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Abstract 

This piece of research is an attempt to evaluate the relationship 

between military 'success' and the psychological preparedness of 

recrui ts in terms of their self-concepts and locus of control orien­

tations. The new recruit is forced to adapt to the military environment 

which wi ll, in turn, attempt to change him into an effective soldier. 

It was noticed by the researcher, who was involved in military training 

at the time, that a number of recruits, even some with seemingly 

limited potential, coped well, while others who seemed to have the 

ability failed to cope adequately. 

Recrui ts completed questionnaires which provided the researcher with 

biographical data and background information. In addition, the Bledsoe 

Self-Concept Scale and the Nowicki and Strickland Locus of Control 

Scale were used in order to determine their self-concepts and locus of 

control orientations respectively, prior to the beginning of national 

service. Detai led unstructured interviews were also conducted wi th a 

sample of military personnel, to provide another basis for gathering 

data and for clarifying some of the issues involved. 

Briefly, the chief conclusion of this researcher is that a significant 

majori ty of 'successful' recruits in the military environment have a 

pos i tive self-concept and an ·internal locus of control . 

On the basis of the above finding, it is suggested that there is a need 

to guide pupils about certain aspects of military life before they 

begin their National Service. There would seem to be a need for this 
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guidance to be incorporated into the school curriculum, together with 

such practical aspects as cadets, shooting, etc . 

There is a shortage of this kind of research on the military situation 

in South Africa, and it is suggested that numerous issues in this field 

need to be researched for the benefit of future conscripts and the 

military alike. 
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Introduction 

The personal experience of being a recruit, completing a leadership 

course and becoming an officer at a military base has provided me with 

the source for this study. I noticed that a number of fellow recruits 

(and, at a later stage, a number of recruits in my platoon) who had 

limi ted potential coped well wi thin the parameters of the given mili­

tary environment. They did not allow themselves to be broken down, nor 

did they continuously rebel against the organisation. However, there 

were others who seemed to have the potential, yet they failed to cope 

adequately. This anomaly became more apparent as the two-year period of 

national service progressed. 

I embarked on this project hoping to find out the reasons for this 

anomaly, so that some pupils at least might benefit from the research. 

I felt that, if one could enlighten a pupil to the extent where he 

could learn to 'play the game', it would provide him with bases from 

which to cope more successfully in this environment. 

As a teacher-psychologist for the past two years, I have discovered 

that the most common enquiry made by the senior boys is one concerning 

'hidden' knowledge. IITel l us what it's like" rather than lITell us what 

you do" seems to be the more common request. They are far less 

interested in the military activities such as shooting, drilling, 

hikes, etc.; they want to know about the atmosphere, the pressure from 

authori tarian figures, and generally they strive to obtain a feeling 

about the military environment. It is for this reason that Chapter I, 

which attempts to exploit this 'hidden' knowledge within tr,e military 
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environment, is viewed as crucial to this piece of research. 

The focus of this study is to assess the military I success' rate of 

recrui ts in terms of their self-concepts and locus of control orien­

t a t ions. The target population was on hand and I was able to count on 

the cooperation of most when administer ing the scales and question­

naires. The interviewees were in no way reluctant to vo l unteer honest 

opinions and information about the subject matter at hand, for i t could 

not threaten or incriminate them (or me) in any way. 

An immense problem to overcome was the tracking of recruits as they 

progressed from one course to another and from one mil i tary camp to 

anot her. A large number were 'lost' because I had neither the financial 

nor the administrative means of tracking them down. The problem of not 

being able to contact the sample at the end of their nationa l service 

meant that I was unable to readminister the Scales. This was a 

di sappointment as I expected some significant changes and interesting 

data to have been forthcomi ng. As a r esult of th i s, a major problem 

arose , viz. the need to accept the military criteria of 'success' or 

'failure'. The relevant issues of methodology will be more exhaustively 

deal t with in the chapter on Method, Methodo l ogy and Analysis of Data 

(Chapter II I) . 

Tntui tion, based on personal observations and experience of the mili­

tary environment, suggested that recruits with a positive self-concept 

and an internal locus of control orientation would succeed better than 

the others. This research effort tends to support what was initially a 

personal, unsubstantiated opinion. 
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The findings of this particular piece of research cannot be generalised 

to any other context since it is very definitely specific in both 

context and setting. However, despite the limitations, it could be seen 

as a useful pilot study which might stimulate further research wi thin 

the military environment and the field of guidance in schools. It might 

be useful, for example, to measure the self-concepts and locus of 

control orientations of subjects both prior to and after completion of 

mili tary service, and to i nvestigate the influence of environmental 

factors which might have effected some change. 

Briefly, the thesis has been organised as follows: 

Chapter I will offer an in-depth look at military life for a conscript 

in the South African army. It is also an attempt to clarify what 

'success' or 'failure' mean in a military environment. 

Chapter II will look at Self-Theory; Chapter III at Methods, Methodo­

logical Issues and an Analysis of the Data; and Chapter IV will offer 

Conclusions and Recommendations. 
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Chapter I THE MILITARY ENVIRONMENT 

NOTE Chapter I is a detailed description of life in an army camp. It 

endeavours to discover the causes of the negative psychological 

impact that the camp can have on the recruits. Also, it attempts 

to clarify what 'success' and 'failure' mean in a military 

environment. 

It should be noted that the description is global, incorporating 

a number of opinions about a number of camps. Because of the 

numerous transfers that take place as a result of course specia­

lisation and promotion, as well as border duty, it is unlikely 

that a national serviceman will ever spend the whole duration of 

his service in one camp. 

This investigation into the environment of the camp is based 

largely on the subjective experience of the writer and on the 

comments of randomly selected men who were about to serve, were 

serving or had served in the army. 

This chapter offers useful information and insights into various 

aspects of the military environment. It has been offered as the 

opening chapter of this thesis because it is felt that a basic 

understanding of life in a military environment in essential 

before launching into a discussion of theoretical and methodo­

logical issues. Data from the unstructured interviews has been 

used in this chapter in an attempt to help clarify a number of 

perceptions. The interview itself, as a methodological tool, 

will be discussed in Chapter III. 
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In sum, then, this chapter is an attempt at providing the reader 

with a feeling of how the recruit experiences the environment of 

the camp, and to clarify what t success t and I failure I i n a 

military environment mean . 

1. The Army as an Organisation 

Armies are very resistant to change and this fact can be ascribed, in 

part, to the very nature of the organisational structure by which they 

are run. Some constancy is needed in a large organisation for corporate 

goals to be achieved, but it would appear that all would benefit from a 

military system that permits more flexibility. Dal i n (1978) criticises 

the bureaucratic systems that have been adopted in the Western world, 

and goes on to say that, according to Weber, it appears tr,at armies 

have adopted the following elements typical of bureaucracies: 

a) Specialisation of tasks and division of labour - for example, corps 

training (i.e. infantry, personne l, medical, administration, 

parabats, etc.) 

b) A rigid and clearly defined hierarchy of authority 

c) Rules and regulations to limit the behaviour of individuals 

d) Impersonality of interpersonal relationships - people relate to 

each other through their role designations 

e) Mi litary staff focus their attention on specific tasks rather than 

on broad military or political goals. 

f) Decision-making is located in the upper levels of the hierarchy . 

g) Subordinates are generally loyal and fail to criticise existing 

conditions. 
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Clearly, much of this is true of the South African Defence Force, but 

is there a better solution, one that is as acceptable and as functional 

or workable? 

With regard to point (g) above, the South African Defence Force 

prevents anyone in its employ from criticising it or its function in 

public. Under certain circumstances only may military personnel of 

lower order rank be permitted to speak to the press or make statements. 

The fol l owing are some of the possible dysfunctiona l consequences of 

the application of bureaucratic principles to military systems. 

a) The hierarchical arrangement of superordination suggests that the 

man at the top is able to tell his subor dina t es what to do, and to 

guide their doing of it. While this may apply in a global view of the 

si tuation, it does not necessari l y apply at the lowest level, where 

expertise and specialisation do not always refer to tasks, but rather 

to the people involved. 

One of the major problems identified with a new intake of recruits is 

the balance created between task- and people-orientation. Both consti­

tuents are of the utmost importance in relation to military achieve­

ments; therefore both should be continually considered. For example, a 

leader who cares only about task completion wi ll lose men, and a leader 

who cares only about men will never complete a task effectively. 

Abbott (1969) suggests that a rationalisation has taken place and many 

leaders are seen as being charismatic, hence their position is accepted 
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by their subordinates. A nonsensical notion allied to this arrangement 

of authority, is that delegation is possible in such a system, but that 

ultimate responsibility rests with those in superordinate roles. 

"When the concept of responsibility is used in this 

way, it readily becomes translated into blamabili ty; 

that is, the administrator who feels that he must be 

responsible for the decisions of his subordinates must 

also accept the b l ame for their errors. For self­

preservati on, therefore, he must retain the ultimate 

power to make decisions, or to veto the decisions of 

subordinates. In doing so, he fails to provide for any 

effective delegation of authority, and he perpetuates 

the monistic conception of hierarchical role defini­

tions." (Abbott, 1969, p. 46) 

As a resu lt of this organisation, any innovation or suggestion from 

below can be stifled from above, especially if it may result in the 

superordinate being blamed for failure. 

b) A second dysfunction is the fact that in terms of roles, super-

ordinate positions are defined more in terms of rights, while sub-

ordinate roles are defined in terms of obligations. Examples of some of 

the rights of superordinates are (Abbott, 1969): 

i) The right to veto or affirm personal goals of subor-

dinates . For example, those seeking promotion need to 

attend certain courses with a supporting recommendation 

from at least their immediate commander. 
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ii) The right to control communications through the channels. 

For example, a request from a national serviceman may not 

reach the intended person if it is vetoed by one of his 

immediate subordinates. 

Abbott points out that subordinates reinforce the monistic hierarchy 

system through playing the game which he calls "status charade". The 

first step in the game involves solidarity from the performing team. 

This is achieved through only allowing hierarchical positions to be 

filled by those people who are able to create the right impressions 

i. e. loyalty, sound judgement and looking busy at all times etc. 

because, after all, the leaders must be the ablest, most loyal, most 

reliable, most industrious, most self-controlled etc. people in the 

organisation. In order to get into the hierarchy, the subordinates need 

to 

II follow 

creating the 

the rules of this game of charades by 

impression that they are awed by their 

superiors, that the performance of the superiors has 

gone off well, and by creating the impression that 

they need to be told what to do and how to do it." 

(Abbott, 1969, p.43) 

In this way, gaining promotion in the military organisation is usually 

guaranteed to those who conform and don't rock the boat. As a result of 

this, any possib l e change of the system by people who think 'diffe-

rently I is unlikely, as these people rarely gain access to power that 

wil l enable them to effect changes. Therefore the resistance to change 

in bureaucracies arises from the costs of investment in training and 
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experience, and psychological commitment to programmes that represent a 

continuation rather than a change. This resistance can also be ascribed 

to the fact that people wi thin the organisation are psychologically 

commi tted to constancy. The following practical example demonstrates 

this clearly : 

Danie UIn Oudtshoorn we had a company commander who was 

'different' to all the others . He treated us like human 

beings and built up our morale by rewarding us for good work 

wi th passes. Because of his approach we (nearly the whole 

company, without exception) gave him everything we had, and 

we won the consequent evaluations hands down. We liked him 

immensely . He was obviously taking extreme pressure from 

above about giving us unauthorised passes and rewards, etc. 

because it was not long before he was transferred away from 

our company and given an administrative position even 

though our results had proved far above the required 

standard . " 

1.1 The Structure of the Camp 

An Infantry army camp (Battalion) normally consists of five or six 

Infantry Companies and a Headquarter element . The Infantry Companies 

are involved with training, task execution and border duty, while the 

Headquarter element is involved in all the administration with respect 

to the camp as a whole - this includes aspects such as logistics, 

training schedules, general administration, medicals and payment. 
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A typical infantry company would consist of the following: 

a) A company commander (either a major or a captain) 

b) A company second-in-command (either a captain or a lieutenant) 

c) A company sergeant-major 

d ) An administration lieutenant 

e) Four or five platoon commanders (lieutenants) 

f) Four or five platoon sergeants 

g) Four or five corporals 

h) A number of section leaders (lance corporals) 

i) Four or five platoons (sometimes more) of approximately thirty to 

forty troops 

A typical company is between 1 50 and 200 strong, depending on how many 

platoons it contains a nd whether it has a special attachment, for 

example, troops especially trained in tracking and mine detection. 

On arrival at the camp, however, the majority of the new recruits have 

very little idea about the structure involved and about how the system 

works . 

Most of the towns in which infantry camps are situated - Oudtshoorn 

(where leadership training takes place), Bloemfontein, Walvis Bay, 

Potchefstroom, Ladysmith, Upington I Grahamstown and Phalaborwa - were 

chosen because of their harsh, extreme climate. This is to teach the 

recrui t survival, and to cope with the most taxing of conditions. The 

winters are normally very cold, often temperatures below freezing are 

recorded, and the summers extremely hot. On the South \Vest 

Africa/Namibia border with Angola, where operational duty takes place, 

the prevailing weather patterns are also extreme, hot and dry. 
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Arrival at the camp for the first time normally occurs very late at 

night or in the early hours of the morning. The probable reason for 

this is that none of the towns in which the camps are situated are 

railhead towns, and not too important either, which generally means 

that the train is passing through. In the case of Walvis Bay and 

Grahamstown the section of the train destined for these places is 

detached from the main line and then transported into the town. The 

first impression obtained is that the trip was organised in such a way 

that you would arrive at this time - something whicr. tends to lower 

morale. 

Sport takes place officially once a week in the afternoon, usually on a 

Wednesday, and everybody takes part. If one is not a sportsman, or has 

no preference, then one plays what is called 'potted sports'. This is a 

game or a series of games organised by the army, where one takes part 

in events such as hand-grenade throwing, pole P. T., and I skaap-dra I 

(carrying a friend in a carcass position in a relay-type event). 

In the first couple of weeks of training, much of the training time is 

devoted to the learning of menial tasks such ironing, bed-making, boot 

pol ishing etc .. 0. and, of course, the 'break down' technique which is 

intended to subject each and every troop to a series of hardships to 

which he will surrender. Eventually, however, he is rebuilt in a 

fashion sui ted to the army - in order to reach their so-called levels 

of 'combat soldier perfection'. 

The formal power structure of an Infantry Company can be displayed 

diagrammatically as shown in Table 1 on the fol l owing page. 
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1.2 The Daily Programme 

Each day is divided into a number of periods during wt-.ich training 

takes place. Much of the training is of the practical kind, for 

example, loading a magazine with rounds in a certain time, or drill. 

Many of these facets of training are learnt by repetition. Day in and 

day out certain tasks are practiced until completely mastered. Competi­

tions are held and mati vat ion becomes a very important ingredient. 

Morale among the troops is normally high during this phase, if handled 

correctly. Encouragement is of utmost importance, and even though 

strict disciplinary codes are adhered to there are times when fun and 

joking is in order. If you are lucky enough to have a good leader-group 

element in your platoon, someone who can handle the posi tien he is in 

and not feel threatened, a very good situation can evolve. Most things 

he presents will be presented as a challenge and the esprit de corps in 

the platoon will soon become one where the troops are proud of what 

they've achieved and proud to be members. The rivalry on intra- company 

level is heal thy for the company itself - word soon gets around that 

'Lieutenant X' is the best guy around. His troops stick up for him, 

trust him, and approach him when they have problems. The assigned 

duties of a lieutenant in the army can be favourably compared to the 

position of a teacher, with two exceptions: 

a) The syllabus is task-oriented and practical. 

b) Pastoral care of your men is total and your day is at least sixteen 

hours long at the beginning of basic training. 
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The following is an example of a typical dai l y programme: 

04h30 wake up 

04h45 - 05h15 breakfast 

05h15 - 06hOO inspection 

06hOO - 06hlO quiet time 

06hlO - lOhlO training (depending on the phase) 

lOhlO - lOh30 tea 

lOh30 - 12h30 training 

12h30 - 13h30 lunch 

13h30 - l5h30 training 

l5h30 - l 6h30 physical training 

16t-,30 - 17h30 sport/free time 

l7h30 - 18[,30 supper 

18h30 - 22h20 preparation for next day's inspection, etc. 

22h20 - 22h30 quiet time 

22h30 lights out 

1.3 The Pl atoon 

The regimental tradition in existenc e in the South Afri can Army origi­

nated from the Bri tish influence, and has been moulded over the years 

to attain its present form and stature. Military tactics have traditio­

nally been based on the need for mutual support among the men, which 

invol ves highly institutionalised groups. The interrelationship of the 

group and the individual is important in determining the soldier ' s 

willingness to fight for ttle group, his resistance to psychological 

breakdown and his relationship with the formal structure of the army. 
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The group is a fundamental social situation. The average person, 

particularly one from an urban environment J has a more or less conti­

nuous association with groups of one sort or another; for example J 

school groups, sports teams and clubs and occupational groups. 

The platoon is a task-oriented group and, although not always recog­

nised by the military authorities, the social dimension never becomes 

unimportant. This social dimension includes the way members perceive, 

relate and interact with one another. ~t1uch communication wi thin the 

group wi 11 relate to the social-emotional needs of the participants. 

They spend time talking about their problems, their love lives, their 

parents and other aspects of civilian life. Such talk helps identify 

and maintain their individuality as people. 

Few members are sure about how they stand wi thin the group. If they 

perceive somE'! trivial task-related comment as a threat I they become 

preoccupied with social matters. Inevitably, aspects of a social nature 

wi thin the group make it difficult for many members to concentrate 

their attention on the group's work. 

Task-oriented groups, like the platoon, are forced to devote most of 

their time and effort to the ' work' at hand. Tr.e problems posed by 

working together rather than alone can initially complicate the group' s 

effort. The coordination of a number of members for a job requires 

messages that are clear, adequate and not redundant. The communication 

networks established wi thin the platoon are crucial to this process. 

Through these networks flow the messages that the group uses to 

transmit information, to create and combine concepts and to give 
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directions. The group's ability to concentrate all its talents and 

energy on the task may be hampered by misunderstanding, faulty 

reasoning and by the way directions and orders are given and received. 

Group formation is notably rapid in the army. From the onset recruits 

are confronted with a strange and stressful new environment that 

combines firm discipline t loss of privacy and liberty, rigorous 

physical demands and a degree of humiliation . These stresses lead a 

recruit to associate himself with others in the same predicament. 

During basic training, with the exception of a few close friendships, 

group ties are usually relatively loose and unorganised. It is found 

that although one is comforted by the cohesion of the whole group, one 

has one or two especially close friends with whom nearly everything is 

shared, for example, news from home, amenities and food. 

The friendships that form eventually create a bond wi thin the group, 

and interaction begins on a wider, more frequent basis. The interaction 

of the group is especially helpful when a member becomes discouraged 

about carrying on, is homesick or has any other problem he is prepared 

to share. In the border area particularly, one often sees how these 

'rather tough men' feel free to admit that they are scared and how they 

give acceptance to each other. 

The following is the initial impression obtained by a recruit. It 

serves to illustrate the arrival into the military environment, the 

formation of the group and the bonding of friendships. 
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"When I arrived at the camp the only person I knew 

was the chap I had met on the train from 

Johannesburg. After the first day even we were 

separated into different platoons . It was funny in 

the beginning, because we were a whole bunch of 

strangers (I think there were only two sets of 

friends who had known each other well from before our 

training started) thrown together and forced to live 

and survive so close to one another that you could 

literally touch someone at any g iven time during the 

day or night. 

II Another aspect that amazed me on arrival was the 

poor quality of person drawn into the army. I 

realised, of course, that nobody' s going to arrive 

dressed up for the occasion, but there were some real 

misfi ts in my intake. Some of them even jumped off 

the train before we reached our destination because 

they thought that because they had been marked 

present on the rol l held at Johannesburg station they 

wouldn't be missed again during the two years! The 

general standard of education also amazed me 

although it seemed as if a fair amount had matric it 

certainly looked as if the majority had Standard 

Eight and even less . There were some guys you 

couldn't believe they were really uncivilised 

they didn't know how to use eating utensils correctly 

... and the stealing was very bad. If you didn't lock 
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your washing on the line it disappeared without trace. 

liThe worst time for me in the beginning was (other 

than being homesick, of course) the adaptation to 

sleeping in a bungalow which housed forty men 

every second one snored, and seemed to have funny 

li ttle habits which were irritating there were 

those who insisted on working on their inspections 

virtually the whole night through arguments and 

even fights used to break out about silly, stupid 

things because of the pressure the next day it 

all seemed laughable. The best example that springs 

to mind is the shortage of plugs for irons we 

were told to have all our clothing ironed for the 

first real inspection in the morning, and there were 

only two plugs for forty of us ... our corporal knew 

it was impossible then some chaps used them for 

much longer than their allocated time, and arguments 

and fighting broke out. I t seems childish when I 

think about it now, but the pressure, threatening 

power and fear of the authoritative corporal made it 

very real at the time. 

"After a couple of days' training we eventually had 

our first 'buddy P.T.' session (a form of physical 

training where one is forced to use a I buddy I as a 

part of the physical training programme) . We were 

ordered to find a partner approximately the same 



- 16 -

height and weight and we suffered. We carried 

each other for kilometres and more, at least it felt 

like it . . . suffering all the way. My buddy and I, 

I'm sure it happened to many others as well, struck 

up a friendship and actually became very good and 

close friends. Even these days, when we do field 

exercises, or when we sleep in the bush 

everything, even our private lives 

about my home situation, my girlfriend 

we share 

he knows all 

even some 

of the intimate things I wouldn't have dared tell 

some of my lifelong friends at home . I know I can 

trust Tony (the buddy) because I've had to and 

he's come out tops. We share things ... even talents. 

For example, I'm better at making 'pakkies' (the 

manner in which clothing is folded and ironed into 

symmetrical box-like shapes) than he is, and he's 

better at polishing boots than I am - so we do each 

other's and both gain. Actually our whole platoon is 

quite decent about that sort of thing now ... in the 

beginning it was pathetic, we were a whole bunch of 

individuals working not only against the cause, but 

against ourselves and each other as well. For 

example, our corporal might make us run somewhere 

(normally to a tree) and back. You would get some 

'fools' who would virtually sprint all the way, then, 

because we didn1t do it together, as a team or 

platoon, we'd do it again it didn't take long 

before they were "forced", by the sheer pressure of 
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the group. to tow the line and run together. The 

corporal always found an excuse to send you again 

anyway, even if you did run as a group, but you were 

nevertheless taught never to leave behind or neglect 

a platoon member once you I re eventually working 

as a group then they try and break you down the 

corporal tries to antagonise you to a point where you 

retaliate. even if only verbally. so that he can 

punish the platoon. That's another aspect that I 

found irritating one person does something wrong 

and all forty of you are punished for it. At the time 

its pretty rough on the guy who blunders, because all 

the others let him have it .•. at the end of the day 

you realise he was just the excuse they were looking 

for to put their group psychology into practice." 

Motivation is considered to be the 'why' of behaviour; its study 

comprises a search for the determinants of human acti vi ty and for an 

explanation of the processes that underlie an individual's overt 

actions and are not apparently attributable to sensory processes or to 

habits. Underlying processes may be grouped into three major categories : 

a) environmental determinants 

b) internal urges, instincts, feelings, emotions, desires, aspirations, 

and needs, conscious or otherwise, that give rise to an action, and 

c) the incentive or goal that attracts or repels. 
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Moti vation has been defined by Atkinson (1964, p.11) as "the contem-

porary influences on the direction, vigour and persistence of action tl
• 

Vroom (1964, p. 6) defines it as "a process governing choices made by 

persons or lower organisms among a1 ternati ve forms of voluntary acti­

vi ty". When considering why a soldier fights, motivation could be 

defined as 

lithe conscious or unconscious calculation .. . of the 

material and spiritual benefits and costs likely to be 

attached to various courses of action arising from his 

assigned tasks. Hence motivation comprises the influ­

ences that bear on a soldier I s choice of, degree of 

comm itment to, and persistence in effecting, a certain 

course of action. 1I 

(Kellett, 1982, p.6). 

Although motivation and morale are essentially different concepts, 

there has sometimes been a tendency to confuse them or to treat them as 

synonymous. While mot ivation research has largely been conducted in 

non-military milieus, notably in such areas as perception and learning, 

morale has been discussed largely in military contexts. Military 

writers have tended to relate morale to such characteristics as mission 

orientation J pride, cohesion, leadership, discipline and tr iumph over 

adversi ty. According to Morgan and King (1975) the three prominent 

elements among the various definitions of morale are satisfaction (for 

example, happiness and fulfillment of needs), motivation (energisation) 

and group concerns (for example, cooperative action and common goals). 
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The interest of military organisations in morale and motivation is 

clearly related to the concept of effectiveness. Morale has usually 

been coupled with the will to fight; therefore, the psychological state 

of troops is usually defined in terms of high morale or demoralisation. 

However, the relationship between morale and effectiveness is by no 

means clear-cut since performance depends on a variety of factors in 

addition to motivation and morale. 

The army has a considerable degree of influence over measures that 

relate to individual satisfaction for example, the propagation of 

values and ideals supportive of the military, the distribution of 

material rewards and the control of institutional recognition. However, 

there is a more personal element to such factors that distinguish them 

from factors like esprit de corps, assimi lation, discipline, training 

and leadership, which tend to be more corporative, more overtly mili­

tary and less susceptible to external influences . The second and most 

important aspect for the purpose of this study is the measures relating 

to individual values and satisfaction. 

It was widely accepted a century ago in most Western countries that 

soldiers, along with such public figures as explorers and sportsmen, 

were actuated by highly patriotic motives . Montgomery (1946, p.72) says 

the following: 

"The soldier, as a citizen, 

rightness of his country I s 

must be convinced of the 

cause. At the very least 

his reaction to the declaration of war must be acquies­

cence; even if he is only passive, he must not be 

tiDstile. For a few men, however, I cause' will be a 
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sustaining and strengthening factor, and such men are 

essential, even if their devotion to their cause does 

not influence all their fellows,1I 

The following comments were made by Danie, Derek and fUchael when asked 

about the effectiveness of motivation techniques and patriotism in the 

current South African Army. 

Danie : "I suppose patriotism and ideology do enter into the 

matter, al tr,ough one does not consciously think about them 

realistically. Personally, it was a case of not really having 

much crloice in the matter one is basically brought up 

expecting to do your little bit. Perhaps we accept the 

situation too easily, but what are the alternatives? I have 

friends who considered taking out citizenship of their 

father's or grandfather's country of birth in order to escape 

it, but it makes no difference now, anyway, we all have to 

go.n 

Derek : "I think that these factors (patriotism and ideology) 

come into play once you are in the army. Those that are 

patriotic and sympathetic towards tr,e cause willingly parti­

cipate and strive to reach goals and attain heights of 

recogni tion . Those WflO are against it might rebel, or only do 

what they have to in order to get by." 

Michael "Age is of importance and is a variable here. An 

older person like myself finds the change much more difficult 
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in the beginning and I think I'm probably less likely to 

cbange as a result of these two years . I think I tend to 

question everything a little more than I would have ... the 

younger chaps willingly accepted conditions and appalling 

behaviour without question. I would guess and say that the 

impression of military service on an eighteen-YEar-old is 

going to be far more profound than on a person who has 

already formulated opinions towards a country or an ideology 

it must be much easier to convert impressionable teen­

agers than adults •.. or at least to get them to fall in with 

the system. 

"I found the propaganda quite irritating, although I'm not 

saying i t didn't have the desired effect. Right from the 

beginning one undergoes exercises with imaginary enemies, who 

somehow always end up being 1 black terrorists'. It is not 

often said that they are black terrorists it's quite a 

general imposition of thought which takes place, and is 

readily accepted as such. The desired effect is attained, and 

for the ch aps who do not have a very strong political stance , 

I think it definitely sways them pro. On a weekly basis we 

had a lecture, usually with our company commander or any 

other relatively senior officer, about the progress being 

made on the border in South West Africa/Namibia. These were 

actually quite informative and, even if tt-,ey were slightly 

biased, the most ardent non-supporter had to believe we had 

an enemy. The lectures normally took the form of informing us 

about where an attack took place, the number of enemy 
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involved, the response, the casualties and the lessons learnt 

from these attacks. Counter-attacks and operations were then 

also discussed including aspects such as tactics, fire 

power and strategy. 

"Eventually the whole effect of the army driver at conversion 

takes its hold and you begin to see the 'sense' i n it 

a l though you ardently defy the manner in which they go about 

training you (at least most of us did!) ... I arrived in a 

relatively positive frame of mind, resigned to the fact that 

I was to do two years' national service ... I don't think I 

was actually keen, but in the beginning I looked forward to 

it so many of my friends had been through it, and spoken 

of the hardships and trte camaraderie I think I viewed it 

as something to be done, and it was pointless fighting 

against it I don't know, I guess many had feelings of 

remorse, others were probably keen, but I think most were 

just doing it without really having any feeling, one way or 

the other. We were expecting a tough time 

would cope and eventually learn to enjoy it." 

but hoped we 

Mati vation in the Defence Force can be viewed as a classic case of 

behaviour modification. It is not considered that some would willingly 

participate anyway, or that some would try to A\vOL and sneak out of 

training, or pretend to be sick all the time, or that the majority 

would be pretty neutral about it. Instead, right from the beginning, a 

system of punishment and reward is practised . For example, if the whole 

platoon could complete a run in a certain time, then a break of ten 
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minutes would be granted. The demoralising aspect of this type of 

bargaining is that the recruits have nothing with which to bargain so 

that often, when their side of the bargain has been kept, the corporal 

will ignore his side of the bargain. This all forms part of the 

break-down process. \I}hat, then, motivates the troops to continue? The 

f act that the corporat might just keep his end of the bargain, and one 

is forced to do the training anyway, so there is no escape. Very often 

troops are forced to strive for unattainable goals, which serve as 

increasing ly important sources of frustration and anxiety wi thin the 

group. 

3. Attitude 

The threat directed towards valued objects - whether home I family or 

country - does not always enhace motivation; it can also damage it . The 

extent to which a threat might undermine morale would appear to be a 

function of the degree of threat. In a democracy, it is also a function 

of the civilian population's morale and their commitment which facili ­

tates successful engagement in war . It is probably more difficult to 

sustain popular cammi tment in a limited war, such as in South Africa, 

whi ch does not require mobilisation of the home front and whi ch imposes 

a heavy cost while not obviously involving important national stakes. 

Thus, the impact on the soldier of events and attitudes in his country, 

as well as such trdnks as the distriction caused by fears for depen­

dants, play an exceptional part in his global motivation. 

Just as public recognition (or lack of recognition) of the soldier's 

efforts and sacrifices can bolster or undermine his morale, so his will 



- 24 -

to continue can be eroded by his sense of war-weariness or of flagging 

support at home. 

Not only is the civilian population in South Africa threatened by 

terrorist strategy, but it provides the material and administrative 

support so essential to modern armies . Moreover, civilian attitudes 

towards the war effort are rapidly transmitted to the troops through 

the instruments of modern communication. From a military point of view, 

then, it is increasingly difficult to assign purely institutional 

causes to military cohesion and disintegration and to ignore wider 

societal pressures. 

Danie "I think that attitude is probably the most important 

issue involved with the successful completion of national 

service . By successful I mean making the most of a situation 

which is forced upon you, whether you like it or not. There 

were many of my friends who despised the fact that they had 

to do national service t here were even those who were 

anti everything, but nevertheless volunteered for promotion 

courses; some even ended up obtaining a commission. They were 

the ones who thought rationally and realised that they had to 

be there for two years anyway, therefore why not make the 

most of it? There were others that more than had the ability, 

but no will to improve their lot .•. they ended up suffering 

for the whole duration. 

"I was probably very undecided in my attitude, but was 

relatively positive about not wanting to vegetate for two 
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years so I volunteered to go on a Junior Leadership 

course in Oudtshoorn. During the time I spent in Oudtshoorn I 

often cursed the decision I had made I really found it 

very tough but certainly don't regret it now. I have a 

commission and basically the privileges received now easily 

outweigh the suffering I underwent whilst on the course. In 

fact, I can hardly identify with the bad times •.. I remember 

all the friends I made and the good times we had together ••• 

I think it needs to tle experienced to be appreciated fully. 

You are basically forced to make friends, very close friends, 

because wi thout them you would not survive even if you 

are a loner, you have to make friends because others make 

friends with you ••• they are pressurised into doing so. 

Obviously, not everyone in a platoon becomes bosom-buddies, 

but you learn to co-exist, which is an aspect imperative to 

making the course". 

Michael :"Those who exhibit a negative attitude in the 

beginning are the first to crack up when the pressure comes. 

They cannot cope because they don't want to .•• and therefore 

they get sought after by the corporal. If a miserable task 

needs to be done, the negative troop is forced to do it 

in our platoon many of them changed and became pleasant 

and worked towards making life bearable for the rest of us in 

the platoon •• . those that did not change, or did things that 

caused the whole platoon to be punished were very few and far 

between ••. probably due to group pressure. We had one or two 

that never changed in our platoon and they had a terrible 
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time from us on the one hand and the authorities on the 

other. Forced "transfers" were eventually granted to them 

and they disappeared from our company. 

"One of the nicest aspects I found in the army in connection 

wi th attitude is probably best explained by example. On the 

first night we were separated into our new bungalows. The guy 

that moved into the bed next to me was obviously from a lower 

soc ie-economic class . He only had a standard six certificate, 

but was very helpful, pleasant and positive in his attitude. 

(Michael himself is a B. Com graduate). The morning of our 

first inspection we all woke up at approximately 3 a.m. This 

chap next to me insisted on making my bed for me (his was 

already completed in the dark) because his brother, who had 

already completed his national service had shown him exactly 

how to do it. I did some menial task for him, I think it was 

writing out his bed card, name tag and kit list ... which, i n 

retrospect, was a very unfair trade the irony of the 

matter the corporal completely destroyed h is bed and 

complimented me on mine. Deon and I became good friends after 

that al though I doubt very much (without being deroga-

tory) whether I would or could ever be friends wi th him in 

'civvy street'. Our values differ far too much. 1I 

3.1 Conditions at Home 

Soldiers normally endure hardships . They learn to face this fact, but 

more depressing than their own suffering is the knowledge that there 
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are unsolved problems at home either with their families or any other 

loved ones. 

Military researchers have noted the effect on troops' morale of condi­

tions at home . Penton (in Kellett 1982) found that some form of 

domestic stress appeared to be a significant factor in nearly one-third 

of the cases of desertion he studied . He pointed out that while 

domestic stress was seldom the sole factor, or even the most important, 

it must often have been the deciding one because it gave the soldier 

the feeling that his family obligations justified his deserting. 

Montgomery also remarked: "Nothing weakens a man more than trouble at 

home" (Montgomery, 1946, p.22). An Israeli psychologist (in Kellett, 

1982) reported that prior or ongoing civil stresses were found in 80 

percent of the cases of combat reaction in the Yom Kippur War; 50 

percent of psychiatric casualties had wives or girlfriends who were 

pregnant or who had given birth within the year preceeding the war, and 

in 23 percent of the cases there had been a recent death in the family . 

Financial worries were another major source of stress. 

Danie "Of those chaps in our bungalow that were RTU 

(returned to unit), all of them, without one single excep­

tion, had serious problems of one sort or another. The most 

common problem was usually a girlfriend that was pregnant or 

a family that had lost a breadwinner. These were the genuine 

cases, but there were numerous attempts at inventing welfare 

cases that were virtually non-existent ... and some got away 

with it we eventually became resentful and antagonistic 

towards those chaps who one knew had no case but were trying 
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to obtain a transfer closer home. The reasoning was pretty 

logical; why should they be able to get away with it and 

others (who really had problems but were too proud to 

approach the welfare officer about them) suffer? 

"The worst was the amount of AWOL (Absent Without Leave) that 

took place. The reasons varied but of those that I knew of, 

nearly all were related to home or a close acquaintance in 

one way or another. The worst time to return to the army for 

us was after our first pass, which normally takes place after 

the initial basic period. Somehow, after spending a long 

weekend with your family and girlfriend and friends, it takes 

real willpo.,er to return on time. Many soldiers just fail to 

turn up, although a large percentage normally do arrive late, 

wi thin the following day or two, normally after considering 

the implications. Some, however, just disappear from the 

scene altogether, and hide from the mili tary police. When 

they are eventually found they are charged, and if found 

guil ty they undergo a spell in the DB (detention barracks), 

which is no joke. The. miserable aspect about this situation 

is that if you miss too much training you are not returned 

into your original bungalow, so that all the friends and 

relationships built up are lost. Another important point is 

that the days you were on AWOL are added on to your national 

service at the end of your two years. Can you imagine staying 

behind in camp when your whole intake clears out and leaves 

for home! The incorrect attitude or the inability to cope is, 

in my opinion, a no-win situation." 
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l~ ichael II I agree it must be very difficult for those who 

have poor home candi tions to cope wi trl the stress and pres­

sure of the camp in addition to worrying about home. I 

suppose it's a case of some being able to handle it better 

than others. I am sure that there are many who come from 

dreadful ['tOme circumstances and have a relatively successful 

time in the defence force. I think the crux of the matter is 

attitude and the will to get on in life . " 

3.2 Ties with Home 

The interrelationship between the civilian environment and the army 

8i tuation is based on a number of factors in addi tien to the obvious 

and profound link supplied by a man's pre-army background. For example, 

the spread of literature (and hence the copious flow of letters back 

and forth), the development of H,e mass media (newspapers and tele­

vision), and the leave policies have all helped to facilitate the 

transmission of attitudes among the civilian popUlation to troops in 

the army . 

Michael "I think that letters from home have H,e single 

greatest positive effect on the morale of troops in the army . 

Often one sees cr,aps who are physically clapped, lying on 

their backs exhausted after P . T ., jump up and run to their 

quarters on hearing that mail is being delivered . One chap 

near me used to complain to t'ds girlfriend that her failure 

to write used to keep him uneasy all the time, while another 

told his fiancee trlat he was almost hysterical in his anxiety 
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to hear from her. I must in all fairness to the defence 

force say that we were impressed with the efficient, 

organised postal service which prevailed. Now and again one 

would hear of a letter or parcel going astray , but consi­

dering the bulk of the daily postage I think the service was 

exceptional . So far not one single letter or card of mine 

has gone missing and we have written eighty-seven; they are 

numbered, you see . Occasionally an earlier letter arrives 

after one written at a later date, but that is more than 

acceptable . 

"I don't think that family and friends realise the importance 

of letters to a soldier. Even though they might think that 

the news is trivial and of poor quality, it is of utmost 

importance to the troop, for his constant thought is .• . what 

are they doing at home?t1 

It is inevitable that a certain percentage of the morale boosting 

letters should bring bad news. Graves (1973) thought that such news 

might affect a man in one of two ways : It might either drive him to 

near suicide (or to recklessness amounting to the same thing), or it 

might seem trivial in contrast to the soldier I s experiences and hence 

be laughed off. 

A common form of letter bringing bad news from home takes the form of 

the well-known "Dear John" letters (letters of rejection from girl-

friends or even wives) . The reaction to these letters differs from 

individual to individual, but generally a severely hard bump needs to 
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be absorbed by the already pressurised soldier, who sometimes cannot 

cope. Attitude is always affected in this case, even if the incident is 

laughed off . 

The telephone also plays a vital role in the commun ication between the 

soldier and his family . There are specific times allocated per company 

for the use of the telephones, which end up as a gathering and social 

point where news from home is exchanged. 

Michael HOne problem that arises at the telephones is the 

selfishness that exists among the men. There are not suffi­

cient telephones for every man in the camp to phone home 

during the allocated time, so impatience among those members 

still wait ing in the queue is tremendous I especially when 

some chaps expect to speak to their families for half an hour 

or more. After a couple of minutes one finds projectiles 

bein" hurled at the telephone booths to distract the members 

inside. Often fights result from this situation. 

"Wi th regard to attitude. I think the media plays a very 

important role. Before I went to the army. the only knowledge 

I had about wha t it would be like was from my friends who had 

already been, plus the coverage given in the media - mainly 

on television . The things you learn and hear about from your 

friends nearly always emphasise the toughness of the camp 

that they were at. and how difficult it was to survive etc. 

which is not always a very objective view, but nevertheless a 

valuable one. 1I 
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The aspects highlighted by the media and the war correspondents seem to 

be the opposite. For example, it is obvious to see that the media need 

sensation for their message to make a good impact, so one tends to see 

parabats, horse riding and motorised troops on television. Very seldom 

does one see a documentary accurately depicting the lot of the normal 

foot-slogging infantryman - the most common position in the defence 

force. Be this as it may, the correspondents in the border area play an 

important role in shaping public opinion, either positive or negative. 

Their presence and their activities in the area, as well as their 

perceived relationship between the soldiers and their published 

accounts of the realities of the military situation, have an important 

bearing on the attitudes of the troops. Many correspondents, as well as 

the military and civil authorities, have often regarded the maintenance 

of public and troop morale as one of their major functions. There is 

certainly no denying, however, that censorship and propaganda successes 

bias the media transmissions and reports. 

In South Africa, television is a crucial factor in promoting the image 

of a tough, highly effective and dedicated army, which sometimes 

contrasts with the visible evidence of occasional bungling, i . e. acci­

dents (some of them fatal) and brutality among the local inhabitants. 

3 .3 Leave 

The most powerful bridge between home and military service is leave, or 

a pass as it is called in the army. These passes play ~he largest role 

in making the soldier aware of the attitudes of his family, friends and 
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I countrymen I. The men who return home on leave are frequently discon­

certed by the divergence of their outlook from that of the population 

at home. In particular it was noticed just how unaware most civilians 

were of what was going on, and such misunderstandings sometimes led to 

friction. Furthermore, the soldiers were often shocked that the people 

back home were 'not really troubled' by their situation, and this 

sometimes led to feelings of alienation between the soldier and his 

family. 

Danie : "When I got home during my first pass all I wanted to 

do was tell my family and friends about the tough time we 

were having. Obviously I did not have anything else to talk 

about all I had been doing was eating, drinking and 

sleeping army, for twenty-four hours a day. We had hardly 

seen a newspaper or television set, although they were 

available, because we were so busy. My family and friends, 

especially my girlfriend expected me to be exactly the same 

as before I left, and were very understanding about my 'army 

attitudes' in the beginning. I was the same, of course, it's 

just that the experiences over the last few weeks had had a 

tremendous effect on me. I'm not denying that I thoroughly 

enjoyed being with her, my whole pass was spent in her 

company ; it· s just that the communication between us seemed 

to be one-way traffic - either from her to me, telling me 

about our friends and things that had happened, or from me to 

her, telling her about the army. Basically, we were not quite 

on the same wavelength eventually, though, after things 

became settled in the army a few months l ater and we were not 
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too busy, our communication improved and, at the moment, 

things are almost back to normal." 

Johan : "When I arrived home during my first pass my folks 

were ecstatic to see me. All my dad and I did was drink and 

talk about the army. He loved talking about his old war days 

and I was keen on talking about the army so all my friends 

that came to visit just joined the party. For the first time 

in my life I felt very close to my father - I had done 

something he could identify with, and I now realise what he 

was talking about when he spoke about his friends from the 

war. I think a very intense type of mutual respect built up 

between us. I've never been as happy or successful in my 

relationship with my father as I am at present". 

Kevin : "The army definitely changed me a lot ... and I think 

my parents came off second best due to no fault of their own, 

though I am an only child and I think that before I went to 

the army my parents' lives revolved around mine and mine 

revol ved around pleasing them. I used to regularly sacrifice 

my own fun to do something with my parents or something they 

would have preferred me to do. When I arrived home on that 

first pass they had everything prepared big surprise 

party, all my aunts and uncles, grandparents and family! 

"I had arranged to meet some chaps who were in the army wi th 

me to "hit the town". To cut a long story short I 

eventually left my parents to entertain the family while I 
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went out with my friends. In retrospect I suppose I was a bit 

unreasonable, but I didn't really care the last thing I 

fel t like doing was to sit at home with a bunch of old 

cronies. I eventually arrived home at about 3 a.m. the 

following morning, very sick and very drunk, something which 

gave my parents their second heart seizure of the evening . 

They did not know that I had started drinking . My mother was 

in tears and I was too drunk to console her so I just went to 

bed. They told me afterwards that they couldn't believe I was 

the same person that left home twelve weeks before. It is 

qui te obvious that the army had made me a lot more indepen­

dent and a lot more insensitive than I had realised. 

"The next morning at approximately 11. 30 my parents woke me 

up to breakfast in bed '" I don't think I would have been as 

understanding if I was my son, and we sat and ta l ked and 

talked. Eventually my father said that he realises that I 

have "grown up" now, and that I should be treated as such. I 

don't think my mother was too happy about the situation but 

she silently agreed with him. I must admit I felt quite 

miserable about what I had done we struck a compromise 

and the rest of the weekend and all those after were very 

successful". 

3.4 Hatred 

A corollary of patriotic sentiment and of fears for one's family and 

country is the feeling of hatred for the enemy, a powerful instinct 

that can have a marked effect on motivation. 
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iJnnie "ll1..:ht fro.n tt.e firot co,",;>lc of ",eeKS "ur~n.., b.UHCO 

tjiC!Y \ tne Ill:'!llY llutHorit.le;a) start "their ontllaug~.t about 

' terra' or 'boy', us the terrorIst rorce is c{);HGlOnly called 

:\ n tt~e army. If your pla.toon does not do ~Olr,ett_.i nt well 

enouf:h . reference to r.o," well the ' terrs' waul;:; t."ve ;lone ;.t 

io used uS a motivatinr; force for 1 t to be done :wain -

faster or oetter . 

"Personally. 1 found 1 t ratr.er un'lerv1.n t< wilen told tl. t .mat 

we 110<1 just done would Ilave cost liveo in a real si tu tion or 

• contact'. "ertll1;'1£l 1 waH one of toe suc}("rs, but i t cel'talnly 

worked for me . t.\any of my friends thougt.t i t ludicrous: tney 

thoUliht these references were ",erely bein;; used to try '~l(': 

scare us cnd ail an excuse to mo~_e us repeat cart .. ! 11 "speets 

"One .mportont lOGUe involveJ with tt.e illQtiV60t~ll.,; aspect of 

e.ate, 10'01$ the effect >.t hnd on racialism 111 tIle Cilrr.!' . ceca\.<sc 

se-emed to be viewed as 

terroriGtG. I tt'~ink tr~i s pr.enom\!'Hon na t'ur-rencr,d~ e%'f'ects 

into Ute Uves of (~any civilians, eepeci .. lly tho£e "'liO CO:lle 

into cloae contact 'ft'l th 0. per-son WhO tiaa epent. many t· - ntha. on 

toe \.Iorder. Tat,e. for exa'll\ile, a normal >.nfantry troop fro,,, 

the cao;p where I did lilY \.Iasie tr<Hnin". T:.ey spend t~.e;'r 

f !.l"st nine montns be ini"; tralned for torder <.luty and tHe reot 

of' thelr tw~nty-1'our ('Iontha on ttl.;,.} uorder, -=h~.cn ~ans 

unyttJ:ln~; up to £I yeur and tr-,rel3' a':ontns. There 1.5 C"lU90~ut(:!ly 

no dOUbt .n my lIind tt.at even tt.e moot lloeral person would 
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not become &ffecteti by the condl tions anti ~",pact of tl-,e 

hatred for tile ImtlLllY experience!) over QUCIl a period of t.\ale. 

11(..0 far I l'aCtve haJ t wo trips to tne border. one as a troop, 

and tne ott·,er 8$ a plBtoOll cO;",~:'lnder. ur.d 1 am o./are of IlOW 

differently I reac\; in certai n sltuatlone c ompared to oefore 

1 went . For exs!!\ple , I lose my patience in trafr:..c jEt,.". or 

jus t h.HWY trafflc; I have ab<>olutely no ti),le for oc ... art; 

whereru; ,n tile pa!lt 1 '11M a l ways oy. pcathetic and sensl t.ve; 

and there is noth!ob that irri~3tos me more than c~in9 

jOBtled in " crowued street, sot:le th.in wt,lc~. never troubled 

cqe before there are many otrler amElIl chanaes that 1 have 

unJerzone - none of them positive - ev.m in lay rela tl.onShipc 

\.;i'tit my ,, ~rlfrlend and parents . 

~ ' f'ricndg ot· mine wt"tO hGve been in an tops ' lsr. operati on -

normally into AI 01 tE.'l l r,o," tl)cy ",ere motivateCl r,y tria 

,.emory of l.!o;,1e act of treacr.~ry or !l con~act in wliicn tne 

ar-oIlY woo Ilttacl;ed ancl loet lives . Tr,ey (Jay tr.a t wher. tl,o 

moment for ~lov"ng out CCille". the aJ.-enal~n and motiv .. t1on 

techn1 .. .,e(, induce a for., of tot.al Co; •. r.u tn,ent trlcy had not 

experienced barOl'e . f ost of the, lIt1y 1 ts a f'eel:1li: of fear 

combined witt) a type of prlde . " 

3 . 5 nelir;iot.ls beher 

ReLigiOUS beUe! appears abl e to lnspire men of all fill ths to t'.t"llt 101' 

what tr~ey bolieve in, 0 Musl1.Uls . Chr.1 l!itlatlS anJ JelkS nave eno'Wll l.l"J tr.e 
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Ihddle East. The conflict between Protestants and Catholics in Northern 

Ireland is also illustrative, although whether and to what degree 

religion is a cause for fighting is difficult to assess. The Communist 

basis of the terrorist onslaught in Christian South Africa draws 

paralle ls here. 

Since World War II it has been postulated that 'there are n o atheists 

in foxholes'. The South African army subscribes to the belief that 

religion raises and strengthens morale. A data survey completed on 

World War II soldiers by Stouffer et al. (1949) indicated that prayer 

was regarded by combat-experienced enl isted men as a very important 

source of support. This held true regardless of educational level and 

of whether the respondents were privates or non-commissioned officers. 

Officers more frequently reported being helped by the desire not to let 

others down, but even with them prayer ranked second. 

A definite relationship between stress and prayer was found in the 

survey . When infantrymen were compared wi th men in other, less arduous 

and dangerous branches, i t was found that prayer was particularly 

important to those men who were subjected to the greatest stress . The 

men of the other branches were more likely, and infantrymen less 

likely, to say that other means of adjustment were helpful. Further­

more, prayer was found to be more helpful than other thoughts among men 

who reported finding battle becoming more frightening the more they saw 

of i t , or who claimed to be frightened all the time . Men who reported 

that they were helped a great deal by prayer were more likely than 

others to say that they had seen close friends become casual ties, or 

that they had come under attack several times - situations that would 
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be particula t'ly lieNl to endure . It WQO the mor c fearful, le~.r. 13,,1[­

conficicnt men 1::(r'jO oaid they \IJ~re ile- l ycd. by prayer - mea who ml ~t'.it tl~ve 

had fewer res ources i'or cop in.; wi th ni~L 1,treso . For exampl e , s uCb rr.en 

tended to be r ep1uceru<:ats , IIIr.o 110u10 Jer 1 ve l eas cuppor1: from tr.e ·"ro"'jJ 

tl.an ,,"Quld ttl€! or i .. 11l<11 r:lembero of a un.l.t •• 

"ccorall to Stouffer ilraycr- ifJ not a fjuffi c..Lent l.ndl. cator of rC?lJ.i,ious 

faith; 1t r.JtlY tla ve beo:!n ndopted all an instrwnollt of "I:lycnolo ... icul 

o· If-Jefense in JlJucil the eerr,e >lOY ae belief In t a lilll(.anl5 (for ex 1;,;;1e , 

a r :lb .. it'5 foot) or 1n {atalla'!l (for exarn.,le, a shell ..,i t r. one ' !) nu:.,!:;er 

on it) . be ccu1ci find practica lly no data tr.nt ,.;oul a tilr,).., l ~ i:ht on t be 

r e lationst.ip6 between pro,lJ'e r in bottle and forOial reL.jI,lon . Ilowever , 

battle ji,j r.ave a l ast ing effect upon r e h Q) ouB att~ tudec - 7tl percent 

of tne c()t,1\) t-experlenced men 6urveyod t;I;!lieveu that their tU:'f.1.Y ('xr,eri­

\1nee ha,1 increased tl)ei1' fa.!. tl1 in God, ... h ile l U percent SUi.1i tte<l to 

d()creaoed ral tr •• 

Danie "rteHgi on end 1'e1~.i ouG 1.:iiT.o eeen, to co very "'\111 

callau u ' ,:u1et ti,ue ', J ur"n 

prayer con t ake p1 ce o TillS usuully occurs :'0 tilQ early 

morning swell .lS at nJ.lir.t, no"",al1;{ dlrectly Leforc l.o. :.r,1;U 

out . For tl103e tnot are r el,..:; .. oUG 1 t 1" 0 tir.le of enjoyr.,ent 

and iJibl e re"ding , whi l e for thoao ... no a r e not s o reli .. iou8 , 

1 i ke mYllelf , 11: is u t ,t!Je 1'or til ttl II .,.u ietty and th1nkln. 

about t.ooe or " lrlfrlends . r u$,~d to look for werJ to tt.l8 

resp~ te .n tho [.ect:c events of the normu1 <la.i to <.lay ttr.r,y 

l1f .. , junt t o Sit quietl y unll ponder ·b,lUt tt. HJh:S , or wr it(~ 
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liThe only other compulsory times of religion are at meals, 

where grace is said before and after, and on most Sundays 

when one is compelled to attend a church service. The facili­

ties were normally more than adequate and often we used to go 

into town to attend the civilian services as well. Often 

these civilian services were used as an excuse to get out of 

camp . 

"Generally I found that the Afrikaans speaking chaps were 

more religious than us, I suppose as a direct result of their 

home background and upbringing. We tended to be rather lacka­

daisical in this regard and sometimes even felt embarrassed 

by the situation which frequently occurred the English 

speaker would often forget his Bible while with the 

Afrikaans speaker it was one of the first possessions packed, 

even if going on pass for the weekend . I suppose when I think 

abou t it now I enjoyed the approach and the basic teaching of 

principles, if nothing else." 

Michael " there was a chap a couple of beds away from me 

who was as close to an atheist as ever It ve seen and 

even he eventually sat still during quiet time. I think it 

was a case of group pressure - he just had to sit quietly for 

the ten minutes in the morning and evening. 

"The rest of the platoon were not prejudiced against him in 

any way, he was a great guy, full of fun, a good sportsman 

and very popular we viewed quiet time as a time of 
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privacy, whether it be religious or not . .. 

Dean : " when we went to the border even the chaps who did 

not take religion all that seriously had Bibles with them 

I wonder whether there is a moral there or not?1I 

3.6 Military Ideals 

Among the personal philosophies that can powerfully motivate some men, 

and perhaps unconsciously move many more, are patriotism, ideology, 

religion, hatred and a sense of threat. However, an army I s I leaders I 

for the most part adhere to their own socially derived code. This code 

primarily revolves around concepts of honour and is oriented toward the 

group rather than the individual . 

In South Africa much of the ethics and honour stem from the majority of 

regular officers in the old British army, who thought it highly 

important to be a 'gentleman'. This was a status that conferred social 

acceptabi li ty and imposed high standards of responsibility and beha­

viour, usually centered on honesty and courage . The sense of duty is 

highly developed in the officer, but it is also inculcated in the other 

ranks through training and through the realisation that if a man does 

not do a job himself, someone else will have to do it . Many South 

African soldiers tend to consider their national service as a disagree­

able necessity, with very little regard for the 'honour' in serving 

their country. 
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Dunie ~ "1 had absolutely no aalitary ideals when called up 

to do national e~rVl.ce. I never really oven tr,ought at.out H . 

It \'lUll always sooeth~nn tl'lat just nad to be done, and I was 

resigned to tnis fact . U 

Deon ; "I did not went to go • • • hated the idea of follollil'li 

orders and runnlllf. arou .... d in the l.>uur., and ctill do . " 

t"chael : "1 waa keen t o go to the army and <:,et ~t ov<>r \~itn. 

I was deilnite l y not "een to .0 for the sake of t:-,e army. 

altllough l: "uppose deep down .. made me tt,ere are fairly 

strong feelings of love for my country . " 

I<.ei til : "tver IJince 1 lias a 11 ttle t.oy I' ve had tl1l.S f antaoy 

about being a soldier mi fi!.:hting in warG o 1 hved on war 

boo,;s ami comics ,md always looked forward to the day ,.men I 

c ould . 0 to the army . I don ' t think I ever really ¥ rEIi'/ up! 

Althouar. I must admit it WBf! a lot (hf'ferent to ... hat I 

e)(pected. 1 loved it. 1 enjoyed tile friends I made, th() 

tra!.n1ng and evan the dlsciplim_'. It W<la to·ugh but 1 t was 

fair - something whlch t.as ;;ll .. aym been very i'Apor tant to I)'e . 

I mil considering tI,e Fermanent force a& a COt' eer. " 

3 . 7 «eward and Reco~n1tion . 

'ft,e solJier Iilay derl"'" comfort, pr..:!e and security fron! !Ouch tactol'" CI) 

his ulemt>ersnip of a .!Orou.." I.ie ac<.!ul ai. t .. on and utilisation of certain 

t:>1t!.lla and tile auccella of IllS unl t. e i tr.er on the border or in any 
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other .. "here . In addition :3 s oldier muy ant.i.c~l>e.te expliclt and 

perlSonal rewardo <lfI a return for meritorious c()(olbat ber.a.Vlour, for 

cutample. ,neQole of t.onour . Rewards , sucll a;:; the .. o-called 'dOl1{~er pay ' 

filay also accrue to toe Bol dier 1'01" acceptance of thlS role and thus of 

exposure to hardship an1 risk . 

lit, >;ood cOr.loonder will use hl-IS oldiers just aa Q Load 

Fatl'.er UBO!S hlL children ••• out ttiOugt. 1 would r.ave 

you love your folen well, because y ou can do notY,l.ng 

wI thout them, I would not bave you spoil tt-.eltl II:~ ttl 

over mucb Kindness . It is tt, e ~1.3e D'!.spe-naing of 

Rewards and Purl1st.ments whicll """ po the \101"1<.1 in good 

order. 11 { Htcr,ard(:;on, 197/j , p . 8&). 

In tt.e South African Army little consistent thought appears to have 

been c1ven to the ques tion of materlal ana psycholo .. ical rewal"ds, 

despite tne f~t tr.at ~lSycl.olo i ca l leurn.Lng pr!nc11>les demonotx'ute 

tl".at IJoeit i ve reward is more effl:ctl.ve i n produc~1\; desh'abl~ oen .. v.l.our 

than punishment iii i n cliClina tin&l undesiral.llc btltlavoul'. 

In b05 a study cOOlp l et ed by the Un;lted States Ar my (Taylor ~. , 

1001 i t'ou:ld that 1n lOcneral peer anJ/ or soclal reco ' u t.on and Butonor,lY 

(for example, certain freeuo."s s uch as pa&Oics i were more e1'fectlve than 

l~ater.al incenti ves . It is postula ted that the' /lilaC trend exi"ta in 

30ut h Africa . 

Danie H\Jhen we bot 0 i-'aas we went tlOhltt . or to our 

girlfl"ienda and loved ones; it d1(l not inatter how far it "'as 
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or I.ow !!\uch l t would cost uo, even If lie flew every tlme . 

Personally. money dev .. luoed tremendou>lly for me wi'~l ... I WIoIS :..n 

the a rmy. It becau,e " necelJsltr-y commol}! ty, but en unimportr.nt 

one . 'oifllm we got home on a pass, '.lie tlacte Bure \1e enjoyed 

ourselve ... . .. one never penny-,,::.nehad at the (ntt,emle of 

enjoYlllent - we only got one Ion. weekenu every two months, eo 

the money accUlaulated wm; spent on thoae weekenoll . ::lbviously 

J t's plain stupid to spend everythinl!l you have ••• but :t 

lllUE;t be t'ea11aed tnat t~.e .. eelten" off re intense and rlect, c 

because of tr.e l imi ted ti~,e lnvol ved . " 

Kevin "On passes I used to tai<e the monElY 1 f:lllocated 

myself out tr.c b ok and lel.lve lilY banl, 0001< in tr.e c mp, 150 

tllere was no way 1 would spllnd everytt,in., I llad. I used to 

alwayo arrive back rom pass Droke ••• it dld not matter if I 

took iii little or lot of money . n 

::.tepr.en : "I m .. naQed w save qui te tot b1 tour>".; h'y natIonal 

oerv.ce, Uecauue I waB e,.ployed he fore 1 went in and I'y 

employer.. saved a part 01' Illy salary for me e very a,onth . I 

con' t tr.!llk 1 would helve t.ad tt.e d111c1,,110e to .. v'" on my own 

... 6001eoo,", I j un t di dn • t c are about my future to"'n." 

Public recogni tlon of their et-forts ilas 10n& been u concern of tt.e 

Geld ter. Hence :.ontgo .. ,er:; lioted propaganda as an important. tnough not 

in itself an essential, contributor to hl gh ;nor l e o He olJserved tt.et a 

!.Ian's ",orale is rc.l.s<td immedlutely wt.en h~s .. fforte are HlJpreC)lllte<.l and 

applauJed. !-loctern pUblicl ty methodo could fnc 1 11 tate that al.'l ;reC l.atlon . 
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but to iJe succeusful, pu\;licl ty needt! to distlngui!lh cet .. een the men on 

the border lind tl.ose ·>ili thin ttle border's of tile country . fiowev"r, 

/.Jon"t;;omery adGlod ttat an artl.fici.ally 3tiLIulate tJ feel:inl( of eelf­

importunce was of lart:ely lr.onentary v",lue (Montt;oruery 1S46) . 

Danie : "I went to tr.t> bordar on two Occsslons, and not at 

allY stu" " we" I in u 'contact' or even ISa .. a terrorist, but 

wlien I arrived home after each trip 1 received a hero'8 

w"lcomt! from m:; t"amlly and frit!nds . Tiley would tell me about 

all ti.e attacks they " a d seen a nd heard uc>out on ti,,, tele­

vision lind in tile news paper, and ask lIIe about thelll , It 

actually m8(le me feel 1'000 for ., while. even thouiOh ! knew I 

had very li t tle, if anythilll;; at all, to do ."t tt. the ir 

compHwenta. Afterwards r would rCllliae tha t all I was tio l nf; 

wa~ foohn& myself by acceptJ.ng acclaim tha t had nothul.i,; to 

-do wi th me . u 

3 ,C Concluei~ 

'Che oubject m tter discussed, QUCr. as motiva tion ano att~tude, serve .. 

to hlgh1 1&nt certain I~ind!l 01 behaviour wlHch will indicate w!lett-.er t(.c 

recruit ic 'successful' or • Uflt;l.Occeas1ul , by l~llitary utandarti." 

Parallel to these behavioural und attitud;tls l aspocts one t"lndS 

l mprolfeCi promot10na1 proepectll, 11l;),er r emuneration, mOl'C req,olllil-

011ity, etc. hlgher up the id.erarct.ical ladder. 

, Succeils' in tne :1".i 1i tat'y context H' therefore denoted as the (lbl li ty 

to cope and surlf> ve Adequately wi th"n the !)a ral,eter3 01' the 
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military environment . ll',ere are £1130 different dejo\rees of 'Iluccess ', 

depending on the attainment by the recrult involved ; for ex"".,p l e, a 

recru1 t "i,o bocomea a parab t wl11 (.ave been mucr, n,cre ' uccl!l'Il'lful' 

tnan a recr-a:, t wtlO rematns n rlfllffi1un for tt.e duration of ilis ~'atl<:>nlll 

Servi.ce . One would n"turally expect a r ecruit who becomes 0. par atat in 

an eli to uni t to be morc l&otwated, perlla;).:; better equip"ed pnysicllllly, 

more li kely to strive for the status Clnd to want to achieve . 'the 

differenecil between the degre,:Jfl of ' Suecells' for the: purpo es of thi s 

project, however, were not <Jusntlfiaole. r'or tr,e purpose::; of tina 

study, a recruit <thO achieved the lI\usterinf~ ne set out to achieve (e . .. . 

an infantry of'ficer, e parabat, 1\ chef', etc. i wan deemed to have been 

'bucce3sf'ul ', and it waG also a:3 ur.1ed tl1Ut he WIitS coping wi tl. the k:..ndB 

of stress, etc . ueta~led t~ro~nout tnie chapter. 

-x-x-x-

Implici t lfl thJ 6 ul$cu3sion of the mili tary 1 !.1'e of the recru i t there 

are very clear implicationz for t.he no'tlons o r self-concept and 10C1l3 

of controL Iii th tr,l l! in mind, Chapter Il a ttempt s '" close look at 

these two areao and serves to link much of what t"'1l been said here to a 

mor e fundalnental theoretical perspective . 
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Chapter II SELF-THEORY AND LOCUS OF CONTROL 

1. The Self-Concept 

1.1 Introduction 

Prior to 1890, interest in the existence of a 'self' centred on issues 

which attempted to distinguish between physical and non-physical 

aspects of human functioning (Gergen, 1971) . William James' monumental 

work The Principles of Psychology (1890) is a historical landmark 

separating the older philosophical and religious views from more modern 

psychological conceptions of the self. During the 1920 's, the growth of 

posi tivism threw a shadow over the traditional 'armchair I theorising 

that was typical of literature dealing with the self up until that time 

(Gergen, 1971). Positivism, while providing a more scientific approach 

to this field of psychology, lacked precision, as research demanded 

incorporation of many concepts that were I internal' to the organism f 

and therefore not amenable to empirical validation. At present there is 

still a great deal of confusion and lack of clarity regarding what is 

meant by the term 'self-concept' (Wylie, 1961). 

"Any self-referent concept has problems because the 

notion of self is itself so deceptive. It has an 

intuitively obvious meaning, yet it is used in such a 

confusing number of ways that its meaning seems to 

have no single, simple core" (Wells and Marwell, 1976, 

p.38). 

Epstein (1973) believes that there are two schools of thought in 

psychology: one in which a subjective self-concept is central and 
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i;mother sct,ool in MrhlCn the self-conce~t is euperfluous . • i tt1 this in 

mind, t.e attempts to join these two disparate a cr,oole wi tr.in 11 xrw,le­

WOI'I< wr,ich VleWS delf-concl!?t, quite s.l.r.l;:.ly, a3 a • self-theory' . 'filis 

self theory is based on Ule accumulative oOn-!:ributions to the bOelY of 

lmowledge i n ttle field of the self-conce;:>t by coc~ul cientists suct> ae 

James , Cooley, Mead, Rogers, AllpOl't and Sarilin. A »ullh,;ary 01 i;nc major 

contributions mllde by these theor1 ts towardu understanding the seH'­

concept Hi a iven ol!'low. 

ton) It ic !l 6ubnyste;,1 of internally comnstent, hierar­

chically or"anized concepts conta~ncd wi thin a broader 

conceptual system. 

ti) It contains diffel'ent empir~c"'l selves, 8Ucl~ as a 

body selt , 6 spiritual self, and n social self. 

c) It ls a dynamic orianlzation that char~eo with 

experience . It appears to s eeh out ChaO;l,9 and exbillits 

a tendency to os~imilate increruo1n;i UIl:ounts of infor­

mation , ·~her .. t)y manifestins. .. g rowtn priflclple. 

el) It develops out of exper.\ence, partlculut'ly out of 

!loc i,al lntert.ICtion with si ... >fl.if'icunt ott.erc. 

e) It is essentinl for tt.e functioning of t:t.e ;,ndi v)._ 

dua l that the ori,aniBf1tlon of tt'!0 sel:f-co!1c,ep t b~ 

maintained. when the or(Janil".ation 01' trle Qelt'-concept 

is threatl!'ned, the indivldual exper~ences anxi.ety , Brill 

attempts to defend lnmsel1' ag.nnst tr.e thrallt. 

f) There is n basic need for self-esteem which relateti 

to a ll aspects of the "elf-Gyatem. and, In cOfllp.u'ison 

to wlltcn, ,,11 other neeos a re 3utloroinate. 
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g ) The self-concept has at least two ba~1c funct,ons . 

First it ore,aniaea 'ttle data of experience, par't4cu­

larly experience involving soc~al interaction, into 

llredictable sequences of action and reaction . tiecond , 

the self-concept faci!> tates attempts to fulf'~l need", 

wnile <ilvoidin .. di.$spproval and anxiety . " 

(Epstein, 1~73, p.407i . 

1.2 Self-Concept as a Theory 

The self-concept is: 

". .. a theory that the individual baS unwittingly 

constructed about himself as an experiencing, func­

tiOlung ind1v1dual, and it is part of a broader theory 

which he holds w, tr. respect to his entire range of 

s~~nificant experience . Accordingly, there are major 

postulate systems for ttle nature of the world, for the 

nature of the self, and for their Interaction . " 

(Epstein, 197J, p . 407) 

It is interesting to speculate on the nature of a self-theory that may 

be developet.l in an environment which sees the nature of' lUon in a 

materialistic way, auch as in a military situation . b;xposure to concll­

tions in whict. the individual must Jevelop a sense of twlf w~tt .. in u 

strict and accepted social def~ni tion of person~,ood is likely to lead 

to a very dif'fercnt theory of self and ttle lIIorld, compared W~ tt, an 

indivldual in a situation that does not dis" ulse human af,ency in self 

and world construction . In this way, self-construction forms a port of 

world-construction, but 1 t is a process whic~. distineuisr.es the self 

from the world: 
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a) A self-concept provides one with a means of separating subjec-

ti ve experience from common experience, thereby allowing one 

to act in a world of shared reality. 

b) Behaviour can be controlled if one knows what is self and what 

is not self . 

c) Separation of the self from other selves allows for harmonious 

social interaction (Epstein, 1973). 

Further, Epstein believes that a self-theory serves the purpose of 

optimising the balance between pleasure and pain in the course of one's 

1 ife . Together with this, the self-concept serves to faci li tate self 

esteem, and provides a platform for organising data for effect i ve 

living. 

Hamachek, 1971, postulates that the self and self-concept are closely 

related to men tal health and personal adjustment and that they depend 

deeply on each individual's basic feelings of personal adequacy . 

Derlega and Janda (1979) claim that : 

"Feelings of personal inadequacy, helplessness, inferi­

ori ty, insecurity, or worthlessness tend to erode and 

weaken, sometimes to t he point of collapse, the main 

pillars of one's self-structure" (p . 84). 

Hamachek states that in the daily struggle to cope with the require­

ments of self and of the reality to deal with threats , frustrations, 

and conflicts, we must have a firm grip on our own identity. Attaining 

a healthy self-image with its concomitant feeli ngs of adequacy, 

abili ty, personal worth, and confidence is not some lofty goal beyond 

mortal reach. 
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1.3 Development of the Self-Concept 

The understandin~ of self-concept development is based largely on 

theoretical inslgllts and 1. ts development is seen as a process that 

continues throughout llfe. Initially, in the early years of l~fe, 

discrimination of a bodily self from the rest of the worlo provides a 

foundat:l.On for tl",e later tlevelopment ot" an inferred, inner-self. Heuro-

10~! iCul and psyctwlogical development increases the cni ld' s ability to 

perform complex mental activities, and thereby provide the means for 

establishin" more abstract conceptions of what is 'me' and what is 'not 

me ' (Burns, 1979; Epstein, 1973). 

1.3.1 Self-perception 111 Childhood 

Perception of the world 16 simultaneoualy perception of oneself, aml 

this takes place in several ways. SOlae pClrts of the body are available 

to visual inspection, whlle others can be seen only with a mirror . ''.ost 

of our inner anatomy nas no clearcut perceptual representati on for UB. 

Iitlen in good equilibrium, our pny"iologl.cal functioning is a blend of 

sensations, although we can make some functions stand out, 8uch as ,men 

we attend to our breathing or our heartbeat. Var~ous phys~ological 

imbalances have tr,eir own perceptual quallties, CIS ';'n pain, acr.", " , 

illness, hunger, fever, tllirst, fati i,ue, sexual arousal and the phYSlo­

log ical components of emotion. We alao experience our own behaviour in 

terms of lilotivat ion , emotlOn and aesthetic and moral conslderation,; . 

The baby's impliCit knowledge of l1iS own llocty is fU1rly well advanced 

by the end of jnfancy, ss indicated by his a bllity to deal ada"tlvely 
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wi th objects. His active exploration of hands, feet, genitals, navel 

and facial features suggests that he has brought some parts of his body 

into explicit consciousness and 8 .0 made them his own. 

1.3 . 2 The Development towards Self-knowledge and Autonomy 

The principle of development toward self-knowledge and autonomy points 

to the progressive differentiation of self from environment, and of 

various aspects of self from the totality, and to the integration of 

self-awareness into an emergent self-image or s e lf-schema . It also 

points to the child's increasing ability to regulate his own behaviour 

and to think and act on his own. This development of self-awareness is 

accompanied by increasing autonomy, ability to think, decide and act 

for oneself, to consider one's own actions in perspective, and to find 

or iginal modes of acting. It is obvious that some of what we experience 

as self-determination or 'will' had its actual beginnings outside 

ourselves, in the knowledge and understanding and values that other 

people taught us . But it is possible to make other people's teachings 

truly one's own, so that they cease to be external to oneself and 

instead are part of one's own equip~ent for behaviour. 

The development of self-awareness involves several sorts of differen­

tiation, such as the differen t iation between private self and public 

self . Here we have a sUbprinciple of duplicity, of being able to think 

one thing and say another, to have an inner life, and eventually to 

dissemble and to lie. The first manifestation of duplicity appears in 

late infancy or early toddlerhood with the child's simulation of an 

emotion, as when he pretends to be hurt so as to be cuddled or soothed. 
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Self- awareness comprises a number of cons t.i.. tuents, such as a sense of 

identity, of who we are and wr.at we be lieve in, what we want out of 

life, what our virtues , fai l i ngs , competences and inadequacies are. We 

develop a certai n perspective of ourselves so that we can judge our own 

acts in terms bott. of t10VI they look to others and of how they measure 

up to abstract, ideal standards; when we fail to measure up to abstract 

moral standards we fee l gui lt, and when we f&i l to weet abstract 

standards of competence we feel ar.ame (Lynd, 1966) . We become ubl e , 

wi thin limi ts , to shape OUl~ own characters end destinies J and we C01H':­

to have a conscience and to be concerned for other people. 

Burns (1979) suggests that the child relies on five sources for t he 

contents of his sel f-concept. These sources are ; 

a) t he child' s image of hi s body; 

b) language development and the ability to conceptualise about 

self and others; 

c) interpretation of feedback from the environment about how 

others perceive us - and how we stand rel ative to soc ietal 

norms and va l ues ; 

d) identification wi th appropriate sex role mode ls; 

e) child-rearing practices experienced . 

These f i ve factors indicate that the human environment in wt.i ch the 

growing person finds himself plays a significant part in the develop­

ment of the indiv idual ' s self-theory. Hamachel, (1971) believes that the 

child learns to conceive himself as having attributes which are 

perceived and encouraged by significant others. 
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1.:'> . 3 1'1,., Adolescent Self 

TI".e central lJsycholog ical tneme of adolescence >8 finding an >Jentity -

a sense of self in relation to the world at large. Tt.e adolescent's 

self-awarenes" 1,; 1n <lreat part expressed in ,;elf-conscioucness, 0 

concern about how well he 'measures up'. Some youn people acqu~re a 

sense of going somewhere, while others drift aimlesslJ or flounder in 

agitated despair. 

I-'i lled as they are w.i th amb1valences, few adolescents feel really in 

control. They tend to be trapped between impulses that are not really a 

part of tl.ec18elves. and what often seem like unreasonable or caprlcious 

'ldul t constraints . I:lut lack of control also carries the tlldden blessing 

of lack of responsibility, and tbey learn to rationalise thelr bells ­

viour l~ke adults . T~.ey project blame onto motives beyond their control 

or onto an environment that does not understand toe real, lnterior 

adolescent. 

t:rlkson believed that tile adolescent years were likely to be very 

storlllY ones as young people go auout the establishment of a stat>le 

identity (Durns, 19'1",). Hesearcll 11as not really vahdated tr,is pref.lise 

Le. toat adolescents experience large fluctuations 1n levels of 

self-esteem. Engel (1959) found that the !leU-concept of the subjects 

t,e tested WaS pretty stable from 1::1 to 17 years. Enge l found further 

that those ctn.ldren who had il loYi s elf-concept at the first testing had 

signiflcant ly less stacle self-concepts at the later testings than 

those with im tiEll posi.tive self-concepts . Cooperami th (1967) found 1n 

hls study ttlat adolescents (.sve a pretty stable and resilient sel±"-
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concept. Some studies (e .g. Livesley and Bromley , 1973) have shown that 

adolescents are more socially aware than younger chlldren . As a result 

of this, teenagers are typically concerned ,~ith the way others evaluate 

them. 

Ttla adolescent therefore escapes from the adult II/orld into the peer 

SOCiety . He is also escapi ng from himself, for the roles the peer 

culture offers him are a refuge from the doubts, ambiguities and 

ambivalences that confront him in solitude . The peer group, of course, 

is not a perfect refuge . It makes demands, too, and these demands may 

violate the adolescent's self-image or concept. 

Many authors speak of 'findina one's identl ty', but it is as much a 

matter of constructing an identity as of discovering who one already 

lS. Perhaps one reason that adolescents avoid self-knoll/ledge even aa 

they seek lt 1s a vague sense that , once one acknowledges traits and 

motives, they crystallise as permanent features and so obstruct the 

formation of a superior self. 

By late adolescence the youn~ person may, with luck, be able to 

reintegrate the various selves he knows - his body, his personality and 

the pr i vate core of feeling that is the 'real me'. his past, his 

present and an i mage of the future - into a single functioning scl1ema 

that he can take for granted without endless embarrassment, intro­

spection and anxious reading-off of other people's reactions . 

The constancy versus flexibility d i mens10n of the self-concept is 

probably more significant during adolescence than at any other time. A 

good self-theory needs to be: 
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a) extensive - so that a person is able to cope in a variety of 

situations. Accordingly, a self-theory needs to be 

flexible and open enough to allow for novel experi-

b) expansi ve 

(Epstein, 1973). 

ence, and 

i.e . to allow for inclusion of new material to the 

contents, as addi tional data is made ava~lable 

f40ntemayer and Essen (1977) studied the self-concept development of 262 

children rang~ng in age from 10 to 16 years . They report: 

"The results of this study support the general hypo­

thesis that, with 1ncreasing age, an individual's 

self-concept becomes more ab3tract and less concrete. 

The children 1n the study descri bed themselves in 

terms of concrete, objective categories such 8S their 

address es, physicsl appearance, possessions and play 

activi t i es, while adolescents used more abstract and 

subjective descr~ptions such as personal beliefs, moti­

vational and interpersonal characteristics . " 

(p . J17) 

An important characteristic of the individual who becomes mature is 

that he 1.e at home with reality . This does not mean that all mature 

people see reality in the aame wsy. They will share a common body of 

facts governed by more or less fixed prinCiples, but they will differ 

as to ~Ihich facts are most important, what meaning to attach to them 

and what opinions to hold about them . Being 1n touch with reality has 

two s i des: being at home wi th oneself, and be~n& at hOlne with condi­

tions i n the outsi de world . Tt.e individual has to accept the stubborn 

reality of things as they are, wi thout retreating from them or being 
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overwhelmed by them . Each of the content aources for the self-theory 1s 

more or less significant, depending on the developmental stage through 

which the person is passing . 

1 . 3 . 4 Self- Esteem 

Self-esteem develops in conjunction with the growth of self-concept, 

end is a personal judgement of worthiness that is expressed in the 

attitudes the individual holds towards himself (Coopersmith, 1967) . 

Self-esteem is the result of the evaluation each person makes of the 

contents of his self-concept . This proc ess of self-evaluation is based 

on three princl.pal reference points: 

a) A comparative, matching the kno'",n self-image against that of 

an ideal self- image that each person has 

b) An acceptance and internaliaation of the individual's percep­

tion of how others view him 

c) An evaluation of actual perfor mance against what one believes 

one is capable of, i.e . high self- esteem will result If B 

person scems to be good at what he does 

(Ilurns, 1979). 

Points a) and b) above indicate tr.at self-evaluation is private and is 

probably conducted B2ainst a backdrop provided by the individual's 

level of espiration . The individual's level of aspiration in every 

si tuation arisee as a result of a dynamic balanoe between the need to 

achieve and the fear of failure . 
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"This pressure for the highest possible self-level 

also induces conflict between the desire to lower the 

level of aspiration so as to avoid failure f and the 

desire to raise it to assure success at the highest 

possible level." 

(Epstein, 1973, p.122) 

In spite of the fact that a great deal of self-evaluation is a private 

affair, many of the comparative measures arise from social interaction 

with parents, teachers and peers (Hamachek, 1971). 

Gergen (1971) believes that internalisation of the reflected appraisal 

of others will influence the development of the self-concept and/or 

sel f-esteem under the following conditions. 

(a) Appraiser characteristics 

(i) Significance of the appraiser - e.g. parents, family 

members during childhood (Coopersmith, 1967) and 

teachers and peers during adolescence (Rosenberg, 1965) 

(ii) Credibility of the appraiser 

(b) Appraisal characteristics 

(i) The level of discrepancy between the appraisal and the 

individual's view of himself 

(ii) The number and consistency of confirmations made by the 

appraiser 

A study completed by Coopersmith (1967) concluded that high self-esteem 

will result from: 



- 09 -

a) the amount of respectful, accepting and concerned treatment 

the individual receives from significant others in his life 

b) the individual's history of success in life 

c) the individual's values, wishes and aspirations whicr. serve 

to guide his goale 1n life - and provide s measure of the 

achievements he I,as msde 

d) the way in which the individual responds to the demeaning 

actions of others 

In summary, the soclal environment i n which a cr.ild matures has a major 

rols to plsy in the formatlon of tt,e indl vidual' e seltO-concept and the 

development of his self-esteem . 

1.4 The Implications of Positive Attitudes toward the Self 

Rogers (1959 i saw the need for all people to have, what he called 

'positive regard ' f or themselves . If people ese others as liking, 

respecting and accepting of them, it is likely tr.at they w111 experi­

ence high self-esteem. Feelinlls of self-worth arise when the discre­

pancy between the view of the actual-self and the 1deal-self is 

minimal. Rogers (1967) termed this close match, between perceptions of 

the contents of self, as a feeling of 'congruence'. Once attained, and 

maintained, tr.is feelina of self worth permeates the "'hole personality 

and becomes a dominant mood of the individual. l'his concept of self­

worth is very similar to the defi.ni tion of seli'-esteem .,rovided by 

Rosenberg: 
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"High self-esteem expresses the feeling that one is 

good enough" (Rosenberg, 1965, p.31) 

The value of this positive regard for one's self, lies in the behavi­

oural consequences that ensue. Hamachek (1971) believes that the indivi­

dual will act like the sort of person he believes himself to be. 

Diggory (1966) found that those persons who have a high regard for 

themselves are less easily discouraged and depressed by failure to 

achieve personal goals. 

Self-esteem and self-concept are most heavily emphasised in the huma­

nistic approach to adjustment. Rogers, perhaps the most prominent 

representative of this viewpoint, believes that the healthy personality 

and the self-accepting individual are essentially one and the same . 

Other theoretical approaches, such as the psychodynamic and behavi-

aural , may not place as much emphasis on self-concept and self-esteem, 

but virtually all theorists would agree that one's feelings about the 

self are crucial to one's level of adjustment. 

Gergen (1971) presents the idea that self-concept is not a Single, 

enduring image that people have of themselves. He suggests that one's 

self-concept is influenced by the situation one is in and that each 

person actually has many self-concepts. On the surface Gergen appears 

to contradict Rogers' ideas, which treat self-concept and self-esteem 

as though they were a single, stable trait. However, the differences 

between Gergen and Rogers are more semantic than real. Rogers' conten-

tion that the healthy individual is in touch with his feelings and is 

self-accepting complements Gergen's point that in two different 
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situations one can have apparently contradictory self-concepts. 

Rogers and other clinicians contend that the development and mainte­

nance of a positive regard for one's self, is in most cases, synonymous 

wi th mental health. A study conducted by Rosenberg linked low self­

esteem with a wide variety of adjustment problems. Adolescents with low 

self-esteem were found to be: 

a) More anxious 

b) More interpersonally awkward and shy 

c) Less straightforward and direct 

d) Had less faith in other people 

e) More submissive 

f) Less involved in extra-curricular activities 

g) Less interested in national and international affairs 

h) More likely to anticipate occupational failure and frustration 

(Rosenberg, 1965) 

It seems clear that persons with low self-esteem are more vulnerable to 

societal forces than individuals who have a more positive view of 

themselves. Burns (1979) states that a positive self-view has been 

correlated with creativity, the ability to assume leadership roles and 

the ability to express feelings and ideas openly . Persons not burdened 

by self-doubt move more directly and realistically towards the reali­

sation of their personal goals (Coopersmith, 1967) . 

Hamachek (1971) provides interesting experimental results suggesting 

that individuals with extremely positive self-concepts may be less 
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popular than those with lower levels of self-esteem. It seems that high 

levels of self-esteem, at least under some circumstances, may be 

related to a lack of se l f-acceptance by others. 

It is clear , however, from the vast majority of research that the 

possession of a positive self-concept is a valuable psychologi cal asset. 

1.5 The Influence of the Military Institution on Self-Concept 

The recruits arrive at the base, all of them with a way of life and a 

realm of activit i es taken for granted. I t is of minimal concern that 

these activities are poles apart or incompatibly diverse by nature . 

Upon arrival at the camp they bring with them a "presenting culture 

from a home world" (Goffman, 1961) . The previous environment and 

experiences of the recruit provide him with a tolerable conception of 

self, and allow for a set of social behaviours exercised at his own 

discretion, for coping with all facets of life. 

Normally he arrives at the camp at awkward early hours of the morning 

or late at night, to find himse l f stripped of support provided by the 

stable social arra ngements in his home world. 

Goffman (1961) on total institutions : 

"In the accurate language of some of our o l dest total 

institutions , he begins a series of abasements, degra­

dations, humiliations and profanations of self. His 

self is systematically , if often unintentionally, 

mortified . " 
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The barrier that tne total lnsti tution places between the recru1 t and 

the outaide world marks the first curtailment of the self experienced 

by the new soldier. 

For the recruit a clean break with the past is aChieved in a relatively 

short period . For the first eight weeks, therefore, he is not allowed 

to leave the basc, or to engage in social intercourse of a permanent or 

semi-pel~anent nature with non-m11itary personnel . There are only occa­

sional visits and telephone calls. This almost complete isolation helps 

to produce unified platoons (groupe) of recruits, rather than a hetero­

geneous collection of persons of high and low st. .. tus . A uniform is 

issued soon after srrival snd a defacing haircut insisted upon, both of 

whi ch force the role of the recruit to supersede other roles tr.e 

individual has Ileen accustomed to I='lay . Tt.ere are very few clues left 

whlch will reveal social status to the outs1de world. 

Al though some rolee are quickly re-establ.islled by the recrui t when he 

returns to the outside IIIorld after hie two ysars, it is plain that some 

losses necessarily must take place and may be painfully experienced ss 

such, especially if mucro of this time is spent in relative social 

~solation on the South West Africa/Namibia border. It may not be 

possible to make up, in any later phase of his life-cycle, the time now 

lost in educational or job advancement, in courting or in the rearing 

of his children. 

The reception procedures which take place wi til the new recruit take 

away the influences on his life from the outside. He becomes a number 

in the organisatIon, a small cog 1n a huge IIItieel, to be worked upon and 
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honed down through the nine months of preparation training which 

follow, until the end product 

produced. 

an effective combat soldier is 

Because the military deals with so many aspects of the recruit's life, 

there is a special need to obtain initial co-operation from him. This 

beginning phase of training is termed 'Basics'. On occasions staff 

members demand of recruits their obligations in such a way that they 

can be viewed as a challenge. The recruit wi ll either reject, and 

question the authority, or he will forever hold his peace. Thus these 

ini tial moments of socialisation may involve an 'obedience test I and 

even a wi II-breaking contest. A recruit who shows defiance receives 

immediate visible punishment, which increases until he eventually 

humbles himself . The underlying aspect at play here is one of unifor­

mity. One command equals one movement and one execution of that command 

by one group of recru i ts. A propensity to obey is attained, if not 

readily from the recruits, then by demand of higher rank and consequen­

tial punishment. 

In the beginning it would seem that staff members go out of their way 

to give the recruit a humiliatingly clear image of where he stands in 

the organisation. He is told, in no uncertain terms, that he occupies a 

place of especially low status even in this low group. 

The recruit is stripped of most of what gives even the faintest clue to 

the outside world, and in this way curtailment of the self is achieved 

by the authorities. Firstly, he loses his name, then he is stripped of 

most of his physical possessions as well; his civilian clothes, for 
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example, are relegated to a storeroom to be taken home on his first 

pass, never to be brought back again. Sports equipment and kit, 

however , may be kept in the possession of the recruit. 

Obviously, replacement of the stored material is made by the establish­

ment, but these take the form of the standard army issue, uniform in 

character and uniformly distributed. When objects or materials are used 

up or worn out (for example, the clothing during training), the recruit 

is required to return the remnants of the article before obtaining a 

re-issue. 

Recruits are, however, provided with individual lockers and the 

property they are issued with is viewed by the authorities as their 

own. A certain amount of sanity can be obtained from this, even though 

a strong authoritarian stress is placed on immaculate uniformity, 

cleanliness and neatness . Inspections are held with monotonous regula­

rity nearly every morning in the beginning, usually long before the sun 

rises, until a very high standard of discipline and uniformity is 

obtained . 

In the beginning, loss of identity seems to prevent the individual from 

presenting his usual image of himself to the others around him. There 

are constricting regulations, commands and tasks that force him to 

adopt certain movements which may, at least, disagree with his personal 

view of the situation. For example, he is at all times (day or night) 

required to stand to attention and greet an officer or a non­

commissioned officer when he enters the immediate area of the recruit. 
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Just as the indlvidual can be required to hold his body in a pose which 

may be humiliating , so he may have to provide humiliating verbal 

responses . In the military the recruit is required to punctuate his 

social interaction with a staff member by calling him by Ius rank, for 

example, "corporal" or "captain". Also, the recruits as a group shout 

out responses to commands in order to obtain correct timing and 

discipline among tnemselves and to act as a unified group. At no time 

would a tiroup of recrui ts saunter from one pOint to another, whatever 

the reaSon . They would be "dr illed" or marched, and then dismissed at 

their destination . The authoritarian figure woul d shout the commands 

and the recruits respond with loud verbal timlngs, which aids them 1n 

acting together as a squad. There are certain times laid down, for 

example, when a recruit may do things such as smoke a Cigarette or even 

drinlt some water. In all conceivable aspects, restrictions are imposed . 

iIlhatever the source or the form of these various indignitJ.es, the 

individual has to engage in activity which has symbolic implications 

that are lncompatable wi til IllS conception of self . A more d~ffuse 

example of tnis kind of mortU'ication occurs when the i ndivldual is 

required to undertake s two year stint of life that he conaiders alien 

to himself - to take on a dis1dentifying role . 

There is another form of mortification WhlCh takes place in tile 

military establishment, and this 1s a kind of "contaminative exposure" 

(Gordon and Gergen, 1968) which begins upon entry into the base. On the 

outside, the individual can hold objects of the self, such as his body, 

his immediate actions, his thou~htB and some of his possessions, c l ear 

of contact with alien and contaminating things . But in tr.e military 
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insti tution these territories of the self are violated in that the 

boundary that the individual places between his being and the environ­

ment is invaded, and the self treated with disrespect. 

There is a violation of one's information regarding the self. During 

admission, facts about the recruit I s social status and past behaviour 

are collected and recorded in a file available to the staff members. 

Later, in so far as the establishment officially expects to alter the 

self-regulating tendencies of the recruit, there is an individual 

confession concerning political neutrality and mil i tary matters for the 

duration of and directly after the service period. On these occasions 

the recruit has to expose facts (albeit on paper) and feelings about 

himself to new kinds of audiences (the military personnel). 

The most obvious type of contaminative exposure is the physical kind. 

Medical examinations often expose the recruit r while collective 

sleeping arrangements and communal latrines cause a similar exposure. 

The direct physical contamination of the body and other objects closely 

identified with the self (for example, the black cream used for 

camouflage, which is not easily removed, even with soap and water) 

involves a breakdown of the usual environmental arrangements for insula­

ting oneself from one's own source of contamination. 

When the agency of contamination is another human being, then the 

recrui t is in addi tion contaminated by forced interpersonal contact 

and, in consequence, a forced relationship. When the recruit loses 

control over who observes him in his predicament he is being contami­

nated by a forced relationship with these people, for it is through 
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such perception that relations are expressed. The most relevant example 

here would be the 'humorous' inspections which occur at regular inter­

vals - room inspections I kit inspections I equipment inspections and 

even foot inspections - some of which penetrate the private reserve of 

the individual and violate the territories of his self. 

1.5.1 Conclusion 

The army disrupts precisely those actions that in civilian society seem 

to have the special role of attesting to the person and to those in his 

presence that he has some command over his world, that he is a person 

with 'adult' self-determination, autonomy and freedom of action. A 

failure to retain this kind of adult competency, or at least symbols of 

it, can produce in the recruit the terror of feeling radically demoted . 

A margin of self-selected expressive behaviour - whether of antagonism, 

affection or unconcern is one symbol of self-determination. This 

evidence of one's autonomy is weakened by such specific obligations as, 

for example, having to write at least one letter home a week . 

There are certain bodily comforts significant to the individual that 

tend to be lost upon entrance into the army - for example, a soft bed 

or stillness at night, and even such aspects as regular and reasonable 

sleeping hours. 

Loss of self-determination seems to have been ceremonia l ised in the 

army, where for example, recruits work at ludicrously useless tasks, 

like running around a bush or to a fence and back. In such cases the 

recruit is made to display a glving up of his will. 
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Another clear-cut expression of personal loss in the army has to do 

wi th the recruit's use of speech . One implication of using words to 

convey decisions about action is that the recipient of an order is seen 

as capable of rece i ving a message and acting under his own power to 

complete the command . Executing the act himself, he can sustain some 

vestige of the notion that he is self-determining. The recruit in the 

army wi l l find himself denied this kind of self-action, for example, 

instead of being told to move in a particular direction at a particular 

rate, he will be marched. 

There is a rationale that is employed by the army for the assaults upon 

the self. The most obvious one being the necessity to 'break down' all 

the recruits to the same leve l , before 'rebuilding' of this homogeneous 

group can take place. Many of the remaining mortifications are offi­

cially rationalised on other grounds, such as sanitation (in connection 

with latrine duty), responsibility for life (in connection with forced 

feeding), combat capacity (in connection with army rules for personal 

appearance) and security (in connection with restrictive regulations) . 

In total institutions (Goffman, 1961) however, the various rational es 

for mortifying the self are very often merely rationalisations, gene­

rated by efforts to manage the daily acti vi ty of a large number of 

persons in a small space with a small expenditure of resources . 

Further, curtailment of the self occurs, even in the case where the 

inmate is willing and the management has ideal concerns for his 

well-being. 
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1.6 Locus of Control 

1 . 6.1 Introduction 

Epstein (1973) bel i eves that under certain conditions the development 

of a self-theory can be impeded . 

"It can be assumed that one such condi tien is an 

absence of feeling of control as such a feeling 

provides one of the important sources for inferring an 

inner self." (p.414) 

The notion that a person's behaviour reflects his belief in internal or 

external control was developed by Rotter in 1966 (in Epstein, 1973). 

Individuals who believe in external control are likely to explain what 

happens to them as being the result of external forces, for example, 

chance, luck, fate and forces in society. The converse is true of those 

who believe in internal control i. e. that most of the events in their 

lives are contingent upon their own directed behaviour. For the 

internal individual, what happens in life is not generally ascribed to 

chance, luck or fate - but determined by the decisions he makes and the 

courses of action he takes. 

1 . 6.2 Locus of Control as an Environmental or Personal Determinant of 

Behaviour 

Psychodynamic and trait theorists believe that dispos i tional factors 

outweigh situational variables as determinants of behaviour (Phares. 

1976). In recent years. research findings by psychologists have shown 
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that human behaviour i s less than consistent across s ituations . Social 

learning theory, for eXar.lple, sees behaviour as bein;,: completely deter­

mined by both dispositional anu situational factors. 

If locus of control is viewed from the 'situational' perspective, then 

when people 

fl. •• construe outcomes of their behaviour in certain 

specific situations as chance determined, outside of 

their personal control, or otherwise unpredictable, 

the stage ie set for several important consequences . 

Most fundamental i s the fact that tr.e rejOulari t i es of 

the past cannot be relied upon 1n the future. The 

effects on learning are conaiderable. Equally serious 

are the debilitating affective responses that may 

ensue. Such reactions are the understandable outp~owth 

of a perceived lack of control - an awarenees that 

one's efforts to cope with the world are not effec-

tive. tI (Phares, 1976, p.36) 

Seeman (1967) investl w;ateu the socl"l conui tions which lle tnought would 

lead to a changed perception of locus of control in people: 

"!·Iass theory argues that the structural condi tiona of 

maaa society, for example high mobility and bureaucra­

tisation, encourages a sense of powerlessness which 

leads the individual to be insensitive to, and unin­

formed about, an environment over which he believes he 

hae little influence . " (p . 10G) 

1.6 . 3 Beliefs in Locus of Control 

Like self-concept, parenting style lies been associated with the develop­

ment of locus of control beliefe . Katkoveky et al . (1967) found that 
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parents who were protective, nurturing , approving and non-rejecting had 

children who believed in internal control . Phares ( 1976) confirms that 

'internal' children perceive their parents' behaviour as belr~ warm and 

accepting . Other factors relevant to parenting style have shown that 

parents who expect their children to be competent and cope on their own 

have children who believe in internal control of life events . Beyond 

this, parents who allow the~r children the opportunity to exert Influ­

ence over their environment - and reward their children with praise for 

coping behaviour - are likely to inst~l a sense of personal power in 

their children . 

"Children who learn that their demands and sUfSlileations 

are treated seriously and have a significant effect at 

home may come to believe that similar efforts w:..ll 

have sllular effects in a varlety of other Sl tuations . " 

(Solomon and Oberlander, 1Y74 , p . 1Sl) 

The classroom has a lso been shown to play an important function in 

locua of control beliefs . Reimanis (quoted in Phares , 1976), for 

example, found that, if teach ere encourage children to believe in 

internal control through their teaching and classroom behaviour, chil­

dren take on a more internal orientation . De Charms (1972) pointed to 

the motivational advantages of al lowing pupils greater freedom 1n the 

classroom. Students who believed that they could have some influence in 

controlling tneir education were more l ikely to work r.ard for, and 

express a liking for, tl.eir teacners. 

Solomon and Oberlander (1974) report an interest~n3 investigation Wh1Ch 

found that locus of control beliefs predispose children to benefitting 
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from certain types of instruction, rather tr.an others. A group of 

pupilo classified as underachieveru were exposed to two types of 

science instruction, viz. pupil-centred or teacher-centretl. Predic­

tably, children found to be external in their orientation learned 

considerably more under the teacher-centred conditions. Internal pupils 

performed equally well under both instructional conditions (lbid.). 

Several other factors have been as ociated with tt.e development of 

external control bellefs. Socio-economic status (for example, belon.;ing 

to less privileged groups) and race have been associated Wltr. different 

beliefs in locus of control (i .e. internal or external) . It would seem 

tt.at groups of [)eople Wll0 cannot COi:\\)ete effectively for social status 

or power are likely to experience an inability to control their own 

destiny (pc.ares, 197(;). 

1.6.4 Locus of Control as a Motive 

Pt.ares (1!.J76) believes that Illany of the experimental findings that 

indicate differences in the behaviour of internals and externals can be 

explained Ly conSidering locu:; of control beliefs to have botr. a 

mot~vational and a cognitive effect . 

A number of paycr.oloa ists (for example, Rank and Sullivan) have 

proposed tnat man is mot,vated to manipulate and control his environ­

ment (Phares, 1976). 'ro be effective and have some impact on the 

environment , the individual would need to have 60llle confidence in 

Ilimself. 
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"If individuals possess a general set of beliefs that 

they are not the effective agent in controlling the 

occurrence of rewards in their lives, then it ~s hard 

to understand how they could be expected to engage in 

actions calculated to attain power or influence over 

their environment . Therefore, if the individuals are 

going to make an effort to exeroise such power, trlen a 

helief in the internal locus of control would appear 

to be a prerequi site. " (Phares, 1976, p .74) 

1.6.5 Locue of Control as a Cognitlve Influence 

Research bas revealed that persons wi til an internal locus of control 

orientation are: 

(a) able to uss imi late end reta i n more information than externals 

(0) more active and alert than externals 

(c) less field dependent than internals 

(d) more perceptive and attentive than externals 

(Lefcourt, 1976). 

Phares (1876) sees the coeni ti ve component to tne internal person's 

greater effectiveness as follows: 

"To a great extent, the superior mastery and coping of 

internals seems to toe accomplished through their supe-

rior cogni ti ve 

acquire more 

acquiring it, 

proces"ina actl vi ties . They seem to 

information, make more attempts at 

are better at retaining it, are less 

sat il;i'ied with tne amount of information they possess, 

are better at utilising i nformation and devising rules 

to process it, and generally pay more attention to 

relevant cues in the situat~on" (p.78) 
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With the motivational and cognitive features of locus of control in 

mind, an overview of the l iterature reveals that locus of control ia 

likely to influence all of the following . 

0) Information- seeking behaviour 

b) Peraonal effectiveness 

c) Conformity and resistance to influence 

d) Achievement 

e) Personal adjustment 

e) Information-seeking behaviour 

A variety of experiments have shown that 'internal' people are more 

motivated than 'externals' to seek out and use information for decision 

making . Seenlan and Evana (1962) found that, in hosp i tal settings , 

internal patients are more knowledgeable about their condition tt)an 

externals . Seeman (1863) found that i nternal Reformatory inmates .. ere 

more familiar wi th the l'ulea and regulations concerning the opportunity 

for parole than external inmates . 

b) Personal effectiveness 

Partly because of their greater attention to cues in the environment 

(i. e . information seeking), internal sUbjects have been found to be 

more effective than externals in problem-solving tasl<s (Kleinke, 1(78) . 

\/011< and du Gette (1974) , for example, found that, in a reading tasl~, 

illternal subjects were far more perceptually sensitive than externals 

and , as a l'esul t, learned more bott. i ncidentiolly and intenti onally . 

After revievlinll Q wide variety of experimental data on environmental 

maatery, Phares (1976) aums up the findings as follows . 
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"A capsule description might be that internals are 

more cogni tively active. They exhibit better learning 

and acquisi tien of material, they more actively seek 

information, they show a superior utilisation of infor­

mation or data once it is acquired, they are more 

attentive, alert and sensitive than are externals, and 

they seem to be more concerned with the informational 

demands of situations than with any presumed social 

demands." (p.78) 

c) Conformity and resistance to influence 

118ecause internals believe in personal control, they are less suscep­

tible than externals to influence" (Kleinke, 1978, P .131). Internals 

are more likely to argue against what appears to be the maj ori ty 

opinion. Internals were also found to be far less yielding than 

externals (Phares, 1976). Doctor (1971) found in a study of verbal 

reinforcement susceptibility that internals were more resistant to 

influence than externals. In other studies, externals were found to be 

significantly more susceptible to influence from other people . Exter­

nals were found to be easily influenced by 'prestigious' people. 

Internals were susceptible to influence by the prestige of the person 

presenting the information only when the communicator's status was 

relevant to the contents of his argument (Kleinke, 1978). 

d) Achievement 

In academic settings, investigations from primary school through to 

university have found a positive correlation between belief in internal 

control and measures of school achievement (Kleinke, 1978) . 
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Predictably, people are more likely to strive for re$ults if they 

believe there is a poosibility that they w:Lll succeed. tl.any pupils do 

not perform well in echool because they believe tneir success or 

failure is detsrmined more by luck then by the~r own efforts (Kle~nke, 

1978). Internals have tile advantage of having [ewer ne !:!st.ve reactions 

to the experience of failure - as they are more able to persist in 

their efforts to gain n~atery , and they are more able to delay 

gratification (Solomon and Oberlander, 1',174). 

e) Personal adjuctment 

"Externals have been found to score higher than inter­

nals on mea6ures of such factors as anxiety, dogma­

tism, suspiciousness of others and hostill ty, all of 

tt.ese possibly reactions to feel~ngs of fru6tration 

engendered by a sense of pO~lerlesBness . " 

(Solomon and Oberlander, 1974, p.131) 

1. 0. (, Changes in L.ocus of Control deliefs 

t~06t studies in the literature wIn cr. have meaoured general expectancles 

for locus of control indicate that locus of control is a fairly stable 

attribute (Lefcourt, 1976) . However, locue of control Changes nave been 

recorded as a result of the following . 

a) Age changes 

b) Environmental changes 

c) TherapeutiC intervention 
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Age and environmental changes are relevant to this study, and so are 

discussed in brief, below. 

a) Age Changes 

Typically, internal control increases with the age of the child. This 

has been established by Penk (1969), Bisler (1961) and Nowicki and 

Strickland (1973). In a study of South African first-year student 

teachers, Skuy and Erikson (1979) have confirmed the age-relatedness of 

the Internal-External score. Penk found chronological age alone to be 

less highly correlated with an internal orientation than the growth of 

mental age. 

"Young children are relatively helpless and can effect 

little control over their own lives . They can be 

picked up, punished, hauled around and generally 

controlled by all-powerful adults in their lives . It 

is not surprising, then, that, as they become older, 

locus of control is increasingly internalised. It is 

not age alone that increases the strength of their 

internal beliefs, but the accompanying growth in the 

capacity to care for themselves, independence, the 

real ability to influence their surroundings. II 

(Phares, 1976, p . 158) 

b) Environmental Changes 

Very little research has been done to pinpoint specifi c environmental 

conditions that influence locus of control scores. Phares (1976) 

reports that, in a study of Reformatory inmates, locus of control 
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scores were significantly more external on admission and prior to 

leaving the institution. 

"As time passes, the prisoners 'learn the ropes' and 

become increasingly capable of predicting and control­

l~nR the re"'srds and punishments ~n their immedl.ate 

(albei t narrow) institutional world . Accordingly, both 

external 1 ty and anxiety decline. An priHoners near 

the end of tnel.r sentences, the old uncertainties 

return." iPhares, 1\;76, p.lbu) 

Deliberately contrived changes in school environments have had signifi­

cant effects on locus o f control scores recorded by pupils (de Cl.arms, 

1&72). Other experiments have shol.n tt-.at a sense of personal causation 

can be instl11ed in youn~ people tnrough trsinin~ (Lefcourt, 1976) . 

In summary, it seems that lntemals are better able to cope with and 

control their environment . Belief in internal control "'ill enhance 

resistance to influence and increase aChievement behaviour and coping 

ei'forts. Changes in locus of control score!> can be expected to follow 

environmental changes . 

ConcluS;lOn 

Locus of control and self-concept are important psycholog ical vari­

aoles. Self-concept is a theory about one's self which acts BS a 

mediator througl1 which escl-, in.ii v ~dusl interacts with the world . 'fhe 

nature of one's self-concept is a central core around ",hich self-

construction and wor ld-constructl.On take place . It l1as been sllown that 
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the environment in which a person matures will have a great deal of 

i nfluence on the self-tbeory a person acquires. ThlS haa also been 

found to be true for locus of control. Locus of control describes 

beliefs people may have about the efficacy of their own behaviour in 

achieving desired goals . In the Wider sense, belief in a per s onal 

capacity to have impact on the world is probably a healthy atti~ude for 

people to have . 

A recruit wr.o begins military traininu With an ini t ial internal locus 

of control belief wi ll have to come to t e r ms wi th the fact that he haG 

less control over his destiny but, wi thin tbe parameter s of the 

military envlromnent, he will have freedom to exerc,se control over r,1s 

11fe . As long as he goes about his da~ ly tasks in a satisfactory manner 

and does not contravene any mill tary law. he has freedom to deter mine 

his own destiny . 

It iB the psycnological resistance to these military parameters that 

the pupil should be made :lWilre of prior to t he commenceroent of mill tary 

service, for it can play a decJ.din .. role in the ' success' he acnieves 

in this aonor',1al s ociety . 
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Chapter III ~mTiiOD, METHODOLOUY AND ANALYSIS OF THE DATA 

1. Introduction 

The object of tllis dissertation is to determine which recru.i ts 

s ucceeded i n the forced mlll tary environment according to the crt taria 

of self-concept (positive versus negative) and locus of control 

(internal versus external orientation). In order to determine the 

validi ty of theee atatements, a large sample of an intake of new 

recrui ts wns admini s tered self-concept and locus of control measurea 

before the te. innin.. of nationul Gervice. In addl tion. a historical 

questionnaire was administered and detalled unstructured interviews 

were conducted to provide another basis for gathering data and for 

clarifying some of the issues lnvolved. 

These two particular metl-.ous were chosen for tr.e follow1ng reasons . 

u) Tile target IJopulatiol1 was on hand and it was reasonable to assume 

that tile researct-.er would be uble to count on tt".e cooperation of 

the' new reeru;' to. There .,ould be no need to fol10111 up in tile hope 

of getting an acceptable number of returns. 

b) They seemed the most sui table for the tackling of a s;>ecific 

problem .in a specific setting. Si.nce no attempt would be made to 

~eneralise findings beyond the specific populatlon. it was reaaon­

nble to SElSUfo1e tbat def ini te conclusions could be drawn about the 

population unuer scrutiny. 
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c) There would be no problems attached to the kind of sample chosen . 

It was possible to encourage all the recruits to participate 1n 

order to counter the large loss expected . 

d) Since financial and manpower resources were minimal, it was not 

possible to employ the services of a researcher and to compare h~s 

resul ts wi til tt.e results obtained from the Scales, Questionnaires 

and Interviews. 

e) The Scales and Questionnaire would be very easy to administer and 

would not require tile aervices of any other persons . 

f) It would be possible to collect all the data wi thin a very short 

space of time . 

g) Since tr.e target popul&tion ~J3S a 'captive' one, it would be a 

simple matter to decid.,. upon the most opportune tiloe to arrange 

the a~~inlGterine of the Scales and Questionnaires . 

h) Unstructured i.nterviews can be very open-ended, and were conducted 

as SUCh, exceptiOb for the relevance to the subject matter at hand. 

2. The Population 

Approximately 500 men were chos en to be the experimental population for 

this study. They constituted approxi:nately blo thirds of the total 

intake of a ,nilitary base in South Africa . 
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Cloce violi lance wa:3 then kept on U,eir progress in tne army over tI 

period of three montns , during which time they completed their basIc 

training and volunteered for speclalised courses . The criteria as deter­

mined in t~he army were accepted for the purposes of this project, i . e . 

if a person lIIas accepted f or the cours e for which he volunteered, then 

he was regarded as successful . 

3. Recource~ 

'rne reoources ;!v,lllsole were minlloal, but tn1 s d:..d not really affect 

the otudy i t oel!, - except for the fac t tt,at there \~afl no posulbili ty of 

followin.:; up the sut-jects at the ccnclusion of tt.eir Nat~onal Service 

(permission lIIas denied) . Hod tt.i.o been "os"ible U.e nUJ"ber of 'lost' 

s~lJject;~ ~'lOuld have been minil .. al . 

Since the study was situation-spec ific, none of the normal problems 

.,ertalned: there was no fieldwork i nvolving the employment of investi­

gators and interviewers; no triOlni.ng and oupervisina; of per£onnel WBS 

needed; and no maihng costG were involved . Suct. financial costs as 

minilnal travelling, print.lng , typi.ng and the purchase of tapes (for the 

interviews) were easJ.ly borne by ttle researcneJ.~ tlimself . 

4 . Researcl1 DesiSl1 

The t,.o scales used \dere : 

a) the Bledsoe ~elf-Concept ~cale 

b) the No~jcki ~trickland Locus of Control Ccale for Children 
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In addl tion, general qUest!onnaires were adminl etered and a number of 

unstructured Interv iews were conducted. 

Both tnese scales are paper and pencil measures, s ui table for use with 

sdolescents. The vast majority of the onnual army intai{c consjsts of 

yountl men of approximately eiehteen or nineteen years old. Occasionally 

a recruit may be as young sa '~lxteen years old and sometime£> in nis 

late twenti es . The Jnajor~ty, however, were catered for by the use of 

these scales. The scales were combined wi til a questIonnaire which 

prov~ded per aonal back,;rouncl infonlation . 

Tne recrui t s -to-be were .;:lven the scales and questionnaires to 

complete. This leree sample (500) was necessary, initially, to counter 

the large proportion of expected 'lost' subjects . 'rheae losses can be 

accounted for as follows: 

a) Those tnat were not correctly filled in, wt-lcr. inval idated 

them 

b) Those that were not filled in or ,vere cpoiled on purpose for 

politlcal reasons (mostly by ex-university stuJents) 

c ) Those recruits who were exampted from national servi ce for 

medical reasons 

J) Those recrui ts who were transferred to the base nearest their 

borne because of welfare and other reasons 

e) Those recrui ts who did not 'succeed ' or 'fai l' by mill tary 

standards but who just accepted the course determined for 

them by the army, l.e . they did not volunteer for courses, 

nor did they fight against th~ respons ibHi ty ~Jhen 'being 

volunteered' by the army 
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f) Those recruits who were transferred to an 'untraceable' 

desttnation t i . e. a border unj. t, or a base in South West 

Africa/Namibia 

The 'reduced' sample size used for the purpose of thlEl study was 

therefore 202 new recruits, of which, according to the military 

criteria used, 123 '3ucceedcd' and 79 'failed' (see 'fable 2, p.93) . 

a) The Bledsoe Self-Concept ~c!lle (ApPl'ndix A, ,).1) 

This Bcall' consists of thirty tl'ai t-descriptive adjectives .mict; the 

subject marks as a characteristic of himself on a three point rating 

scale. The sUbject decides whether each adjective is true of himself: 

'Nearly always', 'About t.alf the time' or 'Just now and then'. The 

score for each recruit is .found by assigning a weirlht of tl.ree to the 

positive adjectives in the 'Nearly always' column, two for 'About half 

the time' and one for those positive adjectives marked in the Just now 

and then' column. t:egstive adjectives are scored in the reverse of tr.is 

Le. a score of three for 'Just now and then', s score of two for 

'About half the time' and a score of one for the 'Nearly always' column. 

The subject · .. orks down throu);n the l~st of adject:J. ves twice: firstly 

under the column Inarked 'Tllis 1S the way I am', and then the same 

adjectives are judged under the column headin3 marked 'Tois is the way 

I would like to be' . Ttle scale can provide a numbel' of self-perception 

measures. Firstly, self-concept from the 'This :6 the way I am ' score; 

secondly, ideal-self from the 'This is the way I would like to be' 

score; and, thirdly, s measure of self-esteem can be gauged by studYing 
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is the way 1 would l ike to be' scores provided by each subject . 

The advantages of the scale are that it is brief and easily completed, 

bein~ l a r gely self-administering. Bledsoe (1979) claims a test- retest 

reliabl.li ty ranging between 0,81 and 0,66 for children in the twelfth 

grade . Correlations with anxiety scales are conslstently ne~atlve, 

rang ina from -0,30 to -0,40 . For boys, correlations are positive with 

intelligence and scnolastic achievement . Bledsoe also claims that the 

acale correl"tes w~ th the Californ ia 'fest of Peraonali ty Self­

Adjustment Scale at ll,39 . This phenomenon could also prove Significant 

to the curre,'1t inve~tl.gation i . e . the manner in whictl the new members 

are able to adjust to tr.eir new environment 1n tr,e mill tary base . The 

scale was used in tii~S s tudy as it was seen to provide a fllultl­

dimensional p>cture of each subject's self-perception . 

bJ 'rbe Nowicki and Strickland Locua of Ccntrol Scale 

\Appendlces D (p.vi) and L (p.ix) 

This scale was firbt publl.shed in 1973. The scale 1<3 i ntended to be a 

measure of a bener a l l sed expectancy for locus of control, tt-,us the 

i tams describe relrlforcement in a variety of areau. The authors of the 

Bcale r~port Gpli t-half correlations from 0,63 to 0,81. Test-I'etest 

reliab,li ties a.re as n'6h aa 0,71 for chi ldren 1n the tentt. ~_.rade 

(Nowicki and titricklanu, 1973). 
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The authors sum up the findings of a number of comparative studies as 

follows: 

"Generally, the results are clearly supportive of the 

utili ty and validity of the new instrument " 

(Nowicki and Strickland, 1973, p.153) 

The scale itself consists of forty sentences to which the subjects 

respond by making a cross in the columns marked 'yes I or I no I. For 

example, question one asks "Do you believe that most problems will 

solve themselves if you just don't mess around with them?" A response 

of "yes" to this question would indicate an I external' orientation. The 

total score is obtained by counting the number of questions scored in 

the external direction i. e. the lower the score, the more I internal' 

the subject's orientation. Some of the original wording of the scale 

items was changed to f it with typical White South African language for 

the purpose of this study. For example, it had to be translated into 

Afrikaans to accommodate the Afrikaans-speaking members, and American 

words such as 'smart ' were changed to 'clever' etc. 

The use of the scales (both the Bledsoe Self-Concept Scale and the 

Nowicki and Strickland Locus of Control Scale) raises the question of 

validity when administered to a South African sample. They were, 

however, administered to white South African recruits who, it is 

argued, come from a culture similar to that of America. Like America, 

'white' South Africa is a sophisticated, predominantly urban and capita­

list society, and many share English as a mother tongue. 



- 88 -

There are no equivalent standardised South African tests, so use had to 

be made of what was available. The researcher translated them into 

Afrikaans, to accommodate that language group in the sample. 

The average age of the sample was 18, which compares favourably with 

the intended target population of the tenth grade (for the Nowicki and 

Strickland Locus of Control Scale) and the twelfth grade (for the 

Bledsoe Self-Concept Scale). 

Having said that, the question of validity is still a problem. However, 

the researcher is confident that the use of these scales has provided a 

reasonable basis upon which to assess the self-concepts and locus of 

control orientations of the subjects. 

c) The Interview 

Earlier a number of reasons were offered for the choosing of both a 

questionnaire and a number of interviews. Also, the purposes of the 

enquiry were made explicit (see note at the beginning of Chapter I). In 

addition, the following points need to be made: 

i) Gi ven the purpose of this piece of research, the researcher 

believed that the transcribed extracts would be an essential 

part of the core of this project. In addition, they would help 

to clarify some of the statistical findings. It is therefore 

not intended that the interviews quoted in Chapter I stand on 

their own : they are used in conjunction with the data obtained 

from the questionnaires and the Scales . 
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It ,.as believed t h2.t t he a dded dc ta from the interviews would 

enhance the value of both the qualitative suggestions a nd the 

quantitative data concerning the military envi r onment. In 

particul ar , i t was believed that the interviews might offer 

further insiRhts into the positive and negative perceptions of 

t~,e military environment. As mentioned earlier, this data is 

s uggested material applicable to the man about t o begin his 

nat~onal service . 

ii) Cohen and Manion (1980, p.253) point out that the interview 

and questj.onnaire have SOnle common c~,aracteristics but , more 

importantly , each has some advantages when compa red wit h the 

other . Taken together. .[ t was assumed that the questionnai r e 

and the interview would posltively enhance the reliability and 

va lldi ty of tt,e datu. 

The metnodclo,.:icu l aim of tr.is piece of research was thus to 

attempt to creat" a bal,mce by obtaining both quantitative and 

(jusU tati ve data in an attempt to obviate the problems 

attached to the collection of either one or the other . The 

i nterv.l.ews were an attempt to collect subjective data in the 

hope that suc r. data I<ould be useful when comparing it with 

data g leaned from the responses to the scales . The lnterview 

is a useful tcchmque for .,aininc in-depth inSight into the 

opinions, attitudes, be !J. efs , motivation!] and values of the 

interviewee . 
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iii) The researcher decided to opt for an informal, open-ended and 

non-directi ve interview (it was anticipated that the inter­

viewees would restrict their responses to the subject matter 

at hand) in the hope that this would encourage as full a 

response as possible. 

At no stage during the interviews did the researcher perceive 

that the interviewees were trying to avoid issues or that they 

felt threatened by the approach or subject matter. All the 

interviewees experienced or were experiencing National Service 

and the researcher was interested in their subjective experi­

ence of it. 

By definition, the interview is an interaction between people 

and the relationship between the people involved will affect 

what is said by the interviewee and what is heard and how it 

is interpreted by the interviewer. For this reason, the 

extracts of the transcribed interviews are direct quotes in 

order to facilitate the emergence of a personal feeling and 

interpretation by the reader concerning the military environ­

ment. 

The researcher did not expect the interviewees to attempt to 

anticipate what he wanted to hear in the hope that they would 

help or hinder him in some way . It was impressed upon the 

interviewees that it was absolutely imperative that they be 

honest. 
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5. Analysis of the Oats 

The proportion betloleen recruits with high and/or low self-concepts in 

comparison to their observed 'success' and/or 'failure' rates was 

statistically tested by making use of the Coefficient of Contingency 

(C) . The upper limit for C is related to the nwnber of cate~ories used, 

snd was 0,5 for this study. 

In addition, the Pearson Product- Moment Correlstion Coefficient (I') and 

the Spearman Rank Order Correlation Coefficient (rho) were used for 

computing the correlations betloleen the different sets of data . The 

hypotheses tested were: 

HO 1 That there is no difference in the self-concepts of 

members who either 'succeed' or 'fail' 

HA 1 That there is a difference 1n the self-concepts of 

members who either 'succeed' or 'fail' 

Results A C value of 0,21 was obtained at df '"' 1, so that HO 1 

is rejected at the 99;;' level. The I success' group was 

therefore Significantly dominated by members with high 

self-concepts, while the 'fsilure' group was signifi­

csntly dominated by members with low self-concepts . 

HO 2 That there was no relationship between the self-concept 

and locus of control orientation in 'successful' 

subjects 
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That tt.ere is a relational'Lip between tr,e self-concept 

and locus of control orientation 1n 'successful' 

subjects 

A rho value of 0,667 was obtained, so that 1-10 2 was 

rejected at the 99% level. The 'successful' subjects 

therefore displayed a positive 'internal' orientation 

with respect to locus of control. 

That there is no relationship between the self-concept 

and locus 01' control orientation in the 'unsuccessful' 

subjects 

That there is a relationship between the self-concept 

and locus of control or lentation in the 'unsuccessful' 

subjects 

A rho value of O, OU9 was obtained, indicating no 

evidence against HO 3, whi ch is consequently accepted. 

Tacle 2 (p.93) displays the destinations of the individuals of the 

r andom sample used in this study. The courses are ranked in approximste 

degree of perceived status and, therefore , it is also a 'success' 

ranking . However, tr.is does not mean that being a chef is indicative of 

a lack 0·1' 'success'. 1'I1e recruit can choose his mustering and, if he 

chooses to be a chef and achieves this position , he 1s as successful as 

the recruit who chooses to be a parabat and attains his goal . 
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POLICE 

DOG SCHOOL 

PERSONNEL SERVICES CORPS 

MEDICS 

CHEFS 

'UNSUCCESSFUL' 
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Table 2 

HIGH 
SELF­
CONCEPT 

12 

59 

2 

22 

3 

3 

7 

2 

2 

11 

123 

LOW 
SELF­
CONCEPT 

1 

14 

o 

5 

o 

2 

7 

o 

2 

48 

79 202 
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5 . 1 Conclusions 

To conclude that self-concept and locus of control orientation are 

determinants of' 'success' ~n the narrowly defined context presente<.l 

here 1s not to claim that they are definitive ' cauaes' or that they aro 

the only 'causes' or prerequisites of 'success'. For example, a recrui t 

with a high self-concept mii\ht want to be a rifleman or a private. The 

methods employed by the researcher necessitated that this recruit would 

fall into the 'unsuccessful' group because none of the military 

criteria were sati sfied . 

However, there does saem to be sufficient evidence to suggest the 

importance of a positive self-concept and internal locus of control 

orientation upon entry into the military environment. If these f i ndings 

are accepted, then they would suggest that us eful work could be done in 

schools to help pupils develop more positive self-concepts and internal 

locus of control orientations, in the hope that they would be better 

equipped to meet the demands of compulsory National Service. 

A problem of clojor concern to the researcher WEIS some of the ways in 

which the military selected personnel for particular llJusterings. ~Iany 

of the procedures were unscientlfic and soroetl met:l questionable but, due 

to the lack of suitable alternatives, were accepteu for the purpose of 

this stuuy. It would have Deen senseless to use a psycholo~ical test in 

order to determine 'success' , when the Bubject was randomly 'chosen' to 

be a chef, for example. It should be mentioned that very few of the 

army reqUirements are determined by academic prowess, although attained 

educational level is taken into consideration . In toe army a number of 
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factors are highlighted, and combined into a test of 'suitability'. For 

example, a person wishing to volunteer to attend the junior leadership 

couroe must be able to run a distance of 2,4 l<llometres within a time 

llmit of twelvs minutes with full kit . In addition he should have at 

least a matriculation certificate and no trace of ill-healtr .. He must 

also have no prObable welfare situation in his home environment. There 

are therefore a number of elimination points in completely different 

spheres that cannot be combined into a single successful test un! t. l'lle 

sample was also 'modified' by the initial large number of 'lost' 

sUbjects. This needs to be kept in mind when viewina the results of 

this study, regardless of how significant they are. For example, there 

might have been an excellent candidate for one of the courses, but 

because he had a minol' health defect, was not even conSidered, and 

confounded the results in that he was 'unsuccessful'. 

As was previously contended, the most successful army candidates are 

those with a positive self-concept combined with a strong internal 

locus of control orientation. However, from the contraot"ng result" 

obtained from null hypotheses 2 snd 3 it may be inferred that there 

~ere numerous subjects within the unsuccessful group who a lso displayed 

a strong internal locus of control orientation. It therefore seems 

reasonable to conclude that of the two measures ueed in this study, 

locus of control is of secondary importance, while eelf-concept is the 

d~~inant feature in detern.ining 'success ' in the army . 

In summary, the results ~ndicate that eelf-concept and locus of control 

have a cons iderable impact on the euccess rate of llew recrui ts in the 

army . On the one hand, men .... ith positive self-concepts combined with an 
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lnternal locus of control orientation proved to be tt.e most 

' successful' membera in the army . On ·the otr.er ~.and 1 t was found that 

the majority of failures exM.bi ted a poor self-concept, irrespective of 

their locus of control orientation . The self-concept tr,erefore appears 

to be the more important variable of the two. 

Personsl observatl.ons of changes In self-concept and locus of control 

were made by the researcher anel, as mentioned earlier , these psycrlo­

log ical changes are known to occur developmentally and after environ­

mental changsa. However, since it was not possible to retest the 

subjects at the end of the t;-,IO-year training period, ~ t was not 

possible to draw sny significant conclusions about auch chan"es. 

It was unfortunate that the researcher was unable to retest the 

subjects after the completion of military service. Briefly, the reasons 

for ttlia are as follo~I!! . 

a) Permission to re-test dur-in&: militarJ service was denied . 

0) Even if (a) above road been ~ranted, the tusk of tracing and 

retecting 500 men throughout South Afr i ca and Soutt; 'Jest 

Africa/Namibia, after mere than two years, would have been 

'impossible' • 

c) The researcher completed military sC1'vice a Jear end Ii half 

befo1'e the sample . (The swnple completed their service in July 

1986) • 

A further comparative analysis of the data indicates that those men 

wi th the most posi ti ve self-concepts volunteered for the most difficul t 
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and/or toughest courses; for example , the parabat battalion or the 

junior leadership course for infantrymen . 

'n.ere is also a significant differenc<! i n U.e self-conceblt scores of 

s uccessful t<:nglist.- and Afrikaans-speaking candidates - somethin .. which 

the researcher had not hypothesised about . This occurrence was unintcn­

tlonally discovered when tt.e data was oein& analysed . A number of 

reasons could explain this pt.enornenon, such as the different background 

experience undergone by eacr, group prior to military service , d1fferent 

school envlronrllents and fami ly structure. It was found that tr.e 

self/ideal-self measures of hnglish-speaking subjects in tne 'success' 

group were Significantly l1i&t,er . (An I' value of 0,387 was obtain<!d for 

Afrikaans-~peaking subjects, while the I' value for the English speakers 

was slgn1:ficantly h1gher a t 0,804 . ) An investigation lnto the causes 

for this anomaly could highhght somo significant phenomena 1n the 

South African soclety. 
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Chapter IV RECOMMENDATIONS 

1. Introduction 

The majority of new recruits 1n the army are school leavers, men who, a 

couple of months earlier, were sitting in the classroom . 'rhe magnitude 

of the change experienced cannot be overestimated, and the realities of 

'success' are soon with one. For example, it is not uncommon for a 

school leaver to volunteer for a junior leaderShip course - sixty-three 

in this sample did •. and less than a year later take charge of a 

platoon in the c~~bat zone of Sou~~ West Africa/Namibia . 

The psychological implications of thi <Ii tuation are enormous, and 

above all, the young leader needs to believe 1n himself. He has to make 

deCisions continually, deCisions which influence the lives of at least 

thirty other men. Seemingly simple deCisions, such as where to rest, or 

which route to use for patrols etc, suddenly toke on enormous propor­

tions . A healthy self-concept, therefore, is of the utmost importance, 

and directly related to :Juccess in tt.e army . 

"A person who doubts himself is lil,e a ~1an ",ho would 

enlist in the ranks of his enemies ancl oear arms 

against himself. lie makes hil3 failure certain by 

himself beinll: the first person to be convinced of it." 

Alexandre Dumas (in Purkey, 1970, p.20) 

The development of a healthy aeU-concept is the primary issue under­

lyin~ this study; a >lelf-concept which is developed before the indivi­

dual can prove successful. The task of developing this self-concept 

falls on the parents and teachers in the life of the chi ld. 
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Another aspect in ccntenti0l1 here is tr.e system of cadets currently 

being developed in most douth African schools . At the highest level it 

will introduce the pupil to relevant aspecta such as army discipline 

and functioning as well as practical issues such as drill, shooting and 

camps. The practical preparation Is, however, not a major concern in 

this study, although its value from the instruction point of view is 

not discredited. Teaching the pupil how to master some of t he basic 

skills of the military environment will certalnly simplify the initial 

adaptation process experienced upon entry into the army . 

2. The Relationship between Self-Concept and Achievement at :lohool 

For Henerations, wise teachers have sensed the s1gnificant and posltlve 

relationship between a pupil's concep t of himself and his performance 

in school. They believed that the pupils who feel aood about tr,emselves 

and their abilities are the ones who sre most likely to s ucceed, an 

aspect emphasised in this study. Froln his extensive research on self­

image and achievement, Brookover (1967) concluded that the assumption 

that human ability is the most important factor in achievement is 

questionable, and that tt.e pupil's otti tudes limit the level of hls 

achievement . 

Over-sll, research evidence clearly shows a perSistent snd significant 

relationship between the aelf-concept and achievement . I:;hav.;. i;;dson and 

Bell (1960) conducted a study to determine the d,fferences between 

achievers' and undersch i evers' perceptions of themselves. They reported 

tr.at male aChievers scored significantly higher thfil1 underachievers in 

the following characteristics: Realistic, Optimistic, EnthUSiasti C, 
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Reliable, Clear-thinking and Intelligent. A major conclusion of the 

study was that male achievers feel relatively more positive about 

themselves than male underachievers . 

Bledsoe (1967) explored the relationship of the self-concepts of chi1-

dren to their intelligence, achievements, interests and anxiety and 

found significant correlations between the professed self-concept and 

the achievements of boys. Irwin (1967) studied the self - reports of 

freshmen college students and reported significant relationships 

between reported self-concept and academic achievement. 

3. How the Successful Pupil sees Himself 

The successful pupil is one who is likely to see himself in essentially 

posi tive ways. Gowan (1960) reported that achievers are characterised 

by self- confidence, self-acceptance, and a positive self -concept. A 

composi te portrait of the successful pupil, therefore, would seem to 

show that he has a relatively high opinion of himself and is optimistic 

about his future performance (Ringness, 1961). He has confidence in his 

general abi li ty (Taylor, 1964) and his ability as a pupil (Brookover, 

1969). He needs fewer favourable evaluations from others (Dittes, 

1959), and he feels that he works hard, is liked by others and is 

generally polite and honest (Davidson and Greenberg, 1967). Judging by 

their statements, successful pupils can generally be characterised as 

having positive self-concepts and tending to excel in feelings of worth 

as individuals (Purkey, 1970) . 
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4. The Self-Concept nnu Performance 

vh th regera to "the research discusseu, there i~ no doubt about the 

persistent relution",hip between tr.e self and achleve:nent . Purkey (l~70) 

eu .. gests that there is a continuous interaction between the oelf and 

achlevement, and that each directly influences the other. The ·~r:' tel' 

experienced incidents of th~s in the army when the see»:in",ly ,,,ost 

unlikely llIen tur!led into the ::lost SUl. table candidates . An insignificant 

recruit might report for military service not having ever achleved 

anything really worthwhile, then, within the military enviromaent he is 

afforded the opportunity of doing something he has never done before, 

for example, shooting , and discove!:'s that he is not so bad after all -

and the mo!:'e he act.ievee "the bette!:' he feela about himself, and tr.e 

better he feels about himself "the wider his achIevements spread. For 

example, llrookover (1967) found that changes in the iJrofessed self­

concept of academic ab~li ty are associated w1 th pa!:'allel changes in 

academic achievement . As a !:'eeul t 1 t is zene!:'ally postulated by reaeer­

chera that people who underachieve. or fail to live up to tr.elr own 

expectations, suffe!:' significant losses in self-eeteem. 

S. The Aim of the Tencher and tr.e School 

Because ve!:'y little can be done about educating parents in the methods 

and manners used i n nurturing the healthy develo rnent of tt.e aelf­

concepts of their ct.ildren, it would seem that the Inajo!:' portion of 

thi s deve lopment task llecomea that of the school. and ul tlmately that 

of the teaer.ar . With the funct~oning of tr.e teaehe!:'-paychologiats in 

South African high schools it was hoped that s guidance proJramme 



- 102 -

incorporated into the general high school guidance 'syllabus' might 

help to improve the self-concepts of 'ailing' pupils. A recently 

completed study by Luiz and Bauer (1983), however, dispels any such 

hope. 

liThe effectiveness of general Guidance in improving 

self-concept and interpersonal relationships was evalu­

ated. The self-concept and interpersonal relationships 

of 573 White adolescent pupils who have participated 

in general Guidance programmes were studied. The 

general Guidance programmes did not improve self­

concept or interpersonal relationships and the authors 

concluded that there is a need for teacher-psycholo­

gists (and teachers) to operate more in the area of 

non-formal education if psychological growth is to be 

facili tated." 

Luiz and Bauer (1983) 

in Education Journal (Nov. 1985, vol.95, no.3, p.19) 

By non-formal education reference is being made to the global educa­

tional and psychological impact made by the school, its teachers and 

the occurrences which take place. Reference is not being made to the 

formal classroom situation where the teacher and pupil are seen as 

such, teacher teaching pupil, be it mathematics, geography or even 

group guidance (to a lesser degree). Here we find aspects such as the 

interaction between teacher and pupil extramurally, where the teacher 

is scrutinised as a role model, the impact he has on the pupils by his 

deeds, his sensitivity toward them and the attitudes he conveys. 

How does the teacher ~,elp the pupil to gain a positive and realistic 

image of himself? The first step is the prevention of negative 
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self-concepts, for once a child has formed a negative image of himself, 

this task of the teacher becomes extremely difficult. 

The following is a discussion (mainly from Purkey, 1970) of some of the 

recommendations applicable to the teacher and his role in improving the 

self-concepts of his pupils. 

As in the army (although to a lesser degree), it is traditionally 

expected of the child to adjust to his school, rather than the school 

adjusting to the child. The child is expected to learn to live in a new 

environment and to compete for the rewards of obedience and achieve­

ment. Often, because of the approach adopted by schools, negative 

attitudes develop towards learning and school in general. The principle 

that negative self-concepts should be prevented is ignored by many 

schools . All too often, school becomes a place where pupils face 

failure, rejection, and daily reminders of their limitations. Because 

some schools are unc::.ble to adjust to individual differences between 

pupils (in spite of their written philosophies), untold children face 

daily deprecation and humiliation. Competitive evaluations, which 

ignore varying sociological backgrounds and individual differences in 

ability often begin in the sub-standards and continue throughout 

school. It is logical that a complete contradiction of the above 

picture might provide an even worse Situation, with no academic or 

social prowess, self- discipline or heal thy competi hon being included 

in the child's education. 

The problem experienced here is one of sui tabili ty; which path to 

follow in developing a curriculum where the expected academic learning 
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takes plnce aEl well as the building of positive self-concepts. 'IIhile 

curricular innovations and programme arranp.ements are important, it is 

obvious that the role of the teacher 1a imperative to the development 

of a poal tive self-concept. Stai nes (1958) concluded that changes 1n 

the child's self-concept do occur as an outcome of the learning 

situation, and that the self muat be recognised as an i mportant factor 

in learning . Teaching methodo can bO' adapted so that definite chanll.es 

of the kind BOUnht for will occur in the self wi thout injury to tl1e 

academic prcgramme in procel>S . 

In order to influence pupils i t is necessary to become a signifi cant 

other in their Uves, for we are Beldom changed by people whom wO' aee 

as insignificant or unimportemt . The way a teacher becomes oignificant 

seems to rest on tv/o fcrct's: 

a) what he bell-eves, and 

b) what he does 

(Purkey, 1970). 

A basic aSSUmpt i on of the theory of the self-concept is that we behave 

acoordinn to our beliefs i.e. the teacher' (j beliefs about himself and 

his pupils are crucial factors in deterrnining his effectiveness in the 

classroom. Combs (1969) indicates that the teacher's attitudes toward 

himself and others are as lmportant as, if not more so than, his tech­

niques, practIees or materials . 

There seems to be general agreement that the teacher needa to {.Bve 

pos i tive and realis tic attitudes about himself and h l S abillties before 

he is able to reach out to like and respect others . Berger (1953) 
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reported that there is a marked relation between the wayan individual 

sees himself and the way he sees others. Those who accept themselves 

tend to be more accepting of others and perceive others as more 

accepting . 

Jersild (1965) argues that the self-understanding of teachers is a 

necessary factor in coping with their feelings and in becoming more 

effecti ve in the classroom. The personal problems of teachers often 

interfere with their effectiveness in the classroom, and an understan­

ding of the influence of these and other attitudes and emotions is 

vi tal in working with pupils. A similar view is reported by Combs 

(1969) who found that effective teachers, counsellors and priests could 

be distinguished from ineffective helpers on the basis of their atti­

tudes about themselves and others. Such findings as these have long­

range implications for the professional education of teachers. When 

teachers have essentially favourable attitudes toward themselves, they 

are in a much better position to build positive and realistic self­

concepts in their pupils (Purkey, 1970). 

The way in which significant others evaluate the pupil directly affects 

the pupil's concept of himself . This in turn establishes limits on his 

success in school. Therefore I teachers need to view pupils in essen­

tially posi ti ve ways and hold favourable expectations. Davidson and 

Lang (1960) found that the pupil's perceptions of the teacher's 

feelings toward him correlated positively with his self-perception. 

The key to build i ng positive and realistic self-images in pupils lies 

largely in what the teacher believes about himself and his pupils, yet 
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one cannot ignore what the teacher does in the classroom, for the 

behaviour he displays and the experiences he provides, as perceived by 

the pupils, nave a strong lmpact in themselves. The most important 

aspects of the teacher ' s role are: 

a) the attitudes ile conveys, and 

b) the atmosphere he develops 

(Purkey. 1970) . 

It is difficult to overestimate the need for the teacher to be 

sensitive to tr.e attitudes he expresses towards pupils . Even though 

teachers may have the best 1ntentions, they sometimes project distorted 

images of themselves. What a person believes can be hidden by negetive 

habi ts pici<ed up long ago . The teaCher must check himself to see that 

he is conveying his beliefs 1n an authentic and meaningful fashion . 

There are a number of factors which are important in creating a 

classroom atmosphere oonducive to develop ina favourable self-images in 

pupils: 

a) High academic expectations and a hilOh degree of 

ct.allenge on the pert of teachers have a positive and 

beneficial effect on puplls. 

b) If the pupil ~s to ",row and develop as en adequate 

human be lng, he needs the opportun i ty to malte 

meanlngful decisions for himself. Ttus also means that 

he must t.ave the freedom to make mietakes, and even to 

laugh at his inadequacie6. 
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c) A basic feelinn by the teacher for the worth and 

dignity of pupihl is vital in develop in;;: a positive 

self-concepts. No aspeot of education is more important 

than the feeling on the part of the teacher that the 

individual pupil is important, valuable and can learn 

in school . Sometimes teachers forget the importance of 

respect and ride rou;;llsl10d over the personal feelin gs 

of pupils. 

d 1 A psycholo" ically safe and support! ve learning 61 tu-

ation encourages students to grow academically as well 

as 1n feeEn" ,s of personal worth i.e . the warmth exhi-

bited by teachers. 

e) Children who are brought up in a permissive environment 

tend to develop less self-esteem than those reared i n a 

firmer and more demanding atmosphere. It is important 

for the teacher to maintain dlscipline , for the type of 

control under whi ch a child lives has conSiderable ----
effect on his self-image. 

f) Perhaps the single most important step that teachers 

can take in the classroom is to provide an educational 

atmospnere of success rather than failure. 

(Purkey, 1970). 

Entering a person's private world .in order to understand how he is 

seei.ng things is difficult, for the individual self can only be 

approached through the perceptions of some other person, perceptions 

filled with all sorts of prejudices, aspirations and anxieties . Fortu-

nately, most teachers have a great supply of sensitivity, which needs 

to be applied to their teaching. To the degree to which a teacher is 
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able to predict how his students are viewing themselves, their subject, 

and their world, to that degree he is in a position to become a 

successful teacher. 

In conclusion i t should be said that teachers should consider self­

concept as a vi tal and important aspect of learning and development 

which the schoo l , through its educational process, should seek to 

promote and foster in every child . It must be stressed that the teacher 

must give the self-concepts of pupils far greater emphasis than is 

presently given. 

Li ttle has been done to equip teachers wi t h simple techniques and 

instruments wt''dch would enable them to be more sensitive to their 

pupils' needs. This problem may be partially solved by using one or 

both of the following aspects ; firstly, by evaluation of the self 

through observations from which inferences may be drawn, and, secondly, 

by evaluating the self through self reports such as The Bledsoe Self 

Concept Scale and The How-I-See-r~yself-Scale. 

6. Implicat i ons for the Military Environment 

Because of the high success rate of achievers in the military environ­

ment it is inappropr i ate to make claims that the men are damaged 

psychologically. However, the adaptation into and out of this environ­

ment after two years certainly requires a strong psychological resis­

tance and a mature mental attitude . 
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The degree to which conformity is required (forced) in the army is a 

source of apprehension and fear of the unknown experienced by pupils 

about to begin their military service. The environment attempts to 

obtain total submission to authority, a situation in which only those 

who are very well prepared to play the charade or those wt-.o submit 

willingly will cope easily. For a man with a high self-concept combined 

with a positive attitude i.e. viewing military service as a challenge 

in personal effectiveness and to himself, the problem of coping would 

be virtually non-existent. On the other hand, a man with a low 

self-esteem and an external locus of control would appear to be 

il l -equipped to meet the demands. 

It would seem that we in education have the responsibility, within the 

1 imi ts of our training, to investigate, to understand and to utilise 

the self-concept as a means of facilitating success . It is surely every 

pupil's right, and the responsibility of the educators, to see that as 

many young people as possible go out into the world with a positive 

conception of themselves. 
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APPENDIX A 

1-l0':.r I SEE i.1YSELF 

HO~ E~< ;.'iYSELF BESKOU 

I would like to know a little ~o r~ ahout you . This page will help you describe 
yourself , and hOVJ you '.·ould l:2.ke to be . There a r e no right o r vJro ng answers 
- r.ach pr.rson rray have diff~r0.nt ideas . I ar:" interested in knowin0 how you 
r eal l y feel, so please be honest . 

In the colu~ns be l otl , pl~a5R n'a rlt, ~/ith a c r oss, once next to each wo r d first 
on tile left, and then on the riUht , next to each wo r d. Th~nk ca r eful l y before 
you answe r. All you nend to do is deci~e jf you are like the word given , 
f···1E/·.RLY .b.L'.I! .. ys , f.laOUT :-IALF THE TI ::1E , or JUST I-'Cr,} A:··JD THE;·J. Please do the sarl'e 
in the riaht hand coilltpn . 

THIS IS THE " !f\Y I A: .1 THIS IS THE ~)AY I ',:OULD LI I~E TO 13E 

OIT IS HOE EK IS IJIT IS HOE [I< SI,!'AG ':i IL "'EES 

:"lEJ\PL Y !',BOUT " JU3T r 'r)' , r.IEARLY N:lOUT " JUST no·:.' I, " 
,,\U ':AYS THE Tr ·i E N,ID THEr·J AL ":AY3 THE TnE At~D THEI ~ 

]YIl/\ '-lI E " VA:~ hK)U EN OYl,lA [)IE " VN~ rlou [1', 
" " ,\LTYO DIE TYIJ DNJ ALTY D DIE TYD DAn 

Fri~ndly 

Vriondelik 

Col d 
Kil 

Grave 
Dapp~r 

:3md.ll 
I lcel("!t"J 9 

: iE'lpf"'..IJ. 

;3el-julr)sJ ::.':' 

Hon es t. 

Orr~u 

1--- ----
Chee r ful 
V r oli:~ , 

--

• 
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Act iv!"! 

Jealolls 
J:Jlop.rs 

Quiet 
S til 

3tron0 
~)tr: r k 

,'\ good sp:>rt 
Jo'v if~ <ll 

L azy 
Lui 

Poer 
/\rrr 

Z:rart 

Sf1 0Dg~ rio 

Poru1a.r 
3;\v.U.c 

Useful 
Beh'Jl('l s ) ,'iT' 

(;1 c ·, 

Self:.sh 
Selfsu£:t.iO 

Dull 
Flol) 
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Healthy 
Geso nd 

Timid 
Skugter 

Slow 
Stadig 

Faithful 
Getrou 

Lone l y 
Eensaam 

Polite 
Hofl ik 

Tal kative 
Sp raaksaam 

Happy . 
Gelukkig 

Mea n 
Onaan genaam 
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APPENDIX B 

t LGF iE~~t= VRAEL Y3 t.:O . 1 

CO'·;P /Ii iY NJD PLIlTOOr, 
!(("Y,~Pf.{,!IE S "/ Pr:LETO~j 

i' lAA'l 

r ~r\: IE 

[']/"·a: OF Y()U r~ HIG!-J SCHOOL 

flAil" VA' ! JOU HOEm~KU()L : 

1 . ~:h~t wer e yo ur fa~ouritc SChoo l subjects? 
" ~f at. . 'a s jOt) gLlnst.~l i ng vai<; k'2 op 5: ,001? . • •. • ••••. . •.•.•.•.•••.•• • ••.. • •• • • 

2 . ~ hat spo r ts dj.d you rla~' at Gchool? 
Aan watte r sllo rt soo rte het jy d£cl ge nce rr ? 

2 . ',Je r e you given any re spo ns ibilities at. you r school (e.g. p r efect , t eaiT' 
cantain , etc . )? 
!-le t jy en iuc ~ e r ant\voo r dc l j . kheJ ~ op sk ool gp.had (b . v . p r efek , spankaptcin)? 

~~ . I-J~ ~e you achie~~d ar y hiOh standinG in th i ngs out of school (e . g . scouts , 
p rivate soccer clu b , etc . )? 
Hc t jy enige ~ansien aaniet · j.n bui_t~ skoolse 8kti~iteite (b v voo r t r ekke r s , 
landsd i ens , d ebats ~erenioi ng , Ans)? 

:j. I 'h'lt e vents or situ £~t io n , i.f any , rrade you feel that you we r e bett.e r than 
othe rs at your school? 
ny ~atter ,oelec n th~de het jy jo tlself bctar as an de r e beskou ? 

G. ', 'hat events rr'Cld e y;Jl) f e !":l th.:;t p~rhflrS you t:r rl"'! infc r' j or t ,o othe r rur.lls 
Clt you r' school? 
' ;".nr.f!0r het j y nli.nd~r~v !J.,., r ·-'j(j :..: r· ~ocl c'p rk :lul? 

7. C'_~ . d yo u enjoy cad r:t.s c~t s chool ? If' 3(: , . Ii )'? 
He t jy kadctts op sk~ol c!:n j ct. , e n '·I; .. ~'rorr? 

.. .... .... .... .... ......... .... ... ..... ... .. ..... .. ............... ....... .. 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ' - ' 



C(' ''Pi\l JY AI lD PlATflor,1 
:<C ·';P .A~HE E'l PElETC.1 

1,1,\: IE 

[ '~.l\.A; ~ 

. :' IIefi SC!-IOOl ':JERE YOU AT? 
1:1AT ',:AS OI(: IJAfI~ l V}\f ·J J OU :3YOOL? 

- " -
APPENDIX C 

ALr,[! ·i Ef ,:r: VRAr:LYS i~O 2 . 

1. ~hat aspects of hiOh school did you enjoy ~ost ? 

I-Jaarvan h e t. j y die rrr.este op hocrskool gchou? 

2 . ': 'hat. as[1~c ts of high school did YOII not r:njo y? 
:-laa.rv 2.. n het jy nie or hocrskool Uehou n i e? 

3. '1hat were you r hest a c h i ~v~w s nts at 11iah school? 
' :at l'I13S jou hr.ste rrrstp.sie or ho':>rskQol? 

4 . 'Ihat did yo u not do \'Jell :It high schoo l? 
" aar~ee W,J.S jy on ~ u~5esvol or ho ~ r s~oc l? 

' ) . L.!..st t.ho s p. th :i n0s ycu !:r: J ~ .. \r': you ': ; ;. 1.] .'._, ~ ,:: . f .I I' ; C -:~ S of 'i. n t .hc i l r.ry . 

G. List t.hosr. tl,-i.,1SjS tht~"':" y::;u th .ink yC lJ IPay fail, or ne t rrake a success of 
in the arF.'y. 
[·· )OP.rP. di!! asrckte r'8 .J rin jy vcrl':"o en clat jy onsuksesvol i n d ie \.,1c crf.'lug sal 
l\' 1:0 r. G • 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
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APPENDIX D 

COpy OF ORIGI NAL NOWICKI-STRICKLAND SCALE. 

1. Do you believe that most problems wi ll so lv e themselves if you 

just don't fool wit h them? 

2. Do you believe that you can s top yourself f rom catching a c old? 

3. Are some kids jus t bo rn lucky? 

4. Most of t he time do yo u feel that getting good grades mea ns 

a great deal to you? 

5 . Are yo u often blamed for things that just a ren't your fau lt? 

6 . Do yo u be lie ve that if somebody studies hard eno ugh he or she 

c an pass an y subject? 

7. Do you feel that most of the time it doesn't pay to try ha rd 

because t hings never turn out right anyway? 

8 . Do yo u feel t hat i f th ings start out well in t he morning that 

it ' s go i ng t o be a good day no matte r what you do ? 

9 . Do you feel t hat most of the time parents listen to what their 

children have t o say? 

10. Do you believe that wishing can made good things hapren? 

11 . Wh en you. get punished does i t usua l ly seem it ' s for no good 

reason at all? 

12 . I':os t o f the time do you f ind it hard to c hange a f r iend ' s (mind) 

opinion? 

13. Do you t hi nk that cheer i na ~o re t han luck helps a te a~ to win? 

14 . Do you feel that it' s nearly i mpossible t o change you r pa r ents ' 

mi nds about anything? 

15. Do you bel iev e that you r parents should allow you to make most 

of you r own de cisions ? 

16. Do you feel that when you do something wr ong there's ve ry little 

yo u can do to ~ake it r ight? 
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17. Do you be lieve that most kids are just born good at sports? 

18. Are most of the other kids your age stronger than you are? 

19. Do you feel that one of the best ways to handle most problems 

is not to think about them? 

20. Do yo u feel that you have a lot of choice in deciding who you r 

friends are? 

21 . I f you fi nd a four leaf clover do yo u believe that it might 

br i ng you good luck? 

22 . Do you often f ee l that whether you do your homework has much 

to do with what kind of grades you get? 

23 . Do you feel that when a kid you r age decides to hit yo u, there ' s 

little you can do to stop him or her? 

24 . Ha.ve you ever had a good luck charm? 

25 . Do you believe that whethe r or not people like you depends on 

how you act? 

26 . Will your parents usually help you .if you ask them to? 

27 . Have you felt that when people were mean to you it was usual l y 

for no reason at all? 

28. ~ost of the time, do you feel that you can change what might 

happen tomorrow by what you do today? 

29 . Do you believe that when bad things are going to happen they 

just are going to happen no matter what you try to do to stop 

them? 

30. Do you think that kids can ge t their own way if they just keep 

trying? 

31 . Most of the time do you find it useless to try to get your own 

way at home? 

32 . Do you fee l that when good things happen they happen because 

of hard work? 



viii -

33. Do you feel that whe n somebody your age wants to be yo ur enemy 

there's little you can do to change matte r s? 

34. Do you feel that it 's easy to get friends to do what you want 

them to? 

35. Do you usual l y feel that you have little to say about what you 

get. t.o eat at horpe? 

36 . Do you feel t.hat when someone doesn ' t like you there's little 

you can do about it? 

37 . Do you usually feel that it 's almost useless to try in school 

because most other children are just plain smarter than you 

are? 

38. Are you the kind of pe r son who believes that planning a head 

makes things turn ou t better? 

39. Most of the time, do you feel that you have little to say abo ut 

what your family decides to do? 

40 . Do you think it's bette r to be smart than to be lucky? 
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APPENDIX E 

In t.he sr:.tC p. r rov i-:l ': d on the r inht of each q!Jp.stjon , rr3.r k'tl cross in the coluITIn 
YOIJ fe~l js tru~ for you. 

1 . no you !)~liev~ that ~os t rrohlem~ ~il l solv~ 

thp.rrsc lv p.s :i. f YOll Just rJcn ' t rn::~,5 :lround ':Iith thf:rr. ? 

2. n:) ~/ou lJ~~lir.'v~ t.h,'t. you C (:' ll stoiJ yOl1t ~ self frofl' 
ciltc l1 jnc ~ cold? 

3 . Ar-'~ SOil'e r~orlp. just born lucky? 

.t. ';ost of th~ tifT'p., do you f~~el that C'2ttinu ODed 
r'esults I'P.B:l.I1S J g r ::t!t deal to you? 

5 . Are yo u oft.en bl<'· f':"'l3o for thinJr' tl"'r.t ju st EH'en t t. 
your faul t? 

I ) . Do you bcli r: 'vc that jf ~;crrr.borJy tries hard encugh 
he can achieve at nf:arly ,lnythinu? 

7. Dc you fn~l that ~ost of thp. time it (fo~sn ' t Ilay 
to t.ry ~ard bP'C"'.U3~ th 'in~s n::V f)r tlwn Ollt r· lght. 
:..nY'/Jay? 

" 

~)O you f ~ .": l t:ll~lt . f' :: 1-' ' l~l ~ ~.;L. .. ' , :~t:. .n/l: '''f'''''' ' I' : '~.!., r: 

· f'c r~I1 .i.n (' l·"nt it ' s ':':-.J~'l':": t- . .' )': :1 :jl·.:~ ! (!j .': " :' 

;~· __ tt(;r '_'h ... t you de ? 

f)o you f0.l';l t!l'~t rT' o:;t cf I:h(' t j .. 'f: ;i .. :. '-'-:nt r, 11.st-'!n 
to ~',at t~'e j ,~ c hj. ldr ~ n h~Vf t o s :! y? 

1 ~: . r~o you b~lic''ve th :~ t "';~ hi"0 CQ.n F.'~kc cood tl11.'1 ()S 
~,:"!1ilen ? 

11. . 'h e n you iJ~t pUlli~f-)~d , does it. uSlJ:.tlly seen' 
it ' s for no good r ~ascn nt 311 ? 

YE3 f ~O 

f-- ----

---
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12. r iost of the tirre do you find it ha.rd to chanu !~ 

?t fr ie: nd ' s opinion {I.'.incl}? 

13 . Do yo u think th8t clle0 r inu ~o r e than l uck 
l1elps a ~ea~ wi n? 

1 ~ . Dc you f~el tllat i t's I lc~rly j~poss ible to change 
you r super i ors 1T"j.ncis ".bout. a nythinc? 

1'1. J o yo u h~ li f:\"1 t h ""'. t your s ll;;':"":r ;.o r :; should a. ll oVJ 
YOlj to ~3k~ ~O G t of you r own (l~cisions? 

1:i . Do yo u feel t hat whe n yo u do so~ettl ing wr ong 
there ' s v~ry lJttlf! you can do to [Ilake it r igh t? 

17 . Do you believe that ~o st r)~orlp. a r e just born 
good :1. t s(1o rt s? 

1J . Ar e mos t of the other ~cn you r a9(~ str onger 
than you? 

1 :J • Do you fe~l that on e of the best Ivays to 
hand l e most prob lf: :rs is j uet not to t h.i nk a.hout 
t hclT'? 

20 . 00 you fe ~ l that. you have a lot of choice in 
dec idi ng ~ ' ho YOlJr fr i ~f' t Js arc? 

21. If you f i nd q R1 , OO co i n do you I)ellev ! th~t 

it ~ioh t hrinu you s o~d luck? 

-::~~ . :-)0 you oft~n f~!e l th ,1t, ·· h ~"':". I~'·r Y Co', / c:o 'y:,ul~ 

hCil' C ... ·.'or-k o r n ·')1'. had rruch t() .10 ~·.I-j t \--. ':.'h·;t I, : i-;d 

ryF 1T';'l r :~s YOll Gr! t.? 

~.3 . Co you 
to hi. t 
11 ;n' o r 

f~~ r:.l 

yell , 
h~r? 

lll~t ~h~n a QllY YO lir a~ ~ (:~c ~ d~s 

t.hrrc':; l.ittl~~ YO·I) C:l. 'l ')0 to s"\:')p 

YES [ ·10 

I-- -

• 
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23 . Do you b~lieve t hat ~hRthrr~ or not pearle lik~ 
you depends on how you act? 

2G . ';.':11 your superiors IIsu"::I.lly ht:lp you if you 
ask thefT' t.o? 

27. I-!av~ you f":"!lt. that- \:"Jhp.n [1(":0[11'2 i"ere rP8an t.o you 
it ~',as usually For no r'e n.so n at A.ll? 

2G . : ~ost of the tJ rnc , do yOIJ fc~l that you can 
chan Dc~ v.,hat n'ioht happen tor l~o rro \'-! by t~/hat you do 
today? 

~O . Do you believe that whnn bad th i nos ~rc going 
to hpn!)en they just a r e DOing to h nr rf~n no rnattq r 
wh~t you t ry to do to stop the~? 

3C . Do you think thnt reonl~ can ge t their o~n 
way if they just keep tryino? 

31 . ;.lost of the t.i n1e do you find it useless to 
t r y to get your Oi'm \'JaY at home? 

32 . 1)0 you feel that ~'Jhf~n 000d t.hings h aflr)!~n they 
~arpen because of h~rd ~ork? 

33 . Do you feel tha.t v:hen sOlT'cbody your age ... '~ants 
to be your ene~y t.here' s little you can de to 
ch ~ nge [f~atters? 

3A . 00 you feel thnt it ' s e~sy to Cet friends 
to do '·,hRt YOII v,'ant. ther:· t.o? 

.... ,~ ,. 00 you usu :: lly f !!('l th,-J 2,,')1.: ~ :lV,-; 1. ~ 1.. t.l ·:} .~ . ;; 

~,ay [J.:)ou1.. :··!1.;t yc·u ;· · ~ t 1.0 f::1t .-d. !h !" 't.? 

..)\) . ['0 you feel that \ .... hen SQrppo ne dO~f,rl ' t l ':'l ~:~ ~/O'l 

there I 5 ljt:. l!~ you C':I'1 cJ:) about it.? 

37 . Do you usually f ec I that it I S all l10st usp.lrss 
to try in thr. arn'y br.caLJs~ r":"ost ot.h'~r ,")'len ~.l r p. just 
!)~tte r than you are? 

YES tJO 



- xii -

3 J . Are you th e kind of person \~ho belie~es that 
planning a head n'Elkes things t lJrn out b ett~r? 

3() . I-jost of the time, do you feel that you have 
little to say about ",hat your fam i ly decides to do? 

40 . Do you think it ' s better to be clever than 
to be luck y ? 

YES r~o 



- xiii -

NAMA 

RANG 

NOI~MER 

Maak ~ kruisie in die kolom regs, vir die antwoord wat op jou betrekking het. 

1 . Glo jy dat die meeste probleme hulself oplos 
indien jy eenvaudig aan die naodiot oorlaat? 

2. Glo jy dat jy jouself van ~ verkoue kan 
weer ho u? 

3 . Word sommige mens~ eenvoudig as geluksvoijls 
gebol"e? 

4 . Veroo rsaak goeie uitslae meestal dat jy 
gelukkig voel? 

5 . Wo rd jy dikwels blameer vir gebeure wat nie 
jou fout is nie? 

6 . Glo jy, dat i ndien ~ persoon hard genoeg probeer 
hy/sy enige mikpunt kan bemeester? 

7. Glo jy dat dit meestal nie moeite we rd is om 
hard te probeer nie omdat dinge in elk geval 
r eg uitwe r k nie? 

8. Glo jy dat as jy met die regte voet uit die bed 
uitk l i~, dit vir jou ~ 90eie dag gaan wees, al 
gebeur wat ook al? 

A. Voel jy dat ouers gereeld luister na wat hul 
kinders te se het? 

10. Glo jy dat wens droom goeie gevolge kan he? 

11. As jy gestraf word, voel jy gewoonlik dat daar 
nie werklik ~ 90eie rede voor is nie? 

JA NEE 



- xiv -

12 . Vind jy dit weestal moei lik om ~ vriend 
van opinie of plan te laat verander? 

13. Dink jy dat aanmoediging ~ groter rol speel 
as geluk, as bydra, tot ~ span se sukses? 

14. Dink jy dis byna onmoontlik om jou 
meerderes van stand punt te laat verander? 

15 . Glo jy dat jou wee rdere s jou besluite 
grotendeels in jou eie hande moet laat? 

16. Glo jy dat as jy iets verkeerd gedoen het, 
jy dit moeilik weer sal kan regstel? 

17. Glo jy dat sommige mense gebore sportwanne 
is? 

18. Is jy swakker as die gemiddelde persoon van 
jou ouderdom? 

19 . Glo jy dat deur eenvoudig n ie aan jou pr ob leme 
te dink nie, een van d i e beste manie re is om dit 
te hanteer? 

20. Glo jy dat jy kieskeurig kan wees in die 
keuse vao jou vriende? 

21 . As jy ~ R1,00 stuk optel, glo j y dat dit vir 
jou gebluk gaan br i ng? 

22. Glo jy dat daar ~ verband bestaan tusse~ die 
hoeveelheid werk wat jy doen en die uitslae W8.t 
jy behaal ? 

23 . Voel jy dat as iewand van jou . ouderdom jou 
slaan daar niks is wat j y kan doen om d i t te 
verhoed n i e? 

24 . Het jy al ooit ~ geluksb ringertjie gehad? 

JA NEE 



- xv -

25 . Glo jy dat mense van jou hou of nie afhangende 
van hoe jy optree? 

26. Help jou mee rderes jou gewoon l ik as jy 
dit ve rlang? 

27 . As iemand gemeen was met jou, voel jy daar 
is gewoonlik ~ rede daarvoor? 

28 . Voel jy dat jy dit wat mo re gaan gebeur kan 
verander deu r wat jy vandag doen? 

29 . Glo jy dat as dinge skeef gaan loop daar 
niks is wat jy daaraan kan doen nie? 

30. Glo jy dat aanhouer wen? 

31 . Vind jy dit meestal sinneloos om jou sin by 
die huis te pro beer kry? 

32. As dit voorspoedig gaan, is dit die gevo l g 
van harde werk? 

33 . Kan jy iets aan die saak doen as iemand 
van jou ~ude rdom jou vyand wil wees? 

34. Is dit vir jou maklik om jou vriende te oor r eed? 

35. Het j y gewoonlik min te se oo r wat jy ttlis 
vir ete kry? 

36 . As iemand nie van jou hou nie , is daar min 
wat jy daarvan kan doen? 

37 . Voe'l jy dit is nutteloos om. 'n poging aan 
te wend i n die weermag , o~dat ander meestal 
beter a s jy is? 

JA NEE 



- xvi -

38. Is jy van die soort wat glo dat vooruitber l anning 
dinge bete r laat uitwerk? 

39 . Voel jy dat jy meestal mi n te S8 het or wat 
jou familie besluit om te doen? 

40. Di nk jy dit is beter om s l im te wees as 
om ~ ge luksvo~l te wees? 

JA NEE 


