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ABSTRACT

The present study was designed to éxam%ne'tanadian children's

' deve1opment of an understand1ng of the1r p011t1ca1 system. and its

1

-re]atxonsh1p to cogn1t1ve deve1opment It was assumed that deve]opment

, of pol1t1ca1 understand1no {s.- closely related to cognitive deve]opment

Thus, it was hypothes1zed that better political: ‘understanding would be
associated with higher jevels of cognitive Qeve1opment. Inradd1t1on, it .
was hypothesized that the more knowledge a student possesses about
politics and the mare a student engages‘in extra-cuéricu]ar activities
that are Fhought to enhance role-taking ;bj1ities,.the greater would
be the student's p51itica1 underﬁfand%ng. Sex differences in pelitical
understanding were expécted. ‘
Forty-eight grades five, eight, and eleven male and female students
were 1nterv}ewed to a55e55'thgir cognitive and political de§e1opmen;.
The student's cognitive deveTopﬁent was determined by the student's
perfarmance on tasks of C]ass inclusion, conserVétions'of weight and
vo1ume, sy110q1st1c reason1na and. pronort1ona] reasoning. ’In a

second 1nterV1ew, the child's understanding of political persons,

p011t1ca1 institutions and the relat1onsh1ps between various

-institutiong\ifd Tevels of government was assessed. -Students compTeted
\K

a po1itica1 ow1edqe quest1ona1re wh1ch mainly assessed the1r ability to

identify various contemporary p011t1ca1 persons. The ch11dren S

engauement in extra curr1cu1ar act1v1t1es was a]so determlned by a

questionaire which: requ1red that they report a]] sports, c1ubs, and

e1ected offices in which they were 1nvolved

The resu]ts indicated that the youngest ch11dren examined displayed
1

ii



very 11tt1e awareness or understandlng of a dtst1nct p011t1ca1 world

At the grade e1ght 1eve] however, the: ch11dren were able to identify -
the maaor‘p011t1ca1 persons and had some idee of the roles these persons
perfcrm and the rp]es_pf-verious‘institutions of the political exsteﬁ;\\
At the highest grade level ekamined students‘displeyed-an

understand1ng of the 1nterre1at1onsh1ps among var1ous roles and
institutions. A conception of the mu1t1 d1mens1ona1 aspects of the
po]itical'system was evident in some but by no means a]] of these
students.’ . . |

The ba51c assumpt1on of this study that there is a relat1onsh1p

between political and cogn1t1ve deve1opment was supported although
th1s relat1onsh1p was not as strong as.expected. It did not appear

from these resu]ts that cognitive dévelopment determines political
I\

'understandwng The{e were students whose po11t1ca1 deve]opment was

. more advanced than their cognitive level. In add1t1on both grade and

po11t1ca1 know1edge were better predictors of poT1t1ca1funderstand1ng

than cognitive deveTopment A shqht re'lationship between

-~

" political understand1ng qnd extra- curr1cu1ar activities was found Mates,' .

as expected w&?e more poT” deye10ped than females. The.’

findings are discussed with . reference to the theories-of
.',r ‘_,. .
Piaget and;Vygotsky} '

~
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CCHPTER T .
INTRODUCTION"
P011t1ca1 socialization is the process by which soc1ety transm1ts ’
.~ to 1ts young the va]ues, beliefs, knowledqe, and opinions of the
'po11t1ca1 cu1ture which provide the bas1s of later behaviour as adu]t .
citizens (Hess & Torney, 1567) The p;;zess of po11t1ca1 soc1aljzat1on
contributes to the creat1on of and ma1ntenance of support for po11t1cal
systems. Without support it 1s.d0ubtfu1 that the po11t1ca1 system ’
could long persist. The 1mp11cat1on for a democrat1c society of a voting
generation who know 11tt1e aboux po]1t1cs 1s rather grave since the under-
- lying assumpt1on of democrat1c vot1ng and po]1t1¢a1 part1c1pat1on has .
..been the c1a1m that people get 1nvo]vad or ‘vote in certain ways because E
they have some ungerstand1ng of the p?j1t1ca1 syst (Campbel1, Converse,
Mi]ler, & Stokes, 1960; Lazarsfeld, Berelson, & G4§:et, 1944} . In‘,' -t
spite of this assumption, few serious attemmts have been made toseiamine
this important determ1nant of. p011t1ca1 part1capat10n . V
‘While it 1s aS%umed that dur1ng ch11dhood and adolescence, there is
a gradual construct1on of a.more and mere e1aborate 1qterpretat1on of
politics, few studjes have attempted to 1nvest1gate th15 deve]opment. .
‘Little is+~known ‘about ch11dren 5 development toward a more and more
elaborate nterpretation of po11t1cs. There has been to date no. extens1ve
investigation into the Canadian sehod]chiid‘s development of awareness anq .
understanding of,the political s&stem. The purpose of the present

investigation was to examine children's understanding of the Canadiem

political system in a developmental context.

-

1

-
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Ear]y Stud1es ' I

The puoneer1ng stud1es in political soc1a11zat1on centered on the

grade school child and were concerned largely w1th determ1n1ng the )
, know1edge and att1tudes children acqu1re about po11t1ca1 leaders (Easton

& Denn1s, -1965; Easton "% Hess, 1962; Greenste1n, 1960, 1965; Hess & /,f
Torney, 1967). Few of the investigators attempted to apply =
) psycho]og1ca1 .theories in interpreting data and those who d1d geﬁera]]y
: adopted a o/ycnoanalyt1c framewoxk. As a rgsult of .the psychgana]yt1c
‘emphasis on the early years, investigattdns]iere genera11y confined‘to f'
the eiementary school age chi1d;whi]e_the_study'ofvtne adolescent and

v

older people were neg1ected Jl : ,--'
: -

The early researchers principally 1nvest1gat d young ch1ldren s
know1edge of and attitudes toward po]1t1c 1 leaders and ch1Tdren S
pol1t1ca1 party preference. They genera]]y Reported that for Amer1can _
children the period of most rap1d acqu1s1t1on of po11t1ca] know]ddge 1s
' during the e]ementary school years (Easton & Dennjs, 1969). Greenstein
(]960, 1§65) reported that almost every fourth grader (96%) could name
the president of the United States. Children were found to hold very
‘ favodyab1e vjews of_the po]itica]—]eaders, especia11yqthe President,
describing him as he]pfd] and taking care of.them. He also found that
by the fourth grade, six out of every 10 children surveyed stated a
po11t1ca1 party cho1ce Further, Easton and Hess (1962) reported no
s1gn1f1cant changes in partisan att1tudes from grades nine to 12. S0 it was
generally agreed that trust in government and the belief in the

benevolence of pol1t1ca1 1eaders characterized young children's views of

their potitical system. This deveiopment was be11eved to be JUSt



- Y .. -

_ : . y ‘ .
about complete by the end of the elementary school years (Hess & Torney,

.]967)- L {

i
i

‘ .Later Studies . o '
Later studies (Green, 1972; Greenbera, 1970a, ]Q%Ob; Greenstein,
1975; Jaros, Hirsch, & Fleron, 1968; Liebscheitz & Aiemi,.1974; Orum &
Cohen, 1973)‘were;extendéd toiinc]ude not only white,.ﬁidd1e-eiéss
American children, but children from various otheér socio-econdmic classes,
ethnicities and cyktures.f A Somgwhat different[po]ifical picture of the
young child eméfged. High levels o? awareness of the Prééident aﬁd |
other politicé] ieaders-wene not found in all subgfoup§ or.codngkies A
(bammétt, 1971; Rgpelskya Conbver, &'Chafetz, 1969; R@iﬁ'& Bf110ﬁ-$rand,
1?59). The originé] psychoaﬁ§1§tic interpretafion of‘;ﬁétchi1d'§ positive
. .imagé of political Teaders being a reéu]t of' transfer frdm the parent to
the;ﬁojitica1 authority figure began to.be questiéned sinte it,w%safpund
that' not af1 children ho]d favourable attitudes toward po]iticé} leaders.
Cohtrafy to the earlier conclusion.that party identification did not
undergo substanti§1 chaqges after the elementary school yéars, later
studies revea%ed a somehhaf different,pattern oﬁ“hartisan jdentification.
‘Mereliman (1971) and Sears (1975) report much.1ower percentages of grade
and highschoolers choosing a po1iticai\party. Similar low Tevels qf
partisan identification were found 1p Canada'(Pammett, 1971) and variﬁus
European countries (Abramson & Inglehart, 1970; Dennis & McCrone; 1970):‘

While these and other studies (Artenton, 1974, 1975; Jaros & Kolson,

1974; Sigel, 1§68;'To11ey, 1973; Vaillancourt, 1973), gave a somewhat

-8
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more comprehens1ve v1ew of ch11dren 's political socialization, they

. were st1]] 1imi ted to examining children's knowledae of and attitudes. -

rw-.-r

) toward government and politics. This limitation ex1sted even fhough

L

later researchers adopted a ]earn1ng theory approach rather than the °

psychoana1yt1c orientation so popular in the: ear11er investigations.

But, 1earn1ng_theqry approach was a1so_11mjted to an emphasis on examining
'content - Thus; even when attentibnfﬁas given to deve]ophenta1
con51derat1ons 1t was in terms of chanues in content across age ]eveTs

The result was a substant1a] 11terature déscribing the amount of
information children have and the1r attachment to the political

community. There was ho apparent 1ntere§t in. exam1n1ng ch11dren S

understandInu E( their political enV1ronment

Need for a Cognitive Model

Most political soeia1ization research has emphasized ceﬁtent.

These efforts share a preoccepation with preferences and feeiings:
Investigators rarely cohsider modes of political perception and .
cognition. In addition, this research generally assumes an environmental
Tearning rather than a cognitive-developmental model.

PoTitical researchers were slow to recognize tﬁe_need for a
framework for examining the deve]opﬁent of comprehension of political
systems. The cognitive-developmental view might proviee such a framework.
Cognitive developmental theerists; ra;hee.théh emphasizing content,
emphasize a hierarchy of Tncreasiﬁg1y diffenentiated and integrated
stajes of cognitive deVelépment, from the cencrete-operationa] to the

fd%ma?-operatioea1 (Kohlberg & Gilligan, 1971j rather than attempting to

i



account for individual and group differences on the basis of
environmental variables. Cognitive developmental theorists emphaéize
the relationship between cognitivé structure and comprehension.}

Advocates of the cognitive-developmental approach do not deny the
importance of environmental variables. In fact, developmental theorists
conceive of cognitive arowth in terms of a process of interaction
between genetic-and maturationa1‘changes and environmental effect
(Flavell, 1963; Koh]berg, 1969). Kohlberg (1969) observes that
change in the structure of cognftive categories depends upon’
gxperience...

‘The effects of experience, however, are not
conceived of as learning in the ordinary sense
in which learning implies training by pairing of
specific objects and specific responses, by
instruction, by modelling, or by specific
practice of responses. Indeed the effects of
training arg determined by the child's cognitive
categories rather than the reverse.

(Kohlberg, 1969, p. 351).

While there have been relatively few studies app]yfng,thiSqframework
to the area of po1itfca1 deveTobment, there have been more attempts to
apply it to the analysis of/ofﬁér areas of social and personality develop-
ment. The cognitive developmental model has been applied to the
analysis of-sex-ro1e development (Kohlberg, 1966; Koh]berg & Zigler,

~.
1967) and. to the development of empathy. Perhaps most extensively
application has been to the development of moral judgement (Kohlberg, 1963,
1964). Recent research by-Kohlberg and associates has elaborated a
cognitive approach to moral development (Blatt & Kohlberg, 1969;
Kohlberg, 1963, 1964, 1969; Kohlbera & Kramer, 1969; Kohlberg &

Turiel, 1971; Turiel, 1966). The focus is on the reasoning of an

-
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individual confronted witﬁ a moral or ethicai dilemma. . The major thrust.
" of the approach is that the deve]opﬁent of moral thought follows a
universal sequénce of distinct stages. Kohlberg investigated how
intellectual capacities are app]iéd to moré1 thought (Kotherg, 1958,
1969; 1971) and he, as well as others (Broughton, 1924; Hater &
Keating, 1975; Selman, 1976)\réported'streng Tinks between moral and
‘TogjcaT development. In géneraﬁ, children'st a given moral stqge'w111
pass all the stage-equivalent cognitive. tasks. This correspondence,i§
éxpected.because the réasqning required at. each moral stage is strongly
]inke§ to powers assumed to exist at the paralleNgognitive stage. -

The translation between the cognitive and moral reaims is not,
h0wever, automatic. Although moral reasoning presupposes certain
cognitive skills, individuals at a given cognitive stage Qi]] not

-necessarify be fdund at the ﬁatching moral stage (Hoffman, 137b).
Kohlberg (1969) explains that experiences with physical objects are
requisite for coanitive development while moral development requires:

Cinvolvement with social and interpersonal experiences. While most
people have the ppportunify for experiences which Tead to cognitive
development, fhére are many who have not equivalent opportunity for the
development of moral thought.

Similar to Kohlberg's attempt to apply a cognitive developmental
approach to"moral development Fhere have been some studies aimed at
appjying this model to the study of hdw children develop politically:
The development of political understandina should reflect the gepera]

stage of cognitive development of the child.

¥



Initial Attempts to Apply a Cognitive- Deve1opmenta1 Mode] to
Political Socialization .

Dawson and P%ewitt (1969) applied a cognitive-developmental model
in examining fhe development of ideas of power and authority. At the
earliest stage, po]itica1 learning stresses the.qiven nature of
authority. Political objects are os1t1ve and rules are to be obeyed.
Later, stress is on the conventional nature of power and author1ty
Rules are seen, not as absolutes, ut as convent1ons, somethings which
are agreed upon. In ado]escence there is further recoqn1t10n that rules
can.pe influenced and man1pu1ated. As ado1escence gives way to
adulthood, the notion that authority is somewhat under the influence of
tﬁé average citizen is evén more prevalent. The deve]opmenta] progression
then, is from a bglief in the given nature of authority, to_acknow]edgemen{
of ité conventional nature, and eventually to a recognition of the
accountable and participatory nature of authority.

These investigations have also reported that political develapment
is affected, to some extent, by extra—curricu]ar activities and
part1c1pat1o:}1n c1assroom act1v1t1es which involve decision making.

They argued that a more complex po11t1ca1 outlook results from act1ve
involvement due partly to the individual's needs to justify the activity
and actions and partly because such activity increases his/her
information. Presumably, possessing a lot of information leads to a
recognition of the conngctidns between different facts and actions
which, in turn, résulxs in more complex and abstract conceptualizations.
JRébe1sky, Conover, and Chafetz (1969) investigated the cognitive .

components of children's political perceptions by examining their
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kaow1edge of and attitudes toward the ré]gyant‘issues in the 1968 -
pre;identiai election. As expected, the investigators found that the.
amount ofxa;curate infbrmation iqcreases w}th ége. More interesti%gTy, T
from ‘the point of view of cognitive—deve1opmgnta11st§,"is the finding
that there was substantially more diffefencébﬁétween the'youngest'agé
gﬁoup'(z to 5 years) and the next-age group (§ to N &ears) than betw?en
this and the oldest group (9 to 13 years). This deceleration of

*

political learning aé indicated by the similarity of responses of the
middle and o]dest.group points to tﬁé ppssibTé*épp11cability of a
cognitive developmental approach. Indeed, there seemed to be definite
qualitative differences between the approachés of the youngest and oldest
groups. .In answer to the question hwhat does the P¥&sident do?" younger
children gave very concrete and idiosyncratic responses, while the older
children stressed making laws, passing biils, and‘méking wars. These
}esponses seemed to réfTect differences between the structures of thought
of the pre-operational and concrete operational stages as outlined by ‘
Inhelder and Piaget (1958). Simi1ar\qualitative diffferences might have
been expected if an older (15 years or older) group had also been
compared, reflecting the diffgrénces in structure of concrete and formal
operationa1 levels of thought;

Connell (1971) reported that he distinguished four main stages 1in
the development of interpretatidn of politics that correspond to Piaget's -
intuitive, preoperatiéné], concrete, égd formal operational stages of
intellectual development. He assumed that children's age and Tlevel of
political development were reflective of their level of cognitive

development but made no attempt to assess their intellectual functioning.
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'These stud1es prov1de some support for a coun1t1ve-deve]opmenta1 - -
't 1nterpretat1on of po11t1ca1 1earn1nu Indeed there agpears to be a /////ﬂ
def1n1te relationship between qenera] level of cognitive structure and

Tevel of political comprqhensiont But,_there i§ some indicat1on of the

* importance of considering environmenté] variables. Gallatin and ;ASOn '

(1971) reported that the development of political orientations 1a

behind that of cognitive development as much as two to three year

Also, there are 1arge numbers who never structure their political |

orientations as fu11y as m1qht be expected from a cognitive-developmental
perspect1ve.

Jahoda (1964) concluded that direct application of Piagetian stages
to political development is inappropriate. Resul{s from research on the
development of children's ideas about tﬁe physical worTd cannot be
direcf]y.app]ied to aspects .of the deve1opmenf of ideas of the social
world. Connell (1971) elaborated on the differences between the ideas
that make up the political world and those of the physical world.;
Contrary to the situation in his.physicq1 world, the child cannot exert
any influence on his political world. A child learns about his physical
world in large measure by operating on it and learns about his intimate
social environment also in large measure through reaction of others to his
advances and enterprises But "the ch11d cannot do this in his political
environment. The distance between the child and pol1t1cs makes this
learning substantially differeht from the child's basic learning about
his physi;a] environment.

Children learn about political events through other people. Their

contact with politics is indirect. This learning is also different from
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that of the'ghysica1 world in that the object of the chiid“s thoughts is
itself a parf of society. Political thought consists of ideas other

™ . N
people have conceived and éxpressed and relations that others have set up

and changed. . ‘ .

Rationale for the Present Study

While there are some preliminary datéfon Canadian children's
knowledge of political persons and offices (Belovéri, Cook, Murphy, T
Nicholson, & Williams, 1976; Pammett, 1971) there is no detailed |
information on children's understanding of the Rp]iticai system. The
proposed study wi11'examine Canadian chilQrgn's comprehension of their
political system at different age']eye1s. ,

Connell (1971') and others (Adelson;.1971; Merelman, 1969, 1971,
1972) have concluded that political development proceeeds from pre-
operatiqna] level to a concrete and finally to-a formal operational -level.
These main. stages in the interpretation-of politics are said to
corresﬁond to Piaget's pre-operational, concrete operationdl and formal
operational stages of inteliectual development. However, no attempt was
made in these investigations to determine children's level of cognitive
functioning. It was simply assumed on the b;sis of ‘age. Other studies
have reported the difficu]tylfn assuming the presence of cognitive
structure from ;ﬂg chi}dfs age. The most critical question remains
unanswered: To wh£¥‘é;tent is political development determined by the
child's cognitive development? The proposed study will examine the
relationship between cognitive development and po1it%é§% comprefiension by
examining not only the child's Tevel. of political development but also-

his/her level of cognitive functioning as outlined by Piaget {Inhelder &



understanding will reflect the level of cognitive development.

11
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Piaget, 1958). It is expected that the child's level of political

Political development is fundamenté]]y a process of restructuring
perceptions of roles vis a vis rule systé&s. Role taking opportunities
shoufd proviae the necessary input for stimulating development. For
example, peer group 'stars' who participate more actively than
'isolates' display both more rapid'deve10pmenﬁ and a more maturé“moral
devélopﬁent (Kohlbera, 1968). Research results suggest that .
oppo%tunities for ro1e—takihg operate by_stimu]ating cognitive
development rather than produéihg a particular value system. Similarly,
role-taking opportunities should enhance political development in
children. It is expected that children who engage in extracurricular
activities which provide opportunity for role-taking (e.g., team sports,
clubs) will be more advanceg in political development than children who

-

do not engage in such activities. i
PerhapS'extracurriéu1ar activities give the child more political
information and with more information the child's political world becomes

complicated. How ever the child acquires informétion, it appears to
determine, in part. po]itiEaT development. In contrast to the child's
deve]oping cognitively by acting on his environment, the child cannot
exert any influence on politics and therefore, he must learn about
politics from others. The more the child knows about a subject the more
compiex will be the cognitive'structure applied to that subject.

Individuals may see part of their world as unidimensional and another

as tri-dimensional. It depends on how familiar a peréoﬁ is with each

- particular area. It is equpted that children who are more informed will
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be mofé politically deve]bped thaﬁ children at the same cognitive Tevel ..
with Tess political informatijon. |

Sex is another variable reported to-affect political deve1qphent.
Males and females differ as early as the elementary school in their
quési-po1%t1ca1 interests (Hyman, 1959). Others Have also reported. -
differences between boys and girls (Greenstein, 1965; Easton & Dennis,
1969; Hess & Torney, 1967) generally reporting that girls are more 1ikely |
to possess a personalized and idéa]ized'conception of gbvernment and are .
less interested in news of politics or public figures than boys. Rich
(1976) also reported that females have lower levels of po1iticai interest
and knowledge than their male counterparts. Similar differences are w

expected in this study in the understanding of the political system.

Hypotheses
It is hypothesized that:

(1) Better political understanding will be associated with higher

levels of cognitive development. ’

| (2) Children who engage‘in extra-curricular activities which °
enhance role-taking skills {e.qg., team sports) will be more advanced in
political, understanding than children of the same cognitive level who dg
not engage in such activities.

(3) Children who possess more information regarding the political
system will show more advanced political understanding compared with
children of the same cognitive level with less political information.

(4)' It is expected that males will be gomewhat more advanced in

political understanding than females of the same cognitive level.



_ CHA#TER I1

- « METHOD
‘ .Subjects ‘ o o _

| The.subjects were 48 students,_TG.each in grades:five, eight and eleven’
who attend a public elementary on high school in fairly middle-class
neighbourhoods in Halifax. An equa1fﬁnmber of,males and females were
represented at. each gnade level. The mean ages for grades fiye, eight,
and e1eveng wereTlllo,'T4.1'and 16.9 years, respectjvely. -Intelligence
measures were not available but subjects were chosen from c1asses‘in the

normal or bright-rormal range.

Measures

~Po1itica1 Understandigg, This was a measure of the students

understanding of the Canadian political system. The students were inter-
viewed in'c}inicaT format similarktn that used by Piaget (1929). This
_'invoTGed posing questiens concerning the political system, allowing the
student to ansner, and -then asking subsequent questions based on the
student'sﬁansner to the preceding question. Such a formas allows the
student's answers and not seme preconceived plan to determine the coursg of
questioning. The quesfions which 'alided' the interniews are pncvided-
1n‘Anpend1x A. These interv%ews focused on the student's understanding

of the following: Monarchy, Prime Minister; Premier, Mayor, Parliament,
Cabinet, Senate, Electoral Process, Conf1jct,'Mass versus Elite Power,

L3

'anddiheldudiciary.- N

Political Knowledge. Forty-two completion items, similar to those

deve]oped by others (Greenstejn; 1965; Hess & Torney, 1967; Maghami, 1974)
13
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were selected to provide an index of the student's~knowiedgéxof

contemporary political authorities and organization in 19ca1, regional;
federal, and international systems. This questionnaire is provided in
Append1x B.

Extra- Curr1cu1an’Act1v1t1es A meésure of fhe extent to which

students engaged in extra—curr1cu1ar activities was obtained by having

. the students complete a questionnaire asking what and how often they

were active in sports, clubs, and elected offices. This queétionnaire
is contained in Appendix C. : ~

Cogn1t1ve Level. The student's level of cognitive development was

‘assessed using the revised clinical method and tasks developed by Piaget

and Inhe1de#—££nhe1der & Piaget,\l?SB; Piaget & Inhelder, 1964). Tasks
used in the present study were those for the conservation of weight,

class inclusion, conservation of volume, thinking about one's thinking, and
proportionality reasoning. This interview is presented in detail in

Appendix D.

Procedure

The political khowiedge questionnaire and the éxtra—curricular
questionnaires were group administered to 50 students in grades five,
eight, and e]even.z‘E{ghtemaﬂes and eight females at each grade level-were
chosen randomly from these groups.

The subjects selected were then tested 1nd1v1dua1]y in two
experimental sessions approximately five days apart.

Session I. The child's level of cognitive development was assessed

_using the tasks outlined above. ATl children were interviewed by the
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'same femaIe exper1menter This session lasted approijmately 45 minutes.
Se5510n 2. The ch11dr§ understand1ng of the Canadian political

system Was determined using the Piagetian rev1sed clinical method anq.L
following the genera1 1Tne of -questioning out11ned above. A different Y

fema]e experimenter conducted all ‘of these 1nterv1ews. This session was

'hpgrox{ﬁéte1y 45 minutes in length.

Scor1ng

P011t1ca1 Understandina. In order to obtain a single score for

Po11t1ca1 Understanding a student s scores on items that assessed..:’
his/her understanding of the poiitical system were summed.A There were 17
scores, some of which were scored on a sea1e of one to thfee and others
on a spaTe df.one to. four. Some items (e.g., Queen)-were scored from

one to three since it was felt that understanding of such items did not
require higher levels of political thinking. An jtem scored out of a
maximum of four was Pariiament. A.sﬁudent who had no idea of what
Pariiament was received a score of one. If ;Astudent knew that .
Partiament was made up of a group of people who rule or in some way
recognized Per1iament in a political sense, he/she received a score of
two. A score of three jndicated that the student knew that Parliament
was made up of parties which differ. A score of four was assigned if the
student had a conception of Parliament made up ef parties which compete
for the right to exercise power.with only one of them doing.so at any one
time. Also, a student had to understand that.Par1iamene passes laws
which reflect the will of the people. The lowest possible score was 17.

A student could receive a maximum score of 60.
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Political Knowledge. In order to obtain a-sing1e score Foru

political knowledge, a subject's responses on the individual 1tem§fpf

-

the QUestionnaire were totalled. The lowest poséiETe was zero. - A student

~

could receive a maximum score of 42.

Extra-Curricular Activities. A single score for extra-curricular

activities was obtained by totalling the number of sports, clubs; and

offices that a student reported. Since students were required to report

their extra-curricular activities there was no designated maximum score.

If a student had played no sports, belonged to no clubs, or had never
held dn'office, he/she was assigned-a score of zerb.

Cognitive Level. A student was considered to be at the concrete Tevel

of inte11gctua1vdevelopment if responses to four of his/her five'E?sks
were at the concrete level. If é student had at least two respoﬁses
at the fransitiona1 1e§e1 and others at the concrete level he/she was
considered to be in the transitional stage between concrete and formal
thought. A student was assigned the formal stage of reasoning if at
Teast two‘out of the three tasks assessing formal thought were at the
formal level. A complete description of éhe scoring of each task is
given in Appendix D. . -

Interrater Reliability. A second rater independently scored 50 per-

cent of the political understanding interview data and the cognitive
taské. Interrater reliabilities of .97 and .93, respectively, were
obtained. The disagreements were discussed and a final score was arrived

at by a consensus of both Jjudges.



~ the compiete samb]e was 37.4 of a maximum possible score of 60. Scores

poJi§1;a1 knowledge, cognitive lew 1 and act1v1t1es for all 48 students

: - © CHAPTER III
RESULTS

The means, standard deyiatiorfs and ranges for palitical understanding,

are presented in Table 1. The average pol1t1ca1 understand1ng score for
ranged from 20 to 57.5 ﬁith a standard deviation of 9.0. By eiamining
Table 2, which breaks Hown these scores by sex_and grade level, we can see
that there is a Qradua1rincrease in poTitiéa1 understanding adross grade.
levels. Males have higher'scores than females at all grate levels~
examined. Furthermore, the difference between males' aﬁd females' political
understandwnq 1hcreases with grade Tevel. | |

Responses to “the p011t1ca1 knowledge quest10nna1re indicate a low
1eve1 of p011t1ca1 know]edge for this group of students. The average
obtained score was 12.5 of a maximum possible score of 42. Scores ranged
from 0 to 33 with-a standard deviation of 9.3. Again, as with political
understanding majes' scores are higher at every grade level than those-af
females.. As was the case with the_political understanding measure, the
gap between their scores increases with grade 1evé1.

A11 students were at the concrete, fransitional, or formal leveis of

,cognitive development. This range wouid be expected considering the age

range of these students (Inhelder & Plaget, 1958; Piaget, 1950). Once
again males outscore females with the d1fference increasing with grade
Jevel: Particularly noticeable is the difference between them at the
eleventh grade level. While the males, on the average, as expected

17
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Table 1 ‘
Means, Standard Deyiations,.and Ranges |,
for Political Undérétanding; Poiipicé] Know]edgé, -

Cognitive Level, and Activities

Variable X . SD - .Range’,’—‘\\\\

Political

Understanding 37.4 ©9.03 20.0 - 57.5
Political ' - . .
Krowledge 12.5 ' 9,30 0.0 - 33.0
Cognitive : |

Level 2.7 73 2.0 - 4.0

Activities 11.0 8.20 0.0 - 36.0

/
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(Inhelder and Piaget, 1958} are functioning near the formal operational
Tevel the females are, on the average, at the concrete stagé of

intellectual development. —_—

'THe average obtained score'on the extra-curricular activifies survey
was 1]}0. Since the students were asked to report their involvement in
activities there was no predetermined maximum score. Scores ranged-from
0.0 to 36.0 with a standard deviation of 8.2. With one exception
males reported more‘involvemgpt'in'extra—curricu1ar activities ‘than
females. Although grade five females had higher invo1vément than grade
five males, the females' involvement declined with grade while males
became more involved with grade level. At both grades 8 ahd 11 the
males can be seen to be approximately twice as involved as females.

Females, at the junior highschool and highschool grade levels, appear to
understand their political system somewhat less than their maTeICOunter-
parts. They also possess less knowledge about poiitics, function at
a somewhat lower level of cognitive development and engage in extra-
curricular activities to a lesser extent then males of thé same age.

It was predicted that knowledge of politics, cognitive level,
participation in extra-curricular activities, sex and grade would
each exp]aiﬁ a portion of the variance in political understanding.

A general test of the hypotheses is provided by regression.analyses. .
The combination of political knowledge, grade, and sex proJ%des

the best predictor model with all predictors significant at .10.

Thus some support is provided for Hypotheses 3 and 4.

The relationship between the variables measured and their relationship

- .
A
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to grsae, age and sex were investigated. The resulting correlation
coefficients are presented in Table 3. Po]iﬁica1 understanding, knowledge
of politics, and cognitive level correlate highly with each other-and
with grade and .age. "There is an almost perfect correlation between
pelitical ‘understanding and.po1itica1 knowledge. The more one knows
about politics the more éne understands the political system. The
relationships of grade and age to the other variables are almost identical
qwing to’ the aimost perfect correlation between these two variablés.

‘Thus, subsequent analyses utilized only grade.

Because of the high degree of mu]ticb]inearity, all possible linear
regression moﬂe]s were generated in order to examine more fully the
relationships of know1ed;e of pdlitics, cognitive level, extra-curricular
activities, grade and sex to political understanding. The results of
these analyses are presented in Table 4. Each of the predictors singly
and in combination account for a porE&on of the variance in political
understanding.

Cognitive level as a single pre@jctor accounted for approximately
30 percent of the variance in boTitica] understanding, lending support
to Hypothesis 1. It failed, however, to enter into the best three variable
model for predicting po]iticd] understanding. This is apparently due to
the large contribution of arade as a predictor. Since grade and cognitive
level are highiy intercorrelated, the variance explained by cognitive level
is only part of that variance already accounted for by the variable grade.
An examination of Table 4 reveals that when cognitive level is combined -
with arade as a predictor, it increaseé the R2 only from .6163 {Model #4)

to .6428 (Model #9).
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Regression Models for Pofitiéd]
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LS TR ModeT

Knowledge, Grade, and Sex

Continued

= ~Understanding
e iy
Model  _ RZ
" Number ‘
1. Activities .0815
L2 Sex .0835
3 Cognitive Level .3073
4 Grade .6163
-5 Political Knowledge .8310
6 Activities, Sex .1293
7 Level; -Sex .3215
8 Activities, Level 3317
9 Level, Grade .6428
10 Activities, Grade - 6431
11 Grade, Sex ‘ .6998
12 Political Knowledge, Sex .8322
13 Political Knowledge, Activities .8346
14 Political Knowledge, Level .8467
15 Political Knowledge, Grade .8588
16 Activities, Level, and Sex .3393
17 Activities, Level, and Grade 6611 -
18 Level, Grade, and Sex .7033
19 Activities, Grade, and Sex .7073
20 Political Knowledge, Activities, and Sew .8351
21 Political Knowledge, Level, and Sex .8468
22 Political Knowledge, Activittes, and Level .8486
23 Political Knowiedge, Activities, and Grade .8633
24 Political Knowledge, Level, and Grade .8653
25 Political .8675




Table 4 Continued
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. Model  Model . R2
Number '
~ 26 “ Activities, Level, Grade, and Sex .7099
27 Political Knowledge, Activity, Level
and Sex .8486
28 Political Knowledge, Activities, Level, and
- Grade : - .8683
29 Political Knowledge, Activities, Grade, and
: , Sex .8697
30 Political Knowledge, Level, Grade, and
i Sex . 5 .8702
R 31 Political Knowledge, Activities, Level, Grade,
' and Sex .8720
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Since grade 11 students were almost equally divided among concrete,
transitional, and formal levels of cognitive development, it was possible
to investigate the effect pf cognitizg level holding grade constant.
Kruskal-Wailis analysis of variance (Table 5) revealed no significant
differences in political understanding that could be.attributed to
differences in cognitive level.

Due to the large single predictive ability of cognitive level, its
1re1ationshib to political understanding was investigated further. Each
student was assigned a level of po]itica]-understanding. A complete
description of these Tevels is given in Appendix A. A Tevel of two
denotes that the child identifies a distinct political world and can
identify variouﬁ political persons and to a less extent political
institutions. At the next-level, three,.the child's conception of
politics is less personalized and he/she has a basic understanding of the
institutionalized aspects of the political system. At the fourth level the
child has differentiated and integrated various aspects of the system and
thus has a multi-dimensional conception of the political system. Chi-
square analysis and observed frequencies are presented in Table . The
relationship between cognitive and poTitfca1 levels wasr;%gnificant
x2(4) = 17.29 p£.01. Although this relationship was significant, 25
percent of the students had higher political level than éognitive development.
Thus, while there is a relationship between inté11ectua1 and political
development, the nature of this ré;;tionship is not as expected.

Engagement in extra-curricular activities accounted for approximately
eight percent of the variance in political understanding scores. In order
to examine Hypothesis 2 more closely, students with the five highest and

those with the five lowest scores on the activities questionnaire were

TN



Table 5
Kruskal-Wallis Analysis of
Variance by Ranks of Political

Understanding Scores

26

Cognitive Levels

Formal Transitional Concrete
42 (10)* 38.5 (13) 34.5 (16)
43.5 (9) 44.5 {8) 36.5 (15)
53.5 (5) 39.0 (12 51.5 (6)
56.5 (3) . 54.5 (4) - 40.5 (11)
57.0 (2) 57.5 (1),

7.5 (18) 49.0 (7)

H (2) = 2.90 p 05

* Ranks of scores are indicated by numbers in parentheses.

T’
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Table 6

Frequency Data and Chi-3quare Aha1ysis

of Cognitive Political

Levels =
Cognitive Level
Concrete Transitional Formal Row Totals
2 15 4 0 19
Political
3 8 10 3 21
Level*
4 1 3 4 8
Column Totals 24 . 17 . 7

) ‘
= 17.2 .
X (4) 7.29 p .01

*There are categorized scores based on the continuous scores
(see Appendix A). .
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compared at each grade level :on po1itica1 understandjng. T—testé‘
were conducted but no significant differences emerged giving no support
to Hypothesis 2.

| Political knowledae alone accounted for 83 percent of the variance
lending strong support to Hypothesis 3. Also, considering-that all five
variables account for 87 perceﬁt of the va%iance knowledge of poiifics is
overwhelmingly the best predictor of potitical understanding.

In addition to the support for Hypothesis 4 provided by the
regression ana1yse;, support also comes from the two-factor analysis of
variance which examined the effects of sex and'érade on political
understanding. These results are presented in Table 7. As predicted, males
scored significantly higher on political understanding than females.
Additiona1.tw0~factor analyses of variance examined the effects of.

grade and sex on political knowledge, cognitive level, and ektra—chricu]ar
activities. These results are presented in Table 8; There is a signif&cant
effect of grade on political knowledge and cognitive level. The higher grade
students hadvsignificant1y higher scores than lower  grade students.
The males scored significantly higher on these measures than females,
and near sigﬁificance (p¢.06) on the extra~-curricular activities
méasure. None of the grade by sex in.eractions were significant although
cognitive level approached significance (p.{07). Examination of Table 2
reveals that the difference between males and females is particularly
large at the grade 11 level. Comparison of the grade eight and 11 students
(see Figure 1) suggests a grade by sex interaction. Two-factor analysis
of variance results, however, (Table 9 ) indicate that only the main
effects of grade and sex were significant. The interaction again

; approached significance (p<.10).
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Table 7

Analysis of thiance of
Po1itiéa1 Underétanding ScoréSJf

‘by Sex and Grade

Source | SS df MS F
Sex ‘ 320.33 1 . 320.33 © 12.57%*
Grade 2363.29 2 1181.65 46, 38%%
Sex x grade 80.54" 2 40.27 1.58
Error -1070.00 42 * 25.48
Total | 3834.17 47
*xp 0]
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- FIGURE 1

8 11
GRADES

Figure 1. Mean scores for Grades 8 and 11 males and females
on cognitive level.
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_Table 9
. Analysis of Variance of

Cognitive Level

Source SS df . MS o F
Grade 2.00 1 2.00 . 4.98% -
Sex ~ 3.13 1 313 7.78%%
grade x Sex  1.13 1.13 2.80
Error- 1n.25 28 - ST,
Total 1750 0 - 31

** p 0]

*p .05



CHAPTER 1V
DISCUSSION

This study was designed primarily to examine developmental
changes in childrens' notions of the Canadian political system. The
major question that gﬁided the present study was the following: "How
do Canadian children develop teward understanding their political
system?" A second major purpose was to examine the relationship of
political to cognitive development. It was also assumed that
certain‘cognitive skills are necessary before a child can develop
‘pelitical understanding. | -

Based on these assumptions Hypothesis 1 was generated. It
was expected that childrens' understanding ;f tﬁe po]itica1 system
would proceed from a level of fragmented, personal, concrete
understanding to-a more advanced, integrated, systematizeq Tevel
~and that this development would be_determiﬁed, in part, by the
child's Tevel of cognitive deve1opment. 1t was not expected that
a child wduld be more politically advaﬁced than cognitively..

The youngest children appeared‘fé have some basic recognition
of a distinct *political' world. They knew Fhe Prime ﬂinister,
that he 'rules,' and the people elected him. Other political figures
were relatively unknown to these children. On the average these
grade five children were more familiar with voting, and election
conflicts over issues, than they were with political persons other

than the Prime Minister. This is in agreement with Pammett's

« . 33
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suggestion (1971) that perhaps Canadian children learn about |
1nstftutiona1ized aspects of fhe system earlier than they 1eérn to
identify p611t1ca1 figures. It was only at'fhe grade eight level that
children jdentified the major political f1gures and understood the
political nature of their roles. Here too, they displayed some
concept1on of such aspects of the p011t1ca1 system as the function of
oppos1t1on parties, federa1 -provincial relations, and understood that by
voting, people were having a 'say' in who -they want. At the highest
grade examined, students understood the roles of the various
‘political offices, and understood the re]at{onships between the
various parts of the political system. Some, but by no means all,

.of the oldest dtudents, clearly displayed an integrated and

systematiE understanding of the political system.

While a great number of students did not posses;\mych
understanding of their political sy§tem even at the-e]éveﬁth'grade,
there were those who had a firm grasp of various aspects of the
system, understood the nature of the Parliamentary syStem and clearly
conceptualized the multi-dimensional nature of that system. These
students appeared to have developed a differentiated énd.integrated
conceptual framework for understanding theﬁr political system
(Piaget, 1954).

Piaget's gauge of intellectual development is the manner in which
a child thinks on subjects about which he has béen taught nothing.

He does allow that social transmission is a causal factor of
development but it is important as an educative factor in the broad
sense--transmission of knowledge from without to the child. It is

jmportant but insufficient to effect mental growth for it depends
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upon maturatign and direct exXperience to permit assim§1ation of what
parents, schqo] and general social milieu seek to teach the child.

He assumes that only the spontaneous concepts, as assessed here

by the cognitive tasks, truly enlighten us on the sbecia] qﬁa1jties
of the child's thought:. To Piaget, the development of those concepts
are the very essence of a child's mental development and they
determine the course of all subsequent developments.

ﬁhi]e grade, ho]itica] knowledge, and cognition were expected
to be highly corre]afed and all to have some ﬁfedictive power,
cqgnitive Jevel was expected to be the best predictor of political
understanding. In these .data, however, both political knowledge and
érade are overwhelmingly better predictors than cognitive level.
Even when children of the same grade but different cognitive levels
were compared on political understanding, there were noldifferencés
that could be attributed to differences in cognitiye level. The
sample size examined was admittedly small, but the results do not
suggest a strong relationship. |

‘_ In general, however, the results provide some support for a
relationship between cognitive and political development. When
cognitive development was used as a single predictor it accounted
for approximately 30 percent of the variance in political
understanding.

Based on analogous work in moral development (Koh]berg; 1964,
1964, 1968), it would be expected that cognitive development would
be a necessary but not sufficigg;/;?irequisite to political
development. Upon close examination it does not appear that the

results support the position that coghitive development determines

L
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development in other areas. In 25 percent of the sample (as shown

in.Table 6), students' political development exceeded their

-cognitive development. There is, of course, the possibility that

what were designated.levels o% political understanding are not
distinctly different levels. At a minimum,‘however, it is clear that
a child who can simply identify a few political persons and knows
1ittle about the instithtiona]ized aspects of politics is at a
qualitatively different level than one who understands the pol%tica1
institutions and can s}stematica]]y integrate political structures.

While cognitive and political development are related, the
nature of this relationship was not as expected. Piaget's position
maintains that cognition aTQays precedes development in other areas.
Nevertheless, therejyere those whose level of pp]ifica] understanding
exceeded their cognitive level. Piaget also asserts that only such
non-spontanéous skills as those reflected by thg cognitive tasks used
in the present study reflect mental development. Since development
in other areas does not differ in any essential way from cognitive

skills, Piaget maintains that it is pointless to consider the two

separate]y. Yet, these findings indicate that the development of

these two concepts may not be similar and thus, the development

of political understanding may have to be considered apart from the

. development of 'cognition.'

These data can also be examined from a position alternative to
that of Piaget. Nygotsky (1962) emphasizes the importance of the
development of non-spontaneous concepts; concepts a child develops
is a result of tuition. Politics is one such concept. He

maintains that the development of such concepts is another process
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in concept development and that the two develop along Hiffereﬁt
paths,

Aﬁcording to Vfgotsky, the development of non-spontaneous concepts
precedes the development o% spontaneous ones. Such a position
receives supbort from these data. A fourth of the students had
levels of political development higher than their cognitive development.
Clearly the relationship of cognition to political de&e1opment is not
simply that the former precedes the latter. However, it is not
simp]y the reberse with political development always preceding
cognition. Not all students had equal or highgr Tevels of political
undekstanding.. But this too might be expected from Vygoésky's
position. Atthough he maintains that, in the course of normal
development, spontaneous concepts usually lag behind the non-
spontaneous ones, the reverse is thought to occur when tﬁitﬁon does
not provide the necessary material. He sees instruction as one of
the principal sources of a school child's concepts and sees it as a
powerful force directing their evolution. When political under-
standing lags behind cognitive development, as was true for some
students, it is believed that the necessary materja] was not provided.

While it is beyond the scope of this study to investigate the
relationship of instruction to political development, perhaps some
1ight can be shed by examining further political knowledge and its
relationship to political understanding. Since politics is something
a person cannot directly experience, we assume that deve1opmeﬁt
of poilitical understanding requires information from other peop]e!

It is further assumed thq&\Po1itica1tknow1edge gives us some

indication of the amount of instruction or inpUt from the environment.
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It was found. that the best predictor of political understanding was
po]iticaf knpw1edge. Eighty-three percent of the variance in-political
understanding was accounted for by this variable. The more students
could.identify po]ipica] penséns {questionnaire items, for the most
part, required identification of political figures}, the more he/she
.cou1d Qnderstand the political system regardless of cognitive |
development.

Assuming the importance of instruction in political development,
it would be expected that students whose po]itfcal understanding
- exceeded their cognitive development would have higher political
know]edge scores than those whose cognitive level was higher. As
can be seen in Aﬁpendix G, which presents such comparisons on political
knowledge, this was clearly the case. These students‘had political
knowledge scores approximately twice as high as those whose cognit%on
was more developed than their political understanding. The stddent
whose cognitive level was concrete while political understanding was
at a formal level, had one of the highest (i.e., 32) political
knowledge scores of the total sample.

These data give some sqppdrt for Vygotsk&'s position: that the
development of a non-spontaneous concept such as politics and
cognition do not necessarily develop in the same manner. Additionally,
thesé data suggest that instruction by providing information, may be
a ﬁrincipa] source of the school child's political development.

Before any definite conclusions can be reached regarding the
relative merits of a Vygotsky versus a Piagetian position for
explaining the relationship between cognitive and political development,

the issue of measurement of these developments must be considered.
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Perhaps a stronger relationship between Piaget's cognitfve |
déve1opment,and political understanding would emerge if a more elaborate
and varied set of assessment procedures for cognition were utilized.
Piaget (1972) ﬁas suggested that, unlike the early stages of reasoning,
formal operational reasoning may not be applied to all problems at
the same time. Inclusion of more tasks may identify more accurately
those students who have completed transition to predominantly formal
thought. It may be that these developments are in fact more c]ose1y.
related than the present data indicate.

The po1itica1 understanding measure in the present study was an
assessment of a child's comprehension of the Canadian political,
system. A stronger relationship- between political and cognitive
deveiopment may have emerged }f a different measure of political
development had been used. Others who have reported strong
;elationships'between political (Adelson, 1971; Mereiman, 1969, 1971)
and moral development {Kohlberg, 1963, 1969) to cognition have assessed
reasoning about a political or moral dilemma rather than a specific
system. The child is required to reason about what he/she thinks is
morally or politically the thing to do in a given hypothetical
situation. Perhaps such reasoning requires more tomp]ete formal
thinking than comprehending a given political system. However,
recently_Kuhn, Langer, Kohlberg, & Haan (1977) report that while formal
operations appears to be necessary for both advanced moral and
political development, there 15 weaker evidence to support formal
operations being necessary for principled social concept level.

A major task that remains %s to determine more adequate assessment

measures of both intellectual and political developments in order -

-~
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to clarify the re]ationship; between developments in both of these
areas. '

- As predicted in Hypothesis 4, there were differences in
'pOTitica1 understanding between males and females. Differences a]go
emerged in political knowledge. What was‘pekhaps somewhat surprising
was the magnitude and consistency of the sex diffé?énces. In light of
the changing role of women and the attention paid to sex-role

-

stereotyping, the clear superior performance of males was not

expected to such a degree.

These differences are in agreement with the proposition about

the Tower degree of poIiticaT involvement among North American women

(Méghami, 1976). Men typically show up more often at the polls, have

engaged more often in-political organizations and have manifested greater

political awareness and concern (Lane, Y959; Lipsitt, 1960; Richards,

1973). Male dominance has been noted as well at all levels of

government, where men have clearly overshadowed women dn power and

numbers and continue to do gb. Political socialization assumes that

the political habits of people are formed primari]y‘ﬁefore adulthood.

The differences in orientations of men and women to politics result

from fhe same dynamics of childhood learning as other sexual

differences. Generally speaking, boys become boys by modeling and being _
reinforced for behaving 1ike men, whereas girls become girls by”®

modeling and being reinforced for behaving Tike women. Even as early

as the fifth grade, adult patterns in political development seem to

be reflected. The realities and the symbols have produced a picture

of the adult world that at an early age lead.girls to beeeme less

interested in and knowledgeable about politics than boys. Interestingly,
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_the'interQiewers noted that at all grade levels examined, girls were
more likely to_comment that they "don‘t'know much about politics"
or were "not interested" than boys. The frequency of these comments
seemed to.incrgase with grade in keeping with the 1ncreasihg gap
between males and féma]es‘ understanding of and knowledde about
politics. O
Interestingly, such differences between the sexes appear not to
be confined‘to the world of politics. Males a150'outperformed females
on the Piagetién measures of cognitive development. Although
acquisition of Piagetian formal operations has been much less
investigatéd than concrete operations (Neimark, 1975), sex.
differen;es have been reported (Dulit, 1972) favouring boys on the
Piaget and Inhelder formal operational tasks. Similarly, Keating
and Schaefer {1975) report sex differences favouring boys on these
tasks. In line with the present interviewer$' impressionistic
observation, these authors reported that girls appeared on the average
to be less involved in and committed to the solution of the probleims
and-more willing to "Tive with" an unsatisfactory answer even when
they themselves perceived it as such. In this study, girls were
noted to say that they could do no more, and often failed to attempt
more even while claiming that they knew their solution was not
correct. Boys, on the other hand, were more 1ikely to ask that they

could have more time and to insist that they could, with time,

succeed. There is the possibility of the effect of interviewer bias
since both interviewers were women, but these results are consistent
with those of the Keating and Schaefer study in which this facfgrq

was controlled.
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Perhaps females are not less competent than males but rather
‘perform' at a lower level. It is possible that females' performance
" may have been enhanced by providing some external motivation in order
to ensure that they adequate]y'attend'to the tasks bresented.

Maccoby and Jacklin (1974) concluded that there was little
- support for the hypothesis fhat females aré less task oriented than
males. [t is imhortant to note that Maccoby and‘Jacklin's review and
‘conclusionwererestrictéd primarily td-the behavior of children. As
Block (1976) has observed, the 1ikelihood of finding sex differences
in psychological variables tends to increase with age. .That evidence
of sex differences in task origntation may be found more readily
among late adolescents and adults was confirmed by Schneider and,
Melburg {1979) who concluded that among college students, males are
more task oriented on a wide variety of indices.

It is suggested that differences between males and females
reflect a motivational or style characteristic with respect to these
tasks and perhaps a general characteristic emerging in full form
in adolescence which influences the general decline of women in
academic concerns and interests as wei] as more general social
concerns {e.g., po]iticﬁ).

Engagement in extra-curricular activities which were thought
fo enhance role-taking skills was‘found to be related to political
understanding as hypothesized. However, as was cognitive devélopment,
it Qas assumed :in .more powerful predictorvvariables. Engaging in
such activities may not operate by stimulating general cognitive

development as suggested by Kohlberg (1968), but rather affect
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development by‘increasing one's information of the particulaF
conceﬁt under development. |

It has long been assumed, particularly bﬁ educators (Patrick,
1969; Abramson, 1970), that én important underlying function of the _-
educational system is to support a deﬁocratic po]itica1 system by
producing concerned citizens of the type found in a c1ass}ca1 democracy--
thatlis, citizens interested in the social and political affairs of
the changing environment.

These results, particuiarly those at the sécondary educatidna1
Tevel, tempers any enthusiasm educators might have developed from-ear]y
studies (Easton & Dennis, 1965; Greenstein, 1965; Hess & Torney, 1967),
for the role of the school as a "democratizing influence." Even at
the eleventh grade 1evé], many children did not possess an adequate
understanding of their own political system:

These results and dthers_(Langton &\Jennings, 1968; Merelman, .
1972) question the value of high school in prombting knowledgeab1e
citizens. The political knowledge measure was primarily an assessment
of the students' ability to identify current ;ngies. It would be
expected that at Teast a reasonably informed adult citizen would
possess such information. . Nevertheless; these stﬁdents possessed
very low levels of knowledge even though the ofaest of the students
were nearing the cﬁmpletion of high.school. |

" Educators should not only be concerned with students' general
cognitive development and acquisitioq of information, but also with
promoting understanding in all areas. Perhapg, as Vygotsky Z1962)
suggests, development in other areas will promote cognitive

development. Educators should note the general low level of

-
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po]incaT deVe]dpmentrin Canadian School children and take steps to

increase instruction in the area.

Imp]ications and Suggestions for Future Research

These results can be considered to be equally consistent with
both a Piagetian and a Vygotsky position. A relationship between
-political and cogn1t1ve development was evident. Future research should
attempt to comparative]y evaluate the two positions and thus, clarify
the nature of the relationship between po]1t1ca1 and cognitive
deve]opment

More research i§ needed to clarify the importance of information
in developing political understanding. Variables that afe critical
in one personis becoming more informed than the next and the
explanation of why political information may lead to tﬁe development of
political understanding needs to be investigated.

Since differences between males and females in political
understanding and otﬁer measures were evident even at the Towest
grade level studied here, it would be advisable to study younger
children in order to determine when such differences begin to appear.

The suggestion thaf there is a motivational or style
characteristié that results in inferior perfdrmance by females needs
to be investigated. Further, how to avoid such a style needs to be

examined.

The rush of enthusiasm for studying the pre-adolescent has been

.rep]acedQ Gradually attention is turning to the entire 1ife span.

Iﬁl?e is perhaps an initial temptation to regard adulthood or post-
adolescence as a more or less undifferentiated span of life (at least

until senescence sets in}. But, there is much reason to think that
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it is not at all undifferentiated politically. Certafn]y, these data
point to the increasing gap between males end females on various |
measeres. Perhaps the.study of political socja]izatjon in a
'deve1opmeﬁta1 context will be able to identify differences between _
-:ggrticu1ar s}eges in later development.

These results also point tb the 1mp0rtance of assessing éognjtive

development rather than assuming'it frem age of subjects as many

investigators have done (Ade]sen 0'Neil, 19665 Gallatin & Adelson,
1971; Sullivan, Marcus & Minns, 1975).  A]phough the oldest of
these students were at an age (17\years) at which it is generally
.assumed-forma] operations are presem, clearly they wetre not
_fiunctioning at this level. This was'particuTar1y frue for the
females. To mere1y:assume Tevel of cognitive development may lead
to a misinterpretation of the relationship of'cognitien to political
or other variables endér 1nvestigatioﬁ. . ’

Sampling differences have been.shown to make 1erge differences
espécially when markedly different political climates are involved
(Blacks, Middle-class whites, Quakers): In Tight of these findings
and the knowledge of regienal differences in political knowledge and
attitudes of Canadian adults (Simeon & Elkins, 1974), generalization
to Canadian children in areas other than the Atlantic are ‘cautioned

against, Future studies should be extended to Tnc1ude'peop1e from

‘other regions of .Canada before a comprehensive.picture of

Canadian children's political development can be bainted.

s
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“MONARCHY
B Nhé-is the Queen?

Why do we have one?

What does she‘do?x

How does she get*tb be Quéen? .

Do you think we need a Queen? MWhy? Why not?
Does she have hg1pe$§?

Who are they?

What do they do?

Are they useful?

GOVERNOR GENERAL

Have you heard of the Governor General?
What ddes‘he do?

How does a person get to be Governor General?

LIEUTENANT GOVERNOR

Have you heard of the Lieutenant Governor?
What does he do? -

How does a person get-to be Lieutenant Governor?

PRIME MINISTER (Premier) (Mayor)

How does a person get to be a Prime Minister? Premier?

Who votes? What does he/she do?

EXECUTIVE
Does the Prime Minister have helpers?

Who ‘decides who will help him?

47

Mayor?



48

How is this decision made?

What does his cabinet do?

PARL IAMENT
What is Parliament?
Why doe; Canada have one?
What do peopie in Parliament do?

1

Is it good to have a Parliament? Why?

SENATE

Why do we have a Senate?

.What do Senators do?

How do you get tb be one?

Do you think they work hard?

Do you think our Senate is useful? or good thing?

Why or why not?

FUNCTION OF OPPOSITION PARTY

What will happen if the willing party has only a few more seats

than another party?

Is ,that a good thing or not?

What will happen if winning party has many more seats, say twice
as many as other parties combined? Is that a good thing or not?

What do people who aren't on the winning team do? 1Is there a

name for them? Is it good to have a lot of people not on government?

A
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CONCEPTION OF ISSUES CONFLICT

Was assessed by examining quest®pns relating to oppqsftion party

and votingg;

CONCEPTION OF POPULAR SQVEREIGNTY

Could we have a bad Prime Minister?
‘What would he do? ) /

What could we do?

FEDERAL /PROVINCIAL RELATIONSHIP . o

Why do we have two governments?

Do théy do the same thing?

Who decides on how it is decided?

Is one the boss? Who rules what? ‘

Are there ever arguments?

What happens when there are arguments?

Who do you think will win?

Why?

If child was unsure of what such an argument might consist of , the
following example was given. -

There is o0il off the coast of Nova Scotia. The province says Nova
Scotia owns it but the Federal (Canadién) government says it belongs to
them. What might be done to settle such an argument. How do we know who

is correct?
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MASS vs. ELITE POWER

Could we ever had a bad Prime Minister?

What would he do to be bad?

What could we do?

Could there ever be a bill that was made into law which.is not good
for the people of Canada? e.g., Government decided everyone had to go to
school until 25. Lots 6f people ;gainst it.

If that happened, is there anything we could do about it?

ELECTORAL PROCESS AND VOTING
 What happens when ghere is an election?
Who can’be a candidate? —
If yOu'wanf to run for gffice do you have to belong to a party?
Does it cost money to be a candidate?
Where do you get the money?
If you want to become a candidate and belong to a party, how do you
become a candidate for that party?
What do you do when you become a candidate?
What happens on election day?
What does voting mean?
Why do we vote?
Will you vote when you are older? Why? Why not?
Do you-know who you will vote for?

Why will you vote that way?
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ELECTION OF THE PRIME MINISTER (PREMIER)
How does one get to be Prime Minister (Premier)
Who votes?

Does everyone in Canada (Nova Scotia) vote?

THE JUDICIARY

When a bill comes to be a law who sees to it that it is followed? .

What happens if there is an argument.bver the law? For examb]e,
if some say it means one thing and others say it means something else?
Is there ahyone who decides who it right?

Hoﬂ do you get to be a judge?

Do they belong to a party?

If the child was unsure of what such an argument might be, the
following example was given.

A law was made that said that all children must be off the street by
8 p.m. If children did not obey they would be fined.

“A person 15 years old received, such a fine but refused to pay since
she Be]ieved that children meant anyone younger than 14.

Is there anyone who decides if she is right or not?
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SCORING

QUEEN
\

1. Child knows Queen is special (e.g. dresses up, wears crown).
" 2. Knows Queen. Does not distinguish between real and ceremonial
power.

3. Knows Queen is in ceremonial position.

.

PRIME MINISTER f

1. Does not know Prime Minister.

2. Knows Prime Minister. Knows he is voted in. Sees him similar
to Premier. _

3. Knows Prime Minister’and that he is different from and similar

to Premier. Knows he is head of the Canadian government.

PREMIER
1. Does not know Premier.

2. Knows Premier and that he is voted in. Sees him Tike Prime

- Minister. -

3. Knows that Premier's position is similar to and different from

that of Prime Minister even if can't describe tasks accurateiy.

GOVERNOR-GENERAL

1. No idea of Governor-General

2. Knows about the Governor-General. Does not distinguish between
ceremonial énd real pawer. -

3. Knows Governor-General is in a ceremonial position, representing

the monarchy in Canada.

\\
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LIEUTENANT~GOVERNOR

1. No idea of Lieutenant-Governor.

é. Knows about the LieutenantjGovernor. Does not distinguish
between ceremonial and rea].poweﬁ. | “

3. Knows Lieutenant-Governor is in a ceremonial position

representing the Governor-General (monarch) in the province.

PARLIAMENT

1. No idea of what Parliament is. ~

1.5 place.

L

2. Parliament is associated with a place where people talk or a
group of people who talk or make laws. .

2.5 Group of people, different sides.

3. Sees parliament made up of parties. Knows parties differ. Sees
it as conflict without cause--just is.

3.5 Argue about laws or government policies.

4. Conception of Parliament made up of parties compefing for the
right to exercise power and only one of them doing s0. A conception of
parliament passingljaws which reflect the will of the people. An
understanding of conflict being issue based. Conception of-party system as

a whole.

EXECUTIVE
1. No idea who helps him.
1.5 Helps chores, typing, etp.,'non-polifica1 type of -help.
2. Does not distinguiéh between executive and ]egis]ative. Helpers

may be Premier, Governor-General, etc. People who help him make decisions.
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Representatives help him. - o ' ~
2.5 Party hé]p; him to run country. }
3. Recognizes there aré special "ministers" or “cabinet" 1ike board.

Helps Prime Ministerijp decisions, separate from_Tégis]ature'but doesnxt

- differentiate betweéﬁ:ministers.

3.5 Knows cabinet does different jobs but can't identify.

4. Distinguishes between the executive and legisiative parts of
‘government-(structuhe o; government). Recognizes the multiplicity of
governmental dctivities (different ministers in charge of different things).

May see legislative (private members) as helpers too, but in terms of

being in the government--representing the people.

FEDERAL-PROVINCIAL RELATIONS
‘ 1. No idea of federal-provincial relations. ' -
1.5 Knows there is one government. Distinctly identifies 1 of the
2. 1 is all we need,

2. Some notion tﬁere are two governments. See them as separate.

2.5 One as boss. Awareness of autocratic relationship or Prime
Minister as the boss. .

3. Realization of two different governments. Gives them parallel
tasks, aware of relationships between the two, federal supercedes
provincig], bigger, etc.

3.5 Some awareness of non-overlapping functions.
4. Sees two governments--different and similar tasks. Realizes

conflict over issues.. Sees multiple relationships between the governments

even if can't describe . accurately.
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Idea of hierarchy with Canadian government more powerful.

Recognizes mechanism that allows resolution.

ISSUES-CONFLICT
1. No idea of conflict. No preference. Don't knbw of vote.
> 2. If state preference, no understanding of why or ét?te
"I Tike person.” Not someone mean, trustwdrihy.
2.5 Vote for best one or one I want best for me. What they'11 do.
3. Sees two sides and that two sidebre different.
4. Idea of issue conflict. Child is aware of issues and conflicts
over policy is seen as central to whole idéa of politics.
May derive policy disputes from group interests and general

ideologies.

MASS vs. ELITE POWER

1. Yes, arrest him. He is a bad person.

1.5 A171 humans can be bad, can be criminal, cruel.

2. Can't have bad Prime Minister or sees bad Prime Minister as
someone who would not do something in his job, put people in jail, be .
lazy, not lay down the laws.

Do about it -- gets fired by .Queen or someone else.

2.5 Make laws hard. Harms others (not themselves) in political
sense, e.g.,—steal because is Prime Minister. Could elect another -- law
no sense that this is ‘system. .

3. Sees bad Prime Minister as someone who fa%]s to do his job.. Seés

authority with the political elite not with méss, who have a sanction only
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in extreme ﬁircumstancés. Something to do with office for personal gain.
4. See bad Prime Minister as a;person Qho takes po]icj stances
people disagree.. with,.aua{nst'majority opinion, or-takgs;éome_pJaUSiblé
political aéfion that in fact is bad.-for the country. Séé§ vote as
revocable act of choice and election as a sanction which can be used

against an unsatisfactory Prime Minister.

SENATE
1. .Does not know senate.
1.5 Heard.of it in U.S. or not in Nova Scotia. e
2. Part of goﬁernment. Not.;ure, rules, vopé?in. Advisorﬁ.
2.5 Separate from Parliament. Senate seen as ministeréﬁ
3. Sees them as part of gerrnment, he]piﬁg to rule and may‘
know that they are appointed. . v
3.5 Pass bills too. *

4. Knows the senate acts as a check, functions as an upper house.

Knows provinces have no senate.

FUNCTION OF OPPOSITION PARTIES
1. No idea. One party.
1.5 Knows Parties. Can name. Knows fhere_is more than one pa;ty. )
- 2. Knows theré are parties and have idea of conflict between
parties.
2.5 Knows parties and one party controis.
3. Describe opposition party as being in conflict with major party

in the sense of competing in elections.

3.5 Qppdsition




few or.a lot . o . .
Don:t have grasp on both.or idea of check
Personalistic |

4. _$ees opposition party as representing differéht points of view.

Could serve as check on government, or also hinderance in advancing

legislation.

ELECTORAL PROCESS AND VOTING

]: No idea .of elections. .

2. Idea of vote as a decisionfmaker; Direct election of everyone--
no idea of géneral e]éctidns with people voting for MPs who determine,
by Party Majority, who is to be Prime Minisier (premier).

2.5 Knows few-elect either Prime Min%ster or Premier.' Unclear as
to details. Knoﬁs Prime Minister or Premier.

3. Know everyone has a say in the appointment of political’
figures. Have idea of general election, with people votiné for_membefs
of Parliament who determine, by party majority, who is to be Prime
Minister (premier).

‘Vote is seen as a revocable act of choice and election as a sanction
which can be ﬁsed against an unsatisfactory incumbent.

‘4. ' Differences in opinion or policy disagreemenfs are-seén_as

underlying reason fbr electoral competition.

JUDICIARY -
]J. No idea of judiciary or who decides.
2. Law--policemen; Prime Minister; Queen.or Government.. .. Lot

3. Courts -
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~4Ffiliation. ’

4, Judiciary ihterpfets Jaws, supposedly unbiased. No poiitical

ELECTION OF PRIME MINISTER
1. No 1dea of election of Prime Minister.
2 + Knows Prime M1n1ster is e1ected but thinks he ?s directiy e1écted
by -all voters. ' ‘
2.5 Has idea that not all vote-for Prime Minister.

3. Knows Pr1me Minister is f1rst elected leader of party by party

' meﬁbers, and that he is leader of.party with most seats in the Parliament.

ELECTION OF PREMIER : o ‘
1. No idea about election of Premier.
2. Knows Premier is e1ected but thinks he is directly elected by all
voters. |
2.5 Has idea that not everyone votes for Premier.
3. Knows Prem1er is first elected as party leader by party members and

that he is leader of party w1th most seats in the Provincial Leg1s1ature
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LEVELS OF CHILDREN'S UNDERSTANDING OF POLITICS ‘

1. - The child confuses the po11t1ca1 and non- p011t1ca1 wor]d There
s no concept1on ‘of policies as'a distinct sphere of activity.- g“

2. The child 1dent1f1es a d15t1nct political wor]d Knows
\ESJ1t1ca1 f1gures but shows confus1on among them—-1n names, t1t1es,

jurisdictions, methods of appo1ntment and tasks _qpes not d1st1ngu1sh

between 1evels of government between executive and 1eg1s1at1ve or between
ceremon1a1 positions and positions of real power.

Idea of political person js idea of telling people what_tp'dol ho
idea of hierarchy--one person gives instructions. ' |
. Know about voting and that people get appointed by voting. Know of
~political partmes | ' - ‘

3. The child places maaorun011t1ca1 leaders in vertical re]at10nsh1ps
but fecuses on.one Tink at a time. He/she has idea of p011t1ca1 figures
" having oppnsinu intentions and disagreements over'things to be‘done. The
" child knows of "Jaws, ' that p011t1ca1 power is 1nst1tut1ona11zed and not
simply persona] and that there is a permanent apparatus of power. The
child knows the territory of each of the major po1jt1ca1 figures and
givee them para11e1 tasks in different areas. _The child knows that
- everyone votes to have d’say in appointment o; p011t1ca1 f1gures, hat
part1es are in conflict with each other that part1es produce leaders and
parties are un1ts of government. | ‘ .- X

4: The eh11d has.a firm idea that different political positions
have different tasks associated with them even if can't describe them

accurate]y

Has a perception of multiple relationships among p011t1ca1 actors,



o0

o
'conéeption, hierarchﬁca1 role structure. Realizes the instrumenta1 |
cha;acter of p011t1ca1 action and the fact that different courses of
N act10n are supported in order- to realize d1ffereﬁt goals. '
Realjzes that power exerc1sed by p011t1ca1 figures der1ves not from
above but below--conception of po11;1ca1 offy;e holders as servant of
popular will appoiﬁted and dismissed according to that will. Conception
pf‘parties compefing for right to exercise power, and only one of them

doing so at a time.
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"APPENDIX B

Political Knowledge:Questionnaire

10.

11.

12.

13.

14.

15.

16.

Who is the Prime Minister of Canada?

How Tong has he been Prime Minister?

What party does he belong to?

What are the three main parties in the Federal Parliament?

t

Which is the official opposition‘party?

c

Who is the leader of the opposition'party? .

. How many years does a Member of Parliament serve in Parliament?

Who is the Governor General of Canada?
Whae-is @he Minister of External Affairs?
Who is the Minister of-Fisherieg?

Who does the Governor General represent?
Who is Canada's Chief Justice?

How Tong can a person be a.éenator?

Name a member of Parliament?

Who is ?hé Premier of Nové Scotia?

How long has he been Premier?

*
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17.
18,
9.
20.
o1,
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.

33.

What Party does he belong to?

What are the parties infthe.Provincia1 Leéis1ature?
wﬁich is the Opposition: Party?

Who is the leader of the Opposition Party?

Who is the Provincial Finance Minister? |

-

Who is the Provincial Minister of Education?

Who is the Pt. Governor of Nova Scotia?

Who does he/she represent?.

Who is thg Provincial Fisheries Minister? ‘ o .
Namela member of tht Nova Scotia Legis1ature.t

Who is the Mayor of Dartmouth?

How long has he/she been mayor?

How many Alderman are there in Dartmouth?

How long is an A]derman elected for?

How often does City Council meet?

Name oﬁe Alderman.

Who is the President of the United States?



34,
35.

36.

38.
39.
40.
“4].

42.

63
To what_party does he belong?
What are the major poﬁitica] parties in the United States?
Who is the Sgcretary of State?
Who is the Prime Minister of Britain?
Who is the President of Egypt? .

Who is the President of France?

" Name one country with a dictatorship. ,

Name one country ruled by a Kihg or Queen.

Name one country where the major party is socialist.

L]
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* 2.

* -6,

!
What sports to you play?

Have you ever been on a team?

If yes, name the teams and the number of years you played
on the team:

*

Team No. of Years

-

Have you ever been team captain?

If yes, how many times have you been captain?

Have you ever belonged to any clubs?

If yes, list the clubs you have belonged to:

Have you ever had a special job in any of these clubs? (for
example, have you ever been President or Secretary?)

Do you have class elections?

65



 *10. If yes, have you ever tried to be

Class President:

Secretary:

Treasurer:

Vice President .
Other:

*11. Have you ever been elected:

Class President:
Class Secretary:
Class Treasurer:
Class Vice President

Other:

' *Included in total score

elected?

\J
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The chi]d was asked the fol]owing questions. The interviewer

| always ascertained that the child understood it well. When 1t was
necessary, the word1ng was changed us1ng terms more familiar to the
child. The interviewer was careful’ nevér to suggest more to the child

~ than is included in the questions.

Conservation of weight

_ The child was presented with two identical balls of plasticine.
“Do you think these balls weigh the same?" )
If the child did not think they weighed the same then he/she was asked
to take away or add to them until he/she believed they weighed the same.
One of the balls was transformed into a sausage shape, and the child was
asked the following question: : : {
"Do the two balls still weigh the same or is one heavier than the other
one?"
Nhy do you think that?
The plasticine was changed into the shape of a pancake.
The above questions were repeated.
If the child gave different angﬁers to the two sets of questions the

procedure was repeated using another different shape.

Class inclusion

—

The child was presented with different shapes and was asked to
"please put together the things that you think go together" and then asked
questions bearing on inclusion relations.

sWhich would make a bigger bunch:’ all of the rectangies or all of the

shapes?"
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This questioning determined the child's ability to think

simultaneously in terms of the whole and its parts.

Conservation of volume .

The child was presented with two identically shaped -cylinders of
different weights.and was asked "are they the same weight or is one

heavier? Which is the heavier one?"

“Also there were the two identical jars partly filled with water.

"Will the cylinders push the water up the same in‘both jars
or will one cylinder push thé water up more?"

"Which one? Why do you think that?"

The child was allowed to investigate by p]acihg the cylinders in the jars.

Then the child was asked why he/she thought what happened, happened.

Thinking about Qne's Thinking

The child was shown the-f011owing as the interviewer read it. The

interviewer tojd the child that she would ask him/her a question about

what she was reading.

" Blonde. hair: turms.green on St. Patrick's day

Barbava has coloured her hair blonde

It will turn green on St. Patrick's day

The child was asked: _

“Do you think it is true that Barbara's hair will turn-green 6n St.
Patrick's day?" “

"Why" or "Why not?"

-
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Proportionality -

The child was pregented with a card. On one side was a 10 inch stick
man aﬁd the other a 6 inch stick man. There was ; chain of large and one
of the small paper clips and other Single clips.

The child was asked the following:

"please measure the length of the stick man (tall maﬂ)‘uéing thg#e*péper
clips (large)." | |
"please measure this stick man (short man) using the large c]ips;"

Then the.thi%d was asked to measure the length of the small sticﬁ man
using these paper clips {small).

Then the child was asked to predict how many of the small paper clips it
will take to measure the other stick man.

"How many of -these paper clips will it take to measure the other stick
man?"

"Howﬁdiq-you decide that?"

Then the child measured it. If the child did not predict correctly the
child was asked if he/she could now determine a way to do it without

measuring with the clips.
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SCOéING - Cognitive Development

bonservation of Weight

1. No con;eréatfcn.
_ 2. Transitional-logical awareness and justification but
‘inco istently employed.
i: Conservation with .a statement of Togical just}%ication ke.g.,

reversibility, reciprocity, negation).

Class Inclusion

1. No constant grouping--small partial alignments. No guiding
plan Tike a system of rules which organize the way in which he/she

arranges objects. ‘ -

2. Collections which appear to be real classes. Forms classes and

arranges- them hierarchica]]j,‘but fails to comprehend one crucial aspect’

of the. hierarchy ‘she/he has constructed. No understanding of the
relationszamong different levels of the hierarchy.

3. Construct hierarchical classifications and comprehends

“inclusion.

Conservation of Volume

3. Does not predict accurately.
4, Predicts incorrectly but explains event after seeing it.

5. Successful prediction and explanation.

" Thinking about One's Thinking

3. Blonde hair does not turn green on St. Patrick's Day. No

reasoning from the premise, *Blonde hair turns green.'

*
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4. lIf hatural’ turns green. .
5. Formal operational child will be able to start with premise . *
. / . . . .
and reason from that. The child will answer yes when asked if last

statement is correct and be able to justify it.

Proportionality

3. Incorrect prediction, e.g. adds.
4, Kﬁow.it*fsqndt’addition, has some-idea of proportionality but-no
4 . idea of how to do it.

5. Uses ratios to arrive at answer. . o

iy

X

§
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Means (Standard Deviations) for Political

Understanding by Grade

Grade
5 8 N
Queen 1.9 (0.50} 2.1 (.44) . 2.6 (.42)
Prime Min. 2.1 (0.25) 2.4 (.51) 2.8 (.40)
Premier 1.9 (0.50) 2.4 (.51) 2.8 (.30)
Mayor 1.7 (0.60) 2.4 (.50) 2.6 (.51)
Governor Gen. 1.1 (0.34 2.1 (.68) 2.2 (.91)
Lieut. Gov. 1.0 (0.00) . 1.5 (.63) 1.8 (.83)
Parliament 1.7 (0.48) 2.2 (.38) 2.9 (1.07)
Executive 1.8 (0.52) 2.3 (.60) 2.8 (.81)
Senate 1.1 (.29) 1.8 (.72) 2.5 (1.13)
Opp. Party? 1.3 (.40) 2.6 (.94) 3.3 (.63)
",E1ec. of o
Pr. Min 2.0 (.29) 2.0 (.29) 2.4 (.51)
.Elec. of Premier 1.8‘(.44) 2.2 (.40) 2.5 (.50)

Elections 2.0 (.13) 2.1 (.39) " 2.8 (.83)
Fed.*prov. |

relations \ 1.3 (.51) - 2.2 (.70) 2.7 (.73)
Issu; con- \\ |

flict 2.2 {.44) 2.7 (.36) 3.3 (.54)
“Mass vs. .
elite power 2.1 (.47) 2.6 (.48) 3.0 (.66)
Judiciary 1.8 (.58) 1.9 (.34) 2.9 (1.09)
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Means (Standard Deviations) for Political

Understanding by Sex

75

ke

Variable Females Males

Queen 2.2 (.54) 2.2 (.55)
Prime Minister 2.3 (.44) 2.6 (.50)
Premier 2.2 {.57) 2.6 (.58)

. Mayor 2.1 {.65) . _ 2.3 (.64)
Governor,eéﬁerai 1.6 (.71) | 2.0 (.91)
Lt. Governor . 1.4 (.58) .- 1.5‘(.78)
Parliament 2.1 (.70) 2.4 (.96)
Executive 2.1 (.61) 2.6 (.88)
Senate 1.7 (.7%) 2.0 (1.10)-
Opposi tion Party 2.1 (1.05) 2.8 (1.01)
Election of P.M. .2;2 (.40} . 2.2 {.45)

- Election of Premier 2.1 (.45) 2.2 (.59)
Elections 2.2 (.46) 2.5 (%s)
Federal-Prov, _ -

Relations 1.7 (.64) 2.4 (.94)
Issues Conf1{ct 2.6 (.50) ,‘2.9 (.75)
Mass vs. Elite Power 2.4 (.43) 2.7 (.78)
Judiciary 2.1 (.85) 2.3 (.90)
Politicgl Understanding 34.8 (7.06) 40.0 (10.15)
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APPENDIX G

Means for Political Knowledge by Cognitive

Level and Political Understanding

82

" Political _ Cognitive Level
. Understanding Concrete Transitional Formal
s 5.2 4.3 - 5.0
N=15 N=41
<
3 13.5 12.4 16.7 = 13.4
N=8 N=10 N=3
4 32 26.7 27.8 = 27.9
N=] N=3 N=4 '
x = 9.1 x = 13 X = 23 = 12.5
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