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‘Sexual violence is not good for our country’s development’.
Students’ interpretations of sexual violence in a secondary
school in Addis Ababa, Ethiopia
Marielle L. J. Le Mat

Department of Geography, Planning and International Development Studies, University of Amsterdam,
Amsterdam, The Netherlands

ABSTRACT
It has been increasingly recognised that sexual violence in schools is
one of the major concerns with regard to promoting sexual and
reproductive health and rights. This paper examines how boys
and girls define, experience, and interpret sexual violence in a
secondary school in Addis Ababa, Ethiopia, and considers from
their perspectives, how sexual violence can be addressed
effectively in formal educational settings. Fifteen in-depth
interviews and two focus group discussions revealed how these
views can be strikingly different for boys and girls: boys sharing a
theoretical and instrumental view on sexual violence, as opposed
to girls’ emotional views based on their experiences. This major
difference in understanding complicates teaching about sexuality,
and leaves room for sexual violence to remain tolerated in
schools. Nevertheless, all students express the need to learn
openly about sexuality, and particularly to reflect on the
contradicting messages they receive from their environment.

ARTICLE HISTORY
Received 24 February 2014
Revised 20 November 2015
Accepted 14 December 2015

KEYWORDS
Gender; sexual and
reproductive health and
rights; sexual violence;
comprehensive sexuality
education; Ethiopia; sub-
Saharan Africa

Introduction

Sexual violence taking place in schools is recognised as one of the major challenges in
regard to promoting sexual and reproductive health and rights (WHO 2002; Wood,
Maforah, and Jewkes 1998). It is a worldwide phenomenon, yet with the HIV/AIDS pan-
demic it has gained increased attention in sub-Saharan African context (Leach 2003;
Leach and Humphreys 2007). This is because sexual violence plays a crucial role in the
spread of HIV/AIDS, increasing the likelihood of infections and spread of the virus
through unsafe contact with multiple partners. For women in particular, one reason
why the chance of infections is higher (alongside a higher biological susceptibility of
women to HIV than men (Glynn et al. 2001)), is because they often have limited agency
in deciding about condom use, particularly in the cases involving sexual violence (Mane
and Aggleton 2001; WHO 2002; Wood, Maforah, and Jewkes 1998). Now, in a time with
increasing attention being paid to the effectiveness of sexuality education, its relation
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to addressing sexual violence can no longer be ignored. Moreover, sexual violence can
lead to devastating physical and psychological consequences such as unwanted pregnan-
cies, sexually transmitted diseases (STDs), fear, low self-esteem and depression, often
resulting in early drop out from schooling (Bott 2010; Gelaye et al. 2009; Gossaye et al.
2003). Nevertheless, in many schools situated in sub-Saharan African contexts, sexual vio-
lence seems to be highly normalised and tolerated (Dunne, Humphreys, and Leach 2006;
Leach 2003; Leach and Humphreys 2007; Mirembe and Davies 2001).

This article discusses research that aimed to gain more insight into sexual violence
taking place in schools, by studying a secondary school in Addis Ababa, Ethiopia.
Schools constitute places where, ideally, young people learn in a safe environment. On
top of that, schools are increasingly regarded as important sites to promote sexual and
reproductive health among adolescents bymeans of sexuality education. Ironically, the tol-
eration of sexual violence in these supposedly safe sites which are supportive of sexual and
reproductive health promotion can be unsettling in terms of gender identities (Leach 2003;
Mirembe and Davies 2001), leading to confusion for young people about, for instance, what
it means to be a man or a woman (Epstein and Johnson 1998; Stromquist and Fischman
2009). In order to enhance our understanding about the context and manifestations of
sexual violence, it is crucial to investigate views of those who experience, witness, and/or
perpetuate sexual violence in and around secondary schools, namely girls and boys.

This article looks at how boys and girls define, experience, and interpret sexual violence in
schools, and considers their perspectives on how it should be addressed in formal edu-
cational settings. It reveals how the views of boys and girls are strikingly different. Generally,
boys’ views tend to be pragmatic and instrumental, as opposed to girls’ highly personal and
emotional encounters with sexual violence. The divergence in views held by most girls and
boys leads to large misunderstandings between them, allowing space for continued tolera-
tion of sexual violence. The article suggests that sexual violence can be effectively addressed
through comprehensive sexuality education (CSE) programmes, but in order to be success-
ful, these programmes should firstly take into account the varying needs and interpretations
of sexual violence of young people (in line with Allen 2005). Secondly, they should be sup-
ported by broader school policy and inclusion of community members. Reasoning from a
relational approach to gender (Connell 2002), schools can address sexual violence as sites
where current (patriarchal) power relations are questioned and transformed, hostile andmis-
ogynistic emotional relations are condemned, and symbolic relations reflect gender equality
norms. However, despite such opportunities for a school to challenge and change the
current gender order (i.e. the structure of gender relations in a given society at a given
time), the perspectives of students illustrate how schools mirror and reproduce the inequal-
ities and patriarchal structures present in Ethiopian society.

Gender, sexual violence, and schooling

Defining sexual violence

Definitions of sexual violence vary widely among researchers, professionals, and organis-
ations. Because of this, it is difficult to estimate the prevalence of the problem. Secondly,
due to the sensitivity of the topic, exact incidence numbers are hard to determine.
However, for Ethiopia, the World Health Organization (WHO) (2005) estimates that 59%
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of all women have experienced sexual violence in their life time. The WHO defines sexual
violence as:

any sexual act, attempt to obtain a sexual act, unwanted sexual comments or advances, or acts
to traffic or otherwise directed, against a person’s sexuality using coercion, by any person
regardless of their relationship to the victim, in any setting, including but not limited to
home and work. (2011 cited in WHO 2014, 2)

What is essential in defining sexual violence is the imbalance of power in gendered
relations that is at the core of sexual violence (Leach and Humphreys 2007). One of the
causes of this can be found in the patriarchal history and structures of Ethiopian society
and sub-Saharan African societies more broadly, that favour male dominance and male
sexual entitlement (Jewkes, Sen, and Garcia-Moreno 2002). Not surprisingly, most violence
is thus directed against girls (Jewkes, Sen, and Garcia-Moreno 2002; WHO 2002, 2011,
2014). Schools are a very particular site in society where this is expressed, and as a conse-
quence, young school girls are vulnerable to discrimination and violence (Leach 2003;
Leach and Humphreys 2007).

What is also important to recognise is that with regard to gender, a binary view of girls
only as victims and boys as perpetrators of sexual violence should be avoided. In schools,
for instance, other manifestations of sexual violence, such as homophobic, or girl-on-girl
violence confirm that sexual violence is not only performed by boys against girls, and
these other forms of violence in gendered relations cannot be ignored (Leach and Hum-
phreys 2007).

A relational theory of sexual violence in schools

In illustrating how social institutions reflect a ‘gender order’ Connell (2002) employs a rela-
tional theory and distinguishes between (1) Power relations; (2) Production relations; (3)
Emotional relations; and (4) Symbolic relations, to provide a framework of gender analysis.
In short, power relations refer to structures in society that could be patriarchal: they reflect
male dominance by means of the overall subordination of women. Production relations
refer to the presence (or absence) of a gendered division of labour. The third dimension of
emotional relations could refer to sexual and non-sexual emotional attachments to others;
symbolic relations signifymeaningsandsymbols, suchas language, that express gender attri-
butes. These types of relations, and theway they are constantly re-negotiated, for instance, in
a school, constitute a gender regime that is part of a larger gender order in society.

Schools, analysed according to this framework, are firstly sites where power relations
are being constructed, acted upon, and played out. Common features of this form are
power relations between teachers and students, and within peer group cultures (Leach
2003; Mirembe and Davies 2001). Such power relations could, on the one hand, reflect
the patriarchal structure of society, socialising young people according to the traditional
norms of society about what it means to be a boy or a girl (Epstein and Johnson 1998;
Stromquist and Fischman 2009). On the other hand, education can also be a means of con-
testing existing power relations, in this case questioning the power differences based on
gender. In fact, this article will show how CSE has the potential to inspire students to act
against gender injustices they witness or experience, but at the same time point to how
the implementation of CSE can also limit a deep questioning of current gender regimes.
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Secondly, schools are sites where work-based and production relations are reinforced
or transformed, through, for instance, a division of labour between boys and girls, or pur-
posely changing traditional divisions of labour. Thirdly, emotional relations are formed in
schools, through interaction with peers and teachers, which shapes emotions about
oneself, and one’s sexuality. Gender violence in this case, reflects hostile relations and
notions towards a certain gender category, and can reflect, for instance, feelings of miso-
gyny or homophobia (Connell 2002). The CSE programme that runs in a school could be
seen as part of the re-negotiation of emotional relations, by paying attention to sexual
development and identity, and the promotion of self-determination in decisions about
students’ own (sexual) choices. Lastly, symbolic relations of society are reflected in
schools, in, for example, dress codes (e.g. rules about the length of the skirt) or language
used towards or about girls or boys.

Causes, consequences, and contexts of sexual violence in schools

Girls can suffer from sexual violence from both their teachers and their peers. In the
authoritarian school cultures characteristic of African societies, teachers cannot be ques-
tioned by their pupils, even if their behaviour is abusive (Leach 2003). In fact, sexual vio-
lence can be seen as a punishment for something the student has done wrong (Jewkes,
Penn-Kekana, and Rose-Junius 2005). Accounts of sexual violence directed by (mostly
male) teachers to their (female) students, have been observed in the form of forced sex
(rape), or manipulation for sex through students’ marks (e.g. teachers give their students
a low mark, and tell them they can ‘solve’ this problem by sleeping with them) (Jewkes and
Abrahams 2002; Omaar and de Waal 1994). These examples illustrate power dynamics and
a patriarchal societal structure as observed in particular schools (Connell 2002).

Secondly, the peer group culture influences the socialisation process of young girls and
boys. In schools in Zimbabwe, Malawi, and Ghana, girls were expected to be obedient to
the aggressive behaviour of boys (Leach 2003). Again, this illustrates the patriarchal notion
that girls should be submissive to the more powerful position of their male peers. As a
result, many young women experience fear (Bhana 2012), and have limited agency in
making choices concerning sexual intercourse, and with that, protecting themselves
from possible STDs and unwanted pregnancies (Wood, Maforah, and Jewkes 1998). This
might also apply to gendered roles within transactional sexual relationships (sex in
exchange for money or valuables) among youth, but also between young people and tea-
chers (Leclerc-Madlala 2003; Maganja et al. 2007; Nyanzi, Pool, and Kinsman 2001).
Another example of the segregated experiences and expectations of girls and boys is
how, in Ethiopia, young men are generally expected to have sexual knowledge and be
sexually active, whereas for Ethiopian young women this would be regarded as shameful,
and many stay silent about this for religious, social, and cultural reasons (Kebede, Hilden,
and Middelthon 2014).

Addressing sexual violence in schools

Schools are often seen as a crucial site to educate and address societal problems such as
sexual violence, for instance, through CSE, or respectful relationships education, but this
claim is not uncontentious (Braeken and Cardinal 2008; Jewkes, Sen, and Garcia-Moreno
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2002; Ollis 2014). Braeken and Cardinal (2008) argue that CSE should include a strong
gender perspective, and should promote knowledge, skills, and judgement-free edu-
cation. This way, young people are given the possibility for critical inquiry, which is
crucial for thinking about sexuality, and sexual violence (Bajaj 2009). However, firstly it
can be questioned to what extent the implementation of such programmes is in line
with its comprehensive design. Of use here is the framework developed by Miedema,
Maxwell, and Aggleton (2011) which provides three categories for conceptualising sexu-
ality education: scientifically informed, rights-informed, and moralistically informed
approaches. The differences in these approaches are crucial as they bring to light under-
lying assumptions of the programmes, facilitators, and its intended outcomes, for example:
is sexuality education aimed at changing risky behaviours; enabling young people to know
and think about their rights; or instilling certain (conservative) moral values? Secondly,
from a ‘developmentalist’ approach, the focus of many programmes is on improving
health outcomes (e.g. increased condom use, decrease in STDs or maternal morbidity)
which in turn is seen as leading to ‘modernisation’ (Lewis 2002). As I argue below, this
view is expressed by some students as well, and in effect reduces sexuality education to
a means for economic development. Such an approach also fails to fully recognise the
social structural factors that contribute to sexual violence (Ampofo, Beoku-Betts, Njambi,
and Osirim 2004).

Secondly, whether sexuality education programmes are actually very helpful in
acknowledging sexual violence can also be questioned, given the sexually charged
environment in schools and society (Leach 2003). It is not surprising that schools, as insti-
tutions that reflect society’s regimes, experience cultural and social constraints on the suc-
cessful implementation of sexuality education programmes (Iyer and Aggleton 2013), and
these affect how sexual violence is addressed by teachers and students. Therefore, this
requires a whole school process, one that pays attention to formal and informal structures
in the school, and involves not only students and teachers, but also parents and the com-
munity (Meyer 2008). This means that power relations should not only be addressed and
re-negotiated within the classroom or school system, but also at broader support levels as
well as the level of formal governance (Connell 2002).

Lastly, it is crucial to include and respond to the opinions and lived experiences of
young people in the design of educational programmes such as CSE or respectful relation-
ships education (Allen 2005; Ollis 2014), including topics on sexual violence. Further,
including boys and young men is a less common approach in addressing gender equality
and sexual violence, yet it is crucial to include their views and voices in investigating these
matters (Barker and Ricardo 2005; Varga 2001). Listening to their perspectives, and
especially when contrasted to those of girls, is vital for understanding the phenomenon
of sexual violence, and informing policy and practice directed to addressing it.

Contextual background

This article concerns sexual violence in a secondary school in Addis Ababa, Ethiopia.
Because of the difficulty and sensitivity of the topic, there has been little research on
sexual violence in Ethiopia (Gossaye et al. 2003). However, what is known with regard
to sexual violence, is that Ethiopia’s rate of intimate partner violence is one of the
highest among countries included in the WHO Multi Country Study of Violence Against
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Women (WHO 2005). Results from community-based studies indicate that 50–60% of
Ethiopian women experience gender-based violence in their lifetime (Deyessa et al.
2009; Gossaye et al. 2003; Yigzaw, Yibrie, and Kebede 2004). These indications reflect
norms and structures in society, which are reproduced by socialisation and gendered
relations in schools, as I show below.

There is also serious concern about the high rates of sexual violence among secondary
school students. One dissertation study on sexual violence in secondary schools in the East
of Ethiopia, reported that 70% of the young men and 68% of the young women had
respectively offended or become a victim of sexual violence (measured along a continuum
from intimidation to sexual force) (Bekele 2012). With regard to sexual force, 38% of the
men reported to be an offender, and 25% of the young women to be a victim of forced
sexual intercourse (Bekele 2012). In another Ethiopian study among 1401 female high
school students in Addis Ababa and Western Shoa, 74% had reported sexual harassment,
with consequences such as physical problems, unwanted pregnancies and social isolation,
fear and phobia, hopelessness, and suicide attempt (Mulugeta, Kassaye, and Berhane
1998). It has also been shown that students who have experienced sexual violence are
more likely to show symptoms of depression (Gelaye et al. 2009). Yet, in Ethiopian
society these matters are rarely brought to justice, due in large part to the shame and
taboo attached to talking about rape or sexual harassment, and because of weaknesses
in the law enforcement system (Gossaye et al. 2003). This shows how structures in
society constrain how or whether sexual violence can be addressed; and it also points
to how girls’ well-being in particular can be negatively affected by school cultures that
reinforce gender norms.

The school which is the focus of this study, is situated in Merkato (Africa’s biggest
market) area, known to be one of the poorer areas of the capital city. It is a government
school with a population of 2136 students (52% female), from mostly low-income
migrant and merchant families. At the time of fieldwork, the school had run a CSE pro-
gramme for five months. The programme, on paper (classroom practice might diverge
from the original design of the programme), had a CSE framework (Braeken and Cardinal
2008) and aimed to empower young people to make their own decisions by giving fact-
based information about sexuality, and opening up discussion around sensitive and taboo
topics. Topics discussed include body change, gender relations, sexual intercourse, and
decision-making. One of the 16 lessons covered information about sexual violence in par-
ticular. The sessions took place in mixed-sex classes, and aimed to promote a positive view
on sexuality. Eighty students joined this extra-curricular programme at the time of
fieldwork.

Method

The results presented in this article are based on a study involving 29 interviews and 4
focus group discussions with teachers, students, and sexual and reproductive health pro-
fessionals in Addis Ababa. The study aimed to explore how they define, experience, and
interpret sexual violence against girls in secondary schools in Addis Ababa, Ethiopia,
and from their perspectives, how sexual violence can be addressed effectively in formal
educational settings. Fourteen girls and 11 boys participated, of which 5 girls and 5
boys expressed their views in focus group discussions, and interviews were conducted
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with 9 girls and 6 boys. All boys and girls (aged 14–18) were in grades nine and 10, in the
same secondary school in the centre of Addis Ababa. By hearing and contrasting their
views, voice was given to these young people, which, I argue, is essential in sexuality
research as it gives insight to their experiences which would otherwise not have been
revealed (see e.g. Ollis 2014).

Interviews and focus groups discussions were held in English in a semi-structured, in-
depth fashion. Open-ended questions were used, asking, for instance, ‘how would you
define sexual violence?’ or ‘in your opinion, what are the causes of sexual violence in
school?’ It was ensured that all participants were involved on a voluntary basis and that
they understood they could leave or withdraw at any time, and that all information was
confidential.

A quiet classroom was chosen, so that no one could overhear the conversation, since it
was important that participants would feel free to share and not fear being overheard by
others (Bloor et al. 2001; Brady 2005). While similar questions were asked in the focus
groups and interviews, in the focus groups there was a stronger emphasis on finding con-
sensus about, for example, definitions of sexual violence or its causes. Significantly, inter-
actions between the participants in focus group discussions shed light on various
interpretations of sexual violence: the negotiations between participants revealed impor-
tant insights into their frameworks of interpretation, and proved valuable in building the
overall analysis of students’ views.

A pre-defined coding scheme was developed in order to analyse how participants
define, experience, interpret sexual violence and how it should be addressed as respective
constructs. After this initial coding phase, ‘open coding’ was used to develop more
detailed insights. Construct-specific displays were then developed to organise the data
and get a full view of its contents (Miles and Huberman 1994). For instance, one display
compared the responses of boys and girls about their definitions of sexual violence.
With regard to gender, data analysis was done against a constructivist framework that
does not treat gender as static, but as a constructed notion through interaction. This is
reflected by the focus on individuals’ experiences and definitions that construct their
interpretations of sexual violence. At the same time, however, data analysis contrasted
the views of girls and boys, which revealed crucial differences in interpretations
between them.

As with any study, there were some limitations. Firstly, the majority of students found it
challenging to express their ideas in English, which sometimes led to confusion. Secondly,
as a relatively small number of people participated in the research, and as it is based in a
specific place, generalisations cannot be made based on this study alone. Nevertheless,
the aim of this study was not to generalise or to be representative, but to gain in-depth
insights and more understanding about different views of sexual violence in and
around school.

Results

Defining sexual violence

In line with definitions from WHO (2002), boys and girls defined sexual violence as a sexual
act or attempt directed against someone else (mostly girls) without their consent. Boys
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and girls used words such as ‘inferiority’ and ‘superiority’, typically reflecting girls’ submis-
siveness and male dominance, to describe how they would define sexual violence. All boys
and girls placed this in a framework of gender norms: gender inequality was at the heart of
sexual violence, and their cultural heritage of gender unequal norms and practices was
mentioned as part and context of sexual violence. In stating this, they implicitly referred
to the current gender order in their society (Connell 2002). Most students added the
need to re-negotiate this order through schooling.

There were striking differences in the ways girls and boys elaborated their definitions.
Four of the 11 boys named examples of sexual violence such as hitting, insulting,
unwanted touches, and forced sex. The other boys could not think of any examples of
sexual violence, and repeatedly said that sexual violence is a ‘misunderstanding’ and
‘bad habit’ of their society, seemingly recapitulating what they had learned in class.
Girls however, clearly spoke from their experience and were often highly emotional in
talking about sexual violence. They also mentioned insults, unwanted comments,
touches, and forced sex as manifestations of sexual violence, adding that fear of violence
also played a major part in their lives, clearly confirming that fear is an essential part of
defining sexual violence. This is in line with earlier research of Leach and Humphreys
(2007) who included fear in their definition of sexual violence, and Bhana (2012) revealing
how fear of violence is a daily struggle affecting a sense of freedom for girls in South Africa.
Finally, girls mentioned their ‘diminished psychology’ (feeling less worthy, and capable
than boys) as another influential aspect of sexual violence, something not mentioned at
all by boys. It thus seems that boys’ knowledge and definitions of sexual violence are
often more abstract, distant, and pragmatic compared to the emotional definitions of
girls affected by fear and experience.

Without a doubt, sexual violence was seen as a bad thing by both girls and boys, as they
started off the interviews. What is interesting though, is that sexual intercourse itself was
also viewed as bad by some boys and girls. One boy even classified sexual intercourse as
sexual violence, because ‘it is not safe for high school students’, his discursive motive being
the risk of STDs or unwanted pregnancies, which would pose educational and future econ-
omic limitations for them. These lines of thought likely reflect lessons, advice, and general
opinions circulating at home and the wider society about sexual intercourse. As shown in
other investigations, pre-marital sexual intercourse is often considered to be immoral, and
accordingly, CSE lessons in schools have typically been shaped along abstinence-only
approaches (Braeken and Cardinal 2008; Miedema, Maxwell, and Aggleton 2011; Oshi,
Nakalema, and Oshi 2005). Despite its comprehensive framework on paper, it seems
likely, from what students reflect, that classroom implementation of the CSE programme
in the school also promotes abstinence practices and negatively judges sexual activity for
high school students. These messages are clearly reflected in the views of boys and girls on
sexuality and sexual violence.

Experiences in and around school

Before describing and reflecting upon how boys and girls experience sexual violence, it
should be noted that most boys and girls emphasised that the prevalence of sexual vio-
lence is decreasing in their country, particularly in Addis Ababa, as opposed to the rural
sites of Ethiopia. The reason for this, they pointed out, is that people are better educated
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nowadays, by which they have the awareness that sexual violence is a bad habit of their
society and should be stopped. According to students in this school in Addis Ababa, the
gender order in Ethiopia is changing with modernisation and education, and this is hap-
pening in the capital city more rapidly than in the rural areas of the country. This can be
explained by the influence of international NGOs working in, for example, health and/or
women’s rights. According to students, schooling has thus helped in challenging patriar-
chal structures and power relations in society, supporting the more general argument that
the gender order is a historical product, and subject to change (Connell 2002). However
hopeful this idea and tendency is, the stories of many girls and some boys in this study
rather reveal that sexual violence is still highly present in the daily lives of many.

Girls experience sexual violence in school from both boys and male teachers. All girls
had stories to share about this. Firstly, girls experienced sexual violence from boys
when they commented on how girls look, or touched girls without their permission.
One girl shared that boys in her class touch her and how this makes her feel tense.
With regard to their relationships with boys, girls experienced boys to be forceful and
aggressive. Moreover, they found it difficult to negotiate relationships and sex. In discuss-
ing some boys’ persistent behaviour when asking for sex, one girl explained:

If one boy loves any girl, he pleases them [referring to insisting on having sex]. He really really
pleases them. So she can’t stop him. (… ) He doesn’t stop. To stop him, it’s difficult. For her, it’s
difficult. So, if one boy pleased her or anything, or do anything for her, she can advise him, but
she can’t stop this. (Girl, grade 9, focus group discussion)

With regard to their teachers, girls reported feeling discriminated in class when teachers
do not listen to them, but do listen to their classmates who are boys. In addition, girls
shared that especially during gym class, teachers watch and comment on the girls’
clothes and looks, which makes them shy and uncomfortable. More worryingly, girls
feared and experienced sexual corruption: manipulation for sex by teachers through
marks. The examples related to this illustrate how power relations between teachers and
female students are played out in school, and how girls have difficulty opposing this
gender regime (Connell 2002). Previous research has shown that teachers can indeed be
perpetrators of sexual violence by ‘sexual corruption’ through marks (Jewkes and Abra-
hams 2002; Omaar and de Waal 1994). Although it is thought to be a phenomenon
typical at university, this research shows that girls in secondary school also experience this:

(… ) sometimes when students get a mark, lowmark, mark decrease. Then, the teachers speak
about sexual intercourse (… ). The students are very afraid. When the marks are zero, or
incomplete, the students are very angry. Yes, therefore, the teachers ask the students for
sexual intercourse.
(… )
When my friend, she got a small mark. In maths. In this time, the teacher asked my friend to
get in sexual intercourse. (Girl, Grade 10)

Not only do girls experience forms of sexual violence from boys and teachers, toleration
of it is another alarming factor that leaves room for sexual violence to continue and be
resistant to change. Girls themselves also experienced barriers to address injustices. For
instance, the girl who shared her story about her maths teacher was disappointed by
the management of the school who could not do anything because the sexual intercourse
did not actually take place, revealing how indeed teachers and school management, who
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are in a dominant power position, can obstruct the issue from being properly addressed.
As shockingly, girls themselves also seemed to tolerate or accept a ‘girls-as-victims’ view of
sexual violence, by stating they have to accept whatever happens to them:

We (girls) will get difficulties from students, from boys. Or from male teachers. (… ) But, if we
think that, we are learning for knowledge, we have to accept whatever it is that happens to us.
So, there are difficult things for females, more than for males. But we have to know that if we
get trouble, doesn’t matter, we’ll get a better life if we are trying to know or if we are trying to
get the knowledge that we want. (Girl, grade 9, focus group discussion)

In reference to Connell’s (2002) relational theory of gender, the above examples illus-
trate struggles within emotional and power relations. The girls strongly emphasised the
role of fear in their emotional attachments towards peers, teachers, and disappointment
in their learning opportunities and relations with school management. At the same
time, power relations between the girls and boys, teachers, and school management
(negatively) influence this fear, disappointment, and hope for actual change. The
example of how girls are not listened to in class (but boys are), and how some girls con-
cluded that they have to tolerate oppression in the form of sexual violence for a better life
afterwards, shows the dominant power positions teachers and boys have in relation to
these girls.

What is surprising given the stories and experiences of the girls, however, is that most
boys were convinced that sexual violence does not happen in their school. Apart from
gender inequalities that might occur at the homes of the students, most boys could not
think of any examples in school that relate to sexual violence. Their argument was
based on the fact that they are educated, plus there is a ‘school rule’ (codes of ethics)
stating boys and girls are equal in the school, as well as a new constitution which states
that everybody is equal in the society too. This is why, according to them, the prevalence
of sexual violence is low, and therefore sexual violence cannot happen in their school. Con-
trary to the girls, these boys did not seem to be aware of the imbalance in emotional
relations, or their dominant power positions that these girls were negatively affected by.

Interestingly, there were three boys who held different views. Some of them expressed
anger and frustration about their experiences with sexual violence. One boy, for instance,
had heard from one of his female friends with whom he attends CSE class, that a teacher
had tried to manipulate her through her marks for sexual intercourse. After hearing this
story, the boy got very angry, visibly sympathised with the girl, and went to the school
board to do something about this. He added that in his opinion, the school should do
much more to address the issue and prevent sexual violence from happening. It seems
that by sharing experiences with his friend, this boy came to understand more about
the emotional turbulence girls go through as a result of (or fear of) sexual violence. The
emotional attachment to his friends’ well-being made him actively re-negotiate gender
patterns within the school.

The two other boys described their observations of how boys in school try to influence
and manipulate girls to have sex with them, explaining that ‘when boys want something,
they make sure they get it’. This observation is interesting, as the boy clearly reflects on
ideologies of male sexual entitlement, and sees this as an explanation of violent behaviour.
He seems to be well aware of the dominant power positions some boys make use of. So,
despite their raised awareness through education, and accordingly the idea that the
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prevalence of sexual violence is decreasing in Addis Ababa and schools, the behaviour of
boys in school still reflects what is considered a ‘misunderstanding’ in society. This contra-
diction is interesting and raises questions about what it means to be aware of sexual vio-
lence, and how this does or does not translate into different behaviour or reflection. To be
precise, applying these findings to Connell’s (2002) framework, it seems that the two boys
who pointed out this notion were aware of emotional and power relations in the school
that result in different experiences for girls than boys, whereas the majority of the boys
were mainly concerned with the legalistic and pragmatic results of gender equality on
paper and in relation to academic performance in school and labour market divisions
later in life. Consequently, it seems essential to have critical reflection skills to develop a
thorough understanding of sexual violence, its manifestations, causes, and consequences.

Causes of sexual violence

When it concerned causes of sexual violence, all girls and boys referred to the influence of
society’s beliefs about the roles of men and women, and saw this as the major explanatory
factor of sexual violence, recognising that patriarchal power structures in society are
reflected in their school (Connell 2002). In addition, explanations were given for why
boys and teachers show such behaviour, and some mentioned the role of fear, and the
taboo of talking about sexuality.

First, in explaining why boys violate girls, the reasoning was very simple: it was con-
sidered ‘bad behaviour’ of boys, or that they had not understood teachings about
gender equality, which was why they performed such actions. Girls explained that boys
are aggressive, forceful, and want to prove their powers. One boy had indeed observed
this behaviour:

In school, some boys have bad behaviour. Boys, you know, as high school students, boys want
different things. We want to have a girlfriend. And they decide something for the girls. (… ) If
she is not decide to do sex, boys push it. (Boy, Grade 10)

When turning to explanations for sexual violence between teachers and students,
however, these situations were often viewed from a completely different angle. In particu-
lar with regard to sexual corruption, teachers’ relationships with girls were interpreted as a
love relationship: the teacher must like the girl, which is why he wants to start a relation-
ship with her (this was brought up by several boys). One girl explained that the teacher
must be lonely, and therefore tries to convince a girl to sleep with him. From another per-
spective, some (boys) would say it is the girl who wants something from the teacher (such
as books or money). This qualified as bad behaviour of the girl, and was critically judged by
these students. In contrast to these interpretations, girls feared teachers and felt unable to
say no to their advances.

Not only does this illustrate how, in terms of power relations within Connell’s (2002) fra-
mework, the behaviour and intentions of men and boys are not questioned and instead
are tolerated by means of subordination and blaming of girls. It also shows how this
painful contradiction in views reflects a massive misunderstanding or divergence
between boys and girls. In fact, it is due to different experiences and socialisation pro-
cesses that boys and girls have such contrasting interpretations of the causes of sexual vio-
lence. What is interesting, however, is that students obviously learn about gender equality
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in school, and some even considered themselves as responsible enough to pass on ‘the
awareness’. However, at the same time they reinforce existing power relations by not cri-
tically questioning the behaviour of offenders, who are typically in a dominant position,
but rather shaming the ‘inferior’ girls. Linking this to the students’ education, and more
specifically the CSE programme in school, a worrying observation is that one of the power-
ful lessons seems to be what is silenced and what is not explicitly questioned, that is, the
behaviour and authority of the ‘dominant’. This again can contribute to the continuing tol-
erance of sexual violence between teachers and students.

Lastly, the taboo of talking about sexuality was brought up as another cause for the
high level of tolerance of sexual violence. By not learning or speaking about sexuality,
young people experience a lot of room for misinterpretations of messages they receive
from media, their peers, and their homes. Girls shared, for instance, how their parents
tell them not to speak about their experiences when they try to bring up the topic. This
discourages them from bringing to justice cases of violence, as they learn to associate it
with shame. The school programme also gives them limited information about bringing
to justice cases of sexual violence: it focuses its attention on prevention, but gives little
to no information about what steps to take in case of violence.

Consequences of sexual violence

When asked about the consequences of sexual violence, girls elaborated on the deep
emotional turbulence they suffer as a result of a range of forms of sexual violence. Not sur-
prisingly, sexual violence in the form of rape or forced sex is traumatic, and can lead to
devastating consequences such as depression, isolation, and low self-esteem (Bott 2010;
Gelaye et al. 2009; Gossaye et al. 2003). Girls also reported that sexual violence in terms
of unwanted comments, touches, or manipulation makes them fearful and tense, in
some instances taking a detour from school to home, confirming again that fear plays a
major role with regard to sexual violence (Bhana 2012): not only in defining sexual vio-
lence, but also in its emotional, psychological and relational consequences. Moreover,
these severe emotional consequences can lead to girls skipping classes, not paying atten-
tion in school, and their lower academic performance (Dunne et al. 2005). Indeed, one girl
mentioned how she skips classes with one particular teacher because she feels tense in his
classes. Although not mentioned by these respondents, sexual violence and the fear
thereof, is thus bound to have long-term implications for the emotional well-being and
academic performance of its survivors. It also negatively affects the achievement of
gender equality within and through education (Subrahmanian 2005) as the emotional
impact of sexual violence is shown to affects girls’ academic performance. This can lead
to underperformance and school dropout, which, in turn, serves to reinforce the current
gender order in society in which men hold the more powerful positions (Connell 2002).

Boys, on the other hand, had a completely different perspective on the consequences
of sexual violence. Interestingly, their views were not fully in line with their own definitions:
although they defined sexual violence as a range of unwanted sexual acts that can vary
from unwanted comments to forced sex, the consequences they mentioned only apply
to the latter. To be precise, they mentioned possible physical health consequences of
sexual violence such as STDs, HIV/AIDS, unwanted pregnancies, and unsafe abortions.
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Some added that these can lead to shame, stigma, and school dropout. However, they did
not mention any consequences of other forms of sexual violence such as teasing, insults,
and unwanted touches or kisses.

What is interesting is that boys also mentioned that their country’s development was
affected by sexual violence. By doing this, it again seemed that boys repeated the knowl-
edge they had learned in classes of gender inequality. Their line of reasoning was that
when women are discriminated against this leads to a gendered division of labour and
poor economic participation from women. Similarly, when girls are victims of sexual vio-
lence and have to drop out of school as a result of, for example, pregnancy, this negatively
affects the country’s development. Boys saw this as a key reason for why sexual violence is
bad. Their approach to sexual violence, and its relation to the importance of CSE, thus
seems mostly pragmatic and focused on the results for equal production relations
(Connell 2002), which again is completely different from the highly emotional views
expressed by girls. The lack of boys’ reflection on the emotional consequences for girls,
and an emphasis on the productive (labour) aspects of a gender order in society, testifies
to the huge differences in understanding sexual violence.

Addressing sexual violence in school

Despite the enormous differences between boys and girls in views on definitions, experi-
ences, and interpretations of sexual violence, their views were surprisingly similar with
regard to addressing sexual violence in formal education. First, girls and boys expressed
a great need to be able to talk about sexuality, without taboo or judgement. They put
forward that discussions in the classroom and co-curricular clubs are the best means for
them to share thoughts and learn about sexuality-related topics, including sexual violence.
In line with the work of Allen (2005), it is not surprising that when hearing young people’s
views, their ideas of what is effective diverge from what adults and programme designers
conceptualise as effective or appropriate. Crucially, students emphasised that during class
discussions, their views should be accepted and taken seriously. However, teachers often
find it difficult to teach about sexuality when it differs from their own social and cultural
ideas (in line with findings from Iyer and Aggleton 2013; Oshi, Nakalema, and Oshi 2005).
Students recognised this yet also saw the need to break such taboos and speak freely
in class.

One regularly recurring topic concerns the conflicting messages in society about
modern and traditional values, and gender relations associated with these. These mess-
ages are sometimes a strong traditional judgement of sexual activity, accompanied by a
judgement of modernity. To illustrate, some students and teachers judged modernity to
be a cause of sexual violence as watching films, porn in particular, and going to khat (a
local drug) houses is bad for boys, as ‘it makes us want to have sex’ (and at the same
time, this comment rests on the assumption that girls do not go there in the first
place). Some girls commented on influences such as modern hairstyles and bracelets,
because they could give the wrong messages to boys. At the same time, other students
and teachers felt there needed to be more tolerance of such instances of modernity, as
well as greater acceptance of young people’s desires for these things. For some teachers,
it was essential that students learnt how to deal with these influences through their

574 M. L. J. LE MAT



sexuality education, and importantly, a need for awareness that wearing make-up and bra-
celets does not equal interest in sex. These are examples of symbolic relations within the
gender regime, with porn videos and stimulants being concerns for boys and their sexua-
lised nature, and beauty products associated with girls and seduction. This illustrates again
the segregated relations and attributions between boys and girls, which could be seen as a
possible explanation for the completely different experiences and interpretations of
gender relations and sexual violence of boys and girls. However, for the purpose of addres-
sing sexual violence in schools, it is questionable to what extent addressing these symbolic
relations (and in the opinion of some, causes for sexual violence) are sufficient to also pay
attention to the more dominant and pressing matters of unequal emotional relations and
power relations in school.

A second important finding around discussions in CSE is that students had learned that
boys and girls can be friends in a ‘brotherly and sisterly’ manner. This made them more
open to interactions with each other, which is normally quite uncommon in Ethiopian
schools where students prefer same-gender friends (Rose and Tembon 1999). This could
reduce the differences in gender socialisation processes, by having shared experiences
and interpretations of what happens around them. It also has the potential for transform-
ing emotional relations (Connell 2002) between the two sexes, and fostering more respect-
ful ones. An example of this is the boy who stood up for his female friend when he heard
that the teacher was trying to talk her into unwanted sexual intercourse.

In discussions, girls reflected that boys should be taught to be less aggressive, and that
teachers should pay more attention to giving girls self-confidence. One boy believed that
all students should be taught about causes and consequences of sexual violence. Most
other boys rather shared the opinion, together with many of the girls, that it is the
society that needs to be educated too: awareness raising programmes should not only
reach students, but also families and communities, who function in the same patriarchal
power structures and gender order in society.

With regard to the school level, both boys and girls expressed their disappointment in
the school management for not properly addressing sexual violence, and found it should
be a higher priority in school-wide policy and more strictly regulated. The two boys who
went to the school administration office to express their anger about instances of sexual
violence which they had witnessed, were left disappointed and angry about the lack of
action from the school board. The girl who shared how her maths teacher tried to
corrupt her friend for sex through her marks was also left powerless when she received
the news that the school board could not do anything about the situation as the sexual
intercourse had not actually happened, and she was deeply affected by this approach.
These students found that the school board could and should act much more strongly
against such injustices.

Not only these students who directly experienced lack of action, but most students
actually expressed the need for a code of ethics in the school. In their opinion, this
should forbid relationships between teachers and students, and there should be a
policy for punishing perpetrators of sexual violence, whether they are students or teachers.
Moreover, as some students added, the school board should contact the parents of offen-
ders, and cooperate more closely with communities and other NGOs to address problems
in the school. In other words, a comprehensive approach needed to be adopted in the
implementation of CSE, and beyond in the whole school and surrounding society.
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Conclusion

Summary of findings

As illustrated by the discussions on the definitions, experiences, interpretations, the views
held about sexual violence can be remarkably different among and between boys and girls
in secondary school. Generally, boys’ views were rather pragmatic, as opposed to the
highly emotional, and perhaps more realistic stories of girls. Interestingly, though, boys
who had a more critical view, had often heard stories from their girlfriends, or had
observed instances of sexual violence; they tended to show more personal responses to
the topic than their male peers, who were usually quite distant from the topic in their
descriptions.

The most striking differences can be summarised as follows: first, girls included fear as
an essential dimension of defining sexual violence, whereas boys did not mention that.
Second, almost all girls recognised the influence of sexual violence in their daily lives.
On the contrary, most boys seemed to live in the illusion (or at least presented themselves
to do so) that there is no sexual violence in their school, thanks to education on this topic
and gender equality. In terms of causes, boys typically viewed sexual relationships
between teachers and girls as a romantic or transactional relationship, whereas girls
again emphasised fear of teachers. It is important to note, though, that two boys held a
different view on this. They recognised the unjust treatment by a teacher and its effect
on their female peer, and they attempted to take action. The close relationship
between these boys and their female peers, however, seems uncommon in their school
and for Ethiopian adolescents in general (Rose and Tembon 1999). The contribution
that sexuality education can have to fostering friendly and supportive relationships
between both sexes should not go unacknowledged. Lastly, both girls and boys recog-
nised the impact of taboos in speaking about sexuality as an explanation for confusion.
With regard to consequences, boys typically mentioned dangerous physical consequences
as a result of rape (e.g. HIV/AIDS, or unwanted pregnancy), where girls emphasised their
psychological and emotional experiences, which could also be the result of seemingly
more ‘minor’ manifestations of sexual violence such as unwanted comments or touching.
Ironically, this can lead to drop out and lower academic performances (Dunne et al. 2005),
in the very institutions where they should be in a safe environment, learn about sexual
health, and have equal opportunities to boys within and through education (Subrahma-
nian 2005). Equally worrying is the messages they learn, through such experiences, as a
consequence about what it means to be a girl or a boy (Epstein and Johnson 1998; Strom-
quist and Fischman 2009). Moreover, the school as a site where gender norms can be
questioned and transformed, is experienced by students to be a place where relational
gender regimes obstruct this role (Connell 2002).

With respect to how to address sexual violence in school, boys and girls’ views were
strikingly similar: they need to learn and talk about sexuality and the formation of their
own identities in an environment free from taboo and judgement (in line with Allen
2005). This applies to the attitude of both teachers and students. One notable point is
that despite their desire for not feeling negatively judged because of their views, some
students themselves reflected morally informed notions that blame girls and boys who
are involved in so-called modern lifestyles. The underlying values resounding in these
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opinions might thus be a reflection of the clashing and contradictory messages that young
people are given to make sense of the present, often leading to confusion. In fact, the per-
ceived influences of ‘modernity’ (a term used by participants, typically referring to the
desire of living a ‘Western’ lifestyle, moving away from traditional Ethiopian values), and
not knowing how to interpret various contradictory messages about gender and sexuality
was seen to lead to increased misunderstandings of sexuality. The influence of modernity
thus not only applies to transactional sexual relationships (Leclerc-Madlala 2003), but to
general understanding and confusion about sexuality, which should be further
investigated.

Is sexuality education the answer?

The fact that boys and girls generally put forward views that were completely different,
suggests that there are major mismatches in understandings about the form and
effects of sexual violence and this can again lead to continued tolerance of the phenom-
enon. However, critical reflection among some students as a result of CSE proved to be
crucial in formulating more informed ideas about sexual violence in school. Based on find-
ings from this study, it is therefore recommended that schools adopt a comprehensive
approach to sexuality education, with the needs of young people central in the design
and implementation of the programme (Allen 2005). Alongside this, students recommend
and urge schools to commit to a code of ethics, and the International Technical Guidance
on Sexuality Education (UNESCO 2009) is relevant here, in particular with reference to safe
schools and zero tolerance for relationships between teachers and students.

Yet, implementing CSE in a way that questions the current gender order (Connell 2002)
seemed a challenge for this school. In fact, with students repeating factual knowledge
about the dangerous aspects of sexual intercourse, the implementation of the programme
seemed to have taken a ‘developmentalist’ approach to health, emphasising why, for
example, gender equality is important for the country, while failing to recognise the com-
pletely different experiences, emotional relations, and socialisation processes boys and
girls experience. Sexual violence was also placed in line by many male students with
such a developmentalist framework, making pragmatic interpretations, limited to pro-
duction relations, and leaving fear, tensions and emotional relations, including conse-
quences of depression and low self-esteem unrecognised. A more rights-informed and
comprehensive implementation could stimulate critical reflection and questioning of
current norms and structures in society (Braeken and Cardinal 2008; Connell 2002;
Miedema, Maxwell, and Aggleton 2011), and go beyond a liberal framework for addressing
gender inequality and sexual violence (Ampofo et al. 2004). The question remains though,
how to develop adequate sexuality education programmes that are responsive to stu-
dents’ needs (Allen 2005; Ollis 2014) as well as culturally appropriate to unpack and chal-
lenge existing gender regimes (Connell 2002).

The findings from this study underline the importance of continuing to address the
highly sensitive and controversial topic of sexual violence. Sexual violence should be
placed in the context of gender relations (Connell 2002; Leach and Humphreys 2007); stu-
dents supported the argument that the current gender order in their society is a result of a
patriarchal history that can potentially be changed through education. Yet, despite con-
siderable efforts, sexual violence seems to be highly tolerated in schools (Mirembe and
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Davies 2001) and the gender regime in the site of research seemed limited in its support of
questioning gender relations beyond a liberal notion of production relations and gender
equal laws and governance. The contradictory messages of schools as a promoter of
sexual health, but at the same time tolerating sexual violence, are in need of immediate
action, as well as structural attention through, for instance, the implementation of compre-
hensive CSE, sensitive to students’ needs, and responsive to gender relations.

Disclosure statement

No potential conflict of interest was reported by the author.

References

Allen, L. 2005. “‘Say Everything’: Exploring Young People’s Suggestions for Improving Sexuality
Education.” Sex Education: Sexuality, Society and Learning 5(4): 389–404. doi:10.1080/
14681810500278493.

Ampofo, A. A., J. Beoku-Betts, W. N. Njambi, and M. Osirim. 2004. “Women’s and Gender Studies in
English-Speaking Sub-Saharan Africa: A Review of Research in the Social Sciences.” Gender &
Society 18 (6): 685–714. doi:10.1177/0891243204269188.

Bajaj, M. 2009. “‘I Have Big Things Planned for My Future’: The Limits and Possibilities of
Transformative Agency in Zambian Schools.” Compare: A Journal of Comparative and
International Education 39 (4): 551–568. doi:10.1080/03057920701844503.

Barker, G., and C. Ricardo. 2005. Young Men and the Construction of Masculinity in Sub-Saharan Africa:
Implications for HIV/AIDS, Conflict and Violence. Social Development Papers, Conflict Prevention
and Reconstruction, Paper No. 26, June. Washington, DC: World Bank.

Bekele, A. B. 2012. “Determinants of Sexual Violence among Eastern Ethiopian Secondary School
Students.” Diss., University of Utrecht.

Bhana, D. 2012. ““Girls Are Not Free” – In and Out of the South African School.” International Journal of
Educational Development 32: 352–358. doi:10.1016/j.ijedudev.2011.06.002.

Bloor, M., J. Frankland, M. Thomas, and K. Robson. 2001. Focus Groups in Social Research. London:
Sage.

Bott, S. 2010. “Sexual Violence and Coercion: Implications for Sexual and Reproductive Health.” In
Social Determinants of Sexual and Reproductive Health: Informing Programmes and Future
Research, edited by S Malarcher, 133–157. Geneva: World Health Organization.

Brady, M. 2005. “Creating Safe Spaces and Building Social Assets for YoungWomen in the Developing
World: A New Role for Sport.” Women’s Studies Quarterly 33 (1&2): 44–45.

Braeken, D., and M. Cardinal. 2008. “CSE as a Means of Promoting Sexual Health.” International Journal
of Sexual Health 20 (1–2): 50–62. doi:10.1080/19317610802157051.

Connell, R. W. 2002. Gender. Cambridge: Polity.
Deyessa, N., Y. Berhane, A. Alem, M. Ellsberg, M. Emmelin, U. Hogberg, and G. Kullgren, 2009.

“Intimate Partner Violence and Depression Among Women in Rural Ethiopia: A Cross-Sectional
Study.” Clinical Practice and Epidemiology in Mental Health, 5 (8): doi:10.1186/1745-0179-5-8.

Dunne, M., S. Humphreys, and F. Leach. 2006. Gender Violence in Schools in the Developing World.
Gender and Education 18 (1): 75–98.

Dunne, M., F. Leach, B. Chilisa, T. Maundeni, R. Tabulawa, N. Kutor, F. Dzama, and A. Assamoah. 2005.
Schools as Gendered Institutions: The Impact on Retention and Achievement. London: DfID.

Epstein, D., and R. Johnson. 1998. Schooling Sexualities. Buckingham, UK: Open University Press.
Gelaye, B., D. Arnold, M. A. Williams, M. Goshu, and Y Berhane. 2009. “Depressive Symptoms among

Female College Students Experiencing Gender-Based Violence in Awassa.” Ethiopia. Journal of
Interpersonal Violence 24 (3): 464–481. doi:10.1177/0886260508317173.

578 M. L. J. LE MAT

http://dx.doi.org/10.1080/14681810500278493
http://dx.doi.org/10.1080/14681810500278493
http://dx.doi.org/10.1177/0891243204269188
http://dx.doi.org/10.1080/03057920701844503
http://dx.doi.org/10.1016/j.ijedudev.2011.06.002
http://dx.doi.org/10.1080/19317610802157051
http://dx.doi.org/10.1186/1745-0179-5-8
http://dx.doi.org/10.1177/0886260508317173


Glynn, J. R., M. Caraël, B. Auvert, M. Kahindo, J. Chege, R. Musonda, F. Kaona, and A. Buvé. 2001. “Why
Do Young Women Have a Much Higher Prevalence of HIV than Young Men? A Study in Kisumu,
Kenya and Ndola, Zambia.” Aids 15: S51–S60.

Gossaye, Y., N. Deyessa, Y. Berhane, M. Ellsberg, M. Emmelin, M. Ashenafi, and A. Alem. 2003. “Butajira
Rural Health Program: Women’s Health and Life Events Study in Rural Ethiopia.” Ethiopian Journal
of Health Development 17 (2): 1–51.

Iyer, P., and P. Aggleton. 2013. “‘Sex Education Should Be Taught, Fine… but We Make Sure They
Control Themselves’: Teachers’ Beliefs and Attitudes Towards Young People’s Sexual and
Reproductive Health in a Ugandan Secondary School.” Sex Education: Sexuality, Society and
Learning 13 (1): 40–53. doi:10.1080/14681811.2012.677184.

Jewkes, R., and N. Abrahams. 2002. “The Epidemiology of Rape and Sexual Coercion in South Africa:
An Overview.” Social Science & Medicine 55 (7): 1231–1244. doi:10.1016/S0277-9536(01)00242-8.

Jewkes, R., L. Penn-Kekana, and H. Rose-Junius. 2005. ““If They Rape Me, I Can’t Blame Them”:
Reflections on Gender in the Social Context of Child Rape in South Africa and Namibia.” Social
Science & Medicine 61: 1809–1820.

Jewkes, R., P. Sen, and C. Garcia-Moreno. 2002. “Sexual Violence.” In World Report on Violence and
Health, edited by E. G. Krug, 149–181. Geneva: World Health Organization.

Kebede, M. T., P. Hilden, and A. L. Middelthon. 2014. “Negotiated Silence: The Management of the Self
as a Moral Subject in Young Ethiopian Women’s Discourse about Sexuality.” Sex Education:
Sexuality, Society and Learning. doi:10.1080/14681811.2014.924918.

Leach, F. 2003. “Learning to Be Violent: The Role of the School in Developing Adolescent Gendered
Behaviour.” Compare: A Journal of Comparative and International Education 33 (3): 385–400. doi:10.
1080/0305792032000107812.

Leach, F., and S. Humphreys. 2007. “Gender Violence in Schools: Taking the ‘Girls-as-Victims’
Discourse Forward.” Gender & Development 15 (1): 51–65. doi:10.1080/13552070601179003.

Leclerc-Madlala, S. 2003. “Transactional Sex and the Pursuit of Modernity.” Social Dynamics 29 (2):
213–233. doi:10.1080/02533950308628681.

Lewis, T. 2002. “Review Essay: African Feminist Studies: 1980–2002.” Gender and Women’s Studies
Africa. http://www.gwsafrica.org/knowledge/africa.

Maganja, R. K., S. Maman, A. Groues, and J. K. Mkwambo. 2007. “Skinning the Goat and Pulling the
Load: Transactional Sex among Youth in Dar es Salaam, Tanzania.” AIDS Care 19 (8): 974–981.
doi:10.1080/09540120701294286.

Mane, P., and P. Aggleton. 2001. “Gender and HIV/AIDS. What Do Men Have to Do with It?” Current
Sociology 49 (6): 23–37. doi:10.1177/0011392101496005.

Meyer, E. J. 2008. “Gendered Harassment in Secondary Schools: Understanding Teachers’ (Non) inter-
ventions.” Gender and Education 20 (6): 555–570. doi:10.1080/09540250802213115.

Miedema, E. A. J., C. Maxwell, and P. Aggleton. 2011. “Education about HIV/AIDS – Theoretical
Underpinnings for a Practical Response.” Health Education Research 26 (3): 516–525. doi:10.
1093/her/cyq088.

Miles, M. B., and A. M. Huberman. 1994. Qualitative Data Analysis: An Expanded Sourcebook. Beverly
Hills, CA: Sage.

Mirembe, R., and L. Davies. 2001. “Is Schooling a Risk? Gender, Power Relations, and School Culture in
Uganda.” Gender and Education 13 (4): 401–416. doi:10.1080/0954025012008175 1.

Mulugeta, E., M. Kassaye, and Y. Berhane. 1998. “Prevalence and Outcomes of Sexual Violence among
High School Students.” Ethiopian Medical Journal 36 (3): 167–174. http://www.popline.org/node/
280449.

Nyanzi, S., R. Pool, and J. Kinsman. 2001. “The Negotiation of Sexual Relationships among School
Pupils in South-Western Uganda.” Aids Care 13 (1): 83–98. doi:10.1080/09540120020018206.

Ollis, D. 2014. “The Role of Teachers in Delivering Education about Respectful Relationships: Exploring
Teacher and Student Perspectives.” Health Education Research 29 (4): 702–713.

Omaar, R., and A. de Waal. 1994. Crimes Without Punishment: Sexual Harassment and Violence Against
Female Students in Schools and Universities in Africa. African Rights, July (Discussion Paper No. 4).

Oshi, D. C., S. Nakalema, and L. L. Oshi. 2005. “Cultural and Social Aspects of HIV/AIDS Sex Education
in Secondary Schools in Nigeria.” Journal of Biosocial Science 37: 175–183.

GENDER AND EDUCATION 579

http://dx.doi.org/10.1080/14681811.2012.677184
http://dx.doi.org/10.1016/S0277-9536(01)00242-8
http://dx.doi.org/10.1080/14681811.2014.924918
http://dx.doi.org/10.1080/0305792032000107812
http://dx.doi.org/10.1080/0305792032000107812
http://dx.doi.org/10.1080/13552070601179003
http://dx.doi.org/10.1080/02533950308628681
http://www.gwsafrica.org/knowledge/africa
http://dx.doi.org/10.1080/09540120701294286
http://dx.doi.org/10.1177/0011392101496005
http://dx.doi.org/10.1080/09540250802213115
http://dx.doi.org/10.1093/her/cyq088
http://dx.doi.org/10.1093/her/cyq088
http://dx.doi.org/10.1080/0954025012008175%201
http://www.popline.org/node/280449
http://www.popline.org/node/280449
http://dx.doi.org/10.1080/09540120020018206


Rose, P., and M. Tembon. 1999. “Girls and Schooling in Ethiopia.” In Gender, Education and
Development: Beyond Access to Empowerment, edited by C. Heward and S. Bunwaree, 85–100.
London: Zed Books Ltd.

Stromquist, N. P., and G. E. Fischman. 2009. “Introduction – From Denouncing Gender Inequities to
Undoing Gender in Education: Practices and Programmes Toward Change in the Social Relations
of Gender.” International Review of Education 55 (5): 463–482.

Subrahmanian, R. 2005. “Gender Equality in Education: Definitions and Measurements.” International
Journal of Educational Development 25: 395–407. doi:10.1016/j.ijedudev.2005.04.003.

UNESCO. 2009. The International Technical Guidance on Sexuality Education. An Evidence-Informed
Approach for Schools, Teachers and Health Educators.

Varga, C. A. 2001. “The Forgotten Fifty Per Cent: A Review of Sexual and Reproductive Health
Research and Programs Focused on Boys and Young Men in Sub-Saharan Africa.” African
Journal of Reproductive Health 5 (3): 175–195.

WHO (World Health Organization). 2002. WHO World Report on Violence and Health. Geneva: World
Health Organization.

WHO (World Health Organization). 2005. WHO Multi-country Study on Women’s Health and Domestic
Violence Against Women: Summary Report of Initial Results on Prevalence, Health Outcomes and
Women’s Responses. Geneva: World Health Organization. http://www.who.int/gender/violence/
who_multicountry_study/en/.

WHO (World Health Organization). 2011. Violence Against Women – Intimate Partner and Sexual
Violence Against Women. Geneva: World Health Organization.

WHO (World Health Organization). 2014. Understanding and Addressing Violence Against Women. Fact
Sheet. Geneva: World Health Organization. http://www.who.int/iris/handle/10665/112325#sthash.
yRURjkLW.dpuf.

Wood, K., F. Maforah, and R. Jewkes. 1998. ““He Forced Me to Love Him”: Putting Violence on
Adolescent Sexual Health Agendas.” Social Science & Medicine 47 (2): 233–242.

Yigzaw, T., A. Yibrie, and Y. Kebede. 2004. “Domestic Violence Around Gondar in Northwest Ethiopia.”
Ethiopian Journal of Health Development 18 (3): 133–139.

580 M. L. J. LE MAT

http://dx.doi.org/10.1016/j.ijedudev.2005.04.003
http://www.who.int/gender/violence/who_multicountry_study/en/
http://www.who.int/gender/violence/who_multicountry_study/en/
http://www.who.int/iris/handle/10665/112325#sthash.yRURjkLW.dpuf
http://www.who.int/iris/handle/10665/112325#sthash.yRURjkLW.dpuf

	Abstract
	Introduction
	Gender, sexual violence, and schooling
	Defining sexual violence
	A relational theory of sexual violence in schools
	Causes, consequences, and contexts of sexual violence in schools
	Addressing sexual violence in schools

	Contextual background
	Method
	Results
	Defining sexual violence
	Experiences in and around school
	Causes of sexual violence
	Consequences of sexual violence
	Addressing sexual violence in school

	Conclusion
	Summary of findings
	Is sexuality education the answer?

	Disclosure statement
	References

