

sexually abused learners. %me %f éh[Q pefg}n&afti:déxfxteﬁﬁ%pét from the church and
their belief in God. It was felt ﬂTbMﬁ@”ﬁ%&@H&?% support from nurses within

the Health Department, as they used to come to the schools and the educators were able
to voice their suspicions about the abuse of certain learners. Finally one educator felt that
her belief in the learners’ own ability to solve problems and her own inability to solve the

problem alone, helped her cope.
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This did though lead her to identify more with the sexually abused learner. It was also
found within the study that managing cases of sexually abused learners had an impact on
some of the participants as parents, as they became aware that abuse could be perpetrated
against their own children and so they became more protective over their children and
more vigilant in increasing their awareness of abuse. This was also described by Faller

(2003) who reported that managing cases of sexual abuse can influence parenting.

Research conducted by Skinner (1999) in the north of England, yielded comparable

results to the present study, despite being conducted in very different contexts.

Participants in both studies experien ety, powerlessness, helplessness,
role conflict, dissatisfaction with th ase and conflict with colleagues
when managing cases of sexually ab e present study role conflict was
experienced in that the educator felt 1 rotect the learner but realized the

limited role that she has as an educatd' They also experienced a sense of

astonishment when the learlx}frs disclosed to t181f ﬁgﬁcﬁgﬁlécted by Mzamo (2003)
in the South African context alqa )agtmcgfi ﬁi{xﬁ%gﬂgﬁ%to the present study in that

the participants experienced a sense of sadness, helplessness and frustration.

It has been found in the literature that professionals managing sexual abuse cases can
experience a desire to avoid the situation and escape from it, as a result of feelings of
anxiety and dread (Faller, 1993; Jones, 1989; Waltham, 1989). The participants in the
present study, however, did not experience this. In contrast, the majority of the
participants experienced a sense of personal responsibility. This was felt by virtue of the
fact that the learners were in their class, that there was a lack of support from the
learners’ parents as well as the fact that the learners had decided to disclose to them. This
correlates with reports that despite being faced with a distressed and traumatized child,

educators often have no option but to respond despite their feelings of inadequacy
(McCallum, 2000).

It has been reported that educators often experience a huge amount of pressure when a

child discloses abuse, as the learner is often traumatized and the educator has to provide
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emotional support for the learner (Maher, 1988; Minard, 1993; Porter, 1984). This was
experienced by one of the educators in the present study. She experienced an added
pressure as she felt responsible for the sexually abused learners’ cognitive as well as
emotional development and had to do even more in class with these learners, as she feels
they often either withdraw or display discipline problems. Consequently, in the present
study, it was found that managing these cases of sexually abused learners had an impact
on nearly all of the participants as educators, which does not seem to have been
documented in other studies. It catapulted educators into being more proactive in
educating learners about sexual abuse and made one participant question whether she can
play an active role in improving so as also seen as a good learning
experience for one, as she is now av to take the learners’ context into

consideration before assuming anythi

Feelings of anger and frustration, an'sin'ty of sources, are often experienced
by professionals managing@ases of sexua(ll abfsﬁ leaflﬁg%nés, 1989; Mabher, 1988;

Mzamo, 2003). This would seetp t& SRS f?lw gxﬂgﬁegience of the participants in

the present study, where frustration arose from communication difficulties with Xhosa
speaking learners and the lack of finances learners have to attend therapy. Self-doubt was
also experienced by a participant in the present study as a result of her colleagues
disbelieving that the learner had actually been abused. In the literature it reports that
educators often experience feelings of self-doubt when maﬁaging cases of sexually
abused learners (McCallum, 2000). Empathy was experienced by a participant in the
present study in that it made her reflect on how she would have dealt with such a trauma
in her own life. This does not seem to have been reported in previous studies or literature.
Feelings of emptiness and fatigue were also mentioned in the present study, which does

not seem to appear in previous research or literature.

As a result of having such an important role to play in the management of sexually
abused learners and the profound impact that it may have on them, it is felt that educators’
require both administrative, procedural support as well as personal support (Jones, 1984;

McCallum, 2000; Skinner, 1999). Results from the present study indicate that this is
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exactly what the participants feel is needed. Procedurally, some of the participants felt
that they should be provided with training in counseling skills as well as a general
training around sexual abuse issues. One participant in the study had received relevant
training in child sexual abuse and another had equipped herself with the necessary
counseling skills and self care skills, which had helped both of them manage such cases.
The participants, however, felt that in addition to the procedural support they also needed
personal support. They therefore believed that there should be a forum available to them
that would meet on a regular basis, which could provide support and encouragement to

the educators in their school and would consist of the educators as well as the

psychologists working at the school . the educators could share their
own experiences and feelings with e: these acknowledged. Within this
forum they should also be provided estions on how to deal with the
problem in their class. A similar for \e participant’s school at present

called the Care Team. The participants,"not feel that it is a useful forum at

present, as it focuses moreUn the sufg%m:f of (t)hf Pﬂg]{@f tHl tl}e educators and with all
the questioning, it can lead to fe#iaés %léﬁ;’inﬁlcﬁ%é?meinﬁmidated.

Child sexual abuse is not something to be dealt with alone and educators need colleagues
and people with whom to share their feelings, to co-work with and to provide support,
understanding and advice so as to prevent a sense of isolation and overwhelming
responsibility (Doyle, 1997; Faller, 1993; Jones, 1998; Maher, 1988). The support
structure that was suggested by the participants would appear to fulfill these criteria as it
would provide a forum whereby the educators could gain support from colleagues and
share their feelings, which should prevent a sense of isolation and overwhelming
responsibility. Some of the participants in the present study mentioned that talking to
others within and outside of school also helped them deal with the way in which
managing these cases impacted on them personally. This reinforces the idea that it is
important that educators have people with whom they can share their feelings and gain
support. It was reported in the study that some of the participants had received support

from the school management in that they had been allowed to take the necessary steps in
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cases of sexually abused learners can have on educators, it is hoped that their experiences
can be acknowledged and the importance of the need for relevant support structures be

realized.

Secondly, the researcher wanted to know what form of support educators feel they need
in order to help alleviate the personal impact, that managing cases of sexually abused
learners, has on them. It was found in the study that the educators felt that they needed
both procedural as well as personal support. They felt that:

e They should be provided w s training as well as a general
training around sexual abuse
e There should be a forum av 's that would meet on a regular

basis, which could provide ragement for them. Within this
forum the educators could sharo@jjjjjffexperiences and feelings with each

other and have theﬂﬁwgiegiw %fyF]BTlE mlie é)rovided with possible
suggestions on how to d%@i&h@p{ﬂb}g&@l [Bsit-glass, within this forum.

e Professional psychologists are needed to provide the sexually abused learners
with therapy as well as provide educators with new ideas and methods to deal

with the learner in the class.

These suggestions correlate with the literature about what that professionals who are
managing cases of sexually abuse feel is needed in order to cope. This literature
emphasizes the need to work in a multidisciplinary team, and the need for educators to
have colleagues and people with whom to share their feelings, to co-work with and to
provide support, understanding and advice (Doyle, 1997; Faller, 1993; Jones, 1998;
Mabher, 1988).

Other ideas around support that came out of the present study include:
e The need for educators to be trained around the awareness that it is not always
possible to have solutions to problems and that learners do have strengths and

knowledge that they can draw on.

87

























































































































































































