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ABSTRACT f

The main purpose of thifffiexploratory .!udy was to invcltigate

the children's political perception and ‘ﬁtudu “toward dmcruxc

¥

values. Piaget's model of development prov . the conceptual frase-

work . .

The study involved a sample of 772 children i

fr ,Shc St." .,
‘Albcrt Publ}c School System. On the basis of i.t!’dof‘%&jt
consisted of two groups of children. A total of 39 Rindergarten, ‘!}L
grades one and two children were involved in interviews aimed at the
exploration of the children's basic political petception‘ind atti- :
tudes toward political objects such as the government, Prime Minister,
Queen, ‘jud@e, policemen, national ay;bolu ‘ local political author-
ities. There were 733 grades four, six, E:i:t; ten and ;velve child-
ren who conpleteé.attitudinal scales which wrre intended to explore
their attitudes toward democratic political ialqgs such as anti-author-
itarianism, civil liberties, principle of equality, good citizenship
and the notion of voting. Along with this the rcaléning styles of .the
children wetre also inveitigated.

The kindergarten, grades one and two child;en's responses appeared
to reflect their efbcentric concrete mode ;f reasoning. This style of
rca;;ning had an ghpaét on the childreri's perception of the politic;l
objects. They tended to perceive ;ﬁe government in terms of isolated
peroonalitiei rather th;n as an-institution. The Prime Hiniliet, Queen;

judge, pol1cenau, are popular anong the children. Their knovledgc cboq;_

these political pcr:qpllities is li.plxntic stereotyped baled on their
A ,

iv
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own experiences. The Prime Minister appeared to be the most popular

political €iguregmong the children. The children seemed to have an

idealized conception of the Princ‘Hiniater'l role. They rsgarded the

L 4

‘Prile Minister as kind, powerful, benevolent and of great importance.

The youngsters' initial political r.lationihip with the government

.’
sppears to be established tBEOugh the Prime Minister.

The youngsters showed awarenegs of the significance of the national

anthem and the flag. It was observed that the youngsters seemed to be

.unawaxre of the local political authorities such as the Prepier, the

mayor and city council. b

Piaget's concrete artd formal or egocentric concrete and socio-
centric modes of thinking appeared to exist among grades four, six,
eight, ten and twelve children. These modes of reasoning tended to

influence the children's perception of the democratic political values.

The children's tendency of perception of these values was reflected
on their levels 6§'oupport for the democratic values.

' Grade four children's level of'support‘vas generglly low. Percent-

—_—

ages of children who tended to auppért such values tanged‘from 26 to

52. Grade six chilWiren's level of support for the democratic values
was higher than that of grade four children. The level of support was

expressed by 29 to 62.5 percentages of children. Both grades four and
. ’

¥
six had a substantial number of children who were uncertain in their

response to items on the democratic values. Grade eight children's
level of ohpport.fot the democratic values tended to be similar to that

of grade six children. Sometimes such a level of support tended to be

P -
\
L

v



i}

h;i.tliir than that of the gr;t!t -six children. Grades ten and él;eelve‘- .
children's level of support for these values was relatively very hI;h.
P;rccntagcu of children who tended to support these vulﬁen ranged
from 45 to 83.

On the basis of the findings, it appears that the children's

ages and modes of reasoning tend to influence their political per-

ception and attitudes. v
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* CHAPTER 1

THEORETICAL BACKGROUND OF THE STUDY

Political Socialization '

.

There'is a disagreement among politigcal scientists on what poli-
tical socialization meags. A universal definition, therefare, does
not exist in the discipline.of political socialization. Weissberg
(1974) presents a number of definitions to indicate a diversity of
conceptions of political socialization. However, there are certain
‘definitions of political sogializatio® which are predominant and fre-
quently used by political socializ#tion theorists. Renshon (1977, p.

5) has identified tie following representative definitions presented
/
by four theorists.

(Socialiration refers to) the process by which a junior
member of a.group or institué&bn is taught its values, atti-
tudes and other behaviors (Hess'& Torney, 1967, p. 7).

Political socialization refers to the learning process
by which the political norms and behaviors acceptable to an
ongoing political @ystem/are transmitted from generation to
generation (Sigel, 1965,{p. 1).

The importance of such a formation (of politics is learned
behavior) to understanding the stability of political systems
is self-evident——humans must learn their political behavior °
early and well and persist in it. Otherwise there would be no
regularity, perhaps even chaos (Hyman, 1950, p. 17).

For the purpose of this stuéy these four conceptions of polit’!al
sblialization are relevant. A close look at these definitions reveals
cettaip elements or themes which are common to all of them. These
definitions imply that the adult generation is responsible fof the trans-
misgion of their own political culture to the young generation.-'As

-

Easton (1963, p. 134) further emphasizes, these conceptions of politi~



cal socialization share one implication.

They suggest that somehow an adult generation is able to
mold a rising generation into something like its own adult
image. Theoretically this kind of conceptualization clearly
implies that tMe outcome of socialization is to provide for
the continuity of existing forms and actions, that is, to
insure the stability both in the sense of congensus or order

!:;:/,gﬁtﬁht chaos) and of consistency of the system over time.

Although these definitions, which are based on the notion of trans-
»

’/iﬁssion, are pervasive in the field of political socialization, they

-

appear to be limited tools for the concg}tualization of political social-
izatiﬁn. They assume the passive role of the child in political learn-
ing. Sears (1975, p. 95), in reaction to this, observes that the child's
passive rble, which these definitions seem to imply, overlooks "...the
child's idiosyncratic personal growth, in whicﬁ.the developing human
gradually obtains his own personai i;entit§ uhich-allows him to express

himself and to seek to meet his owﬂ:i;ioayncratic needs and values in
hiw own way."

The passiveness of the child in politicﬁl socialization‘is based on
tﬁe assumption th;t the child is perceived gé a tabula rasa (éénshon,
1977). Historically, the peréeptibn of the child as tabula rasa comes

N

from philosophy (John Locke, 1632-1704) as a reaction against the"then
predominant perception of the infant as being b;rn with innate intel-
lectualitendencies. To this intellectual notion of the infant Locke
insisted, as Hergeqbahn (1976, p. 39) writes that "The infant mind at
birth is a tabula rasa, a blank tablet, and experience writes upon it.
The mind‘becomea what it experiences,..."

The implication of the doctrine of tabula rasa for socialization

+ in general and political socializatiod in particular has far reaching



effects, As Dobzhasky (1973, P. 281) observes

«..it-implies that all human beings are deeped to poséess the

same potentialities at birth; they become different persons

owing to varied ubpringing and t ining, and generally to

varied circumstances in their li&.

The doctrine of tabula rasa is pervasive in social science, socializa-
tion, and political socialization (Renshon, 1977, P- 17). In political
socialization the Prevalence of the tabula rasa notion is evidenced by
the conception of political socialization Js@already pointed out.

In sum, what is . crucial in the tabula rasa doctrine is that the
human beihg's behavior ig essentially determined by the environment.
Fot_e;ample, the child's biglogical factors and psychic makeup or persén-
ality do not play a role in the child's acquisition of polit;ial atti-
‘tudes, values and behavior. |

As iQdicated earlier the assumption of tabu;g rasa as far as poli~
tical socialization is concerned, is currentiy u;def‘criticism. Some
scholar; believe that biological chaiacteristics (Dobzhansky, 1973),
p;ychic makeup or peraonaiity traiis (Froman, 1961; Greenstein, 1965),
and cognitive maturation (Ginsburg, 1969; and Dreitzel, 1973) Play an
important p;rt in the child's political 1earning. As oppo§ed to the
child's passive roléuin the acquisition of Political attitudes, values
and behavior, the bioiogical and.psychic modelsbplace the child in an
active role in politicak\learning.

Piaget's (Ginsburg ;hd Opper, 1969) model of development

presents a contrary view of\the growing child (this model ig rele-
: ~
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vanﬁ to this study and will be discussed in the related literature
secfion). Piaget believes that a child undergoes four sequential
intellectual stages of development; sensory motor, preoperational,
concrete operational, and formal operational. According to Piaget
(Ginsburg and Opper, 1969) an infant at birth is born with two basic
tendencies: to organize or systematize processes into coherent
systems and to adapt to the envi;onment. The tendency of adapta-
tion involves two complementar} processes: accommodation and assimi-
lation, "...the latter referring to the child's action upon the modi-
fication of environmentalétranamisaions, and the former stresses the
child's modification of himself to meet the demand of the envi;on—
mgnt" (Renshon, 1977, p. 4).

Piaget's notions of accommodation and assimilation imply a

reciprocal interactive relatioﬁahip between environmental tr&nsmis—
sions and the child.' However, these two complgpeﬂtary processes-——

accommodation and assimilation--are enhanced by intellectual matura-

-~ o

tion. For example, Piaget asserts that a child must reach a certain
maturation level (formal operational stage of intellectual develop-
ment) to enable him to conceptualize ideas such asﬁdemocracy and

freedom of speech. )

The application:of Piagetfk developmental modelvto'political

&y
socialization process implies that the child's political learning

process does not merely involve the sociéty imprinting on the child's
" mind political attitudes,. values and’behavior. The child cogni-
tively processes politicél transmissions, a process that leads to

‘ the child's acconmodation and assimilation of these transmissions.



COnpell (1971, who has extensively uged Piagpt'l developmental

model to explain the children's acquisition g€ political beliefs,
attitudes, and values, believes that the Chilé{l development of
thought or intelligence enables him to acquire\political ideas, values,

attitudes and behavior.
-

And there is no doubt,...that it occurs for -the most part
without intervention by adults. The develoﬁment through these,
stages', the c ction of more and more ¢laborate interpret—
ations of poli and the gradual approach to political action,
is basically dwif’'te the activity of the children themselves.

The childrem Welqctively appropriate the (political) mater- -
ial provided %y scheols, by media, by parents and build of them
individual structures (pp. 232-233, brackets mine).

Using Piaget's model of stage development in his studies of the child-
ren's acquisition of political beliefs, Connell (1971, p. 231) found
that the children's development of political beliefs related to their
stages of intellectual development (6: Piage;}s?;éages of intellect-
ual developﬁent).

What appears to be importaﬁt in Conng}l'; £indings is that the
child is intellectually active as opposed to’ph;siVe in the acquisi-
tion.of political attitudes, values and béhavior.’ Uaing Piaget's
stage model Adelson and O'Neil (1966); Ad%}son? 0'Neil and Green (1969)
have obtained similar results in'their:studies’of.fhe children's per-
cept1ons or attitudes toward political 1deas--;ense of commun1ty and
idea of law. |

Although the application of Piaget's developm;nfgl model in the
intefpretation of the children's pqlitical learning is increasingly

gnining widespread support (Adelson and O'Neil, 1966; Adelson, Green

lPiaget's stages of in;ellectual development.

-
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and O'Neil, 1969; Tapp #nhd Levine, 1970; Conneld, 1971; Gallatin and
Adelson, 1971) the mbdgls of political transmission have greafly in=
fluenced research‘trenﬁﬁfanqgthe child's process of learning.

‘Dennis (1973, %yﬁ197g‘obsetves this situation by stating that
*"the major thrust )3 pas: ;esearch has been upon socialization and
what the society does for thélindividual." This statement implies that
political’soci&lizﬁffbn regearch has mainly dealt with Qhat the child
has learned rather &han how he acquires his political orientation, or in

other words, research,has concentrated on the outcome rather than the

process of politica) learning (Renshon, 1977). Criticizing this trend

of research, SigWR+-X1965, p. 3) remarks that "Political socialization

is a m 30N 8 A o we study what children have

Again this trend of research
provided by the adults. The child

in the process of polftical learning as follows:
..y (the) concepts of political learning which rely extlusively,
. or even primarily, on assumptions of transmission from teacher
" to learner, neglect an important dimension of that process.
Part of the importance of creativity and insight as learning
modes lies in the implication that models of political learn-
ing process must take seriously a view of the learner as
creator and initiator as well as receptor.

In summary, this section has dealt with the definition of politi-
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cal socialization. There are many definitions of pelitical social-~
ization. However, a number of definitions widely ﬁsedAappear to em-
phasize the notion of transmission. Political socialization involves

8 process by which society transmits political Values, attitudes,
beliefs, and behaviors to the younger generation. This conception

of political socialization assumes a passive role of children in the
pProcess of political transmission.

Thg prevalence of this notion of poiitical socialization has de-

termined research direction which has concentrated on the study of

what children have learned rather than how they have learned it.
Furthermore, the conception of political learning is also based on the
assumption of transmission. For example, the role of the teacher in the
political learning Process is to act as a transmitter of political
»material ®#® the child who remains as a receptor. However, some

scholars who are critical of the transmission m&dels of‘ﬁolitical
socialization argue that the child's biological‘chéracteristics, psychic
m#keup or personality traits, and maturational conditionsz enable the
child as the learner, to play an active role as a creator, initiator,

and receptor in the political learning process.

The Learner and Agents of Political Socialization

While there is no acceptable approach to the study of poli-
tical socialization, much of what is known and of what ought to
be known can be summed up in the following paraphrase of

*“Lasswell's formulation of the general process of communica-
tion: (1) who, (2) learns what, (3) from whom,...(Greens;ein,

1965, p. 12).

"Who Learns?"

As noted previously, the society transmits political culture to
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the younger generation. The political transmission then involves an

ki

‘interactive process between adults and“young children. In the attempt
to answer the questions '"who learns what?" and "how such learning

takes place," research has concentrated for the most part on young

children. As Hirsch (1971, p; 2) points out
The rationale for researching this population is based

on two propositions: first, that basic orientation toward

politics are learned in early childhood and adolescence,

and second, that this early socialization has important

consequences for adult political behavior.

There is an agreement among scholars on the first proposition
(Hirsch, 1971; Weissberg, 1974; Patrick, 1977) and this agf%hment is
supported by prominemt findings (Dawson and Prewitt, 1969:'pp. 41-62) .
It is believed that elementary school years are (Easton and
Hess, 1962; Easton and Dennis, 1965; Hess and Torney, 1967; Dawson
and Prewitt, 1969; Connell, 1971; andsWeissberg, 1974) important form-
ative years for the child's political orientations. For example,
Weissberg (1974, p. 27) states that before the age of five a chfad
has acquired some basic political orientations. Easton and Hess
(1962) claim that the years between the ages of three and thirteen
represent a period in which the child acquires important political
orientations, while Hess and Tormey ji§67) think that the period
between grades three and five or the &ea{s between the ages of eight

and ten appear to be especially important for the acquisition of

political information and attitudes.

2"A political culture is éompoﬂaiof the attitudes, beliefs,
emotions and values of society that relate to the political system
and to political issues" (Ball, 1977, p. 52). ’



The influence of early political learning to adult political be-
havior is a matter of disagreement among scholars. Weissberg's (1974,
pp. 24-31) discussion of this matter reveals that there are two alter-

native positions:

The first, which we may refer to as the primacy argufient,
asserts that fundamental and enduring attitudes, Vvalues and
behaviors are formed early in childhood. Young children are
not miniature adults, but the basic developmental framework
is asserted to be more or less formed by the age of ten (pp.
24-25).

On the other hand, some scholars, for example, Jennings and Niemi (1968)
and Almond & Verba (1963) present the second alternative termed the
recency argument. The' proponents of the recency model assert that what
is learned close to adulthood greatly influences adult political be-
havior and agtitudes. Summarizing the two po;itions, Weigsberg (1974,
p. 25) c?nnents as follows:
Research exists to support both positions. However, a

serious conflict need not exist between these two perspect-

ives for each may be correct. Certain political orienta-

tions are learned very early in life and are highly resist-

ant to change while differing political orientations may be

susceptible to continual modification with recent learning

being most important.
What Heissﬁerg nttempts to indicate here is that thé two argu-_
ments--primacy and recency models, are not contradictory but rather

complementary as far as the analysis of the child's political learning

is concerned.

"Learns What?"

There are various situations in which children may acquire poli-
tical aégitudes, knowledge and behavior. Dawson and Prewitt (1969)

discuss such situations in terms of direct and indirect methods of



political learnings, while Weissberg (1974) in his reviews, dis-
tinquishes four situations as sources of political learning: formal
political instruction, informal ﬁolitical learning.'tho structure of
authority, and experiences with politic;l.luthority. A discussion
of these four situations follows. »

The school is an important institution in which children are pro-
vided w h‘fornal political instruction. Aithough most of.the school
subjects and the educational climate in classrooms and ﬂthola pro-
vide important situations for politic.lllea;ning, civic education or
social studies plays a key role in the provision of formal political
learning (Patrick, 1977). Non-school organizations such as Boy
Scouts, Girl Guides-and church-related youth groups a;e also often

involved in expli#€id political education (Weissberg, 1974).

education can take place informally. Casual political
learning can take place almost anywhere--in school, at home, with

friends or tHe mass media. These informal situations, qnlike the formal

4

institutions| provide political socialization programs which are not

planned af¥ organized. However, in each of these situations a child

‘ learns something.

" In an instiﬁution such as a school, there is a need for the
children ﬁé learn a relationship to established authority. For example,
a child's first year in school tequifel him to learn a relationship to
school authorities, especially his classroom teacher. The teacher
teaches or transaits to the child appropriate attitudes and behavior

.

vhich are expected of him. However, as Heiisberg (1974, p. 17) indi-

-

-

cates:



. Attitudes lnd behaviors are not only influenced by what-

. is being transmitted, but also by how messages are trans—
mitted. Indeed, it is entirely possible that political
learning may occur where nothing is taught that has the
political consequences. (Dawson and Ptcvitt*‘}969, PP. 63~
64, have also discussed this point.)

: &
The structure of authority (e.g. in classroom or school) and a
relatiénchip'which emerges between the children and the authority

exerts influence upon the child's political learning, such as obed-
. |

i v

ience to 'the rules of the school or conformity to autlhority.

Experiences with political quthotié% is a fourth way political

sy >

orientations are acquired by,childreq, A child's expetience_with?
for example, a public official, can be fegarded as a direct political
experience. In this case a child learns about politics by actuallf
interacting with public officials. As Heiasbu;g (1974, p. 18) notes
"...preadults can have numerous (political) experiences with puﬁlic
officials such as policemen, postmen, court officisis, and, ok course,
school teachers (who are after all state officials).”" (first brackets
mine).

The content of political learning includes’ éﬂhnxtive knowledge,
attitudea (Easton and Hess, 1961 and 1962; rronnn, 1961), intellect-
ual okxlla, and participation skills (Patrick, 1977) Children
acquire politital"knowledge, agtitudél and skills from various con;.
tent aress but Greenstein's (1969, p. 4) content areas of political

learning are useful and relevant to this dicussion. Greenstein

divides the content of political learning ianto three areas:
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. (a) Learning connected with the citizen rolc (pareiup nttach-

ment, ideology, motivation to participate). - . _ e

(b) Learning connected with subject role (national. loyalty. .

' orientations toward authority, conception ot legitimacy of -
institutions).

(c) Laarning connected with re¢ruitment and performance of spe-
cialized roles, such as bumm:rnt, party Functionary, and
legislator. - _

In rc_gard to citizen ‘role-learning, u,u‘rch reveals that most
children are able to express a preferemce for ﬂc ,_political part‘y"ov‘;r
another. Most \children tcn»d_\to agree with their paréntl' -party pre.- .
ference. Th?;/)alqo indicate 'p"oni.ti\:c voting behavior, .gor example,
by stating that they wou_ld vote when they are old enoﬁgli (Hess and
‘l‘omQy, 1967, pp. 147-167), . v | | |

The concept of "idool‘ogy" has been or ic‘ﬂ'!‘lgg investigated. 4For
example, under‘\l.daol,qu children have been tested on their under-.
sunding of parties' ideologie:-—libe‘ralim and conservatism (Green-
stein, 1969, p. 6?7$.. Demus' (1973, p. 182) ltudy has dealt with the

_children's perception or atutudea t:watd three dmcunc themes--
populiluc and "partic:.pant de-ocucy. liberal or lxbertarian demo-
cracy, and pluralist duo:racy. | -
. < Research has also paid conudercble attentimk to ch:.ldhood lurn-
ing of. swbject role (Greenstcm, !%S). Stmliu nwr: that childreu,
o appear to have an awareness and knowledge about thmir utiml govern-
ment (Bnton and Denni.s, 1969; Jenni.ugs. 197&- Greenatem, 1969) RN .
\"urtbcr-oro studies luve also ohown that ch:.ldrcn h.ve a postive

image of national lcadc;- such as the Prnidcnt or h'i.- Hinimr

(Bess and Torney W

" The third gyea of content, "learning connected with .recruitment

o
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to performance of speciaT{;ed role, such as burfaqcrat, party fup;)
~.fjoruu:y, and legislator" appears to be\under-investigated, according
) to Hirsch 11971; p. 6).
\g(

"From Whom?"

Most scholars agree Fhat the family, school, peer groups and
youth organizations, media, church, social class, ethnic origin, and
geographical region, act as agents of political socialization.
(Easton and Hess, 1961; Greenstein, 1969; Froman, 1961; Hess gnd
Torney, 1962; Dawson and Prewitt, 1969; and Chaffee, et al, 1977).
However, extensivé research has concentrated’only on the school,
family, peer group and media aé major agents of pdlitical socializa-
tion (Beck, 1977). As far as research on these agents is concerned,
Hi;sch (1971, p. 6) notes that "By far the most comprehensive inquiry
into the agents of political socialization Qs that of Hess and Torney"
(1967). These authors believe that socialization contexts are of
tﬁree general types:

The first type includes institution of well-defined struc-
ture and organization: the family, school and church.

The second type of socializing influence occurs in large
social settings. The most important of these social contexts
are: social class, ethnic origin, and geographical region.

A third type of influence in socializing process derives
from thg,child's personal characteristics (1967, p. 93).

]
The second type of socializing influence is that ;hich takes
place in the larger setting. Hess and Torney identify these types:
social cla;s, ethnic origin, and geographic region: These writers
observe that theqe contexts "are diffuse in the sense that the spe-~
cifiq elements and eiperiences connected with them are numerous,

' .
subtle and difficult to measure precisely" (p. 74).

/—'\ - "‘
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The third type of socializing influence is the personal character-’
istics of the child. These "individual characteristics" of the child
have influence upon socializing efforts of the family, school, peer
groups, and mass media. The authors maintain that

Soc1alxz1ng is not exerted upon a passive receptive object.

Each child's emotional, intellectual, and physical prdperties

modify the images, attitudes and information transmitted to him

by adults. The most salient influencing factor is 1ntellxgence

(for example) Much of political socialization occurs in school;

the child's mental capacity mediates his comprehension of mater-

ial presented in the classroom. (p. 94) (brackets mine) .

Hess and Torney assert that high intelligenée quotiefit accelerates the
acquisition of political attitudes and values (pp. 222-225). ¢

The direct teaching of political material provided by the school
and family (in the first context) and political influence exerted by the
peer groups (implied in the second context) are only effective along
tith three factors: exposure, communication and receptivity. These
three factors according to Beck (1977, p. 177), are preconditions for
agental. influence.

The first precondition for effective teaching of political views

?#_é .
is exposure. The learner must cc& Shto contact with the teacher,
parents and even peer groups and media before socialization can be said
to have taken place.

The second precondition for the successful teaching of political
material is communication. Exposure do®s not ensure influence.
There must be communication between the learner and the agents uhiéh-_'

has political content.

The availability of agents (exposure) and communication together



8till do not ensure or guarantee agental influence.“ The third precon-
dition then is the receptivity of the leainer to communications which
come from a particular agent. The receptivity of the learner to com-
munications depends upon two aspects:

The first is the nature of relationship between source

and receiver. Strong emotional ties between these two cer— -
tainly enhance receptivity.

A second aspect of receptivity is the timing of the com-
munication. Many socialization researchers have assumed

that early learning is the most important learning because

it is retained the longest and because it structures later

learning (p. 118).

Beck (1977) insists that failure to satisfy anyone of these pre-
conditions--exposure, communication, and receptivity--will result in
the absence of influence from any particular agent. These three pre-
conditions are satisfied by four major agents of socialization: the
family, school, peer group, and media. A brief discussion of agental
influence in political learning follows next.

The Family

The three preconditions--exposure, communication and receptivity,
for the successful teaching of political views, are satisfied in the
family for a child is in constant contact and interaction with his
parents. Research reveals particular areas in political socializa-

tion of which the family exerts influence (Hyman,31959; Almond and

Verba, 1963; Hess and Torney, 1967; Jennings and Niemi, 1968, 1974).

3Hyman, H. Political Socialization. The Free Press, New York,
1959, pp. 54-55, presents a chart that summarizes past studies of
the agreement in politically relevant views among parents and child-
ren. : .

«

5
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The importance of the family's role in political socialization

stems, as indicated earlier, from the family's monopoly of the child's
]

formative years. The political material transmitted to the child dur-

ing the formative years, according to some scholars, determines the
" Sl

individual's post-childhood political thought and action. Davies (1965)
as quoted by Weissberg (1974, pp. 150-151) explains,

The family provides the major means for transforming the
mentally naked infant-organism into the adult, fully tlothed
in its own personality. And most of the individual's poli-
tical personality--his tendency to think and act politically
in a particular way--have been determined at home, several
years before he can take part in politics as an ordlnary
adult citizen or as a political prominent.

. The prominent role of the family in political socialization stems
from two impoftant factors, according to Dawson and Prewitt (1969).
First, the family unit has access to the formative years when the.
foundation of the child's political self is being developed. Second,
the family unit provides a child with opportunity for the development .
of emotional relatiopships and personal ties. Dawson and Prewitt (1969,
p. 108) further point out that

The more intense and emotionally involved the relationship
the more influence it is likely to have on the development of
social.and political behavior. It is these’ joint phenomena
of extensive access and strong emot1ona1 ties, occurring dur-
ing the formative years,!that give the family such a prominent
part in political socialization. :

Thé family unit, especially parents, influence their children -
1] .

in political socialization in a number of ways. First, parents tend
to transmit political attitudes and values which they consider valu-

able to Eheir children. Second, parents present model exémples that

their children may emulate. Third, children form expectations from
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expétienée in family relationships. Such expectations are later
generalized to political objects.

Studies‘of political socializ;tion have overﬁhelmingly "shown
that individuals tend to have political attitudes and values like
those of their parents" (Dawsqp and Prewitt, 1969, p. 111). Research
further points out that prior to entering grade school the cﬂild has
acquired the basic political orientations (Weissberg, 1974, ppP. 150-
152; and Hess and Torney,f1967) which include political identities,

positive evaluation of political institutions and authority figures,

compliance with rules or laws and obedience to authority, partisan pre-

ference, and voting behavior.

One ok the major sbcializing functioﬁs of the family is then to
provide young. children with a Basic set of identities. From early
childhood‘the child learns that he belongs to his family and shares -
sexual characteristics withisome children. Extending ﬁis identity
beyond,his family, the family environment pré#ides opportunity for the
child to acquire pblitical identitiés.(patriotic!ofientation). The
family facilitates the acquisition of paﬁriotic political attitudes

such as nationalistic sentiment and loyalty to the natiof and govern-

ment (Hess and Torney, 1967).

‘Another important area of political socialization a child learns
at ‘home at an’early age is the development of positive evaluation of

political institutions and authority figures. .The child's positive

images of the government, the President or Prime Minister, and the

policeman appear to emerge prior to entering grade school (Weissberg,

1974, p. 152).
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Ihe third area of political learning in which the family has in-
fluence is that it instills compliance to the rﬁles or regulations
and obedienéelto constituted aufhority--government, P;esident or Prime
Minister, or the policeman (Hess and Torney, 1967). Weissberg (1974,

p. 152) notes how the child learns such attitudes toward constituted

authority.

No doubt one's initial experiences with the exercise of
family authority provides the basis for subsequent going
along with laws without questioning their validity. Put
another way, it is through the family that the young child
learns that authority must be obeyed merely because it is
authority (e.g. "Do it because I say so and I am your father").

The child sees the father as being powerful but kind and helpful and
so must be obeyed unquestioningly. The child then generalizes his -
obedience to his father to political father figures.

Finallx, the family'environment plays an important role in the
transmission of democratic politicai attitudes (Hess '‘and Torney, 1967).
Parents tend to transmit democratic political attitudes, e.g. politi~

“.cal participation, political efficacy, etc.)

~i,”  The proﬁinance of the family's influence in political social-

»

ization is questioned by other scholars. On the basis of their study,

Hess and Torney (1967) argue that

...the effectiveness of the family inm transmitting atti-
tudes has heen overestimated in previous research. The

family transmits preference for political party, but in
most other areas its most effective role is to support

other institutions in teaching political information and
orientations. Clear cut similarities among children in the
same familysare confined to partxaanshxp and related atti-

tudes.

/

This major conclusion on the family's influence in pdiitical

learning is also supported by Jennings' and Niemi's (1968b, 1974)
. : . \
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and Connell's (1972) findings. On the basis of findings of over forty
studiés conducted between 1932 and 1965, including Jennings' (1968)
study, Connell concludes that as far as the parents' influence on their
children's political learning is concerned "pair correspondence...is
persistently present but persistently weak" (p. 327). Connell further
argues that the parentél role in political socialization process does
not involve

...dlrectly molding the child's political views but, rather,

that of placing the child into a socio-political context

which resembles that of the parents. The true agents of

socialization are to be found in that context, not in the

parents themselves (Beck, 1977, p., 124).

Connell's contention implies that other agents, along.withbthe parents,
exert political influence upon the child.

The School

The school apparently plays the largest part in teach1ng
attitudes, conceptions, and beliefs about the operation of

the political system. While it can be argued that the family

contributes much to the socialization ‘that goes into basic

loyalty to the country, the school gives content, informa-.

tion, and concepts which expand and elaborate these early.

feellngs of attachment  (Hess and Torney, 1967, p. 217).

The school's political content has two facets. 0ng,deaIsw{th
politichl_socialization, a'pioéess whereby society's political norms
are transmitted to the young child}en. The second facet can be re-

€ > V | " .
ferred to as political education, a process in.which children learn
analytic skills whlch enable thém to ralse questlons and to examine
alternative answers abouc modal pol1t1cal values and trad1t1on and
to appra1se soc1eta1 1dea13~and realities (Patrlck 1977, p. 190)

The concept qf political education as used in political socializa-

tion means the transmission of societal political norms and the -

K
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appraisal of such norms, a process that may lead to rejection and to
the remaking of them (ibid., p. 192). ‘

Political education in schools provides opportunities for child-
ren to acquire political knowledge, attitudese intellectual skiils,
and political participation skills. The leﬁrning takes place in a
number of ways. Weissberg (1974, 158-167) lists fourrﬁays‘imswhich
political learning takes place in the school: explicit transmiésion of
political orientations, classroom and school sttuctur;, social mix-~ ]
ture of the school énQironment, and the impact of extracurricular act-
ivities.

A civic or social studies course is a good example of explicit
transmission of political orientation. In North America, foE example,
the central chus of a civics or aocialiscudies coufse is the de-
velppmeﬁt of democratic citizenghip. As Patrick (1977, p.fl95) points
out,

The common goal of education for good citizenship is
weighted heavily with affective concern such as promoting
interest in politics, tolerance of diversity, feeling of

" efficacy, feeling of trust in government, feelings of
patriotism, support for law and order...

The attitudinal objectives stressed in civic courses in North
Aﬁeriéa aerive from the notion of Western democracies. Dennis (1973,
182—183)‘describés the Western democ;acies As consiéfing of three
stfands.or'theﬁgs appropriate to pfe-adult social%zation.

The first'theme, which is known as pbpulan rule, or populistic

and participant democracy, is characterized by institutions such as

free ghd_frequent elections of political ieaders, universal suffrage,

and majority rule. The second theme, termed liberal or libertarian
. y
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democracy, is mainly concerned with the protection of individual and
minority‘political rights. It emphasizes the right to dissent from
majority opinion and also the right to criticize the leaders.

The third theme known as "Pluralist democracy...stresses the
maintenance of organized opposing political groups and othcr means
of expression'of political alternatives.”" The main aim of civics
courses is to provide opportunity for children to aéquife democratic
orientations, some of which consist "...of belicfs and attitudes that

' support the potentially conflicting practices of majority rule\and
the protection of 'minority r#ghts" (Patrick, 1977, p. 195). Although
civics courses are concerned with .explicit transmission of political
_material, patriotic rituals such as singing the national anthem, pledg-
ing allegiance to the flag, and subjects such as reading, language,
and art also piay an indirect role in the explicit transmission of
political content (Weissberg, 1974, pp. 158-159; Hess and Torney,
1967, pp. 121-123). | -

Classroom and school authority structdrec have political reﬁct-
cussiocs. The school authority structure proﬁides a political re-
lationsﬂip betceen the children and authority figures. Children
learn political democrach attitudes as they interact with the school
authorxtles. However, the acquisition of such democratic actitudes
only take place when the schools'and classrooms operate democratic-
a11y "Democratxcally dlsposed citizens can only develop in demo-

/,_——s\cgaelcally-orlented schools" (Welssbetg, 1974, p. 163).
Although teachers and textbooks serve as important sources of

political learning in school, children also learn from one -another.
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The social mixture of the school environment is the third.wny in
which political orientations can take place. For examplg, a school
which has a mixture of children from lower and middlé class families
appears to be a conducive environment for the lower class children
who are normally socialized into middle class children's political
attitudes (Langton, 1967).

Schools encourage children to be involved in ‘extracurricular
activities such as Boy Séouts or Girl Guides, and other clubs. It
is assumed that such clubs are organized on tﬁe basis of democratic
princ}ples. Weissberg (1974, p. 166) describes such school-sponsored
clubs as having "...elected officers, decision-making functions,
bargaining and compromise, and rules of fair play, they thus provide
a realistic introduction to democratic politics."

Peer Grougs

The third important agentlin political socialization is the
peer group "...a term used to designafe both.age-homogenequs'groups
in genefal (the peer sub-culture) and aée-homogeneous friendship
groups in particular" (Béck, 1977, p. 131). The child's (age-‘
homogeneous friendship group) peer group appears to have influence on
his political iedrning. This is.becausé,as Dawson and Prewitt (1969,
- p. 105) describe ié, a peer group is a primary group in the sense
that it is characterized by primary sécisl relationships. "Primary
groups are small, informally structured, and ch;racterized by per-’
sonal and deep emotional relationshib beﬁw?en members." .

The peer group's political influence tends to be greater in
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adolescence than in early childhood and preadolescence when the child's
political views are mainly influenced by the family and schoel. Peer
groups tend to exerﬁ influence on political efficacy and trust, pargi-
sanship and voting decision, political'information,support for system
and civil Iiberties, specific issue positions, politicization, and
participatory orientations (Silbiger, 1977, p. 182).

The Media h

Mass media, which includes everything from comic books to tele-
vision, have an impact on the children's political socialization.

However, research suggests that media influence is limited to the

child's acquisition of political knowledge rather than attitudes

PET

(Chafee, et al. 1977).
POLITICAL SOCIALIZATION IN THE CANADIAN CONTEXT

Canadian politicai socialization theo?iats are increasingly con-
cerned about the impact of the American~theoret£ci% underpinnings of
the concept of political socialization on the Canadiaﬂ egntext. The
theoretiéél perspective of the American.politicgl socialization, it is
claimed, iébpredominant in Canada. This concern has led the Canadian
p&litical theorists to conduct studies in the Canadian context and
‘attempt to aévelop a theoretical framework based on theJCanadian con-.
text (P‘;'ﬁﬁﬁﬂ#nd Whittington, 1;76, p. 1). .

Stﬁ%ﬁps szsported in Pammett's and Uhittihgton'subook (1976) re-
veal some ff%dings that contradict the American findings. For ex-

ample, American studies reveal that American children learn the basic ‘

political attitudes early (Hess and Torney, 1967; Easton and Dennis,
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1969; Stacey, 1978; Weissberg, 1974). Since the early age of the child
puts him directly under the parents' social and #ultufal influence,
the family becomes the most inflgential agent in molding the child's
basic political attitudes. >For example, it is believed by American
proponents of early political socialization that partisan preference
is learned by the time éhe child is ten years old. This means that
at this age the child identifies with a particular political party,
that of his parents. This is contrary to Canadian evidence as Pammett
and Whittington (eds. 1976, p.:26l state.
Such.Canadxan evidence exists, however, placing the learn-

ing of party identification, indeed of all political percep-

tions and cognitions, at a later place in life. Canadian

children, it has been suggested, are likely to be older than

American children when they develop a preference for a party,

and consequently such a preference is less 11kely to be the

party preference of the parents.

Studies conducted in Canada further indicate that thé develop-
' ;ent of politicai knowledge and attitudes in children seem to be ~
parallel. This means that the cyild's deveiopment af political know-
ledge is essential, for example, for the acquisition of political atti-
tudes toward a political party or object. The Canadian evidence ﬂas
implication for the.role_of the family or parents as agents of poli-
tical socialization. While American evide;ce suggeaka that the -
_child'; early politicai lea:ning is heavily influencgd by the parents,
the Canadian evidence indicates that the initial polltical learning
takes place in the second decade of the child's life and thgt‘auch
learning is mainly influenced by the peers not the parents. In the

18
necond decade of the child's life the child is no longer solely de-
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pendent on Ehe parents for cultural or social learning. It is at
this age that the child can associate or identify with his peers or

even with other adults like the teacher.
(59

The trend of the Canadian findings calls for the formulationkof
a Canadian theoreticql framework of political socialization. On the
~ other hand, the studyvof political socialization in Canada appears to
be a complex one. Historically Canada is founded by two ethnic groups
which are sometimes known as "charter groups" (Pofter, 19653. The

«+.two ethnic groups, French and British. (English, Scottish,
Welsh, Irish) are Preponderant and relations between these
groups have been a dominant theme in Canadian politicay.
These two groups are the only ones specifically recognized
in the Constitution and political-traditions...(white, et al,
197 , p. 11). :

4

Although the unitary form of government is eQident at therfeder:I
level; the political relationship becueen.the two foundiqg peoples
giQes rise to different political and cultural orientgtions. This
is because each of the-chartet groups has distinct historical and

¢

cultural backgrounds. .
This implies that the young undergo a varied form of cuitural
orientation and political socialization process. In his gtudy of
civic; education in§Canada, Hodgett's (1968, p. 13) suggests that
"young Eﬁglish and french*speaking Canadians are being raised on
sharply opperd views of our history which create entirely different
value systems for each group.” |
The problem of the oéudy of political socialization is éurther.

' compounded by the Canadian Constitution (BNA Act, 1869) which places

education under the jurisdiction of the provinces. Since the con-
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‘stitution encourages diversity rather than Bimilarity, provincial edu-
citional systems tend to transmit to the young thosc~cu1tutai‘orvpoli-
tical values and attitudes relevant to a particular local environment.
This situation imﬁlies that Canada has more than,one political cultuﬁé.
Pammett and Whittingtonb(1976, P. 2§) describe the Canadian politicgl
culture as follows: e !

“v..The media, as well as formal civics teaching in the school,
appear to be the primary agents for transferring to young people
a feeling of their political history and the common feelings and
symbols which bind them to others within the same culture. They
create a national pride, a belief in the country that forms a
bagic attachment upon which the more specific attitudinal compo-
nents of political culture can be built. ‘

It is, of course, just such a basic set of beliefs which many
observers have found to be lacking in Canada. Differences in
the focal points of loyalties (to locality, province, region,
county, not to mention the governments of these units) have been
apparent to many researchers...There is no clear consensus among
Canadian social scientists about whether Canada has one, two,
five or ten political cultures. The Bilingualism and Bicultural-
ism Commission, as well as several French-Canadian writers, =
favour the two nations view. Others divide Canada into the
standard five regions of British Columbia, the Prairies,
Ontario, Quebec, and the Atlantic provinces. Still others main-
tain that we should consider Canada as having ten political cul-
tures, corresponding to the ptovincial boundaries. Whatever
the divisions, they are deep enough to warrant the conclusion
that there is no single Canadian political culture. .

The diversified na;ufe of the Canadian poliéical cuiture has im-
plications for research in the field of polifical socialization. ,iq’
2;118 for regional or provincial stﬁdies which can cater to the local
political socializZation processﬂ}Forbes, 1976; Ullman, 1976). However,
‘the ovetall ‘picture of research in political orientation in Canada |
indicates that."...thére is very little direct tt;nlniclion of 9911-
tical ;;luel'to the children. What are transmitted...are attitudes

toward law and order and general feeliqgl toward government and people
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in authority" (White, et al, 1977, p. 116). .
Political education (which is supposed to deliberately transmit
p&litical values and attitudes) and political socializgtiqnfptocess

in general in Canada appear to be fragmented\into ten subsystems.

- /A;he Xole of the school or political education in these subsystems or

provinces is said to be minimal because the '"schools have little
conscious attempt to politicize their sFudents" (White, et al, 1977, P
1%7)3

In sum, it can be stated that political socialization in Canada
is fragmented into ten subsystems. or provinces. This situation calls
for provincial studies that can cater to local politicak{éocialization
process. Such provincial studies would h&ve implications for a theo-
retical)framework of political socialization process. They would
influence the development of a different theoretical model based on

the Canadian -experience.

THE PROBLEM

»

Research on political lo;ialization is still éonfrgnted with the.
major questioms such as’wﬁat, when, and how children learn political
material.(ﬂirsch, 1971;lRenshon, 1977; Tormey, 1976). As pointed out
in the theoretical ba;kground section, political socializatio& re-
search to date has maiﬁly been concerned with ﬁhat’the child has
leafned. This emphasis on the outcome of political learning implies
the conception of political learning as transmission, a proceaq in

which the child or learner plays a ﬁassive role.

The conception of the passive role of the child in the political
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learning process ignores the child's acquisition of values, attitudes,
beli;fa, and behavior that exiéi in the child's culture (Piaget,
1965). In political socialization in general and the development of
democratic political attitudes in particular, the child's character-
istics, especially intelligence, play an active role in the acquisi-
tion of those attitudes (Hess and Torney, 1967; Connell, 1971).

This study exp 6red the developmental process through which
children in grades four, six, eight, ten and twelve acquire democra-
tic politicalipftitudes such as anti-autﬁoritarianism, civil liber-
ties, eq{ality of rights and freedoms, good citizenship, and voting.
It is assumed that the different age levels and their associated de;
velopmental stages (Piaget's intellectual development stages) of
these children (in grades four, six, eigh;, ten and twelve) give !
‘rise to different stages of the development of the above democratic
political attitudes among them. ~

An exploration of the basic political orientations was also con-
ducted involving children in kindergarten, grades one and two. The
exploration included the children's perception of the Government, city
céuncil, political authorities such as the Prime Minister, the Queen,
Premier, judges, policeman and mayor; national symbols such as the flag
and the national anthem. Piageti! developmental model was used to
interpret the results of this study.

THE PURPOSE OF THE-STUDY
This study was designed for the following purposes:

1. To explore 3fides four, six, eight, ten and twelve children's

!
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attitudes toward demqgratic political values such as anti-authori-
tarianism, civil liberties, equality of rights and freedoms, good
citizenship and voting.

2, To explore kindergarten, grades one and two chiidren's basic
political orientatioﬁs such as the perception of the government, cify
council, political authorities such as the Prime Minister, Queen,
Premier, judge, policeman and mayor; national symPols, namely the
flag and anthem. Y Y

3. To analyze and explain'the children's feelings toward demo-
cratic values and the basic political orientations in relation to
Piaget's developmental model.

2 j} RESEARCH QUESTIONS.

This study was concerned with the following questions:

l. What do children in kindergarten, gradesone and two perceive
of the gdvernment, city council, political authorities apd natibnal
symbolsg?

2. Will the kindergarten; grades one and two children's per-
ception of the government, city council, political authorities and
national symbols reflect Piaget's‘stages of development?

3. What do-children in gfgdés four, six, eight, ten and twelve
feel about selected‘democratic politicgi values? ” 

4. Will the children's different age levels give rise to differ-
ent feelings toward democratic political values.

5. Will the grades four, six, eight,.ten and twelve children's



30
pattern of democratic political attitudes reflect Piaget's stages
of development?

ASSUMPTIONS

This study was based on the following assumptions:

1. Piaget's stages of intellectual‘and attitudinal de@elopment
provide é sound theoretical base of analysis and of understanding
the develo;mental'process of dechratic political attitudes and the
basic political orientations in children.

2. (a) The school, familf, peer groups, and mass media piay an
important role in the g&ildren's political orientations.

(b) The child pfays an active as opposed to passive role in
the political learning pfocess;

3. Kipdergarten, elementary and high schooi children are at
different stages of intellectual development.according to Piaget's
model. |

4. Oppenheim's and Torney's ahﬁitudinal questionnaires and open-
énded interviews‘indicate dgvelopmentai patterns of the development
“of political attitudes and perception in children.

5. There is a relationship between the children's levels of
‘support and Perception of the democratic values..

NEED FOR THE STUDY

Political socialization is a young discifline. The first book
(Byman, 1959) was_ppblibhedbjust about two decades ago. The publica-
tion of this book gave rise to studies which have éonc;ntrated on what
and how the child is oriented politicélly. -

One of the areas researchers of political socialization have paid
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special attention to is the develoﬁment of political attitudes in
_children, Some of the studies have specifically dealt with the de-
velopment of Qemocratic political attitudes (e.g.'Hess an& Torney,
1967; Dennis, 1973; and Torney, 1976). The questions concerning what
feeliggs children have toward democratic values and when and how they
‘.acquire such feelings or attitudes is still facing researcherg and
educators (Hess and Torney, 1967; Torney, 1976; Renshon (ed.), 1977).

;fhére is a growing tendency among researchers of political social-
ization-té'study the child's political dttitudes sepafately'(from
political knowledge). Tﬁis_tendency is based .on the assumption thaf
political "knowledge and attit#des may.develop both'separétely'and
together, in ways that are isolated or integrated to Vatyingvdeéreesv
(Oppenheim and Torney, 1974, p. 18). Referfing specificﬁlly to thé
children's development of democratic political attitudes, Oppenheim
and quney further state that there is a need for democratic étti-
tudes to be measured separaﬁéiy "...partl& because’chilaren's atti-
tu&es in this sphere so‘often develop when theig k;owiedge is as yet
rudimentary..." (1974, p. 13). |

There is a need for a systematic study of the children's (éle-

- mentary and high school grade levels) development of poiiticgl atti-
tudes-or specifically democrétic political attitudes in order to de;
termine devglopmental.pétterps which c;n provide an insight into the
contents of the childfen's political or demodratic attitudes at var;_ //
“ious grades br age levels.(Hess éﬁd Tormey, 1967;TTorney, 1976; Beck, |
1977). An interpre;ation‘of'such developmental patterns in terms of -

Piaget's developmental model would indicate relationshifs between the -
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children'S'contents of political or democrag?é attitudes and their
levels of intellectual development (Slmpson,\19;; Friedman,. 1977)
fhis will further provide an insight into the reason why ch11dren at
~ various age levels have different political perceptions or attitudea
toward democratic values.

- This insight can be useful for classroom teachers in their pre-
paxation of social atudies instrﬁ%tional marerial aimed at helping
children to deveiop democratic poiitical attitudes, Curriculum
developers ;ho are involved in social studies program planning can
also benefit f;om this insight into the children's developmental pro-.
.cess of democratic attitudes and the baaic political orrenrations.

Furthermore; the needlfor this study stems from certain assump-
tions which underlie the Social Studies Program in Alberta. The em-
hasxs on the affective domaln in thls program is partly aimed at
helping children to acquire democratic political attitudes (1978

Albertg}oc ial Studies Curriculum) . ) ]

The researcher s interest in p011t1ca1 eduéat1on, or the de~
Pugeh
velopment of democratic political attltudes and basic p011t1ca1 or1enta—
tions in ch11dren, is also a motlve behxnd th1s study.
- LIMITATIONS

'S

The proposed paper-and-penc11 survey used as a technlque to ex-
plore the developmental trend of democratic polltxcal attltudes had
two important limitations. ' This type of survey,whzch is character-

ited by fixed-choice questionnaires,assumes that _ 3



...the universe of discourse in a particular area is already
mapped out, and the meaning of differences among response
- alternatives well understood. In the absence of such know-
ledge, difficulties regarding the range and interpretation
.of responses are likely to ensure .(Renshon, 1977, p. 10).
~ Another limitation of this study was that it used the same ques=-
tionnaires or scales for children of varied age levels. It was noticed
that some of the questions appeared to be too difficult for the younger °

children or too easy for the older ones. Attempts were made to mini-

mize this problem (Chapter III).-

DEFINITION OF TERMS
For the purpose of this study the following terms are used as
defined.

Political Socialization:

’

is a process ﬁhereby thi.iagii&, séhool, peer group, an&
» media transmit/to children the societ&'é political norms
(Patrick, 1977, p. 190; and Weigsberg, 1974, pp. 150-168).-

Political Education:

e

involves ﬁhe school's:trgnamisiion;of the society's poil;ic#l h
- norms or‘t:aaitioﬁé to ;he-childreﬁ.' It also me#né that child- "
ren critically éthiﬁe the political nofma and appraise the. gap
between the societal idealk:épﬁ réaiities (PAtrick; 1977; p;

190) . | | -

 Democratic citizenship values:

" are values which includq active political‘pgrticiphtion, obed-
‘ . . / . ' o :
ience to the law, loyalty, interest in fellow citizens, voting

(Oppenheim and Tormey, 1974, p. 22). - ',. ' >
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Egalitarian or democratic values:

are civil liberties, anti~authoritarianism, equalityof,rigﬁts
and freedoms, good citizenship, voting (Ibid., p. 21). The
children's attitudes toward these values are -explored in this

study.

Democratic political @¢tjtudes:

are attitudes towas;—ﬂémocratic values mentioned above.

&

Political culture:

"...is composed of the attith&es, beliefs, emotions and
values of society that relate to the political system and
to political issues" (Ball, 1977, p. 52).

o e

" SUMMARY

"Political socialization is a concept with many aefinitioné. How-
ever, a number of defiﬁitiongnwiAely used appear to emphaéize the notion
of transmission. Political socializafion‘involvés,a prpcess'b& which
society transmits political-v#lues, attitudes, beliefs, and b;haviors

1}to'the’youngerxgeneration. 'Although'tﬁis congeption of political
socialization aséﬁmes a passive rolg of children in the'procesé of
political transmission, it is 3136 argued that the child's biological
chara;tefistics,'psychic ﬁakeup 6r‘pér§onality_£;;its, and matura;
tional_cbﬁditiqns enable ;he child‘asjfhe learner to pIgy'aq active
role as a creator, initi;;or; and'rgceptor in the poliéical_learhing
proéess. ' The faqily,’séhooli\peér group, and media are important .

‘sources of the child's politial learning.
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CHAPTER II

RELATED LITERATURE
INTRODUCTION

The first section discusses Piaget's model of development ﬁhlch
is intended to be used to explain the findings in the next chapter.
The application of Piaget's theorylin political socialization is ex-
Plained in the second section. The purpose of this section is to re-
viey'studies of political socialization and’show how the findings of
these studies have been interpreted'in terms of Piaget's theory of
intellectual development. The thlré section is a renied of etudies
on democratic political attitudes. This section intends to preeent a.
general picture of what is known about the children's development of
democratic political attitudes. |

APIAGET'S STAGES OF INTELLECTUAL DEVELOPMENT

Plaget 8 theory of eequenthl 1nte11ectua1 development is based,
on two pr1nc1p1es which have been postulated by Piaget hlmself
Piaget (Ginsburg and Opper, 1969 pp. 6-7) states that a human being
is born with two basic tendencles. The first is organization which
refers to tﬁe tendency which enables a human being tolsystematize or
lorgenize hie processes into coherent systems. The second principle
states that .a human being has xnnate tendencies to ;_gpt to the
env1ronment. _The tendency of adaptatlon involves two complementary

processes: assimilation and accommodation.” "Assimilation involves

the person's dealing with the environment in terms of his structnres,
. \ : . . ° N +
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while accommodation involves the transformation of his structures in
resﬁonse to the environment." (Ibid., P. 19). The two basic tenden-
cies of organization -and adaptation together constitute congnitive

sffﬁctures or schemata which enable a child to differentiate between

: |
experiences and also to make generalizations from one experience to

another.

On the basis of his studies on children's intellectual develop-
ment, Piaget believes that younger children have innate cognitive
. tendencies (organization and adaptation). It is therefore the responsi-
'bility of the adult to Provide a conducive environment in which the
children themselves can develop these.tendencies into cognitive struc-
tures, or schemata.

The development of the cognitive structure involves a process
which includes four stages: these are’ the sensorimotor stage; the pre-
operational stage; the éoncrete operational stage; and the formal '
stage. Piaget believes that these stages are characterized by

...first...integrated wholes which differ qualitatively,

not just quantitatively; second, each new stage is an in- ‘
/ tegration, and replacement,.of the prior one; third, it is.
the product, not of passive cultural transmission, but of
active cognitive synthesis or the individual part; and,

fourth, the stages occur in sequence which is the same for
all individuals no matter their cultural background (Simpson,

1977, p. 368). ‘

Sensorimotor Stage

Piaget's first stage of intellectual develo ment is termed as

sensorimotor. An infant up to two years of agé/fs in this stage. The
s " ' . L3

infant uses his senses and motor skills to interact with the environ-

ment. The sensorimotor is further divided into six stages.
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In stage one the newborn uses his reflexes for interaction with

his environment. For example, the first thing the infant experiences

is ﬁhe search and recognition of the nipple.

In stage two the infant develops the motor co-ordination to en-
able him, for example, to briﬁg his hand'to the mouth, which Piaget
terms as ''the primary circular reactions." The infant also begins
to learn how to anticipate future events. He also attempts(to imi-
tate models but in a primitive way. At this stage, the infant lacks
" a mature objeé; concept.

In stage three the infant is gtill immature but he begins to
learn behavior and interest which are applicable beyond his body.
Piaget states that at this st;ge the Lnfant learndﬁa number of thlngs.

1. The infant develops secondary c1rcu1ar reactions. By chance,

he discovers an interesting environmental event and attempts
to rediscover the actions which produced it.

2. The infant shows pre11m1nary indications of c1ass1f1cat1on
or meaning.,.

3. The infant's imitation is now mére systematic and precise.
He is fairly successful at imitation of models, but only
when familiar patterns of behavior are involved.

4. The infant makes considerable progress toward attainment

of the object concept. (Ginsburg and Opper, 1969, p. 67).

In stage four the infant's learned behavior is increasingly and
systematically organized. He can formulate a goal in mind and uses
one scheme to enable him to attain that goal. Piaget conceives of
this behavior as purposive and therefore intelligent. In this stage
the infant is able,tovrecognize the existence of relationships among

objects. As he interacts with his environment he develops the ability

to anticipate future events which are not associated with his own

M <%
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actions or behavior. Lastly, it is du;ing this stage that fhe infant
is able to\imikate novel behavior models.

In stage five the infant reaches thé final stage of the sensori-
motor. According to Piaget the infant's ability to imitate and.to
produce new behavio} and eveﬂts;is further developed. The_infant's
object concept is also more advanced. |

In the sixth stage the infanE has reached a stage‘in which he
is able to form mental presentations of models or objects. Develop-
men%ally,'he begins to use mental images rather than physical con-
tact as he interacts with his social and physical environment. The ’
infant's mental development becomes crucial when hé'enters the next
two major stages (operational and formal stages) of intellectu;l de-
velopment. As the infnnt gr&ws his social and ph&sical environmént
expands.and his inferaééipg gith tﬁem becoﬁe more and more pomélex.

Such complex interaction~dém§nds a great deal of intellectual skill

and knowledge.

Preoperational Stage (2 - 7 years)

In the period’ffom two to seven years, the child undergoes an
_iémportant proce;s in the development'df mental symbol; by imitation.
&he child develops a capacity to form m;ntal-symbols which repre-
sent things or events wﬁ%ch are not visible. What seems to be cru-
cial at this period is that.the child's "Mastery of symbols perniis
mental mnnipul;tion of afmbols and objectives" (Biehler, 1974, p.
118). |

In the same period,.the child begins to learn spéech. Piaget
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states the child's language at this intellectual development period

is egocentric.

Piaget believes that one of the most distinctive features
of the speech and thought of young children is that it is
primary egocentric; that is, the child is unable to take into
account another person™ point of view. He interprets words
and uses them in terms of his own experience, not yet grasp-
ing the possibility that the other children or adults who have
had different experiences may have different conceptions (Ibid..

p. 115).
~,Another intellectual characteristic of the preoperational child

(between 2 - 7 years) reveals his inability to concentrate (mentally)
on more than o;e object or event at a time. This tendency has an
impact on his reasoning ability. This is confirmed by Piaget's ex-
periment on the principle of conservation - "the idea that mass, or
substance, does not change when the shape or appearance of an object
is transformed” (Ibid., p. 116). In this experiment the child in-
dicated a lack of uhderstanding of the principle of conservation.

To summarize, Piaget believes that at this intellectud{ develop-

ment period .the child reveals the following intellectual character-

istics which are of an egocentric nature:

1. . The child's mental ability allows him to handle a
situation or an objective at a time. He cannot mentally
deal with more than one event or situation simultaneously.

2, The child's language is egocentric. For example, the
child's intellectual ability does not enable him to deal
with the other point of view as well as his own simul-
taneously. He tends to concentrate on his own ﬁqint of

view.

3. In case ogfqpplying for example, the rules of: the
games, "the young child fails to consider both his own
interests and the needs of others" (Ginsburg and Opper,

1969, p. 115). | .

4. . The child imitates a person whom he respects or ad-’ <
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mires for he wants to be.adnfired too. _ ' N
~ 5. .As far as the child's moral judgment is concerned, - R
Piaget indicates that "...the child cannot consider
both degree of damagé and intention, and he basis his
judgment entirely on the former" (Ibid., p. 115).

6. In case of reasonxng the child reasons about thxngo
on the basis of his memory of what happened in the past.
This is contrary to the mature person's deductive

reanonxnc.

Concrete Operational Stggg(? - 11 13.:.)

The growing chzlﬁkbetwuen the age of 7 - 12 years, comes iato

contact with more socig]l institutions as well as points /of view which
) ’

~ are contrary to his own. Ac;o:ding to Pingeﬁ, within this period
the child's cho@ght undergoes n‘prdceas of decentration. Decent-
ration is the ability which cnabfés a child t mentali&'concen-
trate on two or more'ide;c, experiences, or eyents aihultanebusly."‘
Children lack this abilit; in‘th. sengorimotor and asbéént:icAberiods
The child acquires other intelleétuﬁl'éharacteriatics:

1. As far as his speech is cohcotned he is able to ex-
press himgelf: as well as anticipate the lxstenet re-
sponse. i ‘ _

2. . When the child i# involved in games, his behavior is
no longer egocenttic. He can now’conqidgr both his
interests and other's interest. This is fulfilled by
following the rules of the game and wxllxngne-o to
Intually -odify them.” : _

3.  In woral judgment the chxld can now examine and de-
termine the tel.txoncth Between the outcomes of his

" or another person's bchavjpr and their intent - cause
- and effect.
\ " | ‘A‘ T . ‘ .

4. In this period Piaget feels that the child's reason-
ing power has developed to the extent that he is sble to
deal with complex problems or situations. Given differ-
ent situations, events or ideas, the child -can detetiine

. their diffcrencel ‘and oxnilarxtxcs ~among them. -

B . -
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Biehler (1974, P. 118) summarizes the concrete operational per-
iy s v v P‘d/
iod by stating that at this stage the child acquires an )

Ab111ty to conserve, decenter and reverse but ogﬂy ‘with re- ae
ference to concrete objects. Capacity to mentally manipulate At
concrete experiences that previously had to be physically mani- 5
pulated. Ability to deal with operations - interiorized actions
involving reveraxbxlxty - but not abxlxty to generalize beyond %y
the actual experience. )

The Formal Operational Stage (12, years and over)

At this age Piaget thinks that the child has reached an advanced
stasé:of cognitive development or . high‘degtee of equilibrium-of
mental operations. When the adolescént faces a- scientific b%q?lemfhe
is now‘gblertg approach the problem systematically. He explorégieveral
possibilities which he thinks will serve as a solution to the pr&blem.
Piaget fhinks Ehai in this stage the adolescent is éngaged in hygo-
thetical analysis. He attempts to determine a hypothesis which will
enable h1m to generate data. from whxch a solution to hxs problem may
emerge. The hypothe;xcal apalysis, in fact, is a process ﬂh which ;
the adolescent generates alternatives which can serve as possible
solutions to hil problgm. He makes decisions upon the alte;native
solution ﬁhigh he thinks ig more relevant to his érqblem.” The form—.
ulated hypothesis is then experimentélly tested to provide the adoles-
cent a scientific concIu;ion or solution to his’problen. Piagé%fp
experiment also shows that given the conclusion, the adolestent an
reason about it in ofdet to éencrlte new interpretatioﬁaj

In sum, the adolescent's mental or thought characteristics are

as follows:
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One is that the adolescent's system of mental operations has
reached a high degree of equilibrium. This means...that the
adolescent 's thought is flexible and effective. He can deal
efficiently with the complex problems of reason. Another major
theme is that the adolescent can imagine the many possibilities
inherent in a situation...the adolescent can transcend the imme-
diate here and now. He can compensate mentally for transforma-
tions in reality...(Ginsburg and Opper, 1969, p. 181).

Summasz

Piaget's four developmental stages - sensorimotor, preoperational,

concrete operational, and formal operational are summarized by ‘Biehler

(1974, p. 118, Table 3-2).

|

(

Stages (or Periods) of Intellectual Development
. 4as Described by Piaget

Name of stage and age ‘range

-

Description

Sensorimotor
(birth to 2 years)

Preoperational
(2 - 7 years)

Coﬁc;ete operational
(7 - 11 years)

t

7
"
i

Formal operatiomal
(1] years and above)

Learning about properties of things
through senses and motor activity,
Eventual development of new ways of
dealing with situations.

Mastery of symbols permits mental manipu-
lation of symbols and objects. Acquisiton
of language that is egocentric--words have
a unique meaning to each.child, which
limits ability to ¢onsider others' points
of view. Gradual acquisition of ability
to decenter (think of more than one qual-~

ity at a time) and understand conservation.

Ability to conserve, decentegg and re-
verse but only with reference*
objects. Capacity to mental WRipulate
concrete experiences that previously had

to be physically manipulated. Ability to
deal with operations--interiorized actions

involving reversibility-=but no ability to

generalize beyond actaal experience.

Ability to deal with things not present
and with abstractions. More interested in
possibilities than realities, capable of
imagining various future alternatives and

of devgloping hypotheses.

pconcrete

e
<

e S
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Piaget's Attitudinal Stages

Piaget (1965) was also interested in fhe children's attitudes
towards the origin of fﬁles of the game as well as their feélings
about the breach of sﬁch rules. He questioned the children to
determine wﬁether the'children thought the rules of the game could
be changed and where they originated. Piaget's investigation,
based on this question,reveals that the child's attitudinal de-

" velopment consists of two major stages.

The first stage, approximately,bsfarts fromifour to five
years to abqut nine to ten years. At this initiél stage Piaget
feels that.the child thinks that the game originated from én
authority or adults. He regards the rules of the gaﬁe

.. .88 sacre& and untouchable, eminating from adults and

lasting forever. Every suggested alteration strikes the

child as transgression. (Piaget, 1955, p. 18)

The child's attitude towards the rules reflects his general atti-
tpde towards the adults. Accofding to Piaget the child at this *
stage fespects adults, particularly those whom he admires--for
example, parents and teachers. He sincerely respects the parents'
and teachers' commands or orders which appear to him as'sgcred.
(Ibid., p. 19) |

On the other hand, when the child reaches about the age of
six he‘tends;td accept chahges {nfroducgd to the rules. But his
acéeptance of such chaﬁges is Aue fo his lack of ﬁnderstanding'of

‘the rules. He does not appreéiate the reasons for the changes
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involved.

The second major stage starts at about ten or eleven years.
Piaget indicates that at this stage the child's consciousness of

the rﬁleé‘is transformed.

...the rule of the game appears to the child no longer as
an external law, sacred insofar as it has been laid down
by adults; but as the outcome of a free decision and
worthy of respect in the measure that it has enlisted
mutual consent. (Ibid., p. 57)

Furthermore, at this stage of attitudinal develd}ment the child
allows or accepts changes in rules but on the basis of majority

vote.

...Thus. democracy follows on theocrac& and gerontocracy: "
there are no more crimes of opinion, but only breaches in
procedure. All opinions are tolerated ‘so long as their
protagonists urge their acceptance by legal methods. Of
course some opinions~are more reasonable than others.

Among the new rules that may be proposed, there are inno-
vations worthy of acceptance because they will add to the

interest of the game. (Ibid., p. 57)

APPLICATION OF PIAGET'S DEVELOPMENTAL MODEL
IN POLITICAL SOCIALIZATION
A review of literature\on the application of Piaget's cognitiye

_Eheofy in politfcal socialization reveals that on1§ fouf studies

(Adelson and 0'Neil, 1966; Adelson, et al, 1969; Tapp and Levine,

19fb, and Connell, 1971) have aﬁplied this theory to explain the -

children's political learning. Examining the findings of these studies

in relation to Piaget's (1965; Inhelder and Piaget, 19582.findings,

one notices agr?ement. This agreement is reflected on, as Friedman

(1977, p. 353) indicates,"...the change in children's political think-

ing from concrete, absolutist, restrictive. and authoritarian to com-

plex, bh;losophic, and social." |

i
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Adelson and O'Neil (1966) explored political‘deﬁelopment trends
in 11, 13, 15 and 18 year-olds. Bésed on a hypothetical community,
the youngsters were interviewed on various political topihs and ‘con-
cepts. Political topics included political authority of the commun-
ity, the reciprocal obligations of citizens and states, conception
of law and justice. Concepts such as '"government", "community", R
and "society'" were also dealt with in the study. These researchers
found political developmental trends as their conclusion indicates.

Younger children, particularly those below 15...concept-
ualize government in terms of specific and tangible services

...younger adolescents are usually insensitive to indivi-

dual liberties, and opt for authoritarian solutions to poli-

tical problems--at the same time, they are-unable to achieve

a differentiated view of the social order, and thus cannot

grasp_the legitimate claims of the community upon the citi-
zen. (p. 295)

Adelspn et al- (1969) studied the development of the idea of

|
4

law among 11, 13, 15;§nd,18 year-olds. Adelson and his colleaghesi\
findings réveal‘fﬁhi.younger adolescénts (11, 13 year olds) tend té
regard law in absolutistic terms, and that laws are made by adultsg
as authority and they cannot be changed. vHowever,_later in adoles-
cence the youngsters acquire a differemt view of law. The researcﬁers .
.ihink that a significant change occurs between 13 and 15 years. |
| Level 6f discourse shifts from concrete to abstract;ra‘
restrictive emphasis is replaced by a stress on the posi-
tive aims of law: a conception of amendment is increasingly

present in the later years, as is an emphasis on the intra-
psychic effects of law. (p. 327)

Tapp and Levine (1970) were concerned with the middle school :_
preadolescents' development of legal rule systems. The authors
found changing perceptions of concepts such as authority figures,:

rules -and punishment. Such changes in the perception of Tule. cor--

N -

~
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responded with the children's age levels, which reflected a de-

velopmental trend [Ftiedﬁan, 1977, p. 353).

Connell (1971) studled Australian chlldten 's pol1t1ca1 be-
liefs, att1tudes ‘and values. Using ch11dren from 5 to 16 years
of age, Connell investigated the children's developmental per-
ception and attitﬁdes toward tﬁeir community (the beginning of
+ politics) political figures, politica} order--the idea of politi-
cal hierarchy, and party choice and ideology.

Connell'ijfindings show that the children's perception and
attitudes toward the five political orientations vary according
to age levels. The findings further suggést that at the age of }
5 (up to 6) the chlld's soc1a1 experience is 11mlé;;:%o the im-
mediate environment and the'family. 'As the child cognltlvely
ﬁatures, atvthe age of 7, his mastery of the political world ex-
pands. At this.stage he is familiar with important political
‘figures such as the Queen, Prime Minister, and the leader of the
opposition party. )

Connell emphasizes that a child's change in political
~érientations-;from his relationship with his family to his recégfl
nition. of the 1mportant pol1t1cal flgures--xs gradual. The'grad-
ual change in pol1t1cal orientations appears to be. more rap1d
around the ages of 10 and 11. To thlsztffect however, Connell
belxeves that "...we may speak of the last years of primary school

as thé period of const:uction of the political or@er," (p. 38) or

.recognition of, for example, political hierarchy in ‘the gqveran



|
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ment and;thqppoliticél parfi¢$. 

The developmental process 'from the S year old's.;.cb}lec-
tion of bits about imbortant people, ‘to the ié yearvold;s know-
ledge of an intricately organized politital‘world" tp. 35) that
- Connell found in his casual interviews with the children was'
explained in terms of Piaget's developméntal theory. . Connell
(p. 231) concluded that his subjects fe{d into four stages in
the déveiopment of political b@lief ‘(which correspond with

Piaget's stages of intellectudi devglppment.)

. e

o4 w
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Interpretations Stances
1} . .
| s ..
Stage +  Characteristics Stage Characteristics
1. Intuitive Confusion of poli-
thinking tical and non-poli-!
. tical material; wild
leaps in narrative .
and’ argument; ' Most Judgments'b
- ad hoc, unquali-
fantasy ‘ fied, not .con
1. Politics : .’ '
: - and ' sistant.
Disappearance of roblem-’iA few stable
. fantasy; identifi- gtié attitudes formed
2. Primitive cation of a dis- ' . under adult in-
realism tinct political _struction
world at a remove '
from the self;
appearance of
task pool.
£ !
piviion of task (1) (a) Position
_ pool; expansion " a  1S0- taken on
3. Sgg:t;;c of concrete detail _“E;Iated issues;
. g . about politics; ‘ stances prefer-
political ion of th 2 1i-
order ‘ perc?pt1on of the . polis ences ex-
, . multiple relation- tics | pressed
" ships among poli- pro- .
. : f -
tical actors. blem- b) A}terna
. . . tive ac-
- aticy tions con-
. Use of abstract 119 : dered
4. Ideologi- terms in politi- (i1 sioere
* ' inter- | and some-
cal . cal argument; l ti
‘thinking ' conceptions of con- nes
‘ societies and nected undex-
PN Istances | taken.
politics as a - T
whole .
«! - ideologies
7 i

Stages in the development of political belief.
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RESEARCH ON THE DEVELOPMENT OF DEMOCRATIC POLITICéL ATTITUDES

The_Familx

" As indicated in the theoretical baekground-section, the family

plays an 1mport%25 role in pOllthll socxc _zatlon. The fam11y un1t
particularly the parents, are 1nquved in éhe socialization of p011—
tical perception, attitudes, and valudkvxn three ways: they transmit
political attitudes and knopledge; they preeent examples to be imi-
tated by their children; they provide political experienge which later
children can generalize to political objects.

The influence of the family in political'socialization, the de-
velopment of political attitudes, was.studied by Hees and Torney (1967).

-Using ;rade two to eight ehildren, Hess and Torney explored attitudi-
nal similarities among siblinge and the children's perception of
family power etructpre'in f;lation to certain politiéal variables.

The. researchers'findings revealed that."similsrities'among child-
ren in the same family are confined to partisanship and related atti-
tudes" (P. 98) such as voting behavior. The family -enforces support
for censensually held political attitudes rather than te inculcate“’
idiosyncratic pblitﬁcal ettitﬁdes.

.On the‘basis_et two majot dimensiohs which order relationships

in the family; attachment or suppbrt and power and control, a factor

analysls of correlat1on between the scale rat1ngs of fam11y and non-

-
7

- family flgures (the Pre31dent and the pol1ceman) was performed. The

~

authors report’ that

An affect or attachment appeared clearly for tatlngs of the
father...similar item groupings appeared in the correlation of
scales for the President and the policeman. - The child appar- .
ently learns to judge family members along these two d1mena1ons



50

of relationship into percept1on of his relationships with fig-
ures of the larger polltlcal system (p. 99).

Hess and Torney's data further indicate that a child who has a
strong father in the family tends to be more attached to institutions
and figures (the president and the policeman) .of political systems
thén'a child whose father is weak. Also, a child who perceives his
father as powerful tends fo be more iﬂformed and interested in politi-
cal matﬁers, has a sense of political efficacy, paréicipates in politi-~
cal discussion and activities, and has a concern for political issues.
This is not true for a chilé whose family is dominated by the mothef.

Examining grade two children in relation to their perception and
attitudes toward political figurés and institutions, Hess and Torney
noted that these children had already acquiredrfhé basic political
orienttions such as attachment to the President and the policeman,.and
lo&alty to the n#tion and government. The authors concluded tha;ithe,
children had acquired these basic political attitudes frqm their par-
ents. |

Almond gud Verba (1965) studied adults' participation in political
activities in relation to participation”in family decisioﬁ-making;. They
fouﬂd that citizens who reCélIed’haviﬁg participated in family decision-
‘making appearéd to be more active in politiés than those who reﬁembéred
vbeing*passive in the family's decisian-making process.

In the most comprehenslve study, Jennlugs and N1em1 (1974)
Finvestzgated high school senlors' partisan prefereuces. The data shoued
that thé hightschbol seniofb_bésicallylahﬁre&'their parents' partisan
'prefereﬁce§¢ This conclusion is in agregmgnt with earlier findings

-
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obtained by Campbell, et al. (1954) using high school students. McCiohk;
and Dahlgren -(1959) used high school students, and university students
were the subjects for Flacks (1960). ‘

In sum, these major studies, espec1311y thope done by Hess and
Torney; Jennings and Niemi and others, summarized by Hyman (already/re—
ferred to in the theoretical background section) suggest that the fam11y
unit, especially thé¢ parents, exert influence on their chxldren 8 spe-
cific political orientations. These orientations include the acquisi-
tion of basic political Aloyalties and respect for constituted author-
ity, party loyalty of the parents, and political interest and partici-

~

pation. . _ . A

The School
Hess and Torney, quoted ear11er,c1a1m that '"the school plays the
largest part in teaching.attitudes, conceptions, and beliefs about the
operation of the political system." This claim, in fact, is supported
' by other researchers of political soc1a11zat10ns such as Patrxck (1977);
‘Dawson and Prewitt (1969); and Hirsch, 1971. According to Hirsch (1971,
p. 7), as far as political socxalxzatxon is concerned, ’
The school operates as both a manifest and a latent form
of transmission. It is manifest when it socializes dlrectly
through . classroom instruction, class rxtuals, and ceremonies,
such as pledging allegiance to the flag, szngzng patriotic
- songs and celebrating patriotic holidays. It is latent when it
socializes role behavior within the school stricture which may
be transferred to other behavior outside the school.
On the basis of the above quotation, research or the impact of
school on. political socialization can be organized in five eategories

(Weissberg, 1974, pp. 153—166 and Beck, 1977, p. 128) or contexta in

thch children acquxre p011t1ca1 or1entations.( The development of
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democratic po}itical attitudes is dealt with under these five categor—
‘ies: explicjt transmission of political orientation; the teacher's
contribution as individuals; extracurricular actiyities;_peer«group
environment in the school; and the classroom and school authority

structure. .
. \ T~
Explicit Transmission of Political Orientation '

LAngton andfjennings (1968) studied the effect of # ttaditionalx
civic course which emphasized history‘apd the more politically
oriented "Problems of American Democracy" course on high school child-
ren.° The former was more or less descriptive wﬁile the lattér dealt |
with éontroversial issues aimed at helping children to develop demo-
cratic political attitudes, some of which were interest in politics,
political efficacy, poiiticai participation, and support for civic

°

tolerance.

The data collected-ogp the basis of national bigh school stgdent§
in the United Séétes showed that the new "Problem of American Demo-
cracy" course did not attain the objectives intended—the acquisition
of the above listed democratic atsitﬁd;s. Nor did the history course

’

have an impact on the students' democratic aititudgs,
On the othet‘hﬁnd, surprisi;g{y, the civié ;oﬁfae had nﬂ,iipact

on the black students. Aﬂaiyziég the data from biack'gtuﬂents,'Langton

and Jennings noted thas tﬁesetsﬁudents tended to increase tﬁein’poli-

tical knowledge, their sense of political gfficncy and support for

S _ p L . _ ,
civic tolerance. However, their political cynicism remained un- Va "F

+ changed regardless of the ﬁunbér of civic courses taken.



The authors attempted to explain the negative effect of the civic |
* course on the white éhildren and the positive effect on Ehe black
_children in‘thfms'df "redundancy theory". Most of /the white children
came from middle class families wﬁile'a large number of black children
came from low;r class families. Langton and~Jennings suggest that the
;nformation presented in civic courses appeared to be redundant for the
white chiidren. The researchers think that middle class fathers and .
mothers who are sgppoged to be knowledgeable about politics, talk about
olitics with their children. These parents become important sources
nformation. ' This is also confirmed by Hess' and Torney's
study (1967). - As Weissburg (1974, p. 162) comments

...by the time most white students reach eieventh-or twelfth-

grade civics, they have had sufficient contact with (political)

material to make a second version iﬂeffectugl\in producing
_change. (brackets mine).

However, for the black children the teacher, or civic -education,
o 4

served as an important source of political learning. The black stu-

dents acquisition of political knowledge and attitudes essentially takes

place during civic instructions in the classroom. Hiraqh‘s (1971) study

on the black children's paiitical socialization reveals ‘the same pheno-

o

menon.

Torney (1976) explored the development of dechratic political
attitudes among 10, 14, and 17 year old children in ten different
.houﬁirieq (U.S.A., England, Israel, Italy, F.R. Getﬁ;ny, The ngther-

lands, Finland, ﬁQV Zealand, Ireland, Sweden, Iran). Tbrnqy‘alfaﬁona'-’

study titled civic Education in Ten Countries, was concerned with the

measurement of the'thildren's political attitudes and values (affect-

_ ive domain).
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The researcher examined civic educetion programs or documents
from the ten countries. The content enslys;s of the cognxtxve domein
in every country eppesred to stress the teechxng of knowledge about
the structure of national government “and its function. The content
analysis of the affective domain showed that there was a common core
of basic values emphasized in all ten countr1es. Oppenhei- and Torney-v
(1974, p. 17)* state that ‘ \ |
This common core consisted of the political ideology of |

demacracy (equality and civil liberties, tolerance of diver-
sity, majority rule, and non-violent conflict resolutions)

and citizenship valye#s (such as informed partxcxpstxon),
being law-ab::;334/£:terest in welfare of fellov citizens,
love of coun
‘On ‘the basis of the two aspects of democratic p011t1ce1 values--
poixtxcsl 1deology of denocrscy and cxtxzendhxp vsluel-—Oppenhexm and
Torney developed attitudinal scales to explore the 10, 14, snd 17 4
year olds attitudes toward these values. Torney 8 (1976) study whxch . ;
used these attitudxnsl scales revesls that the nelor1ty of chxldren
tended to indicate cousxq’rsble support for democratic political
values. “However, Torney has also ohserved that ch11dren in any country
failed to excel o; all messured outcomes of czvic educetion (p. 329)",
Zellman and-$ears (1971) studied the developnent of childrén's
" support tor one of the. fundamental democratic. vsiues; the right of .
free speech (Veissburg, 1974, p. 122) Explorzng the develop-snt of /”/
this .democratic vllue e-ong aine through fourteen year oldHSscre-edto,
Celiforuis ch;ldren. Zelllﬂn and Seere touad that 60 percent of their _

2 )

4

Oppenhei- A. N..saijmorney, . ] { )
Civic Attitudes in Different Nations.
The attitudinal scales discussed in the instruleatetion i.ction sre

reported in this -pnogreph ’

. . . ©
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subjects fully supported the right of free speech;'ls perceﬁt did not
believe in.fr;: speech, while 25 peréent re3ponded~iifh "don't kﬁow."
At the most generalAlevel,-ZZTInaafs and Sear's stﬁdy-indicates
that youﬁg children tend to show willingneasvto extend the right of
free speegh'to supborteraqof unpopular causes, Seven o;‘ten Sacremento,
9alifoFPia.children agreed yitﬁ;the statement that "People who hate
our way of life shOuid@gFill have a‘bhaan Eq talk and be heard."
However, when the prinéiple of freedom of speech was applied‘to spe-
v

cific persqhs or events, most children did not support this principle.

R B A - R
For example, from 50 to ﬁO percent of Zellman's and Sear's subjeéts

" v
expxpgsed 1ntol rance to. statenents or questions such as "Should a

ist’ be allogé‘h‘i . 8peech in this c1ty say1ng that -Com-

;mun?sm is good?" "Should tiﬁ‘s Mf v}b wants to help the Vietcong be

ab ) to buy txme on telev1s1ou go ﬁﬁke a speech?" "Should the police
4

glve “the head of the Ametlcpq i Party permission to hcve a meetlng

/

y
Thzq inconsistency btheen support for democratic*abstrqctiohh

and the dpplicationfof;the.principles - freedom of aﬁegéh, equality,
| S
and tolerance of diversity to sp#fific persons or events was alsp,

i

found in the Education Commission of the States Survey in the United

‘States (1970 and 1973). The’findiugs of this survey as reviewed by

 * Patrick (1977, p« 201) reveal that only 25 percent of 13 year olds

thought that they . would allow the expreaaxon of athexctxc or agnostic

beliefl on telcvxsxon Lcss than half of tbe 17 year old respondenta

: indicated :olercnce o the public expressidbm’ of f‘ése unorthodox be-

liefs and ideas on the gelqvquoq as freedom of speech. =Thirty—ezgh;
4 ’

o
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percent of the 17 year old students opposed or were undecided about
allowing an atheiét té hold public office. 'Only 55 percent of the
15 ye\ar olds Athought aﬁy pérson ‘shoula .b‘e allowéd ifc;" e'xp'ress his feel-
ings or ideas about the governor's or president's performance. The
sample in this study tended to gndorse‘ general statements about the
rights of minority éroups, but at.the same't:ime they tend;dw” reject
“the extension of tﬁis Principle to specific bersons or situations.

The last tiv_o studieks reviewed were not directly concerned with

determmmg the effecnveness of civic or p011t1ca1 education. But

as Patrick (1977 ‘p. g says, "Tea;hlng democratic pol1t1cal atti-

tudes is supposed to be,dn important goal of traditional political
N L 3

educatore."“‘fhis implies that'the school‘s in general and political. . 8

fegos
I ‘.-v‘l

educanon in particular is expect.ed to exert 1nf1‘uence on the d&lop—

ment of democratxc pol1t1ca1 att:.tudes in ch11dren. This is part:.cu—

larly importanty in the westem denocgat:.c countries such as the U.S.‘A.,

.Canada, Great Britain, and Hest ‘Getm.any (Tbrney, 1976). THKese two,_ .

stud:.es were md:.rect:ly assebsing the mfluence of the school or
political educauon in the ¢h11clten s deVelopment of démocranc poli-

tical a:titudes tuch as fraedon of speech equaln;y, and tolerance of

\ ‘

d1vers1ty (of polit:.cal 1deas, behefs, and valuu)

/ ‘1-

The four mag&x studns reviewed and otheraosumrized by Weissberg

#n

(1974) and Patrick *1977) mdicdte that the rolés_o{ toh.t;cal education

' .encoiu_f;gmg . Some

in mfluzhcmg dcnocl;‘_nc -political attxtudel,isi 3 N

‘- tha redun-'
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tical education on black and white students. Other researchers

w .
(Sexton, 1968; Guskin and Guskin, 1970; Boocock, 1972; and Patrick,
1977) account f ' “he failure of civic or political education in

terms of inconsistency‘oetween the goals of political education and

what is actually taught in the classroom and the climate of the

classrooms and the ;schools. . .

In American schools, for example,’civic instruction emphasize

conformity to authorities and obedience to law and order. This em-

’

phasis is contrary to what civic education programs and political edu-

’

cators proclaim. As a result of this emphasis‘Amefican adolekcents

\

tend to acquire anti-democratic attitudes such as conformity, docil=

ity, dependence, and unquestioning obedience (Guskin and Guskin, 1970;

o

Patrick, 1977).

Some soczologxsts hnve descrxbed the suthor1ty structure of
Aherxcsn schools as buresucre:xc (Boocock 1972)-. Patrick (1977, p.
205) descrxbes thxs—notxon as follows. )

The scheol...has a dxvxsxon of labor according to functions,
trict definition of status and roles according to accepted

rules, and h1ersrchics1, pyramidal pattern. of suthor1ty based
on strict defxnxtzon of _accepted rules: : v

-,

-Agsxn this psttern of. suthorf:} structure in the schools tends to em-
’phssxze obedience to the rules ss opposed to part1cipatlon in the

‘ fotmulstiOn and enforcement of such rules snd also critically examines

|
thon in tems of the déed and purpose of such’ rules (Guskm and‘skin,

' 1970) ' /

The Teschers' Cbntrxbutxpn as, Indxvxdusls o '/-‘

In their lorstion of pol1t1csl sttxtudss of dhildten in gxades
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two through eight, Hess and Torney (1967) compared teacher's democra-
tic politiéal attitudéé, such ésléense of political efficacy, and

voting behavior, with those of grade eight children. The'auqﬂﬁrs found

- attitudinal slmllarity between teachers and thelr grade eight students.
»

e~ a4

Hess and Torney used the 1dentxf1catg‘h“and imitation model dlsCusaed
in the theoretical background section to explain this similarity. |
They argue that indirectly through the process of idehtificatiop and

imitation (in this case the teachers become models for identification
and imitation) teachers transmit their own values and attitudes. -

Extracurricular Activities

In'mosc écﬁool systems’, extifWcurricular activities form an inte-
" gral p'arti:f& school life. For example, in American and Canadian

.schools, children are involved in various extracurricular activities

.

or clubs such as football, Boy ScoutS'and Girl Guides, and others.
‘These clubs provide opportun1t1es for the ch11dren to learn demo-
cratic principles or values and att1tudes. The acquisition of demo~““

cratic political attitudes takes place in these clubs or organizations

’

because

«ss8uch clubs usually have elected offxcers, dec1s1on-mak1ng
functions, bargaining and .compromige, and.rule of fair play,-
- they thus provide realistic. 1ntroductxon to democratlc pol1t1cs.

(Wexabe\rg, 197;""
Lewis (196@}3

red the impact of extracurricular acfi?i:ies;
_on Michigan :"i'studehts' political learning. Lewis found

that students wh‘-pa;t1c1pated in extracurr1cular act1v1t1es were more

politxcally effxcacxous, they vg;g.less cyn1ca1 about p011t1cs and

" .

T ' . Lx" Y ‘ . . A o »
- v e 1".\-% <7
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O |
were more interested in politics than.students who were not involved
in student clubs or organizations. However, the researcher.could net
conclude that it was thé activities in the clubs that influenced :né
participente' political attitudes.

Ziblatt (1965) conducted amother sﬁudy using high séheollstudents
nho participated in schoollextracurricular activities. Ziblatt fonnd
no d1rect relatlgfshlp between extracurricular activities and the stu-

" dents' democratic politicgl attitudes such. as a sense of eff1cacy,.
pol1t1cal interest and tolerance of d1vers1ty.l In their study, Hess

and Torney (1967) also did not find direct connectién between-sehooli

club activities and elementary school children's political attitudes:

Peer Group Environment. in the School

The term 'peer group' as described earlier, denotes both age-
‘homogenous (the peer group subculture) in the general-eense and age-
homogenous (friendship groups) in a particular sense (Beck, 1977, P-

N 131). The peers in the schpol_setting may come from both working |
class and middle class families whose socio-econnmic end poliﬁieei:
backgrounas appear to be different. Researchers and educators'CWeis—
sberg, 1974, p. 164) believe that the social mixture of the school
climate appears‘favourable for pol1t1cal learnlng. This cl1mate is
‘pafticularly important emong preadolescents or high school e;udents
(Beck 1977, P 132) |

Langton (1967) conducted a study in the West Ind1es - Jama1ca.

- to deternxne frzendshlp ‘peer groups' influence on pol1t1cal learning. .

L 4

Uexng'hlgh lehool ;tgﬁ;nFSfrom workxng class and’ maddle class famz-

J‘

Tl ® 5 o s 'i,.‘v
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coming increasingly 1nterested‘1n the contéxt of civic 1nstructio#s.

60

ilies, Langton found that working class children with predominantly\

' middle class friends were socialized into middle class. political

views or attitudes such as support of personal civil liberty, civic

tolerance, and voting behavior.

Furthermore, in his attempt to assess the infldence of the wider

Ppeer culture on political nocialization, Langton d1v1ded Jamaican

schools into two categories. One category of schools was made up of

students from working clapl\jamilies‘(homogeneous category), and the

second category consisted of a social heterogeneous student body.

' Accordiﬁg'to Beck's (1973, PP. 132-133) ,review of this study, it was -

found that "The former were found to reinforce working class (poli~

* tical) norms, while the letter resocialized working class yOuths into ﬁ&

middle class political views (brackets mine) Johnson's study in

1972 also supporta Langton's findings.

-,

LU VN

Studies on the peer group 1nf1uence on political socializatiOn S q

‘are limited Researchers claim that peer groups in a& in politi- qi%

cal.learning ranks seccnd (the first being the family) (Dawson and

Prewitt, 1969 Jennings and Niemi, 1974; and Langton, 1967) Accord-

. 1ng to Beck's (1977) reviews, such claims are based on scattered

‘pieces of empirical evidence. Beck's summary of studies on agentgl

1nfluence on political socialization shovs that Langton 8 study 13

PO

“the’ 'on“w comprehenaive itndy av?lable to date.

Classroom and School Authority Structure

3
&

Sociologist (Boocock, 1972) researqﬁers, and educators are be-

|
)

. /
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make judgement on the basis of evidéﬁce gatpered. This classtoom
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They are concerned with the climate in which civic courses are taught’

, They argued that the contemporary innovative political education pro-

grams have paid little attention to the instructional context. This
Y
situation, as Patrick (1977, pp. 216-217) observes;‘attributes
- ++.to severe inconsistencies between formal learning | ,
achieved through academic experiences and informal learn-
ing associated with the hidden curr1cu1um. These incon-
sistencies can’'lead to the b1unt1ng or subversion of for-
mal learning and to negative unintended Qutcomes.
The context referred to here consists of "closed" and "open"

educational climates (Ibid., 1977, p. 217). 1In the "closed"jclimate

‘classroom, tge teacher dominates the classroom in a dictatorial or

authoritarian manner.. In this situation the teacher does not allow

- > v

freedom of‘expression’among scudents. This climate appears tOfbe.in-
appropriate for civic,instructions'which attempc to‘provide.oppOttun-
ity.for,toeecﬁiidren!a development of'democraticvaCti;udes or values

(Bibef\and ﬁionchin,.1970). In "open" climate classroom teachers

and 3tddeﬁ?ﬁ,'fot example, oueecéoos and analytically examine contro-

_versial gocio-political issues or orthodox political ttaditions, and

/

-

climate is bellevedfﬁﬁabe consisteat. witﬁstbe obJectlves of polxt1cal

t

educatxon. What is xmportant in this type of context 1s that chxld-.
ren are encouraged to- express their own ideas or.opinions on pol1t1cal

, issues or problems Researchers (Wexssberg, ¥574 Patr1ck ¥977)

3

regard "open classtoon or school cllmate as democrat1c since both

the éeacher and the chxldren are actzvely engaged 'in pol1t1ca1 learn-

-

“,,;ng,procesees. It is belxeved."...that democratically d1sposed citi~ _



62

zens can oniy develop in'democratically-oriented.schoola" (Weissberg,
1974, p. 163).

Researchers believe that the climate of the classroom can.be
manipulated to influence-the development of political attitudes.

This belief 18 based on several studies. Almond and Verba's (1963)

cross-national study 1nv01ved adult’ respondents - The researchers were

egplor1ng adults' ‘pol1;1cal attitudes. Thls'study revealed that re-
spondénts who remem?gred’to'be in an "open" cliﬁqte classroom and
'p#tticipatéd.ih;gpn;rbversial discussioﬁs of political issues appeared
to have a higher sense of pqlit{pal efficacy or competence, while

" those who did not remember to h#Ve such' an atmosphere in their class-
rooms had a lower‘senézlbf boiitical competence:[

Another study was done by Lee Ehman (1969) in Det;oit.' Using

high school 'students as respondents, Ehman founa_a positive relation-

:;hié'between the'climaté of the clasafopmf‘instruction about isshés‘
“';ndlthe development of‘specifiq poiificgi attitudes. Civic instruc;
'>tioh dealing with controveréial issues in a "closed" classroom cli-

”mate appeared to contribute to higher pol1t1ca1§pyp¢c1sm, low sense of
: c1t1zensh1p, ;znse of politlcal eff1cacy, and a desxre to partlélpate
in pol1t1cs. H!“;er, thg open cllmate classroom tended to have a
positiye iﬁpact on the éhildreh's_deﬁoqratic polifical affitudeg;
Glideﬁeli'(1966) alsqlstudi;d the relationship between clgss:dbm
cIimaéé'and'the qhilq;gn'ﬁxpolitical igarning.’ As Patrick'(1977,_pp,
218-219 indicates'ZQIidewellifouﬁd ghét' ' i - '%2};; B

-t

h-‘ . T - - . e - .
2 .-." - / . - : S L
e T . . . K . o . >
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...when teachers share decision-making .power in classrooms with
students the effect has been to: (1) stimulate more pupil-=to-
pupil’ interactions,...(2) induce a wider' dispersion and flex-
ibility of peer social power as manifested by a greater toler-
ance for divergence of opinions in the initial phases of de-

cision-making. ,

In summary, the impact of schools on political socialization or
on the developmént of dem&cragic political af;itudes appears to be
not very encouraging. The major studies reviewed here and.othefq ' ~
summarized by Weissburg (1974, p. 157) and Patrick (1977, pp. 194-218)
p;ésent data which are not conclusive. As Weissburg sums up'"ItAis...
quite clear that the schools do not provide a highly efficient. tool
for manipulating.the poli;ic?I orienpations of pfeadul;s" (p. 167).
Weissburg further observes that research has not exhausfed'all ﬁhe
pedagogical alternativesjaﬁd the conditions under which political

socialization cani#ake place. He implies that more research is

needed to determine conducive conditions and.political materiai‘for

political socialization. : e

The Alberta Social Studies Program

The major goal of the Alberta Social Studies program is value .

clarification (Exﬁérienceb in Decision-Making, 1971;.Reap6nding to

"Chaggé, 1971 .and 1978 Alberta Social Studies Curriculum Interim
: Edition.)' The Alberta Social Studies b;ogramfassumes that the schools
st play an important-role'in helping students "in their quest for a

' R o
clear, consistent and defensible syateq@of vwalues" (Experiences in

Making Decisions, 1971, p. 9). 'This program provides chiidreh_oppotF

/

- tunities to examine critically the personal and societal values which
influence their lives, r#’a -
- . . ( ;‘

‘a .
J -

: . . .
\.( - . . R
' . Y

-
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The process of value clarification involvee:;he examination of
reel value issues or social problems of an economic, political and
’cultutal naoure. What appears important in the process of value clari-
f1cat1on is that children acquire certain desirable attitudes toward
the value issues and social issues or oroblems.

The development of democratic politioal attitudes appears to be
one of the important concerns of the Alberoa Social Studies Program.

‘ Y

In a democratié society like Canada; a citizen is expected to partici-
" pate actively in political affairs of ﬁis.community. The individual's.
effective political partieipation depends on his pogitive attitudes
toward democratic values such as equaiity,vtolerance of diversity,
freedom of speech,‘majofity rule, 1oyelty, concern -for fellow citi--

zens, w1111ngness to serve the communzty, and political eff1cacy. The -

development of these posxtlve democra:xc political att1tudes are em— ',
” 25
TN
s

phasized, for example, in Respbndlqg;;o Change, 1971.

The goals and obJect1ves of Soc1a1 Studies in Alberta cre further.

artxculated 1n the 1978 Alberta Soclal Studles Currxculum Inter1m

Ed1t1on 1-12. The new edxtxon of social studies emphasxzes c1t1zen-

!

ship education "in which students learn to explore and, where poss-

ible, to resolve, social issues thaﬁyn £ puolic'and personal'oon-
o . AR , .

cern" (p. 5). Im the pfocees of exploi1ﬁgkand resolving issues,

children.acquire basic knowledge and ideas tknowiedge-objective) aoout

~such issues, develop sensitivity.to value posiﬁions of their own as

'well as those of others (value or affectxve ‘objective) and also de-

velop anulry and partlcxpatory skxlls (sk111 obJectlve) In other
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words, the new curriculum, education for citizenship;, provides-chifﬁ-
ren with an opportunity for the development of human competence which
enables them to play active réles in democratic processes. A citi-
zen's effective\particiéation in democratic processes or political
activities in his cémmunity, as indicated garlier;‘depenaa‘on his
positive attitude toward fhe democratic processes and vaiues._

In sum, the Alberta Social Studies as citizenship education;

equips children with human competence, to participate effectively

in democratic processes or community affairs.

. SUMMARY
s 4
Piaget's model of development has been'reviewed. This model
is dagd to interpret <¢hq,data of this study. A review of the appli-

catioﬁ'ot Piaget's model hisﬁgsen included in thig chapter to serve -

- A B
v b}

. . . o -
"as part of the background of this study. Studies on ‘the development

. .

of democratic political attitudes have been ;!scussed in order to-

provide a general picture of what is known about the childfen's de- .

velopment of democratic political attitudes.

o]
B ]
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| CHAPTER III

< \

DESIGN OF THE STUDY

In order to investigate the problem raised in this study, the

following components.of the desggn of the study were employed. ,f'
o ' o
THE SAMPLE . , »

N

~ The St Albert Public School Board granted permission that en-

abled all chxldren in kxndergarten, grades one, two, thr-l, four, six,
[ ]

~e1ght ten and twelve to be involved in this study; Thxs s¢hool system

has two kindergarten clagses, four Elementary schools, one Junior Hrgh
and one Hfgh school. The children ;n this school system ma1n1y come
from middle class Catholic families. A total number of‘772i_:”subjects5

were randomly selected for this study.

Sane psrt of this study was to 1nterv1ev a smsll number of child-

ﬂren in kxndergatten, grades one and two, 39 subgects were randomly

selected from these srsde levels.. Because of . admxnxsttat1ve conplex- .

ity, 53 sub;ects were rsndomly selected fro- grade twelve students.

: Grade four chzldten in the Father Jan school did not psrt;cxpate.ln
" the main study becpuse theylwere ihvolved in the pxlot study. The dxs-

-tr1but1on of the subJects by . school and gqnde is shoﬂn in stle 1

>

COLLECTION OF DATA SR ?

Method of Dcta Collect1on

Thxs study enployed two typqp of resesrch techn‘ es:. “the 1nter-r'

o view nethod snd the psper-snd-pencxl survey. The 1n7etv1ew techniques '

3

g

subjects,shd'childteu.sreﬂteins usedhinterchengeably.ﬂ' !




, 67
‘ R , Y -+ S
was used for kindergarten and grades one and two aubjects. Grades

four, six, eight, ten and twelve subjects completed Oppenhelm 8 and

"
L

Torney's (1974) attitudinal questxonnazres.
fhe interview technxque was used to explore the ch1ldren 8 per-
cept1onA?f the government, city coencxl, political authorities such as
the Prime Mxnister, the Queen, Premier, Judge, polieeman and the mayor;
the national'symbols such as the fllc and the national .anthem. These
vtop1cs hnve been adapted from Hent' qnﬁ,ﬂbrney 8 (1967) and Couneliﬂg
(1971) 1nterv3ewrschedu1e;.__The xe;erviews vefe not related ai:5621y '
to the questieehaire servey. The exploratxon of the children’ M per-‘
ceptlon of the polltxcal obJects was anluded in chxs study .on the
basis of the assumptxon that political learning - acquzred in early child-

‘hood forms the banxa on which furthe; pol1t1ca1 deveIopment takes place.

There is an agteenent among many scholars

. s«sthat early 1earn1ng 1nvolv1ng broad nztachments, loyal-
tlea, and identifications is phrticularly. enduring though

. not immune to change. This early political socialization
-@cts as a filter for conexderable subsequent leernxng _

(Heillberg, 1974, p. 30). ‘
It 19 bolxeved that the chzldren 5 1n1tial political or1entat10nd are T
facquxred througlpconsplcuous p011t1cal ob;ects mentloned nbove.h The

relet10nsh1p between the lnterview and the questxonnaxre surveys eh(mléE

be “eﬁ in fﬁll -context., | ) ‘;' 7
One of the underlyxng aosunptxona ‘of this: -tudy is that the child

.plny- an actxve ruther than a pasuxvo role in the golxtical learning
proceol. The chxld's biologxcal characteri:txcs or, pnychic -nknup in-

.fluencc the ch;ld'u politicnl leatn;ng (Chlptcr 1, pp. 336) Thev1nteréfv -

S A

METIEE S
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views in this study attempted to explore the.ghild's own éonctption
"of political objects mentioned above. : ' »
lele R L e

- ~ #
Dutribgtim of Children by School and Grade

" ‘School k1 1o

Albert Lacombe - - =+ 5

'Bett},u Kennedy | ! - 4 & 24

Pather Jan ' 6 .5 3 -

.. o«

Parish Kihdirgatten' -r.9 Yy - _- _ - - C - - 9

St. Albert High Schoof - = .= - < - 108 . 53 161

 Vital Grandin IR r-- {200

m promenu (Hess . ma 'rorncy. 1967. s:ic.y, 1973; Piq;t 1973-‘

cagtion of mm,!. ot poli:iul
‘ R | :"‘f’ - o
* objects for :h-t utter. rccogniu qthr qencin' inflb :j 54_{-11,;,”[
.‘°h°°1' P"‘ Il'ﬂp) on the child's pohti.e&! lutnin; mz. Mj‘; _~_

 the nouon of ubula rasa -uch m-um m ehnd -uuly o

Cmell 1971) of t:hc childis. own cor

-

. ’bi'

| .wyiu or i-iuting ldnlt b.h.uor, 5 ﬁu.t » (1973) m o tho
o dlili'n mcption ot the wrld rmal t!ut tlu ehi.ld & unme- ot

. M au a! two utegotieu one itsdnc to adllt :htlm llill'ﬁlq
4 othr so th child't original- ruetim=“(p 37) . Stvasaing U ‘
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ance of the later category, Piaget argués 'r._ha’t 'f-he child is to be re~

'
)

...not as a being of pure mtauon, but as an zrganitm which . -~

assimilates things 'to 1tul£ selects and digdkly; i ord-
ing to its own structure. ‘. In ‘thi y even’ e ﬂ genced -
.1“._ - ,.:-‘.
¢

by the, ndult nny atxll be on.gmal p.40)." m" :

_has certain charactcnoncs which dutinguuh it Fron ,t:

adultl‘f. On the bnic of his ob:ervl.n s, Pnget thmks that the , .

child's thought*u the ﬁ‘)lk g Q‘.har;ctériaticl. . - .
; L 'u. "._ f . y -,, i .
...the child's tk hagPiscle systemtqu).on, little eox ©
herence, is not,h ductive, ig.for the most part
untroubled bfithe _aveddin Eﬂf}"diftmn- juxtaposes
. statements c;';:hin lynthcsiu ‘ct:eptq syncretu: s
ocho.t mg&oq,; li'na the: nq, t;é @;ulyn'. g {m .

The intemcwi oim chic ltudy whrw,xnt&ded 3:16 e-l X mmu*’ thought

:H« .

" or pctcepti.qn of th. wl;ticﬂl ob;eqh &§5¢4 d" _.lnt. ST
‘g : M “‘b : g ~ , .t ,_,
X The role of thi‘itntorvxewct 3- tﬁcwm‘ ltllo.phete vhich

mld atmlate the ctu.ld'l political thouaht m inh&uever felt it

o

73 neceuary that the mtute and dir chon of thg antervxew wd:.cuted by 4

o _mtemmum tbe need . to stuulnte und encourage t:he chf'ld to talk 1’?,

W

mditxon of the chﬂld. ﬂhéit bhcm .pparent and #nf»ortani: in’ theae

On the basis of Connell'o (1971) exponence ,'ln mtcrv:.ewmg 1.n-* R
"%" AC ~ .
fant- orM childtcn. :he murvim heré conducted inrgn f6rm of
& ¥

. open-ended quc; -M-wrmuiom In order ié’; the mtergiews

to revul polit ipmtmn i.n &hmfhil&' cmll'l r(17971

N :,' > ’. . "’
. 5) oxpericnce é‘ » '/ L * e ;.-~°
"’"gg - ‘.,;tﬁé thhﬂq A b co gin ‘let child p‘hnty of fnq-‘-?' .
éc-toc ) mhonuho

\ )
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tion he made between different mtters ahd the exact oppo-.
site, .to ‘probe closely, almost to crosp eq:emine, on particu- .

vler Jpoints. .

" r

'l;p emble the subject to be free@o express hu or her thoughte'

S

in reeponse to queotxona posed by the mterv:.ewer, \1t was u:portent to

@nduct an unstruetur;ed and focused interview (Stacey, 1978. Pp. 75,

)

»

-

77).' The in‘tervxeber framed open-ended questions, based on the topics

nent:.oned ebove !l:he o“bJecta were encoutnged to be free to reply to

such questlons m any way they wnhed

Goode end Hat

,~r .

q

(1952) regerd the mterview aa ‘a procesq Qof- doc:.al ‘9
“ -4 N

1nteract10n. A gpq:xel relathneh:.p emerges out of this socxal situa-

 tion. The success of an 1nteqnew ,,glepe%ds lar

P

gely on the relatmnslup

establuhed by the mterv#ewer between himself and the subject. It was. .

desirable to maint: in a fnendly,,

B

¢

evaluhtwe atmep&%re th:oughwt th*‘ iﬂ:er\uew. This atmoophere ‘was - :

L

reelz.zed b t e follon roeedu ei. 'rhe urtet r went to the
Y 1; hﬁ P &_ \ng-e

: ohbéroon to -edt e

B

- gteeting and "p conv

i :.nt%vxewer« “snd the

Y
h aubJeci This m&g yes folloyed by a fnendly

rsatxoq on mtterg of petlﬂnal :hterest. As the ..

&
subject tnoVed to t&fmtervxew roon’ conversa-'

.

i
o 3

\

tmn was ebout s bu{'thday perty. novxes, etoneo told or repd ‘by the

subject 8 mom and ‘

-t

‘ ‘uations help;_pg the, §

ive in establishing &’

at the mb;ect dxd the prev:Lous dk In some 8i

pe-two or chires

s £ iy o
fs.endly atmoophere. Co T
s the mtervxewer exwée? r
so&casea this’ h&

he'‘Po '_'j’e of the :.ntervi.ew. In

v"“t‘ion of the friondly end

o1 ﬁer shae lm;"ns aho eff&

et

‘. q..t‘
. . - “ -
v

- g 8
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m_foml 3 conve;;‘getx

&elued%mfoml mterested and non-

»
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'.*;ponaes that: prov:.de% :he sane meenmg or perceptg.on of

j

/ L
| . .

7

or come/nts on matters of personal interest initiated after the friendly

"
i

Qreetmg. In explaining the purpose of the 'lantervm\f to the asubject -

it was stressed that the mtervxew was not a~test and that there"ﬁere ’

no right or wrong anqwets.' 'l'he mt:erviewer intended to talk about the

-

\ things the subject already knew. If the ,subject asked about the_ tape

, ) . ~ .
recorder; he or she was told that the i&e'rviewer wanted ‘the conversa-
tion or discussion recorded m -order to enable hm to remember dll the

—quesnons and answers. Recordmg was et'uer "and it took less t:une
.“l'"?, ‘ 'y
N Also at some pomt if the chi d wanted

_-ded the mterviewer piayed the tépe. Mosats

. O
than wntﬁxg everything
B . 1] S 3 ]

' . S
to listen to whit wi!io ?.-e'
o \
subjects enjoyed 11sten1ng t:b’ ﬁezr own voices.
’ uﬁ . K

_In the course of the 1n5en1ew the openvended questions were

le language, us:l.ng the vocabulary fannl:.ar to the aubJects.

D

the mtervxew d1ctaced that each subjict was asked a

#y

different. ;g}: ‘of guutmns bnb:uqh ques;ions vere mtb

. asked -1n

The nat:\xr

the general
themes under mvest:.gat:.oﬂ. m'ere short and. asked only After

'the subJect had mdlcated that he or’ sbe had enough tme to respond to

‘ \in f non-;udgnehtal accepz:.ng mumer. On ’tbe bther hend the mter- '

x :-vienr accepted the~responuc in a ‘annen vgich encournged Q;e aubJe’ct -

-y

. -

L
.;;,‘.'. gich ‘

; to te11 more%out wbat wu =uked or probed" ? a parncular po:.nt

. o _ -
:ra!..ed by th'e aubJeot.. l‘be yee onds'no' ot--’I don‘t know anowers
nﬁre not accepted u fa.nal anuw.ero.- !or exawle, the questioo "ﬁhat .
: dou -the ;36\rerment |
'.!:::{ g Y '-

P
(8

the - prevxous questxon. The,\ i,gtemewer, h:owevet’ treated thﬁ re‘sponses T

{
]
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%pbnues. In order to help the sub_]ect say something about it, the
- question was reframed, such as "Siena, could you tell me anything you
know about” the government?" In 'm§3t cases the subject had *awething

to talk about the'government., Furthermore, the interview was accom-

panied by pictures intended to stimulate the subject's thoughts and

memory. . Pictures of the Prime Minister, the Queen,'and leaders of

the opposi_tion parties, Clark and Broadbem:', were effective in e_lAic'it-

.

ing responses from the subjects.
The duration of the incerviews tanged from about twenty t:o thirty-
five minutes. For the kmdergartén subjects, timing for the inter-

.

was very important. After interviewing the first three sub_]ects, *

‘\it w;s apparent tﬁat the interviewa had to be made shorter. Shorten-— "4
ing the 1nterv1ew prevented a ut:uatxon m wtu.ch the subJects would ‘
~ become bbred ‘with the’ uuervxew and t‘s be iag free and spontaneous
in their responses. , The tune factor was expenanced with two younger
subJectB The 1nterv1ew w:Lth one fquect lasted for about ten minutes,,
af:et utuch the subjec\,t re&xeataﬂ co go‘back tg %e clhngrqom. - 'l’he

_ «othcr subJect was i.ntervﬁwad fot, less than f1ftee‘xﬁﬁmutes ami she

e vcntcd to&leave. ’l‘he m??xe‘@t ,Bt’d M jx?frculty with ome subJect: .
'hé did not like to raspond toﬂfy of” the questlons. %e uuual -

""attempt f.o estabhsh a fnenaly and relaxed relationshxp béﬂieen the 7,

,_intem‘:, amd the sub;ect ﬁnle'ﬂ to ‘elicit any tesponse ffon her. ﬁ '

'a

'-After fi,w mﬂmtes of trymg to uke het feel relaxad aad free to

., relpd'nd to -the questmns in my vay sbe liked A she ‘did nos gzva any i ‘
rupoa.e md mn escotttd back £ thc clulroo-. B \ R
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"Introducu"

'tellectual develoﬁment are limited in their spoken langw,- In

R
All 1ncerv1ews were tape recorded and transcnbed verbatun,

Trnnscrib:.ng younger subJects responses presents some problen%
. PO
(Connell, 1971; Hess and Torne;’l%n". The subJecta tended to Fnbb .

-
in their response “to open-ended quest1ons In o:her words, theré m

‘-'
a common tendency among the subjects to present 1rre1evant comeﬁg

in the responses. In some cases, the responses that were provlﬁ'éd

g R “9»,

were “not very clear., This is because children at this stege of in- Vs

4
4

most cases care was taken to edn.f}he subjects' responses but their

meanmg‘ or-‘perceptual tendency was retamed On the %her hend a

»

consldetab* numbqr of subjects, part:.cularly those i® grade two, pro-

vided clear responses and thus ed1t1ng wag unnecessary. .

Tlge ques_tionnaire survey, in which Oppenheim's and‘Torney’s (1974)

]

‘attztudmal 1nstruments were admm:.stered, is descr1bed under ‘the

3

QJ.nst:r:umem:atzon section.

2 \ . . o

INSTRUMENTATION - .

:ﬁ '

The att:.tudmal mstruments which appear in Append:.x A vere '
‘

) -"admxm.stered to grades 4, 6, 8,10 and 12 aubJects. These*in"stmments

we?e de’v;iloped ,by Oppenhgin and Torney (1974 .Torney, 1976) They -
: »
are "intended to explore l;he ch:l.ldren'fdevelopuent of democrat:.c vplues

or attitudes.~ On the bahs of f.ector mly;il, Oppnnhezﬂl'a atﬁ

.l'orney s nttimdml sceles fell mto the follovh.ng fact:oro' (12 Antl- :

K author:.tanmxm‘ (2) Support. for civil. ubertul’ (3) Senu ot pol':

Far S
- "_~?: i N T
- . o * ’ ' o

;"‘-.g
PLERE
e
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ity, (6) Percepts of good citizenﬁhip.' Other items which were used
along with the attitudinal scales were in two groups; (7) Concrete/

abstract perceptiﬂpnd (8) Peer group dec1a1on by votlng (Torney, 1976,

PP- 168-172) Factors 1, 2, 5, 6, and other items, Z, 8, were used'~
in this study. Initially these'instrnnents were used by the authors
tolinvestigage ten, fourteen and seVenteen year olds democratic values
~or attitudes.in ten nations (U.S.A.;fItaly, Igﬁp, Englandl‘F R: Germany,
Finland, The Netherlands "and New Zealand). COﬂp&tlsOﬁs were made
between the subJect't performance on the cognitive andlaffectlve items

and also between countries. C

Attitudinal Soalea

. I
The attitudinal scales fall into two parts: democfat1c citizen-

ship values and pércepts of good'citizenship. i L

Democratic C1txzensh1p Valuec Attxtude ngtement

ic values 1n-

- A total of eighteen items explored the chlldren 8 develo
of atfitudes towarda demoCratlc values, These democra

!
clude nntz-authorztarian vnlues, c1V1l llbert1es and P 1nc1ples of

equallty. L S , 'l T . jﬁ é

° Percepta of Good C1t1zenshrp fu

' ’rbere vgre eleven 1tens 1ntended to explore the

perception of good cxtillsnhip. ¥

i
l
r

OtherItems-‘ S k.
R 1 .
Concrete Versua Abltrnct PercaLts ¥ #

There uere four opon—ended qn_wttonss f§ﬁ532hi1 's choiée of
r'.nsvera qpuld 1ndxcate whether he :"‘ght in concret or abntract

terms In other words”ﬂﬁﬁse qnal‘xono ptovided the chxld“thh an

¢ o . ,
. - ! N - .

- s PO

R Y
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opportunxty to respond to the questxons in terms of personalxzed ego- -

! .
centric reason1n8 or soc1ocentr1c reagonlng. It was 1ntended»to ex=
o kD

plore the children's modes‘ reuonmg. A relanonshxp bet:ween the

' children 8 modes of reasoning and their responses to ‘the six democratxc

values were examined. _ -

Peer Group Dec1sxonc : ’ : \F 3
oV i . a .

Three hypothethnl situaC1ona ‘were pregsented to the subJects'en

-
which certain unues or problems must be resolved by a peer group.

These quest1ona are deslgned to find out what procedyre the child in-
dxcates to be followed by the peer group in order to resolve the pro-

blems or igsues. It was an 1nvest1gat1on of the children's notion of

: Wtiﬂs-

Reliabilitx &>~ o o |

The process of des1gn1ng these znstruments was extensxve as re-

N .

‘ported by the authois (Oppenhem and Torney, 1974) Two mpoi't:ant _
stages were 1nvolved in the-developmeq;-of these hcales' the p1lot
study ahd the dry run, -0ppenhem and Tbrney (1974) heve reported the

relub;hty of then' mstrument:s (Torney, 1976, p. 191) The relx—

ebihty of tw n:ens relevant % ) this study are reproduced in '.l’able 2

" Elsevhere, 'l‘orney (1976) tepor'ts‘ that @ rehabzlit:y of tbese :.p- :

env mtcnd Thehuthor. staten' oo
rgo-s g .

" The fougliiflars of plotswork and. factor mlyus of items. P

ﬁ the pi trument pafyo off in producing civic attitude )

- scales vith a rmm 1? egree -of internal consistency. ‘In
es o

al "the rehqm grp sl:.zhtly lower. for the 10'-
g 38 then of the old“ sfgden ' Xpe

. AR

w - R - 45 .'__.-;»"-'
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: LA E .
- C _ _ Table 2 _
SUMMARY OF RELIABILETY COEFFICIENTS - AFFECTIVE SCALES

" Populatiol Iuw‘ Population II!-Population 1v :
| Lol ? No.
Range 'Median 'thgg Median Range Median - Items

Anti-Authoritarian Co . L L
Attitude S;ale ; .640-.661 .647 .547-.739..677_»2525-741 ..638" 10

.Toleragce & Support : S -

for Civil Liber- SF ’
ties - Attitude o T o
Sc. o .451-.620 .576 .524-.§6§5}585 .539-.563 .49 9

" Belief in Value or

‘;Non—Politiéhl Per-

‘Tendency to Avoid

R el

Criticism of
Government-Atti. ., = ‘.. - u C
Sc. - © ,4400-.53]" 482 '.613~.704 .687 .581-.875 .719 5

v

Support. for Equal- . R L

Y U

ity for all Soeial . = =~ ™5
Groups © . .735-,827

4

Whe- Mgk W5 . i722-.857 776 12
), ng TN ce T

Perceiving Adult, - . R
- Conflict-Choice . .382-.688.

Active Pgrceptionv“ T
of Citizenship - .474-.637 .539° 7

ception of - - ... o
‘Xitizenship - -~ .553-.726 .566

SR ,{ N ST T
4 countries :
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Method of Data Collection - : ﬁ;agﬁ?i‘

The attitudinal»ecales were administered to all subjects.by the

researcher in December, 1979, February and March 1980. Grades 4 and

6 teachers volunteered to assist in this task because exper1en¢e in
the pilot study indicated that grades 4 and 6‘chi1dren needed help in’
reading and understanding some of the items. The claeezggm teachers

. vere of great help in explaxnlng the nmanxng of the 1tems words that &

’hA A

- appeared to be difficult for the sub;ects, and how to anewer the ques~

L3

tions on the computer sheets. Gr:§8, 10 and 12 subjects did not
need this type of help. Initial fication of these instruments is

discussed in the Pilot Study section.

All ansvers were recorded on the computer answer sheets (General
- . '
Purpose). The'rqugnses wete_also scored by thée computer providing '

the percentages ‘for each grade.level. ' R

< S d""‘-‘: THE PILOT STUDY - S
. . - -
. zge pilot st&ixmfor the questlonna1te survey was conduc d.in
3
“June, 1979, przorﬁg? the main study, in two schoole, one in the Bdmonton

w »

Public fsd!log,sy;:em and the other‘ in the Sp. A_lbert_,Pubhc School

system. The purposes of the piiot'etudy were to:

-

r

e » » {a) fnm111ar1ze procedures for adm1nister1ng the questionnaxre.»

qﬁi. Thia aroceddke was part1cular1y 1mportant for the teseercher; ' 4*;£;$'

(b) determgne whether the chzldren understood and were able to
: » - . i .
ansver the qpeet1ons : o L .

i - .
.

(c) cee 1f the wordmg @nd teminology of the questx.ona were

u
- clclrly underotood by chzldren who were at d1fferent grades or age levels.

T U ’ ' B - : LI .
L R A e Lt . Yome PRI
(R . . i - . P4

” ISR T Lt

- L I - i

.o



- The study used interviews and

- the intended data. The_ihuple_
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(d) dete;mine the time required to answer “Such queétions.;
Two schools were available for the pilot study,‘one school in the
Edmonton Public School system -and the other in the St. Albert Pub11c

/

School System. Twenty-~five children (13 grade six, 7 grade seven, and

5 grade nlne) from an _Edmonton school vo1ﬁﬁfEEFEE*to—c;;;leteﬂthe atti-
tud1na1 questlonpalres at lunch bteak Twenty-two grade four children
from a St. Albert school also completed the‘ﬁhestlonslres Spec1al 5

attentlon was ps1d to grades four and six to determine thexr sb111ty

to read and undera;ﬂld the questxonnalres.

| A8 a result of the pilot study it was found that grades four and -
six had some d1ff1cu1ty in understanding some ‘of the items. - It was
noted that in the main study, “special attention would be paidlto this
problem., It wss elso necessary to changelsome words.

‘

. The researcher’ found it unnecessary to conduct a p110t study for
o .

the 1nterv1ew survey. The nature or type of 1nterv1ew does not neces-.’

,ssrlly need a pilot study. The smount of txme 1nvolved in the inter-

'dk
views and, the l;mosphere in whzch the 1nterviews progretsed were de~- .

1 *

termlned by the real experience with subJects 1n the mazn st :T 1

Qk

. . : SUMMARY

. e
A br;ef descr;ptlon of the dih&gnﬁvw_

'Jf'_perceptxous of pbf t1cal obJects and the dsvolopment of pol1tagal

'sttltudes or vslues. The data collectzon took place 1n Decenber 1979

x

13
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February and March, 1980. «

have had some difficulty in undq’standzng somc of the items. It vas

;ﬂ“

: noted that in the main study, spec1a1 attenc1ou vould be pexd to thxs

\problem.

' . - SRS : o » o
S T S e e oo ’

As a result of the pzlot study grades four and sxx wer- found to |



' CHAPTER 1V

THE (ANALYSIS OF THE DATA

.‘L P

s
» . iﬁ‘ - -

| INTRODUCTION = . "_ o

Tﬁe putpoae of this chapter.ie to analyze the data oolleoted.fof

. eaohdfesearch question. The anaiyeis-deala with.;aEh reaearcn.gdes-
.:ion»{n.numetical order. Each research.qdeition'ﬁas‘two main compo-

nents, a brief background to the questfon and obber#ation. Thzs study

v

;@\ was an exploratory 1nvest13at1on 1nto the children 8 development of°
o AR + B
e democratxc political attxtudes (grades four, axx, exght ten and

twelve) and basxc p011t1c81 orzentatxons (klndergarten grades one’

- . ’

and two).’ tuo types of surveye uaed in thls study, the queaMJ

"1 e

tionnaire and intervxew rveys. ‘The dataﬂfEOn the guestzonna1re sur-

vey were analyzed in tetna of percentages. The percentages of the stuv \

dents aggregate& r‘épouaes to each of the six factors reflect1ng the \.-

i

axx democtatzc vnlues (antx-authorxtatxanxau; exv11 lzbettxes, equal-\ '-_.j-

. N
d [N

ff_"‘ xty of r:ghts and freedons. good c;tizenliip'and votxng) were deter—

?uned. , l'he tm percentpt pqtcentego- w mhcd in this. otudy m the

of the stpdenta aggrezated,renponaes,were dﬁﬁernineﬂ.are in. Anpen-‘;

dxcet B, C and E. ,?xilet s deveIOFNental theot?’hns uaed to exp1a1n "“”
th‘ ““4§“‘°' réspondes. S o ' - . - |
R‘!!‘rch nuesti.on One '
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chi‘ldten wcre mtervxeved to d-gw rm.ne then' percept:zons of poh.t.xcal

objects. . As st:ated m ‘the previous chapter, one of the mnding prin-

ciples in the xnteW}m vas to eng each child to talk freely

P

about the pohtxcal obJects under : lon. It becaue nlpottant

that open-ended questions were to ‘ min ordet to elicit free~

talk that wod'ld reveal the sub;ec:'n knmvledze and attxtudes t.oward | L
the pohncaf obJects.j The open-endtd questxons led W to -

answer them in any way: or in uy dirgction he wuhéd“. .This. type of

quest:mn also helped the- chiid fov hel donfortqb \? n@xdent to

o

* -talk about an issue or a polztictl &ju: vluch he thoaghz he knew -t

‘abowt . A quest:.on "W:.ll you pleau tﬁl ne mythtng you know about

rnhent?" encouraged t:hc chnd to tdisplay tua knawhdge and

and nmcnbcd ver tm. Aa :.nax.cu.d i the prcnb&c clupter. trms-.l

tery" ruponus prelent: a probln. 'nu.n wasg true part-
1cu11r157 mns kindermtgn and gradc oue childron s ruponus. In S

\ lsou cuen the chxldren'l respomu me siven m unclpu or irrele-
\ . e :

unt statenonts. It vu decided to: de ternme che geneul neanmg of
b

In other mrdt*

..

QJ t:he recpoma x:he chird vu atteuptins.'q) 'ms.

- ,_ su%:h rupdnus /v/aere e&ited whx ! jn i :mnmg or, 21:: trend
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T Aamlyaio consist (of seven parts. That io. quutidn onc had uv‘n subv BN
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REEEE ' : e s e e e Mi‘ .(,_l

~ .
-

ndury questions. : |

| o Extucts fron the children's rnpmuc vcn on&niud iuto um
topics vluch w*c explored in this atudy thc chillun'o pnmption of

k the jovernnent, 'rable 3 childm'a pc:ccp;ion of. thc l'd-n ninhtct.
m;ur 4 childun s’ p.zcmion of :h. Qu«n, Table S; chndug\. pct- 5
ception ‘of ‘the Judae l‘ablc 6. childten'n pcrcmtm of M]nolit;mn.
Tabl}e 75 ﬂuldrn s mmon of local - political m:hotitiu mcl; as ";9.'
the Prem.cr, hyor. and city councxl. 'l'ablc 83 childtnn'n p&rccption o£

natipnal éymbols, “f!hc flag and anthen, w '

S ese extratts are /‘prnenud aé mlu“ to rcflect eln cluractot :

| - of the chﬂdr:t?’n potiucal cmciamuu. ‘ mun' cmit&n\ﬁw-\-

e rt'ylc, the children's knovl* lbout the poli iea world; m Wu— '_'a
in ren s characnri:ticl of thcir thoughta; -ul th. dm'. m ";h-

th A tai .
,‘ 11‘ L. . Y N

. i.n rchrcnce to ﬂll wlitical vorld. ’ :r,. R ‘ "

T Egtion 1(:2 . ol ':‘-‘.

L . what @ childm in kiadoturup, ariduouud _
SR . pnrccin of the mt R Col

Oumtion : ; "
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ment. They tend to perceive the government as a pe}son. This style
°of porcdpt;on of reality aled reflects the children's stage of mental

opérntion. The kindergarten, grades one and two children (approxi-
mately 5, 6 and 7 year olds respectively) tend to percg}ve £hings in -
personal or concrete terms. This would seem to reflect their inabil-
ity to see things in abstract terms. The.govetnn?nt is perceived by
thesw children as a living thing, a male person who makes rules and
orders people to do what he wants.

" These extracts also suggest that the children view the govern-
ment in specific functional terms. They g;scribe the government in
terms of what it does. But the things whi;h the ?overnment does are
those which are familiar to the children. The things they see
nearly ev;ry day in their communities. Responses K, d and g; 1b;

and 2c are examples of the things children see happening around thejir

homes or communities.

The extracts in Table 3 have another characteristic. Some of fhe
fesponses seem to reflect the child's own thinking or perception of
the government. It would appear that children at theselgrade or age
levels have the tendency to explain, see, or perceive things simply it}
terms of their own experience. Their ;vn beliefs or understanding of ,
political objects are taken for granteduto be common to iyeryone.' In
other words, their thinking or perception of objects around them is
egocentric in the sen:e that everythiﬁg is'centéed around them. Ex-
tracts Ke and i; 1 a and 2 a, e, f, g suggest that children's per-

ception of the government is of an egocentric nature.



Table 3 e
Children's Perception of Government '

£ : NIV PP,
€ v

Grade Statemenc ~ . v

i

. He makes rules .

He works for Canada

. He makes money for the, pbor p.ople

He tells the men to cP‘cn the 'streets

. He gives children food ' .

He takes care of the whole world N

. He tells the police to givt\jpeedxng
tickets

He tells the peaple td'do bhxngt .,

. He knows about many thiﬁgn ’ -~

-

. T 0o Mmoo AT D

The governnent takes food to tho.e who -
don't have it.

. The government builds toldl and streets

. The government helpl people.

The government writes laws

He tells people at to. do

st
n

o an o

a. The government payo peOple
b. He punishes people who do bad things
c. He sends the police to help people who
have been robbed
d. He tells people about things around the
world
K e. He catches bad peoplc and makes sure that
people don't get hurt
f. He takes care of starvation
. g. He takes care of homes
3 h..He keeps poople from doing bad' things

))

The children intetviem;d prceived the govérnment as a person who
makes the rqles ‘or laws and also|makes sure that such iaw‘ are obeyed‘
(Ka and 1d), and that puniihnent 8 ine;ifable forvthése :ho do bad
things, or break the rules (Kg; b,e;. These children also thought that
the government is helpful (Kc, 1q and 2¢), kind, protective (2e and h)

and concerned about the uelfarg f the people (Ke and f; 2 f and g).

This type of conception of the government became clearer in the child-

o
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ren's perception of the Prime Minister in Table 4. This style of
perception seems to imely that the government appears to be of great

i-g,rtance to thé children. . » .

Question 1(b)

‘ What do children in kindergarten, grades one and two
perceive of the Prime Minister? ' !

/ i

Observation 7

t

A total of 39 chfldren were interviewed to determine their per-
ception of the Prime Minigter. Extracts of the children's conception

*
of the Prime Minister appear in Table 4.

Examples of responses in Tables 3 and 4 indicate that the child-

rgn's perception refers to both the gqvernment and the Prime Minister.

. s, 9 . :
The children tend to conceptualize the government in terme of personal

figures. One of the figures which apbeared to be prominent to the
S . %
children, i® this case, was the Prime Minister. Although some children

used the terms gOVerulgntiand Prime Minister interchéngeably, the child-
ren's general tendency was to talk‘hbou; the”ﬁbgprnnent and the ®rime
. ‘ v )

Minister in isolation, as if they were different entities. In other

bordl, the children showed an inability to relate the two political

-

objects. However, it was clear that the children referred to the
g

.« ~ Prime Minister as the government.
The responses in Table 4 reveal the children's ideas about the
R - ' & :
Prime Minister. The are ideas vhich are baged on the children's own

’ .
experlences. Most of the elements 'hichﬁgheJchildren thipk are attri-

b\x% of the Prime Minister are irrelevant, for example, from the

+

Y

e
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Table 4

and Attitudes Toward the Prime Hin{pter

Grade

L2

86

Statement
K. a. He doesn't want people to get hurt
b. The Prime Migister makes money and gives
it to th& poor people
¢. He’'likes everybody ’ ,
4. He likes children, he gives -them lots of
food
e. The Prime Minister helps people who are .
in trouble
f. He helps people in the whole world
g. He halps people .
h. He takes care of the cick
g 1. He is a nice guy
$ j. Bs doesn't make mistakes
k. He works hard
1 a. -ge Prime Minister gives money to the poor
“b. The government gives food to the people who
. don't have it
c. The Prime Minister helps people to,be kind
. to one another
d. The Prime Minister tells people to be good
¢. He makes people happy
£. The Prime Minister likes people And smiles
a lot. :
8. The government takes care of Canada
.. K. The Prime Minister works hard
i. He makes money and gives it to the people
2 * 4. People voted for Prime Minister Trudeau
' because tBey like him
‘b, Trudeau was very good
« . ©. Trudeau is a good Prime Minister .-
* d. Y like his first name <
.4 a., I wvant him to win
. u helps people
8- The Ptime Minister helps people who get
W - robbed:
h. The government is nice becsuse he pays people
i. Prime Minister Trudeau gives money to the
poor
j. They like him vnty much in Canada and the
United States
k. The government keeps people from doing b‘

things
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. Table-4
» T ’
Childrea's Perception and Attitudes Toward the Prime Minister

-

Grade ‘ ' Statement
2 (Cont'd.) 1. The government pays people .
m. He lets people write him letters
v h n. The government is a boss but he does not

boss people around
o. He helps people to build roads, houses,
‘ o stores and bridges
o p. He lowexrs thé price of food
q. He has writtep the rules for us so that no
body gets™Surt : :
r. He is thg best and smartest citizen
s. The Government takes care of the world
t. He takep care of starvation
¢ u. He takes care of houses for people

-

adn}ﬁrpoint of view. However, the chil&rcn seen to take for granted
that“thcir perceived roles of the Prime Minister are common reali-
ties. This is a rcfl.c;ion of the children's pattern of egocentric K
thought. The childrenjs feelings toward the Prime Hinicéog, a§ ex-
pressed in the reupqns!‘ above suggest idiosyncratic aEgicudol which
have little to do with the general way of relating to thé Pfi-t "
Minister.

: Another general characteristic of the responses in Table & is
the children's limited range of {nformation concerning the Prime
Minister. The children's information about the Prime Minister as
depicted in the responses is simplistic and stereotyped. The Prime
!inilggr'io a nice guy, help; pco}l;, he likes everybody, he pro-
tects people, he is kind and works hard, and he tells pévple what to do.
The gualitic. which the children attribute to the Prime Minister are

s not neco.‘!‘ily’i-portant for the office of the Prime Minister. It

s

L 4
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shows clurly t\hat childron are unshle to visualise the Prime Hinhtg'
as an individual vhb is hvolvcd in a rectproeﬂ relationship between

himself and the Aitizm The inab —<hildren to conceptualize

the Prime Minister vh’ s politic “diructuro is not bacause they
"mod his o¥tice’but rather pey

lack sources of information about |
lack the cognitive equipment to emable ‘;9 perceive him in a broad
senge or political ncructurc. ‘ | | |

The responses in Table 6 and even t‘ : Table 3, further nug-

gest that the childran regard the P4— Hini’r &'

like "He makes rulel", "He tells the -gn to cled’ streets”, 'm'.ua 4
< * B
Governslent is the boss but * 4

Mil. Responses

the police to give apfudmg tickets?
he does not boss people around",‘g‘lie. lowers th ri&" (Table 3, Na, .

q) indicate

d, 8, h; 1d, e; 2 b,c and Table 4 Kb; 1d, g; 2 k, n,
thé)@Sdren'l perception of the Prime Minister as a power

figure.
d to id_ealin ‘the authority onhe ‘Prime yiniltet. Child

Tbcy:'t
at these ages "have the tendency :-ogdnure respect and obey parents

or adults in general. It may be that they feel that they are power-
. i .

less md helpless. The Prime l‘ﬁni.tcr, vhom the children think takes
care of Canada and the whole world (Table 4, 1g) may be looked upon by
the children as the most powerful figure. This is typical of the
young;um who tend to lidul‘in t‘ﬁé‘au'lthority or power of adjlts. Such |

-

perception or i’elingc toward the adults appear :6 be a mechanism

thildren use in dealing with their feelings of powerlessness and
‘ ’

. 4

vulnerability.

£ N -

In this ltudy the youngcr children nurd the Prile Kmuter as

apctlon'hoknmm.uythinsmdhuthepmrtotel-lQe

£ ’
. " .
.
v .
s



89
people about the things he knows (Table 3, Ki; le md lelc 6 2r) '

e

In thp uind‘of the yobngatcro it is lnperanve that the p.op.lc or

citizens listen and obey thc Prime Minister. The youpgsters appear

L A\

v

to be unable to realize a t‘cciprocal relationship between the Prime
Hlnin‘ter or government and the citizens. In other words, ‘the
youngsters cannot conceivg “of a relationship which is problematic

: aad that cititim u‘y have ‘oppooi;lg views on any issue raised by the
government. ""l'h.y ,ri unable to -see a relationship between the Prime
yinilur and the citizens in terms of ccmfvlictl.

"y "Some of the responses in Table 4 reveal that tfe youngsters have

-

‘a high regard and positive fnlings toward the Prime Minister. Re-
sponses such as ™He likes evcrybody", "Be likes children, he gives
them lou of food" (Table 3, Ke, and Table 4, Kc,d,i; 1f; 2 a,b,j)

suggest, from the children' | poi.pt of view, that ‘the Prime Minister

3 .
is concerned about their welfare. There is an elemént of emotional

attachnent to the. Prme Minister by the children as an exchange for

A ‘ th- being hked and cared for., Q -

4 . ] % '
These youngsters also feel that the Prime Minisfer is protective,

"He takes care»of ‘Canadl", "...He makes gure that people don't get
hurt”, "He doesn't want people to get hurt" (Table 3, 2f, g, h; -

N Table. 4, Ka 18; q,n) are responses which indicate thnt children

\ feel tbat the Prime Hininter is protective of the people or cxtuenl.

“
\ Infnntn are awvare of their need for protection. In their expet—

”

im\\vith adults, ecpccully parents, the infants observe how their

parents protect them in different situations. On the buh of tlgis the
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-youngsters also imagine the powerful and likable or fficndly Prime
Minister as protectivéubf hin‘siopl§>al well as the children. , Further-
more, the young children view the Prime Minister as a benevolent and
helpfulihead of the nation. Some of the responses in Tables 3 ;nd 4
appear to support this conceptualization. The children think that

the Prime Minister gives money to the poor people, he helps people

who are in trouble, he treats people kindly and also makes them happy,
he looks after the sick and prevents starvation among the'pcople

(Table 3, K e and f; 2f; Table 4, K e, £, hjel c, d, e; 2 £,-g, t).
FPurther, the children's conccbtjon of a powerful, likable, benevolent,
and protective Prime ﬁinlnter can also mean that they view the Prime
Minister as trustworthy.

Grade two children's perception of the Prime Minister was a‘Eit ®
elaborat®e. In the interviews some children talked sbout voting and
elections in relation to Prime Minister Trudeau. Actually, in January
and part of February, Joe Clark was the Prime Bister. Nearly all
the children interviewed were not aware that Mr. Trudesu was no lomger
a Prime Minister., Hhe; talking abogt the Prime Minister, most child:gn
made r;ference to Mr. Trudeau.

Second grade children seemed to have a very vague ﬂﬁtibn of elec-
tions although these interviews were conducted during the fédcrnl gen—
gral election or campaign. Although the media and perhaps the teachers

~ -
and parents might hnvc been ¥mportant chources of election inko!na-
tion during the electxon campaign, the children did ngt shov any under-

standing of the basic notion of voting or election‘/ However,

)
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some children made pogitive statements about Mr. Trudeau and wished
him to win in the election because he was a good Prime Minister
(Table 4, 2 a and e).

In sum, the kindergarten and the first and second grade childfen’
pefceived the Prime Minister as pounrfu’, likable, benevolent: tr%:t-
worthy, protective, and having great knowladge. It appears that 1t
is the Prime Minister through whom the children form their initial
B conception of the government. Inw6ii:r words, the children's
initial political relations?ip vith the government is established
through the Prime Minister. The children tend to think that the

-

Pxime Minister is the government.

Question 1(c)

What do children in kindergarten, grades one and two,
perceive of the Queen? .

Obgervation

Thirty-nine youngsters were interviewed to find out their per-
'ception of the Queen. Extracts of the children's responses are in
Table 5. . . ‘

The children's responsei in Table 5 generally reveal the egoceﬁ-

tric habit of children at these age levels. The fbungsteri‘!ﬁlponded

acéording to their immediate point of viev; In other vordl; they were

expressing their own immediate thoughts about the Queen. The informa-
tion they have acquired and their abilities to perceive the Queen as
s national symbol in relation to the political structure (government)

are very limited. For exiqn}e, the youngsters have no geographic

“

L a

F
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Table 5

/ a Children's Parception of the Queean
N
Grade : ' ' Statement
K a. She is the Queen of Canada "

b. She is Queen Elizabeth
c. She is the Queen of England and the United States

4 d. She helps people
e. She gives food to children and grownups

1 _a. She is the Qeen of England and Canada
. b. She looks after Canada
¢. She makes money and gives it to the poor peoplo

A J

/ . in Canada and all over the world .
‘ - - 9
2 a. She is the Queen of Canada

b. She goes around the world
c. She does some paper work as the Prime Mxnxsftr

does
d. She helps us in lots of things

interest in terms of their conception of the tole}of the Queen (Table
S, Ke; 1 ¢c; 2b). The role of the Queen as percei;ud by these -
children is limited and rather cxa;goraiod or evep irrelevant.
However, :he children tend to have positive feelings toward thg
Queen as they‘iggv her ss helpful or benevolent: (Tnblo 5, Kd, e;
1 c; 2d). Clearly children have some avareness of the Queen who is
not conspicuous in the Canadian scene. But, as the chilren's re-
sponges indicate, the role of the Qpeen, especially in Canada, is
little known by these children. On the other hand, the youngsters
aéponr to have positive feelings toward the Queen. l

Question 1(d)

What do children in kindcrgattcn, gradec one and two
pcrc.ivc of a judge.
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Observation .
» The 30 kindcrurﬁcn, fint and ucond ;u;lc child;, vere al‘.:_ .
PS interviewsd on their views about a judge. 'A judge plays an im~
portant role in the compliance oyuu.‘ -Bxtracts of the children's
N  responses indicate that thechildren seem to have Almited knowledge
about the compliance system or cp-ogificauy & judge whose major »
responsidbility is to ensure justice in the socialinteractive ayntc-'n.
These youngsters tend to view th; judge from thc' punitive point -
of view. The roic of the jud.cl as perceived by th; children is to
+ .deal with the "bad guys" vho‘hould'in thrown in jail. This limited
) perception' of the judge has important implications for the young-
ltcr:' mental habit of evaluating people. The infant '; simplistic
wvay of viewing t"uli.tf £o\rco,p him to evaluate people around him, or
bdlitiul personalities, tn'::.cm of good and bad, or right and
| " wrong. In the infant's world oaly good or bad people, or things,
exist. The bad people should be caught and put in jail as their
punishment. Implicit in the responses in Table 6 is the children's
pcrccptionvgf‘*“zbc "bad guy”, the one who breaks the rules, and the

"good guy", tby%nc who obcyo the rules.

3 Por ﬂﬁ)sttcrl as their rnponul seen to uuiicate,

~

eoqlincc system, as the term used here, is a network
k. pcrms. aid institutions vested with authority to enforce
%). t @ ) demands.” (Hess and Torney, 1967, p. 50) .

.. A ’
S : 2

kY ) ’ : . . . ,‘ »
. ) e »



o 94
-y Tt _ = -~ —Table & .- S e _‘ [

~

Chﬁdnn's Perception of the .ludgc‘

Crade ° Statement

K - " a. The judge is a person vho tells the policemen
vhat to do
'b. The judge asks the robbers some questions and 1
/ he mt- them to say the truth

. E o
1 a. The policemen .cagch the robbers and tic thes
. to the judge who tells them about t they
r have done. He also tells them how long they
will be in jail

b. The policemen have to do what the judge says

c. The judge works a lot.

d. He puts people in jail if they have done wrong

2 a. People who break the rules go to court and the

judge will ask them questions

b. The judge goes to court, he listens to some
men and sometimes he gets mad because they
do bad things.

c. He gives the bad guys a chance to be good

d. The judge sends bad people to jail

e. The bad guys have to tell the judge the truth

f. The policemen and the judge help the, Prt. v
Minister . ‘

judge. Fufthcr. these youngsters ire'narc of the ‘role of the pojlicc-

man in dealing vitt; the "bad guys". They perceive a relationship bet-

ween ‘the policeman and the judgh in terms of punishment. -Thw—policeman-,

' catches tbc bad guys or tobl;_cu and the judge sends them to jail. *,‘ﬁu

' ‘responses of some o‘.cond'gud‘cro "The Roli.cc&n ahd the jt;dge-hclp fhe'.
ime ‘Minister” may be htcrpfoto‘d that the chil‘dron perceive a role

relatdonship betweer the judge, policesen and the Prime lﬂ.nistcr..but s

relatfonship in & punitive semse only. S a
Questioun 1 (e)
' What do children in kindargarten and .radu one and .
two perceive of the policc-ln? .

L4
» ol
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m ktﬁcturtcn and tho tiut and second nado children were
" also interviewed om their vim about’ policoun rablc ohovn. ax-
tractd of ﬂu childnn'l responses ) hcu extracts generally demon-
state that the childnn'l range of information appears to be narrow.
o On the%in of tln intcrvim the policeman nppuro to be the
most v‘hible nuthority fiﬂr.‘ 'l'he children reported to have seen
j}cc cars driving around their communities, hlvc obumd pou?
otﬁccu at the parking meters, ;Rn;e oburv‘d a poucmn issuing .
a ticket to a driver for apudin; They lud also obur%l a-police- ., k
man conducting the traffie and had seen policucn at uccidcnto. A |
' wégk bcfore these ht.rvi.m were conducted, a police officct visited ,
one of @R ki.ndorurtcu lchools involved in this study. He save a .
talk to the childnn on road ufoty rulu md block parents. Aﬂ

w: part of the &ildm s responses to the qucui\ln ™hat o+

does thc policcnn /do?" or "Tell me anything y. ‘Lhwv ai:out the
policeman” was about the pplico ofﬁ.&r who “‘o them. lurly
all the childfen interviewsd in that, school could t-d‘r what tho
policmn told‘ q&- ~The children seemed to be voqm_i.qruud by
the policc—n'a vﬁit snd Et he tnli.d about. They appurcd to
be enthusisstic #ad vary faterested in telling the iodervionts .
about ufcty sﬂu and the ruponsibxliciu of block pcun'tc.
Intcrntingly'
_ safety rules m “.W the policc-nu bu:uu h¢ ca-lhto speak
totb-abut“t-lu.v. - v S '
On the basis of thess emaracts; it appasrs thin
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herccive the policeman as a powe;fjb figure whose responsibility is

)]
r

to capture robbers or bad people. '"The policemen catch robbers",

v,

"They catch thieves and put the? in jail", "They punish robbers",
'ﬁhey catch the péople who break rulgs and put them in jail" are
responses which indicate that the children think of the policemen
as powerful and punitive. Fur;hermore, the type of responses pro-
vided by these children, and particularly those by the kindergarten
childfen, seem to suggest that before the youngsters start school
(kindergarten) they havefencountergd & policeman and have acquired
some spgquic information about them. This externai'power is the
child's initial contact with the polltxcal lgthor1ty or' system. The
kesponses\1n Table 7 also indicate that the children have p031t1ve
attitudes toward the polic;men. This may imply that they seem to
agcepa/the policemen's power. Part of the political power which
eiiéﬁa in the political system is exercised by the police force.
Although these children think of the policeman as pSnitive,
they also perceive‘him as protective. This perception appears t6 be
confirmed by_reapénéea such as "They prevent fires", "They protect

people”, "They help you not to do bad things", "They keep people from

'goiﬂg_pgd things",~"They protect Canada". These children also think

that the péliceman is helpful to thé people, the poor and children,

(K f.g, h, 1, o, q; 1d, j, k, 1; 2 k, ); he is friendly to every-

one. Sone responses refer to the Prime Minister or the judge. "They

help the Prime Minister to rule the world", "They work for é&e Prime

' Minister", "They. protect the Prime Minister", "They bring the bad

L]
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Children's Perception and Attitudes Toward the Policeman

Grade

Statement
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He catches robbers and puts them in jail
He does a little bit of ruling the world
They help the Prime Minister to rule the world

. They told us about safety rules
. They punish robbers

They drive around looking for bad and lost
people.

They prevent fires

If someone speeds they get him and put him in
jail

. They protect Canada

They go to emergency

They can give back your mogey

They help children who arée lost )

They watch kids so that they are not run over
by cars or get hurt

3

. They are nice

They help children and the people

They help peoble and the poor, they give ,
them money )

They help children to get on their bikes

They do what the judge tells them to do
They catch speeding cars and bad guys

. They catch robbers and put them in jail

They work for the people

. They go to accidents

They catch thieves and put them in jail

. They bring the bad guys to judge
. They protect people

They help people who are really rough and drunk
They look after Canada
They protect Prime Minister Trudeau

. They help people who get lost

They get people who are in danger

They catch the people who break rules and put
them in jail

They take the bad buys to court

They work for the Prime Minister

They make sure that the rules are obeyed
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Table 7
Children's Perception and Attitudes Toward the Policeman
Grade ' Statement
2 (Cont'd.) e. They give speeding tickets
f. They catch robbers and put them in jail
g. They help the Prime Minister
h. They look for the people that try to kill

other people

. They help people who are lost

They help people to learn and do what the
Prime Minister says so- that they don't
get hurt :

1. They help you not to do bad things

m. They are friendly

n. They keep people from doing bad things

F ol o2

guys to the.judge", and "They take the bad guys to court" are re-
sponses which do not imply that ;he children tend to perceive the
poliqemen in relation to other political figures. The youngster's
tendency is to idealize a situation or political personalities.
The examples of responses provided by the children show clearly that
the children.tend to discuss thfvrole of the policeman in isoi#tioﬁ
rather than in relation to the political system. This is due to
the fact that children at these ages may only have the mental ability 4
which enables them to deal with one object or situation at a time.
They cannot perceive relationships. |

Some of the responses in Table 7 further characterize the child-" "
ren's thoughts. Responses like "He does a little bit of rulifg the
world", "They can give back your money", "They watch kids so that
they are not run over by cars or get hurt", "They give money to the
poor people”, "They help children to get on their bikes", and "They

protect Canada" are indicative of the children's perception of the
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policeman based on their own point of view, or they are responses
which suggest the children's egocentric manner of perceiving real-
ity.

To aummar;ze, these children look upon pblicenen as powerful
in the sense that they captlire and punish robbers or people who dé
bad things, and they are protective of.and helpful and friendly to

people and children.

Question 1(f) ot

What do children in kindergarten, grades one and two,
know about local political authorities?

Observation

The interviews also intende& to invescigate the children's aware-
ness of their local political apthéri;iee.-,Ihe researcher attempted
to stimulate the children to.talk'abogt'the local authorities. A
numb?r of childtchzinterviewed responded to the questions such as
"Have you heard anything about the mayor?", or "Tell me dnything you
know about the Premier of Alberta", with "I don't know". It was de-
cided not to interview all the 39 children. Table 8 shows the pro-
cedure of the interviews. _’. | |

In an attempt to make the children talk aﬁout the Premigr, a

total.of 25 children were asked the questions "Have you heard anything

about' the Premier?" or "Tell anything you know about the Premier"..
‘ '

~

(This was accompanied by the presentation of the picture of the
Premier of Alberta). Twenty-two (88%) children responded that they
- did not know him, and.only three (12%) said that they Kad heard about

him. It appeared that the children were not aware of the proQincial

v
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Table 8

Children's Awareness of Local Political Authorities

-

Grade Premier , Mayor City Council

-, .
I have heard I don't I have heard I don't I have heard I don't

about him know about him know about it know
him him it
&
K N=15% 0 8 1 7 0 7
I N=13° 1 9 1 7 0 8
2 N-1i1° .2 5 3 L1 0 5
+

| v

Note:a. 8 children were interviewed on the Premier, 8 children on
the Mayor, and I\thldren on the City Council.

" b. 10 children we;évinfetviewed on the Premier, 8 children on
the Mayor, and 8 children on the City Council.
¥z
c. 7 children were interviewed on the Premier, 4 children on
the Mayor, and 5 children on the City Council. '
Question: Have you heard anything about the Premier/Mayor/City Council?
or,Tell me anything you know about the Premier/Mayor/City
Council. -
political head. A total of 20 children were also asked the above ques-
» tion but with reference to the mayor rather than the Premier. Seven- .
teen children (852) indicated that they did not know the mayor, while
three children (ISZf said they had heard about him. Regarding the
children's awareness of the city council, the same question was asked
in terms of the city council rather than the Premir or the Mayor.
Twenty children were. involved. They all said they did not know about
. it * o .\\
~The cﬁildren who iﬂQicated that they were aware of any of the

\ N
local political authorities were further questioned to determine what

< A\

\
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#
they knew about them. The "don't know" response was common among

all the children concerned. it vas the opinion of the interviewer not
to in;ilt on asking them any furth;f.quentiona on this fopip. As. |
Table 8 shows, the children who were inteviewed specifically on the
Pfemier, Mayor, and City Council, seemed to be unaware of these local

political authorities. »

ggestiog 1(g)

PRI

What do children in kinderggrten, grades one. and two,;.
perceive of the national flag and anthem?
Observation

The 39 children were also interviewed to explore their cdhception
of the national symbols such as the fi&g and the national anthem. The;
extracts of the children's responses are in Table 9.
X In modern societi;s national symbols are crucial unifyiﬁg forces.
It is‘imperative that the general symbol syctemjﬂis not only known but
also felt by every member of sb?i;fy in order to ensure & common
national identity, unity.;nd social and politicals;ability.~ In other
words, the national symbols arouse émotional feelings of attachment to
the ngtional gq-Frnmeﬂt or country. These unifyiné forces are import-
ant in the process of socialization. In orde* pefpetuate this
ggfionallunity and feelings of attachment to the country or government,
it is vital that the young generation is initiated in;o»allegiance to
|

the country or state.

As the extracts in Table 9 show, the children'indicatg-some avare-

néic 6f the two national symbols. For example, they have seen or see
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Table 9

Children's Perception of the National Flag *nd Anthem

Grade . Statement \ Q

.

K a. It is a Canadian flag \
b. 1If we didn't have this flag we wbuldn t know
which country
c¢. They pug it at the police station to show the
polxcemen are in Canada i
d. This flag is a Fire Station. Sometxmea they (the
ple) sing O Canada because they live in

e. t!i ln t belong to other countries like England
.and the United States
£..They Have different flags in different countries™
g. It (flag) stands for Canada
h. It is a prayer to God and Jesus
i. They pray for helping the world, taking care of
the people '
j. The flag reminds people that they are in.Canada
k. People sing O Canada for the flag
1. People sing Tt on TV
m. We sing it in class
n. People .sing O Canada at the stadium and at hockey
games
o. I can sing O Canada

1 a. It is a Canadian flag
b. It stands for Canada )
c. We have this flag here at school
d. We pray to Jesus for the .flag
e. Canada thank you for giving'all people.
f. We have it here because the other people who did
not live in Canada and don't know the name
(Canada) they can leook at the flag
g. We can see this flag on top of ; the hu11d1ngs
h. I think it tells people what country it is
i. People sing O Canada for the flag
j. They sing this song at the stadzum, hockey game,
» and sometimes you can sing O Canada anywhere
k. We stand when ve sing O ada
1. We have this flag at our scheol because this is a
Canadian school
m. The United States has a dxfferent flag

3

. n. O Ca ad is a kind of prayer but not really
" o. O Canada is a prayer of Canada

P They pray to God for Canada
q. This flag ‘do not belong to other countrzes like.
the United States and Emfgland
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Table 9

Children's Petéeption of the NationalAlag and Anthem
£ A

Grade . 5 T=-Starement
oLhias i
e . \ .
"% r,. This flag shows peoplF that they are in
i, Canada

i 8. We sing O Canada beq‘uae Canada is a

O
¥ good country

1 (Cont'd.)

2 . a. This flag shows th&; this is Canada
b. It stands for Canada\ -
c. They sing O Canada because this is a
' Canadian country ~
. It does not stand for the Uniyed States
because the Unites States 1s not Canada
e. People sing O Canada at a footsall game
# f. The flag tells people that thig is Canada
. . g. We sing O Canada. It is a song which
’ belongs to Canada and we like Canada
s . h. The song is for the flag, the[flag is
' for our country ¢
i. We sing for the flag of our cJuntry. We
§ ¢ o are in a special country /
!

1 v /
35 N . //

. the Cgnadian ffag flying in different places in their own communities

e
[«

or the Ciq'.g Whew the Union Jack and the Canadian flags were pre-—
sented,ﬁgll tpg children intervieQed could identify the Canadian flag.
They?knowéfhe Canadian fl;g. it belongs to Canada. It is a sign or
'symboléwhfch stands for Camada. They also think that the Canadian
flag i§ different from those of ﬁngland and the United States. "It
li; a ganad;an flag", "It stands- for Canada", "It does not belong to
oﬁhér couhtries‘like England and the United States' are responses
which indicate their basic understanding of the national flag.

The children also view the flag as helpful to foreigners. "We

have it here because the other people who did not live in Canada. and
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don't know the name Canada they can look at the flag."

The responses quoted above aﬁd those in Table'9 whicgiare rele-
vant to the fI;é reveal the chil&;en's limited buﬁ‘bajic ideas about
the flag. Their understanding of the flag is essentially based on
the conspicuousness of the flag. They see the flag everyday. For
example, the question "What is the flag for?" was asked in an attempt
to explore the child's thinking of the flag in both abstract‘and
concrete terms. It was observed thétﬁhe_children tended to answer it
in concréte terms. In other words, they could not answer it beyond
the answer, "It stands for Canada", or "The flag reminds people °
that they are in Canada". These responses seem to be a reflection

of the youngsters' intellectual habit of perceiving objects or sit-

L

uafiqﬂéiiﬂ.concrete terms. This tendency of thinking limits the
.chiféigé'to conceptualize for examplez the national flag in ab-
stractAterms (a symbol for ﬁational unity anduloyalty).

Regarding the natio#al an;hem, the interviews appeared to indi-
cate that the children had some understanding of the national anthem.
As Table 9 shows, several children sing Q Canada in class. About
five Children were willing to sing O Canada quite well ("I can sing
0 Canada"). The childrén reported (people) singing O Canada at the
national stadium at hockey or football games, they sing it on TV
(K1,'n; 1 j; 2 e). "We sing O Canada for the flag", "It is a prayer

‘to God and Jesus", “They pray for the helping the world taking care
of the people", "0 Canada is a kind of ptayer but not really", "0

Canada is a prayer of Canada", "They pray to God and Canada", and
o

£

: // . -
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"They sing O Canada because this is a Canadian country" are re-
sponses which show the childrgngg perception of the national anthem.
However, this conception appeafo to be narrow or egocentric. These
responses, @part from the last o&e) do not represent the real mean-
ing or the purpose of the national anthem (national pride, unity,
and identity). The children attempt to explain the idea of ghe
national anthem on éhe basis of their own experience;. | .

Although the children's conception of the national anthem is
generally irrelevant, such conception is important at these early
Vages. Their emphasis on "a prayer for Canada" is an important per-
ception because it-wefers to Canada or the Canadian nation,

In fact, the children's conception of the flag and the
national anthem as observed here appears to indicate the children's

primitive conception of nationality. This notion is further illus-~

trated by the children's use of simple ideas as "our","We", ”ihey",

@
or the '"people". ‘

The children's attitudes toward the two national symbols, fl&g;
ahd anthem, can also be determined on the basis of these interviews.
Although a direct question like "Do you like the Canadian flag?",
or "Which one‘do you like best, fhe provincial, the Union Jack, or
the Canadian flag?", were not agked; aoﬁe children‘gave explicit
statements like "Wewsing O Canada because Canada is a good country",
"We sing O Canada. It i; a song which belongs to Canada and we 1ike
Canada". "We sing for the flag of our country, we are a Speé}al
country”. These remarks suggest that the children tend to have posi-

tive attitudes toward the national symbols.
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In sum, these children seem to have acquired some basic ides
about theAtwo national symbols, the flag and the aﬁthcn.>They are
avare of the significancg of the flag and the natignal anthen“but
they lack a comprehension of these symbols in anyif:}p way. They
know th;t the flag stands for Canada and the natiomal anthem is a
prayer for Canada. However, their perception of these symbols tends

‘to be simplistix and egocentric.

Research Question Two

Will the Rindergarten, grades one and two children's
perception of the go¥ernment, city council, political -
authorities and the national symbols reflect Piaget's
stages of development?

Observation © 4
The ?indersarten, gfades one and two children are roughly 5, 6\
and 7 years old respectively. According to Piaget's development
model, thege children are in the preoperational stage. They are in
‘the process of the development of mental symbols by imitation. But
the child's language and_thOught tend to be egocentric in the aense.
that the§.are ﬁnable to take into account other people's points of
view. In other words, they tend tb int;rpret words or explain
social phenomena in teéﬁg of their own experiences. A child in
the preoperational stage of development has the mental ability which
enables him to handle one thing at a time. Furthermore, in dealiné
_with social phenomens, the child's reasoning depends on memory of
wvhat happened in the past, or simply concentrates on his immediate
pergepfion of reality.

Another aspect that demonstrates the young child's egocentric-



107

\
tn:urbof thought is his inability to handle the logic of relations
(Piaget, 1951, p. 130). For example, a young child is unsble to per-
ceive part in relation to whole. This indicates the absence of
relativity from the child's conception. Piaget's (1951) study on
the children's judgement and reasoning procege, developed the con-
cepts of "realisam" ;;d "relativism'" in his attempt to explain the
younglf:i'n pattern of thought or generally how the child perceives
his social and physical environments. Pi.getﬁ(p. 133) is of the
opinion that |

. o5
The child unconsciously extends his own immediate point

of view to all possible points of view (realism), instead

of consciously generalizing a relation which he has con-

ceived clearly as relative and reciprocal (relativism).

Realism is therefore a kind of immediate illigitimate
generalization while relativism is mediate and legitimate.

The idjosyncratic nature of the young child's mental operation
is an indication of the child's active role in the acquisition of
political material. In other words, the child's response or reaction
to social and physical énvironments is partly influenced by his own’
thought.

The young qhild'a~cognitive style dépiptcd above wab‘evidcnf in the
interviews. The children tend to personalize political objects.

For example, the childfen'l perception of the govern-pnt,cehtet-
around a person, the Prime Minister. They tend to personalisze the
government. As the children's résponus in Tables 3 and 7 indicate,
the children's initial oelationship with the political world is -

through the political personalities such as the Prime Minister, police-

men, judge and the national symbols. However, the political pgrndn-
) _ _ .

4
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alities are perceived Py the children as persons rather than in terms
of offices which thay hold. For example, the Prime Minister vas per-
cci‘ld by thc children as a person vhile u;avnre of tha office which
hc"holdl. The children's image of the Prime Hiﬁtstir relates mainly
to personal churact;riotics, some of which are irrelevant for tg:
office of the Prime Minister. This perception reflects the childref™s

tendency to view political objects in familiar pornopal terms rather

i

than in broad systems or instifutions. 4 71 .

Another important feature of the chi

B

Prime Minister is that, although he is well known and appears to b ,
. .

! prhinant political. figure among the ybhnglters, hi is seerr by
: /
them as performing his duties not in & reciprocal relationship

ldren's perception of the

yith th; citizenry. According to the children! the Prime Minister
acts like a boss who does things for the péoplc, vhile the pcdplc‘
remain obedient and p:ioivt. 'Ihis view about the Prime Minister
;hovn the absence of relativity from the child?pn's perception.
The absence of relativity in the children's minds is further re-

flected in the children's tendency to conceptualize the political

d ‘ & - ‘ Ly

objects or figures in isolation rather than in iir-nfgﬂ structural
vayac-n-ot'sovurn-aut. |
» In sum, th;cL children tend te view the government in pcr:ona{,
concrete thsrs;“the ?ri-§ Minister is popular among these children,
and it sppears that through him children. form their initial con-
ception of the govermment. They thi;k_th; Prime Hﬁniste{ is the
‘government. He 1a'th. fitli prominant political figure with whom
the youngsters establish a political relationship.

. ‘ -



Research Question Three -

_What do children in grades. tﬂnt1—aix, a%che—»:cn‘and> -
twelve feel about selected democratic poli:ical values?

A total of 733 grades four. six, eighs) ccn and twnlvn children
ronpondod to Oppenhein's and Torney's (197&) attitudinal scales.
Thenc lffcctivt scales are intended to exploro the childron s atti--
tudes toward democratic political vnlucs.tlrhc democratic politicil
values include political interest, prxnciplec of oquality, frcedon
of -peech; politxcal patticipction, tolerance of diver-ity, political
effxcacy/:nd_voting, All responses were rocordcﬁ on conputer qheeta{

f ..¢,
Using a couputer progrn-, percentagss of the children' s re-'

: lp;;l¢l to. the vnrxous cucegoriel in cach it » Were calculatcd.
Further, the items were claooxfied into twelve groups reflectlng
different denocrat;c political values. Six groups of items hppeqted
to be most relevant for this analysis anduthcy were concerned with
the follawiﬁgydcloétatic_valnea: anf!;iuthéfftarianicn, civil liberf»
ties, princip§eo of equality, good citizenship, and voting. Also
included, al:hough nog concerned with de-ocrat1c values, were xtems
intended to explore the children's reacouinz -6dcs.=

The percentage tytéen io applxed in this analylis in order to
A dotct-ine the childrcn s ttund or pattern of supp&@t for® these demo~
cratic values. e
Obocrvation e
1. Antlotitarialisl

!hcrc were .ix=it¢-s (Appcnd1x A, 1-6)«4nteuded to cxplorc the

-

children's lnti;gpthoritaricp,agtitudoi. The children were rcquircd

| . " v ’ R
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to respond in terms of the response alternatives (Table 10), "Agree",
"No opinion", and "Di;agrg;ﬂ. A éhild agreeing wich'thevsix state-
ments or items would seem to indicate an authorfiurian attitude while
disagreement with them would mean that the child was anti-authoritar-
ian in terms of his democratic political attitudes. The children's
responses are summarized in Table 10.

As the results in Table 10 show, grade four children's (N=179)
level of support for anti-authoritarian attitudes is only slight.
Only 44.2 (71 éhildren) diségreed with the authoritarian statements.
About 28.9 (SZ-chiidren) percent of the children indicated the-bNo

opinion”" response. On the other hand, agreement with the authori-

‘tarian sthtemen;s only invol?ed-@4.1 (43 children) Fercent of the

children. ‘

Of the 209 grade six children: 62.4 (130 children) percent
appeared to support anti-authqriﬁarinn political democratic values.
Such sqpportdappeérs to be noderaté becagsé 15.5 (32 children) per-~
éent of the children suppotted authoritarianism, while 19.6 (41

p
children) percent of them indicatedkthe "no opinion"pfé;ponse.

Grade eight children's (N=184) trend of feelings weré_toward anti-
authofitarianism.' This support was shared by 70.4 (130 children) per-
cent of the chilhren. . HBowever, there were a ngmber of childreneyho '
did not have oﬁi@idns (19.3% or 36 children).

Support for anti-authoritarian democratic political values by

grade ten child}%n (N=108) was very strong. This support was shared

a
-
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Table 10

Students' Perception of Authoritarianism

Statement

It is wrong to criticize our government.

So many people vote in general elections that when
I grow up it will not matter much whether I vote.

People should not criticize the government, it only
interrupts, the government's work.

The people in the power know best.

War is sometimes the only way in which a country can
save its respect

Regular elections in our country are unnecessary.

Responge (Percent)

Grade Agree No Opinion Diggg;ée \ No Response

1v 24.1 28.9 44.2 2.7 5
VI 15.5 19.6 62.4 2.5

VIII 10.1 19.3 70.4 0.3

X 7.3 11.3 79.3 0.2

XII 5.8 6.7 83.9 3.5

by the majority of 79.3 (86 children) percent of the children.
‘Cr;dé;twelve children (N=53) tend to feel anti-éuthoritarian in
political terms. Most of them (85.9% or 4% “children) had indi-
cated such feelings.

In suﬁ, grade four childgsa%f support for anti-authoritarian

b Sy .
democratic value was slight. 'fthe whole they seemed to have not

yet acquired such attitudes, and also they had e tendency toward

an authoritarian outlook. Grade six children/gseemed to have only

moderate suppért for this value. On er hand, the general
?
trend of grade eight children's attitudes was toward anti-authori-

tarianism. However, such a trend was not very impressive. Lastly,

most of grades ten and twelve children appeared to have a rela-

Kl



<

112 »
tively high level of support for the anti-authoritarian democratic

value.

2. Civil Liberties

Question 1 calls also for an investigation into the children's
attitudes toward civil rights. The five items which appear in Appen-

dix A, 7-11, or Table 11, reflect democratic values such as the right

of free speech, the value of criticism and political participation.

The children were required to respond to the five statements in terms
of "Agree", "Disagree", and '"No Opinion" response categories. The
child's agreement with the statement would mean support for such
civil liberties while disagreement with such statements would signify

the child's non-support for these democratic values. Table II shows

1

the responses of the children by gréde. (\"

Of 179 grade four children, 52.6 (;;\thildren) percent of them
tended to support civil rights. This trend of support apéeared to be
slight because 20.8 (37 children) percent of the children did not
support such liberties and 25 (45.chi1dren) percent of the children
did not have opinions.

The attitudinalltrend toward the civil rights was also fairly
moderate among grade six children (N=209). bnly 60.2 (126 children)
percent of the.children»;eemed to support these liberties. There
vere children who did not suppoft these liberties (19.2% or 40 child-

ren) or did not seem to have opinions (18.4% or 39 children).

Grade eight children (N=184) tended to support the civil liber-
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Table 11

h

\
Students" Perception” of Civil Liberties

s Statement

Citizens must always be free to criticize the govern-
ment.

When something is wrong, it is better to complain to
the authorities about it than to keep quiet.

It is good for the government to be frequently criti-
cized. ~

Our country has its faults just like other nations.

Newspapers and magazines should be allowed to print
anything they want except military secrets.

Response (Percent)

Grade Agree No Opinion Disagree  No Response
LIV 52.0 25.1 20.5 2.2
VI 60.2 18.4 19.2 2.2
VIII ) 62.8 17.9 19.1 0.1
X 71.7 11.3 15.0 2,0
X11I 79.6 6.0 10.9 3.5

ties moderately. Such support vas represented by 62.8 (115 child-

ren) percent of the children. These moderate feeiings for civil liber-

.

ties were due to 19.1 (35 children) percent of the children wﬁo had

feelings against such liberties and others did not seem to have'opi4
. . _

nions (17.9% or 33 children).

~

Grade ten children's. (N=108) aﬁiitudes towa:d the democratic
valueq or civil liberties werevbtrong,because such feelings were
shared by 71.7 (77 children) petcent'qf the chiidrgn.

On the other hand, grgdé twelve children's (N=53) feelings
about-civil liberties were relatively very strong. These feelings

concerned a majority of 79.6.(42 children) percent of the childrgn.
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“fe'summarize, grade four children's support for civil liberties
was generally slight. The tendency to support civil liberties among
grade six children appeared to be moderate, but such support seemed
to be more popular among grade six children rather than among grade
four .children. However, both grades four and six had a relat1ve1y
large number of children who. felt they had no op1n1ens The level
of support for the civil liberties among grade eight children is
more or less similar to that of grade six children. Last, grades
ten and twelve children'e tendency to support aivil liberties is
stronger than that of the children in the lower.grades.

3. Equality of Rights and Freedoms

Specifically the seven items (Appendix A, 12-18) were intended
to.determine the children's attitudes of the concept of equelity in
regard to rights and freedoms.' Seven groups of familiar people
(Table 12) were presented to the ch11dren. The children were re-
quired to 1nd1cate whether or not each of the seven groups of people
would be granted equal rights and freedoms. Response categorxes
"More", "Same", "Fewer" and "Don't know" were used. A child who
indicated the response "Saﬁe" for all the groups of people would be
regarded as supportlve of the idea of equal1ty of rights and free-
doms. The chxldren 8 responses appear in Table 12.

The response of grade four children (B=179) cleariy-indicates
that their support for the idea of eque}ity was very.slighr. Only‘

-47.6 (85 children) felt that equaliry of rights end.freedpms should
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Student's Suﬁport for Equality of Rights and Freedoms

Group
Lawyers -
Religious leadera
- Communists
Military leaders
Tramps
People with anti-Canada views
Doctors
Grade " Responses (Percent)
 More Same * Fewer . Don't Know
v | 14.1 47.6 10.3 28.0
VI 1.1, 62.5 9.7 16.7
VIII T : 10.7 . 62.2 12.4 14.7
X 3.7 76.5 9.1 10.7
X1l 3.0 79.4 8.8 - 8.8

—
' be extended to all seven groups of people. This percentage of child-
‘ ren represents less .than half of the grade four children. The "Don't

know" response attracted a fairly large number of children‘(282 or

50 chlldren)

Feelings of grade six ch11dren (N-207) for the concept of equal-

-ity of rights and freedoms were moderate. More than half of the

children (62.5% or 130 chi}dren) felt that all ‘the groups of peopleAf
T should be gtaﬁted equal fights and freedoms. Theée.moderate feel-
- ings were due to 16.7 (35 children) percent of the children who were -
"attracted by the "Don t knov",response.
Grade eight chxldren (N-184) modetately supported the concept of
equalxty. T;exr support was tepresented by a,majorxty of 62 2

,c@ildren) percent of the children. A total Qf 27 children (14.7%)

\
|
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‘o
seemed not to understand the concept of eouality of rights and free-

-

doms.

Support for the democratlc value of equalxty among grade ten
children (N-108) was strong. The strength of their support was re-
presented by a majority of 76.5 (83 children) percent of the child-‘
ren. | o . |

Finally, grade twelve children's.(ﬁ-53).tendency to endorse the
application of the idea of equality of rights and.freedoms to all
. seven groups of people was very strong. Most of the children (79.4%
or 42 ehildren) aopported the ooncept of equality;

In summary, the children's support for the idea'ofgeQuaiity of
rights and freedoms varied according to grade. Fourth graders' sup-
port for this value was light, vhile the support of grades six and
elght chlldren was moderate. On the other hand,,the support for
equal rlghta and.freedoms~for the identified'groups of people was
strong among grade ten children. Further, grade twelve children
" have relatively very strong support for the principle of equality
of righta add freedoms. | | | |

4. Good Citizenahip

There were eleven 1tems (Appeod1x A 19‘29) axmed at determln-
ing the chlldren s percept1on of good cxtxzenshxp. It was hoped
’that the chlldren s perceptlon of good citizenship would also reflect
the1r attxtudes towards what they consider good c1t1zenah1p (see the
concluding statement). Eleven 1deals of good citizenship were pre-

sented to»the children and they,were aaked to»reapond to each of\

J——y
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the items by one of the following response categories: "A good citi-
zen", '"Not sure" and "no". |

As Table 13 indicates, the children's perceptions fell into
three categories: active titizenship, di;enggged citizenship, and

non-political elements.

(a) Active Citizenship

Political participation is one of the i&eals~in political
life."For example, one of the imporgant roles of a citizen is to
pgrticipate in voting or helping others to participate in this pol-
iticél activity. The item which appears in Table 13(a) was in-
tended to find out the children's own perception of active citizen~-
ship. 'Thg children were provided with three response’cathorieé,

"A good citizen", "Not sure", and "No". The results are shown in

Y

" Table 13(a).

The response category "d good citizen" attracted very few

grade four children. Of the 179 chiMren, only 29.2 (52 children) v
percent of the children shared the percéption of_active‘citizgnf_

ship as good citizenship. It was obvious that such perception among

the grade four children was véry weak. In fact, the majority of

thesé5chiidren (43.2% or 77 child;en) we:eAnot sure about this role.

of citizenbﬁip. o | j

| :The gtade six children's (N-ZQ9) Qie;\of activ¢ citizenshipV

bns'alaé‘veryiweﬁk. Only 29.6 (61 childrén)_perceﬁt:of the child-
; : _ ‘ L /- R 4



Table 13

Students' Perception of Good Citiunlh;p"

a, Active Citizenship

Gets other people to vote in electioms.

(Percent)
Grade Responses

A Good Citfzen Rot Sure No

v 29.2 43.2 - .27.6
vi 29.0 41.0 30.0
VIII 45.1 31.0 23.7
b 4  64.8 27.8 7.4
XI1I 56.1 24.6 . 19.3
’ b. Disengaged Citizenship
Obeys the laws.
Votes in every alection.
Y Keeps up with what is happening
in the world.
Stands up when the national anthem
is played in public.
[
- (Percent)
Grade Responses M
A Good Citizen  Not Sure  No
v . 49,2 40.1 - 10.7
VI 61.8 i 28.2 10.0 .
VII1 64.9 ) . 25.4 9.6
X . : 69.2 - 21.8 9.0
XII ' 1.1 18.4 10.5
“e. Hon-political Elements
Is alvays polite.
Is loyal to his family. -
Works hard.
Has good table manners.
Shows Tespett for a fumeral.
_Studies hard to pass exsmination.
1 .
. ‘ (Percent)
Crade Responses g
- A Good Citigen Not Sure No
x o ' , ’
IV * .. , 60.1 ’ 30.1 9.8
VI . 62.6 ' '27.2; 10.2
viIx - 57.6 . . 23. 18.7
b 4 - 47.2 ’ 2945 23.3
XII ~ T 28.9 _26.3
.
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ren thought that a good citizen is the one who "Gets othet’ people

_to vote in elettions". The majority of these children (41.0% or

85 children) appeared to be uncertain about this role of citizen-
ship.
Relative to grades four and six children's perception of act-

ive citizenship, grade eight children's (N=184) perception was

- stronger. However, this support for active citizenship was generally

2

moderate because only 45.1 (83 children) percent af the ch11dren en-

dorsed this support. Thirty-one percent,of the children felt uncer-

a

tain about the idea of active citizenship.

Grade ten children's (N=108) level of perception of good citi-
A .
zenship in terms of active citizenship was higher than that of the

children in the lower“grades. Such perceptlon was - supported by

\64 8 (70 children) percent of the chxldren.

\

The\strength of grade twelve children's (N=53) perception of
active c1tlzenship\seemed to be fa1r1y strong. This perception%as

represented by 56.1 (30 children) percent of the chlldren.

{b) Disengaged Citizenship i
This'caiegbry has four items or ideals of good citizenship. The -
categories were also intended to obtain the children's own perception

of the citizen's role. The children respon&ed to these ideals through

4these respoﬁse'categories. - Disengaged citizenship de-emphasizes the

reciprocal role relationship between the governmeit_gnd the governed.
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In other words, the citizen;‘\{gies, such as those in Table 13 (b)

are merely symbolic elements. \\\\ )

)

of 179 grade four children, 49.2 f\B\Children) percent of them

\

perceived disengaged citizenship as good citizehship.. This slight
~

trend of support for this notion of good citizenship wag due to 40.1

(724chi1dren) percent of the children who appeared to be uncertain
about their perception. “

About 61.8 (129 children) percent of'grade six children thought
that disengaged citizenship was good citizenship. This perception
appeared to be more predominant amohg grade six children than among

grade four children. Furthermore, 28.2 (58 children) percent of the

perteption

children seemed'to be uncertain about thij
zenehip.
On the otﬁerhand,gre&e eight-chil ren's suppott of good citi-
zenship in terms of cisengaged citizenship tended to be high. But
this level of support for this concept of good ci;izenship appeared
to be higher than that of grades'focr and six children..'Of 184 ‘
.grade'eight children, 64.9 (119 children) percent endorsed disen-

gaged citizenship as a meaning of good citizenship.

Of'108 grade ten'children 69 2 (75 children) percent concept-

ualized good citizenship in terms. bfkaiiengag\d citizenship. These
T

childt‘%’s perception of good citiz‘enship seemed to be strdnger than

‘that ofﬁgrades four, six and eight children. More than two-thirds

-of grade eight children-thought that disengaged citizenship des-

~_ cribed good citizenship. -

\
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Grade twelve chjldren's tendency to perceive good ;itizenship on
the basis of disengaged citizenship was groaterrphan th;t of the child-
ren in the lower grades. This tendency of perceptioﬁ involved a major-
ity of more than two-thirds (71.1% or 38 children) of the children.

It appeared thqt grades ten and twelve children geﬁeralf; tended to

share this perception of good citizenship.

(c) Non;political Elements

The ﬁon-political e%ements consist of six ideals of good citi-
zenship which appear in f;ble 13(c). The children responded to these
ideals by using the same resp;nse‘categories, "A good citizen'", "Not
sure”, and "No". |

A total.of 179 grade four children responded to the six ideals.
About 61.1 (102 childfen) percent of the childr;nnthgught the six
non-political ideals constituted good éitizenship. The proportion of.
children who perceived good citizenship in terms of the non-ppl@pical

elements was greater than the proportion of children who thought of‘good.

, . - ‘
_citizenship in terms of active and disengaged citizenih{g. Grade four

ha elatively large nutmber of children (30.1%) who'weré not sure
about their perception of good citizenship in ﬁerﬁa qf“non-political
clemencs. -
The grade six children's (N=209) conception of good citizenship
in terms of non-politiqcl elements, appeared to be ﬁiﬁilar to ﬁhat'of
~ grade four children . About 62.6 (131 children)'percent of the child-
ren exprenied the notiqn‘that the non-folitical élenenss gave'thg
-c;ning of !ggg\ifif::nship. furthcr-oge, a larég proportion of ﬁhe

children seemed to bc’ﬁ;E;;iain about their ‘perception of good citizens

-
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in the sense of non-political elcntntn(

The non-pOLitiCll_elﬁi!nt'“:!‘_s description of good citizenship
attracted more grades four and six children than grades eight, ten
and twelve children. . >

A large number of grade eight children were attracted by the non-
political elements which they thought meant good citizenship. Of 184
children only 57.6 (106 children) percent of the chiidren endorsed
éke non-political elements as describing good citiz@nnhip.

Less than half of.:grade ten and twelve children (N=108, N=53 re-
lpeétively) opted for the non-political eléments as defining good
citizenﬂyép. g
In sﬁnulry, differences in percepiion,of good citizenlhip were
: hbticcable-a-ong gra&ga four, six, eight, ten and twelve children.

' Grade four children tend to viqw gbod @itizenshipAin terms of -
the social routine elements. This perception involved more children
than the perception of good citizenship in terms of active and dis- )
enéagg; citizenship. The grade six children seemed to define gooﬁ\\’*
citizenship in égf’nnnc way grade four éhildrenAdid.. The per;epgion
of good cifizen‘iiﬁ among 3?.d¢ eight chiidrcn tangcd'froufdilcngaggd
to non—ﬁolitiqaiiilg-gncs._ Bow-vct;f?ihy more children preferred
‘to describe géod“citizenihiﬁvin tqr;; of &isengaged citizenship. Last,
_ both grade ten and_gtade tunlf;'childreh had the tendency to define
good citizenship in terms of ictiv!.and disengaged citiz@gphip.

It is argued that children must be aware of the political objects
first before they develop feelings toward such objects. In other
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words, the child's development of cognition precedes the development
of his affection and that the cognitive depelopnent increases with
age, (Pammett and Whittington (eds.), 1976, p. 19). Gredee ten and
twelve children and grade eight children to some extent generally
tend to perceive good citizenehip in terms of active and &isengaged
citizenship. These two elements are reifvent to good citizenship.
Grades four and six children tend te‘perceive good pitizenship in non-
political elemente, These non—-political elements have nothing to do
with citizenship roles._ : /

Gradee ten and'tweivf children, and to a certain extent gredé,
eight childfen, tend to support the active and dxsengased roles of
c1txzenship. On the other hand, gredee four and six children 8 per-
ceptione of good citizenship is poor because their perception gen-
. erally coneeptretee on the non-politicel-elenente..\A large ndnbet
&f srades four and eii’children felt uncertain about their percep-
tion of good citizenship in‘terne of ective and disengaged citizen-
- ship. On the basis of their uncerteinty about gpod citizenship roles,
the grades four and six childten appear to be(gpnble to express support

S o

for ective:gnd disengaged citizenship. e

5. Peer Group Decision by Voting . * ; .

Three iteie!(Appepdix A, 34-36) were ed-inietered'to tﬁe ehildten
to explore their belief in the idea of votin; The three itene wvere
hypotheticel dilel-ee which ;;quired a child to put hi-oelf in a group
situation and ette-pt to determine solutions. Eech iten or dilemma -
hed*five elternetive ‘solutions, one of uhicb was a group decieion by

taking & vote. The analysis is concerped vith the peer gxoup decision

T

o
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by voting. The results are in Table 14.
As the data se¢ems to indicate, grade fou: children's (N=179) be-
lief in the idea qf voting was relatively weak. The solution "We
[N H .

would talk about it until we all a&‘;:e;a;i:' attracted c;nly a small number

of children.

Table 14
v Peer Group Decisions by Voting
(Percent)
Response ' : Grade
“\ Iv VI VIII X XII
"We ‘would talk about , 'N-179\ N=209 N=184 N=108 N=53
| )

it and then take a . ‘
vote." 26.7); 33.3 40.? 45.7 45.3

el o L
- g

1

Note: This summary is based on Appendix B.

Support for voting as a solution was doderate among grade six
- children. Of 209 children, 70 (33.3%) children thought voting was a
solution to the dilemﬁas.

| Grade eight children's (N=184) support for the idea of voting wad
fairly strong. Forty (74 children) percent of the children shared‘this
supporf;‘ « :

The trend of beiigf in taking a vote as a solution to the dilemmas
was greater among g;adeiékg children than that of the children in the
. lower grades. This belféf wigxgepresented'by 45.7 (49 children) percent
of the children. Grade twelve children's support for the notion of vot-
ing Qns;uore or less similar to that\of the grade ten_childrén. Of 53

children, 45.3" (24 children) peréent of childtgn indicated such support.

a
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. In sum, the levels of the.children's support for the notion of
voting as applied to the threé dilemmas are to be taken in relative
terms only. These levels of support, as described above, are rela-
tive to other levels of support indicated by the childr;n (Appendix

B, p. 201).

6. Children's Concrete and Abstract Reasoning

The four items which appear in Appendix A, 30-33 did not consti-

tute a part of the attitudinal exploration. These items were meant to

-

determine the children's reasoning modes. These items were relevant
to the democratic attitudinal exploration because one of the assump-

tions on which this exploration was based is the belief that the child-
ren's acquisition of political knowledge and attitudes depends on
their levels of intellectual development or reasoning modes.

The four items consist of situations of varying nature. Each

item has five responses. The analysis involved classifying the re-

]

. sponses into three categories (Appendix C, p. 204); responses which

reflected personalized egocentric tendency, sociocentric tendency,

o

and "I don't know." The child's response to each of the four items
was identified in either mode of reasoning described above. Table

15 indicates the ‘children's reasoning modes in terms of the three

categories mentioned above.

It was anticipated that most of the grade four children's (N=179)

reasoning would be char;Eterized by personalized egocentric tendency

’

_rather than sociocentric tendency. As the data show, only 20.5 (38

children) percent of the children appeared to have egocentric tendency

P
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of reasoning. However, there were more children (28.2X or 50 children)

who indicated '"Don't know™ response.

¢

Table 15 \\\\\\
Summary of Students' Concrete and Abstract Reasoning

\\\\
Reasoning Tendency Gra
IV v - vIilI X XI1
N=179 N=209 N=18 N=108 N=53
Personalized Ego- . -
centric _ ' !
Tendency 20.5 ~ 24.3 17.8 12.0 8.0
Sociocentric .
_Tendency 25.5 37.2 49.5 58 - 69.2
I Don't Know T 28.2 17.0 16.5 12.7 4.0

Note: This summary is based on Appendix C.

On the ‘r hand, grade six children (N=209) appeared i:p have a
sociocentric téndenéy of reasoning. There was a majority of 78 child-
ren (37.2%) who tended to reason in a sociocentric manner. There was
also a considerable number of children (51 children dr 24.3%) whose
reasoning mode was still in the e;ocentric stage.

0f 184 gradg eight children, 49.5 (91 children) percent of child-
ren had sociocgntric-tendencies of reasoning. This was almost half of‘
the grade eight childreﬂ.

- Sociocentric tendency of thinking among grade ten cﬂildren (N-10§)
appeared.tO‘be predominant. About half of the children (58;02 or 63
children) seemed to be sociocentric in their mode of reasoning.

Grade twelve children (N=53) have obviously teasoned‘in.socio-
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‘centric terms. This mode of thinking is represented by 69.2 (37 child-
ren) percent of the children.

Research Question Four

W111 the chlldren s dlfferent age levels give riseé to
different feelings toward democratic political values?

The aim of this question was to find out whether the children's
dlfferent levels of age or grade would give rise to dlfferentlal levels
of support for the democrat1c polltlcal vnlues. The answer to this
question is based on the children's responges presented in Tables 10-14.
Observation |

According to Piaget's development theory the child‘s intéllectuai
development pésses through stages and that‘each gtage has its own mental
characteristics. This implies that thé child's perception aﬁ@ atti-
tudes toward social and physical environments are‘influenced by the in-
tellectual stages. On the basis of this notion of inteilectual-growth,
Piéget (1973) suggests that when children, who are in different'stéges
of'development, a;e presented wi?h‘fhé same social or .physical stimuli,
they respond to them differently or, in pthér words, #hey ﬁ@rceive them’
differently. - — | : \.

The grades four, six, eight, ten and twelve éhiidren (N-;33i com-
pleted Oppenheimer's and Torney's (1974)'5ttitudiﬂa1 scales. Thg per--'
centages of children who 1nd1cated support for ,the democrat1c valﬁes
are shown in Table 16, authoritarianism D; c1v11 11bert1es A; equal-
ity (same); voting (take a vote) good c1t1zensh1p-act1ve c1t1zensh1p

(ce) and d1sengased cxtlzensth (GC). The.children's levels of sup-

port for these democratxc.values yary.according to the grade levels.
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In other words, the percentage Qf“hildrenysupporting these values
increases with grade or age.

Authoritarianism (1)

Grade four children's support for anti-authoritarian democratic
political values is slight. Just above one-third of the children tend
to support this value. Abouf one-third of the childrenlseemed to have
no opinions. in response to authoritarian items. ThisAappeArs to sug-
gest thatgsome ‘of thg grade four cﬁiléren found percFiving anti-
authoritarian values difficult. Some tendency of authoritarianism
seems tb exist in these children (Authoritariaﬁ A).. Relative to grade
four children's sdpport for the anti-authoritarian values, grade six
| child?eh's level of support is highe;; Two-thfrds of g;ade six child-"
‘ren qomparéd ﬁo only one-third of gradé four children endorged the anti-
~authoritarian value.

| Grade eight chilafén's levél of support for the anti-authoritarian
value is sttonéer'than that of grade six children., Last, ggade ten
"and tﬁelQe children's tendé:Zy to endorse anti-authoritarian value is
greater than that of the children in the lower 3rade§.

In sum, differences in perception and attitudes tbward the anti-
"authoritarian democratic value appear to be reflected in the varied
levels of gupport for such a value. The support’for this vé1ue seems
to iﬁcreas: with grade or age level. Grade four and grade six child;en
- seem to'havé éomé diffiéult& in perceiving the anti-authoritarian §alue.:
'fheir level of support for the anfi—authbfitafiah value is not as-im-

. pressive as that of grédés eight;.ten,‘and twelve children.
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Table 16 (Cont.) . -
Grade. ~--Disengaged Citizenship’
< s
IV 49.2 40.1
VI 61.8 28.2
| VIII 64.9 - 25.4 ‘
f”f'7-“‘“\-~,_§_~‘\_ X 69.2  21.8
. x11 71.1 18.4 '
' Grade " No-Political Elements
GC NS .
— — N
v 60.1 = 30.1
VI 62,6 27.2
VII' © 57,6 23,7
». X 47.20 29.5
. . q\'
XIT 44,7 28.9
A= Agree’ - DK= Don't knga . PmPersonalized -

D= Dishgree . GC= Good Citizen Egogeqtr1c.tendency
S=Sociocentric

~ No= No opinion NS= Not Sure - - tendency

o
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Civil Liberties (2)

The support for civil liherties among grade four'children'is >
\moderate. Less thau two-thirds of theichildreu appear -to-support civil
liberties. Grade'six~childrenfs support could be looked upon'as
stronger thau.that.of grade four children. About two~thirds of the
grade six ehildren‘tend to support ci#ii liberties. On the other hand,
gradeveight supportAfor civil liberties is uore or less as strong as
that of the grade six children. About two—th1rds of the grade eight
children axpressed support for c1v11 liberties. Support for c1v11
11bert1es among grade ‘ten and grade twelve ch11dren is relatively
strong.

In sum, these children who appear to be at'different'age levéls
and intellectual stages ‘of development, seem to percelve c1v11 11ber—
ties differently. Butgradessxx and eight chlldren appear to have

Y
almost similar levels of support for civil 11bert1es. However, the

o

ch11dren 8. level of support for the civil lzbertxes tends to increase

with the grade or age levels,

-

Equality 3) - | - o .

Grade four children's support for equality'of rights ahd freedoms
vuas very slight since only less than two-thirds of the chlldren ex- .
pressed such support. Support for equalxty among grade six. children
is fa1r1y strong as about two—thltds of the children, compared with

less than two-thirds of grade four ch11dren, seemed to support equal- ‘

ity among various groups of people. - Grade exght ch11dren 8 support

or equalxty is as strong as that of grade 8ix ch11dren. More than

1

two-th;rds of grades ten and twelve children appear to endorse equal-

»

- . : E E .
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iFy qf rights and freedoms amoﬁg‘va‘i.us socia}'groups.

In sum,'grades six qnd eight children's support for the concept
qf eqdality séems to be almost similar. Generally; the”strengﬁh of
support for ﬁhe principle of equality among these children tends to
vary 3c¢ordingito aée or grade levéls. Thevincreasing'percentages
_of children endorsing‘the principle of equality sugges£ that the
children's perceptioniof the concept.of equality increases accord-
ing to grade or agé 1;§ei.v
Voting (4) \_. |

Positive attitudes toward the concept of>voting aré not prevalent .
among grade four cﬁildren. Only less than one-third of the childrgn
endorsed "taking a vote" as a gféup solution to the hypoﬁhetig#l prob-
'lems.: Howevér, the notion of voting was fairly pbpular among ;he
grade six children. As many as a third of the children' support the .
notion of voting applied to.grohp decisiong. 'Gradefeight'childrgn's
tendency to take a vote as a solution to a group problem is stronger
than that of the grade,six.children.¥ Over one-~third of the ch11dren

endoresed '"taking a vote" as a grOuﬁ solutlon. On the other hand,

grades ten and twelve children's attitudes to voting were more preva-

lent amohg theq fgther_thap among the children in the lower grades.

In sﬁm! igelperceptioﬁ and attitudesutowﬁrd voting as a solution
to'aigroup»problém yary'in relatioﬁ to ;ge Ievéls'of grades'fouf, six,
eight ten»and tﬁeive'children. . This peréeption seems to be reflected

1n the chxldren 8 d1fferent1a1 levels of support for,the notzon of vot-

1ng. It appears that the tendency to endorse the notzon of votxng as

! -
L :5;:‘{ P
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solution to group problems, particularly among gradés four, six,

and eight children, seems to increase wlth age or grade levels.

Good Citizenship (5)

There are three elements which seem to describe the notion of good
. citizenship and non-political elements (Table 13); Active citizenship
is essentialiy concerned with political patticipation in various capa-
cities. For example, a concerned citizen is critical of the government's
operaﬁions or wants to influence.political decisions or policies. One
of the thihgs‘ﬁ citizen can be actively involved with in the political
arena is the 1nf1uenc1ng of people to vote in elect1ons. This type of
activity can be described as active c1t12ensh1p.,
Disengaged citizenship involves the performance of a variety-of
things. Forlexample, a éitizen is expected tg“obey the-laws or vote
in an election. These political activities are éxamplés oflthé sym-.
bolic elements in the sense that they appear to many c1tlzens as civic
obllgatlons (sthler, 1979 p. 42).
, The non-political elemen;s are not related to political partici- '
~ pation. A'citizen.who works hard or is always polité is not actual}y.
involved in.accive citizenship in the sense thaf'he is able to in-
fluence political changes. |
The three descriptions of good citizehship‘Can be related to the
"reasoning modes.»_Active'citizepship would require # perceﬁtidn based
‘on’an absfracﬁ,ﬁode of reasoning;' This mode d{kthinking to some ex-
_ tent'is appllcable to the perceptxon of dlseﬁgaged citizenship. On

:he other hand, the non-p011t1ca1 elements, as 1nd1cated in Table 13

%
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are familiar social routines which do;not require abstract fhinking'
in relating'them~;o good citizenship; These elements are irrelevant
to the notion of good citizenship. ‘

Active Citizenship

Only a small number of grade four children thought active citi-
zenship meant. good citizenship. Less than a third endorsed active
citizenship'as a quality of good citizenéhip. .In fact, a large number
of children felt uncertain anut the concept of good citizenship in
ﬁerms of active citizenship. This suggests thelinability of some
grade four children to pérceiye the active roie of good’citizenéhip.
The trend of perception of active citiggnship among grade six chil&-
ren was similar tp_thaé’of the ‘grade four children.

Grade.eight children were ableftd define édédvcitizenship in an
active sense. Their s;pport'for this perception appeared to be higher
than that of gtgdes‘four and six childrén. Above one-third of the
grade eighg children supported activé citizenship notion of good citi-
zenship.

Grades ten and twlve children had high levels of support for
active citizenshié. Above two-thirds of the children seemed to sup-

port the notion of citizenship.

Disengaged Ciéizenship
- G:édé £0uf‘Ehildren's‘perception o£ good‘citizensﬁipVin terms of
'diséhgaggé citizenship was not strong. ‘qus thaﬁ4two-thirds of the
children thought disengagedvcitizenship was the meaning of good citi-
zenship. - More than one-third §f the chiidre (40.11 ;? 72‘chi1dreq)

were.not sure abouf this type of good citizénship.
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‘Below two-thirds of grade six children perceived good citizen-

ship in terms of disengaged citizenship. About 28.2 (59 children)

‘percent of the children felt uhcertiin about this type of citizen-

ship. Nearly two-thirds of grade eight children viewed good giti-
zenship in terms of disengaged citizenship. Above two-thirds of
grades ten and twelve children thought good citizenship in terms of

disengaged citizenship.

Non-Political Elements

About two-thirds of fourth graders defined good citizenship in

terms of non-political elements. About two-thirds of the sixth gra&ers

~also thought that the non-political elements constituted good citizen-

ship. Less than two-thirds of the grade eight children perceived good
citizenship in relation to the non-political elements. On the other

haﬁd, above one-third of érnde ten children thought the non-political

elements describéd good citizenship. Slightly above one-third of the

gride twelve childfeh!éttribufdd the'non—politicgl elements'to good
citizenship.
In summary, the concept of good citizenship is perceived differ-

eﬁtly by the gtadZi_four, six, eight, ten and twelve children. Grade

four children genérally tended to view good citizenship in terms of

«non-p011t1ca1 elements. The children's tendency to perceive cxtxzen-

ship in terms of socigl routine matters seems to reflect their reason-
ing mode. The non-political things were attractive to them because
they are more familiar to them than those concerned with active and

disengaged citizenship. The level of the chii&ren'q getnqhins permits
: A _ ‘ : : y
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them to handle only familiar and ci-plolnocial and physicallphenonena.
They are uncb1e~to dea1”with abttract phenomena or concepts such as
active citizenship.

. Gfade six childrep'ﬁﬁpeared to perceive‘gcod citizenship in terms
of disengaged and non-political elements. This seems to indicate that
some children are able to handle rather abstract phenomcﬁa. wvhile
others still have a simplistic or egocentric concrete mentality.

| In the case of gr;de eight children, it appeared that their per-
ception of gooé citizenship appeared to centre around disengaged citi-
zenship. A large number of children were also attracted by the non-
political elements as the meaning of good citizenship. The grade
eight children's style of thinking, in tefefence to this phenomena,
seems to indicate that these children are on the threshold of mature
modes of reasoning,‘accérdihg to Piaget.

Grades ten and twelve ch11dren genetally perceived good citi~

zenship in terms of act1ve and dxtengaged cxtxzenshxp. This percep-

tion reflects their mental ab111ty to handle abstract concepts.

Research Question Five

. Will the grades four, six, oight ten and twelve
children's pattern of denocratxc political atti- Y
tudes reflect Piaget's stageauof development ?° {

.The analy¢1s of the chxldren s relponses to thio tesearch ques- -
tion proceeded according to the chxldren 8 develop-‘utal stageo (Piaget's
concrete‘operutionnl and.fornal operational developngpt;l stages) as
di-cusscd below. On the basis of the concrete operationai and fbr-gl
operutional d-vtlopl-n:al ltngtc, ‘three ;roupc of children were

for-ad zradcs font and six childron, grada cight children and grades
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-

ten and twelve children. The dilcu;lion of the children's-reapohsea

KN

proceeded -under thc"threc~groupt'of’childfen; :
Piaget's development model (Chapter II) was based on studies of
children's perceptxon of the phyaxcal and_noclal envxronments. Piaget's //
main concern was to explore thg ptoc;sl through which a chiid dévelops
in:ellectuiily. He was also intq;l.;ed in’ the child's moral and atti-
- tudinal development nhxch he found was ‘closely related to the child's

intellectual develop‘int. ' " | | e

According to Piaget, a child's intellegtual déveloré;nt passes

Q ’

through four sequential stages. or periods: sensor%motof stage, pre-
operational stage, concrete operntion;llitage/and formal operational
stage. Associated with.theae.stages 6f‘deve1’pnent are three atages ’
of moral developaent: egocentric, 1nciy1ent c —opq;nt1on, and genuzne |
co-operatxon. ' Piaget also, found that the child's attxtudinal develop-
' nent,consxatl of two’ maJor stages. The first .taae, approxxmately
starts from four to fxve years to about nine or ten years whxle the
second major attltudznnl stage starts about ten or eleven years. |
.Althoughvrxqget ¢1d not explore directly the’chxld'a developngnt of
.politicai itt@tndei, his model lgpeltl to h§§e i-plicatiéna fét poli- :
tical locillizatioﬁ (Chapter II). - o | S
This research qucntiog at:telq:tecld to axplore if the 3rades four,
six, . ex;ht, tln and tweive chxldtcn's att;tudes (baced on the data in
*Tablec 10-15) toutrd tho five d.-octltic vnlue: reflected Piaget'
lodpl of devtlop-nnt, |
The summary of the children's responses in Table 16 m..c:vo

e

¢ i - -
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modes of reasoning: egocentric and sociocentric. The egocentric mode
of reeconlng is predomxnant among grades fout and six ch11dren, wﬁ&le

grlden exﬁht ten and twelve children tend to reason in sociocentric

terms. The "Don t know" responses have attracted a ﬁbmparacively
large number of grade four children. This attractien may suggest thaéﬂ
some children in this grade operate intellectually between the pre-
operational and concrete operatignal stages of development. The sum-
mary of responses in Table 16 may further suggest that grades four
(npprdximetely 9 yeare) and six (epﬁrdxiﬁetely 11 years) children in-
tellectually operate roughly at the concrete operat1ona1 stage or per-
iod. Grade eight chxldren (appromeately 13 years) may beloﬂg to the
fotma} operatxenai stage or are at the threshold of mature ques of
reasoning. Gradés ten and twelve children tend to’have mature- modes
of reasoning tﬁet-belong to the formal operational period. i
Asvindieated in the iimitQEionasection (Chapter I) the question-
nai;e eurvey (in relation to interview survey) was fimited i‘?the senge
that it did net provide flexibility Hhich enables a child to responéﬁz
in any way he wished. .This problem made it d1ff1cu1c to determine- the

direction of the chxfd's thought or att1tudes. However, an attempt

.vis made to relate the children's responses to Piaget's model on the .

basis of the general pattern or trend of the ch11dren ] nttltﬂdes

S
o
o o

touurd the five denoctatzc polxtxcel attitudes.

Gredel Four and Sxx Cbxldren

The 3rowing child between the ages of 7 to 12 years is more ex-

. pooed to social interactions. \ e Qns the abxl;ty to mentally concen-
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trate on two or more ideas, experiences or events simultaneously. "
However, his general mode of thinking is concrete, egocentric, and
tied to the present. He is unable to envision long-range social or
political consequences. The child at this age is mentally capable
of manipulating concrete experiences but unable to make generaliza-
tions beyond the actual experiences.

This mode of mental operation appears to suggest that grédes gour
and six children are not mental*y'equipped to appropriately conceptual-
ize or express mental attitudes toward the five abstract democratic
values. With reference to the data collected (Table 16), grades four
and six children's level of support for the democratic values was rela-
tively and systematically low. This may be interpreéed thet these
children lack the’ cognitive, _as well as the affectlve capacity to en~
able them to appropriately express thezr support for the democratlc'
values as applxed to various pol1t1ca1 contexts or sltuatxons. Furcher-
more, these democratic values are abstract 1deals which correspond to
the ability of thinking in abstract terms. The grades four and six

.children's thinking tends to be concrete and egocentric.

! Authoritarianism &
! ,

& ~Grades four and 8ix children's support for anti-authori arianism

1
v)

Has relatxvely ueak partxcularly that of the 3rade four children.
‘z

" The children in these grades have some tendency to agree with the

. nnthoritarlan items. Young children are cheracteristicelly authori-

tarian in attitudes._ Also the "No- ‘opinion" renponse attracted a re-
letxvely large nnnber of gradea four and six chxldren.. This may 1nd1-
cate that atcituges to the anti-euthorxterxan democratic value are not

. -

8 ’ ! <
,
/
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formed in some children.

Civil Liberties

Support for the civil libetties among grades four and six child-
ren was weak in comparison to the support indicated by grades eight,

ten and twelve children.

’

Equality

The ‘responsé '"Don't know" ‘attracted a relatively large number of
grades four and six children. This was particularly true for grade
four children. This may suggest that attitua.7 toward equality amdng
some of these child:en tfe not yet formed. On the whole, fhe'grades
four and six children's support for the principle-df equality was
moderate.

Good Citizensﬁip

In Eelation to the conéeption of good citizgnsﬁip in’ terms of
disengaged and active citizenship, grade four children's perception
of good citizenship in terms of non-political elements appeared to be
sfrong. This petceptién seems to reflect on the children's mode_of
thinking or reasoning. Good citizeﬂship, iike other concepts such ..
as civil liberties; equality and anti-authoritarianism, are absttac£ 
ideals which are difficult‘for,the childreﬁ qt these éges t§:pérceivg.
These abstracts correspond to the ability of abstrac; thinking which is |
lacking in these children. _Thg‘socialftoutine}elenents, which the
grades f&uf and sichhildreh tend to attribufevté good citizenship,

are more or less simple ‘and familiar to them.
Yoting _ -
' ) -The concept of "voting” appeared to ht-difficult to conéeive by
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the grades four and six children, given their concrete, egocentric modes
of reasoning. . The response "We would talk about it and take a vote" |
as a solutiqn to the hypothetical problems (Appendix B)‘was not»populat.
among grades four and six children. It appeared to be diffiﬁult for
the children to perceive it. They lack the abstfact modes of thinking
"which can enable fhem to p;rceive this poli:ic#l ideal. |

Grade Eight Children

hY

The thirteen year olds, or grade eight children, as stated -earlier,

are just enfering the period of mature modes of reasoning. They are just
hélding on and‘cagable of slipping back (to concrete, mental operaﬁion)v
easily. Depending on thé circumstaﬁces, they may mentally behave like
f'tbe ones olQer'or younger than thémselvesr Thé advanced stage of cog-
‘nitive develoément (formal operational stage) enables the 13 (or above)
year old to think in abstract terms.  He is no longe? tied to the preé.

sent and he is mentally able to envision long-range social or political

o
consequences. He can approach a social or political problem in a system—

. atic ﬁéy or analyie a problem ;nd arrive at a conclusién on the basis of
the evidence at hand. 'Furthermore, a child in the formal operational
period is capablebof generating hypotheses apd testing thém in a
.scientificAmanher.

Grad; eight children's attituées toward democrdtié'values were
rathe; mixed. Their level qf-éuppdrt for these democratic v&lues were
generally higher than that of gt;dgs fou£ and six childr;h, but not as

-high as that of the grades ten and tgelye childrén. In some cases
the gr;de’eight chiidren’s_ttend of support for.demoéfatié vgluea was

~ smilar to-that of the grade six children. Thib,situatién seems to

v

e
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reflect the grade eight children's modes of reasoning. It seems that

the children are on the threshold of mature modes of‘reasoning.

Authoritarianism

The "No opinion" response attracted a considerable number of
grade eight cnildren in relation to grades ten and twelpe children;
This situation may sugéest that some of the grade eight children are
not mentally able to handle abstract values. such as anti-authoritarian-
ism. It may be that some of the grade eight children still mentally
operate at the concrete operational stage of cognitive development.

Relative to grades ten and twelve children's support for'anti-
authoritarianism, grade eight children 8 support was not very strong.

-

Civ11 Liberties

The trend of support for civil liberties among grade eight child-

ren was more or less similar to that of the gr;de'six children. This

may suggest some Similarity of” mental abilities among some of the gmades

-

six and eight children in respect of their perception of civil liber

ties.

In relation to grades ten and twelve children, there were more

'

grade eight children who indicated the'"No opinion" response. This

may 1nd1cate some childten s mental 1nab111ty to perceive the situa-

tions in which the principle of civil liberties is applied

Eggalitz

~_Grade eight children'sjlevel of support fer the principle of

-

 equality appears to be similar to that of gradeAsix children. This
may auggeat a aimilarity of mental operatiou among gtades 8ix and

”eight children with respect to the conception of the. concept of equal—

.1ty.
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.Good Citizenship ’ -

-

Grade eight children generally tend to perceive good citizeneﬁip'
in terms of dlsengaged c1tizensh1p and non-polxtlcal elements. The’
two levels of perceptlon of good c1tlzensh1p 1nd1cate the existence'
of concrete and abstract modes of reasoning among grade eight child-
ren. The perception of goodicitizenship in terms of active and dis-
engaged citizenehip requires abstract:thinking. Among the grade
eight children the disengaged citizenghip was a more popular defini-
tion of good citizenship than the definition based on non-political
elements.

Voting | , | . .-

The support for thelconcept of Qoting:emong grade eight children
‘tended to be stronger,than that of the grade six children. But such
support was not as strong as that of the grades teo and twelve child-
ren. It is likely that some grade exght children are not yet mentdtiy
ready to perceive the notion of voting.

Grades Ten and Twelve Children

At the'age of 15 or 17 a child has reached a more advanced stage

-

of congitive development. 'He has acquired mental abilities whichqenable_
him. to analyze and evaluate social or political oroblems or, events.
He can formulate hypOtheses'and critically test them. At this level of

1nte11ectual development formal opetatxonal stage of development a

ch11d is able to conceptuallze ideas such as democracy or democratlc

values..

- The data in Table 16 shows clearly that relatxve to grades four,

six and exght ch11dren support for the demOcratxc values, grades

° '.".v.
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- ‘ten and twelve children's support for such values was systematically
high. This level of support for rthe democratic values seems to re-

fiect the children's effective mehtal abilities which enables them

to deal with abstract concepts or values:

In some areas the grades ten #nd twelvé children did not demon-
strate the expeéted high level of perception. For example, their
}eQéi of percépéion of the notion of voting or their level of percep-
tion of good citizenship in terﬁs of active citizeq#hip, was low. The

low level of perception can be attributed to lack of content or infor-
. L _ S

~mation rather than of cognitive equipment.
. SUMMARY

-
-

This chapter was concerned with the analysis of the data. Guided
by the five research questions, the_analysis involved observations of
kindergarten, grades one and two children's perception of the govern-

ment, political authorities and the'natipnal;symbols such as the flag

and anthem. The analysis was further concerned with observation of

grades four, six, eight, \ten and twelve children's development of atti-

* a

tudes toward democratic values sucﬁ as anti-authoritarianism, equal-

ity, civil libértigs, voting and good citizenship. Piaget's develop-

- ~

Vﬁéntal theory was used to explain the children's responses.

-



CHAPTER V ag
SUMMARY, FINDINGS AND CONCLUSIONS,
\ : .o .
IMPLICATIONS AND SUGGESTIONS FOR FURTHER RESEARCH

SUMMARY

This study was based on tﬁe concepf of political socialization
process in which childrgn learn political idea§, values and attitudes.
It is said that the ;hildren's politicgi learning is influenced by
agencies such as family, school, media and peer group. This state-
ment may imply that the concept of political socialization ﬂas a notion
of transmission, a process whefeby the older géngration transmits poli¥
tical norms to the younger genergtion. 'However, this process of trans—
‘,mission does‘not necessarily imply that'thé child remains passive.

The idiosyncraticgpersonal or cognitiQe_development gnablés the child
to reépond,selectivel& to political stimdlii!n his own way to satigfy
his own idiosyncratic needs and values. In other words, the child's
political thought is influenced but not dictated by adult .agencies.

One cénéérn in the fiéid of.political socialiiétionAis to provide
opportunities for younger children to_acquiré the basicupoli;ical
orientation or for oldei childrén to acduire poiitical attitudes to-
ward democratic pol1t1ca1 values such as ant1-author1tarxan13m, civil
11bert1es, equallty, good c1tlzensh1p and voting. - Some of society's
major social institutions such as the family, school and media, appear"
to have 1mportant influences on the child's p011t1ca1 orxentatxons.

_However, the chxldUs b1010g1ca1 traits or 1nte11ectua1 development are

< s
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‘are also important influences oﬂfthe child's politieal learning.

An exploration of the scquxsztlon of the basic political orient-
ations and attltudes toward the“damhctqﬁ,e polxtxcal values 1nvolved
a sample of 772 chlldren drawn’ trOm St. Qibert Public School System.
These children were in two gro.ups:’t” ’flrst group consisted .of 39
klndergarten, grades one and two children, the second group had 733
grade four, sxx, exght, ten and twelve children.

Two types of surveys were conducted: interview and questionnaire
surveys. The interviews for krndergarten, grades one and two chlldren
were conducted in the form of open—-ended question-and-answer sessxons.
In the unstructured type of interview it became important that a child
was given ample opportun1ty to freely elaborate his thoughts on a part-
icular topic. The 1nterviews were conducted in order to explore the |
children's basic polltlcal orientations whlch 1nc1uded the children's |
.percpetlon of the government Prlme Minister, Queen, pollcemen, judge,
mayor, c1ty council and national symbols. The interviews were tape '
~ recorded and transcrxbed verbatim, - Responses of children from each
.grade levelﬂ € categor1zed sccord1ng to the toplcs under explora-
tion in order to determine a general pattern of percept1on. _ .

Kxndergarten, grades one and two chxldren 8 percept1on of the
government tended to be egocentrrc 1n nsture in - the sense that thelr
' \perceptxon was based on their own exper1ences. They tended to view
the government rn ‘terms of personalities’ of Wthh the Prlme Minister

was the most 1mportsnt. The youngsters swareness of the locsl polx-

trcsl authorxtles wvas also explored. Generally, the‘youngsters were
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unaware of the local political authorities. ’ bn the orher hand, the
children appeared to have some besic knowledge about the national
symbols, the flag and anthem. They were aware of the significance
, of thees ' bl -

- a1es four, six, eight, ten and .twelve children were involved

\ . / v
in the questionnaire survey. They completed Oppenheim's and Torney's

(1974) attitudinal scales intended to.explore the children's attitudés
toward democratic politicai values such as anti—cuthoritarianisms,‘
civil liberties, eouality, good citizenship and voting. There were also
14
separate items intended to dg{ernine the children's styles of reasoning.
Percentages or average percentages of children's iesponses to’each item
were calculated to determine the trends of the‘children's support for
the democratic valoes. A summary of rhe childrec‘s responses- appear

-

in Table 16.

Grades four, six, eight ten and twelve cﬁildren appeared”ro be
able to express their support for the fl;e democratic values: anti-
authorltar1anxsm, c1v11 11bert1es, equality, votxng and good c1txzen-
sh1p.‘;However, the children's levelsgof support for these values
rended to vary according to their intellectual stages or age levels.

FINDINGS AND CONCLUSIONS

Thls section is concerned with the summary of the findings pre-
sented in terms of the research questions raised. Conclusions for each
research questxonﬂare_presented 1n~a.qenera1 summary form.

©

Research Question One'

Hhat do children in kindergarten, grade one end tvo
o percexve of the government, city counczl, p011t1ca1
authorxtxes and national symbols? :
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destion 1(a) .

What do children in kindergarten, grades one and
.two perceive of the government?

Findings
The k1ndergarten, grades one and two chxldren tend to perce{ve

-

the government in personal terms. They also think of “the: govetnment
in terms of specific functions which are familiar to the children.
"Furthermore, they think that the government is a pérson who makes the
rules, commands the people but he is also kind, helpful, and protect-—
ive,
Conclugions o o R
. .Kindergarten, grades one and two children appear to perceive the
government as a man who I;Nes in a city rather than as an institution.
They descrxbe hls funct1ona on the bas1s of their own experlence 1n
their families or commun1;1es. They perceive the government as»a,man
who is likeable, benevolent; protective and having great importanee,
'knowledge and power. The youngsters' perceptxon of the government in

14"

personalxty, sxmp11st1c and familiar terms 13 due to their intellect-

ual limitations. Eﬁey have the tendency to percelve things in consbete:

egocentrlc terms . _ /

Question 1(b) - B " ‘ ' zg/'

What do ckzldren in k1ndergarten, grades one and Eﬁg
perceive of the Prime Minister? ,Q

Pzndzngs , . P *i %f '

The youngstera vxew the Prine H1n1ster in 1solat10n rlther than in

4

relation to the govetnment. ThGY'tend'to pgrge;ye;ths,gogegnnent ‘94 -

[
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the Prime Minister as separate entities. They also appear to see
the role of the Prime Hinister not in a reciprocal relationship.
" They think the Prime Minister commands people and wmakes ruies which
must be obeyed by the people. The youngsters aiso think thaﬁ the
Prime Minister is concerﬁed with their own welfare, helpful,. protect-
ive,.kind anq powerful.

Conclusions

The kxndergarten, grades one and two ch11dren view the Prime
Minister in 1dea11zed axmplxstxc and ltereotyped terma _ They think
: that ghe Prxme Minister is concerned about their welfare, he is k1nd
likeable, helpful, protective, powerful and hav1ng great importance.
Furtherﬁor;, the Prine'uinigtgr appears to be very’popular aﬁong
youngsters; Although the youngsters seem to have limited information
abogt the, Prime Minister, they appear to have positive,lttitudéa to-
ward him. The YOungstQFs' initi;l political relqtionship with goverﬁ—
ment seems to be~ésﬁablished through the ?tiﬁ? Minister who appears to
be well known among the youngsters. '

Question 1(c) -

o Hhat do children in kindergarten, gradea one and two
perceivp of the Queen?

A Findinga

' Although the Queen is not conapxcuous in the Canadian scene, the

youngsteta seem to have some awareness of her. The chxldren 8 percep-‘
- tion of the role,of the Quegn is ra;her'exaggerated or even irrelevant.

. Sy , . . : e
. Bowever, they think that the Queen is helpful aqd bensvolent. =‘!}-
- . : i . -Q :
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COnclucionsw

| The k1ndergarten. grades one and two children hlve ‘some evereneae
_.0f the Queen.na a pernnn,uho is not conspicyous in Canada. They tead-
to view the Queen 8 role in iloldixon rather than in relation to che
Prime Minister or the governnené of Canada. But they think that the

Queen is helpful and benevolent.

" Question 1(d) o ‘ ¢

What do children in kindergarten. grades one and .
two perceive of a Judge?

- Findings
The children's petcept;on of a judge appears to be strictly limited
to punitive alpects. They generally thxnk that the functzon of the - '

judge is to deal with rule-bteekers or criminals and punzah them. They

can see.a telatxonchxp between the polzeeibn.and the Judge but only
in the pun1tive sense. B .
o+ e
Concluaxoni ;
The youngltere look upon the judge's role in a punxtxve sense ,
:nrather than fecxlxtetlng peace, Justxce and o:der in the poc1ety.
) Thein.lzixtod 1ntelllc:ua1 developnent appears .to force then to per-

ceive the Judge as an 1nd1viduel rather than an institution for Juetice.

gueetion l(e) : L _ '_ ' o

Hhat do ehildren in kznderxarten, grade one end

L tuo percexve,of the poixctiln? 4

!Eﬁéfﬁl! :,;7; TR B .
The . policcnln is pereem by :he ymzoters as a man who elp-

tutee bad meri (tobbere and thosc vho breek the ttlffie rulen) and
L'y : : S

o
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punishes them. They also think that the policeilﬁ‘helps=peop1e and

childr.n uhcn.they are in difficultied'or trouble;‘ The policeman

is friendly to everyone and protects people Lrom doxng.bad thzngs.

Concluaions

The kindergarten, grades one and two chiidren view the policeman's:

role in isolation rather than in relation.to the govérnment or other

L

polxtxcal authorxtxcc. Furthcrnore their perception of the polxce-

i,

man' 5 naJor role 13 very limited to the punitzve aspect. waev.r,

‘the youngsters feel that thc policéman is ftxendly, helpful and pro-

tective of the people and children.

gges:ioﬁ 1(£) -

»

What . do chlldren in kxndergattdh radepvone and two
know about the local political authorities? _ o

Findiggs R /!
Thé youngster: ware to respond to the questzbﬂ "Bave you heard

anythxng about the Premxer/nayor/cx:y councxl?" Of e;ght kxndergarten

o

chxldren 1nte:vxewed none seemed to know anyth;ng about the Pren;et._-

3

The ten grade one thtldren were'alao asked this quést;on about the

Prenzer. Onlzwﬁw’wnﬂild could say sonathing about hzn Only two of

the seven grade two chxldren 1nterv1¢u.d said they had heard about

the Pre-ier. !br thc -nyor, only one child of :he sevcn klndergartenf

)
children appeared to‘hawn hnard ;bout :hc -uybr, whxle one chxld in
;rnd. one (seven childrtn were intcrvicv-d) also rcpog;cd to have
'h-axd nbout nhc -nyor. Of th. fo-i ;radn tuo chxldren, thxcc of tha-v

.oc.nd to knaw to-n:hfﬂ! nbaut ﬂho -nyot. A total of ccvan kxndcr-

Wt

R S

-
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kerten, eight grade one and five grade two children were: interviewed
L 4
on the city council. Wone o&_them seemed to haﬁ heard anythmg about

the cny council of t:hnr city.

Conclusions o N

°
Theimajoi'ity of the kindergaften, grade o'ne' and grade two children
interviewed specifically about the Premier, mayor and city coun_cii
appeared to be un?re‘ of their loe‘al ;olitical autlinori'ties. Grade
two children interviewed on the mayor were exceptions. .rNearly all _‘the.

i
cluldren reported tf have heard about the mayor.

meetmn () \
. children in kmdergatten, grades one and

ﬁ s m\%zn o the national flag and anthem? ’ ..
L3 R 1 .' o ’
R indmgs ) l' {ﬁl , . .

Nearly all the younxntﬁ'giwtewxewed could 1dent1fy the Canadxan

"y

< & ?ﬂas. They ‘showed . awar&ue oﬁ'the flag as a symbol for Canada. Another

.

npect of the youngetetq' ﬁyﬁeratandmg of the flag was m relauon to
the national anthem. Mo:t ‘of t:he ch:.ldren reported thit 0 da was
/ |

sung fdr the fl;g. o ‘, : ' B o

‘4

In regard to the netioml nnr.hen. nearly all the youngsters showed
‘l— .

some bui.c understandmg. Shgmg 0 Canada m class was reported by
a conliderable nunber of the youngsters, but the majority reported to

.- have seen people singing 0 Canadl ‘I'he chxldren think that 0 Canada”

4

u a prnyer f,ot Canada. 4
The frequent use of the conceptc I:.ke’ "our"' "\ve" or "people" by
o the children i expreuing their idean qbout 5be ﬂ.ag end the natxonal‘

nthe- are indieuive of’ the ehzldrens' init.ial conetption of nat::.oual- |

L 4
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ity. Such concepts may also indicate the chxldrep 8 posltxve attxtudes

toward the two nat1onal symbols. oo -
'Conclgaxons | | ; rllt'fAu

The_kindergar:en, grades one and two children seem to have acqoired
gome basic ideas about the national sfmbols, the flag and anthem. They"
ere aware of the si:gnificfm.ce ofk the flag and the ﬁaéioa anghen but%
they lack a comprehension of these,symbols in .any real way. They know
that the flag and :ﬁé oaeional antﬁem are symbols for Canada. This

knowledge 15 simply based on proxxmlty and fam1lxar1ty. ‘These children®

do not appear mtgectually magure enough to conceive of t:hehe symbols

in terma of-natio 1dentity, national pride or unity and loyalty to

the nat®on. However the youngsters seem to have positive; att;tudes”*

; P
toward the nat1ona1 anthem and flag. ‘ : % :
: o . N

l

’Research Question Two v

ill the k1nderga5ten, grades one and two ch11dren 8
perception of the government, city council, p011t1-
cal ‘authorities- aZd nat1ona1 symbols reflect Plaget 's @
stages of develophent?

N

L2

Findings | I
< ! : * - 1

. The tesponses of the chzldren in k1nder3arteu, grades one and

!

two“ seem to sugsest 1ntel1ectual characterlstzce which are typ1cal

of the f1ve to seven yean olds. The f1ve qix d! seven year olds who

{ f » \'.‘ ‘ !

}
are.in Pzaget 8 pre-operat1onal stage of de/el?pnent tend to show ego-
h .,
centr1c tenden%pes in che1r perceptxon of\ _
.,

;4 j and- politlcal phen-

M

onen"a They ten-to perceive the aocl.g} m%bypic(%leahnea on the R U’z'

‘basig of their own expetxences.' The e
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children does not permit them to‘hentally deéi\with two things at a

time., They also show 1nab111ty to ‘see or dlacus;\tﬁtngg\in terms of

.

These youufsters' perception of the political figures, institu-
tions and national symbols reflects their idibsynctatic cognitive
V" N : . .

style as /described above. They tend to view the political figures,

tﬁe Prime Minister, Queen, policeman and judge .in isolation because

of their intellectual inability to‘see things in relative terms.
Furthermore, they view the government in terms of,pereona}ity rather
than as an institution. The teﬁdency to personalize the government is
due to the chxldren 8 mental 1nab111ty to conceive of the government\as

a system which 1nvolves 1nteract10ns among p011t1ca1 f1gures and in-

stitutions. In other words; they are intelleetually incapable of handi}

ing abstract concepts like the government. o o

The Simplietic information which thelehiIAren seem to have acquired
- ) - . Y .

about the political figures and institutions such as the government is

essentially based onitheir'own'experience‘or points of view.

‘Conelusions .

L™ [N
The youngsters' views about the government, political figures and

.national gymbols,are.egoceégaie“in the sense that they are simplistic,

.ptercotypea and somewhat idealized or exaggerated. This yould seem to

" indicate the youn sters' teﬁdency to-perceive things'od'the basis of

o & ,
tpgir own' experiences. Horeover, th1s style of perhept1on i re-

, flnction of~the ildren's egoceutrxc cogn1txve style whxch tends to

1

Only enablc them to view the sociopolltzcal and physzcal éleﬁénts s;mply;.

2

. . . .
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from their own pointslﬁk.view; The'egocentric style of reasoning
sppears to be.doninant among the youngsters who are id.the Piaget's
preoperatlonal stage of development. : p

The1r egocentr1c nature of reasoning only permits them to see
the po‘h.tlcal f1gures.-'atrd"~t'!le" Went in isolatiorPrather rhgn in
terms of interactive relationshibr‘fThey tend to personalize the .con-
‘icepc of government. Further, their perception of the politieal.fig-
ures such as the Prime M1n1ster Queen, pollceman and judge, appear to
‘concentrate on the 1ndiv1duel persons rather than on their offlce., '

The chxldren -] knowledge about the government or p011t1ca1 fig~
ures ig, spequxc end sxmp11st1c based on the1r own p01nts of view.
Resuj%__(!uesnon Three .

What do chxldren in grades four, six, eight, ten
and twelve feel about selected democrat1c p011t1-
.cal values?

-

1. Authoritarianism

findings

Less than tyo-thirds‘of the grade four‘children (N=179)- seemed to
. supoort'anti—authoritsrian democrﬁtic values: ’Abour one-thfrd of the '
ch11dren appeared to ‘have no' op1n10n in respondxng to author1tar1an

- items. About 24.1 (43 chxldren) percent of ‘the children showed sup-

| ‘of the childtep;‘ Ch1ldr¢n who sppesred to have no, opnxon 1n ﬁhexr re-

ee;LOn to the snthorztariangﬁiys formed 19. 6 percent.
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"Support for anti-authoritarian democratic value emong grade eight

children (N=184) was 1nd1cated by 70.4 (129 ch11dren) percent. About

19.3 (36 ch11dren) percent of the children felt they had no opinions

i

in respond1ng to the authorltarlan items. h

In response to the author1tar1an statements, 79.3 percent of //d/)

_grade ten children (N-lOB) disagreed with them 1nd1cat1ng their auﬁgl

port for ant1-author1tar1an democratic value. Support for this value\\\'

-

among grade"weIVe children (N=53) wasg 1nd1cated by 83 7 percent of \\

the chxldren

;Sgpport for the anti~authoritarian“ﬁemocratic political value among
grade four children is relatively very low. This is partly due to

28.9 percent of the children who appeared to have no opinions in re-

.spondxng to the authorxtarxan statements suggesting that their atti-

tudes toward antl-authoritarianism are not yet formed. Also 24. 1 per-

cent of the children agreed with -the authorztar1an statements, a sit-

‘uation which may be 1nterpreted that some of the grade four chxldren

tend to be authoritarian in terms of thelr democratlc‘pol1t1cal atti-

tude,

The 1evel of support for the antx-author1tarlan democratlc value

‘Vamong grade six ch11dren is hlgher than that of grade four children

hut‘lower ‘than that of grade ezght chxldren About 19.6 percent of
the children felt they had no opxnxons. This may suggest that anti-

authorztar1au attxtudes are not yet formed 1n some ' of the grade 8ix

Chllﬂren. " ; ".,. "',. . | ° . | ’, ¢ . -
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The trend of~support for the anti-authoritarian democratic‘

“value among grade elght children 13 _stronger than that of grade four . '
and six chlldren but not as strong as that of grade ten or twelve///
children. The “no opinion" response was attracted by 19.3 percent of | .
the grade exght children. This attrection may suggest that even sone e

of the grade eight children's anti-authoritarian-attitudes,are not 1‘*

yet formed. |

In relation to érades four, pin.and eight children, the grade ten

end twelve children tendité'heue thexstrongest feelings towerdvthe

anti-authoritarian democrétic'politicel value.

»

2. Civil Liberties

Findings )

Grade four children's (N=179) support for the civil 11bert1es was
represented by" oni\“§2 0 percent:of the chxldren. Furthermore 25. 1
percent of the chxldr%n felt they had no op1n1on in _Tesponse to the‘%i?g;~ e

1tems on c1v11 11ber7&es.{ N

The trend of feelings toward the civil liberti %" grades | k@i
v six and elght ahlldren appeared to be more or less the same. About |
~760.2 (125 chzldren) percent of the grade six ch11dren (N=207) tanded
to epxreos support for the c1v11 libertles, whlle 62, 8 (115 ch11dren) na
percent of the grade elght children (N-184) also 1nd1cated suppﬂttv‘ . |

ety

for the‘crvrl lxbertaes. o B SRR
e ." ‘;,

A large pgfbeﬂit&"(?l 7 d‘ 77 children) of grade ten children
(N-IOB) 1nd1cated support for the civ11 11bert1es.

Of the 53, grede tuelve ch&ldren 79.6 (42 chzldren) percent of them
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expressed support for the civil liberties:
Conclusions

Grade four children's support for the civil liberties is rela-
tively low. This low level of support for the liberties is due to
25.1 percent of the children who expressed no opinions. This '"no
opinion" can be interpreted as the children's inability to perceive
civil liberties and thus the absence of fee}ings toward the civil |
liberties in the children. | |

The trend of feelings toward the civil lioerties among grades
six and eight appears more or less the same but stronger than that of
._grade~four children. . .

o ‘ _ | : .
*Grade ten children have a higher levél 6f support for the civil

1iberties'thsn that of grades six snd_eight children.
Grede.twelve-children's support for the ¢ivil liberties is much
stronger than that of the children in the lower grades.

‘3; Equality of'Rights and Freedoms.

'Lrtndxggs 'ﬂ a . ' ' :

- .

Pourth graders (N-179) snpport for equality of rights and free-~

dom (equallty) wvas expressed by 47.6 (Bfichlldren) percent of the :

chzldren. The "donmﬁzknow" response 'E?\aftracted by 28 percent

-
-

- of the chxldren.'

Grades s1x chrldren 8 (N-209) support for equalxty was indicated

.

by 62. 5 (131 chrldrsn) percent of the chxldrih, while grade e1ght
'chzldren (N-184) support for equalxty value was represented by 62.2:

_(114 children) percent of the‘ch11dren.

-

Tho support forﬂequalxty for rxghts and freedoms ‘among grsde
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ten children (N=184) was represented by 76.5 (83 children)‘percent of
the children. On the other hand, 79.4 (42 ch11dren) percent of grade
twelve chxldren showed support for the pr1nc1p1e of equality. |
‘Conclusions /
| There is a variation of levels of.. U‘ﬂ?@?t for the pr1nc1p1e of

equality. The endorsement of the principle of equa11ty among fourth
graders is much weaker than that of the children in the higher grades.
This weak endorsement of the appllcat1on of the pr1nc1p1e of equallty '
is due to 50 ch11dren who were attracted by "don't know" response, . -
This situation may Suggest that these children were not mature enOugh .
to perce1ve the appllcatlon of the pr1nc1p1e of equallty.

The level of suppd&t for the principle of equality among.gradesq?
8ix and exght is 'htronger than that of grade four chxldren.

The percentages ofgrades ten and twelve chlldren respond1ng favor-
.ably to the application of the idea- of equhllty are much greéater than
»those of the children in the lower grades. Th1s appears to indicate
that grade ten and twelve ch11dren 8 level of ~support for civil liber-
t1es is higher than that of the ch11dren in the lower grades.

4 Good Cztlzenshlp

v"l’l_nd_._s_O L o |
(a) Actlm:ensh],p L , ’ 3 ' ‘ :

The perceptlon of good c1t1:ensh1p in terms of actlve citizen-

sth among grade four children (N-179) was representel by onl*.29 .2
percent of the chlldren. About 43 2 (77 ch11dren) percent of the
chxldren were not sure abdut thexr percept1on of good oi.;zenshxp in

4 thia senne.?z k ‘
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il
The notion of active c1t1zensh1p was perceived by only 29.0

(61. chlldren) percent of grade six ch11dren (N1209) The "not sure'" - a
requnse attractedras many as 41.0 (86 children) percent of the child-

‘ren.

- The perceptxon of good c1txzensh1p ou the .basis of active citi-

zensh1p involved 45.1 (83 ch11dren) percent of grade eight chlldren
(N=184) . ' ‘ _ o
| ~ e
Grade ten children's (N=108) conception of good c1t1zensh1p in
‘ terms of active c1t1zensh1p was 1nd1cated by 64.8 (70 chxldren) per~-
cent of the chlldren. : - ' .

About 56.1 (30 childreh) percent of grade twelve children (N=53)

1nd1cated active c1t13ensh1p as a def1n1t1on of good cltizenshlp.

- (b) D1sen§ g Citxzenghxp
About 49 25!88 chlldren) percent of grade four ‘children (N-179)

tended to. def1ne good c1t1zensh1p in terms of dxsengaged c1t1zensh1p.

¢ v
The. reaponse .net sure” was attracted by 40.1 (72'§hil§;é§) percent of

\
)

Ny the,children.v ' : .
As many as 61. 8 (129 ch11dren) percent of grade 31x ch11dren (N~
\209) viewed good cit12epsh1p from d13engaged~c1t1zensh1p standpo1nt.
‘A propprtlon of 64.9 (119 children) percent of grade exght child-
ren (N-184) thought dlsengaged cltlzenshlp descrlbed good cltlzenshxp.

of 108 grade ten chlldren, 69.2 (75 ch11dren) percent of the child-
, ! i
. ren 1nd1cated dxsengaged c1t1zensh1p as a‘aban1ng of. good c1t1:ensh1p.-

-

Anong the 53 grade twelve chxldren 71.1 (38 chlldren) percent of

~

the chxldren defxned good cztizenship in terms of dzsengaged cxtxzen--

‘thxp..' S o '
‘ - -‘ . "

N S
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(c) Non-Political Elements

Of 179 grade four children 60.1 (108 children) percent of the
children vieoed good citizenship in non-political elements sense.
A proportion of 62.6 (131 children) percent of grade six child-
ren (N-269) thought the non-politidal elements described good citi-

zenship.

The percept1on of good c1txzensh1p in non-pol1t1ca1 terms was re-
presented by 57.6 (106 children) percent of grade e1ght children (N-

184).
<"~ About 47.2 (51 children) percent of grade ten chlldren (N-108)

-~

thought the non-p011t1ca1 elements described good c1txzensh1p.

A total of 53 graﬂe.twelve ch11dren responded to the non-politi-

3

cal 1deals. About 44.7 (24 chzldren) percent of them thought the
non-polltxcel 1deals formed the meanxng of good cxtizenshlp.

Conclusions
_——tuhlons

-

Grade four ch11dren 8 perceptxon of good c1tlzeneh1p seem to be

PR -

- generally based .on the non~political elements. The perCentage of

children who perce1ved goqd citizenship in the non—polxtzcal eLements-'

o,

‘sense was greater than the percentage of chlldren who v1ewed good

c1t1zensh1p 1n terms of act1ve and dlsengeged cltzzenshlp. On the

-

*y

other hand, grade six ch11dren flly percezved good c1tlzensh1p

in terms of non-polltlcal elements and disengaged c1t12eneh1p. The
percentages of ch11dren who pereelved good citizenship in nonrpoliti-.'
cal elements and dleengaged c1tzzensh1p were larger than the “percent-

'ege of chxldren who thxnk actxve c1t1zenuh1p as a meanxng of good

.cztzsenahxp..,
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B . . ,
The perception of good citi35p§hip in terms of disengaged citi~

< 5

zenship'seemed'to be a general trendVemong’grade'eighfﬂchildren} "The
percentage of children perce1v1ng good c1t1zensh1p in thxs sense was
larger than the percentages of children who percelv«igoodc1t1zensh1p
in terms of actlve and non-political elements.

Generally, active citizenship was thought hy grade ten children
to be the meaning of good citizenohip. fhe majority of children
tendedhto think that way.

Grade\twelve children generally viewed gobd citizenship.as active
and d1sengaged c1t1:ensh1p. However the dxsengaged c1t1zenah1p as a \\

descrzpt:on of good cxtxzenshxp seemed to attract more children than -

pr

the other descrxptxons._

5. Peer Group Dec1§1on by VotAgg

Fxndxgge ' - L T
A total of 179 grade ;gir children. reaponded to three hypothet1-

-» .

cal dllemmas by choosxng a solutxon among ilve alternatxve solutxons

The vot1ng solutron was attracted by ohly 26 7 (48 chxldren) percent .

3
t' . ~

of the grade ‘four ch11dren. _

The vot1ng solutxon to the dxlennas was favoured by 33 3 (70
children) percent of grade six chrldren (N-209) . )

The notxon of votxng as a solut1on to the, dxleunas was supported
. byvao 3 (72-children) percent of grade e1ght children (N=184). 'v,.-"

‘ About 45 7 (49 children) percent of grade ten children (Ni108)

ithought vot;ng was.a solutxon to the dxle-nns ]

On the other hand the eupport for votxng as a eolution.to the
-’dile-las w&n indicated by 65’3 (24 ciildten) percent of grnde tuelve_

, .
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Conclusions \ S :

The notion of votmg was poorly conéex.ved by g‘rade four cluldren

. *
, because the:.r 1eve1 of support for - glus notlonwas relat:.vely weak.,.

) mg. was even clearer than that of grades four and six chxldren. A re-~

lifindings' 7\‘1' o -

-

Grade six ch11dren appeared to have a better perceptxon of the concept,f

of voting. Grade exght chxldren, then' perception of the 1dea of x{

%

latively large number of grade e:.ght children appeared to be attracted
by the idea of voting. On the other. hand ‘rades ten amd &velve ch:.ld-‘

ren tended to have‘ the best concept:l.on of votmg. ‘!hm.r level of sup-

<

port for the idea of votmg was hzgher than that of ‘the cluldren m

-

the~ lmr grades .

Generally the conceptmn of the idea of voting enong theae chxld- .

ren seened to v(ary J.n accordance with grade levels except for gradu

_ ten and twelve ch:.ldren e concepnon 'which was at the gsane level

6. Studénts' .Concretc.and Abstract Reasoning®

N

'rhe reuon:.ng tcndency of grade four, ux, e:.ght, ten end twelve '

N

vae explored on. the ‘basis of ltvo charactermucs. peraohahzed egocen-

'.t.ric mdency and sociocentnc tendeney‘

,'tended to rueon m pereonahzed egocentnc tem 'l'he socxocent.rzc

'_ About: 20 5 (37 chxldren) percent df grade four- cluldren (N-179)

O N x

' tendency chn-ecterut:.c mvolved 25.5 (46 ch:.ldren) percent <of the '
\grede four children. The "don 't knaw" reapouse attracted 28 2 (51

’

chéhh'-t) mmﬁ the eh:.ldren.._ o

Of 209 .rede eix children, 26 3 (51 ehxldren) percmt of tbul
. SRR .

e i 3 ‘ .
U s P .
- Se, v - - Lo

C . i



\\ T »
. . ’ 164

"" ch-racterized lzy per:o_n_n_liud c;acnnum -reasoning. - @he gocio~ -

-]

centric tcndency of rcuom.ng involwd 37. 2 (78 childrcn) percent of the

children, whilc 17.0 (36 children) percent of the children indicated the

~

"don t know" respcnn. ‘ : Ny
Only 17.8 (37 childrcn) percent of gradc eight ch:.ldten (N-184)
uo-cd to havc cgoccntric tendency of reanonmg. On the othcr haud the :

. socxoccntnc tendcncy of renom.ng was prevalent anong 49 5 (91 ch:.ldrcn)

. ‘1‘

perccnt of the thildren. Further‘orn .. 1.6 5 (30 cluldrcn) percent of the
,l’.

b

' children md:.catcd ;he "don't know" rclponu. v R s

£ ! ‘\'r

About 12.0 (13 clnldreu) pcrccnt of grcde ten chzldrcn w-wa)

:ended to rmon in pcrconaliud ezocentrxc tcm, vh:.le 58 5 (63
children) percent of thu uc-od to reuon in aocioccutrtc tct-c Only '

12.7 (14 childrcn) pqrccnt of the grsde ten ch:.ldrdn chou "don 't know'

.8 X . ,_1.&“ . - . . o ] .
tuponcc. L . " '_ ; ;"~_ : o R

Only lbout 8 0 (4 ch:.ldtcn) pcgccnt of "cde tvclve childrcn (N-SS)

"~

tendcd to rcnon in cgoccncnc: tet'n ﬂhgle 69, 1 (37 childrcn) perccnt of

thdn cppurcd to rcuon ‘m cocioccnt.ric lcnncr. Only k.o (2 childran)

Vo !

pﬁccnt of. thc chil‘.dren‘ware infl}xgpccd by thc "don 't kuow" responce.

g -

chﬂdrcn M :o b‘ in tha pro“i‘?f‘d‘enlomnt. . m "don't h;ov"

_ rupoue m muhr am g ndc four ch),ldrcn. Auo pcuoncli‘.ud ogo-
e ,’ mric uuoning abi’.lity" cmmd to -xiat annz gradc four childrcn.
: m rclanvoly lhrgc nuu_n:lof,‘ childm vith locioccutric tondmy"

ofm-n;-mu-e thet, che mibiniey of grode six childret coul

Ta e e
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chsuctonud as noci.occntric in terms of thezr renon;mg.
’.l'born vas a largcr pcrccntag- o‘f grade e:.gh: ch;ldren uho tended
to be soci.occntric in their thinking. Thu h:.gh percentasn auggutl that

most of the grnde ught chudren have the tehdency to reascn i.n ;&'in-
. >,
centric terms. '

\

The -socxocentnc tondency of reuon:.ng appeirs to be pndomnant

among 3rade ‘ten . children. A rclat:.vely large m-ber of children fell } .

. under this type of th:.nkmg. .

The sociocentric tendency of th‘inkini wli a

grad"" tﬁelvuf chil‘dren'.'. This tendency was mdic-tcd
larae Wr of children who tended to thmk in -ocioccntric ;cm

: Gcneral conclunon

o

. As far as these children's rnlonmg tendency . u concnrnod, the
. 'ﬁeruonaliud c:oc.ntric undcncy of tmoning h reh;ively pudonnant :
nong grlde iour childnn M to.a luur cxt.cnt a.ong grcde 8ix ch:l.ld-
" rem. ctoda six. chi.I s

prtzcnltrly gradu o:.zht, ‘ten and twelve

| socxoccntnc tarm o "';

'childrq: uau to thi; _

i

BRI Hill the childrm '8 diffetent age lmln give ris S
e w Mfﬁm fulingt m&ﬂthe duocntic m\?f'- AR

S e T el

D - Coemil N L &

o .Authori’tatianul G _— Co o . I

mm half of m fbut chxldren indicated lupport for the anti— '
L Mt’tﬁndmcnuc nluc.» : , tvo-tbitd’s ot‘ gu(le ci.x child:é ren .
m to support. this: nl ihvgndc eish: childm'n nppp:t fo: :he | ‘
@i-dmcrttin hluhf\qd"t . :ﬁ;uﬂ by’-on ﬂmt : 5 {rds of s
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ch:l.ldren. On the other hand, the) entx-authontarian dechratxc value '

vu mpported by more ‘than two-thirds. of grade ten children, while

-

grade twelve ch:.ldren s lupport to thu value was ;ndiccl;qd by more

' than two-thircfa of the childrcn,

\,

Canlusions f . ', AN :

~ “'unt in a nuﬂaerﬁ‘wof the child;b.tl ‘!

- : o)
e no opxnxon" cesponle see.r/to sug- _

»

"3 5 '*‘b
".wf ‘4 o
N l.tarl.an

‘W'

' 'level of lupporc_'fof this vaiue '{in*{‘&!wy that *6£ grade four

cha.fdm) cuunt thq,t thcu ehildr‘en hqw thc ”bitit%h to perceive

the mu-auchoriunan value.

R I .

A . IR RS ) A \ e
o O Thp cupport for ihe eggl—wthotiu*run wne ;‘xade e:.ght ch;ld-*
' o’
: rpn m %ronger than tlut of ;nadet four end ux ehildren. 4 '.t'hia lgvelr

“ofmp%;t p-y aloo indxcate t diffetiutial petceﬁtxon or attitudﬁa

tmrd%is vnlue., In thiu cue Mng mch bet:it 1 _’“'ayt.mn of t:he

-

K \\ 2 R
ne [
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K

high level 6f support for thu value may- reéflect the cluldren s

-

effect;.ve 1m:e11eotua1 mAtunty which enibfesq them to handl;e abatract
™ .
ideqj such-as the antx-authontanan vaiue. h

iﬁi’*ral Conc’luuon” PR - ’ 4 S ‘ S

The d1fferent1a1 levels of support for the a\nn-denocratxc value
Aﬁfs .' ‘among t:he grade ?Eour. six ezgh;, ten and twe]_,ve chxldren Appears to y
‘“‘ suggeat dxffeténtial perceptions of this value and that such percep--
t:.ons are mfluencé% by t;he children' s age levell and their assocmted

stazea of n‘itel},ectual development ' ‘ RV

Cwil Dxbert.i.es o ¥ "4 £ ' ’#l Y o
." ' 2 ST
Findzgg » : e "‘&‘ BEET I o “

Grade four ch‘xldren"g leva’l o£ support for civil hbertxes was

oxpressed by leu ;han two-tfhzgds of ;he chzldren. Ihe "no op;.m.on

S ' reopouse at’truted 25. 1 perce ¢ dﬁbthﬁ‘ clpldren. In the cage of grade

.;; 6 ;J.x ﬂuldren*'s appport fgr thx:‘value‘ only aboutéw-thzrds o(}‘;:he
’a\ chrldnﬁ .ind:.cated g,uppoft fo;- cxvxl ,‘.l.iberneﬂﬁ Ahout twg-th:.rda of |

Y i

40 grade e:.ght nlul.drcn endqrud c1¥11 ei‘txes. !ﬁr more thanwm; ..
On the ot'he.r s

L ﬂtlutdo of grade ten gﬁldren mpported auch lxbgrne’.‘

hand, ubout thru-quartm bt‘-;n&e inlve cluldren 9

©
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© low level of suppo:t for the civ11 11bert1ee suggests that grade

four chhldren had some difficulty in perce1v1ng the application of °

»

c1v11 11bert1es. . ' ' . o
- , . e

In relatxon‘ ‘to grade four children's support for the c1v11

11bert1ea, grade six chzldren 8 1eve1 of suppora was hxgh, 1nd1cat1ng -

’ that a large proportxon of the' chlﬁiren had the ab111t1es td perceive

the application of civil 11berties.

The tendency to support c1v11-11bert1es among grade elght ch11d- .
/ . -.:‘E"

ren was almost %lmn%!!«to that of grade gix chlldren. o /

Last, grade t!n twelve ch11dren 8 Ievel of suppOrJ for c1v11

r ’
v

11bert1es was relatxvefy'yq;y h1gh It appears that the1r level of

percept1on of the app11catibn of civil 11bert1es ‘was relatxvely hxgha
This high level of support indxcates that ‘these ch1ldren are mentally g
P.. '

w’

handle sbntract 1deae, prlnclples, gr the appl;catlon of L

N ‘ . "y S . 'V'
c1v11 11bertaep. S 1 g , RS
B MR LN 1 - -t
') iy P B ’
R . » N
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Dxfferences in ‘apport for the civil libertzes ex1sted adong thnae i

a
*“,,.‘ -

e
" ;é’.\'.,

chxldren as deecrfbed above Théshxfferential support for the c1€!1 ,5;
i AN
libertxee cuong the ehildren seems to ndxcete that the ehzldren B8 pé‘t. A
&

ceptmn and attutudes tn ctvil libetnee lt} influeahd by uthei.x- d:.f- 1 ,

‘e

£

ferent ghes snd their sssocxated stihgs~o£ 1nte11ectn;ﬁﬁgevilopqent.» :
'-1 E : “ .
I T
. . * ""’
l ¢0nlg lese than tﬂorthirds of gtade four children expressed squo:t

.
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‘ for the idea of equality was mdxcated by about two-th:.rds of the

ch11dren. The support for the application of the pr1nc1p1e of equal-

L]

’”
' 1ty among grade elght was represented by about two-thn'ds of the

ch:.ldren. More than two-thirds of grades ten and twelve chJ.ldren en~

dorsed the applxcanon of the pr1nc1p1e of equahty to vanous social

groups of people. »

Conclusions
=——-2ons

[}

‘The application of the principle of equality among different

social groups of people seems to be perceived dlfferently by the grades ‘

C e

four, six,’ e1ght; ten end twelve children as 1nd1cated by the differ- \

._)®nual levels of support for equahty.
P

‘ Grade four children's aupport for the idea of

‘

L3

- . .5)0

equality was generally

- 8light partly due to a largg number of cfu.ldren who responded to the

- :.t:ems on equahty by‘i‘he "have no p:.n;on" &sponse. The sl:.ght eup—

port for the coneept of equel,,u:y md:.cat:ed by the grade four chlldren
*&

appeare to suggest that most of’ %e ch:.ldren fgyad

e ;S\ _ y
'stend t:he prmciple of equahﬁy. : ’ ! %" 3
\ ‘;i ° ‘ “{'
: The. level of ou;pgort fqr Equahty ano‘&g grade

N 1dennsel. Bowever, kgmela‘tiﬁuto gnd% four clu

’

T of the pr:.nc:.ple of equalzt)’in a ”I"urger mmbe{ of g

chxldren apmred to be mtelleetunlly c&pabl.e of hanﬂlmg the . . 7Y
notidhbi equnl‘ty. . '1'he1r 1&1 of aupport for equahty is h:.glret M "o

that of grzde fout e!uldren, B f ;L
: A

. L no "r—-

oumrt for the Adea. of equa

Qt‘aﬂeo teu md';mlve ,ehildm tended to have a mheq: ievel of g

T'_." e .‘5

.‘& : -

8 s1x and e:Lght was . .

g;en 8 percepnon
A

rades s1x and: e1ght K :




-

L
et

’

This means. that grades ten and twelve chxldren 8 level of perceptmn
&

of the concept of equahty is re1at1ve1y very high.

Lo ?

Votin, = LT
o .. . 4 " : "'n .
E‘ﬂ’ﬂ L ¥ };t‘ y

-

-
Voting as a solution to the group P hypothet1ca1 probIens

' ' -V
attracted only less than one-third Qf grade four children.,’,;g&'wiorv_

expressed by almost tw&-thu}@of the chlldren

Concluséon - . e )

T‘~§ perce&tzon of the coueept of voting as a Solution to a group

- Problem* among . the grades four, nx exght ten and twelve children

.

vaned agcording to grade levels. This appeared to be true gartlcu—

3
ﬁy agong 'gradee four, 8ix and e1ght ch11dren.

Grade four ch11dren ﬁave the lowe‘st level of support for the ldeﬁ'&

of vo(mg. This 1tuat10n 1nd1cates that gtade four chlldren had a

- -

poor pe:‘ption of the concept ‘if votmg This poor: perceptxon could be

attr!buted to the ch).ldren '8 mental ab111ty wluch does not enable them
‘B

p "to perceive the notmn of votin& applzed in problemat:l.c -situations.

o }-;9 Grade ui.x ch:.ldren '8 perception of the- 1dea of voting appeared to

W

‘ba - ttlegb:.t elearer than that - o#’grede four- chxldren.',v _ -

A"J-‘.vproporuon of the ch:,ldren uem to cunport the 1dea ofwvotmg.

The grade eiqht c?hildren l

T
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which enable them to comprehend the application of the ideh of voting. .
The relatively high level of support for the idea of vot1ng among
grades ten and twelve chlldren seemed to indicate a relatively high -
level of undeéﬁtand1ng of the concept of voting. In other words, th& "
majority of grades ten and twelve children were cépable of pérceiving

‘the notion of voting applied in problematic situations. .

Good Citizenship

Findiggs

About ‘two~thirds of grade four children tended to'define'good

Ny

‘ citizenship4in terms of the nor-politicallélemento. This definition' \
attracted more ch11dren than the other definitions of good c1tizensh1p.
The grade six perceptlon of good citizenship In terms of non-polltxcal
elements was indxcated by two-thxrds of the ch11dren while the dxsengaged

descr1pt10n of good citizenship was preferrngby just below two-thirds

.. 2

of the children.” The actxve'citlzensh1p description of goojgg1t1zen—

"sh;p was perceived by only less than one-th1rd of the ch11d .
" The tendency to perceive good‘cit1zenoh1p in a disengaged citi- >'{1‘?
zenship senaé involved abOut two-thirds of grade eight chiidren. . The

'~_cher'twahdef1n1txons attracted only fev'chxldren.' In the EQJ; of ot

grade ten chxfdren. their pereopt;on of good c1t1zensh1p was b”‘é%po v: S
_actxve and . dioensagodﬂsitiaonship although the: latter appeared‘to be o

a more popular defuu.tmn than the for:ur. '!‘he non-po'mtutl elenenta

as a ducriptxon of good citiunahxpwrecexrod Just above one-third of

‘the’ children“ Grade twelve chxldren vzewa ;’:‘ c1t1zensh1p in terms

of active and dinengagid citzunchip. The latter attracted more. chi.ld-

B "»'rcn than the for-*.,é R '.' R , e
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Conclusions | | | |
The gradedfout, six, eight, ten and twelve ghildrenltéqded tp
perceive goodméitiiéhbhip iffgréhtiyi Grades fod? and? six ;hiidred )
generally thought the non-il&itical-eleﬁedts desc*ibedbgood gitizen-
ship. Disgngaged citizédship-iﬁs generally thought by grade eight .

children to be a definition of gbod citi’zenlh'ip.-' ‘Grade ten .and mive,
5 .-

e

‘children tended to percezve good cxtlzensth in terms of - actzVe~agd
-

d1sengaged c1tlzensh1p.

Childreh 8 _Concrete and Abstract Readoningl,

Findings

The children's reasoding was’explordd using items consisfing~ofL
situatio;{i of &aryir:lg natu:t'é.; ..The .'ch.ildrenj tfesppnded to the situatipn‘é .
either in'péﬁ:ondlizdd-eéoceqt;ic (doncfete) 'pf’id'sociocentric
(abstract) t;rms. 1 R : ‘ g | _ ;S
About 20.5 qucent oi grade four cluldren tended to reason in ego-

h\
centnc style. The socxocentnb style of reasonmg was 1nd1cated by
- N .
25 5 'percent of r.he ch:.idren.. About 28. 2 pe‘rcent of the children 1nd1— .

cated "don t know" response to. the hypotheucal s;tuanons. S
§ The soc:.ocentnc mde of reasonmg waa shown by 37 2 percent of
che 3rade six chzldren.— About/ 34 3 e gnt of the ch:.ldren seeue‘d *to bev

"'/‘"' a Com

. L Lo 'fq'\-' S H. . so. }""".::- ‘.4“ . “‘
' cgoeentnc in theu"rup ,’2 T .-' Lo ,,‘-j‘; " : &

, s .
N ? X LA e

chxldtcg‘s aoczqcentr:c mod’of thinka.nn,m regre-

Grade

e

7'7 t&cd by 49 5 percent of the ch:.ldr;en, wh:.le the egocentuc mdmcy

eg%ntnc )
ch:.ld- -
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of the children. . ;

About 8. 0 percent of grade twelve'chxldren tended to reagon in an
.egegentrxc style wh11e 69 2 percent of the chlldren appeared to be’
sociocentric in the1r mode of reason1ng. ‘
Conclus1ons . *
‘The style of reeecning among grades fouri six, eight, ten ;ﬁd
- twelve children seemed to differ eccording to grade'Or-age 1evels. A
relatlvely large ‘number af -grade four chlldren expressed the "don t
* know" reeponse to the hypothetxcal e1tuatxons. .Also egocentr1c ten=
'dencles appeared to be prleent in these chlldren. This tendency*may
suggest that personelized egocentr1c tendency of thxnk1ng was preva-
I

lent among grade four chzldren. Soc10centr1c styles of reasonlng

- ""'"

~appeared to be predomxﬂhut anong greﬂe six. chlldren. However, some.

“pattern of democratic‘pcli $ca
stages of development? ¥
“..l_.'lf".,'

Fxndzngs . , _gos. :-;:-.

The chxldren [ modes of reasoding, ssed prevxously,

4‘ 'f‘
appear to. be rilevant to angetﬁb etagee of development preopere-v e

S

s ‘tiofal, concrete operatxonal and formel operat1onal stages. Chzldren ;“H‘:

3 - , ‘
‘*between the agee of eeven end twelve are 1n the concrefe.operetxonal -
"',..J._.i';f K S ’ Y : ‘
. ‘, S 4




' | | ‘- ' 1
x S

stage. They tend to reason in concrete egocentn&c terms, wvhile those

above twelve years of age are m the formﬂ?""hge and their thmkmg
" tends to be mature. They are able to reason in abstract terms.. e

« " Grades four and six children are in thie concrete operational stage,
. ' ‘ ~ R

while grade eight children ‘may belong to formal operational stage or

are on tqhe«thres_hold of mature modes of reasoning. Grades ten and twelve

) ” . ' ' . <

" children are in the mature category of reasoning so they belong tr the
formal operation as well. A di‘ge_"ct relationship between the childr&h's
respohses and their stages of' development ‘canhot be observed oecause; of - *
the luu.tatxons of the mstrumﬂ as pomted out in the f:.rst chapter. ‘- -

The trend of the responses and the patterns of the chlldren § support

“ " -

for the democratm poh.t:.cal values appear to reflect Pnget 8 stages

of development.
\ .
Grades Four gx& Six’ Chlldren

On the bans of Plaget 8 stases of de?elopment, the grades four

and six chxldr J?tg}ld to reason ‘in cogcrete egocentnc ‘terms. They are

o

tz’d ‘to t.he pr&mﬁ they are able only to mam.pulate co%rete ex~
penences buvney are unable to generahze beyond r.he actual exper-

k
ient:es.. With thn style of thinking it apemed 11ke1y that the grade four

:nnd si.x chlldren would fmd it difficult to perceive the five abatrect -

L

'?denocutic political valuee. Their trend of lupport for the five demo-" \/‘ .

.
A - —

5
crltic velueo vu eyotemt:.celly low.
&

' cr.de zypt Ch:.ldren

e

Grtde e:.ght ch:.Idren are on the threshold of uture modes of

;\_teuoniu; 05 sone ocet&o% they ney duplay the advancecf cosn:.tive v
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style of dealing with the social and physical.ohenomene.' But they
“are also prone to concrete manners ofnghinking. Given rhib.nature
of the children's uentalvopererlun, i;>qou1d be rather difflcult for
some childrzu to comprehend the five abstract democra;ic'values, The
gradeNeig;e children's level of support for the dehocraric valies is‘
~stronger than that of grades four and six chxldren but not as strong

as that of grades ten and twelve chxldren. In some caseh, the grade

ejight ch;ldren s level of'support for'the democratic value'appeared . f' ‘
to be szmzlar :o*Ehut of grade six ch11dren (Table 16, (2)°'A, (3) - :’7
same). ; ; ‘:y'A 3 : . . .

Grade Ten and Twelve Children | . ‘

The grade ten and cwelve-children are in the formal stage of de~ .
velopment. They have acquired advanced modes of reasonxng. These
ab111t1es enable them to cr1t1cally analyze, evaluate locxal.and

polztzeal events or 1saubs. In this atage of development the Chlld—
*

ren are mentally capable of conceiving 1deaa such as denocracy and

. democratic values.‘ o ‘ o . 3_‘

v

The grnde ten aﬁd‘twelve cﬁildren' .level of support .E'

<

five denocratxc valuen are atronger than thet of tbe chf"

~lower graden. o

Conclusxono

Fa / !'Q

Ihe relatively low level tt:for'the'five deﬁoe‘ dic

i,valucc anong grades four and dren uould appear to be due to
. the cmdm-‘

‘ﬁntelleetual 1nab111ty to perceive the vaiuea. Given -
e SRR ' P
};&#ﬁraEOQeretef', egocentrtc style of reatonrng, 1: vul apgsrcncly RV R
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Py ~

difficult fdr them to comprehend the’sbstract ideas .or p;)nciples lfke,'

. the f:.vs democratlc values. = . , - .

The grade eight children dad not seem to clearly comprehend the o
‘five democratic values. This lack of cq’mprehenslon was reflected on’

their level of support for the democratic palues. Their tendency = —
\ . )
to support these values was generally stronger tﬁ‘in that of grades

four and six c ildren but not as strong as that of grades ten and

twel.ve chr-ldren.\ln some cases their level of support was sm:.lar or \

m‘ ‘elose to that of grade axx cluldren. Thxs sxtuatmn suggests that ,

A ‘.

&he grade exght ch:.l ren are -on the\threshold of mature modes of

reasoxung. This cogm.t;.ve style -appears to- have an unpact on the

S ¥

v chaldren a\level of support for the i:we dembcrat:.c values. -
RS ¢

ﬁ..

3

3o

advanced level of reahomng vhich e _bled them to coqpr.

- i -
A& XA x
ks TR
. Yol 4

.

Gcnaral Summary of COnclusaons . . @

1‘hia exploratory ‘atudy . appeared to mdig&ty'tlg following: L ‘_ .'

1(a~e). Kindergarten, grades one and tvo cl‘ﬂdren 8 perceptmns .

. ..—4'

of the gmrnnent tend to be ngcentrxc m the sense that thei:r ger*. T .
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Minister is the most popular political figure dmong thece children.

-

"% .
Ihe children leem to know him in terme of specific dutiee wﬁich he .

Iy

perforne They thiﬂﬁ that the Prime Minister is’ conoerned about t;?it

S

welfare and aleo the welfare of other people. Thgy*{%netihly,think

that the Prine Minister is helpful, powerful, protective. kind, 1iké~
.able and having 3reat importence.' The children ] 1nitia1 relation- ‘5
v ship with the governnent appears to>be eetablished thtough political
bfigures of uhich the Prime Hinister ib the most proﬁinant one._;45
l(f) The kindergarten, gradea one*nnd two cﬁildren appear to |
be uﬂaqare of the local political authorities such as the Premier,

mayor and the c1ty codncil Only grade two children simply reported

-to have. heard about the mayor." . . ﬂ'ﬂ ‘; %ﬁ e ok
' l(g) The kindergatten, gredes ong and’ tuo children cppear to nx
. B / '( t

have acquired thd ‘basic 1nfornetion ebout the netional lynbole euch aq

; che flag aad qnthen Tbey are aware”uf hhe eignificance of these \ | \_.l
ay-bols hut thqy leck-e coupfehenilén qt then 1n c rdgl uny.,‘, - ﬁ\'f_:h
' 2 The kim;erntten2 3redee,pne:end‘tuo chzldren s eaocentric ."igﬁ

&j'_ﬁ .nd'concrete etyle‘ff reesonins pfiiits the- to perceine the govérn- :

o

-nt dnly.in terms -of per“fiipitiee rathet thag Ln te!nu of,ﬁ%:instx-'f

S B
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ablc to cxpuu their lupport for the five denoerat#c v.luu. ann-' '

‘ authori.tanm, cxv;l li tiu, prmciple of eqiuli. > ;oad citizen-
) E!

' ohip ‘and. votmg. However, ‘the levels of luppor.t tud to vary accord=

ing to grade.. Throughqut the, y o1 rge nunbor of the grade fonr

.»chi‘l‘dreti apﬁe'ared"tohave in r.:ppnu to the 1tqn on - -

" values. A gcnetal pattcm i *ndieate that grade four child-

ren ﬁ“ah pernatently ‘the lent. level of oupport £or thc d.nocnt e

| values, vbile zrldes ton and mlv. ch:.ldt‘";-f,,.’_ mpbort. '.for theu

'of grada four and ;i'ld-l m “ Mlvc ocln.lduu. 5 '
i 4. 'l‘he gradu four, aix tight. gpn nd mtviaehildreh‘; levgl
. mppott: for the; dcnoa;;a{ic vnlgq:mnlly nppu: to mcroum with
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.dc exgl;t éh;ldnn t.nded to bc on th- thrnhold ot“ mtuu v .

led‘u of thtnk/i;nz 'rhxi il h‘cauce in uo-n cnu tﬁcIr lcvei of
) mpput tor the donocratic valuu ic cililar w that of gudc ux ,‘ ,
childrcm *1! in othcr ‘cases l:hcir lcvql of cﬁpport ia M.ghct than " ;}_

that of n«h six childun but. mt n It as t.h‘t of‘gr;d. ten ‘-{»-M '

. Ny
"j'.c.ba.ldm Thin lppoau to. m‘l& th& M cight hu concrotc cgo- e
cent;tic an nll as uocioconcri.c ehi.ldrun. o ‘m e ‘ \

ﬁqdu un nd min chudun are in i:ho advqnccd ltage of
mﬂl cpcruim mix mioccn,tric tﬂulnncy of tuaoni.ng appcar: _ .~,‘"'

: hnﬁ Mluo&‘d tlicit ulatiﬁly high w o£ suppo:-t for t:he - B

A . ¢ e /
BN L E e . o ) o L i
nm.xgmms ey ' N

n-u ucunn falh hto ﬁv. pnrt-. (1) ,licacm. fﬁriagei'; a’
‘ dcvcl,omulmodtl (2) l?licatimu £or4jindpmun, gndns“onf | _
. &gl u-o ehildnn'a muptim nt nlitiul ob&beu; (3) *lﬁéatms o
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1. Implications for Piaget's Model of Development

One of the important assumptions which underlines Piaget's model

of development is that children of various age levels tend to perceive
]

o

a physical or social phenoménon differently. The differential per-
. .

ception is due to the children's varied stages‘ff intellectual matura-

tion and ages. Grades four, six, eight, ten and twelve children re-
- :

sponded to similar items on the democratic values. On the basis of
these responses the children's perception of the democratic values
tends to vary in relation to grade or age levels. This differential
perception is reflected in the children’sésevels'of support for demo-
cratic values. This seems to imply- that the children's intellectual
stages of develqpment, with their roughly associated ages, tend to
have -an influence on their perception of the democratic values.

4

Grades four and six children tend to be in the concrete operational

N .
stage of development while grade eight children are on the threshold
of mature modes of reasonfng. In other words, they are just entering
the formal operational stage of intellectual growth, capable of slipp-

ing back. Grades ten and twelve children are in the advanced formal
v | v
operational stage of mental development. d

Grades four and six children, to some extent, appear to ﬁe un-
able ;o perceive the democratic valués, for example, at fﬂe level of
gradeé ten and tﬁelve/children. Their stage of mental development or

»
the concrete egocentric style of reasoning limits them to compyehend
these abstract values. The relatively high level of support for the
democratic values among grades ten and twelve children (and grade

eight to some extent) indicate that their mental capacities are effect-



.

tive, they can mentally handle abq&\;ct concepts or vnlues 

.

2. g!plxcntxonl for KmdergartenJ Grades One gpd Two Childtan . Pcr- 2

-
/

ception of the Political Objects.

The family, the school, and media adre imﬁorbﬁnt loué@i! of poli- f
tical information for the youngsters. The youngoters‘i;c;pAnaes in i
the interviews do not appear simply to be a repr;auciidﬂ';f\ohafvhas o
been 1mposed by adults or of agencies of pblxtxcal;.oci&llzaéibn. thc
family, schaol and media. 1In fact, the chxldren i percaptxon of the
government, judge, policeman, Queen, and the nltionaI 3ym l:. is
xdxosyﬁ!!htxc in the sense that it is not necessgtxly the type of per-
ception held by adults. For example, the chgldgén's idealistic and
simplistic perception of the Prime Hinistefliﬁ& even the policeman
" as i&dicated in tﬂeir‘reaponses,sgems to augg;st the children's
original thoughts about these pdlitic31 objgéts fnther than a mere
reproduction of what comes from adults. Even some of the ideas which
seem to be imposed by adults are not éi;plyKrepfoduc§d, "the child

)

digests what h&*borrows and digests it dccording to a mental chemistry
of his own." (Piaget, f§73, p. 39)
This seems to-imply that in the political learning process a child

v

is active rather than passive as implied in the transmission notion of

political socialization. . « »

The child's intellectual developnént or biological traits also

tend to influence his perception of political objects.
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3. Implications for Grades Four, Six, Eight, Ten and Twelve Children's

Support for the Democratif Political Values

The differential levels of support for thi democratic values among
these children seem to refledt the children's differential perception

of the values. The sgurce 65 knowledg; and attitudes about these

*
values can be the family, school, media, peers, church, political or

. . ,
government agencies and other organizations. However, the children's

#
differential levels of‘.upporqﬂfor‘the democratic values geem to sug-

gest that the children's intellectual characteristics influence their

perception of the values. In other words, the children are mentally
: Y

active in the acquisition of #nformation and attitudes toward these

T

values. The child's cognitive development appears to either enhance
L

or limit the’acquilition of political knovlédge and abtitudes.
; N o , o

4. Implications fpr gglitical Education :

The youngster's concrete egocentric style of thinking limitp

SR

their perception of politics. The younésters:petceive political

objects in terms of personalities and their infoémafion or ideas about
‘these political personalities tend to be simplistic in the sense that
the political information is based on the child's own e;ﬁerience. Row- .
ever, with his unorganized limited knowledgg about the political world,
the youngster tends to establish hiilinifia%{pplitical relationship

with élvernnent through conlpicpoua'poligical figures an{\synbols.

The Prime Minicéer appears to be the mosgtknéwn~and popular among the

yaill‘tcrs.

It npbeatllthat the use of political figurea and national symbols

o
P4
LY

>
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is desirable in order to help the youngsters to>ncquire Q&lt;;ﬁtiér »
information about the basic political objects gnd :ymbofs. Empha- A
sis on political personalities and hntiona"lymbols in political
education nean;z¥f5viding thp youngster opportunities to acquire the
basic politicll perception secessary for his future undef.tnnding of

the political uylfan.

S. Implicatiase fst tﬁe Alb‘fta Social Studies Program

The Alberta ‘Ocial:imudiec Program emphasizes citizenship educa-
tion in which children pr¢ pro§jdcd with opportunities to develop

values or attitudes which can ﬁelp them to function in a democratic
) -

nation. In the process of critical examination of the sociopoligical,
sOcioecoﬁo-ic, and cultural values, children acquire values and atti-
tudes that are compatible with citisen participation in a democratic

society. The citizens' effective participation in a democratic poli-

.tical system raquires the understaﬁding and the development of posi-

tive attitudea’eb‘lrd democratic political values such as the prin-

.
. .

ciples of equality, thg;coqéept of voting, civil liberties #nd anti-

I

authoritarianism. ‘. : i

*

The values or concepfs sucﬁﬁ;c equality, freedom of speech, civil

liberties, and vo'tix}g, are?ﬂph‘uiz‘ed xn the Alberta Social Studies
Curriculum (1978). In fact, the teaching of these democratic values
bcgini in the upper elementary grades. The findings of this study

seem to indicate that the cpildren'l perception and development of !'

attitudes toward values such as equality, civil liberties and voting,

"dcﬁind on their age levele and intellectual maturation. It appears

d
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that at Ehc.;iiAof,thirt;eh of -ono.»children seem to be intel-

lectfally ready to acquire attitudes toward these abstract, demo-

..

cratic yalues. . ' )

e
e Alberta Social Studies

Thi. finding has implications for
Currii%lhn. The abstract concepts or val os'luch as equality, free-
dom of speech and voting, appear to bi‘,_i}nblc for teaching in
high school rather‘than in elementary or junior high school. At
the age of thirteen or above, childmen appear to be lblz to handle

Ay

such concepts. .
SUGGESTIONS FOR FURTHER RESEARCH

On - the bllil'of the finding; of this study, further research -
studies are nugsénted as follows:

1. At the age of fivelihe infant is in kindergartcy. In this '
‘study kindergarten childte‘_appear to have some information and posi-
tive attitudes toward the most conspicuous politicai personzlities
and symbols. The Prime Minister and the policeman, the national
anthem and the ffig, are popular among the kindergarten children.

A study on when and how the infants before five years of age aéquire
information and attitudes towafd the conspicuous political objects
would be useful. .

2. The development of aeuocratic\political attitudes in child-
ren in grl‘is four, six, eight, ten and twelve cxp}ored in this study
seem to suggest differential perception on the ba*é; of giade or age
levels. -Using interview survey ratﬁcr than questioftnaire survey, it

uouid be useful to conduct a further study on the development of

denocratic‘politicnl attitudes using another set of democratic poli-



tical values. The int.m -survey-

opportunity to sexpress

1ves in mf ﬁy they wish. This oppor-
tunity is not possible in tho qu“tiﬁu .uﬁ‘, ] . .

3. In this study the exploration of

ster's inft1al*per-
peption of the political objects invol

agd two childwren.

"“run » §rades one

study uning the id

survey can
ten to grade night childron in r‘“%

.

include ki jore
development trcndc and elpccially to observe p.rec’t\ul channld

#

-

”, 4,
R

N



- 186



R
?

/

BIBLIOGRAPHY 187

Adelgon, J. et al. Growth of the idea of law in adolescence. Develop-
mental Psycholggy, 1969, 1, 327-332, ¥

Adelson, J. and O'Neil, R. Growth of political ideas in adolescence:
the sense of community. Journal_ef Personaldfy and Social Psycho-
logy, 1966, 4, 295-396. s N

Almond, X., and Verba, S. The Civic Culture N.J.: Princeton Univer-
sity Press, 1963.

~

Andrain, C. Children and Civic Awareness. Co umbus, Ohio: Charles E.
Merrill, 1971.

L 4

Bachrach, Peter. The Theory of Democratic Elitism. Boston: Little,
s
Brown and Company, I967. )

L

Ball, Alan. Modern Politics and Government. The Macmillan Press Ltd.,
1977. ’

Bandura, Albert. Social Learning Theory. Prentice-Hall, Inc., Engle-
wood Cliffs, 1977.

Banks, J. Teaching Strategies for the Social Studies: Inquiry, Valu-
ing, and Decision-Making. Addison-Wesley Publishing Company g 1977.

Beck, Pag1. The role of agents in political socialization. In Renshon,
Stanley (Ed.), Handbook of Political Socialization. The Free
~ Press, 1977. -

Biber, B. afid Minuchin, P. The impact of school philosophy and practice
on child development. In N.V. Overly (Ed.) The Unstudied Curri-
culum. Washington, D.C., Assn. of Supervision & .Curriculum Devel-
.opment, 1970. \

Biehlery Re Psxchélggzﬁépplied to Teaching. ﬁoughton-ﬂifflin Company,
Boston, 1974, )

Boocock, S.S. An Introdqggjon to the Sociolgglef Learning. Boston:
Houghton Mifflin, 1972.

Campbell, A. et al. The Voter Decides. New York: Harper & Row, 1954.

. CHafee, 5. et ak. Mass communfcation in political socialization. In

- Renshon, A. (Ed.), Handbdok of Polidical Socialization. The Free
Press. ’

s

Connell, R. The Child's Construction of Politics. Melbourne Univer-
sity Press,1971, .

Cook, Ramsay. The Maple Leave Forever.. Toronto: Hacmillan,’1971.
v . ’




188

Davies, J. Political 8Socialization: From womb to childhood. In Ren-
shon, A. (Ed.), Handbook of Political Socialization. The Free
Press, 1977.

Davies, J. The family's role in political socialization. The Annuls
361 (1965), 11.

Dawson, R., and Prewitt, K. Political Socialization. Boston: Little
Brown, 1969. .

Dennis, J. (Ed.) Socialization to Politics. New York: Wiley, 1973.

Dobzhansky, T. Genetic Diversity and Human Equality. New York: Basic
Books, 1973.

* Donaldson, M. Children's Minds. &H%éQ Helm Ltd., 1978.

Dreitzel, H. Introduction. In H. Dreitzel (Ed.) Childhood and Social-
izgation. New York: Maomillan, 1973.

Baston, D.,.and Dennis, J. Children in the Political System.eNew York:
McGraw~Hill Book Company, 1969.

Easton, D. and Hess, R. The child's poligical world. Midwest Journa?
of Political Science, 1962, 6, 229-246.

Easton, D. A Systems Analysis of Political Life. New York: John Wiley
and Sons, Inc., 1965.

Ehman, Lee. An analysis of the relationship of selected educational
variables with the political socialization of high school students.
American Educational Research Journal, November, 1969, 4, 559-580.

Ehman, Lee. The American schqgl in the political socialization process.
Review of Educational Research, Vol. 50, No. 1, (1980), 99-119.

Entwistle, Harold. Political Education in a Democracy. London: Ron
Hedge and Kegan Paul, 1971.

I 4 ~——

Experiences in Decision-Making. Alberta Department of Education, 1971.

Flacks, R. The liberated generation: An exploration of the roots of stud-
ents protest. Journal of Social Issues, 1969, 23, 52-75. .

Forbes, H.D. Conflicting national identities among Canadian youth. - In
J.H. Pammett and M.S. Whittington (Eds.) Foundations anhd Political
.Culture: Political Socialization in Canada. The Macmillan Compay
of Canada Limited, 1976.

Friedman, D. Political sociafization and model of moral development. 1In
* Renshon, A. (Ed.), Handbook of Political Socialization. The Free

Press, 1977.

[ 4

ot



‘ 189 *

Froman, L. Personality and political socialization. Journal of Poli-
tics, 1961, 23, 342.

GalJAtin, J. and Adelson, J. Legal guarantee of individual freedom: a
cross-national study of the development of political thought.
Journal of Social Issues, 1971, 27 (2).

Ginsburg, H., and Opper, S. Piaget's Theory of Intellectual Development:
An Intrgduction. Prentice-Hall, Inc., Englewood Cliffs, New Jersey,
1969. . -

Glidewell, J.C. et al. Socialization and gocial structure in the class-
room. In M.L. Hoffman and L.S. Hoffman (Eds.), Review of Child De-
Velopment Research (Vol. 2). New York: Russell Sage Bundation, 1936,

Goode, W.J. and Hatt, P.K. Methods in Social Research. McGraw-#ill,b 1952.

N .
Greenstein, F. Children and Politics. New Haven and London: Yale Uni% |
versity Press, 1969.

Gregg, Alan, and Whittington, Michael. Regional® variation in children's
political attitudes in D.J. Bellamy, J. H. Pammett, 'and D.C. Rowat,
The Provincial Political Systems. (Toronto, 1976), 77-80.

Guskin, A.E. and Gusgkin, S.A. A Social Psychology of Education. Read-
ing, Mass.: Eddison-Wesley, 1970.

"

*Hess, R., and Torney, J. The Development of Political Attitudes in
Children. Chicago: Aldine Publishing Co., 1967.
4

Hirsch, H. Poverty and Politicization. New York: The Free Press, 1971.

Hergenhahn, B.R. An Introduction of Theories of Learning. Prentice-
Hall, Inc., Englewood Cliffs, 1976. |}

Hodgetts, A.B. ; Ja;t Culture? What Heritage? Toronto: OISE, 1968.

Ryman, H. Poligheal Socialization. New York: The Free Press, 1959.

Inhelder, B., and Piaget, J. The Growth of Logical Thinking. New York:
Basic Books, 1958,

Inkeles, A. Participant citizenship in six developing countries.
American Political Science Review, 1969, 63, 1120-1141.

Insko, C. Theories of Attitude Change. New York: Appleton-Century-
Crofts, 1967.

",
Jaros, D. Socialization to Politics. New York: Praeger, 1973.

Jaros, D., Hirsch, H., and Fleron, F. The manevolent leaders: Politi-
cal socialization in an American sub-culture. American Political -
Science Review, June, 1968, 62, 574-75.




190

’

N\ .
Jennings, M., and Niemi, R. The Political Character of Adolescence.

===

Princeton, N.J.: Princeton University Press, 1974

N '

. Patterns of political lenrning.' Harvard Education Review,

771368, 36, 443-67.

. The transgission of political‘valueu from parents to
N child. American Political Science Review, Harcﬁg 1968, 62, 169-84.

Johnson, Norris. Political climates and party choice of high school
youth. Public Opinion Quarterly, 36 (1972), 48-55. .

Kavanah, Dennis. Political Culture. The Macmillan Pre,s‘LEd., 1972.

Kohn, Hans. Nationalism: Its Meaning and History. D. Van Nostrand
Company, 1971. -

Langton, K. Peer group and schdnl and the political socialization pro-
cess. American Political Science Review, 1967, 61, 751-58.

Langtong K. P. and *‘Jennings, M.K. Political socializatiqQn and the higp
school civics curriculum in the United States. American Political
Science Review, 1968, 62, 852-867.

L

¥ ) ’ . .
. Lairendeau, M., and Pinard, A. ;- Causal Thinking in the Child. Neéw York:
International Univerlit%pt Press, 1962, (Chaps. 1-4).
Lawson, E. The development -of patriotism in children: A second look.
T Journal of Psychology, 1963, 55, 279-89.

Levin, Martin. Social climates and political socialization. Public
Opinion Quarterly, 25 (1961);, 596-606.

Lewis, Belen.%”igg Teenage Joiner and His Orientation Toward Public
Affairs. ,Unpﬁklilhed dissertation, Department of Political Science,
Michigan Sta;ghUniverlity, 1962.

W

Ed
Litt, Edgat.gﬁgigfg‘education, community norms and political indoctri-
natiqg? “Mmerican Sociological Review. Feb‘rary, 1963, 28, 69-75.

G ) ,‘f/ -i’ “
’ &5 @ty Hichael. Schooling in a federal state. Education
pige-, \Vol. 20, No. 1, (1980), 4-10.

:intical socialization: The implied assumptions questioned.
ournal of Political Science, 1971, 1, 456-64.

SR qub,}},/ An Introduction to Democratic Theory. New York: Oxford Umi-
" Y 2 -versity Press, 11’9, (Ch. 4). ;

McClosky, M. and Dahlgren, L. Primary groups influencewvon party loyalty.
American Political Science Review, 1959, 53, 757-776.
: 4




)

191

McRally, D. Piaget Rducation and Tcachln‘ Angus and Robertson
Publinhcrc, 1973,

Merelman, M . Political Socialization and Educational Climates. New
York: Holt, Rinehart and Winston, 1971.

Merriam, C. The Making of Citizens. Chicago: The University of
Chiq‘!o Press, 1931. -

Milbrath, L. (?itﬂ:ll Participation. Chicago: Rand McNally, 1965y
d

Milgram, S. iencé to Aythority. New York: Harper g.R?g, 1969.

Mishler, William. Political Pattxc;yatxon in Canada: Procgss for. Demo-~
cratic Cit¥zenship. Macaillan of Canada, 1979, (Ch. 6).

Newmann, F. H. Education for Citizen Action. Berkeley: McCutchebn,1975.

Oliver, D.W., and Shaver, H.O. Teachxqg Public Issues in the Hgl_
School. Boaton' Houghton-ﬁxfflin, 1966.

’

Oppenheim, A.N., and Torney, Judith. The Héa.urenant of Chzldren 8
Civic Attitudes in Different Nations. John Wiley and Sons, 1974,

Pammett, John. The developncnt of political orientations in Canadian
school children. Canadian Journal of Polxtxcal Science, Vol. 4,
(March, 1971), 137-39.

[

Pammett, J., and Whittington (Eds.) Founddtion of Political Culture:
Political Socialization in Canada. The Macmillan Company of
Canada Limited, 1976.

A J
Patrick, J. Political 80cxa11zat10n and political eéducation im dchools.
In Renshon, S. (Ed.), Handboak “of Political Socialization. The .
Free Preas, 1977. .

a

Pennock, J. Liberal Democracy, Its Merits and Prospects. New York:
Rinehart and Co-npny, 1959. 7 :

Piaget, J. The Horal Judl.llnt of the Child. New York: Free Presa;1§65.
. s - ‘
. The Child's Conception of the World. Paladin, 1973.

N . six Paycholqgical Studies. Vintage Books, 1968.

. Science of Education and the Poycholo‘y of the Child.
enguin Books, 1970. .

. The Language and Thoq.pt of the Child. Cleveland and
New York: Meridian, 1955.

. Jud t and Reasonimg in the Child. London: Routledge
and Kegan Paul Led., 1951.

14



. 192°
Porter, J. Vertical Mosaic. Toronto: Uni. of Toronto Prcu. 1965,

[ 3 ¢ ——

”;ioﬁsic»m. A Auu-pnve frmworko in polincnl educui.on in lchooln.
In Renshon, A. (Rd.) Handhook of Politicsl Sociauution. The
ree Press, 1977.

Renshon, S.A. (Bd.), Handbook of Political Socialiszation: Theory and
Repearch. ThesFree Press, 1977. A

Remers, H.H., and Franklin, R. ?Sweet Land of Liberty, Evanston: North-
western ﬂiveriity Press, 1963. ,

’ Albetu Deparmnt of Education, 1976.

Responding ¢

Schunpetet Joseph. Ca itnlln Sociallsm and Democuc). (3rd cditxon) -
)/ Nev York: Hu'pcr and Row, f§ 0. . ) »
\ N ) ¥
Sears, D.O. Politxcal socialization. In P.T. Gresnstein and N.W.
Polsby (Eds.), The Handbook of Political Scienceé: Micropolitical °
Theory (Vol. 2). Reading, Mass.: Addison-Wesley, 1975Ya)..

Searing, D., Schwartz, J., and Lind, O. The structuring prmca.;lea. .
Politicgl oocialintion .and bchef lyqtm #American Political
Science Reviev, 1973, 67,°415-32. ,

’ )
Sexton, P.C.. The American 'School. Englewood Cliffs, N.J.:Prentice, 1967.

Siegel, R. Assumptions about the leasnins ot pol:.txcal values. The ° ‘
¥ Annals, 1965, 1, 361. , . x
. R Q .
Silbiger, S. Pecrl and political socialization. In Renshon, A. (Rd:),
Handbook of Political Socialisation, The Frge Na, ‘1977.

Simpson, E. !R‘ttrence and johtica.: ®alues in political psychology
and political leatning In Renshon, A. (Ed.), #ndbopk of Politi-
al Socialization. The Free Press, 1977. ' :

Smith, M.B, Competence and socialization. In John A. Clausen, (Ed.), -

Socialisatiom and Sociojt New !q;k: Littlc, Brown, 1968. - -
Stacey, B. _9_1_1t1¢l1 Sbciahzat.;on in @estern Society. /Advard
Arnold, 1978. _ . ‘ R DA

-

Tapp, J. L. A child's garden of law and order? Plychol ogy !Today,
December, 1970 54.

\

‘ -Tspp, J. L. and Levine, F.J. Persuasion to virtue: A prelisinary
statement. Law and Society Review, 1970, 4, 687-492.

L]
P

a’



K 193

‘ . . ;
1

I * . ’—\
Torney, J. et al. Civic Education in Ten Countries. John Wiley and
Sons, 1976.

Ullman, S. The socialization of orientations toward Canada: A study
of Cape Breton -Whites and Indians. In J. H. Pammett and M. S.
Whittington (Eds.), Foundations and Political Culture: Political
Socialization in Canada.” The Macmillan Company of Canada Limited,

1976.
¢

Heissberg, R. Political iearning, Political Choice and Democratic

Citizenship. Englewood Cliffs, New Jersey: Prentice-Hall, Inc.,
1974,

3

White, W. L. et al. Introduction to Canadian Politics and Government.
Holt, Rinehart and Winston of Canada, Lad., 1977,

~

, Zellman, D. and Sears, D. 0. Childhood origins of.tqlsrance for
dissent. Journal of Social Issues, 1971,‘27, 109-136.

Ziblatt, David. 'High school extracurricular activities and political

socialization. Annals of the American Academy of Political and
Social Science, 1965, 361, 20-31. . A

S




APPENDICE/ ’

194



v

o APPENDIX A

OPPENHEIM'S AND TORNEY'S

ATTITUDINAL SCALES

195



196

uamulaaol a4y 223273715 03 293) aq -n-r: u.-.l“!-o.u:«u

‘11
‘8332338 LimajTiw 3dacxs juwa Kayy ,.uﬂﬁ:u.h:d
urad o3 peaorre aq PInoys sauyzeysm puw sisdwdunay ‘g1
TOUOTIFU zeyI0 BRF] u-:,ﬁ ou?-..u ®3] sPy L13mMod ang ¢
.vo:uuuuuu.huuﬂdsvowu 8q 03 Jusmuis4os ¥ 103 pool ST 31 -9
*J9ynb deey 03 USYI 3} Inoqe ssrIjaoyIne ’q3
03 urwrdmod 03 38338 83 3} ‘Sucaa s} Suryjsmos ueyn ‘L
‘£avesedeuun 01w £330n03 ano uy SUoFI>eTe awyaley ‘g

"130n 8, Jusmnisacs dy3 ®3dnazejug

:E...u ‘Jusmuiencd a3 833373712 j0u pynoys otdoag -

3

"388q aouy aenod uy sydoed sy -

L *3oedsei-jTe8 53] saws
e.o»uugouc gu«:aﬂ«h!.»uuo !’lntluuolo- -«uca

‘€
‘3ou 10 3304 1 IqIGYR yonm d833vm J0u TTIA 37 dn moal )
1 83ya 3343 WOTIOTe Twaaued » U} 3304 sydosd Luwm og ‘2

.uiu.oton N0 SITIFITID 03 oA s}

104 ImowvsIq
TON0ULS

MOINIdO
ON ZAVH 1

Ieow o
P S
v

N v

nok sswy1 13y30 3@ tT1¥vo13s

YITA 2018w (vl nog

\

c,

3318ws3p 10 23299 TIIA nok S9ET Jouoe

71 IN0qE 199] nok Aoy Aoys 03 sumnyod wq3 Jo suo
UF 8183337 343 jO suo Riwm uKYY-puv ‘Jusesizys U2%® I¥ 7007 sewery- ‘uvOTuTdo ou sawy 10 UFeIIND 199 TIIA

i{sasy3jo YA *013es1p pus wey3 Jo swos

'POUl2A08 8q pTNOYE L13mM0D Ino Lea P43 Inoqe prve usaq sawy 1eq3 sPuyryy smos aie sasy



There are lots of different people in our cout* Do you think they should
all have the same rights and freedoms as everyone else or should they be

treated differently? Please mark a letter for every group to shov how you
think they should be trested.
-~
A 3 c D
MORE RICHTS EXACTLY THE FEWER RIGHTS
THEY SHOULD RAVE: AND FREEDOMS SAME AS AND FREEDOMS | T DON'T
THAX EVERYONE | EVERYONE ELSE | THAN EVERYONE | XmnowW
ELSE ' nse
12. Lawyers
13. Religtous leaders. *
~
14. Communists '
J
15. Milicary lesders
16. Tramps _
17. ﬁoplc vith anti-
: Canada views
Doctors

18.

197
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inagine.:hat you had to explain what a good cit'izen is, or what a good

citizen ought to do.
citizen) 1if that is what you mean by a good citizen.

Please read each sentence, then mark A (Good

If the sentence

does NOT help to explain what you mean by a good citizen, mark C (No).

If you are not sure, mark B (Not sure).

Shows respect for a funeral.

_ A B {C
A GOOD CITIZEN: GOOD NOT | NO
: CITIZEN {SURE | °
19. Obeys the law. ; 1>
B ) L .
20. 1Is always polite.
21. Votes in every election. ///ﬁ
22. 1Is loyal to his family.
23. Works hard. N
24. Has good table manners.
25. Studies hard to pass an examination
26. Keeps up with what.is happening in the wo‘
27. Gets other people to vote in elections.
- 28. Stands up when the national anthem is played.
29,




—

31.

32.

33.

\
Why do all births, deaths and marriages
Here are some answers to this question
mark an answer that shows what you thirnk.

A‘

D.
What is the most 1;bor;ant thing to know wh
an election? (Mark the ONE answer that

A.

B.

c.

C.
D.

Why

|

To make it easier to find people who have disappeared.
« . Pl

: {
So that you can prove who you are, or prove that you
are born, marrieg or have died. ;

So that the goVexnment will know how hany people have

i

been born, q‘Fried or have dted.

I don't iné?f

What principles are best for theé nation as a whole. -

Will the candidate do his best for me and my family.

What the candidates will do for the community.
I don't know.
does each country have its own flag?

Something to be proud of and té fly .on special
occasions. :

To show which country we belong to.
As a symbol of being different from other ‘countries.
I don't know.

&

do you think some people g0 into politics, stand fpr

-Parliament or become city aldermen?

To be popular, and to have more money’
Because the country needs new politicians.

They want to make chadges"and improve things in the
country. o

»
. Vd e
T

I don't know.

-

HHE T
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have to be officially recorded?
Please read them all, then
Mark only one answer please.

e

en deciding how to vote in
shows what you think.)
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!"

4. Suppose that you and yaur friends are playing a game, and some of
you want to change one of the rules of the game or make a new rule,
How would the gnoup decide? (Mark the ome that happens most often.)

A.

AN : %ﬁ
We would ‘talk about it until we- all agreed.
‘1
There #re generally one or two persons in the group who
would decide.

We would gt and ask someone to deeide the rules for us.

We: would try the new rule and see if it makes for a
getter game,

We would talk about it, and then take a vote.

_35. Suppose you and your friends had a club, and the club needed a leader.
How would your group choose the leader? (Mark the one that happens
most often.)"

E'

"

 We would talk about it until we all agreed.
& A’good leader would come forward naturally.
i %e would talk about it ‘\and then take a vote.
—

" We would try out different leaders until we found the
' hest one.

X We would ask someone to decide for us.
—_—

36. 'suppose that you and your friends had collected some money. How
would® your group decide what to use the money for? (Mark the one
that ‘happens most often.)

We ;ould talk about it until we all agreed.

The leaders of oer group would decide ;hat to do.
We would go and ask someone to-decide for us.

‘We would talk about ie,'and then take a vote.

We would wait until we‘knew more and had some new ideas.

Cod
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PEER GROUP DECISION

DILEMMAS
(Percent)
Response Grade
” Iv VI

N=179 N=209

"We would talk about it and

then take a vote." : 21 26
47 58
12 16
Total: 80 100
percent: ©  26.7 = 33.3

N

" VIII
N=184

33
65

23

121

40.3

X
N=108

36
72
29
137

45.7

203

XI11 -
N=53
36
38
136

45.3



APPENDIX C

SUMMARY OF THE CHILDREN'S

204



L
}

\ ' 205

1

CKILDRU'S CONCR!T! ARD ABSTRACT R,BASONING

+.

/hlponul to the four quodtion. are intmdcd to reflect the child-
» ren's two .tylu of reasoning: \'bgoccntric concrete and sociocentric
abstract tendencies of ruooniné. Responses B ;o q:!ltiona 30-32 a'nd
response A to question 33 reflcc!t the,child's ?goc:ntric cot;cret: mode
of thinking. Resﬁonu' A to quntion 31 cnﬁ/r;:mua C to questions '
30, 32, 33 indicate the children s sociocentric ablt?ct reagoning.

N
Percgntages of these response catcgorieo we%e calculated to provide the .

following summary: E s '
_(}Lde\L / Reaaoninlecndeﬁcy | ‘ )
. 3 Bgo)centtﬂic ’ Soctocentric Don't Know
v ) 20.5 25.5 - «28.2
vI | 243 37.2 17.0 ’
Tvin ' 7.8 . oass 16.5 '
X - 12.0 s 12.7
XIT (‘ | 8.0 69.2 4.0



206



= 207
LISA K

Lisa, can you tell .me anything about the Prime Minjister?
I know nothing about him.

Tell me éonething about the government.

I don't know about it etfther.

How about the Queen?

I don't know.

Have you seen a policeman?
Yes. : {

Hhat'does-he do?
If someone speeds he gets him, that is all. L

What happens then?
They put him in jail.

Who else is taken to jail?
I don't know.

Are the persons driving too.fast the only ones who are put in jail?

~ Someone I think at the parking lot if he doesn't care about it
will go to jail. )

Who else?
That is all I can think of.

Lisa, 1s that all the policemen do?
Yeah, I think they put handcuffs on them too.

Why do they put handcuffs on them?
'Cause they have been too bad. ’ &

Lisa, who tellé the policement to put the people who do bad things in

Jail? i :

The judge.

Oh, the judge? ' .
Don't you know what the judge is?

T
.

Tell me something about him. ,-
A judgibii a person who tells you what to do.
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' Do you think he tells anybody what to do?
Not anybody only the policemen.

Do you think the judge is the government? . N

No.
/

Who 18 the government?

I don't know his name but I know who 1s the govermment .

.

What does the government do?

He tells the people what to do.

What does the govermment tell the people to do?

The govermment tells them to do what he wants them to do.

Tell me one thing the government wants the people to do?
He tells the police to get the people who speed and those at
the. parking lot. That is all I know.

Where does the government live?

I don't know.

Where does he work?

He works at the police station.

Are the judge, the policemen and the government work at the police station?

Yes.

Who makes the rules the government or the judge?

The government. -
&1" i:‘ &

.What kind of rules does he make? "
I don't know, they don't tell you much.

Have you seen him somewhere?

Yeah. I have seen \im a few times. @
Where have you seen him? &
Maybe downtown by Sears)or Bay.
P 2
What does he do there? =~
Well, he never told me but 2 knows where he goes. .

Does he work there?
Yeah.
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Do you know the building in which the government work%?
I don't know.

Would you guess?
There {8 one in Edmonton and another one 1in California.

Oh, California, in the United States?
Yeah.

Does he 1live there too?
Yeah.

How come he lives in California while he is the government of Canada? '

No, there are lots of govermments, there are lots of them in each
country. '

’

Do they all work for Canada?
They all work for Canada.

Have you head of Mr. Clark or Mr. Trudeau?

No. ~

~

Do you think the government is helpful to the people?

4

Yes.

In what ways?
I don't know in what ways, but I know he, does.

Tell me some things the government does to help the people. .

He makes money for them.

Which péople?
The poor people in other countries. <

Are there poor people in Canada?
No. ’

What do the poor people do with the money?
They buy food and some stuff.

Do you know why these people are poor?
I don't know. . ™

¥
Are the poor the only ones who get money from the governmment?"

Yeah. Well, some people put money in the bank and the govermment
takes it eut and gives it to the poor.



Can the bank refuse to giye the goyernment money?
Well, if they don't they will go to jatl,

What else does the gowermment do?

I don't know.

Who tells the men to clean the streets?

The govermment, he tells them to do that.

..

Do they get paid for doing that?
No.
Why?
The govermment fs sometimes grubby.

Why 1is the governﬁent grubby sometimes?
Because sometimes he works too hard.

Roes he like you?
Yeah, she likes everybody.

Doés he like chiidren?

Yeah, he gives them lots of food.
“

Lisa, look at these pictures (Trudeau, Broadbent and Clark).

know any of them?
-Yes, Clark. 3 - \

What job does he do? | B | |
;, I don't know. ‘ ' : ‘

Have you seen him somewhere?

Yes, in few places.
-What was he ébing?

: . f
I don't know.

What is this (Canadian flag)?
It 1s a flag.

Whose flag? N ‘ , ‘
Canadian flag. |

Why does Canada have a flag?
So that they know it is Canada.

AN

Do you

210
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What do you do for the flag here at school?
' I do nothing.

Do you sing a song?
Yes. ' . - a
What kind of song do you sing? ,

I don't know. &

Is it O Canada?
I don't know, but it sounds like.

This is a Canadian flag, do you think it belongs to the United States too?
No.

—~—

Why?
Because it is not Canada.

" Lisa, look at this picture (Premfer Lougheed), do you know him?
No. - )

L

Do you want®to tell me anything about the city of S:.’Albert?‘
I don't know. .
Tell me something about the mayor of the city of St. Albert. -
I don't know. '

.
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- CHARLIE GRADE 1

Charlie, tell me anything about the government.

'

I don't know.

.Have,you heard of the word government?

No, I haven't. \ .

What about the Prime Minister, do you know anything about him?

I don't know.

Do you see that flag flying ’outsid_e ‘there?

Yes.

Tell me anything you know about it.
Yeah, that is Canada flag. It is in Canada and this school is
part of Canada. '

What does the flag stand for?
Well,*I really don't know.

Where else do we find a flag like this?
By my bus stop there is a flag.

Is that the only other place that has this flag?
. # .
In the other classrooms there is Canada's flag.

-

Do you sing a song for the flag?
Yes, 0 Canada.

Is that the only type ‘of flag Candda has?

P

No, there aré lots of them. e - - ,eiuﬁ,,,__.

What I am asking is that does Carada have another different flag?
Yeah, there is a different one.

Like this (Union Jack)?
Yeah. , ' ‘ N Vs

Do you think this flag belongs to C

I have seen somewhere in Canadé
°

1 have a picture of a lady (Queen), who 1is she? ' _ \
I don't know. ' ' \
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L} .
Look at this picture (Premier Lougheed), who 1s he?

I don't know.
Here are three pictures (Trudeau, Broadbent and Clafk),,which one do.

you know?
I remember that guy (Trudeau) But I don't know his name.

Have Yyou seen him somewhere?
Well, T have,séen him on TV.

What is his job?
I don't know, I have forgotten.

Chérlie, would you like to tell me anything you know about election?
I don't know that.

. What abbut voting, do you know anything ébout it?
Yeah, but my mom and dad did not vote.

Why didn't they.vote? |
I don't know, I think they didn't feel 1like doing it.

‘What did the pegple vote for? ‘
\ nThey voted for the person who was going to be the President of o

—

Canada. I don't know who .is the winner. Someone must have won
_ but I don't know who that is.
K] .
What did the people actually do on the voting day?
‘ Well, "lots of people voted for one guy and others voted. for
another guy. The guy who got lots of people to vote for him
‘must have won. .
"What do you think the one who won is doing now? |
He is lowering the prices in Canada, I mean he makes them cheaper.
Is this the reason wvhy hefgotglots of people to vote for him?
I don't know, but the‘pebple,like cheaper prices.

What things whose prices would people want to be lowere

. Oh, can food, cats, pudding and all that stuff. My\moth€r doesn't
like higher prices. We don't have very much food i the fridge.
can't buy much because we don‘t have much money. c

Is that all ‘ éu know gbouﬁ voting?
Yeah, - o |
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Did the people yvote for other persons as well?
They voted for the two guys.

Are there other persons who help. the Prtme Minister?
' I don't know.
Charlie, do you know anything about political parties like Liberal
Party or Conservative Party?
No.
Tell me anything about the city council of St. Albert.

I don't know about that either.
. » * '
Have you heard of the mayor of the city council?

I don't know him,

What about the policemen, do fgu know' something about them?
The policqnent catch the bad guys

What do they do with them? ' ' ' -

Sometimes they put them in jail and sometimes they check their
licences ' and money.

Do you think the policemen work for thé'Prime‘Minister?
No, 1 don't think so.

Have you heard of the Judge? LT " )

No.

What about the court?
No.
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CAROLANN GRADE 2

Carolann, do you know anything abcut the government?
He tells people abcmt things around the world.

What else does he do?
He 1s fair to the people.

Anything else he does for the people?
Sometimes he tells what is going to be like.

"~ I

Do you mean he tells them about the wheather?

Yes. . . )
: . 7
What else? '
Some people don't like what'he says should be done.

What do these people do then?
Like sometimes when he is talking some people turn on TV. and
he is on TV.

Do the people listen to him?

Yes. .

What does he say?
I don't know.

Do all the people like him? | ' |
Some people don't like him "Like when some people escape'from
Canada, some people don't think he does the right thing to get
the persons back, :

Why do such people escape from Canada?

I don't know.

3Anything else the government does for the people?
He helps them live and sometimes he lowers the prices of food.
. Sometimes some people get mad at him because he raises gas prices.
What do people do when they get mad at him because of raising gas pricés?
Sometimes they don't listen to him and sometimes they don't believe
him. . .
Can the people get rid of him? ,
 Fo. .. | L S -
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Why? :
\_Because he is the govermment.

Do you think he is going to be the government forever?

I am not sure. ‘
How did he become a government?

More people voted for him and he got the highest mark.
Can the people vote him out?

I don't know about that., .

- Do the people vote often or only once?
They vote often. oo
> .

If many people get mad at him, can they vote for another gdve;nment?*
« If the people don‘t 1tke him they will vote him out.

Carolann, have you heard of the Prime Minister.
Yes; Trudeau is the Prime Minister.

Do 'you think he is the government?

Yes.

Where does he live? .
He 1lives in the United States.

Why do you think he 1ives there and not in Canada?

Because the people in the United States. don't fight againét us

but they fight against some other countries. So he can choose

to live in Canada or in ;he United States, .
When‘thevPrime Minister raises food prices here in Canada, does he do
so for the United States? .

Not -usually. Sometimes he can. Like if the people in Canada
like him bettér than the people ol the-United States, hé might not
raise the prices so much in Canada. If the people of the United
States like him better than the people of Canada, he might not:
raise the prices of things in the Unite States.

I think the Prime Minister has a lot of work to do. Do you think he
has other persons to help him?

Yes, he has other people to help him so that he does not make
many mistakes, .Some other people go out in the world and find

out some more stuff and then they tell him. N ' )

¢ .

*
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Who do you think makes the rules in this country?

Prime Minister Trudeau makes the rules because he is rbt an

ordinary citizen like us. He already hgs_obe ed all the rules and
he would like us to obey tle rules he has writ He writes
the rules for us so that nobody gets hurt.

Do you think the Prime Minister is a good citizen because he has already
obeyed all the rules? . . o . & .

Yes.

> . \

Is he the best citizen of all the(people of Canada?

No. Judt because he is a Prime Minister doesn't mean he is the
best citizen or smarter than us.’ His secretaries go out to find
things for him. :

Who makes sure that the rules that the Prime Minister makes are obeyed?
The policemen because they are the people who were the second to be
taught to obey the rules. o

If the policement find someone breaking the rules, what do they do with
him? ’ .

They might bring him to court or if he does something really bad,
they might put him in jail.

Who works in the court?
The judge, who judges if the bad guys are telling him the truth.
They are supposed to tell the truth.

Do the policemen and the judge help the Prime Minister? g

Yes, they are helping him to try to make the people learnlto do
what the Prime Minister says so that they don't get hurt or do
something wrong that can make them go to jail.

Carolann, do you think the policemen are friendly? t

Yes, they can help you not to do bad things. If you do- bad things, ‘ N
the policemen 'will take you to court and then put you in jail.

Here is a picture (Premier Lougheed), vho is he?
I, daﬁ: know him.

What about this picture (Trudeau), who is he?
Prime Minister Trudeau.

Have you seen him somewhere?
" I have seen him on TV when he makes speeches. , et

i
To who does he speak?
The whole country of the -United States and Canada.

/

‘o
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How about this lady (Queen), who is she?

The Queen. -~

Of what country is she the Queen?
England. '

Is she the Queen of Canada too?

Yes.

What does the Queen do for England and Canada?

She 1is -doing the things that the Prime Minister Trudeau is doing
for Canada and the United States.

Tell me some of the things the Queen does for Canada.
She helpé us in lots of things. Sometimes she is on TV talking
about prices. She makes sure that . we get the things we deserve.
Do you think the Queen is Prime Minister Trudeau's bosg?

Yes, because the Queen wag~born before Prime Minister Trudeau.
She learned many things when Trudeau was a baby. She tells
Trudeau the right things to say about progress.

Is this Queen the Queen of other countries too?
She 1is the Queén of the United States too. ™

~N



’ APPENDIX E
PERCENTAGES OF STUDENTS' AGGREGATED RESPONSES TO

THE POUR DEMOCRATIC VALUES

(Anti-authoritarianism, Livil Liberties, Equal-
ity of Riglits and Freedoms and Good Citizenship)

_(
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. . ) ) -
Percentages of Students' Aggregated

Responses to Authoritarian Items

»
(Appendix A, 1 - 6) ‘ N
\
GRADE 1
COUNT 1
COL PCT 1 . ROV
1 TOTAL
1 4 1 ¢ 1 8 1 100 1 12 1
-------- O e R ey B B Dttt}
1 268 1 202 1 111 1 47 1 20 1 648
A.B 1 24.1 1 188 1 10.1 I, 7.3 1 8.8 1 14,4
| et Imemcrooofenceaaa.  CE TR CER T -1 A
1 329 1 2358 1 213 1| 73 1 23 1 e85
c ? 1 286.9 1 9.6 I 19.3 I 11.3 I ‘6.7 1 19.6
- [---coeme]oencnnan  EETITILE | | CEEETE --1
. I 490 I 813 I 777 1 814 1 287 1 2882
D E 1 44.2 1 62.4 1 70.4 1 79.3 1 8379 1 64.0
Ieeocona- | CEEETLEES | SEIITILE | CELETEEE | CEEEE R 1
. 1 0 1 22 1 3 1 14 1 12 1 91
N.R 1 2.7 1 2% 1 03 1 2.2 1 3% 1 2.0
 EEEET LTS | EEEEEEEES | CEEEERES O e CLPLEP T t
COLUMN 1110 1302 1104 ces 342 4306
TOTAL 24.6 28.9 24.8 14.4 7.6 100.0
Note: (a) A = Agree
C = No Opinion )
D - Disagree : : < SR
N.RS= No Response : D

 .(1'>) Figures in the top row of the rectangle report the total
number of responses to the six items for the indicated

response category and grade. .

The second row aregnrce.nttges of students' responses
- for each grade responding to the alternative response
' categories. v : :
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Percentages of Students'éAggtegated

Responses to Items on Civil Liberties

(Appendix A, 7 - 11)

GRADE
COUNT 1
COoL PCT I ROW
) 1 TOTAL
1 -4 1 6 1 8 1 10 1 12 1
-------- e R e LEELETEES FETEPTRYY CET S papey
1 481 1 653 1 s78 1 387 1 227 1 2326
I 82.0 1 €0.2 1.62.8 1 71.7 1 719.6 1 6&1.9
) R R | CEETTE | EEET PPN [-------- 1
1 232 1 200 1 165 1 6t 1 17 I 671%
I 2%5.1 1 18.4 1 17.9 ! 1.3 1 6.0 1 18.0
I-meenonm- | I-------- 1
1 192 1 208 I 176 1 81 1 31 1 ess
1 208 1 19.2 1 19.1 1 180 I 10.9 1 18.3
R | R | EEELT TS 1
1 20 1 24 1 1 1 11 1 10 1 66
1 2.2 1 2.2 1 0.1 1 20 1 3.8 1 t.8
| ) R e e | EETE TR 1
COLUMN 92% 1088 920 840 289% 3788
TCTAL 24.6 28.9 24.8 t4.4 7.6 100.0
Note: (a) = Agree

A.B
C = No opinion
D.E = Disagree
N.R.= No Response
(b) Figures in the top row of therectangle report the

total number of responses to the six items for the
indicated response category and grade.

The secdnd row are percentages of students' responses
for each grade responding to the alternative response
categories.
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Percentages of Students' Aggregated Responses

to Items on Equality of Rights and Freedoms

(Appendix A, 12 - 18)

v

GRADE
. COUNT 1
COL PCT 1 ROW
1
TOTAL
1 4 1 6 1 8 I 10 1 12 1
-------- x-----~--x---—----x-------~x--------1--------x
I 83 1 168 1 138 . 28 1 12 1 s29
- 14y 1 900 1 107 1 3.7 1 3.0 1 10. 1
) C R, ) ST R ) T, R ) S . 1
I €17 1 950 1 801 1 s18 1 317 1 3263
47.6 1 62.5 1 €2.2 I 6.5 I 79.4 1 62.1
) SR ) TP ) ST ) T } R 1
1 133 1 147 1 160 1 69 1 35 1 s44
: 0.3 1 9.7 I 124 I 9.1 1 8.8 1 10.3
-------- | S St ttht SELTETTES Er R S
I 362 1 2%54 1 189 1 81 I 35 1 929
; 28.0 I 16.7 I 147 I 107 I 8.8 I 17 ]
-------- LSttt CODETTTES A S A
COLUMN 1298 1519 1288 756 399 5257
TOTAL 24.6 28.9 24.9% 14.4 7.6 100.0

Note: (a) A= More
B= Same’
C= Fewer
D= Don't know

(b) Figures in the Rop row of the rectangle report
the total number of responses to the six items
. for the indicated response category and grade.
The second row are percentages of students' re-
sponses for each grade responding to the alter-
native response cagegories' ;
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Percenggggs of Students' Aggregated Responses

to Items on Good Citizenship
(Appendix A, 19 - 29)

Active Citizenship -
GRADE
COUNT 1
coL PCT I, ROW
1 TOTAL
1 a1 6 1 s 1 10 1 12 1
-------- R e e EETEF EER S |
I %4 I 63 1 83 1 70 1 32 1 302
1 20.2 1 29.0 1 4% % | 64.8 1 B%6.1 1 40.2
e ) CERT P ) LR [----mm-- Jemcmnnn- 1
1 80 1 89 | 57 1 30 1 14 1 270
1 43.2 1 41,0 1 31.0 ! 27.8 1 24.6 1 36.0
Jmeeeen-n ) RPN fomememm-  FE U e
1 51 1 65 I 4 1 8 1 111 170
1 27.6 1 230.0 I 23.9 1 7.4 1 19.3 1 23.8
R EEEETR | TR 1----- R EE T | R 1
COLUMN 185 217 184 108 57 751
TOTAL 24.6 20.9 24.5 14.4 7.6 100.0
3 *
Disengaged Citvizenship
GRADE .
COUNT 1
coL PCT 1 ROW
- 1 . TOTAL
1 a4 1 6 1 8 -1 10 1 12 1
-------- O il ittt DEETERETS EEETPPETS CPEETRPPS
I 264 1 836 1 478 1 299 I 162 1 1839
1 49.2 1 61.8 1 64.9 I 69.2 I 71.% 1 61.2
[eemmena- ) CER | G 1---=-u-- | Eup I
1 2907 1 245 1 - 187 1 94 1 42 1 86S
1 40.1 I 28.2 I 25.4 1 21.8 1 18.4 1 28.8
) TSI | CETR  CE T f-------- Joem-m--- 1
1 79 1 87 1 79 1 Yt3s 1 2¢ 1 300
1 0.7 1 0.0 1 9.6 1 980 1 10.% I 10.0
Joommmne- ) ST Jremm-- RS LE T ) GRS 1
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Non-political Elements

GRADE

COUNT 1 \ '

coL PCT 1 ROW
1 . TOTAL
1 4 1 6 1 8 I 10 1 2 1 -

-------- S aid CEDETEUTS ST Rty SRty -
I €67 1 815 1 636 1 306 I 1%3 1 2577
I €0.1 1 62.6 I 87.6 1 47.2 1 44.7 1 57.2
| CER - I-ccmmmns I-eoemmes ) CER P I---nonomo 1
I 334 1 3% 1 262 1 191 1 9 I 1240
I 30.0 1 27.2 1 237 1 205 1 289 1 27.%
| CER TP R il et T----n- D BT PUE - 1
I 109 I 433 I 206 I %9 1 90 I &89
I 9.8 1 10.2 I 187 1 23.3 1 263 1 15.3
) R I---=munn I-c-cemnn R I--=canns 1

COLUMN 1110 1202 1104 648 342 4506

TOTAL 24.6 28.9 24.% 14.4 7.6 165.0

Note: (a) A= A good citizen
' B= Not Sure
C= No . P

(b) Figures in the top row of the rectangle report
the total number of responses to the six items
for the indicated response category and grade.

The second row are percentages of students'
responses for each grade respond1ng to the
alternative response categorles.

'
L]



