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ABSTRACT

A Lotal of 12 Caucasian, Canadian, middle-class subjects, equally

divided among grades one, four, and seven, English-speaking and French-

speaking, and l^iinnipeg and l"fontreal residents \^rere questioned r¿ith

regard to four major products of polítical socialization: the cognitive

concepts of nation and nationality, knowledge of the political structurê,

political identity - both regional and national- and political comnmnity

sentiments. The results indicated that the cognÍEive concepËs of nation

and nationality develop in the manner proposed by Piaget, that is, from

a notion of hometo!ùn to an understanding of country, and from an under-

standing of the spatial relationship between geographic locales to an

understanding of their logical relaEionship. Ihowledge of the political

structure and levels of national and regional identity increased with

age. Political cormrn-rnity sentiments were highly positive: Canada

receÍved high ratings on a semantic differential rating scale and com-

patriots were selected over nationals of other countries in friendship

choices. The only major difference between English- and French-speaking

subjects occurred on the affect toward compatriots scale where both

groups tended to choose same-language more frequently than other language

compatriots; the only major difference between triinnipeg and Montreal

subjects was the tendency for Lriinnipeg subjects to rate Canada more

positively than MonEreal subjects on the semantic differential scale,

1l
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CHAPIER I

Interest in the political socialization of children is by no means

a nevr phenomenon. In The Republic, Plato (c.375 B.C.) devoted much

attention to education and childhood experience as the arena and means

c^- :*^r{11i-^ ^!u! r'ÞL4rrrrr5 epproprÍate citizenship values. Aristotle (c.330 B.C. )

likewise emphasized the politÍcal education of the young. At all poinls

in history, all nations were, and to this day still are, confronted with

the problem of insuring the loyalty and engagement of their ne\¡/ members.

However, Hebert H. Hyman in his book Political sesi¿|ization (1959) nn:st

be credited with providing impetus to the current interest in the problem.

This resurgence of interest has been accompanied by the forwarding

of a multitude of definitions of political socialization. The three

most widely accepted and concisely stated definitions are:

Political socÍalization refers to the way in which a society trans-
mits political orientations - knowledge, attitudes, and values -
from generation to generation (Easton and Dennis, 1970, p. 24).

Political socialízation is the process, mediated through various
agencies of society, by which an individual learns politically
relevant attÍtudinal dispositions and behaviour patterns (Langton,
1969, p. 5).

Political socialization refers to those developmental processes
through which persons acquire political orientations and patterns
of behaviour (Easton and Dennis , L969, p. 7).

For the purpose

definitions was

through varíous

4l -ñtsF^'ñ^ l."aL PAC LsÀrrÞ, uJ

(knowledge, sent

^t tsr-i - ^ts..r,, +L^ t^ r'r ^.. j-^ ^-.-theSiS Of theSe thfeevt LrrlÞ ù Luu j , LllE tv¡ r'vwlrró ùJrr

adopted: PolitÍca1 socialization is the process, mediated

agencÍes of society and dependent upon normal development-

which an indivÍdua1 acquires political orientations

iments, and values ) and behaviour patterns. Thus, the

1



study of political socialization Ís a three-faceted endeavour involving

a considerations of processes, agents, and products.

Numerous processes have been posited to explain how people learn

about politics. Among the major processes suggested as functioning Ín

the acquisition of attitudes and knowledge in early childhood are obser-

vation, imitaÈion, identifÍcation, and interpersonal transference.

Political learning which takes place in middle childhood, adolescence,

and adulthood is generally attributed to direct tuition and personal

political experience. The agents for the transmission of Lhe accepted

political orientations and behaviour pattérns of the society to each new

seneration are penêrållv fclr rô be such institutions as the familv- theLrrL !qrrrrrJi, Lrrç

educational system, the mass media of communication, and various clubs

and organizations.

I^/hile the investÍgation of processes and agents are both import-

ant and noteworthy endeavours, this research was restricted to a consid-

^-^Ê j^- ^c *t^ .foduCtS Or OUTCOñôê nf aar'lr¡ nn'l itiCal SOCiaILZaLíOn.çraLrurl v! LrrË pruuuLLÞ ur uuLUUlltc:, uI gdr ry pL, I

What does the child learn? How does he perceive his political world?

CerEainly these questions have been asked before. Such investigators as

David Easton, Jack Dennis, Robert Hess, Fred Greenstein, and Edward

Greenberg have made tremendous contributions to knowledge in thÍs field.

Hewever, in the view of the present investigator, they all fell prey to

the same shortcoming: they viewed the mÍnd of the child as a less

informed version of the adult mind. Althoueh some of these writers have

explicitly stated that this is an inaccurate conception (e.g., Hess and

Torney, 1968, p. 25), they failed to assess the cognitive level of their

subjects, and thus attributed product differences associated with age to



simple accunrulation of knowledge, wÍthout taking into account the cog*

nitive level of the child's thinking. This is conLrary to the thrust

of nn:ch developmenLal research which has demonstrated qualitatively

different understanding of the same event or object at varyÍng cognitive

levels. The primary aim of the presenL research was, therefore, to

examÍne children's political orientations relative to cognitive develop-

mental processes. Furthermore, because political socialization in

Canada has been the concern of relatively few studies to date, â second

-^: ^*rlrdJ9! daul ur Lrrrs resedLULr wd¡i LU c,?(drLlIIte puÞÞIU

tive differences in political orientations between cultura1, linguistic,

and regional groups in Canada.

Theoretical Foundations

?olitical Theory: The Easton and Hess Model

The most parsimonious and comprehensive model outlining possible

political orientations (i.e., products) resulting from political social-

ization ís that of Easton and Hess (L962). They posit that three basic

types of orientations - knowledge, attitudes, and values - can be

directed toward three levels of the political system - government,

regime, and community. Government refers to rr¡þo nr-n"n2nt-c nf tþggg

roles through which the day-to-day formulation and administration of

binding decisions for a society are undertaken (Easton and Hess, 1962,

p. 233)". Easton and Dennis (L969) have also called this level of the

system I'authoríties" whíchtheydef ine as I'those members of a system in

whom the primary responsibility is lodged for taking care of the daily

routines of a political system (p. 60)". The term regime is used to
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identify the "slower changing formal and informal structures through

which these decisions are taken and administered, together with the

rules of the game or codes of behaviour that legitimate the actions of

political authorÍties and specify what is expected of citizens or sub-

jects (Easton and Hess, L962, p. 233)". More concisely, regime refers

to the rrconstitutional order (E;iston and Dennis, L969, p. 59)". The

political communityrrrepresents the members of a society looked upon as

a group of persons who seek to solve their problems in common through

shared political structure (Easton and Hess , T962, p. 233)", In/hen pre-

sented in tabular form, this classification presents a set of nlno eal lc

each of which represents a type of orientation acquired by each succeed-

i-^ ^^-^-^+: ^- i- ^ ^^l-'È-'^^1 ^-,]-ng generaEron ]-n a poI].trcal system.

TABLE 1

The Easton and Hess Model

Levels of
a Political System

Basic Political 0rientatíons
Xtrorl" 1rr""

CommunÍty

Government

R oo i mo

Note: Those types of political orientations investigated in this

research are indicated by asterisks.

"On1y those complex attítudes called sentiments in which the

affective aspect plays a central role were investigated.



Many aspects of the present rese¿lrclr are subsumed in this classÍ-

fication. The child's knowledge of the name and the function of the

incumbents at all three leve'ls of the polirical structure (i.e., govern-

ment) were investigated. Attempts were also made to assess the child's

avrareness of what constitutes his political communÍty, his knowledge

about it, his identifícatÍon with it, and his sentiments which included

feelÍngs toward both the community in the abstract (the nation) and in

the concrete (compatriots).

Developmental Theorv: Piagetrs Theory of Cognitive Development

I^lhile the Easton and Hess model was useful in conceptualizing the

possÍb1e outcomes of political socialization, it is a statÍc model and,

theref ore, \4/as not suf f icient as the only theoretical f ramework f.or a

developmental study. The process of socialization takes place over time

and in the sociaLízation of children, the passage of time is a crucial

variable. childhood is a period of very rapid change and deveropment

from all points of view - physical, emotional, and intellectual. As the

child matures and hís capabÍlities evolve, he not only explores more of

the world around him, but he explores it in qualitatively different

ways' Hence, this exploration results not only in an accumulation of

knowledge but also Ín a continually changing perception of the world.

The physical skills which permit the child to explore his r¿orld develop

parallel to, and in interaction with, qualitatively changing cognitive

abilities. This, at least, is the view of one noted developmental

theorist, Jean Piaget, whose theory provided the cognitive developmental



f ramework for this research. Thus, rvlt j l.e .¿¡n Easton-Hess-type snapshot

of the products of political social j.zaticln r.'as t.aken of children at

various ages, the resutting picLure was inIerpreted in the ]ight of

Piaget's theory.

Although Piagetrs is a voluminous and complex theory, only his

most basic formulations and the essential characteristics of his oro-

posed stages need be presented here. Piaget has primarily been inter-

ested in the theoretical and experimental Ínvestigation of the qualita-

tive development of intellectual structures (Flave11., f963). This

fundamental interest of Piaget elucidates his most basic assumption -

children are not little adults. Time and time again, through the use of

unstructured intervÍews and more empirical, controlled investigations,

Piaget in Switzerland and others around Ehe world (e.g., Pinard and

Laurendeau in Canada) have demonstrated that child thought is qualitat-

ively different from adult thought.

Another important premise ¡vhich has considerable empirical support

(inasnmch as it is possible to test such a highly theoretÍca1 construct)

is that the child actively construcLs his set of mental structures by

continuous interaction with the external world. That is.

(the establishment of cognÍtive relations consists) neither of a
simple copy of external objects nor a mere unfolding of structures
performed Ínside the subject, but rather (involves) a set of struc-.
tures progressively constructed by a continuous interaction between
the subject and the external world (Piaget, 1970, p. 703).

In terms of Piagetrs theory, therefore, simply because a child comes into

contact with a given fact does not mean that he perceives or comprehends

this fact in the same \ray as an adult. Rather, the new fact is assimil-



ated into hÍs existing cognitive structures and is perceived through

these structures. However, at the same time the child's logical struc-

tures must acconrnodate this new fact and they are changed slightly by

it in the process. In this way, through continual interactions, the

child moves gradually Loward an adult undersLanding of the world.

One final consideration crucial to the understanding of Piaget's

theory is the concept of rrhorizontal décalage". According to Piagec,

cognitive sLages are defined by structured wholes and not by isolated

pieces of behaviour. However, wÍthin a given stage there can be hori-

zontal décalages which express a chronological difference between the

ages of acquisition of operations that bear on differenL concepts or

contents but they obey identical structural laws. A child may display

different levels of achievement in regard to problems involving similar

mental operations. This means that a child just entering a given stage

may be limited in the types of concepts or contents to whÍch he can

apply his newly acquired structures. Towards the end of the period,

however, the child should be able to apply these structures to the

universe of concepts or contents to which they are applicable. For

example, the recognitíon by a child that the total mass or quantity of

matter of an object remains the same when the shape of the object

changes implies a certain cognitive structure. The recognition that the

weight also remains unchanged implies the same mental structure.

Ç,,v¡l.^--^*^ tsL^ ^^-^-^I l^,,^l ^.g €,,^^Êi^-.'.^^ i^! u! Lrre!r¡¡u!c, Lrrç óçr¡crq¿ rEvEr v! !ur¡LL!urrr!16 !ù thg samg in thg two

cases. It so happens, however, that the invariance of mass is typically

achieved by children a year or t\,ro earlier than invariance of weight



(Flavell, 1963, p. 22).

Piagetrs stage theory identifÍes the logical structures which

typify the childrs intellectual capabilities from birth through adoles-
Icence.* Although the children interviewed in this research rvere in

either the second or third period of development, the first period is
included in the descriptÍon of the stages to facilitate the understand-

ing of the advancements during the second period.

During the first perÍod, the sensori-motor period (birth ro one

and a half or two years)u the infant progresses from an unintentional

use of his innate reflexes Lo intentional, goal-directed, non-reflexive

motor behaviour; he progresses from an initial lack of differentiatÍon

between self and externar world to an immediate, physical, concrete

understanding of space, time, causality, and object constancy. That is,
he objectifies his physical world and perceives himself as an object Ín

this world. in/hen the child gives evidence, through hÍs behaviour, of
being able to represent absent objects rather than simply act intention-
ally upon Present objects, and v¡hen he has acquired the group of transfor-
mations2, structured at the actional or sensori-motor level, he has

lthe descriptÍon of
Flavell, L963; Ginsburg and

the stages is based upon the following works:
Opper, L969; Langer, 1969; phi11ips, L969.

a'The concept of groups of transformations refers to the universeof transformative mental operations used by the organisms to create con-ceptual invariance out of the flux of its experience. During the sensori-motor stage the childrs acts are limited to pragmatic groups of trans-formations. Their most advanced conceptual product is limÍted to aninvariant here-and-not,l container made up of permanent objects and retra-ceable trajectories. During the slmboIÍc, operatÍona1 stage, the chird'sacts are extended to logical groups of transformations: their conceptualproduct includes invariant, theoretically possible as well as actual
sPace in which ob ject properties are conserved ¿n.ì r-ro-i^¡f ^--í ^^versible (Langer , L969, p. L2L). 

qrç çvtrùs! vEs drrLr LraJesLorles are re-



reached the end of this period.

The second period, the perÍod o I- pr-cl)¿llation f or and acquisition

of, concrete operations (age one and a half or two years to eleven years)

consists of two sub-periods. During the preoperational sub-period (age

one and a half or t\^7o years to six or seven years) the major task for

the child is to learn to handle not only his idiosyncratic representations

of the r¿orld (developed at the end of the sensori-motor period), but also

the accepted signs (language) of his milieu. He must learn to differ-

entiate himself - his wishes, desires, opÍnion, points of view - from

the external world. The child at this stage is egocentric in his thought:

he cannot conceive of someone having a point of view different from his

olrn. In problem-solving, which now Eakes place covertly instead of

overtly in trial and error fashion, the child centers on only one dimen-

sion or aspect at one time; he also concentrates on states to the point

of ignoring transformations. His solutions to problems are intuitjve:

his logíc is transductive (from particular to particular). When the child

overcomes these shortcomings, especially the tendency to make judgments

on the basis of his inrnediate perceptions, he enters the sub-period of

concrete oPerations.

During the sub-period of concrete operations (six or 
"åu"n 

years

to eleven years of age) the child acquires truly objective representational

thÍnking. He can, for example, mentally construct situations he has not

previously experienced, The child also acquÍres operations (logical

structures which gÍve him the ability to act mentally upon the environ-

ment) which are reversible (what has been done can be undone by the
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reverse process ). These reversíl¡1e r:¡,irr';lt-ions permit the child co

understand conservation, that is, that transformation of certaÍn non-

essential features of a substance unchanged in iLs essential features.

Piagetrs "groupings" descrÍbe the types of operations of which the con-

crete operational child is capable. These groupings involve the addi-

tion and multiplication of classes and relations, and one which Ís

extremely important in the context of this research is the concept of

part-who1e relationships or hierarchical classificatíon. However. all

the operations the child performs

external realÍty. When the child

tÍons on operations, thus removing

of an immediate basís of external

nner¡finnc

are still based upon a concrete,

becomes capable of performing opera-

l.ha nrar¡inrrqlrz -r necessary requrrement

reality, he enters the stage of formal

During the third period, the period of formal operations (eleven

years onwards), the childrs thinking becomes hypothetical deductÍve: he

can work from given premises - even premises he may know to be false -

a nd arrive at the logÍcal conclusion. The child, or adolescent, can

make reality secondary to possibility. He is capable of combinatorial

thinking, adept at hypoLhesis formation and testing, and his thinking is

completely reversíb 1e.

While this is but a sketchy outline of piaget's theory, it is

suffÍcient to clarify those concepts of the theory that are essential to

the interPretation of the development of children's political orienta-

tions. rt is, therefore, assumed in thÍs study that the childrs growing

a\tareness of his political world does not involve simply an accumulation
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of knowledge but a gradual growth of understanding.

Literature Review

Products of Political Socialization

The products of political socialization investigated development-

ally in this study fall into four major areas: (a) cognitive concept of

nation and nationality, (b) knowledge of the political structure, (c)

political identity, and (d) politÍca1 conrnunity sentiments. I^/ith the

excePtion of the cognitive concept of nation and nationality, these are

all elements of the Easton and Hess classifÍcatÍon which have been

studied fairly extensively in the united states, but only to a limited

extent in Canada. The literature related to each of these four products

of political socialization will be considered separatelv.

The cosnil-ir¡c nñnnênt. nF nation and natiOnal jtv. Piasef r.s fheorv.-..e vvö¡^av4 ve vv¡¡vvvç vr ,rrqrrL_v . r rqÉgL è LfIçUt v .

whÍch has provided the theoretical basÍs for the scant number of studies

in this area, delineates three stages in Ehe development of the cognitive

concept of nation and nationality (Piaget, L926; Piaget and triei1, 1951).

These stages describe not only the growth of the childrs knowledge of

the name of his polÍtical community, but also how he perceives the

spatial and logical relationships of the various components of this
-i È" - +l.^ ^i f r' ^'ñ+^ñ ^- orovíncc enrì aôr!nl-r\7 Þi ¡ool- tc doc¡ri n-LvuurrurrILJ - LtlË lILy , LdllLUIj, Uf yrv v rrrLL, or¡u LvUIlLly, f IAgeL S ____- *H

tion of the first stage of the childrs concept of nation suggests his

understanding of the relationship among components of his comrm.rnity is

rather confused.

As a rule, very young children, up to five or six years of age, are
apparently unaware that Geneva is in switzerland. At the outset,
then, chíldren have only a simple notion of'the terriÈory in which
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they live (€.g., theír hometorvn). . notion comprising a more or
less direct knowledge of certain ch.aracteristÍcs (approxÍmate size,
main language spoken, etc.), but these ideas are mixed up with
verbal notions such as Itcanton'r, "switzerlandt', etc. , which can
neither be understood nor fit into a coherent picture. Among these
verbal notions picked up from other children or adults, one finally
becomes rooted in their minds about five or six years of age: this
is that "Geneva is in sruitzerland"...until they are about seven or
eight, though children may assert that Geneva ís part of switzerland,
they nontheless think d the tv/o as situated side by side. tr^ihen
asked to draw the relationship between Geneva and switzerland by
means of circles or closed figures, they are not able to show how
the oarf i s rel ated tO the whole lv,r- maral.' n-i,,^ I r¡n,..i'.^ ^G, uuL rrrc!çrJ 6rvg 4 u!dwIl.tB oI
juxtaposed units (Piaget, 1951, p. 563).

Two features of this description are of particular inËerest. FirstIy.

it appears that the fÍrst fairly well formulated notion is that of home-

to\.,/n: the child begins his exploratÍons of the outside world at hÍs own

doorstep. secondly, it is also interesting to note that chÍldren can

verbally express the correct relationships between city or canton and

country before they completely understand, or are able to handle, the

implications of what they say. This phenomenon can easily be explained

ín terms of PÍagetrs theory of development. A child of six can easilv

learn to mimÍc a verbal forrm.rla adults teach him, for example, ilGeneva

is in switzerlandrr, but will not understand it until he acquires the

ability to deal with part-whole relationships, which is one of the

groupings acquired during the concrete operational period. piaget says:

,..the child sti11 has to understand how it is that a part inserted
into a ivhole really forms part of the whole, and that a man who is
fixed inside the part remains nontheless within the whole...The
childrs difficulty arises from Lhe fact that he juxtaposes terri-
tories but does not connect them...The difficulty lies in the
relation of part to who1e... (Piaget, L926, pp. IZO-IZL).

During the second stage Ín the development of the cognitive con-

cept of nation and nationality (age seven or eÍght years to ten or
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eleven years)' children grasp the idea that Geneva is spatially enclosed

in the country of switzerland, and draw the relationship as one circle
enveloping the other. They have acquired the correct intellective
understanding of the spatial rerationship of geographical locales.

However, when the child is asked if he is Genevan and also swiss, his

ans\À/ers reveal a startling discrepancy. He is either Genevan or swiss

(apparently a matter of personal preference, but most of the children

were Genevan) but he cannot be both at the same time. Though the child
apparently has an understanding of the spatial relatÍonship of geograph-

Ícal locales, he does not appear to be able to logically excend this
knowledge and apply it to himserf as a resident of these places. He

conceives of the categories Genevan and Swíss as being rm¡tua1ly exclus-

ive. This phenomenon can best be explained by piagetrs concept of
horizontal decalage since the same mental structures or operations apply

in the understanding of both the spatial and 10gica1, or personal

relatÍonships. However, the latter, requiring conceptuarization of the

addÍtional relationship of self to geographical locale, is not onry a more

complex concePt, but is also at a higher level of abstraction. I^/hen the

child can state that he can be both Genevan and Swiss at the same time

because Geneva is in slvítzerrand, he has reached piaget's third srage.

This usually occurs by ten or eleven years of age,

rn summary, Piaget's theory of deveropment of the cogniEive con-

cept of nation and nationality ba.sicaì-ly consists of three propositions.

First , the child 's a\¿areness of his political comrnr¡nity begins in his

Ímmediate vicinity - hís city - and only gradually extends outward to
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include his country. Second, the child can verbally express the spatial

relationship between his city and country before he can construct ít.

Third, the childr's cognitive concept develops from no understanclino of

the spatial and logical relationship betrueen geographical locales, to an

understanding of the spatial relatÍonshÍp, to an understanding of the

1ogÍcal relationship,

Jahoda (1963a), in scotland, conducted a study designed to test

Piagetts theory. His results, generarly, support Piagetfs major propo-

sitÍons and confÍrm that the childrs intellectual grasp of his environ-

ment begins at the centre and moves outward to the periphery. However,

Jahoda delineated four stages in the development of the understanding of

t-ha cnnri:l ral etionship, probably because he considered the inter-!J ueçquù s rrç vv

relationship among three geographical locales whereas Piaget studied the

relationship of only two, city and country. Jahoda's four stages are:

(1) no conceptíon of Glasgow as a unitary wholei Q) a conception of

Glasgow as a unitary whole, but no conception of it as being a part of

scotland; (3) a conception of Glasgow as a part of scotland, but no

conception of scotland as part of Britain; (4) the Glasgow, scotland,

BrÍtain relationship correctly expressed. Although no specific age

ranges r,rere associated with any given stage, there was a clear tendency

for six- and seven-year olds to fal1 into stage I or 2, and for eight-

to eleven-year olds to fa11 into stage 3 or 4. This corresponds fairly

well with Piaget's results. FurLhermore , 96"/" of the children in sfaøe I -

95% or. those in stage 2, and 12% of those in stage 3 could not diagram-

maËically express the correcL relatÍonship among the three geographical
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locales. only L2% of the children in stâse 4 were unable to do so.

This also supports Piagetrs finding that children are able to verbally

exPress the correct relationship before they completely understand, or

r,vere able to handle, the implicatÍons of what they say. Though Jahoda

did not specifically inquire into whether the spatial relationship was

understood before the logical relationship, his findings on how children

handle dual membership generally support Piagetrs theory. The majority

of Jahoda's six- and seven-year-old subjects stated that they could be

eÍther British or scottish, but not both at once. The majority of

eight- and nine-year-olds, and all of the ten- and eleven-vear-olds said

they could be both British and Scottish at the same time. I^/hen asked

to support their ans\¡7ers, over two-thirds of those children responding

correctly exp.lained their ansv/ers in terms of part-who1e relationships.

This tends to confirm Pjasetrs helief that a complete understanding of

the cognitive concepts of nation and nationality is dependent upon the

understanding of part-whole relatíonships.

In a later publication, Jahoda (1964) attempted to show that his

four stages in the understanding of the spatial relationship of geograph-

ical locales, derived from children's verbal responses to a series of
t'whatrr and tt\¿herett questions, more accurately ref lect the pattern of

development than Piaget 's theorl'. Hor*'ever, Jahoda did not explain ruhv

his ilG-stagesil reflect more than simole rofe'lcarnins of a vprhal formula

and seemed to forget that the ages at which stages are achieved are not

a key factor in Piagetrs theory. He also disagreed with piaget on why

children have difficulty in understanding dual membership. He argued
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that chÍldrenrs lack of understanding is not due to the inability co

make class inclusÍons since they begin to learn about part-whole

relationships at about tlvo years of age, but is due to their incomplete

knowledge of the nature of nationality classes, which they regard as

rm¡tua11y exclusive. I^/hile Piaget rs concept of vertical decalage,

defined as a chronological age difference in the understandÍne of

similar concepts at progressively higher 1eve1s of abstraction, could

explain why children of eight or ten years of age fail to grasp Ehe

part-who1e relationships involved in the understanding of nationality,

Jahodars argument may be a valid one.

rn most American sLudies of political soc íarLzation there apÞears

+^ .|... 

^ -'^ -'*-l i^iLo De an rmprrcrt assumption that children a young as six years of age

have the same understanding of the idea of nation as a mature adult.

Essentially, there has been no research into the cognitive concepLs of

natÍon and nationaliLy. In fact, the majority of AmerÍcan researchers

did not even ask the child the name of his country. One American study

in which the degree to which children are cognÍzant of their political

community was assessed is Greenbetg's (i969). He asked 863 grades three

to nine Philadelphia children the name of their country, their state,
enrì l.hoir nit-" ll,'- €,'-Ji*^^ i-q!ru Lr¡sa! L!Ly ' rrLÞ ! rrrurrrËb rLrdicated that the incidence of correct

responses increases with age in all three instances. However, knorvledge

of the name of the city was greater than that of the name of the state.
rvhich in turn \.vas greater than thaE of the name of the country. This

also supports Piagetrs contention proposition that the childrs awareness

of his political community begins in his immediate environment and sroT,Ts
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gradually to include the total political community - the nation.

The present study was designed to test the three major proposi-

tions of Piagetrs theory of the development of the cognitive concept of

nation and nationality. For the purpose of conceptual clarity, horvever,

this concept \^/as divided into its tr,/o components. The cognitive concept

of nation was defined as the correct intellective understanding of the

spatial relationship between city, province, and country (i.e., the

basic constituents of nefinn ) The political nature of this relation-

ship was not considered to be an essential part of the cognitive concept

of nation. The cognitive concept of nationality was defined as the

correct intellective understanding of the 1ogÍca1 implications of the

spatial relatÍonship between city, province, and country for a gÍven

ÍndÍvidual as a resident of these places. The child rs cognitive concept

of nation and nationality forms an important part of his growing politi-

ca1 awareness and, Ín fact, must be understood if other aspects of his

political knowledge are to be correctly interpreted.

The knowledge of the political structure. rn recent years,

research into the knowledge of the political strucLure has been the most

popular type of investigation of political socialization. TopÍcs

included under this rubric include the childrs changing images of the

President or the Prime Miniefer of the government, and of congress or

parliament , âs well as his conception of the roles of political figures

and of laws and l avrmakers .

Approaches to the problem and areaè of emphasis have been varied.

but on the American scene, the most consensual and widely accepted des-



LB

cription of the childrs knowledge of the political system is that

forwarded by Hess and EasLon in 1960 (which has been elaborated and

supported by the following studies; Hess and Torney (1968); Hess (1969);

Easton and Dennis (1969, 1970). rn rhis view the chitd, by grade four

at least, has acquired the notion that somewhere beyond the famÍly and

neighbourhood is some force or persons calIed government. This is the

most. comPrehensive conceptÍon that the child possesses of the regime and

the authorities, but the word government does not have any precise mean-

íno aF ¡hn"t- eã^ ^ the young child rs most frequent synbolica¡L queu L a6ç ùEvsl¡ ysd! s , Lrrc yuullB ulll-lct

associations to the word government are a few personal figures of high

governmental authority, most notably the President. At about the same

time, sometime between the ages of seven and ten- the child hccomes

"politicizedtr and grasps the basic notion that politÍcal authorities are

different from father and other famÍ1ial authorities in important

respects. rn the middle years (about age ten), the child revises his

strictly personal notions of government to include Congress, indÍcatÍng

that he is becoming more aware of the group character of government.

And at about age thirteen, the child pichs up the concept of,voting",

demonstrating that he has become aware of the regime rules associated

with popular democracy. The function most commonly associated with

ñ^r,^'hñÃñts .+ ^lI ¡ä^^ i- I-.-^1,.'-^ --l E^- !L^goverrtmenE. aE arl ages rs ra\,¡maKrng, äno ror Ene seven- to ten-year-ol d

child , the Pres ident is the chief 1ar,¡maker. rn 1at er years , Lhe pres i-

dent is displaced by Congress, but there is little doubt in the minds of

most children of all ages that the President has very grave responsibil-

itÍes. And not a child fails to express the highest esteem for the
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President. Easton and Dennis state :

No taint of cynicÍsm, mÍstrust, or índifference creeps into thepicture...Most of Lhese children think the President is inherently
likeable and benevolent, since he would hetp and protect them more
often than not. He measures up to the cultural idears of being
very trustrvorthy, not too faitible, and very persistent in his
effort. He has the porùer to þerform whatever it is he does, and
in doing so, he displays qualities associated with leadership. For
most of these judgments the child, as he ages, revÍses the oiiginal
benign image. But he does so from the direction of high initial
approval. He has already committed himself to the jud[ment that
the President is a benign helper, protector, and leader (p. 1g9).3

Thus, the direction of the chÍldrs growing political awareness is from

an initiat highly personalized, idealized view where the president is

the embodÍment of government and goodness, to a more institutionalized.

but still highly positive view, which begins simply with an ar¿areness of

the group nature of the Congress, and proceeds to an av/areness that the

essence of government is epitomized in the rules of the regime. The four

major processes at work in the politÍcal socialization of children are

thus politÍcization, personalization, idealizatÍon, and instituEionali-

zati-on at the first poÍnt of contact are vital to the socialization of

suPport for the system, Easton and Dennis (1969) note that politicization

and insLitutional izaLíon are equally essential to the continuance of this
positive support through adult life

Greenstein (1965), who is in basÍc agreement r¿ith the above

3
A more recent study (L914) by po1ítical scientist F.C. Arcercon,

I^Ie1les1ey Co1lege, indicates that the i.{atergate scandal has already pro-
foundly altered at least one smal1 group of the younger generationrs
perceptions of Ehe presidency. The results of his study of 361 grades
three to five chÍldren in an upper-class Boston suburb (whose parents
voted almost 2 to r for Nixon in L972) show a complete reversal. The
President is norv seen as what Arterton ca11s "truly malevolent, undepend-
ab1e, untrustworthy, yet powerful and dangerous'r,



20

description, has also investigated the childrs concept of the roles of
political figures. Their importance is apparently learned quite early,
certainly before age nine. However, while his grades four to six sub_

jects consistently selected the mayor and the President as the rmost

important people" from a list of adult roles, they had virtually no

specific knowledge of the presidential or mayoral roles. The salience

of the mayor of Greenstein's study is notable. Hess and Easton, who had

not considered the local level of government, sLressed only the impor-

tance of the President. However, in asking about the several levels of

government, Greenstein found that children are a\^/are of the federal and

local governments at approximately the same time, and only later become

av/are of that of the state. Greensteinrs results also showed thac ar^7are-

ness of the executive body proceeds a\,rareness of the ,legisrative body,

and on this point is in complete agreement with Hess and Easton,

Studies of the poliLical perception of Canadian children have

covered essentially the same topics as the American studies, buL some

have yielded results slightly at variance with those studies. In terms

of childrenrs images of government, panrnet (1967, Lg73) has proposed

that in a parliamentary system of government where there is no truly

central orienting figure comparable to the American President. institu-
tions become the key images of government. Hor¿ever, his own research

does not supporL this contention very strongly. His findings revealed

that his grades four to eight Kingston, ontario subjects'knowledge of

some of the Ínstitutions of government \^/as as extensive, but not notably

greater than their knowledge of the more personalÍzed roles Ín government.
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rn the earlier grades (four and f j.ve), chÍldren rüere more a\.,7are of the

mayor than any other political figure. The only oLher fÍgure about

which these children had a substantial degree of knowledge was of the

President of the united states. By grade eight , 4o:/. of the children had

a reasonably accurate understanding of the roles of the mayor, the

American President, and Parliament, 30% had a fairly accurate understand-

Íng of the roles of the prime Minister and city councÍ1, and only L0% of
the Provincial Premier. It is notable that there are more personalized

figures than instÍtutions in the political world of the grade eight

child. Pammetrs contentÍon was not strongly supported in a study of

British children either (Dennis, Lindberg, Mccrone, rgTr). Among child_
ren aged eight to sevent.een years, the Prime Minister either by title or

by name was the most popular response in free-associations to the concept

of government. In a structured choice situation there rvas a precipitous

decline in the selection of the Prime Minister between the ages of nine

and twelve years, with the older children moving to a more instituional-
ized conception of government (parliament or House of commons).

Zurichrs (1968) results from a study in British columbia provÍd.e

stronger supPort for Pammet's proposal. Zurich found that 547" of his

elementary school subjects understood at least vaguely what ,,government,l

means' From grades three to seven, the strongest image of government was

Parliament. rn grade three, this Ímage \,ras tied in rank order r¿iËh the

flag, while Ín grades four and five, the supreme court came second, and

in grades six and seven voting placed second. I^/ith the possible excep_

tion of the f1ag, these are all strong instituËiona1 images, smith
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(I969), in 0ttawa, also found that poliricaL 'rinstÍtutions', r,,zere visible

in some degree to all his four- to fourteen-year-old subjects. rn the

earlier years , these I'institutions " r^lere Parliament Hill and Buckingham

Palace. Images of symbolic-dy¡¿*ic political institutions first appeared

at age ten. However, these institutions did not arrive on the child,s
political horizon alone; ti{o

ingfully salient. The Queen

five years of age, and Prime

personal polÍtical figures were also mean-

was visible to Smithrs subjects by four or

MinÍster Trudeau by eight or nine years of

after Kingston rs mayor-
the name and Ëhe role

Fina11y, in Quebec, Rirchart (r913) found rhar young children

perceive government in personal rather than instiEutional terms. How-

ever' while hÍs Anglophone subjects shifted to an institutionalized

image as they matured, the Francophone subjects remained relatively

stable in their personalÍzed conception.

Quite apart from the question of whether or not Canadian children

fol1ow the American pattern of adopting personalized Ímages of govern-

ment before institutionalized images, is the question of what level of

government enters their a\4Tareness f irst. pammet's f Índings suggested

that for politÍcal figures, the order is mayor, prime minister. and then

premier-, while for Ínstitutions Ít is federal, nnrnicipal, and finally
provincial. Smith's results \iere somer"hat dif f erenL f rom panrnetrs in

that knowledge about the prime minister preceded that about the mavor.

-Pammet questioned the children on the day
alty elections, so that his subjects' knowledge of
of the mayor may have been spuriously high.
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while the premier still placed last. rn the final analysis, the trend

appears to be similar to the one noted by Greenstein Ín the united

States.

i^Iith regard to the function of government, smith (1969) found

that by eight years of age his subjecLs had relatively correct notions

of taxes, laws and help-gÍving as the main functions zurichrs (1968)

subjects singled out lawmaking as the most ímportant function of sovern-

ment, and the identifícation of the chief lawmaker shifted from the

Prime Minister jn srade fhroe to Parliament in grade seven. Ritchert
(Lg73) found that most chÍld.ren from grades four to seven perceive

government in terms of authority: the government ru1es, decides, tells
people r¿hat to do. Two major categories of response emerged: (a) gov-

ernment described as an inpuL agency which makes decisions on polÍcy and

solves problems, and (b) government seen as an output agency which helps

people, provides jobs, etc. His Anglophone subjects tended to give more

input agency responses and Francophone subjects more output agency

responses. None of these findings conflict with the results of the

American studies.

One last finding on which three of the four Canadian studies con-

curred, and which is at variance with the American results, is that

Canadian children do not see the eÕvêrnmênr ìn í.d9¿Iistic terms, pammet

noted that the affec!ive orientations of hÍs subjects were basically

positive buL somewhat reserved; smith's youngest subjects, aged six to

ten' gave positive evaluations of government role performance, but beyond

age ten the modal response was a medium to faÍr evaluation; Riichert found
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that the majority of his subjects felt the government makes mistakes.

Zutich, on the other hand, f ound that. tlre rìrlt.r:¡ r)f' ¡rubì Íc atrthor:i.ty

figures and government are highly approved by children. The majority of

tl-re studies carried out in canada suggest that the average canadian

child, unlíke his American counterpart, does not see

a vision of holiness when he glances in [he direction of government
- a sanctity and rightness of the demigoddess rvho dispenses the
milk of human kindness (Easton and Dennis, 1970, p. 30).

Many of the findings presented Ín this section fit comfortably

into Piagetrs general theory of development, and also support the propos-

ition made earlier that the acquisition of concrete operatÍons is impor-

Lant to the understanding of the potitical world. The most conrnon fÍnding,

namely, that the earliest image of government is a highry personaLízed

one which is only gradually replaced by an institutionalized view.

follows the general trend which Piaget describes for Lhe acquísition of

all knowledge: the child must deal with a matter ar a concrete level

bef ore he can deal with it in the abstract. l^/hile the Canadian investi-

gators stated that they could not completely support the principle of

early personalization, their findings are not really at variance with

the príncip1e. Pammet found that the mayor and the American President

are the first political objects to become vÍsib1e tothe child. and Smithb

results showed the Queen and the PrÍme Minister to be the first. These

are certainly personalized images of government. OnIy Zurich's finding

that Parliament is the most salient image of government for the young

child contradicts the personalízation principle.

ThÍs same principle applies for Greenstein's finding that aware-
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ness of the executive body precedes ar,Tareness of the legislative body.

The executive can easily be personalized and viewed as one concrete

person, whereas the legislature is a far more abstract institution.

Furthermore, an understanding of the legislature requires an undersLand-

ing of the concepts of debate and consensus which are beyond the grasp

of the young child who is still struggling to free himself from his ego-

centricity, and is only just beginning to understand that people can

have different Þoints of view.

The facL that lav¿rnaking emerges as the single most important func-

tion of government for children in most of these studies, as well as the

specific identification of the lav¡maker, can also be explained by Piagetrs

theory. Laws are very real and comprehensible to the young child. He

has been forced to obey a multitude of rules and lar¡s for the most part

of his short life: he must obey his parentsr rules, his teachersr ru1es,

the traffic policeman's rules, and the rules of the game at play. In

studying the rules of the gamePÍaget (1932) outlined a general theory of

the development of the conception of rules. In the first of the two

stages, which lasts from about four or five years of age to about nine or

ten years, the child believes that some authority (usual1y Father) orig-

inated the rules of the game, and that nobody ever played that game be-

fore the authority plal'ed it. Iloreover, the authorit)' conve)'s on the

rules a sacred, unchangeable character: they are absolute and cannot be

altered. In the second stage of the conception of rules, beginning at

ten or eleven years of age, the child believes that rules can be changed,

that they originated through human invention, and that they are maintaíned



¿o

only by mutual consent among equa

fha ¡nnnanf inn ^t 1."^ -i+ 
"^ 

*^LlLç UUIILgPL IUTT UI IA\¡/S , It IS NOE

old child names the President or

Extrapolating these findings to

rprising that the seven- to ten-year-

Prime l"Iinister as the chief lav¡maker

Ls.
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since these men represent the supreme external authorÍty of government.

A¡ about age ten when the child comes Lo reaLíze that rules are main-

tained by mutual consent among equals, he also shifts to the belief that

Congress or Parliament is the chÍef lawmaker.

Another important aspect of the findings Ín this area is the lack

of consensus on what level of government enters the childts ar"zareness

f i rct. Tl- ¡nna¡rc hnr,rar¡or t-hqt AI^/a¡. eneSS Of 1OCal and f edef al gOVefn-

ment darvn almost simultaneously. and before a\,vareness of the staEe

government. Thus, there is no clear support for the centre to periphery

'-Lr ^L +r^-^1., ,,^L^1; r'n fÈrn arn-.,f lr of tho nnoni'. ír¡o nnn¡onrpqLLE!rr wlt!Llt wdÞ ¡jLruIrBJ-y Ltpttel.u In LIIg BIowLIl _*

of nation and nationality.

The present study inquired into the Canadian child's knowledge of

the political structure in terms of his knowledge of the names and roles

of the incumbents at the three levels of government. The major ain lvas

to assess whether the growth of this knowledge conformed to the patterns

discussed above, and thus to Piaget's general theory of development.

Political identity. Henry Tuene defined potitical community as

llâ grotrn of nponlo holrì fnoofhor l-'.' ñiits,r11 Ê-i^-- Þ-- r--r^ uj 'ruLua! L.=o of one kind or another

which give the group a feeling of identification and self-a\^rareness

(from Greenberg, 1969, p. 412)". These mutual ties are often given

expression in a recurrÍng set of statements or key symbols which become

deeply \¡/oven into the texture of the body politic. Two types of symbols
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which are at the disposal of politics have been distinguished by Edelman

(1964). The first of these are referential symbols which are simply

economical ways of referring to objective elements in ob.iects or situa-

tions, for example, accident statistics or cost figures. The second

kind, condensation symbols .

...evoke the emotions associated with the situation. They condense
into one symbolic event, sign, or act, patriotic pride, anxiety,
remembrances of past glories or hurnÍliaLions, promises of future
ørêâf-nêqq ln Ál\ts.v/.

If certain symbols are inextricably woven into the fabric of the collec-

tivity, and if these s1'rnbols become focal points for the comrnon sentÍments

and emotíons, Ehen Lhe degree to which a group shares a sense of poliL-

ical com¡mrnity can be determined by the degree to which they recognize

common symbols.

Awareness of the name of onets country or the name of the nation-

als of one's country is a very important aspect of political identÍty.

Doob (1964) has hypothesízed that the concept of nation, "through verb-

alizations and slightly extended symbols...acquires a superorganic

sacredness of its own (p. 33)." The name of the country comes to repre-

sent the land, the people, and the culture which, accordÍng to Doob, are

the essential elements of national consciousness. Furthermore.

the other symbols besides the name which represents a nation obví-
ously also evoke a rvide variety of responses...But they are líkely
to be unequivocal in one respect: they arouse that name, which
then serves to nrediate many of the responses aLtached to them(p. 34).

rn a study conducted in five countries, Lambert and KlÍneberg (1959)

found that the national reference is cross-nationally stable as a cate-

gory in self-descriptions and that its use clearly increases through ages
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six to fourteen years. In the United States, both Easton and Hes s (1962)

and Easton and Dennis (1969) have found that the child comes to see him-

self as American very early in his political development - at least by

seven years of age. Jahoda (1963a) found that by eÍght or nine years of

âEe, the majority of his subjects named scotland as their country and

identified themselves as Scottish.

Among the symbols which become identified with the nation. the

flag is among the most visible and universal. In questioning American

children, Horowitz (I94\) found that selection of the AmerÍcan flas as

the best flag showed a steady development from 27.3% in grade one to 100%

Ín grades seven to twelve. Lawson (1963) who replicated Horowitz's study,

found that appreciation was fairly constant from kindergarten onwards,

with an average oL 70% selectíon. Since it is doubtful that the average

person can be objectíve Ín selecting "the best flagrr from a serÍes when

their countryrs flag is an option, these results give some indication of

the percentage of children recognízing their nationrs f1ag. In the course

of the same study mentÍoned previously, Greenberg (1969) asked hÍs grades

three to nine subjects to select their flag from a serÍes. The responses

were highly accurate, ranging from 94% to 100% correct. similarly.

Jahoda (1963b) found that by six or seven years of age the majority of

his Scottish sub iects recosnizpd the Union Jack as their flag. And

finaLly, in a study conducted Ín winnipeg, Dumaine (rg7L) found that 83%

of her grade two subjects and 100% of. her grades five and eight subjects

recognÍzed and correctly identified the canadian flag as their flag.

Thus, the awareness of the name of oners country and its nationals,
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as \.,/e11 as the s1.rnbols which become attached to it, are important

aspects to the child's growing political awareness. ln the present

research, the study of potent natÍonal symbols rüas used to assess the

extent to which the subjects possessed a sense of political community,

that is, a sense of national identity.

However, in a country

n^-^J^ :L
vdrlou4, IL Iù, qu_ _ _

tical culture with whÍch the

but also a number of distinct

noted that

as ethnically and regionally diverse as

that one will find not only a general poI

great majority of the country identifies,

political subcultures. Kruhlak (1970)

l-

fhp greafpr fhc heterospnpifv of fhp nonrlefion nn reljsinrreyvHurqLrvrr vrr !e4r6¡vuù,

ethnic, or even regional lines, the greater the likelihood of
finding subcu1tures (p. 10).

Furthermore, Johnstone (1969) found that canadian youth, and most mark-

edly Francophone canadians, are greatly impressed by the provincial

divisions of Canada. These rùere frequently noted in spontaneous des-

criptions of canada. The'r¡/orks prevÍously cited by Piaget and Jahoda

showed that children identify themselves as members of their city or

province as rvell as members of their country. Since region or province

seems to be an important reference point in polÍtical orientations, it

can be assumed that meaningful symbols will also gather around the prov-

ince and that a\^zareness of these sl.rnbols ind icates an identif ication

wÍth the region. children's a\¡/areness of these regional symbols was

also examined in this study.

PolitÍcal commt¡nit]¡ sentiments. PoIitical comnnlnity sentiments

are two-faceted phenomena, on the one hand, these sentiments can be
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directed toward the community in the abstract and refer to affect

toward the nation as a whole entity. orì the other hand, these senti-

ments can be directed toward the community viewed in more concrete terms

and refer specifÍca11y to affect towards one's compatriots. The greac-

est portion of the 1Íterature on political conrnunity sentiments has

emphasized the former - affect towards the nation.

For most people, having a place to call home is not a privilege

but a birthright. The term 'rhome't can refer to the actual house in

which one has lived wíth onets family, oners hometown, or onets counEry.

In Doobrs (1964) opinion, such a site is almost always precious for two

reasons: firstly, people associate it with their earliest and mosc

profound satisfactions, and secondly, they expect to remaÍn at or near

their home throughout theÍr lives.

In his review of the 1Íterature related to the socialization of

po1Ítica1 community sentiments, Greenberg (1969) found three major

themes. The fÍrst of these, the early attachment theme, is most readily

identified with the work of Easton and Hess" rn their L962 study, they

found that by the time children have reached grade two (age seven) most

of them have become firmly attached to their political community. Imper-

ceptibly, they have learned that they are Amerícans and that, in a way

difficult to define, they are different from members of oEher systems.

This knorvledge is highly coloured r¿ith emotion and occurs long before

rational understandíng of the polÍtica1 system.

Thus, the sentiments of modt children with respect to their political
community are uniformly warm and positive throughout a1l grades, with
scarcely a hint of cynicism or note of dissatisfaction (Easton and
Hess, 1962, pp. 236-237).
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The younger children could hardly dare express dissatisfactÍon since

they not only associate the sanctity and awe of religion with the

political community, but up to the age of nine or ten they sometimes

have considerable difficulty in disentangling God and country. The

solemn pledge to the flag seems to contribute to this confusion. The

results of Hess and Torneyrs (f968) study are essentially in agreement

with Easton and Hess's earlier findings. They concluded that:

the young childrs Ínvolvement with the political system begÍns with
a strong positive attachment to the country; the United States is
seen as ideal and as superior to other countries. This attachment
to the country is stable and shows almost no change through element-
ary school years. This bond is possibly Lhe most basic and essen-
tial aspect of socialization into Ínvolvement with the political
life of the nation (p. 2I3).

The second theme Greenberg outlined \^7as one of gradual apprecia-

tion which emphasizes horv maturation brings an elaboration or sophisEic-

atÍon of the childrs earlier attachment. The third theme was the cenEre-

nori nhorrz rhamo in which Gf eenbere noted Pjaset rc r-!rroo .Ê.õ^ rheorw nfvrçErruE!b rrqóLL ù Ltl!Ce ¡iLdBe LII__-J

the development of the concept of natÍon and nationality. However, Ín

the view of this investigator, Greenberg failed to stress the most

pertinent aspect of PÍagetrs theory in the relation to the developmenc

of cormnunity sentiments. Emphasízing Piaget's belief that the childrs
I'gradual realization that he belongs to a particular country presupposes

a para1le1 process of cognicive and affective development (r951, p.563)",

one could subsume Greenbergfs second and third themes into one cognitive

developmental mode1. i^/ith regard to affective evaluations, Piaget (f951)

outlined three stages which are parallel to the stages of the cognitive

development of the concept of nation and naLionality and are clearly
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marked by the same widening of cognÍtive horizons. fn the first sEage,

the child's reasons for liking a counLry are, from an adult point of

view, very whimsical. switzerland may be liked because it has "such

pretty houses'r or "the loveliest cakes" (piaget, 1951., p. 566). During

the second stage, family loyalties and traditions begin to predominate

over purely personal motives - the country becomes the terra patria.

The child prefers switzerland because "r was born hererr or "my mommy and

daddy are swissrr(Píaget,1951, p. 566). During the third stage, motiva-

tions are geared to certain collective ideals of the national communitv.

swÍtzerland is preferred because of its neutrality, freedom, official

nhrri l. r¡ ôr-^ Thus the child starts out r¿ith motives essentiallv boundLrre vtrrru oL

up with subjective or personal impressions and progresses towards

acceptance of values common to the group, first to the family group and

then to society as a who1e.

Drawing from the gardual appreciation school, Adelson and OrNeill's

(L966) findings certainly support Piaget's belief that cognirive develop-

ment is paralleled by affective development. rn their study, children

below the age of thirteen years Idere ,rarely able to transcend personal-

ized modes of discourse in the political realm and found it difficult to

conceive the country as a whole. Beyond the age of fifteen years there

was a tremendous increase in the srasD of the nâture and the needs of

the political community and in the understanding of the importance of

consensus.

The early attachment and cognitive developmental themes are not

really antithetícal - they simply reflect different approaches to the
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study of affect toward nation. Easton and Hess (1962) emphasized early

positive sentiments towards the politÍcal community and found that

affect develops before any real understanding of the system. Piaget

(1951), on the other hand, \,/as most interested in the childrs motives

for his attachment to a political community, and found that this develop-

ment parallels the child rs growÍng cognitíve abilitÍes. That these tl,/o

approaches are not contradictory is highlighted by the fact that when

Easton and Hess inquired ínto the childrs reasons for liking the United

States, their f indings \¡rere similar to Piaget rs. Children aged seven to

nine consistently mentíoned such general social objects as their schools,

the beauty of their country, its animals and flowers, eLc. Reference to

such items declined sharply at the age of twelve or thirteen and were

replaced by such items as democracy, voting, freedom, etc.

To turn no\^/ to the least studied aspect of political comnmnity

sentiments, affect towards compatriots, Hess and Torney (1968) have

found that the young child develops a sense ofrhe'r in relation to his own

country, and a sense of tttheyil with respect to other countries. Ge:nerally

it seems thaL whether or not a country has distinctive traits or a dis-

tinctive national character, its nationals almost certainly believe that

it does (Doob, L964). Hartley (1948a) found that by five and one half

years of age, reference to ethnic group membership becomes widespread in

descrÍbing self and other people, and, as stated earlier, Lambert and

Klineberg (f959) have found that the natÍona1 reference is cross-natÍon-

ally stable as a category in self-descriptÍons. Hewever. verv litt1e

research, if any, has inquired into whether this early ability to distin-
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guish between I'we" and "they", and the willingness to identify wiEh the

'\¡e's" even before the boundaries of the nation are clearly defined

(Hess and rorney, 1968, p. 31), resurts in a strong affective preference

for one's fellow Ín-group members - oners compatriots. Taylor (L913) has

demonstrated that within one country, canada, larrg'r;rgc and cultural

background are two important factors contributing to this sense of
r'\¿e-nessr', while geographic region ranks a poor third. This raises an

interesting question f or Canadians. Inlhen one transcends nat j-ona1 bound-

aries, does geographic region (country in this instance) remain second-

ary to language and culture? or do canadian children, like Hess and

Torney's American subjects, identÍfy wÍth a national '\¡e'r in this kind

of situatÍon?

This study considered all of the above mentioned aspects of

political cormnunity sentiments. I^/ith reference to cornmunitv in the

trabstracL", âo attempt was made to assess the direction and strength of

canadian children's evaluations of their country as well as their

motives or reasons for selecting the one country they prefer. In this

regard, then, Easton and Hessrs early attachment theory and Piagetrs

cognitive developmental model were given equal consideration. With ref-

erence to the "concrete'r aspect of the policical comrm:nity - fellow

countr)-iûen - an attentpt was made to assess rvhether Canadian children

demonstrate a preference in friendship choices for their compatriots

over nationals of other countries. Also considered was the relatÍve
i-^^-È t t ^ngllage - cultr¡re and çêôçrAnhic reøinn r.rhen friondchínIllrPvl LeIlLg UI f qrröuu6v vurLu!e _!^e __Þr_--

options were drawn from various countries or from strictly within Canada.
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The Influence of Cultural-LinsuistÍc rat¡h ic and Other Factors,

From the sheer volume of the I it eratu re reviewed .above . it Ís

clear that a faÍr amount of research has preceded the present investiga-

tion in the four major areas selected for study. rt Ís equally obvious,

however, that the majority of the prevÍous research !,7as not conducted in

Canada, and, as seen from the review of the literature on knowledge of
ÈÌ.^ ^^ì-'+i^^1tne Porltlcar structure, mây not \./arrant wholesale generalizations to

the Canad ian scene. I^/hat are the f actors which make the Canadian situa-

tion different? Hodgetts (1968) proposed that this country's uniqueness

stems from a unique set of Canadian problems. The first of these is that

canada 's f oundat ions are grounded in , and her fu ture d epend ent u pon , r\.vo

entirely different language communÍLÍes. The second major problem

canadians face, according to Hodgetts, Ís the fact that the fathers of

this country origÍna1ly built a nation-state without firm foundation, In

1867 they created a national politicat regime without a stable political

community to supPort it, The loyalties of early Canadians were firmly

rooted in regional concerns; relatively few shared John A. MacDonaldrs

national dream. To this day, canada is plagued with problems emerging

from differences in regional interests. For these reasons the two factors

of language and geographic region rÄ/ere selected for special consideration

in this study.

The cultural-IÍnguistic factor.

pre-rational aLtachment to the language

fundamental trainíng (l^IeÍnreich, 1953) ,

only serves to reinforce the ímporrance

Most people develop an emotional

in which they receive their

and this early strong attachment

of language as a solidifying



36

factor in group identifícation (E1kin, 1960; Taylor, Lgl3). r'Language

provides an efficÍent \.,ray to create ar.ùareness r¿ithin peopte of their

own distinctive attributes (Doob, 1964, p. 230)'1. Hence language is

closely related to culture, and their combined influence can colour the

entire world view of their heirs, especially in instances where

language-cultural groups are geographically separated (l^IeÍnreich, 1953;

Berger and Luckmann, L966)

rn canada, t'vo major linguÍstic groups exist side by side - the

English-speaking canadians and the French-speaking canadians. The

English-speaking Canadians have been engaged in a strident search for a

Canadian culture. But language and culture being as intimately linked

as they are, English-speaking canadians have simply invited the reply

from French-speaking canadians that they find no place in the common

culture (Fieldhouse, L964, p. i3). To the majority of English-speaking

canadians, canada is a natíon with a single history, â single people, and

a single political ideology. rn the eyes of the majority of French-

speaking canadians, the picture ís not that simple since canada first

existed as a French-speaking nation; the English created another Canada

(Garigue , 1964, p. 5 ).

French-canadians of today knorv that they form one naLion, whose
geographical cenLre is the province of fuebec and rvhose political
centre lies in the government of Quebec (Dozois, Lg64, p. L7).

The history textbooks studied by Canadian students not only rein-

force the respective points of view of the Engtish-speaking and French-

speaking canadain students by what they Eeach, but also promise co per-

petuate contemporary canadian problems by what they fail to teach.
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French language texEs, according to Hodgects (1968) and Trudel and Jain

(1970), are almost without exception, biased. The period before the

conquest is covered intensively and is d.escribed as the heroic era of

the fulfillment of rrla mission providentÍellert. The tone is one of epic

poetry. ln the period after Confederation (which is usually described

as a dangerous union), English canada is barely discussed: canada is

still the canada of the French regime - the st. Lawrence Valley. The

constant and basic preoccupatÍon in the French-language texts is the

preservatÍon of the French language and culture and the Roman Catholic

faith. tr{hile the English language texls are, agaÍn according to Hodgetts

(1968), more rearistic, they can still be faulted in a number of wavs.

Instead of stressing existing stories of heroÍc adventure. thev overem-

phasize the po1ítical and constitutional history of Canada. The courses

essentially chronicle a dead past and little attempt is made to relate

this to canadars presenL and future. Furthermore, the texts present a

bland consensus versÍon of hístory: the conflict of opposing viewpoints

which made that history real and relates to today is omitted. Thus.

English-speaking and French-speaking Canadian youth are learning about

two very different Canadas. Texts in both languages appear to be bÍased

in that they skip lightly over the history of the other culLure. thus

--l'i- ^^1 r - !i¡ ,rnrlarotnnl.'-^ 
^F 

ñr^õ^ñf J-,. l-4-^l^ .-^--- Å: ccurdNrrrË d Lcrdrr-sLru un(lerstanorng or present day \,anaoa very drllicult for

both groups. But there is an import*ant difference between French lansuase

and English language texts. The colourless image of Canada presented

to English-speaking youEh probably helps to perpetuate the traditional

low-key patriotism of English-speaking canadians. However. French-
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sPeaking students can readily identify with the valliant heroes of New

France and with the continuing struggle for Ehe preservatÍon of their
language. and culture. This probably results in a much stronger sense

of nationalÍsm, based on personal nationality. Fieldhouse (r964)

defines thÍs concepc:

The group of people embodying (the elernents of race, religion, and
language) forms a nation, and these characteristics exíst in thelndividual, independently of the place in which he is domociled and
independently of whether the political po\.ver Ís in the hands of per-
sons belonging to his nation (inthis personar. sense) or not (p. 14).

In this sense, Quebec is a nation within a naLion.

I{hat are the effects of these two differing views of canada on

political cormnunity sentiments ? Taylor et al . (rg72), working in
Montreal, found that both English-speaking and French-speaking canadian

children evidenced strong regional affiliation, while English-speaking

CanadÍan children showed strong national affiliation as we1l. But which

of the English-speaking Canadian children's affiliations is the srrong-

est ? And what role do culturar- linguistic factors play in poritical

identifications? Language-culLural group was selected in the present

study as an independent variable so that these questions could be

empirically investigated.

'nl ^ ^^^--^^Li ^ crile geograpnlc ractor. Johnstone (1969) found that not only do

English-speaking Canadians betr,'een theFrench-speaking Canadians and

ages of thirteen and trventy-one years differ Ín their perceptions of

Canada, but westerners and easterners differ also. Furthermore, Johnstone

found that the dÍfferences between the Quebec and non-Quebec French-

speaking Canadians ldere greater than the differences between the wescern
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and eastern English-speaking Canadians.

children from Montreal as representative

ethnic solidarity and coherence

coincidence between social and

Thus, it rvas decided to study

of eastern Canada. Since

are much enhanced rvhere there is a

geographic boundaries (Vafláe, LgTT), the

selection of samples representing both language groups in both l^linnipeg

and Montreal provided a couo L:erbalanced contro r f or the poss ib le
rrdominant group" f actor. tr^lhi1e English-speaking Canadians are indis -

putably the dominant group in Canada taken as a whole. in the soecific

regions selected each language group has its ov,¡n province of dominance:

the English are dominant in Manitoba and the French are dominant in

Quebec. I^lhile this kind of regional separation of a country along

language lines is not really a uniquely Canadian situation (Srvitzerland

and Belgium are trvo other countries where the situation exists), its

effects on Political identification and on political community sentiments

have never been investigated. Thus, region \Aras an important variable in

the study of the political orientations of canadian children.

Other factors. The respective influences of such factors as race.

socioeconomic status, sex, and intellectual ability on the products c¡f

^^ 1 
" 

ts; ^ ^ 1 - ^ ^ i ^ 1porr-LLcar socraL-ization \^/ere considered in many previous studies.

Although these factors \^/ere controlled in this research, the major find-

ings deserve at least brief consideration.

i^/ith regard to race, Greenberg (1969, L97oa, b, c) and orum and

Cohen (1963) among others have consistently found significant differences

between black and white American children in both their knowledse of the

political community and government, and their supportive attitudes for
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this community and government. Social cl.ass differences favourine the

middle-class child have been reportcd l'¡'v many investigators rvith regard

to the various products of polltical socialization. Jahoda (L963a) and

Dumaine (I97L) found sociaL class differences in the cognitive concepE

of nation and nationality; Jahoda (1963b), Greenberg (L969, L97oa, b, c),

and Dumaine (I97L) found differences in terms of knowledge of the polit-

lcal cormnunity and national identity; Greensteín (L965), sigel (1968),

Zurích (f968), Greenberg (1969, L970a, b, c), and Orum and Cohen (1963)

found social class differences in knowledge of the political system.

I^Jith reference to intellectual ability, Hess and Torney (f968) concluded

that intelligence is one of the most important mediating influences in

the acquisition of political behaviour in that high LQ. accelerates the

Process of political socialization for children of al1 social slatus

levels. Final1y, with regard to sex differences, Greenstein (1965), Hess

and Torney (1968), Zurich (1968), and Easton and Dennis (Lg6g) all con-

cluded that such differences are negligible, except possibly in respect

to knowledge of the political system.

I,Jhile the investigation of the influence of these factors might

have proven interesting, the developmental and Canadian focus of this

research made the consideraEion of Lhese variables unwielcly. They were

thus not included as independenE variables, but rather as control vari-

ab les .

The Statement of the ProbLem

The primary concern of this study Tdas to investigate the changes

that occur. with ase ín fhe ehí1d rvith respect to the products of political
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socialization, namely, his cogniLir¡c concept of nation and nationality,

his knowledge of the political structure, his awareness of his political

identity, both regional and national, and his political conu'nunity senti-

ments.

On the basis of the general findings of the literature reviewed.

it was expected that with age, the products of political socialization

would deveLop to be more like the adult view; the amount of knorvledge

about and conceptualization of nation, nationality, the political

structure, and poLitical identity rvould move torvard the adult level.

sentiments tovrard the political conrnunity would be positive, and in

friendship choices compatriots \^7ou1d be chosen more frequently than

nationals of other countries.

Piagetrs theory of cognitive development, including his findings

on the development of the cognitive concept of nation and nationality,

suggest that i

(a) the adequacy of the child's cognitive concept of nation and

nationality would correspond to his cognirive developmental level.

(b) the growth of the chil.lrq n^s.r'r-ir¡p .oncept of nation and his

knowledge of the political structure would initiate in his more immediate

surroundings (city) and later include the more distant and remote (prov-

ince and country).

(c) the child rvould be able to verbally express the spatial rela-

tionship between city, province, and courì.try before he can construct it.

(d) the growth of the cognitive concept of nation and nationality

would proceed from no understanding of the spatial and logical relationship
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between city, province, and country, to an understanding of the spatial

relationship, and thence to an understanding of the logical relationship.

(e) the child's comprehension of political institutions would

change from a concrete-personal to an abstract conceptllalization.

(f) the child's motives for liking his country would change from

purely personal ones among the youngest children to an acceptance of

group values, familial and then societal, among Ehe older chiLdren.

The influence of factors associated with geographic location and

mother congue on the products of political socialization \,,rere also exam-

ined. tr^Iith only two exceptions, no dif f erences rìrere expected between

English- and French-speaking children, nor between the \^linnipeg and-

Montreal children. The first exception was tl-rat mother tongue rüas expect-

ed to be associated with children tendine to choose friends from their

ovm language group. The second r./as that mother tongue and geographic

region \Ärere expected to interact on affect toward the nation sucl-r l-haE

French-speaking Montreal children would view Quebec more positively than

Canada and take more pride in being Quebeckers while other chiLdren would

view Canada more positively than their respective provinces and take more

nríde ín beÍnq Canadians,

FurLhermore, the level of a childrs cognitive concept of nation

\,ras expected to correLate rvith the leveL of his cognitive concept of

nafíon¡lÍrv ¡ncl hís knnr.rledøe of the nolitical s--"^*"-^ t. l as withrraLrvLr@!rLJ qrlu rr!o A(rvrvtLuóL ur r uL!UçLU!9, dù WCI

the extent of his political identity and the degree of his positive

affect towards his nation.
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Des ign

A variation of the split plot design was selected for this

research so that (a) age changes and (b) Language, geographic, and inter-

school differences with respect to cognitive concept of nation, cognitive

concept of nationality, knowledge of Lhe political structlrre, political

identity, and political community senEiments could be investigated. The

four levels of sLratífication defined by the independent variables are

illustrated in Fisure ]-

A. The developmental variable. Although the child's age is the

criterion most connnonly used to indÍcate that developments are taking place

in the child, or ho\,7 much such development can be expected to have already

taken place, school grade r¡ras sêlected as the summary variable. Because

grade represents the formal and Ínformal contributions of the educational

system, it rvas assumed thaL a child at the grade level considered normal

for his age was an average child in terms of maturation and experience.

However, an additional screening variable was dictated by the choice of

Piagetrs theory as the developmental f ramework. i¡Ihile stages, according

to Piaget, emerge in development in an unchanging and constant order of

succession, the age at which logical structures appear is relative to the

environment rvhich can either facilitate or impede their appearance. Thus,

in the present study, two Genevan tasks were used to assess the subjects

minimum cognitive level, and this information was sometimes used in addi-

tion to, or inslead of, the age-grade level in the analysis of the data.

The specific age levels to be studied \.vere selected on the basis

4J
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of the theoretical and empirical rvork of Piaget and I^leil (i95f) and the

findings of the pilot study. Piaget's theory of the development of the

cognitive concepts of nation and nationality spans the ages of five to

eleven years. Thus, for the pilot study for thís research, four age-

grade levels had been selected, based on Piagetrs theory: age five-six

years (kindergarten - grade one), age seven-eight years (grades trvo-three),

age ten-eleven years (grades five-síx), and age thirteen-fourteen years

(grades seven-eight). Because very small increases in scores were

obtained between the ages of five-six and seven-eight, and between the

ages of ten-eleven-and thirteen-fourteen, the cross-section of grades

selected for this study rvere those that appeared to tap the periods of

most rapid gains within the developmental sequence. Hence, the following

age -grade levels \¡rere s elected f or s tudy:

i ì qiv r¡errs af açc

ii) nine years of age

, greàê 
^nê.Þ_

. orerTo F¡ttr

iii) twelve years of age : grade seven

B. The betrveen groups variables. The linguistic-cultural vari-

able was restricted to the simple criterion of mother tongue, which was

defined as that language first spoken and still spoken by the individual.

Thp moFher fonerre of one half of the subiects selected within eanh srnde

leveL r¿as French and that of the other half r"as Enelish. Children rvere

also selected on the basis of geographic location. Within each grade

and rvithin both language groups, half the sample \Àlas drarvn from the City

of l^Iinnipeg and half from the City of Greater Montreal. In order to

qualify as a resídenL of either city, any given subject had to have spent
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the greatest portion (beyond the age of three-four years) and the most

recent years of his life in that city. To permit a more accuraLe esti-

mate of the amount of variation attributable to the key factors, subjects

r,¡ere also selected on the basis of schools. At each grade level, in

both language groups, and in both geographic locations, children attend-

ing two different schools were selected in order to estimate interschool

differences within the key variables of age, mother tongue, and geogra-

phic location, respectively.

Subiects
q

A total of 72 Caucasian, Canadian-born, middle-class" children

whose teachersr rated them as functioning adequately in the regular school

prografiûne at the correcL grade leve1 for their age LTere randomly selected

in terms of the stratification illustrated previously in Figure 1. Thus,

there were 24 grade one subjects (mean age: 6 years, ILL, months), 24

grade four subjects (mean age: 9 years, 11 months), and 24 grade seven

subjects (mean age: L2 years 11 months). Random sampling occurred at two

points: both the schools and the subjects within these schools were

randomly selected,

From the five separaLe sampling populations of I^Iinnipeg English

elementary Winnipeg English junior high, ülinnipeg French, I'lontreal

Ensl ish nnrl itlnrr.treal French schools listed in the resnecf ir¡e ci, arru rrvrrLl €dI -EreIlCII liCIIOOI$ ILSte0 lfl L^-- --, - --Ey

q-Socioeconomic class was judged according to Blishen's (L967) Index
for Occupations in Canada. Children rvhose fathersr occupations fe11
above the 25th percentiles \^/ere considered to be middle class children.
No distinction ivas made betrveen middle and upper cLass sínce Canada does
not have a large, rvell defined upper class.
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terephone dírectory, three schools plus five alternate schools were

selected by means of the table of random numbers. Since only schools

situated in míddle-class districts r¿ere eligible for study6, the general

socioeconomic status of the districts in which the schools were located

was then """u"""d7. This judgment was based on the investísator's gen-

eral impression of a district8 and the average annual income (from rdages

or salary) of the heads of the households in the district. A district

rvhere the average annual income npr hnr¡cph^1.1 head rvas less than $3,000

^^^^-)i-^ !^ !L^ 1961 census tract data (the most recent data available)éLeu!urLrË LU Lt¿c rruJ- uËLIÞLrÞ Lr¿l.(-L uaLa \L[ie. mos

\,,/as considered to be a lower-class district" Two schools (one Winnipeg

English elementary and one l^Iinnipeg French school) were dropped from the

sample because they were located in lower-class districts. These were

replaced by alternates. All of the schools selected and their respective

school boards or conrnissions \dere contacted. Permission to conduct the

research \,ras granted by all but one of these schools. I^Ihen the one

school ( a Montreal English language school) not granEing permission

aoIt wa" felt that this would simplify rhe selection of middle-
class subjects.

'A post hoc decision was necessary since one of the criteria rvas
the investigator's general impression of the district. I^Ihite it ¡vould
have been difficult to evaluate every school in winnipeg according to
this criterion, it ruould have been impossible to evaluate the }fontreal
schools in a comparable manner,

¿l-For the I'lontreal schools this requirement rvas fulfilled by having
a native of Montreal who agreed with the investigator's evaluation of a
number of Winnipeg districts, give his impression of the districts sur-
rounding the various schools.
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failed to reply after repeated contacts, it was replaced by an alternate.

Two major difficulties arose in the selection of the schools.

Firstly, because only two Winnipeg French schools met the criteria of

this study, random selection \,ras not possible. 0f the four French

language schools in Inlinnípeg, one \^ras located in a lower-class district,

and another had been used in the pÍ1ot study for this research. Íhe two

remaining schools agreed to participate in this investigation. In the

selection of Montreal schools a different Þroblem arose. Since no dis-

tinction was made betr¿een elementary and junior high schools in the

Montreal telephone directory, the investigator had proceeded on the

assumption that these schools would al-l serve grades one to eight inclu-

sively. This assumption proved to be incorrect, but the investigator had

no means of obtaining a list of al1 the junior high schools in Montreal.

In order to complete the grade seven sample, the principals of the ele-

mentary schools involved were asked to convey the request to that school

where the majority of their former respective students would be in

attendance. All of these junior high schools agreed to participate.

From Lhe population of children in grades one, four, and seven in

each chosen school, three subjects and twel-ve alternates \^/ere selected

using the table of random numbers. The records of the selected children

ruere drar.¡n to obtain inf ormation concerning race, nationality, socio-

economic status', ãBe, and mother Longue. Any child who rvas ineligible

q-l{here information about father
through the school records, Henderson'
peg and the City Directory of Montreal

's occupation was not available
s Directory of the City of i^Iinni-
were consulted.



/,o

because of any one of the selection criteria was eliminated and replaced

by an alternate. rn winnipeg, all the sub.jects' parents were then con:

tacËed to obtain their permission to intervierv the child. Three subÍects

were replaced by alternates because their parents did not grant permis-

sion. Since the Montreal schools did not require parental- consent, this

procedure was not followed in that ciLy. The relevant demographic data

on the subject sample is given in Table 2.

Procedure

The interview schedule. The ínterviews consisted of several forms

of questions, some presenled in a completely verbal form, and others in

conjunctÍon wich materials or tasks. The questions were designed to

elicit biographical information, data on the dependent variables, inform-

ation on second language contact and knowledge, and reliability data. In

addiËion, tvlo Piagetian tasks were íncluded to assess the minimum level

of the subjects. The questions \^/ere equally divided to form three inter-

view schedules. Parts I, II, III (Appendix A).

All of these instruments \^/ere developed by the investigator, draw-

ing liberally from the work of previous researchers. Each of the depend-

ent variables was assessed by a separate series of questions which. for

the ease of reference, rvill be called scales. Because of the exploratorv

nature of tl-ris study, only some of the questions \üere pretested; m¿Lny r^rere

not. For those questions that rvere pretested. some conment rvil1 be made

abouE Eheir effectiveness in the pilot study and about revisions made to

improve them. For those that were not pretested, the source of the

questions will be indicated.
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It shouLd be noted that the child rvas only asked questions per-

taining to his city (either l,/innipeg or Montreal) and his preyinqs

(either Manitoba or Quebec ) . The aim of the research \^7as not to give

the child a geography test; the study was designed to investigate the

child's concept of and knowledge about his own environment.

1. The cognitive concept of nation and nationality.

(a) The cognitive concept of nation scale was designed to assess

Lhe chitd's understanding of the spatial relationship between city,

province, and country. In order to permit a reliability check, the

scale \,üas constructed as two separate subscales, one administered in

Part I and the other in Part II of the schedules. from which the total

cognitive concept of nation score was obtained. The majority of the

questions on both subscales \,rere open-ended. For example:

Subs ca le 1 : I^lhat is Canada?

Where is i^linnipeg/MonEreal?

Subscale 2: I^lhat is a orovince?

What is the name of our citv?

In three separate questions the child was required to demonstrate through

constructions the relationships he had previously expressed verbally.

Trvo of these questions, in subscale 1, required that the child drarv

circles to represent the relationship betrveen his city and his country,

and then between his city, province, and country. The third question, in

subscale 2, required that the child tape together three differently

coloured, appropriately shaped pieces of construction paper to show how

his city, province, and country "fit together on a map'r. (For the com-
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plete sca1e, refer to Appendix A, part I, II).

AIl of the questions used on both subscales were basically

derived from those used by piager and weil (1951) and Jahoda (1963).

subscale l, with the exception of.the circles question on city, province,

and country, vras used in the pilot study. It was found that children

understood the questions and that the majority of the subjects at and

beyond the grade one-t\^ro leveI attempted to give an appropríate response

to each question.

(b) T'he cognitive concept of nationality scale was included to

assess the child's understanding of the logical implicalions of the

spatial relationship between city, province, and country for himself as

a resident of these places. Al1 questions on this scale were also oÞen-

ended. For example:

I^Ihat makes vou Canadian?

Can you be a Manitoban/Quebecker and a Canadian at the same time?

Pretend that you are going on a summer holiday to the united

States of America for a whole sunmer. While you are in the

united States, are you a canadian or are you an American? hrry?

(For a complete scare, refer to Appendix A, part rrr, 1.) The fÍrst

three questions on this scale were asaín deriverl from those used by

Piaget and l^Ieil (1951) and Jahoda (L963), and were used in the pilor

study. Even the youngest pretest chíldren understood the meaninø of rhe

questions, although the majority could not give a logical ansvrer to al1

three. The last two questions on this sca1e, developed by the investig-

ator for this study but not pretested, were included to eliminate the

possibility of a ceiling effect among the older children.
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2. Knowledge of the political structLrre.

The child's knowledge of the threè levels of the political struc-

ture was assessed from his ability to name the incumbent in the cop pos-

ition at each level (mayor, premier, and prime minister) and to describe

the incumbentrs resnênfír¡p rnlo Awareness of the relationship between

Canada and the Crown was also investigated by inquiring into the function

of the governor-generaI. (For the complete scale, refer to Appendix A,

Part III,4). All of these questions rvere derived from those used by

Greenstein (L969).

3. Political identity: National and reEional.

(a) The purpose of the national identity scale was to assess

the child's identification of self as belonging to a particular nation

group ("What nationality are you?'r) and his awareness of national dis-

tinctiveness as demonstrated by the recognition of symbols common to the

whole natíon (e.g., frag, anthem, coat of arms). rn regard to the symbols

there were eight recognition items, each consisting of a five-option

multiple choice question in which only one option v/as an acknowledged

Canadian symbol. I^iithin each set of f ive, the stímuli were identical in

size and artístic medium (photograph, àrawing, etc.). A11 visual stimuli

\üere pasted on separate pieces of

for the national identity question

of orchestration of five different

cassette tape. (For the compLete

The entire national identity scale

study and was not pretested,

black construction paper. The options

consisted of the initiaL 20 seconds

national anthems transcribed onEo a

scale, refer to Appendix A, parE II, 3).

was developed specifically for this
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(b) The regional identity scale assessed the child's identifica-

tion of self as belonging to a particular regional group (t'Are you a Man-

itoban/Quebecker?" ) and his a\^Tareness of regional distinctiveness as

demonstrated through the recognition of symbols con¡rnon to the region

(e.g., provincial flag, floral emblem, coat of arms), Each of the three

symbols recognition items was again a five-option multiple choice with

stimuli similar to those used on the national identity scale. (For the

complete scale, refer to Appendix A, ?art II, 4).

Political conrnunity sentiments: Nation and compatriots.

(a) Tire affect toward nation scale was designed to assess the

global positive-negative duality of feeling-emotion expressed in regard

to the nation, and a preference for one's own nation over others. In the

latter instance, the child v¿as allowed to choose hís nationality, given the

hypothetical situation of a stateless birth. To assess Lhe positive-

negative quality of the child's evaLuation of his country (and thus, by

inference, of his affect toward it), a semantic differential rating scale

was developed. Canada, and for comparison purposes the child's province

and a neutral country about which he claimed some knowledge, \{ere rated

on 15 pairs of bipolar adjectives. (For the complete scale, refer to

Appendix A, Part I, 5). The initial pool of adjectives selected as mean-

ingful rvere derived from the responses of seven adults rvho were asked to

free-associate to the word ttCanadarr. Their responses vrere recorded and

recurring themes noted. It was assumed that the other geographic regions

could be evaluated on a comparable basis. From a comparison of these

findings with a list of adjectives elicited by children in grades two to
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six (DíVesta, L966), 26 paLrs of bipolar adjectives lrere selected. Four

adult judges with a background of experience with children .¡ere then

asked which word-pairs they thought would be most meaningful in relation

to Canada for grade cne children. It rvas felt that the older cirildren

would be able to handle the task if the younger children could. The 15

adjective-pairs which a majority of judges agreed would be meaninsful to

yollng children in the context of the task constituLed the final scale.

In the pilot study, only one of the 48 subjects failed to understand the

task and could not complete it. The majority of the remaining subjects

not only understood what was being asked of them, but appeared Eo enjoy

the task.

To incre¿qa t.lra nrnlrcl-i t +.ty that each ratíng \Arould be made inde-

pendently of others, each adjective-pair was typed ou a 2 x g-inch page

and stapled togetl-rer into a l5-page booklet. (see Appendix A, part r, 5).

Tho nnn¡onf fn h^ -.ra¡l '.'¡o --.i-rlrs uvLrLsìJL uv üe rated was printed in large block letters on a 5 x 7-inch

white card. Because it was expected that a young child might experience

difficulty in rating on the basis of seven alternatives (NIaLtz, Lg6g), a

five-point scale Íras used with definitions as described by IIaLtz (f963).

To provide an easy reference for the child, the definition of the scale

r{as Printed on a 5 x 7-inch white card. Tþo neutral concepts (Sun: hot -

cnlrl. I'íro. r.rôf - dri"\ '.'^-^ ôi"^* ^Êi^^sv!u 
' r !! s! lvsL - dray) rvere given as practice trials. (For the complete

scale, refer to Appendix A, ?art r, 5, Part rr, 5, and part rrr, 3, and 5).

(b) The affect to¡,vard compatriots scale rvas designed by Ehe invest-

Ígator to assess the nature of the feeling-emotion expressed in regard to

compatriots. Tl-re f irst question gave the child the opportunity, in both
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his rank-orderings and his paired comparison choices, to select a com-

patriot (either English-speaking or French-speaking) rather ihan a

national of another country (Frenchman, Englishman, American) in a hypo-

thetical friendship choice. The child was first required to rank his

choÍces from I to 5, and was ttien given a booklet containing a complete

paired comparíson of the five alternatives. The booklet method was

again selected to enhance the probability rhat judgments would be made

independently. This question was used in the pilot study and the data

obtained suggested that language spoken by anindividual was an imporcant

consideration in friendship choices. Thus, â second question, identical

in f orm to the f irst, \^/as developed to assess the relative importance

of language and region (of canada) in malcing friendship choices. (For

the complete scale, refer to Appendix A, part r, 3 and ?art rrr, z).

5. Miscellaneous questions

A number of questions which did not form part of any of the prev-

iously men'tioned scales r/rere presented to the subjects on an exploratory

basis. For example:

I^Jhich city do you think is the most important city in canada?

What makes you more proud - to be a Manitoban/Quebecker or to be

a Canadian? htrv?

(See Appendix A, Part II, 2, and part III, 6).

During the interviews, cerLain other information r,ras obtained

which, iL was hoped, would assist in the interpretation of the data.

Because this study dealt with English-speaking and French-speaking

Canadian children as Ëwo separate groups, an attempt was made to assess
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how often a given child came into contact with the relevant language

ivhich \,Jas not his mother tongue (e.g., French for the English-speaking

child) and which language was spoken predomÍnantly in the home. (See

Appendix A, Part I, l, Section B).

The Genevan tasks.

In order to assess the childrs minimum cognitive level (especially

that of the grade one child) in terms of Piagetrs theory of development,

two Genevan tasks were used. The first \^ias a tube rotat.ion task commonlv

used to test whether a child has reached the stage of reversible opera-

tions. In this task the child must predict the sequential order of

three objects, which he has seen being inserted into an opaqLre tube,

afEer a 180 degree transformation, or rotation in space. The second

Genevan task was a hierarchical classification task in which the child

was required to classify and compare the resultant categories using a dual

classification system. In this research, the first classification cate-

gory \^/as type of material (a11 objects \^zere plastic) and the second was

colour (unequal numbers of red and yellow objects were used). This task

tests the child's understanding of class inclusion or part-rvhole rela-

tionships. (See Appendix A, Part I, 4, and Part II, 6).

Language used in the inlerviervs.

T\vo language considerations pertained to the development of all

the scales. Firstly, all of the questions had to be phrased in such a

L^Iay so as to be understood by grade one children. The questions used in

the pilot study appeared to be successful in this regard, so the questions

developed after, that time were phrased in the same simple, straightforward
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manner. In order to achieve a standard intervierv schedule. certain con-

cessions had to be made to the young child's cognitive abilities. For

example, instead of asking 'rlf you went on a sumrner holiday...,t, the

question was phrased'rPretend that you are going on a suntrner holiday

while the conditional is very difficult for a child of six to comprehend.

he certainly knows how to pretend. rn addition, some standard probes

were inserted into the questionnaire. For example, in a number of

instances the child was asked ItInIhy?'r Af ter a response. "Becausetr is

often the most. logical and immediate answer totrwhy?rrfor a young child.

rt was hoped that the probe "BuL how come?r'would elicit a further

resPonse.

Secondly, the final step in the development of the scales was the

translation of the final English version into French, for each child was

interviewed in his mother tongue. The translation was completed by the

researcher ivith the assistance of three other fluently bilingual adults.

Harrap's New S1-rorter French and English Dictionarv (L97 I Edition) served

as the major reference. In the semantic differential. because each word

was cruciaL , all ivords selected by referring to Harrapls rdere cross-

checked in Laroussers English-French Dictionary. Every effort was made,

however, to preserve the connotative meaning of a word or phrase in

translating from English to French. At times, this meant discardins fhe

recornrnended dictionary word for one more conmonly used by the French-

speaking population of Canada.

To check the equivalence of meaning of the two language forms, four

fluently bilinguaL adults were given the French version of the interview

scedule which they translated back into English. The comparison of the
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orígÍna1 version with the four independent.l,v translated

lighted rveak points in the translation. rtems on which

versions high-

there were

discrepancies either betr¿een the original and one (or more) of the back-

trans lations , or between t\^/o (or more ) of the back-trans lated vers ions

rrere reconsidered and some changed slightly. Minor differences in

sentence structLlre (inversion of phrases) or omission of words such as

trantt or rrthert were not considerecl to be criscrepancies. The 29 most

difficult items !/ere presented to four professors in the Frencir Depart-

ment, University of Manitoba, who teach either gramrnar, translation, or

linguistics. They rated the French and English items on comparability of

meaning. A rating of 1¡,sas defined as |tidentical in connotative mean-

in8...", a rating of 2 as "sufficiently similar in connotative meaning..."

and a rating of 3 as'rdissimilar in connotatíve meanÍng...t'. The rarers

were also asked to make any suggestions which they felt would improve the

quality of the translation. The mean rating of the four raters over al1

29 items rvas 1.3i Anrz iram ransfving a rating of 3 from any one rater

was reworked, taking into consideratÍon the suggestions made by all four

raters. Any item receiving a good rating but on which there was consen-

sus that it could be improved in a certain \¡ray \,vas changed. Thus, it is

felt that after the entire procedure was compleLed, the French and English

versions of the questionnaire rvere comparable.

Count erba lancing .

Counterbalancing of the questions was introduced wherever possible

to control for the effects of fatisue and resflessness. response set and

learning-to-respond, knowledge acquired during the course of the interviews
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and exposure to the Ínterview situation.

0n the cognitive concept of nation scale alr of the questions

within each subscale were presented in a constant predetermined order,

but Lhe order of oresentation of subscales I and 2 was counterbalanced in

order to nullify the learning or carry-over effects between subscales.

Half the subjects at each grade Ievel, within each mother tongue group,

in each city, received subscale 1 on their first testing day and sub-

scale 2 on the second day; the other half of the subjects received the

subscales in the reverse order. The cognitive concepL of nationality and

the knowledge of the political structure scales were not counterbalanced

since the series of questions formed a natural, logical progression and

contained no overlap of content.

The eight recognition ítems of the national identitv scale were

counterbalanced to form three different sequences of presentation. To

control for position preference in the presentation of the recognition

sLimuli within questions, there \^rere three counterbalanced orders of

presentation. These same t\.^Io control precautions of counterbalancing

rvithin and between items were also applied to the recognition items on the

regional identity scale. 0n the semantic differential, these t\^/o counter-

balancing techniques were employed to reduce response set. For within

item counterbalancing, eight rvord-pairs were presented with the positive

a11 io¡ri r¡a rircr- and seven in the reverse order. Counterbalancinc f orv! uçr . vuuflLst ud!dL¡ç!!¡6 !ur

sequencing of rvord-pairs was achieved by systematically varying the order

in which the fifteen adjeclive-pairs were presented. \^iithin the three

presentation orders, the positÍve-negative and negative-positive pairs
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\¡/ere consistentlrr rl rarnel-aÅ 
^.s a precaution agaÍnst a carry-over or a

learning-to-respond ef f ect, the or<ier- in r^¡hich the canada, province, and

neutral questions were presented r,¡as also counterbalanced.

The affect toward compatriots scale \.üas composed of two complete

paÍred comParisons. Thus, counterbalancing wiLhin items was built into

the technique, with each possible word pairing of the friendship choices

appearing in both orders (e.g., American - Englishman and Englishman -

American). The sequence of stinmlus or item presentation in both the

rank ordering and the paired comparison of both questions was also

counterbalanced using three different orders so that the possible effects

of position and presentation order could be controlled.

Testing sessions. All of the interviews

April 17th and June lst , L}73IO. Each subject

individual inLerviews, conducted in his natÍve

duration from ten minutes to one-half hour each

were conducted between

particÍpated in three

'I ô'--,,4^^ -*lranguage, anG ranglng rn

(Table 3). The pace was

set by the subject so that the exact duration of the sessions could. not

be strictly Iimited. The minirm-rm time interval between interviews rdas

tt,Tenty-four hours. All intervier¿s rdere conducted in prÍvate rooms made

avaÍlable to the investigator in which Ehe minirm:m furnÍshings were a

tabre and two chairs. I{híle background noise (e.g., bells and class

changes) could not be eliminated, it was fairly constant for, and famil-

iar to, all subjects.

10 It should be noted that this was
polÍtical calm in Canada.

a period of relative social and
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'1"^ÞTF ?

Duration of the trrterviews

( In Minutes )

f¡rterview

Grou p

Mean
du rat ion Range

Mean
du rat ion Range

Mean
duration Range Average

Grade one

Grade four

Grade seven

Average

18

L4

15

25

23

L6

27

2I

20

20-35

15-30

15- 30

20-30

15-30

10-30

L5-25

L0-20

10-30

23

lq

I7

L62L23

Each subject was greeted in the same manner and in his mother

tongue (the Ínvestigator was fluently bilingual) as he entered Ëhe room

for the first sessÍon - "He1Io (child's given name), my name is (investi-

gaËor's full name) and I would like to ask you some questions, if thatrs
alright with you. Please siË dovm,. The investigator then proceeded

immediately to obtain the biographical information using a conversational

approach. Any questions the child posed rvere ans\,rered as honest ly as

possible wiEhout prejudicing the results. Actually, the only area of

deception concerned the investigatorts biographical background.. The

subject was always given the ímpression that the invesEigator \¡/as a native

of the childrs city and that she had the same language background. very

little extraneous conversation was permitted during Ëhe actual interviews.

but ít is believed that a friendly atmosphere \¡/as maintained neverÈheless.
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Apart from the counterbalancing precautions menLioned previously, the tasks

rvere presented to Ëhe subjects in a predetermined, constant order. The

detailed procedure has been included in Appendix A. At the end of Ëhe

third interview, the subjects were thanked for their coopera¡ion and

their questions concerning the project r,rere urr"*"r"d11.

Recording. The subjectsr responses to all open-ended questions

rvere recorded verbatim by the investigator. Responses to questions

involving a yes-no or other simple dichotomous choice rüere recorded by

checkÍng the approprÍate response on the prepared schedule. on the

affect tor¿ard nation scale (the semantÍc differentials) and the effect

toward compatriots scale (the paired comparisons), the subjecË recorded

his own responses in the prepared booklets.

Coding and scoring. Responses to the open-ended questions on.the

intervievz schedule for which a correct-incorrect dÍstinction i.ùas possible,

that is, the cognitive concept of nation, cognitive concept of national-

ity, and the knowledge of the political structure work-role questions,

were coded in the following manner. Firstly, the minirmrm criteria of

correctness for each question were defined by the investigator and then

dÍscussed with the second coder until agreement was reached on their

applicability. All of the cognitive concepts of nation and nationality

responses were then coded independently by the two coders. The average

intercoder reliability was 95.5% agreement. Because of the difficult

ll
Many subjects had asked questions

terviews, which might have jeopardized the
keep these questions in mind and that they
of the last session.

, during the course of the in-
results. They were told Lo
would be answered at the end
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nature of the vTork-role questions and ans\.rers on the knowledge of t-he

political structure scale, three coders inrlclrerrcl erit I1, coded the

responses. Agreement among alI three coders averaged 6L.46% over the four

questions; at least t\.,7o out of Lhe ttrree coders agreed on an average of

97,23% of the responses. There was complete coding disagreement on an

average of.2.78% of the responses and only these v/ere consid.ered to be

disagreements. Judgments of correct-incorrect v¡ere also relevant on the

knowledge of the political structure names questions, the national and

regÍonal identity scales, and on the Genevan tasks, but in these

instances only the investigator coded the responses. These were all re-

st.ricted response questions and required no subjective judgment, so that

the opinion of a second coder \^7as not required to establish reliability.

On all of the above mentioned scales, and the Genevan tasl<s, each correct

response received a score of I and each incorrect response a score of 0.

These scores were then summed to yield total scores for the appropriate

scales. Because each bit of information offered by the subject had the

potential to raise his total score by exactly the same amount, these

scores \^7ere cons idered to be interval data , and were treated as such in

the analysis. Responses to each of the individual questions on the cog-

nitive concept of nation, the cognitive concept of natÍonality, and know-

ledge of the political structure scales, as well as to the miscellaneous

questions, \dere also coded in terms of predominant response types. View-

ing the responses in this manner, the coders ignored the correctness or

incorrectness of an ansv,/er, and coded only the types of responses a given

question elicited. The procedure was similar to the one described above.

First, the Ínvestigator developed category or type criteria whích were
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discussed with the second coder until agreement was reached. Both coders

then proceeded to independently categorize the responses. The average

intercoder reliability on this aspect of the coding was 94.4% agreement.

Coding disagreements arising from eÍther of the above procedures

v¡ere setLled by placÍng the disputed responses in the category which

required the lesser amount of inference about the meaning of the response

The basic principle was thus conservaLive coding.

The semantic differential booklets of the affect toward nation

scale \.^zere scored by the Ínvestigator in the usual manner with Lhe most

negat ive assessment r,¡Íthin a word- pair receiving a score of 1 and the

most positive assessment receivÍno â q.ôro nf 5 The intermediace scores

wete 2, 3, and 4. Although the scale administered to the subjects con-

tained 15 word paÍrs, it was realized in scoring the responses that three

word-pairs were non-objective, that ís, the determination of the positive

and nega.tive adjective involved a value judgment. These three word-pairs

v/ere, therefore, omitted in the scoring (see Appendix A, Part I, 5). The

total scale score was arrived at by summing across the remaining twelve

word-pairs to yield a possible range of scores from L2 Lo 60. It is

generally accepted that the semantic differential yields interval data.

The results of the two paired comparison questions on the affect

to¡¿ard compatriots scale were treated in the manner described by Guilford

( 1954) , using acceptance-rejection matrices to construct Ínterval scales

of group preferences. While individual preferences are lost using this

method, the preferences of groups of subjects can be compared (e.g.,

English vs. French, grade one vs. grade seven).
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\çti"Uitity ."¿ r"il . Because all of Lhe

scales used in this study were developed or adapted by the investigalor

specifically for this research, none have the established reliability.

However, one indication of relÍability is that the same questions admin-

istered by the same investigator to children of varying experiential back-

grounds elicited similar types of responses from chÍldren at comparable

age levels. That is, the questions highlighted differences between grade

levels to a comparable extent in all language and regional groups. In

addition, the majority of the scales were highly reproducible. The

results of the post hoc Guttman scalíngs r,rere: cognitive concept of

nation scale R = .88, cognitive concept of nationality scale R = .91,

knowledge of the po1Ítica1 sEructure scale R = .92, national identity

scale R = .91, and regional identity scale R = .95.

Since in this research the cognitive concept of nation was consid-

ered to be the key dependent variable , this one scale was des igned as t\^ro

separate subscales in order to permit a reliability check. The applica-

tion of a modified Pearson Product Moment Correlation technique to the

J^Ê^ lÊ^- c^-*.1udLd \ru! ruLururâ sê9 footnote 12, page 83) showed the regression coeffi-

cients of the sample strata to be homogeneous (F = 0.22, p = N.S.) and the

correlation between subscales was signif icat't¡ (I = 0.60, p ( .01).

The reliability of the semantic differential rating scale was

checked by applying the Spearman-Brown technique to the raEings of Canada.

I{ord-pairs were assigned to the half scales on an even-odd basis. The

correlation between the tv¡o half scales was .50 and the Spearman-Brown

estimate of the reliability of the full scale \4ras .67 (p < .01).

Finally, the reliability of the paired comparison questions rvas
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checked by splitting the complete paired comparison into its two halves,

applying the Guilford technique to both parts, and then correl.atjnø rhc

results. Since the responses of the French-speaking and English-spealcing

subjects I¡/ere generally mirror images of each oLher, the responses of the

English and French subjects vrere correlated separately. Correlations

between half scales v/ere high on Question I French subjects (r = 0.93, p

<.01), and Question 2 English (r = 0.97, p <.01) and French (r = 0.99,

p <.01) subjects. However, the half scales correlation for the English-

speaking subjects did not reach significance (r = 0.75, p ).05, <.i0),

This lack of correlation seems to be due to differences between half

scales in the selection of the'American" option. On the first half of

the scale ttAmericantt was the second most popular choice; on the second

half it fell to fourth place.

The strongest validity that can be claimed for the scales developed

is content, or perhaps construct validity. The questions used by the

major workers in the field \.vere sampled before the development of the

interview schedule, and all questions finally selected were logical1y

related to the theoretical foundation upon which this research was based.



CHAPTER III

The statistical testing of the hypotheses is presenLed first,

followed by additional analyses which, though not specifically related Ëo

any hypothesis, \^zere relevant to the basic research problem of describing

the development of political orientations. Because of the exploratory

nature of this research, the data was tested at the .05 level of signi-

ficance.

Hypothesis Testing

Separate analyses of variance T,vere performed on each of the follow-

ing sets of data: the cognitive concept of nation, the cognitive concept

of nationality, the knowledge of the political structure, national ident-

itv- resional id^*+i!'- ^-r *L^ three semantic differential ratinss of theLLJ, ruËltLrLJ/ r dIrU LllE Lll!EE ÞEltlqlrLIL U!t!gIgltL!oI raLI-.ö- --

affect toward nation (Appendix B). Because the within groups variation

differed considerably across grades in a number of instances, separate

grade by grade analyses were also performed in all instances. Portions of

the results of these analyses will be drawn upon as requÍred to test the

various hypotheses. It should be noted, however, that the hypotheses

dealt only wÍËh the grade, language, and geographic region effects. I^Iith

the exception of the results presented in Table 4, all oLher tests on

interactions in these analyses \^rere not significant. However, with refer-

ence to Table 4, it is clear that the schools variable was, quite consis-

F^-F1,, - ^i^-lf-'LE'rrLlJ, o Þrórr!!rcant source of variation in the data. Only when the

schools factor r,ùas present l{as any interaction sÍgnificant in the analy-

sis of any of the question series.

6B
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^ ^,.-- - --,d Þulrulror J

TABLE 4

ôf f he Si øni f i cant fnteract. i,rrns f rom the

Analyses of Variance

Grou p Source of VarianceScal e F-ratio

Cognitive concept
of nation

Cognitive concept
of nationality

I(nowledge of the
-^1i+i^^1poI].tlcal sEructure

National identity

Regional identity

Semantic differential
Canada

Semantic differential
Provinc es

Semantic differential
Neutral country

Grade 4

Total sample

Total sample
Grade four
Grade seven

None

None

None

Total sample
Grade one

Total sample
Grade 7

SwL
SwL
SwL

xP
xP
xP

SwL x Pa

SwLxP

3.024':c

4. 895)k)'r

3. 3BB't
3.678'k
5.634**

2 .431r,
3 .927s,

J . J |/:k:k>k
S. J/Q:k:k

GxSwL
SwLxP

GxSwL
SwLxP

_bXT

-.Ð

J.^-P < .u5

""-*p < .01

-v

aSwL

action.

.001.

P = Schools within language and geographical location inter-

bG x SrL x P = Grade by school within language and geographic
Iocation interaction.
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General Developmental Trends

The suggestion in the literature that, wÍth age, the products of

political sociaLization would develop to be more like the adult vie\^r was

generally supported. As is evident from the results in Table 5, the

hypothesized increase across grades in the number of responses considered

correct by adults was obtained o. l-ha cooníl.ir¡a concept of natÍon scale

¡/I' = 5Q O? ñ <- nnl \ flro ¡nonir,',,^ ^¡ nf -nFi^-¡1 i+,, -^^1\:- \ ' wwl / , LIIE uuórllL M LUIILCPL Ur LtdLlULldIf Uy SUare (F =

24.L8, _p. 
(.001), the knowledge of the political structure scale (F =

29.35, p (.00f), the national identity scale (F = 33.40, p <.01), and

the regional identiEy scale (I = i0.39, p <.01). Linear contrasts for

grades further substantiated that Ehe scores increased with grade (cogni-

tive concept of nation: t = 18.09, g <.001; cognitive concept of

nationality: t = 6.08, p (.001; knowledge of the political structure:

t = 5.10, ¡ (. 001; national identity: t = 40.56, p <.001; regÍonal

identity: ! = 11.19, p < .001), and a consideration of the quadratic

effects would suggest that these increases \^/ere linear for all but the

national and regional identity scales (Table 5).

Grade differences in political community sentiments as measured

by the semantic differential were also significant (mean scores: grade

one = 52.3; grade four = 47.9; grade seven = 50.0; F = 2.19, -p < .05).

However, the predicted linear trend \^7ith grade lvas not obtained; instead,

analysis revealed a quadratic effect (t = 2.4L, p <.05) with grade fours

rating Canada Iess posítively than either grades one or seven. Paired

comparisons of compatriots with nationals of other countries indicated

no specific preference for compatriots among grade one children, but a

definite preference for compatriots among grade four, and equally among
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or2¡lÞ cê\rêñ children (Table 6)

TABLE 6

Difference Between the Average Scale Position of Compatriots and Lhe

Average scale PositÍon of others in Friendship choices for

Grades One, Four, and Seven

Grade LeveI
Average Scale

Compatriots
Position of

0thers Difference

Grade one

Grade four

Grade seven

Total

-0.117

+0. 9 l0

+{ .714

+0.502

-0.557

-0.864

-0.969

-0.791

0.

1.

.t

440

774

683

I .299

oAverage scale position
scale position of (Enel

of compatriots =
ish-speaking Canadian * French-speaking Canadian

bA,rur"g" scale position of others =
scale position of (Englishmean * Frenchmen * American)

3

cDifference.= average scale position of compatriots - average scale
position of others

Testing Piagetian Predictions

Each of the five hypotheses based on Piagetrs theory was examÍned

separately. The prediction that the adequacy of the childts concepts of

nation and nationality would correspond to his cognitive developmental

level r,ras tested by comparing success on the Genevan tasks to approprÍate

nation and natÍonalitv questÍons The drawíng and construcLion questions
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from the cognÍtive concept of nation scale were selected for the compari-

son to the Genevan tasks because, according to Piagetts theory, the child

cannot be considered to have a completely adequate concept of nation until

he is able to diagrammatically represent the spatial relationship between

city, province, and country. The expected relationship was clearly evÍ-

dent: only one child wÍth a low score (0-3 out of 5) on the Genevan tasks

achieved a high score (3 out of 3) on the construction tasics Õ,2 -- 35.7g,

-p <.001). with regard to the concept of nationality, píagetrs theory

states that the child has not mastered this concept until he can state

and logically support the fact that he can be both a member of his prov-

ince and of his country at the same time. Thus, the questions related

to dual membership Ttere selected for comparison to Ehe Genevan tasks.

Once again, the expected relationship was evident. Only two children with

1or¿ scores (0-3 out of 5) on the Genevan tasks achieved a high score (2

out of 2) on the dual membership quesrions (Y2 = 3I.67, p (.001). Thus,

Ehe hypothesized relationship between cognÍtive operational 1evel and

adequacy of the cognitive concept of nation and nationality r,ias strongly

s,upporEed.

In order to test the hypothesis that the child's cognitive concept

of nation and nationality and his knowledge of the political structure in-

itiate in his more inrnediate surroundings and only later extend to include

rha mnro rôñôrô these tv/o sets of data \,rere separately scaled usingçwv ùsLù

GuËtman's method of scalogram analysis. Inspection of the order of the

items on the cognítive concept of nation scare (Table 7), together with

the reproducibility coefficient (f =.88), does suggest this sequence of

acquisition. With the exception of knowledge of names, where country and
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TABLE 7

The Cognitive Concept

(Ranked from least to

of Nation Scale

most difficult )

Scale
Pos it ion Item

TotaI number of
subjects responding
correct 1y

1.

2.

3.

4.

5

h

B.

g

10.

11.

12.

13.

L4.

I,'lhat is Winnipeg/Montreal ?

What is the name of our country?

What is the name of our city?

I^/here is tr^iinnipeg/Montreal ?

ItThat is the name of our province?

What Ís Canada

I,{here is Manitoba/Quebec ?

T,lL^r :^ ^ ^:L--CwllqL lÞ d LILy i

tr^lhat i.s Manitoba/Quebec ?

Draw the relationship of city and country
(circles )

trrlhat is a country?

Where is Canada?

Construct relationship of city, provÍnce, and
country (construction paper).

Draw relationship of city, province, and
country (circles ) "

What is a province?

5l

56

ql

48

4s

/,t

39

3B

33

JL

30

26

Note:
of subscale 1

of subscale 2

- Reproducibility of
(items L, 4, 6, J, 9
(iterns 2, 3,5, B, 1

the total.scale = .

, 10, 12, 14) = .9L
1, 13, 15) = .89.

88. ReproducÍbility
r(eProoucrD].IrEy
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city T,,/ere essentially equivalent: â specif Íc type of knowledge about the

city preceded that same knowledge about the country or province. However,

on the knowledge of the political structure sca1e, (Table 8) knowledge

about the prime minister (at least of his name) preceded knowledge about

the mayor, which in turn preceded knowledge about the premier and the

governor-general (scale reproducibility = ,92), Thus, the hypothesized

direction of increasing awareness from centre to periphery \.vas only par-

tial1y supported.

The first step in the examination of the hypothesis thaL children

would be able to verbally express the spatial relationship between city,

province, and country before they could construct it was a consideration

of typical responses Eo the "\n/here" questions of the cogniEive concept of

nation scale in conjunction with their scale positions relative to the

drawing and construction questions. The single most frequent correct

response to the question "where is Manitoba/Quebec?'r r..ras I'in Canada":

91.L% of the subjects who answered thÍs question correctly responded in

this manner. To the question rrl^Ihere is l^/innipeg/Montreal?tt, 66.7% of those

responding correctly stated rrin Manitoba/Quebecrr, and an additional 23.5%

responded I'in Canadarr. These children were clearly able to verbally

express the spatial relationship between city, province, and country. The

fact that these two '\¿here" questions (items 4 and 7 on the scale) appeared

before the three drawing and constructíon questions (items 10, 13, and 14)

on the cognitive concept of nation scale tends to su.pport Piagetrs conten-

tion that chÍldren can verbally express the spatÍal relationship before

they can construct them. However, comparing subjectsr success in dealing

with the relaËionships between geographical locales on the two verbal and
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TABLE B

The Knowledge of the Political Structure Scale

(Ranked from least to most difficult)

Scale
PosÍtion Item

Total number of
subjects responding
correc t 1y

l

5

6.

7

X

I¡lho is the prime minister of Canada?

I^Ihat does a prÍme minister do at work?

What does a mayor do at work?

Who is the mayor of ülinnipeg/Montreal?

I,{ho Ís the premior of Manitoba/Quebec

i^Ihat does a premier do at work?

i{hat does a governor-general do at r¿ork?

irlho Ís the governor-general of Canada?

3B

28

27

¿o

23

11

8

7

Note: - The reproducÍbility of the total scale = .92. The
reproducibility of the'Names" subscale (items Lr 4,5, B) = .97. The
reproducibÍlity of the "Roles" subscale (items 2, 3,6,7) = ,93.

three construction items (Tab1e 9) showed no difference between the number

of subjects who verbally expressed the relationship before theì could

construct it and the number of subjects who followed the reverse patLern
)

(1 - = 2.80, .P, = N.s.). A comparison of the responses to the "r{here is

I^iinnipeg/Montreal?"question with each drawing and construction questions

separately (considering only success in placÍng the city within either the

province or the country) supported this findirg (two circles, item 10 on

cognitive concept of nation scale: ,(2 = 1.86, f = N.S.; three circles,
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TABLE 9

Comparison of Success on the Three Drawing and Construction Questions

I^lith Success on the "trnihere Ís i,iinnipeg/l"tontreal?rrand "Where is

Manitoba/Quebec?rr Questions of the Cognicive Concept of Nation

Scale (Frequencies )

Number of Verbal
Items Correct 0

Number of Drawing and Construction Items Correct

20

J

4

t

24

Note: - Only those sub jects who stated that tr^/innipeg/ldontreal is
in Manitoba/fuebec or in Canada and that Manitoba/euebec is in Canada
ü/ere considered to be correct for the purpose of this comparison. The
actual chi-square comparÍson was made beti¿een the 11 subjects who had 2
verbal items but only 0. or 1 drawing and constructíon item correct and the
2 subjects who had all 3 drawing and construction items but only 0 or I
verbal items correct.

a
item 14, l( z = L,77, !. = N.S.; construction paper, it.em 13: ìÁ.2 = 0,

I = N.S.). A comparison of the response to the "l^Ihere is Manítoba/euebec?"

questÍon wíth the appropriate drawing and construction questions (items

13 and 14, considerÍng only success in placing the province within the

country) also yielded no signÍficant differences between the verbal-then-

construction and the construction-then-verbal patterns of developmenr

(three circles, item 14: X2 = L.44, p = N.S.; construction paper, item

re'{ 2 - nrJ /\ - vr ll - N.S.). Piagetrs conlention that children can verbally

exPress the spatial relationships before they ian construct them \,r'as not

¿

2

0

1

2
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strongly supported.

The next hypothesis based on Piagetrs theory was that the growth

of the cognitive concepts of nation and nationality would proceed from.no

understandÍng of the spatial and logical relatÍonshÍps between city, prov-

icce, and country, to an understanding of their spatial relationshÍp,

and thence to an understanding of their logical relationship. In order to

test this hypothesis, success on the construction paper question, which

;^ #L^ ^-¡+-'^1r-s tne sPatral construction item of middle difficulty according to the

cognitive concept of nation scale, l{as compared to success in logically

supPorting dual membership in terms of nationality. The results of this

analysis clearly support the prejudiced pattern of growth from no under-

standing of the spatial and logical relationships, to an understanding of

the spatíal relationshíp, and then to an understanding of the logical

relationshíp (fl2 = 5.89, -p <.02). Thus, this hypotehsis ï/üas supported.

The hypothesis that the childrs comprehension of the political

structure would change from a concrete-personal to an abstract conceptual-

ization \,,74s to be tested by a consideration of the number of references

to institutíons made by children in different grades in response to the

knowledge of the political structure questions. I^/hile such ref erences

\./ere so infrequent that statistical analysis was not possible, the results
Å4À €^'t l^.. +L^ ^-^l:^+^)oro rolrow E.ne predicted pattern. khereas grade one súbjects made no

reference to instítutions, grade four subjects made sÍx; one incorrect

reference in regard to the role of the prime minÍster, and five references

in regard to the governor-general (one of which i¿as incorrect). Grade

seven subjects made thirteen references to institutions: four in regard.

to the role of the mayor (three of which were incorrect), one incorrect
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reference in regard to the premier, three references in regard

prime minister (one incorrect), and five in regard to the role

EO

of

the

the

governor-general (one incorrect).

It was also predicted that childrenrs motives for liking a counEry

would change from purely personal ones among the youngest children to an

acceptance of group values (familial and then societal) among the older

chí1dren. An examinatíon of the children's reasons for selectins Ëheir

pref erred counL ry ind icated that v7hile ref erences to f amily values r,vere

infrequent, references to societal values did increase with age and per-

scral motives r^rere most popular among the youngest children (Tab1e 10).

The differences among grades in frec.uency of references to personal and

group values \,r'as signif icant CL 2 = I0.25, p. = < ,01). i^Ihile the resulLs

clearly follow Lhe predicted Lrend, the transition from personal to soci-

etal values does not appear to be completed by grade seven.

TABI-E 10

Motives for Sele.l.ino ProFarro,l Country of Residence

for Grades One, Four, and Seven (Frequencies)

Mo t ives

urquc

I evel Pe rs ona 1

Reference to
Iarulry vdaucò

Reference to
societal values

Don rt know -l-

other responses

Grade one
Grade four
Grade seven

Total

i8
T2

10

40

2

2

n

4

0

4

T2

l6

4

6

2

L2
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The results clearly support the hypothesis of no differences be-

tween the scores of the Engtish-speakÍng and French-speaking groups with

regard to the cognitive concept of natÍon (I = f .02, p = N.S.), the cog-

nítive concept of nationality (I = 0.30, p = N"S.), the knowledge of the

political structure (F = 0.11, p = N.S.), national identÍty (F = 1.89,

p = N.S.), and regional identity (F = 0.11, p = N.S.).

It was also hypothesized that there would be no differences be-

tl^reen the i^IinnÍpeg and Montral groups on the same producËs of political

socializatÍon. The results provide strong support for this hypothesis

as well (cognitive concept of nation: F = 0.04, p = N.S.; cogniEive

concept of natÍonality: F = 0.29, p = N.S.; knowledge of the poliLical

structure: F = 0.44, _p = N.S.; national identity: F = 0.71 , p = N.S.;

regional identity: F = 0.01, _p = N.s.). rn addition, it was predicted

that there \Â/ould be no difference between the l{innipeg and Montreal

grouPS Ín affect toward compatriots. The results suggest that i,IinnÍpeg

and lvlontreal groups differed little in EheÍr preference for compatriots

(Table 11), but lacking an appropriate statistical technique to test the

significance of the difference, this cannot be stated with certainty.

There were two instances v¡here differences between language groups

were predicted. Firstly, it was hypothesized that both English-speaking

and French-speaking children v/ould make friendshÍp choices within their

respective language groups more frequently than outside this group.

Though statisLÍcal analysis was not possible, Figure 2 Íllustrates that

the results tend in the direction predÍcted by the hypothesis. Examina-

tion of the results of question 1 Ín Figure 2 revealed that the Enslish-
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TABLE 11

Difference Between the Average scale Position of compatriots and

the Average scale Position of Others in Friendship choices

for i^Jinnipeg and Montreal Subjects

Geographic Average scale position of
location Compatriots Others Difference

I,Iinnipeg

Montreal

+0. 48

+{.14

-0.87

-0.95

L.34

1.09

aAverage scale position of compatriots =
scale position of (EnglÍsh-speaking canadian f French-speaking

Canadian
2

b^-Average scale posítion of others =
scale posÍtion of (Englishman * Frenchman_l_Amgllgg!)

3

c^. ---Difterence = Average scale position of compatriots - average
scale position of others

speaking subjects selected all three English-speaking options more fre-

quently than the French-speaking options; the pattern of the French-

speaking subjecËs \^/as exactly the reverse. It is apparent on question 2

that both groups actually crossed regíons to select members of their own

language group rather than select a member of the other language group

lír¡ino r.rifhin fh-..e1r own provlnce.

rn the second instance, it was predicted that language would

interact with geographic location on affect toward the nation such that

French-speaking Montreal chÍldren would vÍeiv Quebec more positively than
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Canada and take more pride in bejng Quebeckers v¿hile Ehe other children

view Canada more positively than their respective provinces and take more

pride in being Canad.ian. I^/ith respect to the semantic differential eval-

uations of Canada and the provinces, the results indicate that all sub-

jects wÍthin both language groups and both geographical locations rat.ed

Canada and their respective provinces about equally (concepts - Canada

and provinces - by language; E = 0.01, -p. = N.S.; concepts by geographic

region: F = 0.84, p = N.S.; concepts by language and geographic regÍon:

F = 0.28, p = N.S.).

An analysis of the distribution of the'rmore proud to be'r responses

by geographic location, language, and source of pride showed that all

groups selected Canada as a source of greater pride significantly more

frequently than their province OC2 = 27.78, p (.005). An examination of

the response distribution (TabIe L2) irnrnediately revealed that the hypothe-

sis that the Montreal French group \,/ould differ from the other groups

could not be supported. The Montreal French-speaking subjects did select

Canada less frequently than both the l,/innipeg French and the Montreal

English subjects, but, contrary to prediction, they did not select Quebec

more frequently than Canada. þurrhêrmnrê rho rsspense distribution of the

hiinnÍpeg English-speaking subjects was identical to that of the Montreal

French. It was thus decided to further examine the response distribution

on a majority-minority group basis. The results Índicate that while'the

minority groups selected Canada significantly more frequently than their

provr-nce \^- - = 26.0, p < .005), the majority groups showed no such pref-

erence and selected Canada and thejr nrovinces about equaliy CL2 = I.JB,

P = N.S.).
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TABLE 12

The Distribution of 'More

by Geographic and Language

Proud to Berr Responses

Groups (Frequencies )

Source of Pride
Grou p Canada Province

i^Iinnipeg

F.ns I 'í ch

French

Mont rea I

English

French

The Correlational Hvpothesís

The results of the modified Pearson Product Moment correlation12

124 modified formula was gsed because of the stratified nature of
the sample. (X-i), (Y-Y), (X-i)2, and (v-î)2 T¡¡ere computed for each group
of subjects within one school, one grade, one language group, and one
geographic region. The results of these computations \,zere then used in the
following formula:

4 rx-xt rv-Çr

ffi 
, d'f'= k (n-L) = 2 x 24 = 48'

However, before any correlations were calculated, the
regression coefficÍents for each proposed correlation
the following forrm:1a :

11

l5

1B

11

l

3

0

7

I 
Y""

- (á-á- yx)z

EZ. *2
- RSS

homogene
!ùere com

tll/ (
l/

ity of
puted using

k - 1)

where RSS Ís the sum of the
(Steel & Torrie, 1960, p.

RSS/(N-2k)
sum of the squares for errors from each strata

320). None of the F-ratios \ì¡ere signif icant.
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suPported only a few of the predicted correlations between the level of a

childrs cognitive concept of nation and the level of his cognitive concept

of nationality (r = 0.26, p >.05, <.10), his knowledge of the polÍtical

structure (r = 0.59, -p <.01), as well as with the extent of their porÍt-

ical identity (naËional identity: I = 0.52, p < .01; regional ídentity:

r = 0.57, -p <.01), and Lhe degree of his positive affect toward his na-

Eion (r = 0.02, !, = N.S.). Thus, contrary to prediction, there \^/as no

sÍgnificant correlation between the cognitive concept of nation scores

and the cognitive concept of nationality and affect toward Canada scores.

Additional Analyses

The data collected durÍng the interviervs lent themselves Eo manv

ínteresting analyses, both qualitative and statistical, which were not

directly related to any of the hypotheses, A1l of these analyses r,/ere,

however, related to the basic research problem of defining the products

of political socialization and permitted a finer analysis of data subsets.

some of the most interesting data proved to be the polÍtical

community sentiments,results. The scaling of the affect towards compatri-

ots responses of each geographic-language group separatery provided some

interesting insights, especially in terms of the f Írst question. I^Ihi1e

the irlinnipeg English and Ëhe Montreal French groups clearly follorued the

pattern of selecting members of their own language group first, the dis-
tance between the French- and English-speakÍng options for the winnipeg

French group vras very slight, and the Montreal English group actuarry

selected the French-speaking canadian optíon more frequently than the

English-speaking non-canadian options (Figure 3). once again, the sample
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seemed to divide itself on a mÍnority-majority group i¡asis.

Analysis of the distribution to the hypothetical stateless bírth

questÍon of the affect toward nation sca1e, the other facet of oolÍrical

community sentiments, showed that there r4rere no differences between groups

Ín terms of preferred country of resídence (l,Iinnipeg English vs Winnipeg

French vs l"lontreat English vs Montreal French, V-2 = 2.70, -p. = N.S.;

grade one vs grade four vs grade seven, 7-2 = 2.46, p = N.S,). All

groups selected Canada or a part of Canada more frewuently than any other

geographic location (canada vs other choices: by language and region,

\z = 22.0, p < .001; by language,-L2 = 20,11, p < .001; by region, /-2

= 2L.44, p < .001); by grade,'L2 = 2L.83, p < .001). i^Ihile rhe selecrion

of Canada as the preferred country of residence implies affect for Canada,

there i¡7ere no dÍfferences in the mean semantic differentíal ratinss of

Canada among those subjects selecting Canada (mean semantíc differential

score = 50.04), part of canada (mean score = 46,88), and another country

(mean score = 51.59) as preferred country of residence (F = 1.41, p = N.s.)

The data collected on political ídentification also presented some

interesting information, quite apart from the previously established

increase with age in total scores. of partÍcular interest were the

responses to the questions "what nationality are you?rr and'Are you a

Manitoban/Quebecker?". Considering the former questíon fÍrst , only 25

subjects responded Canada or Canadian. The greatest number of subjects

(29) Ëold the investigator that they did not know the meaning of the word.

natÍonality, while 6 responded that they did not know theír nationalitv.

Twelve subjects gave a nationality other than Canadian and B of these v/ere

actually the child rs ethnic origin. There r.^las a signif icant increase with
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a grade in the incidence of correct responses (T2 = 2L.31, p <.001). All

subjects who did not answer this first question correctly were asked rrl,Ihat

country do you belong to?r'. Thirty-one subjects responded canada, 12

named a Part of Canada, and only 4 still gave a completely non-Canadian

response. The last proble given to those whose ans\.vers were still

incorrect was rAre you canadian?'r. All but 2 responded "y.s", Thus,

while a total of. 10 subjects identÍfied themselves as Canadian to the

extent that they responded positively when asked directly, only 56 sub-

jects cou1d, without prompting, name Canada as the country to which they

belonged. Does this latter group differ from those who were unable to name

Canada in the abilÍty to recognize and name the symbols of Canada (the

national identity questions)? Analysis of the total sample (t = 0.86,

p = N.S.), grade one (t = 0.04, p = N.S.), and grade four (t = 0.25, p =

N.s.) revealed no differences between the two groups. However, at the

grade seven level the dífference in national identity scores between the

group knowing their nationality (mean score = 11.33) and the group not

knowing it (mean score 8.00) was sÍgnificant (!= 2.7g, p <.01).

Turning nov/ to the second political identification question of

particular interest - 'Are you a Manitoban/quebecker?il, the results were

quite dramatically different from those of the preceding questíon. Even

when asked in such a direct manner, only 49 subjects agreed that they

were Manitobans or Quebeckers; 23 subjects stated that they vr'ere not.

Grades four and seven subjects agreed that they were citízens of their

respective provinces more frequently than grade one subjecLs (grade one vs

grade four: 1-2 = 5.4g, ¡ < .025; grade one vs grade sevenr ^L 2 = IL.02,

P <.005), and I^/Ínnipeg subjects responded positively more frequently than
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Montreal sub jects (fv2 = 7 ,73, p < .01). Hov¡ever, sub jects \.,zho identif ied

themselves as citizens of their respective provinces showed no evÍdence of
greater ability in the recognition and namÍng of regional symbols than

thosewho didnot (tota1: t= 0.54, -p.=N.S.; t= 0.14,p=N.S.; grade

four: t = 0.2L, p_ = N.S.; grade seven: t = 0.46, _p = N.S.),



CHAPTER IV

Although much research has preceded the present Ínvestigation in
the field of political socialization, relatively 1itt1e had focused spec-

ifically on canadian children with a consideration of possible language

and geographic differences. inlhereas previous studÍes considered either
cognitive concepts or the chirdrs knowledge or affect, the present study

combined these thr e-e emphases ín order to ÍnvestÍgate the deveropmental

relationshÍp among these three aspects of poriticar sociarÍzation.

Since the three major studÍes in this area, those of piaget (1951),

Jahoda (1963a), and Greenberg (1969) were based on piagerrs theory of
the development of the cognitive concepts of nation and. nationality, it
was important to discover how werl the results of the present study

agree with tÈe major propositions of that theory. The results, in fact,
provided strong supPort for tno of the three propositions. The cognitÍve
concept of nation scale (Table 7) shows that the subjects awareness of
their political cormnunity began ín their immediate vicinity, that is,
their respective city, and a comparíson of subjectsr relative success

on the construction paper questÍons and in supporting dual membership

revealed that the development of the cognitive concepts of nation and

nationality proceded from no understanding of the spatial and logical
relationship between cÍty, province, and country, to an undersLanding of
their spatial relationship, and then to an understandÍng of their logical
relationship. As to Piagetrs thÍrd major proposition, that children could

verbally express the spatial relationship belween geographical locales

itive Concepts of Na!ion and NationalÍt

89
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before they could construct it, the results were mixed. Although the

specific age levels at which particular c.oncepts are acquired are not of

fundamental importance. in Piage[ 's t-heory, iL rvas interesting to note

that the Canadian children studied achÍeved the same stages in the cogni-

tive concepts of nation and nationality at approximately the same ages as

Piaget's Swiss subjects (Tab1e 13). The comparability of the results of

this study to those of Piaget suggest that the patlern, and even the ra¡e

of the development of the cognitÍve concepts of nation and nationality is

fairly stable and predictable.

The fÍndings of Jahoda (L963a, L964) and Greenberg (Lg6g), nor only

crtooocr-orl that- t-þs childrs understanding of his political world begins inù utluçr ù LcLtu rtIË uI rIIti

his Ímmediate environment, but also suggested that Ít expands outward,

gainÍng progressively larger scope to encompass the province or state)

and fina1ly, the country. The results of this study did not provide

strong support for their rrconcentric circlesI theory. The cognitive con-

cept of naLion scale (Table 7) shows that understanding generally pro-

gressed from city to country, and then to the province. Atthough some

support for theÍr theory could be derived from the fact that the most

frequent response to the "Where is Winnipeg/Montreal?" rvas "in Manitoba/

Quebec" (47.2% of. the subjects responded in this manner), it should be

noted that this was the least frequent response among grade one subjects

(8.3%). At the grade one level, the most popular correct response was

"in canada" (16.1% of. the grade ones responded in this manner), Thus,

while there r,¡as strong support for the proposition that the notion of

hometown is the first to enter the child's political awareness, there was

lÍttle suPport for the contention that his awareness then grows in ever-
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TABI,E 13

Responses to Key Stages I, 2,

NationalÍty Questions

Qu es t ions

3 Cognitive Concepts of Nation and

Grades One, Four, and Seven

and

for

Number of Correct Responses

Grade 1

(N=24)
Grade 4 Grade 7
(N=24) (N=24)

Stage 1

Notions of Hometown:

I,'/hat is tr^Iinnipeg/Montreal? 15

i^Jhat is the name of our city? 11

Verbal expression of spatial relationship: B

I¡Ihere is hlinnipeg/Montreal? B

I{here is Manitoba/Q.rebec ? 7

Stage 2

Construction of Spatial Relationship :

Circles to represent Winnipeg/Montreal
and Canada

Circles to represent l^Iinnipeg/MonEreal
Manitoba/Quebec, and Canada

Construction paper question

L9

L6

¿+

¿J22

24

22

l8

15

i1

L6

22

Stage 3

LogÍca1 RelationshÍp:

Can you be CanadÍan
Quebecker at the

I^/hy?

and Manitoban,/
same time?

I

0

7

I

I9

T2

23

18
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widening concentric cÍrc1es.

rn Ëhe overarl analysis of the cognítÍve concepts of nation and

nationality scales, there \.rere no differences between language and geo-

graphÍc location groups, but the incidence of adult standard correct
responses increased with grade (Table 5). This also ¡¿ould suggest that
the development of the cognitive concepts of nation and nationarity
follows a fairly predictable pattern Ín all children. While two sjpnifi-
cant inleractions were obtained in the analysis of the cognit.ive conceprs

data, it is believed that they do not contradict this conclusion. The

variability among schools wÍthin geographic locations and languages

(swl x P interactions) at the grade four 1evel on the cognitive concepr

of nation scale and for the total sample on the cognitive concept of
nationality scale (Tab1e 4) may suggest that the pattern of develoÞmenL

across language and regional groups is so stable that Lhe differences

between schools withÍn the same language and regional groups actually are

greater than between-group differences. Since it is almost impossible

to develop a purely cogniÈive scale, that is, one that cannot be influenced

by rote learning, the effect of the schools variable is not surprising.
However, when questions !/ere consÍdered separately, some signifi-

cant between-group differences in the distribution of correct resDonses

were found. Firstry, on t\,ro of the three dr,awing and construction ques-

tÍons, WÍnnipeg subjects lvere correct more frequently than Montreal sub-

jects (draw 3 circles: x2 = B.z2gr ! ( .0r; construction = x2 = 5.625,

-P < .02 ). llontreal sub jects exceeded l^/innipeg sub jects in all types of
errors, but particularly in the placement or drawíng of the provÍnce

outside the country, i^Ihi1e the contention thal this is a reflection of
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the frequently strained relations between Canada and the provÍnce of

Quebec would be dÍfficult to support, that possibility does suggesE

itself. Winnipeg subjects were also more frequently successful than

Montreal subjects in theÍr abiliEy to logically support the fact that

they could be both a Canadian and a member of their province at the same
,time Q('= 4.59, p < -05). This difference was probably related ro the

Montreal grouPS greater tendency to place the province of euebec outside

of Canada. One final difference in the incidence of correct responses

occurred between English-speaking and French-speaking subjects on the

question of what the child's nationality would be if he had spent t\,ro

years in the united states. Eighteen of the French-speaking subjects

believed that they would be Americans whereas only B English-speaking

subjects thought this OL 2 = 6.02, p < .05). Since there rì/ere no language

group differences on either the national identity or affect toward Canada

scales, the investigator can offer no plausible explanation for this

difference.

In keeping with Piagetts contention that what a child says and how

he says it are the most accurate reflection of his thinking, all open-

ended responses were coded not only in terms of their correctness or

incorrectness, but also in terms of types of responses. From the results

of this coding, included in Appendix c, it can be seen that Lhe abÍlity
to dear with the abstract concepts of country, province, and city in-
creased rvith age. The older chitdren \,rere better able to relate these

concepts to one another in their responses; the youngest children were

generally unable to use the concepËs at all. The responses to the
rHhere?" questions clarify this point, Grade one subjects tended over_
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whelmingly to give the last three types of responses which \,rere non-

specific and did not involve the relational use of the term canada,

Manitoba/Quebec, and triinnipeg/Montreal. seventy-five percent of the
grade one subjecLs used one of these three response types with regard to
canada and their cÍty and 62.5%did so with regard to their province.

only 39.7% oÍ. the grade fours and 16,6"/. of. the grade sevens used these

types of responses in reference to canada;4r.7% of the grade fours and

8'4% of the grade sevens used them in regard to their province; and only
29.2% of the grade fours and 4 .2% of the grade sevens used them with
reference to the city. The grade one subjectsrinability to deal with the
concepts of city, province, and country could stem mainly from the fact
that the only one of these that they know from personar, first-hand ex-

perÍence is the city. All of the children lived ín a city and had some

concrete feeling for what a city is. The concepts of provÍnce and country
I'{ere possibly too intangible for them to grasp. All of the data presented

in Table 13 also further substantiate PÍagetrs contention that the child,s
understanding of his politicat world is a notion of ,,hometownr.

A sÍmilar response-type analysis of the cognitive concept of
nationa'l ity questions (Appendix C) also yielded results which \i'ere con-

sistent with Piaget 's theory of development. rn response to the ,,tr^ihat

makes you .. . r' questions, the majority of the grade one subjects gave

incorrect or incomplete responses. They cormnonly referred to their
parents (e.g. , trMommy made me that way'r, 'tmy mother and father are

CanadÍan"), their language (e.g., "I speak French", "I talk Canadian

La1k"), or some irrelevant fact about themselves (e.g. , 'rIrm whÍte. . . ,,,

"rtm a boy", "r play"). By grade four, however, the majority of chirdren



had already adopted adult conceptions of what determines one,s national-
ity' ùr the last three nationality quest-ions, the grade one subjects not
only gave more incorrect responses, but were afso less able to logically
support whatever ans\¡/ers they gave. Although the majority of these grade

one subjects had enEered the period of concrete operations (15 out or 24

subjects achieved hÍgh scores on the Genevan tasks), it is probable that
they had not yet abandoned their transductive and intuitive logic,
especially when faced with such an abstract concept as nationality.

rn conclusion, the results of this study generalry provided strong
support for the three stages and two of the three major proposiEions of
Piagetrs theory of the development of the cognitive concepts of natÍon
and nationality. This, along with thealmost total absence of language

and regional differences suggest that the pattern of deveropment is
stable among canadÍan children. Furthermore, the results of the response-

type analyses of the concepts of natÍon and natÍonality questions support
not only Piaget rs specific theory with regard to the concepts of nation
and'nationality, but also support the previous finding that the adequacy

of the child's cognitive concepts of nation and nationality is related
to his general cognitíve level

The major finding rvith respect to the knowredge of the poritical
structure was that the incidence of correcL responses increased with age.

since what the child knows about the political structure of hÍs councry

is probably determined mainry by simple learning and exposure, thís
increase in knowledge with age Ì¡zas predictable. The disturbing aspect of
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the knowledge of the poliLical structure was that the Ieve1 of knowledge

r47as generally 10w in comparison with American studies (Table g). per_

haps Parmnet (L967, 1973) was right when he suggested that in the canadian

system of governmenË it would be more fruiLful to study instituEions
than political figures since there are no truly central orienting figures
in a parliamentary system. However, neither his or¿n studyr rrer those of
smith (I969) and DennÍs, Lindberg, and Mccrone (rgrr) supported thÍs
contention; only Zurichrs (196g) finding that parliament was the mosu

salient image of government for the young child provided support for it.
CertaÍnly ín the present study, the subjects v¡ere free to refer to insti-
tutions if they so desired, but such references were scant. The more

1ikely explanation for the chitdren's lack of knowledge of the political

structure is that, in Canada, political structures and interest is sen-

erally low-key, even among adults.

Apart from the increase in scores with age, analysis revealed no

other major between-group differences. However, the schools wÍthin
languages and geographic location interactions (SwL x p) were significant
for the total sample, and for grades four and seven. This may indÍcate

that, once again, the pattern of development is so stable across lan-

guagesand regions that interschool differences are actually larger.

AnalysÍs of responses to indivídual questions did reveal Ewo

differences between groups. Firstly, a greater number of majority group

members (WÍnnÍpeg English * Montreal French = 16 subjects) than minority
group members (Winnipeg French + Montreal English = 7 subjects) knew the

name of their provÍncial premier (12 = 5.1g, p < .05). ¡rhile Ít is nor

surprising that the Montreal French should be highly a\,nare of their
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provÍncial government since they perceive this to be the seat of their
pov/er (Dozois, 1964), there is no apparent reason for this tendencv

among i^/innipeg English sub jects. rt may be argued that as i,/esterners

the wÍnnÍpeg English subjects feel so far removed from the federal

government that they depend more on the provincial government, and ¡

through this dependency become more arvare of it. The l^Iinnipeg French

subjects would not follow this Lendency sÍnce they seek the protection

of their language and cultural rights in the federal government. However,

since a greater number of English-speaking (N=24) than French-speaking

(N=14) subjects knew the name of the prime mÍnister (f, 2 = 5.57, p <

.02), the results of this study would suggest that this is not a val_id

argument.

The results of the present research are fairly comparable to the

descriptÍons of Ehe political knowledge of American children outlined by

Hess and Easton (1960), Greenstein (i965), and Easron and Dennis (r969).

The first major proposition of Hess and Easton and Easton and Dennis,

that images of government change from highly person aLízeð. to more insti-
tutionalized images as the child matures r¡/as supported by the results.
Although the questions used in this study referred specifÍcalry Ëo per-

sonal political figures and the results were biased in the direction of
personalized Ímages, inspection of the frequency of spontaneous refer-

ences to institutions did increase with age. hlhile Rítchert (Igl3) found

that Anglophone Canadians switched from a personalized conception to an

institutionalized conception of gov.ernment as they matured and Franco-

phone Canadians remained relatively stable in their personalized concep-

tion, no such differences were found in this study (X.2 = 3.502, !, = N.S.).
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The personalization-to-institutionalization trend can best be explained

by Piagetrs contention that a child must first deal with an ob iect or an

idea (government) on a concrete level (people) before he can deal with

it on an abstract 1evel (institutions).

A second major finding of the Hess and Easron (1960) study (and

of Zurich's 1968 study of Canadian children) was thaL lawmaking emerged

as a major function of government. The chÍldren in this investigation

v/ere not questioned on the function of government but Ínquiries were

made about the responsibitÍties of political figures. Of their respons-

Íbilities, the lawmaking or process function emerged as a stabre

response type (Table 14). However, reference to the regulative functÍon,

that is, the managerial, planning, and control function, was by far the

most popular type of descriptÍon of all the political- figures. This

type of role descrÍption closely resembles what Ritchert (I973) called

thetrinputrrfunctíon of government, one of the tTro mosL common descrip-

tions of government given by his subjects. The second, the ,output"

function, was parallel to the distributive function in Table 14. Whereas

Ritchert found that Anglophone canadians tended to gÍve more Ínput

responses and Francophone CanadÍans more output responses, no such dif-

ferences between English-speaking and French-speaking subjects were found

in this study.

Thirdly, while Hess and Easton (1960) found that t.he President.

a-J I ¡¡^- ;-^+-if,,f-i^-^ ^E ^^--^-ano ratrer, lnsErLuLruns or goverrunent were idealized by American chÍldren

the results of this study tend to confirm previous Canadian fÍndings

(Pammet , L967 , 1973; Rirchert, 1973) that canadÍan children do nor see

their government in idealisËic terms. This difference between Canad.ian
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and American children may again be attributable to the nature of the

canadian system of government. A parliamentary system, ín which no one

man is expected to have al1 the ans\ùers and debate of issues is more

obviously splÍt along party 1ines, \^/ould tend to give both sides of an

Íssue greâter credibility. Positions the prime minister defends are

publicly attacked by the leader of the opposition, and for every govern-

ment portfoliothere is an oppositÍon critic. The idea of the supremacy

and infallibility of the government has no place in the Canadian system.

Another possible explanation for this difference between Canadian and

American children could be that the American President is both a polit-

ical figure (that is, a governmental authority) and the head of state

(that is, the embodiment of the regime or the constÍtutional order),

while the Canadian Prime Plinister is simply a parLisan political figure.

In other words, American children may idealize the Presidency rather

than the President. The resulÈs of Hess and Eastonrs (1960) study could

be taken to support this inLerpretation. Their grades tlvo to seven sub-

jects evaluated the I'President of China" positively though they had no

specÍfic knowledge of the man. However, their evaluation of the rrPresi-

dent of China" were not nearlv as hìøh as their evaluations of the

American President. Furthermore, Sigel (1968) found that grades four to

twelve American chÍldrenrs images of President Kennedy (after his assas-

sination) \,/ere quite highly political and reflected issues that Presi-

dent had espoused. And finally, Artertonts (I974) rather surprising

finding that children view President Nixon as undependable, untrust-

worthy, and dangerous would suggest that children are evaluating the

Presídent rather than the Presidencv.
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The results of this study tended to support the previous findings

of Greenstein (L965) and Smith (i969) as to whÍch l-evel of governrnenr

enters the childrs awareness first. ChÍldren became avrare of the prime

minister before they became ar,/are of Ëhe mayor, and the premier was the

last political f igure to enter their political world. I^ihile in pam¡net rs

(1967 , 1973) study the positions of the mayor and the prime minister v¿ere

reversed, he conducted his study the day after a nmnicipal election, and

this may have considerably heightened his subjectsr awareness of the

mayor. It is possible that the federal-municípa1-provincial pattern is

the most common pattern Ín the growth of knowledge of the political

structure among canadian chÍldren. The responses to the '\n/ho is (the

prime mÍnister, premÍer, etc.)?r'questions showed the name of the prime

minister to be widely knov¡n (Table 15 ). lvf¡¡re chÍldren overall and at

each grade level knew the name of the nrime mini_sfs¡ than that of anv

other polítical figure. His name also appeared at least once at everv

ornrTa I ar¡ol in ró!*ve rsv-r ru i€sponse to every question. The name Trudeau certainlv

appeared to be uppermost in children,s minds.

rn the formulation of the hypotheses, piagetrs contention that

the childrs understanding of the concept of nation would initiate Ín

his inrnediate vicinity (homeËown) r¡/as extrapolated to knowledge of the

political structure. It was predicted that this would also begin wíth

an avüareness of rho ¡irr¡ - m^rô specifically of the mayor. The finding

that awareness of the prime minister preceded avüareness of the mayor

could be due to the heavy emphasis placed on national ner¿s by the media.

whereas the development of concepts is only slightly influenced by ex-
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ternal events (rhat is, their developmenL can be facilitated or impeded),

the acquisÍtion of simple knowledge (that is, rote learni.g) can easily
be so inf luenced. The fact that a\^/areness of the prime minister preceded

awareness of the premier could be related to the fairly consistent

tendency of adults to underrate the importance of the provincial govern-

ment in comparison with the federal government.

In conclusion, it can be said that while knowledge of the politi-
cal structure increased with age, and that the rate and pattern of
development was fairly stable across groups, the level of knowredge was

generally 1ow. i^lhile in American studies older children tended to make

more reference to institutions than younger children and lav,rmaking

emerged as an important function of government, in the present study

reference to institutions v/ere uncommon and the regulative function
emerged as the most popular role description of polítical figures. rn

addition, unlike American c.hildren, the subjects made no spontaneous

evaluations of government role performance.

PoliËical Identitv

The major finding with respect to political identity vias that the

level of both national and regÍonal identity increased with age. The

lack of between-group differences suggested that the pattern v¡as stable
across languages, relígÍons, and schools.

The national identity scale (Appendix D) showed that awareness of
the more common symbors such as the f1ag, the maple 1eaf, and the

national anthem \.vas very high. The least frequently recognized symbols

were the beaver, lacrosse, and the Parliament Buildings, Further examin-
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ation of the response distribution of the latter í-riclÍcated that more

children selected the white House than any other building as being in

canada and as very important to the people of canada (Table 16). How-

ever, this tendency began to reverse by grade seven with these subiects

selecting the Parliament Buildings more frequently than the l^ihíte House.

The popularity of the I^Jhite House could possibly be explained simply by

familiarity through exposure. American reports on Canadian ne\,üscasEs

frequently use a pícture of the l{hite House as a backdrop whereas pic-

tures of the Parliament Buildings are less frequently used in this manner.

Though all children are exposed to the same telecasts, the grade seven

children are more likely to pay attention to what is being said than the

younger chil-dren, and they learn that the l^Ihite House is in the United

States. However, since l^Iinnipeg sub jects selected the I^Ihite House more

TAB I,E 16

selection of Building rmportant to canada by Grades one, Four,

and Seven Subjects and for the Total GrouÞ

Selected Building

I,,/hite House Parliament Buildings 0ther

Grade one

Grade four

Grade seven

Total

/, \ a./

ç. l, 10/

12 .57"

45 ,8'/"

54.2%

/,1 -70/

0%

12 .5%

IB.L%44.4%

frequently than Montreal subjects (Á.¿ = 5.6g, -p < .05), another possible
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explanation presents Ítself. Many tr/innipeg children, while pointing to

the white House, made such comments as rrmy mother works therer or

"teacher took us thererÌ. It seems that the l,ùhite House resembles the

Manitoba Legislative Buildings sufficiently to confuse many children.
Awareness of regional symbols was not nearly as high as a\rareness

of national symbols (Appendix D). Thus, there does not appear to be any

strong tendency for any group to identify with their province to the

exclusion of the natÍon. However, majority group members tended to

recognize more s¡rmbols (mean score = 2.4-/ ) than minority group members

(mean score = L.92, F = 3.38, p ) .05, ( .10). rt is not. at alr surpri-
sing that the tendency to identify with a province should be stronger

among children who belong to the majority group in that province. The

actions of the government and the cultural atmosphere would reflect their
inEerests and values more than those of the minority groups.

Responses to the questions "Are you a canadÍan?" andrAre you a

Manitoban/Quebecker?" provided a more direct assessment of political
idarÉ'i¡.' TL^ -ruE rLrLy. rrÌe r'esults indicated that children do see themselves as

canadians at a very early age. Arthough onry two grade one subjects

could ansvrer the question "i^Ihat nationality are you?r', 13 others asked

Ittrrlhat does that mean?", suggesting that they did not understand the term

nationality. I^Ihen asked more simply what country they belonged to, L4

grade one subjects,2l grade four subjects, and 2l grade seven subjects

ansr¿ered canada.13 Responses to the even more direct'Are you..., ques-

13Th"". results are the curm:lative
are you?'r and rri.{hat country do you belong
grade one are (2+I2 =)L4, for grade four
seven are (16+5 =)2L.

results of rthhat nationalitv
to?'r. Thus, the results for

are ('r¡14 =)2L, and for grade
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tions further supported the previous finding that national identÍty is

stronger than regional identity. When asked in such a direct manner. 70

subjects responded that they were Canadians while only 49 said Lhat they

were either Manitobans or Quebeckers. The difference was primarily due

to the relatively few Montreal children who admitted to being Quebeckers

(i^Iinnipeg: 30 subjects; Montreal: 19 sub jects ;12 = 7.13, p ( .01).

Though this could simply be confusion betr,üeen the city of Quebec and the

province of Quebec on the part of the Montreal subjects, this seemed

unlikely since there I¡/ere no differences in frequencies of correct res-

Ponses between l^iinnipeg and Montreal subjects on other questions relating

to the provinces (rrhlhat is the name of our province? "; rtWhat is l"lanitoba/

Quebec?"). However, there does not appear to be any other plausible

expl anat ion.

In conclusion, Canadian children did come to see themselves as

Canadians very early in their political development, and while recogni-

tion of national symbols increased with age, the more widespread symbols

such as the flag and the national anthem were well-knov¡n even to the

youngest children. Furthermore, national identity appeared to be uni-

formly high across languages and geographic regions. i^Ihile there was

some identifÍcation with the provinces, more notably on the part of

rnajorÍty group members, this lùas never as high as the level of national

id ent itv.

Political ConnnunÍty Sent iments

The results of the affect toward nation scale, the first facet of

political community sentiments, províded support for both the Easton and
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g^^^ 
^^e l-- Â!!^^L-^-! 4L^-¡ress earry actachment theme and Piagetts cognitive developmental mode1,

All of the semantic differential ratings of Canada were relatively high,

indicating generally positive evaluations of canada, and an early,

strong attachment to it. But the question arÍses as to whether child-

rents positÍve sentiments are directed solely towards their oi¡in countrv.

The mean semantic differential ratings of the provinces and a neutral

country indicated that this r^ras not the case: children also evaluated

theÍr province and a neutral country positively (table l7).

I^Ihile the híqh comrnri ^ /lif f erential ratings of Canada seemed to

indicate a generally posÍtive outlook rather than a.strong affective

preference for Canada alone, Ehe results of the stateless birth question

did reveal a preference for canada over other countries. Al1 groups

selected Canada sÍgnificantly more frequently than all other countries

combined' However, pitting Canada against the childts province yielded

unanimous results. ln/hereas the minority groups selected Canada more

frequently than their respectÍve provinces, the majoríty groups selected

Canada and their provinces about equally. Once again it seems that the

minority groups rnust turn to Canada for their strength and the preserva-

tion of their identity while rnajority groups can find this within their

own provÍnce. They do not, however, reject canada. Taken as a whole.

the results support the early attachment theme even though positive

evaluations r¿ere not restricted to the childrs country.

Piagetrs cognitive developmental model which outlines three st-âeêq

of affect developing paraller to widening cognitive abilities also

received some support. rn giving their reasons for preferring a given

country over others the subjects motives did tend to shift from purelv
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personal values to societal values with age. ilthile references to family
values (the middle stage) were few and the process 

'vas 
not yet compreted

by grade seven, the tendency described by Piagetrs theory was evident.
Thus ' both the Easton and Hess and piagetian moders can be supported

without contradiction - they are simpry dÍfferent approaches to the

study of affect toward nation.

Although the mean semantic differential ratings of canada were

significantly different across grades as predicted, the results did not
follow the expected 1Ínear trend. However, while the quadratic effect with
grade four subjects rating canada less positively than both grade one and

seven r¡¡as not predicted, it can be exprained quite simply. The grade

four child is more a\,rare of the meaning of the word canada and is better
able to pick up on adurt themes than the grade one chird, However, he

stil1 deals v/ith his worrd in a concrete manner such that he may rate
canada as only t'fairly or kind of cleant' if he sees trash in the parks or
as only'rfairly free" sÍnce he is not always allowed to do as he pleases.

By grade seven the child is ouLgrowing this tendency to think in concrere

terms and he arso has a better knowredge of other countries (piaget and

Wei1, 1951)., He is more 1ikely to rate canada relative to these other
countries, and Canada fairs quite wel1.

Apart from the differences between grades in the semantÍc differ-
ential ratings of canada, there was also a significant geographic location
effect. winnipeg subjects rated canada more positively than Montreal

subjects' This difference could possibly be related to the ever-presenr

friction between Quebec and canada. French-speaking Montrealers may feel
Ehat canadars support for and understanding of the French cause is really
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only a half-hearted atLempt to appease them. On the other hand, English-
speaking Montrealers may feel that Canada is not offering them enough

protection againsL the French movement. The respective concerns of both

groups are reflected in their less positive ratings of canada.

I^/hite there \¡/ere no between-group dif ferences on the semantic dif-

ferential ratings of the provinces and the neutral country (not even

between grades), there \^rere several grades by schools within languages

and geographic locations, and schools within languages and geographic lo-

cations interactions (Table 4). This probably índicates that, once

again, response patterns r^7ere so stable across grades, languages, and

geographic regions that schools actually contributed more variabílity.

In conclusion, both Easton and Hessrs early attachment theme and

Píagetrs cognitive developmental model \,rere supported by the data. White

the predicted trend of a linear Íncrease in scores with grade did not

materialize, the quadratic effect found does fit comfortably into piagetrs

general theory of development. And, fÍna11y, whereas no between group

dif f erences \,üere expected on ratings of Canada, tte signif icant dif f erence

between the ratings of iaiinnipeg and Montreal sub jects r^/as not surprising.

I^Iíth regard to af fect toward compatriots, there \,ras a strong

affective preference for compatriots, especially same-language compaE-

ríots, at and beyond the grade four leve1 among the children strrclied

(TabIe 6). Since the grade one subjects had only a very limited under-

standing of the meaning of nationality, their apparent lack of prefer-

ence f or canadians lras not alarming. Nor was it surpris ing that same-

language compatriots should rank far ahead of other language compatriots

(Figure 2). In completing the paired comparison booklets, many chÍldren
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made cornments such as "I have nothing against (other- language)

canadians, but r don't speak , so how could we be frÍend.s?".

This communication problem was apparently so important to the children

that they crossed regions (and often countries) to choose same-language

compatriots. This tendency r¡/as not as strong for the Montreal Enslish-

and Winnipeg French-speaking sub jects. These tr,/o groups form the minor-

ity in their respective provinces andr âs can be seen from Table 18,

r¡/ere more frequently in contact wÍth, and had a greater speaking know-

ledge of the other language. Taylor and Gardner (1970) have shown that

effective bicultural conrnunication is possíb1e and that opportunity and.

possíbly motivation for contracts may be what is required to bring the

French- and English-speaking Canadians closer together. The results of

this research tend to support this contention.

In conclusion, it appears that Canadian children like Hess and

Torneyrs (1968) American subjects, develop a sense of r\¿e-ness, since

they tended to choose compatriots over nationals of other countries.

However, closer analysis revealed a strong tendency for language and

culture to intervene, especially for majority group members, to the

extent that other-language compatriots were generally a very 1ow friend-

ship preference.

Correlations Betiveen Scales

i'ühereas the level of a childrs cognitive concept of nation was

expected to correlate with all the other products of political socializa-

tion, indioating a developmental relatÍonshíp between all aspects of the

childrs growing political a\^rareness, the cognitive concept of naLion

scores \!7ere, in fact, positively correlated only r¡ith the knor+Ledge of
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Subjects' Persona

Contac t ,

TAllLrì 1,.ì

I Assessment of

Knowledge, and

Second Language

Us efu lnes s

Contac s econd

Cumulative percentages
WlnnlDeq Monfre¡ I

English French English frencn

How often second language is heard

Practically every day

Once or twice a week

0ccas iona I ly
Never

5.56 66.67

L6.67 88.89

r00. 00 r00.00

33.33 0

77 .77 27.78

l_00. 00 100. 00

B. Percentage of subjects craiming stated degree of second languagelcnorvledg e

Degress of spoken knorvledge claimed
Speak it with no trouble
Can converse, but not very easily
Speak it a little, but can't

0 94.44 5.56 0

16 .67 100. 00 22.23 0

- 66.67 22.22converse 50.00
Know a few words and phrases, but

don't really speak it 94.44
Know hardly a word 100.00

- r00. 00

r00. 00

C. Rat ings of utgfu l_qÊqs of s econd languase

How often second language is heard

Practically every day
' Once or tr¿ice a week

0ccas iona I Ly

Never

s. 56

L6 .67

100. 00

oo. o /

88.89

100. 00

33.33 0

77 .77 27.78

r_00. 00 i00. 00
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the political structure, nationaL identity, and regional identity scores.

Horvever, rvhile the correlation between the cognitive concepts of nation

and nationality \,vas not significant (r = 0 .26, p > .05, < .10), it is

possible that given a more extended and continuous age sample on a uni-

form population, the two would be sisnificanflw ss¡¡eLated. The lack of

correlation between the cognitive concept of nation and affect toward

nation is clearly attributable to the unexpected quadratic grade trend

of the ratings of Canada.



CHAPTER V

A total of 72 Caucasian, Canadian, middle-class children equally

divided among grades one, four, and seven, English-speaking and French-

speaking grouPs, and l^Iinnipeg and Montreal residents vrere questioned on

four major products of political socÍalization: the cosnitive concep¡s

of nation and nationality, knowLedge of the political structure, politi-

ca1 identity. both regionar and national, and political community

sentiments. The cognitive concept of nation scaLe rvas designed to

investigate the child's intellective understanding of the spatial rela-

tionship between city, province, and country, and the cognitive concept

of nationality scale assessed his understanding of the LogicaL implica-

tions of this spatial relationshio for a síven í.ndividual ab a resident

of these places. The knowledge of the potitical structLrre scale inquired

into knowledge of the names and roles of the incumbents in the top

position at the three levels of government. The two political identity

scales assessed the child's identification of self as belonging to a

particular (national or regional) group and his a\¡/areness of the distinc-

tiveness of this group as demonstrated by the recognition of symbols

cortrnon to the whole group. In terms of political community sentiments,

the affect tolard nation scale tapped feeling-emotion expressed in regard

to the nation and the affect torvard compatriots scale assessed a pref-

erence for compatriots over nations of other countries. The above scales

were used in conjunction with a number of other measures includine

biographical questions assessing second language contact and use and

Genevan tasks assessing the subjects minimum cognitive leve1. All sub-

LL4



lr5

jects ruere intervierved in their mother tongue on three separate occasions

I^lith the exception of those scales designed as booklets to be completed

by the subjects, the investigator recorded aIL responses verbatim. Cod-

ing of open-ended responses ü/as done independently by two (and in one

instance three) coders. rntercoder reliability \,vas generarly high, as

was scale reproducibility and other reliability measures.

The primary concern of this research \.vas to investigate the

changes thaL occur with age in the child \"rich respect to the products of

political socialization. The general expectation that, wiEh grade, the

products of political socialization would develop to be more like the

adult vievr was well supported. The amount of knowledge about the poli-

Lical structLrre increased, and conceptualizations of nation and nation-

ality became more accurate with age. The linearity of the developmental

curves suggested that development in both areas progresses at a gradual

but steady pace. Furthermore, the children did not seem to have reached

a plateau by grade seven. Political cormnunity sentiments \,7ere positive:

Canada received high ratings on the semantic differential and compatriots

were chosen more frequently than nationals of other countries in friend-

ship choices. Language, however, did play an important role in determin-

ing selection.

The results also supported aIl but one of the major contentions

nf Pí aoef I q ihenrr¡ nf th a dot¡ølnnmont- ^ç *.h .íFi,,^ ^^ñ^^-F^LLluv!J vr Lrrs ucvcrwpÌnêllL of the cognitive concepts of nation

and nationality: (a) the adequency of the child's cognitive concepts of

nation and nationality corresponded to his cognitive developmental level;

(b) the growth of the child's cognitive concept

knoivledge of the political structure) initiated

of natíon lhuf nnf his

his more immediateIN
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surroundings (city) and only later inclucled the more distant and remote

(province and country); (c) growth of the cognitive concepts of nation

and nationality proceded from no understanding of the spatial and logical

relationship between city, province, and country, to an understanding of

their spatial relationship, and then Lo an understanding of their logi-

cal relationship; (d) older children conceptualized institutions in

abstract Lerms more frequently than younger children; the young child's

conception of political instirutions was strictly concrece-personal; and

(e) the chiLdrs motives for liking a country changed from purely personal

ones among the youngest children ro an acceptance of group values,

familial and then societal, among the older children. However. there

was Iittle support for Piagetrs contention that chiLdren are able to

verbally express the spatial relaLionship beLween city, province, and

coLlntry before they can construct it.

The findings rvith regard to the influences of factors associated

with geographical location and mother tongue did not compleEely support

the predictions. I^ihiIe mother tongue \.,7as associated with children tend-

íng to choose friends from their or{rr language group, the results regard-

íns ihe ínr-or¡^¡ion of mother tongue and region on affect toward nationefru I só!ur¿

were mixed. All groups within both languages and both geographic loca-

tions evaluated Canada and their provinces about equally on the semantic

differential rating scales. Thus, the Montreal French-speaking subjects

did not differ from other subjeccs. Furthermore, the }lontreal French did

not take more pride in being Quebeckers rather than canadians. The

sample was divided along minority-majority group lines here with the

minority groLlps choosing "more proud to be Canad.ianil more frequently than
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Manitoban/Quebecker, and majority groups choosing Canadian and Manitoban/

Quebecker about equa1ly.

Inlhereas no other betrveen group dif f erences \dcre predicted, several

were found. Most of these differences occurred on individual questions

while predictions were based only on total scale scores. However. rvith

reference to scale scores, I^Iinnipeg subjects rated Canada significantly

more positive than Montreal subjects on the semantic differential scales.

and the differences between majority and minority groups on regional

identity (majority groups scores higher) approached significance. This

latter finding, along rvith the results of the individual questions

analysis revealed a fairly consistent tendency. ¡,lajoriLy groups tended

f^ L-"^ ^ ãç^^L.Lo rrave a SreaEer a\¡/areness of their respective provinces than minority

groups; more majority group members knew the name of their provincial

premier, more said they \{ere proud to be members of their province, and

they tended to recognize more regional symbols. The only other tendency

evident from the analysis of individual questions was for Montreal sub-

jects to have more dífficulty dealing with the concept of province than

\^Iinnipeg subjects. Montreal subjects made more errors on cwo of the

three drawing and construction questions; they were less successful in

supporting dual membership; and they more frequently denied being a mem-

ber of their province.

Finally, rrltereas the 1er¡e1 of a child's cognitive concept of nation

ivas expected to correlate rvith all the other products of political soci-

alization, indicating a developmental relationship between all aspects of

the childrs grorving political awareness, the cognitive concept of nation

scores \^7ere ' in f act, Pos itively correlated with only the knorvledge of the

political structure, national idenrity, and regional identity scales.
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?ART 1

1) Biographical

Section A:

Name

THE INTERVIEW SCHEDULE AND PROCEDURE

informat ion .

From the school records

Sex

urLJ

Race

L27

speaks to you?_
your mother?

wnrrr f n rL'ør2

you in Ungfish?

Bir thdat e

Þcnoo r

Prograrnnie

Nat ionality Religion
Fatherrs occupation

Motherrs occupation

Address (districr)

Section B:

-What rvas
litt1e?
Frobe:

-I^Ihat language does your father usually use when

-I^ihat languagei do you usually use when you speak

-Inlhat language do you usually use when you speak

Probes: Does your mother/fatlner usually speak

he

to

to

to

From the child
the first language you Learned to speak rvhen you rvere

1

Is English^ the first language that you learned
speak when you were little? Yes No

-I^lhat language does your mother usuaLly use when she speaks to
you?

to

Mother: Yes

Father: Yes

Do you usually speak to your moEher/father in English?
Mother: Yes No

Note: The l^linnipeg English intervierv schedule rvi11 be presented
here. The French version may be obtained through the Department of
Family sLudies, Home Economics Building, university of Manitoba,
WinnÍpeg, Ifanitoba, R3T 2N2.

No

No

I-In the interviervs
French, Montreal, and

of Frenc.h-sne¡kins end of i\fonfrc¡'l snhicct-e
Quebec were substituted where applicable.
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Father: Yes

-How long have you been living in Winnipeg?

-How well do you speak French right norv? (Check one answer)

I know hardly a \^rord of French

I knor^¡ a f erv French ivords and phrases, but I don't really
speak French at all.

I speak a litCle French, but not enough to carry on a
conver sat ion

I can carry on a conversation in French, but not very
eas i lv

I speak French without any trouble at all
-How useful ivould it be to you right now to be able to speak French

- or speak iË better? (Check one answer)

Very useful: I could use it every day

Quite useful: I could use it often, but not every day

Slightly useful: I could use it sometimes, but not very
often

Not useful at all: I don't think Ird ever use iL
-Do you have any close friends who speak mostly French at home?

Yes No

-Are there any students in your class at school who can speak French
very well? Yes No I donrt know

-Do any French-speaking families live within about six blocks of
where you live? Yes No I don'L know

-About how often do you hear French spoken in your ommunity - other
than in French classes at school (Check one answer)

Practically every day 
----Once or twice a week

Occasionally - but not as often as once a week

Never

2) Cognitive concept of Nation Scale (subscales 1 and 2 counterbalanced)

Subscale I
-Have you heard of canada? oR you've heard of canada r suppose?

Yes

No

-What is Canada?

No
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-Where is Canada?

-What is I'lanitoba ?

-I.^Ihere is Manitoba?

-i^lhat is Winnipeg?

-hlhere is trrlinnipeg ?

(Place a pencil and a blank sheet of paper in front of the child)
-Draw two circles to show how winnipeg and canada fit together

-Which circle
-l,r4rich circle

lTurn nâner over

-Drarv three circ
toge ther

-Which circle
-I^/hich circle
-Which circle

Subscale 2

stands for Canada? (Indicate on drarving)

stands for I^linnipeg? (Indicate on drawing)

)

les to shorv horv Manitoba, Winnip"g, and Canada fit

stands for Canada? (Indicate on drawing)
stands for Manitoba? (Indicate on drawing)
s tands for Winni.eø z / Tnd í .â Fo ^1 drawing )

s tand for ?

tand for ?

s tand for ?

-l^lhat is a country?
-What is a province?
-What is a city?
-What is the name of our countrv?
-What is the name of our province?

-I^lhat is the name of our city?
(Place a blank sheet of white paper and scotcrr tape in front of
the child. Present pieces of construction paper on a piece of
cardboard and place within reach of the child.)

-Let's pretend that these pieces of coloured paper stand for winnipeg
Manitoba, and canada. can you shorv me horv they fit together on a
map ? Tape your r.¡ork onto this piece of paper .

-(pointing Eo green) What does this colour
-(pointing to red) h4rat does this colour s

-/nninf-ina Ê^ 1-l^^1.\ T-lL.^F Å^^^ +t!!rö Lv u raLN,, nrro L uvçù ,his co lour

3) Affect toward compatriots scale, Question 1

(Place the five comparison stimuli, printed on five inch by seven inch
white cards, sÍde by side on the table in front of the child.)



130

-l^Iho would you pref er
(Read five options

l-n h¡r¡a ae \7^rrr

a loud , point ing
best friend?
l-n nqrdq \

A Frenchman

An American

Eng li-sh-speaking Canadian

A French-speaking Canadian

(After the child makes his first selection, remove the card.)
-Inlho would you choose second?

(Re-read cards aloud for grade one subjects. Remove chird's
selection and repeat procedure until only one card remains.
Remove all cards from the table and place a pencil and the paired
comparison booklet in front of the child.)

-Now the question is still the same. Inlho would you prefer to have
as your best friend? Make one choice on each page. Mark your
choice with a check. (Read each page aloud whíle pointing to the
rvords for grade one subjects. )

Note: The comparisons to be made were:

A Frenchman OR An American
An American OR An Englishman
An Englishman OR An English-speaking Canadian
An English-speaking canadian oR A French-speaking canadian
A Frenchman OR An Englishman
An American 0R A French-spealcing Canadian
An Englishman 0R A French-speaking Canadian
A Frenchman 0R An English-speaking Canadian
An American 0R An Englísh-speaking Canadian
A Frenchman OR A Freneh-speaking Canadian
An American OR A Frenchman
An Englishman On At American
An English-speaking Canadian On A.r Englishman
A French-speaking canadian oR An English-speaking canadian
An Englishman 0R A Frenchman
A French-speaking Canadian OR An American
A French-speaking Canadian OR An Englishman
An English-speaking Canadian OR A Frenchman
An English-speaking Canadian OR An American
A French-speaking Canadian OR A Frenchman

A sample page from the booklet:

an English-speaking Canadian 0R a Frenchman

An

An

Eng lishman
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4) Tube rotation task: A Genevan task

(t1".:, holl:y tube and the yellorv, red, and green plasric cylinderson tne tabIe. )

Here is. tlollor tu¡" (look through it) and there are three plasticcylinders (poinr ) .

-l^lhat co lours are the cylinders
r am going to put the cyrinders into the tube, and then r will askyou which one,will come out first. Let's try it.
(Insert cylinders rhrough side A)
First I put in the yellow one. Second, I put in

last I put ín the green one.
(Do not rotate the tube, but tip it and make the

tvill do somethins diffprent
)

Second, I put in the red one. And
Now watch carefully. (Rotace tube

the red one. And

cylinders s lidedovm to the other side. )
-Now, which one will come out of this end firsr (poinr ro side B)?
-Which one second?

-l^Ihich one las t ?

Let's try it again. This time I
(Insert cylinders through side A.

First, I put in the yellow one.
last, I put in the green one.
180 degrees. )

-i.rihich one will come out of this end first (point to side A rotated)?
-I^lhich one s econd ?

- I^lhich one last?

5) Affect toward nation scale: The semantic differential, first booklet(Booklets l, 2, and 3 counterbalancecl)
r am now going to give you a rittre bookret to filr out. Each pageof the bookret rooks just rike this one. (prace sampre card,

HOT : : .; ; : : COLD, in front of the child.) Thereare trvo t¡ords rvhich are oppos ite of each other . Betrveen thes e'two rvords is a rine separated into five equar parts. r rvilL giveyou a card like this one rvith one word printed on it. (place
sample concept card, SW, in f ront of the chird. ) I^rhat r wouldlike you to do is to place an rrxrf somervhere on this line. This
"x" \,¿i11 show me what you think about the rvord printed on thiscard. For example, if you think the sun is very hot, you wouldplace your "x" here (point to space crosest to HOT). rf you thinkthe sun is somewhat or kind of hot, you would place your;'X" h"r"
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t'Pnínt fô qnzno qpnnnd frnm llfll-\ Tf r¡^r, flrr'nl. r'\ru!LrL Lv ùpdLE üeLvlru r! JUu LrrrLrr\ .he Sun iS nOt hot,
1r¡rl- nnf nnlri i7^¡r r.rñrr'ld -1â.ê \7CU1. ttX" he¡.e in the middle lpoinU, Jv" rre! E ÀL¡ \rvrlt

to middle space). If you think the sun is somervhat or kind of
cold, you \,lould place your Irxrr here (Poinr to space second f rom
COI,D). If you think the sun is very cold, place your rrxr| ilere
(Point to space closest to COLD).

-Do you understand? (Answer any questions and remove

Here is a card you can keep in front of you to remind
snâce on fhp 'l ine mennq /Þ] e¡ø ,lef ín'í f í ¡n aarrl

: very : some\^7hat
or

: neither one : some\^rhat
or

: kind of :

sample cards. )

you vThat each

: very :

nor the

in front of the chiLd. ) Let's try one lPl a ce ex¡mnl e card
DRY in front of the

ex:mn I p

FIRE and example card i^lET : i i

chiid. )

-l,lhat does this your "x" tel1 me about what you think about FrRE?...
very good. Norv here is the booklet. (place booklet and pencil in
front of the child. ) Tell me what you think about (present
concept card Canada, Manitoba/Quebec, or neutral country in front of
the chíld ) by complet ing every page of this booklet in the same r¡ray.

Note: The f ifteen pairs of bipolar ad jectives \"/ere:

Qu iet
Ha ppy
Prol-l-r¡

Awfu 1

Happy
5ad
lTq I rr

NÍce
- Chained
- Strong
- Good

F ree
Weak
Bad
Clean
urrl r !cllu Iy -

Rich
Closed
I^/ond erfu 1 -
0Id
LiLtIe
Full

A sample page from the booklet :

T)'í r f rz

FrÍend 1y
Poor
0pen
Terrible
New 2
Rio"'Þ
uutv L J

s trong

n
'These last three adjective pairs were omitted from the scoring

because of theÍr non-obiecLive nature.
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PART II

1) CognitÍve concept of nation scale (subscales 1 and 2 counterbalanced)

(See this scale parr I. )

2) Irrportant cÍties: MÍscellaneous q.uestion

-i'Jhat city do you think is the most important city in canada?
-i^/hat city do you think is the second most important city in

Canada?

3) National identÍty scale

-tr/hat nationality_ are you?

Probes: i{hat country do you belong to?
Are you Canadian?

(For each of the seven vÍsual recognition items, place the appro-priate serÍes of five stirmrli in a row on the table in front ofthe child and then ask the question. )

-hlhich of these pictures stands for (or represents) canada? (coars
of Arms )

North In/est Territories
Canada
No,r" S.ãtiã--

Yukon
Ontario

-t{hat is the name of this (point to Ítem chosen)?

(rf canadian coat of Arms not chosen, point to it and ask)

-irThat is this cal l ed ?

-WhÍch of these flags is the Canadian f.Lag?

British
Amer ican
French

Maple Leaf
Red Cross

Canad ian
Japanes e

-l^/hich picture stands f or (or represents ) canada the best? (symbols )

Harnrner and Sickle Star
ory:trpTãìymuor

-h7hat is the name of this (point to items chosen)?
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( Tf maol e I eaf not selected
-l^/hat is this ca l led ?

, point to it and ask)

-htrich of Èhese animals
Deer _

stands for (represents) Canada?

Buffalo
RacoonBeaver

trJo lves

-I^Jhat is the name of
(If beaver not chosen

-What is this animals

-l^lhich of thes e bu ild Íngs
^^^-1 ^ ^t n^-ada?
Pc9PfC UMlt

Hano Í

-l,lhich of these sports is Canadars
Ski ing
LaCrosse
öaseball

Lhis animal (point to items chosen)?
, point to it and ask)

cal1ed?

15 tn

Parliament Hill
I{hÍte House

-I^Ihat is the name of this building ( point to item
(If Parliament Buildings not selected, point to it
-What is this buÍ1ding called?

Canada and is very important to the

Palace
M:s eum

chos en ) ?
and ask)

nat íona 1 q nnrf ?

Hockey
Footbal 1

-l^Ihat is the name of this sport ( poÍnt to item chosen )?(If LaCrosse noL selected, point to it and ask)

: -What is thÍs sport called?

-l^ihich of these sports is Canada best known for?
- SkiÍng

LaCrosse _
Baseball

Hockey

-What is the name of this sport (point to sport chosen)?
(If hockey is not chosen, point to it and ask)

-What is this sport called?

(For national anthem question, instruct child simply to listen to Lhe
songs )

I will now play five songs for you. Listen carefully now.
(Start recorder, lower head, and look through some papers so
discourage comments from the subject. At the end of the five
stop recorder and rewind. )
I will replay all of the songs now. Tell me when we get
song.

Footba I I

as to
songs,

to Canadars
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Anthem selected

-I{har is the name of Canada's song?

Note: The five songs were the national anthems of France, England,
Austria, the United States, and Canada.

4) Regional identiry scale

-Are you a Manitoban? yes No

-trlhich of these pictures stands for (or represents ) llanÍtoba?
-which of these pictures stands for (or represents) ManÍtoba? (coats
of Arms )

Manitoba
Alberta
British Columbia

-What is the name of this (point to Ítem chosen)?
(rf Manítoba coat of Arms not selecred, point to iî-ãnaìst)
-What is this called?

-h/hich of these flowers stands for (or represents ) Manitoba?
Yukon A1b erta

ManitobaBritish Columbia
fuebec
-tr/hat is Ëhe name of thÍs flower (point Eo item chosen)?
(If Prairie Crocus not chosen, point to it and ask)
-trrlhat is this flower called?

-ürhich of these flags is the flag of the province of Manitoba?

Queb ec
New Brunswick

Qu eb ec
Prince Edward Island

Sas kat cher¿an
Manitoba
British Columbia

5) Affect toward nation scale: The semantic differential, second booklet
(Booklets I, 2, and 3 counterbalanced)

(P1ace a semanLÍc differential booklet and a pencil in front of the
child. )

Do you remember hor,¡ Lo f ill out Lhis booklet?. . .Good. Now here is
the card to remind you what each space on the 1ine means. (place
in front of the child.) ThÍs time, tell me what you think about

""*pr"rt"å":::ï iil:':; H:';:3ilï:0""' or a neutral countrv) bv

6) HÍerarchical cl-assificatÍon task: A Genevan task,
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(P1ace on the table, in front of the child, either four yellow and
two red, or four red and two yellow plastic blocks.)
Here are six plastic blocks.
-How many ye1low blocks are there?
-How many red blocks are there?
-Now tell me, are there more ( orøer or nr,¡¡þg¡ed colour)
blocks , or are inãr"-*.rã- pr*.t. ¡r;:ilt--- ' -

-Why do you say that?
The other day a little boy/gLrL told me that there r¡/ere more
(give ansTrer opposite to that which child gives).
-Do you thÍnk he is right?
-l{hy?

PART III

l) CognitÍve concept of nationality scale

-l^/hat makes you a Canadian?

-üIhat makes you a lulanitoban?
-Can you be a CanadÍan and a Manitobran at the same time? yes

No

-Pretend that you are going on a sunìmer holiday to the United
states of America for a whole summer. I^/hile you are Ín the united
StaLes, are you a Canadian or are you an American?
Canad ian American Both Other

-lJhy ( If "Becauserr, ask: "But how come? ")
-Pretend that your father is going to work in the united states of
America for two years and your whole family is going with him.
tr{hile you are in the united staLes, are you a canadian or are you
an American?

Canad ian American Both 0lher

-I^ihy? ( If "Because'r ask: rrBut how come?" )

2) Affect to¡vard compatriots scale: Question 2

(Follow the same procedure as Question I for both the rank ordering
and the paired comparison, using the following choices:

-an English-speaking Canadian from your o\^Jn province (ECS)
-a French-speaking Canadian from your own provÍnce (FCS)
-an English-speaking Canadian from another part of Canada (ECO)
-a French-speaking Canadian from another part of Canada (FCO)

Note: The comparisons to be made in the booklet râ/ere:
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ECS - ECO

FCS - FCO
ECS - FCS
FCO - ECO

ECS - FCO
FCS - ECO

ECO - ECS
FCO _ FCS
FCS - ECS

ECO - FCO
FCO - ECS
ECO - FCS

3)

L+)

Affect toward
(Booklets I, 2

(.bo11o\^/ the
booklet in

nation scale: The semantic differential. booklet 3
, and 3 counterbalanced. )

same procedure as for the second semantic differential
Þa-+ TT \rorL LL. )

Knowledge of the political structure scale
-hlho is the Mayor of i^iinnipeg? (code answer)
-tJhat kinds of things do you think a mayor does at work?
-tr,lho is the Premier of Manitoba ?

-I.^/hat kind of things do you think a premier does at work?
-Who is the Prime Minister of Canada?
-i^Ihat kind of things do you think . pri*ã *i.tister does at
-tr/ho Ís the Governor-General of Canada?
-I^lhat kind of things do you think " go,r.riãllSneral does

work ?_

at work?_

5) Affect toward nation scale: The stateless bÍrth question

-Pretend that you were born without belonging to any counEry.
I,Jhich country would you choose to belong to now if somebody gave
you the choice?

-I{hy ?

6) Source of pride:

-What makes you

Canad ian

Miscellaneous

-^-^ ^-^., Jrrrv!E P!uuu -

question.

to be a Canadian or to be a Manitoban?

Manitob an

-Why? (If "Because" ask: llR"¡ l. 
^', ^^ln^rll\uuL t¡vw Lvulc; )
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The Cognitive Concept of Nationality Scale

(Ranked from Least to Most Difficult)

-

Scale Total Number of
Position Item Subjects Respond-

ing Correctly

1. Summer holiday in United States. trrrhat
nationality are you?

2. Can you be both Canadian and Manitoban/
Quebecker at the same time?

3. T\,ro years in United States . trrrhat nation-
ality are you?

4. What makes you Canadian?

5. Summer holiday in United States. Why
are you (stated nationality)?

6. Two years in United States. [Jhy are you
(stated nationality)?

7. Why can you be both Canadian and Manitoban/
Quebecker at the same time? (Or I^Ihy can
you not be both . , .? )

B. I^/hat makes you Manitoban/euebecker?

5B

/,o

+o

+J

42

3B

31

L9

Note: - The reproducibility of the scale = .91.



15i

The National rdentÍty scale. The Recognition and Naming of

Symbols (Ranked from Least Lo Most Difficult)

Scale
Position Item

Total Number of
subjects Respond-
in* /l^**^^+ 1 --rrró v9rrçLLIy

1.

tr

6.

7.

8.

10.

11.

L2.

1?

14.

15.

RecognitÍon of flag. 72

Name of sport Canada best knov¡n for (hockey) 70

Recognition of national anthem. 6B

Recognition of Canadian s¡rmbol (maple leaf) 68

66Name of national anthem,

Name of national animal (beaver), 56

Recognition of sport Canada best knov¡n for (hockey) 50

Name of Canadian symbol (maple leaf) . 41

Recognition of Canadian Coat of Arms. 46

RecognitÍon of Parliament Buildings. 27

Name of national sporË (lacrosse). 23

Recognition of natÍonal animal (beaver). 22

Name of Parliament Buildings. 17

Name of Canadian Coat of Arms. 4

Recognition of national sport (lacrosse). 4

Note:

reproducibÍlity

15) = .94. The

11, 13, 14) =

Tho ro-r^;"^.iI-.i I i F.' ^ç +1-^çP!vuuL!urrtLJ v! LtlË

of the recognition subscale

reproducÍbility of the names

loÈal scale = .91. The

(items l, 3, 4, 7, 9, 10,

subscale (items 2, 5, 6,

12,

B,
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The Regional Identity Scale

The RecognitÍon and Naming of Syrnbols

(Ranked from Least to Most Difficult)

Scale
Po s it ion Item

Total Number of
Subjects Respond-
i no tlnrrocf I rz

I

a

?

(

Recognition of provincial Coat of Arms.

Recognition of provincial f1ag.

Recognition of provincial flower.

Name of provincial flower.

Name of Provincial Coat of Arms.

57

E1
J¿

2l

17

Note: - The reproducibility of the total scale = .95. The

reproducibility of the recognition subscale (items L,2,3) = .94. The

reproducibility of the names subscale = (items 4 and 5) = .99.
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SCAI,E SCORES FOR ALL SUBJECTS
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SCALE SCORES FOR ALL SUBJECTS

Scale

Cognit ive Cognit Íve
Concept Concept of

Group Subject of Nation Nationalitv

Knowledge of
the Political
Structure

Nat iona I
ldentity

Regionaì.
Id ent i ty

Total possible i5 15

I^j"E 1A

WE 18

I,^IE4A

I,'IE4B

WETA

WE 78

I,\lf'14

I^rF 1B

WT4A

I4lF48

1

2

4
(

o

7

8
v

10
11
I2

13
T4
i5
L6
I7
18

10

20
21
22
23
24

25
26

2B
)q
30

31

4
I
5

6

3

7

L4
9

T4
B

L2

15
15
72
L4
I4
13

?

a

1
,)

¿

¿

T2

11

L4
6

L2

15

2

0
3

J
I

0
0
0
0
U

I

6

5

7
q

9

11
8

10
t0

7

1t
11

a

13
10
11

B

4
4
B

6

10
7

7

11
q

8

L4

2

1

U

I
1
aI

6

7

7

7

6

B

5

2

1

5

1
j

4
I
I
3
a

J

7

7

8

1

6

t.

4

3

4
8
7

4

4
4
)
4

I
I
U

1

2

1

0
U

0
0
0
0

0
0
I
7

2

4

1

ô

n

I
1

6

3

3

5

B

7

I

Z

1
?

1

i^/F7A
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Group Sub j ect

Cognitive Cognitive
lìnn¡anl- nf lìnnnp¡f 6fvvrrççPL vr uvrlLeuL v!

Nation National ity

Knowledge of
the PolitÍca1
Structure

National Regional
Identity Identity

Total poss ib 1e I5

L2

L2

i3
i3

9

1

5

7

2

2

7

l3
I5
L2

6

l1
1

13
10
15

i3
15
15

4
4
6
f

4
.,

ll
L2
13

l0
Cl

t2
L4

5

B

7

6

B

3

4
6

0

B

6

6

0
5

1

7

5

6

B

7

7

1

1

7

2

2

0

7

5

5

I
1

3

6

B

3

J

6

2

t

I
1

0
0
0
I

3
tr
J

3

2

2

0

5
.J
J

5

5

2

3

0
0
0

3

5

2

U

4
4

6

6

l5

lt
9

11
J

10

7

7

5

B

6

B

L2
9
q

t0
B

I2

9

13
I2
L4

7

7

I
B

6

t0
I1
l
6

1.)
LL

I

13
13

2

4

I

1

¿

0
I
¿

2

I
1
2

I

J

0
¿

¿

2

4

a

¿

1

I

4
4
I
2
2

I

3

B

I^7F74

I^rF 7B

l"ElA

MElB

Iß44

ME48

META

}G7B

MFlA

MF 1B

l'ß'44

MF48

32
33
7/,

J)
36

3l
3B

40
4L
/,)

43
44

46
47
4B

/,4

50
51
52

55
56
57
58
59
60

6L
62
63
64
65
66

67
68

I\ß74
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Grou p Subject

Cognitive Cognitive
Concept of Concept of
Nat ion Nat ional ity

Knowledge of
the Political
Structure

National Regional
Identity Identity

lß'74
MF 78

69
to
lt
72

I4
5

l5
IJ

0
5
tr)

10
6

It
11

1

.4

z

7

4
5

7

F_

Ã-

Note:

ts.nol1cn H =

School A, and

In the I'Grouprr description, W =

trr^-¡h 1 - îro.1 p 6¡p L" = Creàø!rCIIUIIt I - UlaUe vr¡e,

B = Schoo1 B.

I^i Ínnipeg, ln1 = Montreal,

€^,,- 1 - 1-^Å^rourr/:uraoeseven,
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ScaIe

Group Subject Canad a

Semantic Differential
Provinc es

Rat ings
Neutral Country

Total Possible
I^rEiA I

2

WE1B 4
5

6

WE4A

I^iE48

L,IE 7A

i,lE 7B

13
14
l5
L6
L]
18

19
20
2L
¿¿
23
24

25
26
27
2B
29
30

I^IFlA

i^rF 1B

WF4A

I{F4B

WFTA

I^/F7B

OU

4l
60
55
50
56
55

¿+J

50
55
5l
51
59

/,o
-J

54
42
4l
52
/,4

OU

60
66
56
4L
46
52

39
51
53
47
56

49
55
¿+r

4C)

/,q
/,q

56
52
52
60
53
40

40
45
4B
58
4L
++

53
58
42
)U
45
54

60

60
56
5B

52
5l

7

B

9

t0
l1
L2

47
55
55
+l
52
57

45
54
45
46
/,4

46

58
28
55
60
52
4L

34
39
42
5B
51
50

58
54

45
43
4l

60
)¿
60
60
52
4L

4L
39
59
)¿
4l
46

56

46

31
32
33
34
35
36

47
\/,
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ScaIe

Group Subject Canada
Semantic DÍfferential

Provinces
Ratings

Neutral Country

ME }A

I4E 1B

MF/,4

ME48

META

METB

l.ß'14

tff18

ìß44

MF48

}IF 7A

MFTB

37
38
39
40
4L
42

43
++
45
¿ro

47
4ö

49
50
51
52
53
s4

55
56
57
58
59
60

6r
62
OJ

64
65
66

67
68
69
70
71
l2

48
50
40
58
60
50

4l
51
48
J¿
4L
53

54
52
51
+o
46
++

42
+L
56
43
60
59

)¿
43
45
+I
4l

55
60
40
38
60
50

3B
51
37
60
60

56
51
53
+¿+

60
46

47
54
60
60
45

56
5B
4B
57
4l

4s
50
40
59
60

"60

5B
37
49
37
3B

34

55
55
36
<l

4B

46
52
40
56
43
57

54
51
/,o

50
43
42

45
36
60
48
60
60

54
/,\
47
37
L7

48

55
57
4I
4T
58
43


