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ABSTRACT

SOCIALIZATION OF CHILDREN INTO COMPLIANCE
SYSTEMS IN BOTSWANA

By

Freida Augustine Brown

The purpose of the present study was to examine children's per-
ceptions of compliance systems and antecedent socialization practices
in the developing country of Botswana, Africa. Predictions were made
concerning the effects of sex, family structure, and school setting on
children's 1iking for authority figures, guilt feelings about noncom-
pliance, willingness to enforce authority figures' rules, perception
of authority figures' willingness to help, power to punish noncompli-
ance and intersystem support. Predictions also were made regarding
parental childrearing practices and attitudes and their relationship
to the child variables cited above.

Children were 427 boys and girls, 10 to 16-years-old attending
primary school grades 5, 6, and 7 in Serowe, Botswana. Your Ideas

about People and Rules (YIAPR) was administered to the children in

four schools (2 Tswana-medium, an English-medium,.and a parochial

school). Forty-eight questionnaires were randomly selected to ident-
ify the parents/guardians to be given a home interview. A2 X2 X 4
(Sex X Family Structure X School) MANOVA revealed significant differ-
ences in children's perceptions of authority and internalizations of

rules. A 3 X2 X2 (Age X Sex X Family Structure) ANOVA revealed
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significant differences in parental socialization practices and atti-
tudes. A Pearson Correlation failed to indicate any relationship
between parental socialization practices and children's perceptions
of compliance systems.

The data revealed that girls were more supportive of the com-
pliance system than boys. Girls were more likely than boys to per-
ceive authority figures as willing to help and to show a personal
1iking for authority figures. Girls also were found to report guilt
feelings more often than boys. However, boys were more likely to view
authority figures as having punitive power. School differences in-
dicated that children from Tswana-medium schools perceived more inter-
system support and were willing to enforce rules more often than
were children from English-medium and parochial schools. School dif-
ferences regarding the authority figures power to punish noncompliance
was inconsistent.

Parental socialization practices were found to be influenced by
age, SES, and family structure. Older parents/guardians used physical
discipline more often than younger parents/guardians. In middle classes,
members of extended families had more rules than members of nuclear fam-
ilies. Furthermore, in upper classes, older parents/guardians of ex-
tended families expressed more traditional childrearing attitudes than
older parents/guardians from nuclear families.

The relationship between parent socialization practices and child-
ren's perceptions of compliance systems was not confirmed.

The findings suggest that it is the children's perceptions of
their relationship with the authority figures which result in inter-

nalization of rules. Moreover, the marginal move of Tswana parents
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toward Western childrearing practices may result in dissonance which

produces a strain on the parent-child relationship.
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CHAPTER 1

INTRODUCTION

The purpose of this study was to investigate socialization of
Batswana children with specific emphasis on compliance systems. Of
interest were children's views of the various authority figures in-
fluential in their development and the internalization of norms through
the process of identification with authority figures. In addition,
the attitudes and influences of specific childrearing patterns were
examined in conjunction with children's concepts of compliance sys-
tems.

Based on previous cross-cultural research (Hess & Minturn,
1970), at the very least the conception of compliance systems includes:
attachment to authority figures (the child's perception of the author-
ity figure's willingness to help and the child's 1iking for authority
figures), power to punish (the child's perception of the authority
figure's power to punish noncompliant behavior), intersystem support
(the extent to which the child perceives systems and authority figures
as mutually supportive for punishing noncompliant behavior), and inter-
nalization of norms (the child's subjective responses to his own non-
compliance with rules of authority figures and his tendendy to impose
rules upon his peers or his efforts to punish peers for rule violations).

In addition to the study of compliance with authority, the rela-

tionship between children's conceptions of compliance systems and



parental attitudes and childrearing practices were assessed. Paren-
tal attitudes and childrearing practices focused on whether parents
expressed "modern" (Western) attitudes or "traditional" (Botswana)
attitudes about childrearing and whether parents emphasized corporal
or noncorporal disciplinary techniques.

Various areas within the continent of Africa are undergoing
social-cultural and technological change (Westernization). This
move toward Westernization has produced a partial breakdown in many
traditional attitudes and values (Dawson, 1969). Such changes in
attitudes and values often involve changes in family structure, per-
ceived locus of authority, and acquisition of new values. In a de-
veloping country such as Botswana traditional roles of the members
of the family are constantly being defined in terms of the changing
needs of the society. Transitions in role definitions within the
family may lead to confusion among children concerning the status of
authority figures and socializing agents within the family in partic-
ular and within social institutions in general.

One Botswana educator (Thema, 1972) maintains that many chang-
ing familial roles result in a "narrowing of the Tswana extended fam-

ily." Narrowing of the extended family is viewed as a direct result
of the changing economy and the changing source of livelihood. The
burden of an extended family becomes impractical and economically un-
feasible within the framework of a cash economy. Items which in the
past were shared among family and tribal members now become marketable
goods and are often sold in order to purchase Western clothing, tech-

nical equipment, foodstuffs which are no longer produced, and to

defray educaitonal costs. Moreover, employment in wage earning



occupations often necessitates the separation of individual family
members from the extended family unit. Frequently, separated family
members establish nuclear families in more urbanized areas where em-
ployment is more accessible and new ideas and values are more preval-
ent.

Thema (1972) warns, however, that the indiscriminant adoption
of Western ideals and the forsaking of old ones may result in a loss
of social stability. "One of the most obvious changes in Tswana
societies is the weakening of the institutions of authority"(Thema,
1962). The emergence of political parties and political awareness
has led to a gradual weakening of the authority of the chiefs. Par-
ental authority also is being challenged as the extended family unit
narrows and as the influence of Western childrearing practices in-
creases. Moreover, children constantly are exposed to innovative
ideas through education. Consequently, the two different school set-
tings in Botswana (Tswana-medium and English-medium) a]so'may promote
very different attitudes about traditional versus modern lifestyles.
Modern attitudes may be contrary to traditional modes of thought and
may result in dissonance among children as they attempt to cope with
the conflicting lifestyle models.

Thus, tﬁe present research was designed to investigate child-
ren's perceptions of authority as a function of differences in family
structure, school setting, parental attitudes, and parental child-

rearing practices.



CHAPTER 11

BOTSWANA

The present chapter presents a brief overview of the country
of Botswana, its people, economy, and social structure. The indige-
nous language of the country is Setswana with English being its
official language. The people are called Batswana (plural) and Mot-
swana (singular). Tswana may be used interchangeably for both people

(singular and plural) and language.

The Country

Botswana is a land-locked country surrounded by South Africa,
Zimbabwe, Nambia, Zambia and the Caprivi Strip. It is about 570,000
sq. km. in size and lies at the center of the Southern African Pla-
teau. The climate is semi-arrid with a mean rainfall of 450 mm. The
Kgalagadi Desert covers 84% of the land surface and the remainder of
the country is constantly under the threat of cyclical droughts.

The biggest constraint on development in Botswana has been
the poor rainfall. There are two main dams, the Gaberone Dam which
supplies the Lobatse area and the Shasha Dam which supplies the copper-
nickel mine in Selibe-Pikwe. The 1971 development of the copper-nickle
mine in Selibe-Pikwe and the discovery of the diamond mine in Orapa
in 1967 may prove to be influential in the economic development of

Botswana.



The People

Eight main tribes make up the major portion of the population
of Botswana. These include: the Bamangwato, the Bakwena, the Batawana,
the Bangwaketse, the Bakgatla, the Batlokwa, the Bamelete, the Barolong,
and the nomadic tribe of the Basarwa (Bushmen). According to the 1971
census the total population of Botswana was 630,379: 10,861 were non-
citizens and an estimated 10,550 were nomads. A large percentage
(52.5%) of the population lives in small villages under 500 people
while only 9.5% live in an urban area. In general, the outstanding
characteristic of the 1971 census were the increase of internal migra-
tion from rural to urban areas, the low level of education, the high
degree of economic dependence on traditional subsistence agriculture

and the large proportions of those who were economically inactive.

The Economic Structure

The Batswana have been described as pastoralists first and
agriculturalists second. A look at the 1968 export statistics further
supports the pastoralist position; cattle products accounted for 92%
of the total export trade. Although cattle are the major export item
the value of mineral production, consisting largely of exports of
diamonds, manganese ore, with minor exports of talc and semiprecious
stones, exceeded R 592,000 (1R = $1.25) during 1969 (National Devel-
opment Plan, 1970).

Although Botswana is considered to be transferring from a
cattle economy to a cash economy, the overall population does not
participate in the cash sector. 1In 1971 approximately 2,800 families,

a large proportion of which were expatriates, had an income in excess
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of R 750, but over 1/3 of the population had incomes between R 0 and
R 250 per annum. In addition, about 50,000 individuals work as mi-
grant laborers to supplement the incomes of their families which are

assumed to be the poorest sector of the country.

The Social Structure

Settlement Patterns

Traditionally, most Botswana settlements were composed of a
central village (motse), outlying lands (masimo) where crops were
raised, and cattleposts (merake) where cattle were grazed and tended.
However, today some of the lands and cattleposts are maintained as
permanent homes.

Customarily, most families maintained a home in the central
village during the dry season, generally between June and November.
Once the rainy season began around December the entire family would
migrate to the lands to plough, plant and harvest their crops. The
harvesting usually ended around April or May and everyone returned
to the village.

Due to educational, technological and economic conditions this
traditional migratory pattern is changing. Instead of remaining at
the lands during the agricultural seasons some people elect to spend
most of their time in the village only visiting their lands and cattle-
posts occasionally. However, during the agriculture season, many
Batswana still adhere to the traditional migratory patterns. This
becomes problematic for school-age children who must remain in the
village in order to go to school. The school system is sensitive to

the needs of the Tswana family and so summer vacation begins in



December and ends the later part of January. During this time many
compounds are virtually abandoned and the only remaining residents
are the very old, the pregnant women, and those working for the local
government or shops. When vacation is over the school-age children
return to the village quite often leaving their parents and younger
siblings at the lands. When this occurs the returning children are
usually cared for by neighboring relatives or older siblings. Boys
who are school-leavers or non-attenders remain at the cattlepost year
round and only return to the village occasionally. So for a period
of 6 months, during the agricultural season, a Batswana family may
be divided into 3 groups; some living at the central village, some

at the lands, and some at the cattlepost.

Family Groupings

The smallest social unit is the household which is composed
of a man, his wife and their unmarried children. In addition, a
household may also include the man's married sons, his brothers and
their families, unwed or divorced daughters and their children, and
a widowed mother or father.

Each household forms a compound/homestead (lolwapa) which
contains several rondavels that may be used as living quarters, stor-
age areas or cooking facilities. Each compound is surrounded by a
shrub or reed fence, a wooden stockade or a Tow mud wall depending
on the location and preference.

In the past all households under the same patrilocal descent
group comprised a ward. A parcel of land was usually issued by the

chief to the oldest male member of a family and the ward usually
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assumed his name. As the family grew each son would establish his

own household. The compound would form a semi-circular structure with
the father's household in the center and the households of the oldest
sons to the right and those of the youngest sons to the left. The re-
maining area to the rear of the compound would contain granaries, stor-
age areas, and a cooking area.

Even today, the headman of each ward is usually an agnatic
descendent of the original head of the family. His responsibilities
include settling family disputes at the lower kgotla (the customary
court) and representing his ward at the chief's kgotla. Although
lineage can be established among most wards in the villages many fam-
ilies have grown so large that they cannot be accommodated on the
original land provided. When this occurs additional property is
allocated to family members who then establish themselves sometimes
under the same name as their familial ward and sometimes under a new
name. In addition, people from other areas also migrate to villages
and receive homesteads to settle from the chief. The influx of out-
siders, the expansion of family groups and the migration to urban
areas have altered the homogeneous familial aggregate of traditional

Batswana culture.

Socioeconomic Status

Botswana is a somewhat stratified society although distinc-
tions among socioeconomic classes are sometimes unclear. Education,
occupation and cattle wealth are generally good indices of socio-
economic status and are often determined by family and/or tribal

affiliation.



Chiefs, government officials and the well-educated tend to
form the upper strata of the society. Chieftainship is usually de-
termined by agnatic descent. Although the power of the chief has been
greatly minimized the position is still one of status and prestige.
Government officials may be either appointed or elected but those sel-
ected generally come from the ruling families. Moreover, those fam-
ilies with substantial resources are able to send their children to
good schools and consequently, help to perpetuate an elitist system.

Middle-class members include those who are in wage earning
occupations and those who are both wage earners and agriculturalists.
According to the 1971 census the middle-class constituted about 12%
of the population. Finally, the lower strata consists of those in-
dividuals who rely primarily on subsistence agriculture (60%) and
migrant workers.

Although the above class distinctions are made actual delin-
eations are not easily determined. Definitely, cattle wealth confounds
the distinctions because both the poorly educated and the unemployed

may have substantial cattle herds.

Sex Roles

There are succint social distinctions with regard to sex-roles
in Tswana culture. Basically, the role of the female is to maintain
the household, care for the children,and plant and raise crops. The
responsibility of the male is to arbitrate kgotla cases and care for
the cattle. Even at social functions and public events (i.e., weddings,
funerals, kgotla meetings) there is a physical separation of the sexes

with the women occupying one area and the men another.
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Childrearing is an area in which there is a clear cut division
of labour, the woman takes the sole responsibility for the development
of the child. This responsibility begins at birth when the mother be-
comes a motsetsi (the confined mother). During this period the mother
is confined in her home for 1 to 6 months her only duty being the care
of her infant. She is allowed only female visitors and is cared for by
an older female, usually the grandmother. The role of the father is
primarily that of provider during early childhood. He has very little
to do with the care of the baby.

Botsetsi (the confinement period) begins the mother's close
attachment to her child and it continues until the child is weaned
(2-3 years o1d). Once the child is old enough to play with older sib-
lings or peers he becomes less dependent on the mother but she still
remains the primary caretaker. Again during this period of develop-
ment the father's participation in the childrearing process is min-
iscule.

Once the child reaches school age definite sex-role behaviors
have emerged. Specific duties which are given to boys and to girls
encourage independence and achievement for boys and dependence and
nurturance in girls. Generally, boys tend cattle and sweep the yard
while girls help with househo1d chores and care for younger siblings.
Today, although there is still a trend toward sex-specific tasks some

tasks are'shared by both boys and girls.

Education
As a developing nation Botswana is increasingly aware of its

need for manpower. The need to localize positions in government and
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industry has promoted édvances in education. Improved education is
crucial if Botswana is to develop as a total nation. Both the govern-
ment and parents are congnizant of the importance of education and
urge the young to attend school. Since 1962 primary school enroliment
has increased from 46,536 to 78,442 in 1971. This last figure
(78,442) accounts for 65% of the school age population (8-15 years
old) as for the total population 67% had been to school.

The Ministry of Education statistics revealed that 36,574
males were enrolled in primary school as compared with 41,867 females.
However, the proportion of females attending secondary school decreases
in relation to the proportion of males. The large number of females in
primary schools as compared to males may be attributed to the division
of labor. Quite often school age boys must tend cattle at the outlying
cattleposts miles away from educational facilities while
girls remain in the village helping with household tasks and younger
siblings. However, the increase of males in secondary schools relative
to females may be a function of the role of the male in Botswana cul-
ture as provider and protector.

The primary schools fall into two categories: Tswana-medium
schools and English-medium schools. Tswana-medium schools are taught
in Setswana for two years, after which English becomes the language
of instruction. English-medium schools are taught entirely in English
and requiré a working knowledge of English for admission. Local people
and some from nearby countries such as Rhodesia or South Africa gen-
erally staff Tswana-medium school. However, the English-medium schools
may be staffed by teachers from widely diverse cultures including

Europe, the United States, other African countries, and even some
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individuals from the local community. Parochial schools combine the
staffing of English-medium schools with the language of instruction

of Tswana-medium schools. In other words, Tswana parochial schools
are Tswana-medium schools taught by culturally diverse teachers. Stu-
dents enrolled in the English-medium schools and the parochial schools
also may be multinational. However, in the Serowe area the ethnic
composition of the students tends toward homogeneity. Students repre-
sent the various local tribal groups as well as tribal groups who im-
igrated from nearby countries. One of the primary differences between
English-medium schools and other schools is that they are more expensive,
costing on the order of 3 to 4 times more. As a result, only families
that are sufficiently well-off financially can afford to send their
children to English-medium schools.

Once children complete the 7 years of primary education and pass
the Standard VII examination, they may enter secondary school. Those
who fail can apply for vocational training at the Youth Brigades or
the Botswana Training Center or return to the agricultural sector. Com-
pletion of three years of secondary school and passing the Junior Cer-
tificate examination qualifies students to continue secondary education
or enroll in nursing program, teacher training program, or some civil
servant positions. If students elect to continue their education for
two more years and pass the Cambridge examination, they can apply to
the University of Botswana & Swaziland or a university outside of the
country. Those individuals who complete their formal education are
assured a salient position in the society.

The status, stability and opportunities associated with a pro-

fession are strong motivators for educational achievements. The
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influx of students into the school system has caused overcrowding and
a subsequent need for more teachers and additional classroom facil-
ities. In order to accommodate the barrage of students many schools
have found it necessary to switch to half-day sessions. Before the
restructuring of the classrooms some teachers taught as many as
80-100 pupils. Today the teacher pupil ratio is down to 1:40 but the
student is only spending half the amount of time in the classroom.
Another tactic utilized to ease the overcrowding is automatic
promotion. Automatic promotion assures every Motswana child seven
years of education however, it does not allow for the quality of
that education. There are some children who complete seven years of
education without having grasped the rudiments of reading and writing.
Another factor contributing to the student's educational deficits is
the lack of qualified teachers. In 1969, 37% of 2,037 teachers had

only 6 to 7 years of primary education.

Summar
The child-adult relationship in Botswana is much more stringent
than that in America. Roles are clearly defined in terms of parent-
child, male-female and authority-subordinate. Botswana as a society
in transition presents an excellent background for studying authority
in transition. As noted earlier economical changes, a diminishing
extended family, exposure and adoption of Western education and ide-

ology are resulting in a breakdown of authority. The present re-
search examined some of these changes in light of children's percep-

tions of authority and subsequent internalization of values.



CHAPTER III

RATIONALE

The basic rationale and design for this study was derived from
a cross-cultural research project conducted by Hess and Minturn (1970).
The project focused on the development of behavior that relates the
child both to authority figures in the salient social systems about
him and to the rules and laws designed to govern the behavior of mem-
bers of the system. Data were collected on the socialization of child-
ren into compliance systems in six countries: Denmark, Greece, India,
Italy, Japan, and the United States.

Results indicatéd that children in all the countries studied
showed uniformly high regard for parents with little differentiation
between mother and father and little change in attitudes toward par-
ents between grade four and eight.

Attitudes toward teachers did vary across countries with them
being particularly low in the United States. Hess and Minturn (1970)
suggest that the children's low opinion about the power of the teacher
to discipline and maintain order may have a significance for patterns
of classroom behavior in the United States. They also report a gener-
al tendency across most of the countries and most of the figures for
the image of authority to become less positive as the children grow
older, with the exception of the mother and father.

When the other major parameters of the study i.e., grade, sex

14
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and socioeconomic status were considered attitudes varied more with
age than with sex. Sex differences were much less prominent but they
did indicate familiar patterns; girls were more trusting of authority
figures than boys and in general, tended to be more supportive of the
system. Social class differences, however, were not consistent across
countries.
Although Hess and Minturn (1970) took a very close look at child-

ren's attitudes towards authority figures they did not address the

question of how these attitudes develop.

Sex Differences

In a recent review of the literature on sex differences Maccoby
and Jacklin (1974) offer four major hypotheses to account for differ-
ential socialization practices: a) parents shape behaviors which are
sex appropriate; b) different physical characteristics of boys and
girls elicit different responses from parents; c) parents respond to
their children according to stereotypic assumptions about innate char-
acteristics; and d) same-sexed and cross-sexed parent-child relation-
ships influence parents differently.

Generally, the differential socialization practices assumed to
shape sex appropriate behavior were not revealed in the studies by
Maccoby and Jacklin (1974). Both boys and girls received similar types
and amounts of affection, both were consistently punished for aggres-
sive behavior, and both were treated similarly in terms of autonomy.
Boys however, were punished more often for inappropriate sex role be-
haviors and received more physical punishment than girls. The more

frequent use of physical punishment with boys was viewed as being
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supportive of the differential eliciting qualities hypothesis. Be-
cause boys tended to be less compliant and less suceptible to milder
forms of discipline mothers were more likely to move to more coercive
discipline techniques. Maccoby's and Jacklin's (1974) principle of
perceptual adaptation (i.e., parents reward stereotypic sex-typed be-
haviors) was found to be incongruous with actual parental reinforce-
ment of sex appropriate behaviors. They suggest that when a girl does
household chores she would not be reinforced because it's something
she should do. However, when a boy performs the same task he would be
rewarded because it would be atypical but pleasing for the mother.
Children would therefore be reinforced for sex inappropriate behaviors
which is contrary to the perceptual adaptation hypothesis. The research
on cross-sexed, same-sexed parent-child interactions also leaves ques-
tions. If fathers reinforce one behavior for girls and discourage the
same behavior for boys, and mothers reinforce in the opposite direction
then the shaping process is inconsistent. If the inconsistency is
analogous to intermittent reinforcemtnt then both boys and girls
should develop strong behaviors instead of the differences which do
occur.

Maccoby and Jacklin (1974) seem to assume that socialization
is a unidirectional process. They fail to allow for the reciprocity
of the parent-child relationship (Lewis & Rosenblum, 1974). They
also fail to take into account evidence which suggests that biological
differences in infants' behavior may influence parents reactions do
infants (Fitzgerald, 1977). In turn, the child's perceptions of the
parent's actions may also influence the child's behavior.

Some empirical studies reveal that mothers display more affection
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towards their daughters than sons (Radin, 1973). However, Baumrind
(1971), Hatfield, Ferguson, and Alpert (1967), Allaman, Joyce, and
Crandall (1972) report no sex differences in terms of maternal affec-
tion in preschool children based on observational studies. Older
children's reports of parental affection indicate that girls report
having received affection more often than boys (Siegelman, 1965;
Hoffman & Saltzstein, 1967; Droppleman & Schaefer, 1963; Bronfenbren-
ner, 1960). Maccoby and Jacklin (1974) suggest that this discrep-
ancy may be a result of selective perception on the children's part
or a change in parental warmth as the children get older.

The findings also are inconclusive with regard to parents'
reactions to children's dependency demands. Of four studies which
observed adult responses, two report no differences in parents' re-
sponses to boys and gir1s (Clarke-Stewart, 1973; Baumrind, 1971), a
third, revealed that teachers were more likely to respond to boys'
requests for help (Serbin, 0'Leary, Kent & Tonick, 1973), and the
fourth (Hatfield et al., 1967) found that mothers were likely to punish
both dependent and independent gestures of boys. However, boys were
also found to be physically punished consistently more often than girls
(Tasch, 1952; Baumrind & Black, 1967; Hoffman & Saltzstein, 1967). Roth-
bart and Maccoby (1966) report that parents were more likely to permit
dependency demands from opposite-sexed children.

The occurrence of differential socialization practices may effect
the acquisition of moral standards. (For a more detailed review of
literature on moral development see Appendix E.) In a test taking sit-
uation Hertzig, Birch, Thomas and Mendex (1968) found both sex differ-

ences and social class distinctions in terms of compliance behavior.
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When subjects were from lower socioeconomic classes, girls were more
likely to follow the tester's instructions than were boys. The same
distinction was not apparent for subjects from higher socioeconomic
classes. Serbin et al. (1973) observed teachers interacting with child-
ren in a nursery school setting and found girls were less likely to
ignore the teacher's request than were boys. The same trend was re-
ported by Hatfield et al. (1967).

The same generalization can be applied to resistance to tempta-
tion situtaions. Ward and Furchak (1968) found girls to be more will-
ing to comply with experimenter's requests not to touch an attractive
toy than were boys. Parke (1967) and Stouwie (1971, 1972) report
similar findings.

Incongruous results were reported by Landauer, Carlsmith and
Lepper (1970) who found that there were no sex differences in willing-
ness to comply to mother's demands to pick up a large number of objects.
Moreover, in cheating situations males were less likely to cheat than
girls (Burton, 1971; Jacobson, Berger & Millham, 1974). Although
there are some discrepancies in findings most research suggests that
females tend to more compliant and more resistant to temptation than

are boys.

Hypotheses I

These findings suggest the following hypotheses:

Ia Girls will perceive authority figures as willing to help
more often than will boys.

Ib Girls will show liking for authority figures more often than

will boys.
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Ic Boys will perceive authority figures as having the power to
punish more often than will girls.

Id Girls will perceive more intersystem support than will boys.

Ie Girls will report guilt feelings about breaking rules more
often than will boys.

If Girls will be willing to enforce norms more often than will

boys.

Family Structure

Family structure serves as an important determiner in the quant-
ity and type of interaction a child may receive. Children of large
families are more likely to have less contact with parents than are
children from smaller families. As the number of children increase
there is a tendency toward a more centralized form of leadership struc-
ture expressed in parental dominance, less contact of parents with
each child, more directive, one-sided communication from parent to
child and an increasing role of older children in rearing younger
siblings (Bossard & Boll, 1956). Parental regulation of the behavior
of children is more difficult in large families. A study of seventh-
grade boys and girls found physical discipline and negative verbal
techniques such as scolding and nagging, autocratic control, and in-
frequent explanations to be more common in large than in small families
(Elder & Bowerman, 1963; Bowerman & Elder, 1962).

Hsu, Watrous and Lord (1963) refer to the effect of family struc-
ture on the lack of rebelliousness of Chinese-American adolescents.
Chinese adolescents are described as unlikely to become discontents

because they feel no need to alter their environemnt or themselves.
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One factor viewed as contributing to the lack of overt rebelliousness
is the inconsistency in social relationships experienced in early child-
hood. Because the Chinese family is an extended family consistent dis-
ciplinary patterns are often difficult to enforce. Quite often a par-
ent's demands are overriden by the demands of an older family member.
Hsu et al. maintain that the child's early exposure to inconsistency
prepares him for the inconsistencies of the real world.

American youths on the other hand, are viewed as more idealistic,
eager to effect change and rebellious. American-Caucasian parents as
compared with their Chinese counterparts place a stronger emphasis on
childhood and try to shield the child from the harsh realities and
inconsistencies of life (Hsu et al., 1963). The nuclear family struc-
ture is viewed as providing a consistent disciplinary environment. It
is the contradictions experienced when thrown into the inconsistencies
of the real world which causes the American adolescent to rebel.

Other theories suggest that adolescent rebellion is a result of unrea-
sonable authority (Elder, 1963; Baumrind, 1971) or hormonal changes
(Cohen, 1964).

The supposition of Hsu et al. (1963) that inconsistencies in
parental discipline lead to conformity seems contradictory to the par-
tial reinforcement position of other investigators (Parke & Deur, 1970;
Deur, 1970) who maintain that partial reinforcement (i.e., inconsistent
discipline) results in resistance to extinction of negative behavior.
However, interagent inconsistency may not produce the scheduling
needed for partial reinforcement. Moreover, the child may perceive an
hierarchy of disciplinary agents. Substantive interagent inconsisten-

cies may only serve to present the child with divergent points of view.
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Interestingly, Gabarino and Bronfenbrenner (1976) maintain
that inconsistency is what helps promote cognitive structuring. More-
over, in describing children in "new model" communities (communities
where children are isolated from social agents of diverse ages and
backgrounds) in West Germany he reports that they felt cut off from
life and hostile to adults. Children in the old cities "had a more
integrated social identity and were more positive about adults

(Bronfenbrenner, 1973).

Hypotheses 11

Based on the above research the following hypotheses were

generated:

IIa Children of extended families will perceive authority
figures as willing to help more often than will children
of nuclear families.

IIb Children of extended families will express liking for
authority figures more often than will children of nuclear
families

IIc Children of extended families will perceive authority
figures as having the power to punish more often than
will children of nuclear families.

IId Children of extended families will perceive more inter-
system support than will children of nuclear families.

IIe Children of extended families will report guilt feelings
more often than will children of nuclear families.

IIf Children of extended families will be willing to enforce

norms more often than will children from nulcear families.
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School Setting

A large body of literature, primarily speculative, exists on
the role of schools in moral education (Beck, Crittenden & Sullivan,
1971; May, 1971; Sizer & Sizer, 1970). A]though it is generally
assumed that moral education occurs in the home Kohlberg (1971) main-
tains that the educational system harbors a "hidden curriculum.”" Con-
stant exposure of children to classroom rules and regulations results
in a structuring of moral cognitions. Kohlberg contends that schools
should make use of the theories of moral development to implement an
explicit curriculum of moral education.

The cognitive-developmental principles were used to develop a
four-month program of weekly moral discussion for a class of 12 child-
ren aged 11 to 12. Children discussed and argued hypothetical dilemmas
The teacher clarified and supported the arguments of the children at
one or two stages above their original level of argument. When com-
pared with a control group, children in the experimental group tended
to reason at a much higher stage, even one year later. Similar results
have been reported by Blatt (1971).

Bettleheim (1970) views American schools as being supportive of
a "middle-class morality." Middle-class morality is defined as the
"conviction that to postpone immediate pleasure in order to gain more
lasting satisfaction in the future is the most effective way to reach
one's goals. It is this morality alone that makes learning possible...
(Bettleheim, 1970, p. 88). He contends that the task of educators is
to reach the "culturally deprived" child at his own level and 1ift
him up to the level of morality which will facilitate learning.

Clearly, this is a culturally biased view which is often practiced.



23

Exemplary of this cultural uplifting is the English-medium school
in African countries. Van den Berghe (1968) posits that an in depth
knowledge of a European language and culture conferred prestige and
status, and the privileged class who possessed the knowledge passed
it on to their children. He defined this process of elitist closure
as "the crystallization of the Black Mandarinate." Mazrui (1972)
argues that the acquisition of linguistic skills does not imply elit-
ist closure because English is learned in most African educational
facilities. Closure occurs with the monopoly of elitist schools by
the prominent members of the society and the expatriate population for
whom the European (English-medium) schools were designed.

Ainsworth and Ainsworth (1962) found differences in level of
political awareness and attitudes toward parental authority for stu-
dents of Kenya and Uganda. Nearly all the differences between schools
were attributed to level of acculturation. However, some of the dif-
ferences were considered a result of the specific acculturation re-
ceived at the school. Generally, more acculturated students had a
positive view of teachers and maintained parental attitudes regarding

higher education than less acculturated students.

Hypotheses III

Based on the above findings the following hypotheses were for-

mulated:

IIla Children from English-medium and parochial schools will
perceive authority figures as willing to help more often
than will children from Tswana-medium schools.

IIIb Children from English-medium and parochial schools will

express more liking for authority figures than will



24

children from Tswana-medium schools.

IIIc Children from English-medium and parochial schools will
view authority figures as having power to punish more
often than will children from Tswana-medium schools.

IIId Children from Tswana-medium schools will perceive more
intersystem support than children from English-medium and
parochial schools.

IIIe Children from English-medium schools and parochial schools
will report guilt feelings for noncompliance more often
than will children from Tswana-medium schools.

IIIf Children of English-medium and parochial schools will be
willing to enforce rules more often than will children

from Tswana-medium schools.

Childrearing

Bronfenbrenner (1972) describes American parental childrearing
practices as changing over the years from more rigid and authoritarian
to more permissive. This change is especially reflected in the middle
class sector which is more exposed and hence receptive to the advice
of the experts and more willing to adopt their advice.

Bronfenbrenner (1958) concludes in his review of the literature
on social class and childrearing practices that middle-class parents
emphasize love-oriented or psychological discipline and lower class
parents emphasize coercive or physical discipline. He reports that
middle class mothers have a more acceptant and democratic relationship
with their children. Lower class mothers are more concerned with

external modes of conduct and adherrence to community norms. Moreover,
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they tend to stress obedience and respect for authority. The psycho-
logical techniques employed by middle class parents were considered
more likely to contribute to the development of internalized values
and control than the punitive techniques practiced by lower class fam-
ilies. Similar social class differences are reported by other inves-
tigators (Baley & Schaefer, 1960; Kagan & Freeman, 1963; Kagqn & Moss,
1962).

The characteristics attributed to lower class American families
appear to be analagous to the traits ascribed to African families by
Western researchers (LeVine & LeVine, 1963; LeVine, 1962; Whiting &
Whiting, 1968). In general, traditional African parents were charac-
terized as stressing obedience and responsibility through the use of
physical punishment.

Exposure to Western ideals through education and media, econ-
omic transitions, and family structure modifications will undoubtedly
have an effect on parental childrearing patterns and resultant child

attitudes which will be more attuned to Western practices.

Hypotheses IV

Therefore, it is predicted:

Ila Children of modern parents will be more attached to author-
ity figures than will children of traditional parents.

IVb Children of modern parents will perceive authority figures
as more powerful than will children of traditional parents.

IVc Children of modern parents will perceive less intersystem
support than will children of traditional parents.

IVd Children of modern parents will be more likely to internalize
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norms than will children of traditional parents.

Children of nonpunitive parents will be more attached to
authority figures than will children of punitive parents.
Children of punitive parents will perceive authority
figures as having the power to punish more often than will
children of nonpunitive parents.

Children of punitive parents will perceive more intersys-
tem support than will children of nonpunitive parents.
Children of nonpunitive parents will be more likely to

internalize norms than will children of punitive parents.



CHAPTER 1V

METHOD

Setting

Serowe was selected as the project site because it is the larg-
est village in Botswana and has elements of the three health providing
sectors relevant to the main project (See Appendix D). The dejure
population is 43,168. It is situated in the northeastern portion of
the country and is about 50 km. from the Rhodesian railway line in
Palapye. Most produce, goods and mail are received from the Railway
Station at Palapye and brought to Serowe by road. Information is
disseminated by means of the postal system, the day old Botswana
Daily newspaper and verbal communication. Telecommunications are
restricted to the telegraph, a few business and private telephones
and radios.

There are several shops and restaurants, two hotels, a post
office, hospital, clinic and community center. Educational facil-
ities include 12 primary schools (one English-medium and 2 parochial),
one secondary school, a night school, a Teacher's Training College
and a Brigade Center.

Housing consists primarily of mud structures and a few European
structures. None of the homes have electricity with the exception of
those with private generators.

There are some jobs available in the area but most families rely

27
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on subsistence agriculture and cattle herding.

Subjects
The subjects (Ss) were 427 children (181 males and 244 females,

2 were unclassified) in Standards 5, 6, and 7. Children ranged in age
from 10 to 16 years.

The schools selected for the study were four primary schools in
the Serowe area. Two schools were Tswana-medium schools, one was a
Tswana-medium parochial school and one English-medium school. The
English-medium school had the smallest population and the highest

tuition.

Instrumentation

Your Ideas about People and Rules (YIAPR)

A modified version of Hess and Minturn's Your Ideas about People

and Rules (YIAPR) was used to assess the child's conception of com-
pliance systems (See Appendix A). YIAPR consists of both nominal and
ordinal scales. Ordinal items include: 7 items to assess authority
figures' willingness to help, 4 items indicated 1iking for authority
figures, 6 items revealed power of authority figures to punish, and

7 items indicated guilt feelings for failure to comply to authority
figures rules. Nominal items included 4 items (each with 7 possible
"Yes" or "No" responses) to assess intersystem support and 5 items

(7 "Yes" or "No" responses) to detefmine willingness to enforce rules.
Questions corresponding to each scale are listed in the YIAPR code
book (See Appendix A). YIAPR reliability was assessed by Hess and
Minturn in terms of average percent of test-retest agreement (nominal

= 76.3%; ordinal = 72.1%). In the present study, the range of YIAPR
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ordinal items was reduced from 6 to 4 because of the limitation of
Setswana in accommodating response choices (e.g., "usually" and

"occasionally" both translate to gantsi in Setswana).

Parents Interview (PI)

The Parents Interview (PI) was developed to assess parental
attitudes and childrearing practices (See Appendix B). Eight open-
ended questions and 5 hypothetical situations (range of response
options = 1 to 6) were used to assess parental childrearing practices.
Twelve statements (range of responses options = 1 to 4) were devised
to determine modern versus traditional attitudes. A1l items were
scaled according to increasing level of Western (modern) responses

(e.g., for Statements, 1 = traditional; 4 = modern).

Other Measures

The Draw-A-Person (DAP) and Health Care Inventory (HCI) were
administered as part of the larger project and will be analyzed at

a subsequent time.

Procedure

Phase 1: Serowe Western School was identified as the school
for the pilot study because it was representative of most Tswana-
medium schools and was close to the home of the investigator. The
investigator talked with the principal, teachers and children and did
a series of observations in the school over a 4 week period. In
addition, the education officer, principal, and teachers acted as
consultants in developing the modified version of the YIAPR.

Experimenters (Es) were a female Motswana interpreter and a
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Black American female. In addition, 10 senior level students from
Swaneng Secondary School acted as facilitators in administering the
questionnaire. All facilitators were trained on how to answer ques-
tions without influencing the children's responses.

Phase 2: The YIAPR was translated into Setswana, then English,
and then back into Setswana in order to control for the validity of
the translation. Children in Standards 3 and 5 were given the YIAPR
and resulting modifications were made.

Phase 3: The final version of the YIAPR was administered to
the children in the four schools described above. Twenty-five males
and 23 females were randomly selected and their parents/guardians were
interviewed.

Phase 4: A total of 48 parents/guardians were interviewed in
their homes by the investigator and interpreter. Whenever possible

the investigator conducted the interview.

Data Analyses

Several statistical procedures were used on the resulting data.
A2 X2 X4 (Sex X Family Structure X School) Multivariate Analysis
of Variance statistical procedure was used to analyze the YIAPR. Sig-
nificnat univariate F's were reported only if the multivariate F was
significant. Dependent variables were the child's attachment to the
authority figures, the child's perceptions of the authority figures'
power to punish, intersystem support of authority figures, and the
child's internalization of norms. Missing data were assigned the
mean (2.5) of the response range of ordinal items (this comprised

approximately 10% of the ordinal data). A composite score was
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calculated for nominal items using the total number of "Yes" responses.

A 3 X2 X2 (Age X SES X Family Structure) Analysis of Variance
was performed on the PI. Missing data were assigned the mean of the
response range for statements (2.5) and hypothetical situations and
appropriate open-ended statements (3.0). (This comprised approximately
8% of the data.) A Cronbach's alpha was computed on statements which
comprised the childrearing index (o = .61).

A Pearson Product Moment Correlation was used to assess the

relationship between parent variables and child variables.



CHAPTER V

RESULTS

This chapter presents significant findings of the study and is
divided into four sections. The first section presents results on
children's conception of compliance systems. The second section pre-
sents results on parenta]nattitudes and childrearing practices. The
third section presents results on the relationship between children's
conception of compliance systems and parental attitudes and child-
rearing practices. The final section presents a summary of the re-
sults relevant to the hypotheses. Unconfirmed predictions are

discussed in the following chapter as pertinent.

Children's Conceptions of Compliance Systems

Sex Differences

The hypothesis that girls would perceive authority figures as
willing to help more often than boys was unsupported by a significant
multivariate main effect for sex (F[6/389] = 2.36, p < .02). Subse-
quent univariate analysis revealed a significant sex difference in
children's perception of teachers (F[1/403] = 8.02, p < .004) and
friends (F[1/403] = p < .05). Girls (X = 3.16) perceived teachers
as willing to help more often than did boys (X = 2.82). Although
only marginally significant (p < .06) there was a tendency for girls

to perceive mothers as willing to help more often than did boys.
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Overall, when ranked according to willingness to help, children per-
ceived teachers as most willing to help (X = 3.10), followed by fathers
(X = 2.96), mothers (X = 3.10), friends (X = 2.73) headmen (X = 2.63)
and policemen (X = 2.59).

The hypothesis that girls would show more liking for authority
figures than boys was supported by a significant main effect for sex
(F[4/400] = 2.58, p < .04). A subsequent univariate analysis revealed
a significant sex difference for liking for father (F[1/403] = 8.29,

p < .004), mother (F[1/403] = 6.18, p < .01), and teacher (F[1/403] =
4.620], p < .03). Overalf, girls stated a liking for authority fig-
ures more often than boys (See Table 1).

Table 1. Means of Children's Questionnaire Responses to Liking

for Authority Figures X Sex (* = significant means
referred to in text)

Sex
Authority Figure
Male Female
Mother 3.77 3.90*
Father 3.82 3.90*
Teacher 3.40 3.54*
Headman 3.09 3.14*

In general, children stated a personal 1iking for parents (X for
father = 3.86; X for mother = 3.84), followed by teacher (X = 3.48)
and headman (X = 3.31).

The hypothesis that boys would perceive authority figures as
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having the power to punish more often than girls was supported (mul-
tivariate main effect for sex was significant, F[6/398] = 2.11, p <
.05). A subsequent univariate analysis revealed a significant sex
difference for perception of the father's power to punish (F[1/403] =
8.64, p < .003). Boys (X = 2.82) were more likely than girls (X =
2.52) to view fathers as being punitive.

Interestingly, children viewed teachers (X = 2.77) and police-

men (X = 2.72) as having the power to punish more than parents (X for

2.66; X for mother = 2.66). The headman (X = 2.65) was rated

father
almost as high as parents, and friends (X = 1.88) were viewed as hav-
ing the least amount of punitive power. When these findings are
compared with willingness to help and liking for authority figures,
teachers are perceived as helpful and powerful, while parents are con-
sidered less powerful but are better 1liked.

The hypothesis that girls would report guilt feelings about
breaking rules more often than boys was supported (multivariate main
effect for guilt feelings; F[1/397] = 2.14, p < .04). A subsequent
univariate analysis revealed signficant differences in girls' and boys'
reports of guilt feelings for noncompliance toward mother, policemen,
and church (see Table 2). Table 3 presents sex differences in child-

ren's responses to guilt feelings about noncompliance.

Family Structure Differences

Children of extended families were hypothesized to perceive more
intersystem support than children of nuclear families. The hypothesis
was confirmed (multivariate main effect, F[4/400] = 3.12, p < .01). A

subsequent univariate analysis revealed a significant family structure
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Table 2. F-Ratios for Significant Univariate Effects on Children's
Guilt Feelings for Noncompliance

Source F[1/403] P

Mother 4.08 .04
Teacher .007 .92
Father .20 .66
Policeman 8.02 .005
Village 3.04 .08
Church | 6.72 .01

Friends 2.91 .09

Table 3. Means of Children's Questionnaire Responses to Guilt
Feelings for Noncompliance X Sex

Sex

Authority Figure

Male Female
Father 3.19 3.16
Mother 3.00 3.22*%
Teacher 3.00 3.05
Policeman 2.64 3.03*
Village 2.72 3.14
Friends 2.47 2.65
Church 3.05 3.29

* = significantly different means
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difference in children's perceptions of intersystem support for all
authority figures (See Table 4). Children of extended families per-
ceived more intersystem support than children of nuclear families
(See Table 5).

Table 4. F-Ratios for Significant Univariate Effects of Family
Structure on Children's Perceptions of Intersystem

Support
Source F[1/403] P
Mother 9.49 .002
Father 8.56 .004
Teacher 7.67 .006
Headman 4.92 .027

Table 5. Means of Children's Questionnaire Responses to Inter-
system Support X Family Structure

Family Structure

Authority Figure
Nuclear Family Extended Family

Mother 1.55 1.7
Father 2.55 3.05
Teacher 2.23 2.57
Headman 2.73 3.11

A form of reciprocity seems to exist between members of the

different compliance systems. Children perceived each figure as



37

having support from some member of another system. In general, most
rules could be punished by parents and parents' rules could be punished
by the teacher. Reciprocity seems to be most common between parents

and teachers.

School Differences

It was hypothesized that children from English-medium and paro-
chial schools would express more liking for authority figures than
would children fron Tswana-medium schools. As predicted the multi-
variate main effect for school was significant (F[12/1058] = 3.67,

p < .00002). A subsequent univariate analysis revealed a significant
school difference in 1iking for the headman (F[3/403] = 8.07, p <
.00003). A Newman-Keuls Test of multiple comparisons revealed that
children from Tswana-medium school (X = 3.54) expressed a liking for
headmen more often than did children from parochial schools (X = 3.02).

Children from English-medium and parochial schools were expected
to view authority figures as having the power to punish more often
than were children fron Tswana-medium schools. The multivariate main
effect of school was significant (F[18/1126] = 1.94, p < .01). A sub-
sequent univariate analysis revealed school differences for children's
perceptions of‘fathers' (F[1/403] = 2.54, p < .05) and teachers'
(F[1/403] = 3.74, p < .02) power to punish. A Newman-Keuls Test re-
vealed inconsistency in directions of responses. Apparently, the
univariate F for responses to the father's power to punish was only
marginally significant, therefore, the test for post hoc comparisons
did not produce significantly different school means. There was a

tendency however, for children from Tswana-medium schools (i} = 2.73;
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Yé = 2.74) to perceive fathers as being punitive more often than child-
ren from English-medium (X = 2.40) or parochial (X = 2.69) schools.

Quite unexpectedly, the difference in children's perceptions of
the teacher's power to punish occurred between children fron English-
medium schools and children from parochial schools. Children from
English-medium schools (X = 3.05) perceived teachers as having punitive
power more often than children of parochial schools (X = 2.58). Al-
though not statistically significant children from English-medium
schools were higher on this factor than children from Tswana-medium
schools (X = 2.75, Yé = 2.78). Friends were viewed as having punitive
power more often by children from Tswana-medium schools (X = 1.90)
than by children from parochial schools (X = 1.67).

Another hypothesis concerned children's perceptions of inter-
system support. Children from Tswana-medium schools perceived more
intersystem support than did children from English-medium or parochial
schools, (multivariate main effect, F[12/1058] = 2.85, p < .0007).

A subsequent univarate analysis revealed significant school differences
in children's perceptions of intersystem support for the father,
teacher and headman. (See Table 6). A Newman-Keuls Test revealed

that children from Tswana medium schools perceived more intersystem
support than children from parochial or English-medium schools (p <
.05).

Parents (mother = 85.12%; father = 87.91%) were clearly viewed
as being supportive of the systems. The teacher was viewed as able
to punish transgressions against other systems (73.82%). The headman
and other family members were viewed as being supportive of other

systems 56.79% and 56.45% of the time, respectively. Those viewed
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as having the least authority in punishing violations of rules of var-

ious systems were other people (26.82%) and friends (24.97%).

Table 6. F-Ratios for Significant Univarate Effects of School
Setting on Children's Perceptions of Intersystem Support

Source F[1/403] p
Mother 2.19 .09
Father 6.21 .0004
Teacher 3.68 .01
Headman 6.01 .0005

Children from English-medium and parochial schools were more
willing to enforce rules than were children from Tswana-medium schools
(multivariate main effect was significant F[15/1101] = 3.49, p < .0001).
A subsequent univariate analysis revealed significant school differences
in children's willingness to enforce rules on their peers (See Table 7).
A Newman-Keuls Test indicated that children from English-medium and
parochia] schools were less willing to enforce rules than were children
from Tswana-medium schools (See Table 8 for means).

When asked how they would punish another child's violations of
the rules of a system, 80.90% of the children responded that they should
be told that they were wrong. The next most frequent occurring response
was to tell the appropriate authority figure (76.18%); that is, the
authority figure whose rules were broken. Children responded to "Ask
why" and "Tell my parents" with equal frequency (74.85% and 74.88%)
respectively. This was followed by telling the parents of the child
who had broken the rules (70.52%). The response children felt they
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were least likely to make was to try to punish the child themselves

(33.25%).

Although the children were least likely to try to punish

the child themselves 33.25% is still a relatively large response to

this option.

Table 7.

F-Ratio for Significant Univariate Effects of School
Setting on Children's Willingness to Enforce Rules

Source F[1/403] P
Mother 5.54 .0009
Father 6.43 .0003
Teacher 9.27 .00001
. Village 5.90 .0006
Table 8. Means of Children's Questionnaire Responses to Will-
ingness to Enforce Rules X School
School
Authority
Figures .

Tswana Tswana English .

Medium 1 Medium 2 Medium  arochial
Mother 4.64 4.68 4.04 3.89
Father 4.65 4.80 4.07 3.92
Teacher 5.03 5.37 4.09 4.31
Village 4.20 4,37 3.51 3.70
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Parental Attitudes and Childrearing Practices

A significant main effect was found for age on type of punish-
ment used (F[2/47] = 3.24, p < .05). A Newman-Keuls Test (p < .05)
indicated that older parents/guardians (X = 14.07) used fewer love-
oriented discipline techniques than younger parents/guardians (X =
17.53). There also was a significant main effect for socioeconomic
(SES) on the use of reward, (F[1/47] = 9.52, p < .004). Parents/
guardians from middle class families were more likely to use reward
for altruistic behavior than were parents/guardians from lower class
families.

A significant Family Structure X Sex interaction was found for
number of rules (F[1/47] = 4.72], p < .04). However, a test of simple
interaction effects revealed means that were not statistically signif-
icant. There was a tendency for middle class, nuclear families (X =
8.19) to have fewer rules than middle class extended families (X =
10.71).

A marginally significant Family Structure X SES interaction was
found for childrearing attitudes (F[1/47] = 3.90, p < .056). A test
of simple effects (F = 6.25, p < .025) revealed that older respondents
from middle SES and nuclear families (X = 18.00) tended to have more
modern childrearing attitudes than older respondents, from middle SES,
and extended families (X = 13;70).

Relationship between Parent Variables
and Child Variables

A Pearson Correlation did not support any of the hypotheses.
Surprisingly, there was a negative relationship (r = -.20) between

childrearing attitudes and children's 1liking for authority figures.
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Modern parents tended to have children who showed less liking for
authority figures, which was the opposite of what was expected. A
similar trend was found for those parents/guardians using nonpunitive
discipline techniques. Their children stated less liking for author-
ity figures than children of punitive parents (r = -.38). There also
was a slight tendency for children of modern parents to perceive
authority figures as having punitive power more often than children
of traditional parents (r = .30).

Summary of Results

In general, hypotheses predicting sex differences and school
differences were supported. Girls were more likely than boys to per-
ceive authority figures as willing to help and showed a personal liking
for authority figures. Girls were also found to report guilt feelings
more frequently than boys. Boys however, were more likely to view
authority figures as having punitive power.

School differences primarily reflected differences between
Tswana-medium schools and English-medium and parochial schools. Child-
ren from Tswana-medium schools were more likely to see authority fig-
ures as having the power to punish transgressions. Furthermore, they
perceived more intersystem support and were more likely to enforce
rules on their peers than were children from English-medium and par-
ochial schools.

None of the hypotheses predicting a relationship between parental
variables (discipline techniques and childrearing attitudes) and child
variables (conception of compliance systems) were confirmed. Nonpun-
itive discipline techniques and modern childrearing attitudes tended

to be negatively related to children's 1iking for authority.
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The following results while not predicted were found to be
statistically significant: younger respondents used more punitive
disciplinary techniques, middle class respondents tended to use re-
ward more often than lower class respondents, middle class older re-

spondents from nuclear families had more modern childrearing attitudes

than older middle class respondents from extended families.



CHAPTER VI

DISCUSSION

Sex Differences

The results of the present study suggest that girls are more
supportive of the compliance system than boys. As expected girls were
more likely to perceive authority figures as willing to help and showed
a stronger personal liking for authority figures than boys. Guilt feel-
ings were also more frequently expressed by girls than by boys. These
data are consistent with findings of other researchers (Hoffman &
Saltzstein, 1967; Bronfenbrenner, 1960) regarding the differential soci-
alization of boys and girls. A strong attachment (i.e., willingness of
authority figures to help and child's liking for authority figures)
appears to exist between girls and authority figures. Au;hority fig-
ures are more responsive to the nurturant and dependency demands of
girls which are traits indicative of the woman's ascribed role in
Tswana culture as caretaker and helper. The man's role in the society
is that of protector and provider which demands independence and in-
itiative. In order to becoﬁe competent in their ascribed roles boys
are discouraged from displaying dependent behaviors. Boys do perceive
authority figures as less receptive to requests for help and more likely
to be punitive, a pattern which Baumrind (1972) suggests is one likely
to produce independent behavior.

These differential socialization practices are reflected in the

44
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children's responses to questions concerning guilt feelings for un-
noticed transgressions against authority. Girls expressed guilt feel-
ings more often than boys. The more frequent use of power assertive
discipline techniques with boys may account for this difference. Power
assertive techniques would not produce compliance without the sur-
veillance of an external agent. Interestingly, there were no sex
differences in children's willingness to enforce authority figures'
rules. Apparently both boys and girls have identified with the rules
of the authority figure to the extent that they are willing to enforce
these rules with their peers. This suggests that it is the relation-
ship between child and authority figure which causes internalization
of rules (i.e., guilt feelings for noncompliance). Boys who perceive
figures as having punitive power are willing to enforce rules but do
not feel guilty about breaking the rules when not under surveillance
(Compliance Process). Girls who perceive authority figures as affec-
tionate and helpful are willing to enforce rules and feel guilty

about transgressions because the relationship with the authority is

attractive (Identification Process).

Family Structure Differences

Children of extended families viewed authority figures as sup-
porting each other in punishing noncompliance more often than children
of nuclear families did. There were no family differences in children's
attachment to authority figures, perceptions of power, or internaliza-
tion of rules. This suggests that the reciprocal socialization compon-
ent of the extended family is generalized to socializing agents of

other systems. The multiplicity of caretakers inherent in extended
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family structures may indeed facilitate the acceptance of authority
figures of other compliance systems. Moreover, the traditional com-
munal orientation of Tswana culture allows for interference from any
member for the good of the collective community.

Gabarino and Bronfenbrenner (1976) have characterized extended
families as pluralistic settings and nuclear families as monolithic.
The diversity of age and backgrounds characteristic of extended famil-
ies should promote moral pluralism, i.e., the internélization of
social norms. However, there were no differences in children's ex-
pressed guilt feelings for noncompliance or willingness to enforce
rules as a function of family structure. This suggests that there
were no differences in the children's perceptions of the socializa-
tion process as a function of family structure. One possible explan-
ation for this findingis that the diversities and inconsistencies
exemplified in extended families may not reflect the pluralistic set-
ting that Gabarino and Bronfenbrenner (1976) suggest. Extended fam-
ilies may be more characteristic of monolithic structures so far as
childrearing practices are concerned. Extended family members are
organized around a single set of goals all of which focus on the so-
cialization of the child. Therefore, the extended family members may
be consistent in their socialization practices, or the child may come
to easily discriminate among authority figures. Moreover, the expec-
tations and sanctions of the extended family members may represent
convergent societal values. If both family structures (nuclear and
extended) are monolithic then the expected structural differences
should not occur.

An alternate explanation is that differences do not occur because



47

both family structures are pluralistic. The norm for Tswana culture
is the extended family with its multiple caretakers, divergent back-
grounds and ages, and inconsistencies. Nuclear family structures
deviéte from the norm and as a result may produce dissonance for its
members. Dawson (1969) contends that most unresolved conflicts in
transitional societies concern parental authority, i.e., whether it
should be more love-oriented or more punitive. The child in the nu-
clear family structure may experience inconsistencies as a result of
unresolved interparent and/or intraparent conflicts. If both systems

are pluralistic resulting differences should not occur.

School Differences

As expected school differences revealed that children from
Tswana-medium school perceived more intersystem support. However,
other findings are either inconsistent or tend to refute the hypoth-
eses. The teacher is perceived as having power to punish by English-
medium school children, whereas in the Tswana-medium schools children
perceived the father as having power to punish. Children from Tswana-
medium schools were more likely to enforce norms than the predicted
English-medium school children. The school difference obtained for
personal 1liking of an authority figure was opposite to that predicted.
Children from Tswana-medium schools expressed 1iking for the headman
more often than children from English-medium schools.

Examined in light of Gabarino and Bronfenbrenner's model sever-
al considerations emerge. Tswana-medium schools may be considered a
monolithic setting i.e., most teachers and students are from the com-

munity and have similar expectations and sanctions. English-medium
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schools are exemplary of a pluralistic setting i.e., the staff and
student population are more diverse in backgrounds and their expec-
tations and sanctions may be slightly different from those of the

Tswana community. The Tswana-medium school child's perception of inter-
system support is congruent with the authority orientation characteris-
tic of monolithic settings. The Tswana-medium school child's 1liking

for the traditional authority figure (headman) implies an identifica-
tion process which is consistent with Gabarino and Bronfenbrenner's
Level 2. The inconsistent response occurs in children's perceptions of
the punitive power of authority figures. Interestingly, the father is
the traditional power figure in the Tswana family and children from
monolithic settings perceive him as powerful. In the pluralistic set-
ting the power of the father has been usurped by the teacher who is
viewed as powerful. The failure of children from English-medium schools
to enforce rules as often as children from Tswana-medium schools sug-
gests that children of English-medium schools may perceive the punitive
power of the teacher as illegitimate and would therefore be unlikely

to enforce the rules. On the other hand, the Tswana-medium school
child's willingness to enforce rules may indicate that the father's

punitive power is perceived as legitimate.

Parental Childrearing Practices and Attitudes

The following results while not predicted are beneficial in un-
derstanding Botswana structural dynamics. The data indicate that in
middle classes extended families have more rules than nuclear families.
The frequency of rules in the extended family suggests that more re-

strictions are placed on the child. Baumrind (1972) defines restrictive
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control as extensive proscriptions and prescriptions which cover many
areas of the child's life and need systems. Resultant child behaviors
depend on the child's perceptions of parental authority. Just author-
ity produces behavioral compliance accompanied by independence while
arbitrary and overprotective authority promotes immaturity and rebel-
lion. The structure of the extended family requires independence and
responsibility from its young members. As a collective unit each child
has duties which must be carried out in order to facilitate the
efficiency of the unit. Thus, each individual must perceive the rules
as legitimate in order to maintain the collective unit.

Other findings of this study suggest that the transitional state
of Tswana society is causing a reassessment of the legitimization of
the extended family structure. The data revealed that older parents/
guardians use physical discipline techniques more often than younger
parents/guardians. This suggests that younger parents/guardians are
moving toward more psychological discipline techniques. According
to Bronfenbrenner (1972) the same trend is occurring in Western society.
He attributes this transition to exposure to expert advice which is
adopted into childrearing practices. In Botswana, young adults are
1ikely to be exposed to new ideas through education and mass media and
as a result are more responsive to change. Moreover, adoption of
new techniques may reflect the transitional state of the society. The
transition from a cattle to a cash economy may necessitate a change in
family structure. However, the nuclear family cannot maintain the
constant surveillance required by more power assertive discipline
techniques. As a result younger parents who are forming the nuclear

family units are moving to more psychological discipline techniques
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which result in more internalized control of behavior.

Support for the above interpretation comes from the Age X SES
X Family Structure interaction. In middle classes, older respondents
from nuclear families have more modern childrearing attitudes than
older respondents from extended families. The nuclear family struc-
ture does not allow for the constant surveillance of children neces-
sary to maintain conformity through the use of more punitive-discipline
techniques. The failure to find family structure differences in the
lower class families may indicate a limited amount of exposure to
Western practices. Support for this supposition comes from the data
on use of reward (praise for prosocial behavior). Middle class fam-
ilies tended to use reward more often than lower class families. The
more frequent use of reward by middle class parent/guardians may re-
flect a movement toward more love-oriented socialization techniques.

Relationship between Parent Variables
and Child Variables

The hypotheses regarding parental childrearing attitudes and
discipline techniques and their relationship to children's percep-
tions of compliance systems were not confirmed. Moreover, the trends
suggested the reverse of the predictions. Children of modern parents
showed less personal 1liking for authority figures and perceived author-
ity figures as having more punitive power. In addition, children of
nonpunitive parents expressed less liking for authority figures.

These findings suggest that the move toward more psychological disci-
pline techniques and attitudes is related to less liking for authority
and stronger perceptions of punitive power.

According to Dawson (1969) parents in transitional societies
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have the most unresolved conflict about discipline techniques; i.e.,
whether to use psychological or punitive discipline. The dissonance
experienced by the parents may result in inconsistent discipline. This
inconsistency may be perceived by the child as coercive and irrational
punishment. This perception could cause a breakdown in the child-agent
relationship thereby resulting in dislike for authority. The failure
to find significant differences in children's perceptions of authority
based on differences in parental childrearing attitudes and practices
suggests that dissonance may result in a group of parents/guardians

who are neither traditional nore modern in their childrearing attitudes
and practices. As a result children may not perceive any differences
in parents/guardians who form the two groups, i.e., the modern group

may not be significantly different from the traditional group.

Implications for Future Research

The present investigation, although not designed to test Gabarina
and Bronfenbrenner's cross-cultural model of moral pluralism, identifies
some problems with the model. A central problem is defining settings
in terms of their anomic, monolithic, and pluralistic dimensions. The
inconsistencies necessary for moral pluralism are not easily distin-
guished. Researchers who attempt to define inconsistent, divergent
goals or other cultures may not define them the same way as members of
the culture. For example, in the present study extended families which
are considered characteristic of pluralistic settings by Gabarino and
Bronfenbrenner, may actually represent monolithic settings, i.e., all
family members are organized around a single set of goals. It is the

individual's perception of the settings which will determine his
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behavior. This leads to a central problem associated with cross-
cultural research that of defining and interpreting data in cultural
context.

Gabarino and Bronfenbrenner's incorporation of the first four
stages of Kohlberg's stages confounds the basis for the authority-
orientation, i.e., whether the child is governed by reward and pun-
ishment or identification. This is an important distinction for un-
derstanding the child's motivations for compliance.

Generally, Kohlberg has not found respondents in preliterate
societies who perform at his Principled Level, a level which cor-
responds to Gabarino and Bronfenbrenner's Level 3. The present study
suggests that schools play an important role in the transmission of
values. A longitudinal study of children exposed to different school
settings (e.g., Tswana-medium and English-medium) may reveal interest-
ing findings in levels of moral cognition.

The present research focused on children's perceptions of
authority and internalization of rules. However, it did not examine
the relationship between cognitive structuring and children's percep-
tions of compliance systems. Central to this issue is the development
of moral cognitions 1in a society that stresses group values rather
than individual values. Future research should attempt to examine
the interrelatedness of cognitions, perceptions and behavior.

In addition, the present study does not examine developmental
trends. The age range of thechildren in this study would tend to
place them developmentally at Level 2 of Gabarino and Bronfenbrenner's
model which corresponds to Kohlberg's stages 1 to 4. This suggests

that most children should be authority oriented. Subsequent research
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should include respondents who are in the age ranges of the other
levels of moral development.

As stated previously, Tswana society is in a state of flux due
to technological and economic transitions which has resulted in an
abrogation of authority. Parents have already begun to complain of
loss of respect for authority and increased delinquency as evidenced
in petty thefts and night roaming adolescent gangs. A future study
on the effects of diminishing authority on subsequent behavior of
children may give insights into ways of handling potential juvenile
problems.

Inconsistent use of discipline practices may be related to po-
tential delinquency problems. In laboratory settings inconsistent
discipline resulted in resistance to extinction of negative behaviors.
Baumrind (1972) also maintains that irrational and coercive discipline
results in rebellion and immaturity. Further research should focus
more on the'aspects of the extended family in comparison to the nuclear
family and the children's perceptions of interagent versus intraagent
consistency in discipline.

Studies conducted in cultures which are different from the in-
vestigator's own are generally subject to limitations. Although the
YIAPR was developed for cross-cultural use, translation and conceptual
problems often affect the validity and reliability of standard instru-
ments. Instruments developed after observations and interviews in
the culture may reveal more accurate information.

The PI was developed in Botswana based on observations and un-
structured interviews, however, it only assesses general childrearing

practices. Most parents report that they use physical discipline.



54

Most children however, were more likely to reason with another child
who broke an authority figure's rules than to try to punish the child
themselves. In actuality, very little aggression towards peers is
witnessed in the school or village. This finding is contrary to obser-
vational learning theory which suggests that children imitate the aggres-
sive behavior (physical discipline) of their parents. Future research
should examine childrearing practices and attitudes in greater detail
along with structured observations of parental childrearing practices.
In addition, the function of corporal punishment in Tswana society
should be considered. The affect typically associated with physical
punishment in Western culture is not characteristic of Tswana culture.
Physical punishment serves to instruct the child rather than an emo-
tional release for the parents. In actuality very little physical
punishment was witnessed during the investigator's stay in Botswana.

The failure to find significant correlations between parent var-
iables and child variables suggests that peer group influences and
other social influence agents should be studied more carefully to de-
termine their role in the moralization of school-age children.

In conclusion, the present study suggests, as Thema (1972)
warns, that the indiscriminant adoption of Western ideals (in this
case Western childrearing practices) may indeed result in the loss of
a stable parent-child relationship. Future research should address
itself to the effects of diminishing parental authority and increas-
ing Western influences on the inculcation of values in Batswana

children.
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APPENDIX A

Questionnaire and Codebook

Your Ideas about People and Rules

(YIAPR)



Code No.
YOUR IDEAS ABOUT PEOPLE AND RULES

This is a study on how children think and feel about people and
rules. Please answer each question and give only one answer for each
question. The way to let us know how you feel is to circle the num-
ber under the answer that comes closest to the way you think.

There will be different kinds of questions and answers. Listed
below are examples for you to practice on. Try this example.

Playing games is fun.
(Circle the number under one answer only.)

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Now try another example.
Going to the lands is a duty.

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Try this one.

If other children break windows at school, I would:
(Circle the number under yes or no for each answer.)

Do nothing or tell no one Yes No
Tell them they are wrong Yls ﬁq
Tell my teacher Yls ﬁo
Tell my parents Yls . ﬁo
Try to get even with them Y%s Eo

Remember, we want to know what you think. You tell us by cir-
cling the number under the answer which is most like the way you feel.

Tear off here

Code No.
Name:

School:
Standard:
Ward:
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PARENTAL OCCUPATION

When your mother works, she has a certain kind of job. (Circle
the number beside the answer that best describes what your mother's
job is or was like.)

She works with her hands.
(At a small store or restaurant, she cleans house for other
people, washes clothes, cooks.)

She works with her hands at a job that takes time to learn.
(Dressmaker, weaver, makes jerseys and hats.)

She works in a store or office for somebody else, works for the
government at a job that takes some time to learn.
(Secretary, typist, bank teller, teacher nurse.)

She works at a job which requires many years of college and also
special training.
(Doctor, lawyer, chemist.)

She owns a small business or store.
(Owner of a restaurant, store, dressmaker shop.)

She is not working outside of our home, lands or cattlepost now.
She works at home, the lands, or cattlepost only.

(Sells beer or sour milk, cuts grass, builds mud houses, stamps
mealies.)

I don't know what my mother does.

When your father works, he has a certain kind of job.
(Circle the number beside the answer that best describes what
your father's job is or was like.)

He works with his hands.
(Works in the mines, cuts trees, digs boreholes, drives a lorry.)

He works with his hands in a job that takes time to learn.
(Thgtches roofs, carpenter, builder, shoemaker, automobile mechan-
ic.

He works in a store or office for somebody else, works for the
overnment. He usually wears a shirt and tie or uniform to work.
?Post office clerk, bank teller, policeman, teacher, nurse.)

He works at a job which requires many years of college and also
special training.
(Doctor, lawyer, chemist.)
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He owns his own small store or business.
(Owner of a petrol station, store, restuarant.)

He is not working outside of our home, lands or cattlepost now.
He works at home, the lands or cattlepost only.

I don't know what my father does.



1.

2.

\

3.

4.

I am:
(Circle

I am a:

These people live with you at your home:
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one answer only.)

8 years old
9 yeals old
10 yeais old
1 yeags old
12 yeags old

Boy
1

13 years old

14 years old

15 years old

16 years old

Girl
2

(Circle Yes or No for each answer.)

I have:
(Circle

Mother

Father

Grandfather

Aunts

Uncles

Your sister's children
Your brother's children
Cousins

Other family members

one answer only.)

1 sister
1

2 sisters
2

3 sisters
3

4 sisters
4

5 sisters or more
5

no sisters
9

Yes
1
Yes
1
Yes
1
Yes
1
Yes
1
Yes
1
Yes
1
Yes
1
Yes
1

No
No
No
No
No
No
No
No

No
2

or older



5. I have:

59

1 brother

2 brolhers

3 broihers

4 broghers

5 bro:hers or more
no bréthers

6. The church I belong to is:

7. Does your mother want to help you when you need it?

London Missionary
1
Seven Day Adventist
2
Anglican
3
Apostolic
4
Zionnist
5
Roman Catholic
6
Pentecostal
7
Other
8
I don't go to church
9

(Circle the number under one answer only)

Never
1

8. Do teachers want to help you when you need it?

Never
1

Sometimes Usually

2

3

Sometimes Usually

2

3

Always
4

Always
4

Don't Know
9

Don't Know
9

9. Do hospital doctors want to help you when you need it?

Never
1

Sometimes Usually

2

3

Always
4

Don't Know
9



10.

11.

12.

13.

14.

15.

16.

17.

18.

19.
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Does your father want to help you when you need it?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Do Tswana doctors (dingaka tsaSetswana) want to help you when
you need it?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Do spiritual healers (baporofeti) want to help you when you need
it?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Do policemen want to help you when you need it?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Do your friends want to help you when you need it?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Does your headman want to help you when you need it?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Do policemen have the power to punish you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Do Tswana Doctors (dingaka tsa Setswana) have the power to punish
you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Does your father have the power to punish you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Does your mother have the power to punish you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9
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20. Do your teachers have the power to punish you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9
21. Do spiritual healers have the power to punish you when you do
wrong?
Never Sometimes Usually Always Don't Know
1 2 3 4 9

22. Does the headman have the power to punish you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

23. Do your friends have the power to punish you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

24. Do hospital doctors have the power to punish you when you do wrong?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

25. If you do not obey your father's rules, does he punish you?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Besides your father, who else might scold or punish you when you
do not obey your father's rules?
(Circle yes, no, or don't know for each answer)

Mother Yes No Don't Know
Other family members Yls ﬁo Don'z Know
Teachers Yls ﬁo Don'% Know
Headman Yls ﬁo Don'g Know
Friends Y;s ﬁo Don'z Know
Anyone else Yls ﬁo Don'g Know
1 2 9
26. If you do not obey your teacher's rules, does your teacher pun-
ish you?
Never Sometimes Usually Always Don't Know

1 2 3 4 9
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28.
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Besides your teacher, who else might scold or punish you when
you do not obey?

Father Yes No Don't Know
1 2 9

Mother Yes No Don't Know
1 2 9

Other family members Yes No Don't Know
1 2 9

Headman Yes No Don't Know
1 2 9

Friends Yes No Don't Know
1 2 9

Anyone else Yes No Don't Know
1 2 9

If you do not obey your mother's rules, does she punish you?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Besides your mother, who else might scold or punish you when
you do not obey your mother's rules?

Father Yes No Don't Know
1 2 9

Other family members Yes No Don't Know
1 2 9

Teacher Yes No Don't Know
1 2 9

Headman Yes No Don't Know
1 2 9

Friends Yes No Don't Know
] 2 9

Anyone else Yes No Don't Know
i 2 9

If you do not obey the rules of your village, are you punished
by a policeman or headman?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

Besides a policeman or headman, who else might scold or punish
yor when you do not obey the rules of your village?

Teachers Yes No Don't Know
1 2 9
Friends Yes No Don't Know
1 2 9
Mother Yes No Don't Know
1 2 9
Father Yes No Don't Know

1 2 9



29.

30.

31.

32.

33.

34.

35.

36.

Anyone else

Do you like
(Circle one

Yes,
very much
4
Do you like
Yes,
very much
4
Do you like
Yes,
very much
4
Do you like
Yes,
very much
4
Do you like
Yes,
very much
4
Do you like
Yes,
very much
4
Do you like

Yes,
very much
4

When you break your father's rules, and

do you feel

Yes,
very much

your father?

answer only)

Yes,
much
3

your mother?

Yes,
much
3

your teacher?

Yes,
much
3
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Other family members

Yes, a
little
2

Yes, a
little

Yes, a
little
2

Yes

Yes

No
NO

No, not
at all

No, not
at all

No, not
at all
1

spiritual healers (baporofeti)?

Yes,
much
3

your headman?

Yes,
much
3

Yes, a
little
2

Yes, a
little
2

hospital doctors?

Yes,
much
3

Tswana doctors (dingaka tsa

Yes,
much
3

bad?

Yes,
much
3

Yes, a
little
2

Yes, a
little
2

Yes, a
little
2

No, not
at all
]

No, not
at all

No, not
at ?11

Setswana)?

No, not
at ?]1

Don't Know
9
Don't Know
9

Don't Know

Know

Don't

Know

Don't

Don't

Know

Don't

Know

Don't

Know

Don't
9

Know

no one knows about it,

No, not
at ?11

Don't Know

9



37.

38.

39.

40.

41.

42.

43.
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When you break the rules of your teacher, and no one knows about
it, do you feel bad?

Yes, Yes, Yes, a No, not Don't Know
very much much little at all
4 3 2 1 9

When you break the rules of your church and no one knows about it,
do you feel bad?

No, not Yes, a Yes, Yes, Don't Know
at all little much very much
1 2 3 4 9

When you break your mother's rules, and no one knows about it,
do you feel bad?

No, not Yes, a Yes, Yes, Don't Know
at all little much very much
1 2 3 4 9

When you break the rules of your village (1ike throwing stones
at buildings) and no one knows about it, do you feel bad?

No, .not Yes, a Yes, Yes, Don't Know
at all little much very much
1 -2 3 4 9

When you break policemen's rules, and no one knows about it, do
you feel bad?

No, not Yes, a Yes, Yes, Don't Know
at all little much very much
1 2 3 4 9

When you break your friend's rules, and no one knows about it,
do you feel bad?

No, not Yes, a Yes, Yes, Don't Know
at all little much very much
1 2 3 4 9

Who usually makes the rules in your family?
(Circle one answer only).

Father
1
Mother
2
Father and
mother together
3
Grandmother
4
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Grandfather
5
Grandmother and
grandfather together
6

Whole family
7

44. Who see that the rules of your family are obeyed or enforced?

Father
]
Mother
2
Mother and
father together
3
Grandmother
4
Grandfather
5
Grandmother and
grandfather together
6

Whole family
7

45. How often do you help make the decision in your family (your
parents listen to what you think shoud be done)?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

46. How often do you help make decisions in your class (your teacher
listens to what you think should be done)?

Never Sometimes Usually Always Don't Know
1 2 3 4 9

47. How many of the rules of your village are fair?

A1l Most Some None Don't Know
4 3 2 1 9

48. How many of your father's rules are fair?

Al Most Some None Don't Know
4 3 2 1 9

49. How many of the policeman's rules are fair?

All Most Some None Don't Know
4 3 2 1 9



50.

51.

52.

53.

54.
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How many of your teacher's rules are fair?

A1l Most Some None Don't Know
4 3 2 1 9

How many of your mother's rules are fair?

All Most Some None Don't Know
4 3 2 1 9

How many of your friends rules are fair?

A1l Most Some None Don't Know
4 3 2 ] 9

When other children break your father's rules, what do you do?
I would . . . . (Circle Yes or No for each answer).

Do nothing or tell no one Yes No
Ask them why Yls ﬁo
Tell them they are wrong Yls ﬁo
Tell my mother Yls ﬁo
Tell my father Yls ﬁo
Tell their parents Yls ﬁo
Try to punish them myself Y%s Eo

When other children break a teacher's rules, what do you do?
I would . . . .

Do nothing or tell no one Yes No
Ask them why Yls ﬁo
Tell them they are wrong Yls ﬁo
Tell the teacher Yls ﬁo
Tell my parents Yls ﬁo
Tell the principal or Yls ﬁo

other teachers 1 2
Tell their parents Yes No
Try to punish them myself Yls ﬁo

1 2
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55. When other children bread your mother's rules, what do you do?
I would . . . .

Do nothing or tell no one Yes No
Ask them why Yls ﬁo
Tell them they are wrong Yls ﬁo
Tell my mother Y;s ﬁo
Tell my father Yls ﬁo
Tell their parents Y;s ﬁo
Try to punish them myself Y%s Eo

56. When other children break the village's rules, what do you do?

I would . . . .
Do nothing or tell no one Yes No
Ask them why Yls ﬁo
Tell them they are wrong Yls ﬁo
Tell the policeman Yls ﬁo
Tell my parents Yls ﬁo
Tell their parents Yls ﬁo
Try to punish them myself Y%s Eo

57. When other children break the church's rules, what do you do?
I would . . . .

Do nothing or tell no one Yes No
Ask them why Yls ﬁo
Tell them they are wrong Y;s ﬁo
Tell the minister Yls ﬁo
Tell my parents Yls ﬁo
Tell their parents Yls ﬁo
Try to punish them myself Yls ﬁo

1 2



58.

59.
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If your mother did something to you that you thought was unfair
or unjust like not letting you go on a school trip when all the
other children got to go, what would you do? I would . . . .
(Circle Yes or No for each answer).

Do nothing or tell no one Y$s No
Ask her why Y?s go
Tell her she was unfair or Yes No
unjust 1 2
Tell her not to do it again Y?s go
Ask my father or other adult Yes No
relative to stop her from 1 2

doing it again

Talk to my brothers and Yes No
sisters about it 1 2

Talk to my friends about it Yes No
Show her my anger Y?s 2o

If a teacher did something to you that you thought was unfair or
unjust like scolding only you for making noise when others were
making noise also, what would you do? I would . . . .

Do nothing or tell no one Yes No
1 2
Ask the teacher why Yes No
1 2
Tell the teacher he or she was Yes No
unfair or unjust 1 2
Tell the teacher not to do it Yes No
again 1 2
Tell other teachers or the Yes No
principal that this teacher 1 2
was unfair
Ask my parents or other adult Yes No
relative to talk to the 1 2
teacher or principal
Talk to my brothers and sisters Yes No
about it 1 2
Talk to my friends about it Yes No
1 2
Show the teacher my anger Yes No
1 2
Get even with or get back at Yes No

the teacher 1 2
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60. If your father did something to you that you thought was unfair,
1ike punishing only you when another child or a brother or sister
starts a fight, what would you do? I would . . . .

Do nothing or tell no one Yes No
1 2
Ask him why Yes No
1 2
Tell him he was unfair or unjust Yes No
1 2
Tell him not to do it again Yes No
1 2
Ask my mother or other adult Yes No
relative to stop him from 1 2
doing it again
Talk to my brothers and sisters Yes No
about it 1 2
Talk to my friends about it Yes No
1 2
Show him my anger Yes No
1 2
Get even with or get back at him Yes No
1 2

61. If a policeman or headman did something to you that you thought
was unfair or unjust, like scolding you for doing something you
did not do, what would you do? I would . . . .

Do nothing or tell no one Yes No
1 2
Ask him why Yes No
1 2
Tell him he was unfair or unjust Yes No
1 2
Tell him not to do it again Yes No
1 2
Tell other policemen or headmen Yes No
that he was unfair 1 2
Ask my parehts or other adult Yes No
relative to talk to the police- 1 2
man or headman about it.
Talk to my friends about it Yes No
1 2
Show the policeman or headman Yes No
my anger 1 2
Get even with or get back at him Yes No

1 2
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62. Which is worse?
(Circle one answer only)

To fight with another child in the classroom or
on the school ground.

1
To disturb the classroom and teacher by making
noise, yelling in the classroom, or not obeying
the teacher.

2
To take something that belongs to the school
1ike balls or books.

3

63. Which is worse?

To insult someone and call him bad names so
that people do not think as much of him.

1
To take something that belongs to someone
else 1ike a jersey or pen.

2
To play on the road.

3

64. Which is worse?

To steal something that belongs to your

friends.

1
To say things about your friends that are
not true.

2

To refuse to do something that you and
your friends have already agreed to do.
3

65. Which is worse?
To disobey the rules of your parents.
1

To take money from your parents or other
members of your family.

2
To tell your parents your brother or sister
did something they didn't do.

3

66. Whose punishment do you fear the least?
(Circle one answer only).

Mother Grandmother
1 5



67.

68.

69.

70.

n.

72.

73.

74.

n

Father Grandfather

2 : 6
Friends Policeman

3 7
Teachers Headman

4 8

Whose punishment do you fear the most?

Mother Grandmother
1 5
Father Grandfather
2 6
Friends Policeman
3 7
Teachers Headman
4 8

Can hospital doctors cure people when they get sick?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Can spiritual healers (baporofeti) cure people when they get
sick?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Can Tswana doctors (dingaka tsa Setswana) cure people when
they get sick?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Do spiritual healers (baporofeti) use herbs to treat people
when they get sick?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Do Tswana doctors (dingaka tsa Setswana) use herbs to treat
people when they get sick?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Do hospital doctors use herbs to treat people when they get
sick?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Do Tswana Doctors (dingaka tsa Setswana) have the power to be-

witch people?



75.

76.

77.

78.

79.

80.

81.

82.

72

Always Usually Sometimes Never Don't Know
4 -3 2 1 9

Do spiritual healers (baporofeti) have the power to bewitch
people?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Do hospital doctors have the power to bewitch people?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Do spiritual healers (baporofeti) have the power to make people
go mad?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Do hospital doctors have the power to make people go mad?

Always Usually Sometimes Never - Don't Know
4 3 2 1 9

Do Tswana doctors (dingaka tsa Setswana) have the power to make
people go mad?

Always Usually Sometimes Never Don't Know
3 2 1 9

Have you been treated by a hospital doctor?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Have you ever been treated by a spiritual healer (baporofeti)?

Always Usually Sometimes Never Don't Know
4 3 2 1 9

Have you ever been treated by a Tswana doctor (dingaka tsa
Setswana)?

Always Usually Sometimes Never Don't Know
4 3 2 1 9



Variable

Number

1
2
3

[o o JLN]

9a

10a
N

11a
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COMPLIANCE SYSTEMS
CODEBOOK
Card 1
Card Col Field Description
Number Width
01-03 3 Respondent number
04 1 Card number
06 1 School (Face sheet)
1 = Tshekedi
2 = Riverside
3 = Swaneng
4 = St. Gabriel
08 1 Standard (Face sheet):
1 = Stand 5, 2 = Stand 6, 3 =
Stand 7
10 1 Socio-economic Status (PO):
1 = Low (1,2,6), 2 = High
(3,4,5)
12 1 Age:1 =8 yrs, 2 =9 yrs, 3 =

10 yrs, 4 = 11 yrs, 5 = 12 yrs,
6 =13 yrs, 7 =14 yrs, 8 =
15 yrs, 9 = 16+ yrs
14 1 Sex:1 = Boy, 2 = Girl
16 1 Family Structure (3):1 = Nuclear
(Max = 4 yes), 2 = Extended
(Min = 5 yes)
18-23 6 Attachment: willingness to help
(7,8,10,13,14,15)
1 = Never
Sometimes
3 = Usually
4 = Always
24 1 Don't Know (9) = frequency
26-29 4 Attachment: 1liking for (29,30,
31,?3)

2

No, not at all

2 = Yes, a little
3 = Yes, much
4 = Yes, very much
3] 1 Don't Know (9) = frequency
33-38 6 Power to punish (16,18,19,20,
22,23)
1 = Never
2 = Sometimes
3 = Usually
4 = Always
39 ] Don't Know (9) = frequency
41-68 28 Intersystem support (25-28)
1 = Never 1 = yes
2 = Sometimes 2 = No
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Variable Card Col Field Description
Number Number With
3 = Usually
4 = Always
12a 69 1 Don't know (9) = frequency
12 01-03 3 Respondent number
13 04 1 Card number
14 06-12 7 Internalization: subjective
response
(36-42)
1 = No, not at all
2 = Yes, a little
3 = Yes, much
4 = Yes, very much
14a 13 1 Don't Know (9) = frequency
15 15-50 35 Internalization: Identification
(53-57)
1 = yes, 2 = No
Note:

1. Blanks should be left for missing data or multiple answers.
2. Don't Knows must be counted for each variable and total number
of Don't Knows placed in the subset A category.



APPENDIX B

Questionnaire and Codebook

Parent Interview

(PI)



Ward Child's Name

Code No.

PARENT INTERVIEW

Respondent's name Age Sex M/ F

Relationship to child

Education Level

Occupation Source of income
Marital status: __ single
___married (Spouse's occupation
___separated
___divorced
___widowed

Ethnic affiliation

Church affiliation

If B is not mother ask:

Mother's name Age ) Education
Occupation Source of Income
Marital status: ___single
___married (Spouce's occupation
___separated
___divorced
___widowed
Ethnic affiliation Church affiliation
Members of household Age Sex Relationship to child

75
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Which of the following are rules in your family?

__Children must obey their parents.

___Children must greet their parents in the morning.

___Children are not allowed to go outside the yard without per-
mission.

Children must wash their hands before they eat.

Child must not quarrel among themselves.

Children should not eat at other people's houses.

Children should come home on time.

A11 chores must be finished before going out to play.
Other

Who usually makes the rules in your family?
Mother
Father
Grandmother
Grandfather
Other:

|

|

Who sees to it that the rules of your family are obeyed or
enforced?

___Mother ___Aunt
___Father ___Uncle
___Grandfather ___Elder sisters
___Grandmother ___Elder brothers
Neighbors Other:

What do you do when your child refuses to obey you?

___Verbal punishment

___Physical punishment

___Withdrawal of love

___Give them a punishment to do (e.g., sweeping the yard)
___Material deprivation

___Other:

What do you do when your children fight among themselves?
___Verbally punish all

___Physically punish all

___Withdrawal of love

___Material deprivation

___Punish the one who started the argument

___Other:

Are your children ever allowed to help make decisions?
___Yes. What kind?
__No. Why not?
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7. If your child asked you to help him do any of the following would
you be willing?
Cook
Stamp mealies
Fetch water
Sweep
Wash dishes
Wash clothes

|

___Make a fire
___Fix tea or coffee
___Other:

8. What would you like (child's name) to be when he/she grows up?

Situations

Directions: I will give you some examples of situations that parents
and children get into; I would like for you to tell me
what you would do for each example.

Situation 1:
(Child's name) tells you that you are being unfair because you re-
fuse to let him go on a school trip with the rest of his classmates.
He will be the only one not going but you have your reasons for not
letting him go. He starts to quarrel with you. What would you do?
___Explain why you won't let him/her go.
___Tell him/her he should not talk back and your decision is final.
___Punish him/her for talking back.
___Let him/her go on the trip.
___Other:

Situation 2:
(Child's name) was beaten by a neighbor because he had been fight-
ing with the neighbor's child. What would you do?
___Quarrel with the neighbor
___Punish your child
___Do nothing
___Ask the neighbor what happened
___Other:

Situation 3:
You return home to find (Child's name) has swept the yard, fetched
water, cleaned the rondavel (house) washed dishes withoug being
asked. What would you do?
___Praise him
___Reward him with material gifts
___Ask why he had done all those things
___Do nothing
___Other:
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Situation 4:
You are very busy stamping mealies or caring for a younger child
when (child's name) comes home with some work from school that
he/she is very proud of. What would you do?
___Ask him to wait until you have finished
___Stop what you are doing and look at his work
___Do nothing
___Other:

Situation 5:
(Child's name) was beaten by a shopkeeper because he was caught
stealing sweets from the store. What would you do?
___Tell the shopkeeper he should have told you and you would have

punished him yourself.

Punish him again

Scold him

Do nothing

Other

Statements

Directions: I will read you some statements and I would 1ike for
you to tell me if you strongly agree, agree, disagree
or strongly disagree with each statement.

1. Babies should be doctored to keep them from getting diseases
from other children.
___Strongly Agree ___Agree ___Disagree ___Strongly Disagree

2. A child should be thrashed often so that he grows up to be a
good and wise adult.

___Strongly Agree ___Agree ___Disagree ___Strongly Disagree
3. If a child is punished at school he should also be punished at
___§232§é1y Agree ___Agree ___Disagree ___Strongly Disagree
4, If a woman is unable to have children she should go to a spiritual
___§2$3A3¥} Agree ___Agree ___Disagree ___Strongly Disagree

5. Children who don't obey their parents should be sent to the kgotla
to be disciplined.
___Strongly Agree ___Agree ___Disagree ___Strongly Disagree

6. Women who work soon lose respect for their husbands.
___Strongly Agree ___Agree ___Disagree ___Strongly Disagree

7. Hospital doctors are able to cure all childhood illnesses.
___Strongly Agree ___Agree ___Disagree ___Strongly Disagree



8.

9.

10.

11.

12.
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Once they reach school age children should be able to take care
of themselves.
Strongly Agree __ Agree __ Disagree ___ Strongly Disagree

Bottlefeeding produces healthier babies than breastfeeding.
Strongly Agree __ Agree __ Disagree __ Strongly Disagree

Initiation ceremonies should be started again in order to teach
young people discipline and self-control.
Strongly Agree __ Agree __ Disagree __ Strongly Disagree

Women should be able to decide when they want to have children.
Strongly Agree __ Agree __ Disagree __ Strongly Disagree

Tlhogwana and jujwana are best treated by traditional healers.
Strongly Agree __ Agree __ Disagree __ Strongly Disagree



Variable Column Range
1 1-3 3
2 4 1
3 6-7 2
4 8 1
5 9 1
6 10 1
7 11 1
8 13-14 2
9 15-16 1
1 17 1
12 18 1
13 19 1
14 20 1
15 22 1
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PARENT INTERVIEW
Codebook

Description
Respondent Number

Card Number

Age: 1=14-34
2 = 35-45
3 =46 +
Relationship to child
1 = mother; 2 = father; 3 = grandmother;
4 = grandfather; 5 = cousin; 6 = aunt;
7 = sister; 8 = uncle; 9 = brother

SES: 1 = low; 2 = middle

Marital Status: 1 = single; 2 = married
3 = separated; 4 = divorced; 5 = widowed
Family Structure: 1 = nuclear;

2 = extended

Rules (Frequency)

Makes rules (2), Enforce rules (3):

1 = mother, 2 = father; 3 = grandmother;
4 = grandfather; 5 = mother and father;
6 = aunt/uncle; 7 = cousin; 8 = sister/
brother; 9 = other

Refuses to obey (4)

physical punishment

material deprivation

assign punishment
lovew1thdrawal/verba1 punishment
induction

other
hting (5)

tell younger to obey elder
physically punish all

verbally punish all

punish one who started the fight

5 = talk with all

Decision (6)

1 =no; 2 = yes
Willingness to help (7)

frequency

Situation 1

punish for talking back

decision is final
explain

let go on trip
other

i
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Variable Column Range
16 23 1
17 24 1
18 25 1
19 26 1
20 28-39 1
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Description

ituation 2:

nothing; ask neighbor
nothing; seek outside help
punish; talk

nothing; talk

ask child, nothing, talk
other
uation 3

pleased; do nothing
pleased; should do

praise him to others
reward with gifts

praise him

other

uation 4

wait

do nothing

stop; look at work

praise his work

other
ation 5

send to kgotla

punish again

pleased; do nothing

talk with shopkeeper; make retribution
talk with child

other

tements (1-6, 8, 10,12)
strongly agree; 2 = agree;
disagree; 4 = strongly disagree
tements (7, 9, 11)

strongly agree; 3 = agree;
disagree; 1 = strongly disagree

1

1

1

t

S
1
2
3
4
5
6
S
1
2
3
4
5
6
S
1
2
3
4
6
S
1
2
3
4
5
6
S
1
3
St
4
2
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Tables



Table 9. Multivariate Analysis of Variance of Children's Percep-
tions of Authority Figures' Willingness to Help

Source Hypg:hesis E;;or F P
Sex (A) 6 398.00 2.36 .030
School (B) 18 1126.20 1.00 .452
Family (C) 6 398.00 1.00

AXB 18 1126.20 1.00

AXC 6 398.00 1.18 317
BXC 18 1126.20 1.34 .156
AXBXC 18 1126.20 1.15 .294

Table 10. Multivariate Analysis of Variance of Children's Percep-
tions of Liking for Authority Figures

Source Hypz?hes1s E;;or F p
Sex (A) 4 400.00 2.58 .037
School (B) 12 1058.59 3.67 .001
Family (C) 4 ~400.00 1.38 .239
AXB 12 1058.59 1.21 .272
AXC 4 400.0 1.66 .158
BXC 12 1058.59 1.00

AXBXC 12 1058.59 1.00
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Table 11. Multivariate Analysis of Variance of Children's Percep-
tions of Authority Figures' Power to Punish

Hypothesis Error ‘
Source df df F P

Sex (A) 6 398.00 2.12 .050
School (B) 18 1126.20 1.94 .010
Family (C) 6 398.00 1.10 .364
A XB 18 1126.20 1.00
AXC 6 398.00 1.68 .125
BXC 18 1126.20 1.00
AXBXC 16 1126.20 1.00

Table 12. Multivariate Analysis of Variance of Children's Percep-
tions of Intersystem Support

Source Hypg:hesis E;;or F p
Sex (A) 4 400.00 1.034 .389
School (B) 12 1058.59 2.85 .001
Family (C) 4 400.00 3.13 .015
AXB 12 1058.59 1.23 .256
AXC 4 400.00 2.34 .005
BXC 12 1058.59 1.26 .234

AXBXC 12 1058.59 1.00
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Table 13. Multivariate Analysis of Variance of Children's Reported
Guilt Feelings for Noncompliance

Source Hypg:hesis E;;or F P
Sex (A) 7 397.00 2.14 .039
School (B) 21 1140.52 1.07 . 369
Family (C) 7 397.00 1.15 .331
AXB 21 1140.52 1.41 .104
AXC 7 397.00 1.08 .377
BXC 21 1140.52 1.00

AXBXC 21 1140.52 1.00

Table 14. Multivariate Analysis of Variance of Children's Willing-
ness to Enforce Authority Figures' Rules

Hypothesis Error

Source df df F p
Sex (A) 5 399.00 1.00
School (B) 15 1101.86 3.50 .001
Family (C) 5 399.00 1.00
AXB 15 1101.86 1.00
AXC 5 399.00 1.00
BXC 15 1101.86 1.04 .410

AXBXC 15 1101.86 1.15 . 302
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Summary: Continuities between the Practices of
Traditional and Scientific Botswana
Health Care Practitioners

The major project was designed to study continuities between
scientific and traditional health care practitioners and health seek-
ing behavior. The project was oriented toward the development of
policy for the use of traditional healers in a national health care
program.

Observations, participant observations, structured interviews,
and unstructured interviews were used to obtain information on health
care services and health seeking behavior. Health care practitioners,
these included traditional healers, spiritual or faith healers, and
scientific healers, were interviewed at their health care facilities.
Health seekers were interviewed at their homes.

The data indicate that collaborations between faith healers and
scientific healers was not justified because of the incidental nature
of faith healing. Faith healer generally received a spiritual calling
and only healed as a consequence of their faith in God. Collaborations
between traditional healers and scientific healers were recommended.
Traditional healers already receive both formal and informal training
therefore a basis for additional training exists. With sensitive pro-
gramming it was suggested that traditional and scientific healers could
learn from each other. The formation of Dingaka Associations (Tradi-
tional healer associations) further substantiates the desire of tradi-
tional healers to be considered reputable, legitimate medical practi-
tioners.

The problem of training an adequate number of local physicians
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suggests that role responsibilities within the hospital settings be
clarified to prevent underutilization of nurses. Nurses actually
perform more services (i.e., diagnose and treat) than they are credited.
Moreover, it was suggested that a large cadre of nurses could serve as
the primary health care providers of the Botswana health care delivery
system.

The data on the efficacy of treatment was not conclusive. Most
people were satisfied with services received from the scientific sector.
However, certain illnesses were deemed best treated by traditional healers
or faith healers. Traditional healers and faith healers provided support
systems for patients' emotional needs whereas, scientific healers were
more concerned with curing illnesses. Moreover, most scientific healers
were from European countries and were not sensitive to the cultural
and social differences of their patients. Overall, most people had

received care from all three sectors sometimes concurrently or serially.
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LITERATURE REVIEW

This appendix is divided into four sections which present a
review of pertinent literature. The first section includes an over-
view of the major theories of moral development. The second section
reviews empirical research on the effects of discipline on moral de-
velopment. Three discipline techniques are discussed; power asser-
tion, love-withdrawal, and induction. The third section reviews
selectively, cross-cultural research conducted on children of Africa.
A summary of the literature and its implications are presented in the

final section.

Theoretical Considerations

Several developmental theories have emerged which attempt to
explain how children internalize the moral standards of their societies.
The cognitive-developmental approach is one of the dominant models used
to explain the acquisition of moral judgments. Piaget (1932) conceptu-
alized two stages of moral development: moral realism or heteronomous
morality and moral relativism or autonomous morality. Moral realism
is characterized by an heteronomous individual whose judgments are
absolute and rigid and are determined by the dictates of an external
authority. Moral relativism is characterized by an autonomous individ-
ual whose judgments are more flexible and are based on intentions of
acts and social interaction.

Kohlberg (1964) has extended Piaget's two stage theory of moral
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development to correspond more precisely to Piaget's stages of cogni-
tive development. He defines six stages which form three levels of
moral development: the Preconventional Level, the Conventional Level,
and the Postconventional or Principled Leve]. At Level 1 the precon-
ventional individual perceives rules and social expectations as being
external; at Level 2 the conventional individual has identified with
or internalized the rules and social expectations of those in author-
ity; at Level 3 the principled individual has differentiated himself
from the rules and expectations of others and begins to define his

own values based on self-chosen principles.

Both theorists assume invariant sequential stages which result
from the development of cognitive structures. Environmental factors
are relevant only to the extent that they promote social interaction.
Social interaction through role taking is assumed to stimulate the
cognitive structures and facilitate the resolution of dissonance re-
sulting from conflict between principles and action.

The cognitive-developmental model has contributed to an under-
standing of how moral judgments are made but its assumption of univer-
sality is questionnable. Cross-cultural variations, social class
variations within the same culture, and inconsistencies between levels
of moral cognition and actual behavior suggest that environmental in-
fluences may play a more dominant role in moralization than acknowledged
by cognitive-developmental theories.

Social learning theorists, on the other hand, have stressed the
importance of environmental antecedents of moral behavior. The under-
1ying assumptions of psychoanalytic theory form the basis of their

formulations regarding moral development. A basic Freudian assumption
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is that past experiences affect subsequent behavior. Morality devel-
ops from the child's fear of parental reprisals for covert hostility
harbored by the child against the parents because of past frustrations
and punishments. It is this anxiety whfch causes the child to inter-
nalize the values of the parents.

Mowrer (see Hoffman, 1970) attempted to bridge the gap between
psychoanalytic theory and social learning theory by proposing that the
reduction of anxiety becomes positively rewarding for the child and
thereby causes the child to inhibit socially unacceptable behaviors.

Garbarino and Bronfenbrenner (1976) acknowledge the influence
of cognitive-developmental theories on the understanding of how moral
judgments are determined but also point out the inadequacies of the
existing theories in accounting for cultural variation. They also
admit the shortcomings of "type" theories such as those developed by
Bronfenbrenner (1962) which do not explain the developmental processes
underlying the acquisition of morality. Using a dialectical approach
Garbarino and Bronfenbrenner (1976) attempt to incorporate the best of
both theoretical orientations into a cross-cultural theory of social-
jzation of morality. Both developmental and social components are in-
corporated into the theory. Bronfenbrenner's type theory forms the
social component and Kohlberg's stage theory the developmental compon-
ent.

Bronfenbrenner's typology consists of five categories of moral
judgments and behavior: a) the self-oriented individual is motivated
by hedonistic drives without regard for the desires and expectations
of others; b) bhe authority-oriented individual accepts parental de-

mands and values as unalterable and generalizes this orientation to
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other adults and authority figures; c) the peer-oriented individual
conforms to peer group influences which are autonomous of adult author-
ity and ultimately of all social authority; d) the collective-oriented
individual is committed to group goals which take precedence over in-
dividual desires, obligation and interpersonal relationships; e) the
objectively oriented individual's values are functionally autonomous--
he responds on the basis of principles rather than orientations toward
social agents.

Gabarino and Bronfenbrenner divide Bronfenbrenner's types into
three developmental levels which correspond to Kohlberg's cognitive-
developmental stages. The first level consists of Kohlberg's premoral
stage and Bronfenbrenner's self-oriented type. An individual at this
level is one who is basically "unsocialized," whose behavior is dir-
ected by hedonistic drives, and whose only aim is self satisfaction.
Level 2 incorporates the authority-orientation, peer orientation, and
collective-orientation types with Kohlberg's stages 1 to 4. This level
consists of patterns of morality having allegiance and orientation to
some system of social agents as their dominant characteristic. The
individual's behavior is directed by those agents who are important
to his emotional and social needs. At level 3; values, principles, and
ideas rather than social agents are the directing forces. This corres-
ponds to Kohlberg's stages 5 and 6 and Bronfenbrenner's ebjective-
orientation.

The model further assumes that movement from level 1 to level
2 must be based on a strong attachment to social agents. Children
must feel as if they belong to and with a group or individual in

order to be motivated to adopt the principles and values of those
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individuals. Pluralism forms the basis for transition from level 2
to level 3. A pluralistic setting is one in whcih social agents and
entities represent somewhat different expectations, sanctions, and
rewards for members of the society. Gabarino and Bronfenbrenner con-
trast this type of social structure with monolithic settings and anomic
settings. A monolithic setting is one in which all social agents and
entities are organized around a single set of goals or principles.
Anomic settings are comprised of social agents and entities which are
either absent or represent a multiplicity of divergent forces without
any normative or institutional coherence. Pluralism is viewed as en-
couraging morality because the child is exposed to conflicting ideas;
the decision making process helps to generate a higher order moral
system.

Saltzstein (1976) suggests that Kelman's processes of social in-
fluence parallel Kohlberg's levels of moral judgments. Kelman (1958)
proposes three processes of social influence which effect attitude
change: compliance, identification, and internalization. In the com-
pliance process the individual conforms because he or she perceives
the influence agent as having the resources to reward or punish; this
type of power is referred to as reward power and coerc%ve power,
respectively. The compliance process is manifested only under condi-
tions of constant surveillance by an external agent. Identification
occurs when individuals conform to the requests of influence agents
because they perceive their relationship with the influence agent as
attractive. This type of power may be either referent power or legit-
imate power. Identification is manifested only as long as the per-

ceived relationship with the influencing agent remains salient.
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Internalization results when an individual is influenced because he
perceives the values of the influence agent as congruent with his own
principles. This type of power is expert power; it is manifested as
long as the values are congruent. Compliance corresponds with the
preconventional level, identification with the conventional level,

and internalization with the principled level. Saltzstein further
contends that discipline techniques are essentially processes of social
influence: power assertion corresponds with the compliance process,
love withdrawal with the identification process and induction with the

internalization process.

Effects of Discipline on Moral Development

Three types of discipline techniques have emerged from the lit-
erature on moral development: power assertion, lovewithdrawal and
induction (Hoffman, 1970). Power assertion techniques are those which
use physical punishment, material deprivation, physical force or threats
of force to control the child's behavior. Love-withdrawal techniques
refer to those techniques used by the parents to express anger or
disapproval of the child's behavior through nonphysical means (e.g.,
ignoring the child, isolation, and threats to leave the child alone).
With induction techniques the parent explains to the child the con-
sequences of his or her behavior and/or the reasons why it is necessary

for the child to change behavior.

Power Assertion

Most studies consistently reflect the negative relationship be-
tween power assertion and moral development (Allinsmith & Greening,

1955; Hoffman & Saltzstein, 1967; Mackinnon, 1938; Sears, Maccoby &
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Levin, 1957). Hoffman (1970) reports that power assertion is nega-
tively correlated with such moral indices as resistance to deviation,
guilt, internal orientation, and confession. The above studies sug-
gest that power assertion does not produce internalization of moral
standards. However, punishment has been reported to be an effective
inhibitor of behavior.

Timing. It is clear that punishment tends to inhibit behavior
but the aspects of punishment that produce behavioral compliance are
unclear. Black, Solomon and Whiting (1960) studied the effects of
timing of punishment on producing resistance to temptation in young
puppies. Puppies who were punished (i.e., swatted with a newspaper)
for approaching a bowl of forbidden food were more likely to avoid the
prohibited food than those who were punished after having eaten the
food. The effects of timing of punishment on children's behavior was
observed by Walters, Parke and Cane (1965). Boys between 6 and 8 years
of age were verbally rebuked for either approaching an attractive toy
or for touching an attractive toy. Their findings were consistent
with those of Black, Solomon and Whiting (1960). Children who were
punished just prior to touching the toy were more reluctant to touch
the restricted toy than those who were punished after having held the
toy. This behavior was observed in the absence of an external author-
ity figure. Other investigators report similar findings (Aronfreed &
Rever, 1965; Parke & Walters, 1967; Cheyne & Walters, 1969).

The above studies indicate that punishment is more effective when
administered while the child is in the initiatory stage of committing
a prohibited act than after the act has been coomitted. Another aspect

of timing concerns the interval between commission of the act and
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delivery of punishment. This is a question of delay of punishment.
Studying the effects of delay of punishment, Aronfreed (1972) found
that the longer the delay between the initiation of the act and the on-
set of punishment the less likely the child was to inhibit his response.
Walters (1964) found that learning was faster when punishment was de-
livered immediately after an error was made than when delayed 10 or

30 seconds. Errors were punished by a loud noise and the removal of

a token.

Punishment has been shown to be effective in learning situations
and resistance to temptation situations when administered immediately
following incorrect behavior or when administered prior to the onset
of deviant acts. However, it is unlikely that socializing agents
very often administer punishment in natural settings as it has been
administered in the experimental settings noted above. Therefore,
other features of punishment which contribute to moral behavior must
be considered; among these are intensity and consistency of punish-
ment.

Intensity. Parke and Walters (1967) studied the effects of inten-
sity of punishment on children's behavior. A loud noise and a moder-
ate noise acted as aversive stimuli. Children who were punished with a
loud noise were less likely to touch a prohibited toy in the exper-
imenter's absence than a child who was punished with a moderate noise.
Similar findings have been reported by Cheyne and Walters (1969) and
Parke (1969).

Parke (1969) examined the relationshiop between intensity of pun-
isment and timing of punishment. Under conditions of high intensity

punishment, the degree of inhibition was similar for those punished
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early and those punished late. Under low intensity conditions the
timing effect was present; that is, early punished subjects showed
greater inhibitions than late punished subjects.

A study by Aronfreed and Leff (1972) suggests that high inten-
sity punishment may not always be effective in controlling behavior.
Children were.given simple discimination tasks and complex tasks with
the intensity of punishment varied fdr both conditions. When tasks
were more complex children under high intensity punishment were more
likely to transgress than were children under low intensity condi-
tions. When tasks were simple high intensity punishment was more effec-
tive in reducing transgressions. These findings suggest that when the
anxiety level is too high learning is inhibited.

Consistency. Since consistency of punishment is difficult to
maintain in naturalistic settings it becomes important to determine
the effects of inconsistent punishment. Naturalistic studies of delin-
quency support the contention that inconsistent punishment contributes
to deviant behavior (Glueck & Glueck, 1950; McCord, McCord & Howard,
1961). Park and Deur (1972) and Deur and Parke (1970) attempted to
control for the effects of inconsistency of punishment in a laboratory
~ setting. Children were placed in three conditions: no reinforcement,
intermittent punishment (50%) and consistent punishment (100%) for
aggressive behavior toward a Bobo dol1. The findings indicate that
continuous punishment was more effective in prohibition negative be-
havior than intermittent punishment.

The problem of using consistent punishment after inconsistent
punishment was also explored by Deur and Parke (1970). They report

that those subjects who were inconsistently punished were most
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resistant to extinction. They concluded that socializing agents who
use inconsistent punishment build up the child's resistance to extinc-
tion of negative behavior even after consistent punishment is used be-
cause behaviors that are intermittently punished are more resistant

to extinction.

Relationship between Agent and Recipient of Punishment

The relationship between the parent and child is an important de-
terminant of the effectiveness of punishment. It is generally assumed
that a child is more likely to comply to a nurturant agent's request
than to a hostile agent. The findings of Sears, Maccoby and Levine
(1957) suggest that punishment is more effective when used by nur-
turant parents. Mothers who were rated as warm and affectionate re-
port spanking to be an effective means of discipline; mothers who were
rated as cold and hostile reported spanking to be ineffectual.

Parke and Walters (1967) studied the relationship between agent
and recipient of punishment in a laboratory setting. One group of
boys interacted with a female experimenter for 10 minutes on two Suc-
cessive days. During this period attractive materials were provided
and the experimenter encouraged and played with the child. A second
group of boys played with unattractive materials for two 10-minute
sessions with a non-communicative experimenter. Both groups under-
went punishment training and were then tested for response inhibition.
Those who had experienced a positive interactionwith the experimenter
were more likely to inhibit their responses than those who had im-
personal contact.

It has been suggested that the affectional relationship can be

used as an effective means of controlling behavior without the combined
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use of punishment. Those who advocate a more permissive form of dis-
cipline argue that physical punishment has negative side effects. Ban-
dura (1967) maintains that aggressive parents act as aggressive models
for their children. On the other hand, Parke (1972) argues that the
aggression may not be a result of observational learning but due to
reinforcement provided by aggressive parents for aggressive acts com-
mitted outside the home environment. Moreover, it may be the effect
of the child's behavior on the parent, i.e., overly aggressive child-
ren may require more punitive techniques to control them. Parke

(1972) admits that the research by Bandura (1967) does suggest that ex-
posure to overly aggressive models tends to increase aggressive acts in
children. However, he cautions against generalizing from Bobo dolls

to real life situations.

Research by Slabey and Parke (1972) exemplifies the consequence
of exposure to aggressive models on real life situations. Children's
aggressive behavior toward their peers was observed after having been
exposed to aggressive models on film. One group saw an adult spanking
a child for touching a forbidden toy and a second group saw a child
reasoned with after touching the toy. Children who saw the physically
punitive adult were more aggressive toward their peers than those who
saw the adult use verbal reasoning.

Although the above laboratory studies indicate punishment is an
effective inhibitor of behavior the long range effects of punishments
such as spanking, still remain questionnable. Furthermore, other con-
sequences of overly, indiscriminate punishment may be a breakdown in
the parent-child relationship. The child may try to avoid the parent

or in inescapable situations become passive and withdrawn (Seligman,
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Maier, & Solomon, 1969). Other forms of discipline have been sug-
gested as a means of offsetting the negative consequences of physical
punishment. These include more permissive forms of discipline such

as love withdrawal and induction.

Love Withdrawal

To date, the studies on the effects of love withdrawal on inter-
nalization have been inconclusive (Hoffman, 1970). Parke (1967) re-
ports that love withdrawal can effectively increase resistance to de-
viation in young children. Two conditions were employed. In one con-
dition the children interacted with a nurturant adult for 10 minutes;
in the second condition they interacted for 5 minutes and were then
ignored by the adult for 5 minutes. They were placed in a resistance-
to-deviation situation and told if they did not touch the attractive
toy they would be allowed to play with the adult again. Subjects in
the nurturance withdrawal condition deviated less often than subjects
in the continuous nurturance condition. It was also found that the
effect was most marked for girls experiencing withdrawal of a nurtur-
ant female agent. Parke's (1967) findings were consistent with those
of Hartup (1958) and Rosenblith (1959) who found that withdrawal of
affection may motivate the child to attempt to reestablish the affec-
tional relationship between himself and the nurturant agent.

A study by Burton, Allinsmith and Maccoby (1966) produced results
contrary to those of Parke (1967). They found that girls were not
influenced by nurturance withdrawal but boys were. However, boys were
influenced in the opposite direction; they were more likely to deviate

(in the case of cheating) if nurturance had been withdrawn than if it
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had been continuous. They suggest that the boys néy have cheated to
get a high score in order to regain the attention of the experimenter.

The effects of love withdrawal on the strategies children use
to solve a probability learning task was tested by Lewis and Richman
(1964). Children in the love withdrawal condition sought the approval
of the adult and were less interested in attempting a solution to the
problem than children in the continuéus nurturance condition.

As indicated by Burton, Allinsmith and Maccoby (1966) the effect
of affection on the internalization process is unclear. Instead of
causing prosocial behavior a strong affectional relationship may cause
asocial behavior. Hoffman (1970) infers that affection is not an ante-
cedent of internalization but operates as a background or contextual
variable, whose function is to orient the child positively toward the

parent and thus make him more receptive to parental influence.

Induction

The results of studies on induction techniques also are not
clear. While Aronfreed (1961) found a positive relationship between
induction and resistance to deviation Burton et al. (1961) found a
negative relationship. A study by Bandura and Walters (1959) reports
that parents of aggressive boys tend to use reasoning less often than
parents of non-aggressive boys. In contrast, studies by Hoffman and
Saltzstein (1967) and Hoffman (1963) report no relationship between
induction and aggression. Aronfreed (1968) studied the effects of
cognitive structuring on prohibiting deviant acts. He found that pro-
viding a rationale does increase the probability that a child will
suppress a prohibited act.

Studies which look at the effects of reasoning on punishment
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may shed some light on the effect of reasoning on moral development.
Aronfreed (1972) explored the effect of reasoning on the timing of
punishment. The timing of punishment was varied with two groups of
children. The first group acted as a control; the second was given
a rationale which reflected the child's intentions. The results in-
dicated that when a rationale was given along with apunishment the
timing effect of punishment disappeared. That is, immediate punish- -
ment was no longer more effeétive than delayed punishment in inhib-

iting deviant acts. Other investigators who focused on the conse-

quences of the child's behavior instead of the child's intentions
found a similar relationship (Cheyne & Walters, 1969; Parke, 1969).

The effects of delayed punishment and reasoning were studied
by Walters and Andres (1972). Punishments were delivered 4 hours
after the deviant act was committed. Compared with children who did
not receive an explanation along with the punishment, those who did
receive a rationale were more likely to inhibit their behavior. They
concluded that a symbolic reinstatement of the deviant act was an
effective means of prohibiting subsequent transgressions.

Parke (1969) explored the relationship between reasoning, in-
tensity of punishment and nurturance. In the intensity condition
when no rationale was provided high intensity was more effective in
inhibiting deviant acts. When a rationale accompanied the punishment
there was no difference as a function of the degree of intensity. 1In
the nurturant condition similar results occurred; when no rationale
accompanied the punishment and nurturant effect was present. Children
in a high nurturance condition were less likely to transgress than

children in a Tow nurturance condition. When a rationale was given
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along with the punishment the nurturance effect was not present.
Parke concluded that cognitive structuring plays an important role in
modifying the effects of punishment.

The stability of inhibitions of behavior as a result of cogni-
tive structuring was tested by Parke (1969). He compared the number
of deviant acts of children in a low cognitive condition with those in
a high cognitive condition over three 5-minute intervals. The low
cognitive structure subjects (no rationale) tended to increase their
number of deviant acts over time, whereas in the high cognitive struc-
ture (rationale) subjects' behavior remained constant. Similar find-
ings were reported by Cheyne and Walters (1969). Parke (1972) sug-
gests that these data indicate that stability of inhibitions were clear-
ly a function of cognitive structuring. Furthermore, they highlight
the importance of cognitive training for inhibition of responses and
internalization.

Parke and Murray (1972) examined the impact of reinstatement of
the rationale on the stability of inhibitions. They found that rein-
statement of the rationale after a week delay resulted in children
inhibiting their responses more often than children who were not given
a reinstatement. The studies cited above suggest thaf physical dis-
cipline is most effective when accompanied by reasoning and/or when
used by nurturant parents.

Parke (1970) argues that physical punishment may be the most
effective inhibitor of behavior for young children because it creates
anxiety. However, in older children techniques which encourage the
verbal control of behavior and are less anxiety provoking may be more

effective inhibitors. Baumrind (1973) agrees with Parke (1970) that
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reason does not legitimate authority for the young child the same way
power does. She further contends that punishment has an informational
role which provides feedback to the parent about the child's level of
cognitive and moral development and also provides feedback to the child
about the consequences of his behavior.

Baumrind (1973) and Parke's (192) contentions support the theor-
etical assumptions of Saltzstein (1976). Children operating at Kohl-
berg's Preconventional level .of moral development are more likely to
respond to authorities possessing coercive or reward power. As the
child's cognitive structures develop coercive and reward power is less
l1ikely to produce conformity because the child does not perceive the
authority as legitimate.

Baumrind (1973) also cautions against the consequences of per-
missive childrearing. She maintains that those who advocate permis-
sive childrearing argue against the use of punitive/aversive digcip]ine
techniques as being ineffective and producing negative side effects.
She suggests, however, that mild forms of punitive discipline may in
actuality be more beneficial than harmful. The beneficial side effects
result in a more prompt reestablishment of the affectional bond,
vicarious learning experience for other siblings, prosocial assertive
behavior, and increased endurance of punishment for a desired end.
Another argument against parental control is that it produces rebellion.
Elder (1963) maintains that adolescents are more likely to conform to
parental demands when parents are viewed as having legitimate power,
that is, they give explanations for their requests. Finney (1961)
found that, whereas parental rigidity was associated with covert

hostility in children, firm control was associated with conscience
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development.

Baumrind (1967) and Baumrind and Black (1967) report that parents
who demanded that their children be orderly and assume household re-
sponsibilities provided more enriched and orderly surroundings, and
involved themselves more conscientiously with their children's welfare.
Perhaps that is why such demands are viewed by children as reasonable,
and do not tend to provoke rebellion. Pikas (1961) reports that ado-
lescents tend to rebel against authoritarian control or inhibiting con-
trol but not control with reason. Empirical evidence suggests that
as the child's cognitive structures mature it is the child's percep-
tions of the legitimate power of the parents which is likely to pro-

duce conformity or rebellion.

Cross-Cultural Considerations

In a transitional society, children are often caught between
the traditional value system of their parents and the newly developing
value system of the country. However, maintaining strictly traditional
or Western attitudes may prove maladaptive for the individual and thus
result in the adoption of semi-traditonal or semi-westérn attitudes.
Furthermore, the failure to resolve attitudinal conflict may also be
maladaptive. Studies of attitudinal change in the transitional society
of Sierre Leone indicate that individuals do tend to reorganize their
attitudes from extremely traditional or western views to semi-tradition-
al and semi-western views (Dawson, 1969). Such changes were explained
in terms of consistency theory, i.e., a need on the part of the indi-
vidual to resolve conflict or inconsistency and to reorganize attitudes

so that they fit into the new social context. In many instances
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attitudes are borrowed from the old and new culture, and reorgan-
ized to assist present needs. The individual often fluctuates between
adhering to traditional modes of living and adopting new lifestyles
which may be more viable in the changing environment. Dawson (1969)
reports that most unresolved conflict concerns parental authority,
i.e., whether discipline should be more love oriented or more punitive.

Historically, parental authority has been viewed as the primary
factor influencing the socialization of young children. Parents have
typically been viewed as the primary socializing agent and the parent-
child relationship as the basis for future social relationships. In
order to determine how differential childrearing practices affect the
socialization process many researchers have investigated the child-
rearing practices of different cultures and subcultures.

There have been many investigations into the child rearing prac-
tices of various societies within Africa (Kaye, 1962; LeVine, 1970;
Raum, 1940; Read, 1960). The data suggest that there is a tendency
for African parents to stress obedience and responsibility, especially
within pastoral societies. Barry, Bacon and Child (1959) explained
this pressure toward obedience and responsibility as a function of
the needs of the adult economy. For example, where production is
organized in such a way as to yield a substantial surplus of food
through cooperative and coordinated work efforts, the training of the
young is directed toward compliance.

Munroe and Munroe (1972) further substantiate the economic ex-
planation for obedience training with their data on children i<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>